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Abstract 

 

This study aimed to identify the perceptions of mentoring programs, as well as the needs 

and concerns of early-career agriculture educators in Georgia, and to outline best practices for an 

effective mentoring program. The participants in this study were middle and high school 

agricultural education teachers teaching in the Central and South regions of Georgia. This study 

used a quantitative research design. The data was analyzed and reported using Spearman and 

Pearson correlations, frequencies, means, standard deviations, percentages, and personal 

demographic characteristics such as years of experience, degree completion, gender, and 

certification route. Participants in this study were agriculture educators with teaching experience 

ranging from one year to less than ten years. Most female respondents had completed a 

traditional preparatory program to become agriculture educators. Most participants reported 

involvement in a formal mentoring program. Identified needs for agricultural educators include 

time management, stress management, and navigating school politics. Concerns include FFA 

chapter activities, student motivation, and mental health. The data reveals a notable association 

between the formality of the mentoring program and school or county-mandated participation. 

However, there is no statistically significant correlation between the formality of mentoring and 

the concerns expressed by respondents. A significant relationship exists between the program's 

formality and the respondents' need to " develop rapport with students" and "understand school 

politics." Participants regard a successful FFA chapter as a reflection of the overall success of the 

agricultural program. 
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CHAPTER 1 

 

INTRODUCTION 

 

Educational professionals are leaving the classroom at unprecedented rates (Haynes, 

2014). The reasons for their departure include inadequate leadership, perceived lack of support 

from administrative authorities, and ineffective communication. According to Haynes (2014), 

prior research indicates that approximately 500,000 teachers transition or leave the profession 

each year, with an estimated 41% departing within their first five years (Solomonson et al., 

2019). Agricultural educators bear responsibilities that extend beyond those of conventional 

academic instructors. In addition to standard contractual obligations such as designing curricula, 

maintaining accurate grade records, and effectively managing modern classrooms, agriculture 

teachers often engage in extended-day and extended-year contracts. These commitments require 

additional hours and days of work throughout the academic year to facilitate engagement with 

students, stakeholders, and the community (McKibben et al., 2022). Post-2020, a notable shift 

occurred in education, marked by declines in student learning. Teaching strategies learned over 

the years were forced to change in response to COVID-19, and the stress of that event has been 

suggested as affecting teacher retention in a post-pandemic environment (Clemons et al., 2021). 

Concurrently, mental health issues among students and educators increased, affecting the 

agricultural education sector as well. Educators in agriculture, like their counterparts in other 

disciplines, face significant emotional, physical, and mental challenges. The teaching profession 

is inherently demanding. Educators may be susceptible to mental health concerns such as 

depression and may experience adverse physical effects, potentially prompting them to exit the 

profession (Madigan et al., 2023). Educational systems are in urgent need of effective teacher 

retention strategies now more than ever. Some systems are offering substantial sign-on bonuses 
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to attract both non-traditional and traditional educators. However, these signing bonuses and 

retention initiatives entail significant costs, and among agriculture educators, financial incentives 

have not been shown to play as large a factor in well-being as social and personal time away 

from work (McKibben et al., 2022). According to the National Commission on Teaching and 

America's Future, the average national expenditure to replace a single educator surpasses $8,000 

(Callahan, 2016). Callahan (2016) further elaborates on the expenses related to teacher 

replacement, noting that the hiring process is costly, involving recruitment, training, and the time 

commitment of new teachers, ultimately costing school systems over $2 billion. Presently, the 

educational landscape consists of a mixture of novice and experienced teachers seeking 

alternative career pathways to utilize their teaching talents.  

The education sector presents a challenging career path characterized by various internal 

and external stressors impacting educators. Nevertheless, shortages of teachers are not a recent 

phenomenon. Historical data indicates shortages in disciplines such as mathematics, science, and 

special education dating back to the early 1950s (Sutcher et al., 2019). Additionally, the shortage 

of agriculture educators in the United States is not a novel concern; agricultural education has 

been impacted by this enduring issue for numerous decades (Sorensen et al., 2016). Historical 

records of the agriculture teacher shortage trace back to the 1960s, with sources documenting a 

deficiency in the supply of agriculture teachers (Barwick, 1967). To address the chronic problem 

of agriculture teacher shortages, this study operationalizes Kram’s (1988) mentoring theory, 

providing the empirical foundation to tailor a statewide mentoring program.  

 Historically, initiatives undertaken by the agricultural education community have failed 

to effectively resolve the teacher shortage crisis, resulting in a continual gap of unfilled positions 

year after year. Indeed, several organizations actively support the field of agricultural education. 
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Organizations such as the National Association of Agricultural Educators (NAAE) and certain 

state organizations, like the Georgia Vocational Agriculture Teachers Association (GVATA), 

have been established to provide support to agriculture educators, thereby contributing to the 

ongoing support framework. These organizations provide professional development 

opportunities for both experienced and novice educators in the field of agriculture; however, this 

has not been sufficient to address the ongoing shortage of agriculture teachers and the attrition of 

educators from the profession (Croom et al., 2023). A deficit of 10-20 agriculture teachers, 

varying by region and state, can impact thousands of students. Consequently, students residing in 

regions with unfilled positions may face limited access to essential agricultural literacy and 

skills, primarily due to the shortage of qualified educators.  

The state of Georgia is not exempt from the agriculture teacher shortage. The most recent 

research indicates that Georgia continues to experience a shortage of agriculture teachers, a trend 

that has persisted for the past 30 years. Norris et al. (2024) report that nearly 300 agricultural 

educators in the state of Georgia leave the profession for various reasons, including retirement, 

transitioning to teaching other subjects, opting to stay at home, and accepting industry positions. 

Georgia has more than 530 agricultural education teachers, and each year the demand outreaches 

the supply. Currently, there are three public higher education institutions in the state of Georgia 

that provide programs focused on agriculture education. These institutions are strategically 

situated across different regions of the state, which is advantageous for students statewide 

interested in pursuing careers in agricultural education. Specifically, Fort Valley State University 

in Fort Valley, Abraham Baldwin College in Tifton, and the University of Georgia, in both 

Athens and Tifton, are among the establishments dedicated to preparing future educators in the 

field of agriculture education. Despite decades of efforts by professional organizations, the 
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persistent shortage of teachers in agricultural education necessitates targeted research into 

contextually specific retention strategies. Although the benefits of mentorship are widely 

recognized, a significant gap remains in the literature concerning the particular, contextually 

dependent needs and concerns of early SBAE teaching in Georgia. To date, no research has 

systematically collected teachers' perceptions to inform the development of a statewide, theory-

based mentorship program tailored to their unique challenges. Investigations focused on 

delineating teachers' needs through high-quality mentoring initiatives will provide additional 

support mechanisms to systematically improve the retention of SBAE teachers in Georgia.  

Problem Statement 

 The shortage of agricultural educators, coupled with high demand, threatens agricultural 

education in Georgia. An estimated 48,000 students lacked access to a highly qualified local 

agricultural educator during the 2016-2017 school year. This lack of exposure to potential 

careers in agriculture, often the largest employer in rural communities, negatively affects both 

local communities and the broader agricultural sector (Toombs & Ramsey, 2020). According to 

the National Supply and Demand Study for agricultural education teachers, it was reported that 

in 2017, 122 programs remained unfilled because of teacher shortages, and the National FFA 

Organization highlighted the lack of qualified teachers as the biggest challenge in agricultural 

education (Eck et al., 2021). States have considered alternative routes to fill unfilled positions 

using alternative teaching certificates. This has alleviated some of the problems, but alternative 

certifications have been proven to be an issue related to teacher quality (Eck et al., 2021). 

Early-career agricultural educators require support and collaboration. State agricultural 

leaders can provide assistance and cooperation to internal administrators by implementing a 

mentoring program designed for agricultural educators. Without sufficient backing, agriculture 
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teachers will likely persist in leaving the profession at an increasingly concerning pace. Support 

from the state's agriculture leaders could involve implementing effective mentorship programs 

and professional development opportunities for teachers in the agriculture education field for five 

years or less (Moser & McKim, 2020). Previous studies have shown that the importance of 

administrative support is well known in School-Based Agriculture Education (SBAE) work. 

Multiple studies have previously found that support from within the school, starting with 

colleagues and administrators, has directly affected the longevity and success of agriculture 

educators (Clemons & Lindner, 2019; Moser & McKim, 2020). 

The inability to bridge the gap through effective recruitment and staffing often results in 

desperate circumstances. This challenge pertains to all academic subjects, with particular 

emphasis on agriculture. School administration prioritizes excellence in their institution and, 

more significantly, the welfare of their students. As agriculture is an elective course, 

administrators are frequently compelled to employ teachers to fill these positions, even without 

teaching experience. However, candidates may possess agricultural expertise and relevant 

backgrounds that enable them to incorporate real-world experiences into their teaching, thereby 

exposing students to practical applications. High-quality educators are regarded as among the 

most critical determinants of student success, and the loss of such skilled professionals 

undermines instructional quality, ultimately adversely affecting overall student performance 

(Crutchfield et al., 2013).  

Implementing an effective mentorship program can mitigate resignations among new and 

experienced agricultural educators. For the success of statewide agricultural education initiatives 

and the educators engaged within them, it is essential to maintain a teaching staff dedicated to 

enhancing student achievement for every learner. A high-quality mentoring program that 
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effectively aligns with the standards and expectations of agriculture educators, who generally 

possess higher standards than those of subject-based teachers, to retain and attract qualified 

agriculture educators across Georgia constitutes a viable solution. Such a program could serve as 

a model for other states. A viable approach involves establishing a comprehensive, research-

based mentorship program to assist newly appointed agriculture educators. This initiative aims to 

enhance retention and attract high-caliber teachers throughout Georgia, thereby securing the 

robustness of the agricultural education system. This effort ultimately seeks to address the 

longstanding thirty-year shortage of agriculture teachers. 

Purpose of the Study 

This research aims to ascertain educators' perceptions and experiences concerning 

informal and formal mentoring initiatives. Additionally, the accumulated data encompasses the 

needs and concerns of agricultural educators in Georgia. The need to investigate this topic aligns 

with the priorities of the Georgia Vocational Agriculture Teachers Association (GVATA) 

tactical plan. The Research and Development Committee's purpose is to "promote and develop 

the GVATA program through the recruitment and retention of Agricultural Educators" (Georgia 

Vocational Agriculture Teachers Association, 2019) specifically, for teachers within their first 

year of teaching agriculture to provide "a mentor program that connects new teachers/ programs 

with similar programs, to answer/ assist" (Georgia Vocational Agriculture Teachers Association, 

2019). This investigation sought to identify agriculture teachers' perceptions and experiences 

with mentoring programs and to identify the needs and concerns of early agriculture education 

teachers. This study concentrates on agriculture teachers teaching in Georgia's central and 

southern regions. This program could be adapted and refined to meet the needs of agricultural 

programs across the southeastern region of the United States, with the goal of national 
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implementation. Given the ongoing teacher shortages in agricultural education, developing an 

effective support program is essential and critical. 

Research Objectives 

 Six objectives were identified to guide the study: 

1. Analyze the personal characteristics of agricultural education teachers in the State of 

Georgia.  

2. Analyze participants’ former experience with both formal and informal mentoring 

programs.  

3. Analyze the specific components within mentoring programs that were needed and could be 

helpful in future mentoring programs.   

4. Analyze the specific components within mentoring programs that are perceived to be 

concerns and would be helpful in future mentoring programs by Agriculture Education 

teachers.   

5.  Examine whether the formality of the mentoring program (formal, informal, or no 

mentoring program) is significantly correlated with (a) the description and structure of 

the program, (b) the concerns reported by first-year teachers, and c) the identified needs 

of first-year teachers.           

6. Determine the relationship between participants’ perceived success ratings of the FFA 

program and the overall agricultural program.  

 This quantitative study aims to identify teachers' needs and concerns during their initial 

year of teaching agriculture, which could be alleviated through a mentoring program. 

Furthermore, this research may lay the groundwork for creating a mentoring program for 

agricultural educators across Georgia. Each objective will directly contribute to informing the 
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development of such a mentoring program. Objectives one and two will help tailor the program 

to the specific population of Georgia teachers and their previous experiences with mentoring 

programs. These objectives will also collect information and deeper insight for mentor-mentee 

matching. Objectives three and four will gather data on the needs and concerns of early-career 

agriculture teachers. This will shape the content and structure of the program's curriculum. The 

findings from Objective Six will identify what new teachers consider markers of success, guiding 

what the mentoring program should support. Previous endeavors to establish mentoring 

programs for agriculture educators at the state level in Georgia have been unsuccessful 

(Appendix 1). 

Theoretical Framework 

 The field of education has historically incorporated mentoring programs into school 

systems; similarly, agricultural education has adopted such initiatives. Kathy Kram's mentoring 

theory (1988) offers a framework that delineates the fundamental components of effective 

mentoring programs. Psychosocial and career functions constitute essential elements to be 

included in a comprehensive mentoring program. Psychosocial functions involve mentor role-

modeling, acceptance, counseling, and friendship. Career functions pertain to the mentee's 

engagement and development within their career, facilitated by the mentor through protection, 

coaching, and increased organizational visibility. The survey instrument will include items 

designed to measure participant perceptions of psychosocial support (friendship, counseling) and 

career support (coaching, protection) in past mentoring experiences. Research questions three 

and four will examine the mentoring components using Kram's (1988) psychosocial and career 

functions to pinpoint which elements are most crucial for early-career agriculture education 
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teachers. This theory will guide the research by following a research-based mentoring program 

protocol and emphasizing the necessity of incorporating these functions within the program.  

Significance of the Study 

 Agricultural education offers a unique educational experience that combines academic 

knowledge, practical application, and real-world relevance. Students enrolled in agricultural 

programs are supported in career development, leadership skills, and personal growth. 

Agricultural literacy is crucial for society and consumers nationwide to remain informed and 

comprehensively understand food and fiber systems. An increasing number of society members 

are becoming more disconnected from production agriculture, influenced by various factors such 

as a growing global population, urbanization trends, and an aging farming community (Clemons 

et al., 2018). Integrating agricultural education into the school curricula can assist in reducing the 

percentage of disconnection to address the widening gap.  

 An increasing number of highly qualified and effective agricultural educators depart from 

the classroom, consequently impacting agricultural literacy throughout the United States 

(Clemons et al., 2018), including Georgia. Agriculture teachers are exiting the profession at an 

alarming rate to pursue alternative opportunities utilizing their teaching experience and skills. 

Agriculture constitutes the primary industry in Georgia, contributing more than $91 billion to the 

state's economy (Georgia Farm Bureau, 2025). One out of every seven inhabitants of Georgia is 

employed in agriculture, and more than 9.9 million acres of land are under cultivation. 

According to the Georgia Farm Bureau (2025), agriculture is the oldest industry within the state 

and has maintained its dominance for over three centuries. Agricultural education offers students, 

who may lack exposure to agriculture outside of the classroom, the opportunity to acquire 
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knowledge on food cultivation and to explore careers related to agriculture, thereby supporting 

the future expansion of the state's industry.  

 The solution to the agricultural attrition problem is critical to advancing agricultural 

education and research values established by the American Association of Agricultural 

Educators (AAAE). The agricultural industry must address the current problems arising within it, 

and this need leads to developing research priorities for the organization and its members to 

focus on. The development of these priorities occurred in 2006 and has since been renamed 

"Research Values." The most recent version of the AAAE research values was published in 

2023. Before the research values were formed and published in 2023, AAAE research was 

guided by a National Research Agenda. The current "Research Value Statements" was proposed 

to be created and is considered a living document, open to suggestions from the AAAE members 

(American Association for Agricultural Education, 2023). The 2023 version delineates nine 

AAAE Research values, with the particular focus of this study being Research Value number 

one. 

 Research Value #1: Advancing Public Knowledge of ANFR Systems emphasizes 

educational instruction to help consumers make informed decisions as AFNR consumers and to 

prepare individuals for the agricultural workforce (American Association for Agricultural 

Education, 2023). Education is vital for the future of the Agriculture, Food, and Natural 

Resources (AFNR) sector and the agriculture industry, and it will be indispensable for the 

ongoing adoption of emerging technologies and innovations. Education plays a significant role in 

effectively communicating the sector's importance, and engaging and informing the public is 

essential for advancing AFNR systems—research Value #1 functions as the guiding principle for 

this study.  



   

 

 21 

 The findings of this study assist scholars in comprehending the needs, concerns, and 

experiences of agricultural educators involved in mentoring programs. Such insights can be used 

to develop a mentoring initiative that may be deployed statewide, aimed at optimization before 

eventual dissemination to the southeastern region of the United States, to decrease attrition rates 

within agricultural education. The landscape of public education has undergone considerable 

transformation over the years, making it essential for stakeholders and programs to remain 

cognizant of agricultural educators' present needs and concerns. This study's findings directly 

support the AAAE's research values and will help ensure agriculture education remains a 

sustainable and appealing career. 

Delimitations 

Agricultural education in Georgia is segmented into three regions and six distinct areas. The 

study concentrates on male and female agricultural instructors in the Central and South regions of 

Georgia. It specifically targets educators with a minimum of one year of experience teaching 

middle or high school agriculture, and who have not exceeded ten years of teaching experience. 

Definition of Terms 

1. Agriculture Educator: An individual who provides a variety of educational experiences 

within the field of agricultural education (Phipps et al., 2008). 

2. American Association for Agricultural Education (AAAE): The AAAE is a professional 

society for faculty and graduate students with a specific research interest in agricultural 

communications, education, engagement, and leadership. These individuals work closely 

together to conduct social science research in food, agriculture, and natural resources 

(American Association for Agricultural Education, 2023). 
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3. American Association for Agricultural Education Research Values: The AAAE 

periodically establishes research priorities regarding contemporary issues in agricultural 

education. Today, these priorities are commonly referred to as values. The AAAE Research 

Values guide social science researchers for the complex problems within agriculture, food, 

and natural resource (AFNR) systems (American Association for Agricultural Education, 

2023).  

4. Beginning Teacher: A certified teacher in their first contract teaching position. Synonyms 

include: first-year teacher, beginning teacher, and novice teacher. 

5. Career Functions: Behaviors that help protégés "learn the ropes" to prepare them to 

advance within their organizations. Behaviors include coaching, sponsoring, protecting, 

and challenging protégés (Ragins & Kram, 2007).  

6. Competencies: Knowledge, skills and abilities (Dooley & Lindner, 2002; Harder, et al., 

2013; Lindner, et al. 2001) 

7. Mentor: A person who is older and more experienced, who is assigned to guide a protégé. 

Ragins & Cotton (1999) describe a mentor as "individuals with advanced experience and 

knowledge committed to progressive upward support and mobility to their protégés' 

careers". This support comes in two functions: psychosocial and career. 

8. Mentoring: Defined by Kram (1983), is a relationship between a more experienced, older 

mentor and a younger, less experienced protégé, aimed at helping and developing the 

protégé's career.  

9. Mentoring Program: An induction program for beginning teachers that includes mentor 

preparation and purposeful interaction with beginning teachers.  
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10. Mentoring Relationships: Relationships that build between a mentor and protégé. There 

are two types of mentoring relationships: formal and informal. Informal mentoring 

relationships occur naturally and spontaneously, whereas formal mentoring relationships 

are facilitated through organizational intervention, such as matching mentors and protégés 

(Ragins & Cotton, 1999). 

11. Professional Learning: A process where educators acquire new knowledge, skills, and 

strategies to enhance their practice and effectiveness in the field. A synonym for this study 

is professional development (PD).  

12. Protégé: A person who receives mentor support, guidance, and training. Kram (1983) 

defines a protégé as "a recipient of career and psychosocial support from a more 

experienced mentor" to help the protégé's career develop. A synonym for this study is a 

mentee. 

13. Psychosocial Functions: Behaviors that enhance protégés' personal and professional 

growth. These behaviors include building trust and connection between the mentor and 

protégé, which increases the protégé's self-worth and self-efficacy. (Ragins & Kram, 2007). 

14. School-Based Agricultural Education (SBAE): School-Based Agricultural Education 

(SBAE): Formal agriculture instruction offered within a public school setting. Instruction 

provides learning opportunities for students in each area of agricultural education, 

including classroom and laboratory instruction, FFA, and SAE (Phipps et al., 2008). 

Assumptions 

 The assumptions of this study align with those typically associated with research that 

employs questionnaires to collect data from a specific population. It is presumed that all 

participants responded to each item with honesty and appropriateness. Clear and detailed 
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instructions were given to all questionnaire respondents, reducing misunderstandings and 

increasing the likelihood of obtaining accurate responses from all participants. Furthermore, it is 

assumed that all educators who completed the questionnaire possess a minimum of one year of 

teaching experience in middle or high school agriculture and have not exceeded ten years of 

teaching experience. Additionally, all participants are presumed to be employed in the Central 

and South regions of Georgia. It is assumed that the sample drawn for this study accurately 

reflects the entire population. The assumptions outlined in this section are inherent to the specific 

problem and population under review. However, each has been carefully analyzed and addressed 

to ensure that the data collected accurately reflects the population and contributes to the 

resolution of the research problem. 

Limitations of the Study 

Specific limitations could affect the study and the ability to generalize findings to the entire 

population under study. Most of these limitations are inherent to using a questionnaire format 

and were monitored and addressed as needed to ensure reliable data collection. Many factors can 

limit any study; however, the following were identified as limitations for this study, particularly 

in terms of impacting data quality and the ability to answer the overall research question. 

1. Non-response error could limit the study by negatively affecting the internal validity of 

the questionnaire. The limitation was addressed by providing participants a clear rationale 

for the study, and follow-ups were used as necessary to encourage all sample members to 

participate.  

2. Many unknown conditions or issues at the schools selected to participate in this study 

may affect the data collected. 
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3. All participants in this study are agricultural educators from Georgia who have taught 

school-based agriculture education with a minimum of one year of experience teaching 

middle or high school agriculture, and who have not exceeded ten years of teaching 

experience and teach in the central or south regions. This limits the findings of this study 

to teachers who meet these requirements; however, the same methods and instrument 

design can be used. 

4. Low response rates impact the capacity to generalize these findings. 

5. Low response rates hinder the reliability of statistical analysis and any resulting 

interpretations. 

Chapter Summary 

 

 Chapter 1 provides a rationale for the importance and objectives of the research. 

Agricultural education promotes widespread agricultural literacy and develops an informed 

consumer demographic (Chapman, 2017). Agricultural educators are a vital component of this 

system, and the retention of qualified agricultural teachers is imperative for maintaining efforts 

to improve agricultural literacy and understanding. Mentoring programs offer a practical 

solution, both within agricultural education and broader educational settings, to retain educators 

and support the training of future professionals. This study focuses on mentoring programs and 

investigates teachers' perceptions and experiences associated with such initiatives. Implementing 

a well-designed, research-driven mentoring program in Georgia, tailored to meet the needs and 

concerns of novice teachers, could aid in retaining agricultural educators, reduce workload 

pressures, and ultimately eliminate shortages of agricultural teachers across the state. Having 

established the problem, the purpose, and the significance of the study, Chapter Two provides a 

comprehensive analysis of existing literature about mentoring programs.  
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CHAPTER II 

LITERATURE REVIEW  

This study aims to identify the needs and concerns of Georgia's early-career agriculture 

educators and to outline effective practices for a successful mentoring program. The literature 

review provides an in-depth understanding of the history of mentoring and mentoring programs, 

their efficacy in implementation, the dynamics of mentoring relationships, and the role of 

mentoring within agricultural education (Lindner, et al., 2002). Teaching is a complex profession 

wherein novice educators often experience feelings of being overwhelmed and discouraged. 

These sentiments originate from the high expectations imposed by the administration and the 

challenging circumstances teachers regularly encounter. Mentoring programs can serve both as 

sources of support and as opportunities for professional development. This chapter begins by 

establishing the theoretical framework for the study. It then examines the fundamental 

components of mentoring programs, the elements of mentoring relationships, and evaluates the 

roles and characteristics of effective mentors and mentees. The review further analyzes the 

structure of successful mentoring programs, with particular emphasis on models within 

agricultural education, before concluding with an identification of the specific gaps that the study 

endeavors to address. This study examines the demographics of agriculture teachers and their 

previous involvement with mentoring programs. Additionally, the study highlights the 

identification of the needs and concerns of agriculture teachers, as well as their self-assessment 

of the FFA program and the overall agricultural program they oversee.     

Kathy Kram’s Mentoring Theory 

 Kram's Mentoring Theory forms the basis for this study. Kram is known for her expertise 

in workplace mentoring programs, especially regarding the mentor-protégé relationship and its 
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growth in professional settings. Ragins & Kram (2007) suggest that mentoring is a type of 

relationship, but it differs by emphasizing relationship development within a career context. 

Kram's Mentoring Theory identifies two main functions of mentor relationships: career and 

psychosocial development. These functions occur in both the mentor and the protégé. Career 

functions include sponsorship, exposure and visibility, coaching, protection, and challenging 

assignments, all aimed at advancing the protégé’s career. Psychosocial functions support a sense 

of competence, clear identity, and effectiveness (Kram, 1988). These include role modeling, 

acceptance and confirmation, counseling, and friendship.  

Kram's Mentoring Theory outlines four distinct phases that mentor-protégé relationships 

typically go through: Initiation, Cultivation, Separation, and Redefinition. These phases occur 

sequentially at different stages of mentoring. Kram (1983) explains that each phase is marked by 

emotional experiences, developmental roles, and interaction styles, all influenced by the needs of 

the individuals involved and the organizational environment. This study focuses on the 

experiences of agricultural educators in mentoring programs, along with the needs and concerns 

they faced during their first year of teaching. Additionally, the research examines the dynamics 

of the relationships between mentors and mentees.  

Agricultural educators interact with a diverse range of individuals daily. Kram (1988) 

elucidates career functions that relate to agricultural education by supporting each component of 

the profession. Sponsorship, exposure, coaching, and protection serve to enhance various daily 

activities associated with agriculture within the community. When engaging with a community 

member in need of assistance from the agriculture program, sponsorship within this career 

function enables the mentee to access guidance and ideas from the mentor. This also establishes 

a contact point for the agriculture teacher within the community, thereby facilitating potential 
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SAE placements for students. The psychosocial function, which includes role modeling, 

acceptance, counseling, and friendship, is vital for the teaching and classroom segments of 

agricultural education. Often, a listening ear suffices after a challenging day involving 

interactions with administration, school, community politics, and students. Such support provides 

the mentor with an opportunity to share perspectives and personal experiences, thereby aiding 

the agriculture teacher in building relatability and fostering a trusting relationship. These 

relationships require time to develop, and Kathy Kram’s (1983) phases of mentor-mentee 

relationships may not be fully realized, depending on the duration of the mentoring program. 

Defining mentoring, identifying its various types, and understanding the substantial impact these 

programs can have on both mentors and mentees are crucial steps in assessing the 

appropriateness of implementing a mentoring initiative for Georgia's agriculture educators. 

Introduction to Mentoring 

The term "mentor" has been in use for centuries. Historical evidence suggests that the 

term ‘mentor’ first appeared in Homer's Odyssey between the eighth and ninth centuries (Irby & 

Boswell, 2016). According to Weisberg et al. (2023), the word 'mentorship' derives from the 

character Mentor in Homer's Odyssey, whom Ulysses appointed as a tutor and advisor to his son 

Telemachus. The mentor's role was to guide his son during his service in the Trojan War. From 

this origin, the term mentor has come to be known as a reliable counselor and guide. The term 

'mentoring' was first used in America in 1778. Ann Murray authored one of the earliest published 

works on mentoring, pioneering the concept and establishing its foundational principles. 

Following the publication of her book, Mentoria: The Young Ladies' Instructor, other authors 

began to explore various forms of mentorship across different groups, including men, women, 

youth, and in diverse professional and career settings (Irby & Boswell, 2016). These publications 
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contributed to the development of formal mentoring organizations. The first mentoring group 

noted in the United States was the Big Brothers Organization (Irby & Boswell, 2016). Mentoring 

for the youth continued to expand and was integrated into educational institutions following the 

establishment of Junior Achievement in 1918 (Irby & Boswell, 2016). Up until 1980, mentorship 

and related publications were relatively scarce. Subsequently, there was a notable increase in 

research and scholarly articles concerning mentoring, mentors, and mentoring relationships, 

encompassing not only youth but also extending into the workplace, the arts, medicine, and the 

humanities (Irby & Boswell, 2016). Due to this surge in research, publications, and discussions 

regarding mentoring, most universities, schools, businesses, organizations, and government 

entities have adopted some form of mentoring program (Irby & Boswell, 2016). This trend can 

be attributed to the findings from research on such programs and the recognized positive impact 

of mentoring across various professional domains.  

The term 'mentor' signifies a relationship in which an older, more experienced individual 

provides knowledge and support to a young adult mentee (Summers-Ewing, 1994). The mentor 

offers guidance, facilitating the development of a professional relationship commonly referred to 

as mentoring between the young adult and the senior individual (Summers-Ewing, 1994). Such a 

relationship aids the mentee in navigating various challenges, frustrations, and successes that 

may arise. The concept of mentoring encompasses actions such as support, respect, 

collaboration, listening, and trust. These characteristics are deemed essential according to 

Kram’s theory (1988) on mentoring. It involves entrusting a mentee, an individual seeking 

assistance, to a knowledgeable and competent person capable of providing formal and confident 

guidance (Mathipa & Matlabe, 2016). 
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Types of Mentoring 

There are two types of mentoring: formal and informal. Formal and informal mentoring 

programs differ in the way the mentoring relationship develops over time. Kathy Kram (1988) 

observes that informal mentoring arises from perceived competence and rapport between two 

professionals and occurs when participants self-select, gradually forming a bond. Conversely, 

formal mentoring is not an inherently spontaneous process; it is task-oriented, with participants 

completing specific tasks to meet deadlines and submitting meeting notes and other materials 

discussed during scheduled sessions. Participants in formal mentoring programs are deliberately 

paired.   

  Both varieties of mentoring demonstrate clear distinctions. Informal mentoring is 

characterized as an organic relationship between a mentor and a mentee, often rooted in 

friendship, distinguished by mutual respect for both personal and professional dimensions (Inzer 

& Crawford, 2005). Due to the foundation of friendship, mentors often select protégés who have 

similar interests and work methodologies (Chao et al., 1991). Informal mentoring relationships 

fulfill the early career needs of protégés, providing guidance, support, and affirmation (Ragins et 

al., 2000). Ragins et al. (2000) further clarify that such relationships evolve through mutual 

identification: mentors select protégés they perceive as younger counterparts, while protégés 

choose mentors they regard as role models. This mutual selection fosters a strong connection 

between the parties. Recognition in informal relationships may be based on shared attributes 

such as gender, ethnicity, personality, or values (Deng et al., 2022). Conversely, formal 

mentoring involves an assignment or pairing arranged by a third entity. In formal contexts, the 

relationship does not emerge organically; rather, the parties are matched for specific objectives. 

Criteria such as working within the same scholastic environment, building, subject, or grade 
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typically influence mentor-mentee pairing. Consideration of personalities and backgrounds also 

plays a role in the matching process. 

Informal mentorships develop spontaneously and are not structured or controlled by the 

organization (Chao et al., 1991). The partners meet as often as needed, based on their specific 

needs, with the relationship typically lasting between three and six years (Ragins et al., 2000). 

Informal mentoring feels more natural and grows over time. In contrast, formal mentoring is a 

short-term, organized process within a specific program that guides the mentoring experience. 

This type of mentoring typically concludes within one year to maintain an active relationship 

between the mentor and mentee. Formal mentoring lasts from six months to a year. Formal 

programs often require scheduled meetings and professional development, with a mentor 

assigned explicitly to the mentee based on program criteria. The contact mode, frequency, and 

location may be inconsistent or specified within a contractual agreement (Ragins et al., 2000). 

These variables will vary based on the goals set for the individual mentoring program. Due to the 

shorter period, the relationships formed in these programs may diminish the mentor's influence 

on the mentee's career and attitude towards it (Ragins et al., 2000).  

Formal mentoring programs require the recruitment of mentors to participate. Agriculture 

educators frequently carry a multitude of additional responsibilities, which impair their ability to 

assume the role of potential mentors mentor. The purpose of mentor recruitment is to ensure that 

employees selected as formal mentors are suitably paired with their designated protégés, thereby 

facilitating effective mentoring (Weinberg & Lankau, 2011). Methods employed by 

organizational committee members to pair mentors and protégés include either random selection 

or designated assignment of each pair (Chao et al., 1991).  
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Given the substantial relational component inherent in informal mentoring, which often 

enhances its overall effectiveness, coordinators of formal mentoring programs frequently adopt 

specific matching strategies to promote program success (Ragins et al., 2000). A distinction 

exists between informal and formal mentoring programs regarding their fundamental objectives. 

Informal mentoring relationships generally focus on long-term career development and personal 

aspirations. The mentor in such informal arrangements endeavors to assist the protégé in 

achieving a balanced and successful career, as well as increased satisfaction. Teacher satisfaction 

has been positively linked with career longevity (Clemons et al., 2019). Conversely, coordinators 

oversee formal mentoring initiatives within organizations. It is less probable for informal 

mentors to intervene on behalf of their protégés, as their primary concern tends to be their own 

future rather than that of the protégés (Ragins et al., 2000). Induction programs are frequently 

integrated with formal mentoring and are typically oriented towards first-year orientations or job 

training rather than long-term career objectives (Ragins et al., 2000). In agricultural education, 

an informal mentoring relationship may commence at a state or local FFA event, a meeting, or a 

conference. 

Formal and informal mentoring programs exhibit variability in their duration. Some are 

concluded within a single academic year, whereas others extend over two years or more. The 

duration is regarded as a fundamental aspect of mentoring programs. A principal determinant of 

the length is intrinsically linked to the objectives of the program. Many mentoring initiatives 

commence during the initial year of a new teacher’s employment within the school system, while 

other educational institutions perceive the mentoring process as a two-year or longer 

undertaking, aligning it with professional development (Villani, 2002). According to Kathy 

Kram’s mentoring theory (1988), the process includes distinct phases. Kram (1983) explains that 
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the mentor-mentee relationship develops over time through four stages: initiation, cultivation, 

separation, and redefinition. Each stage aligns with the psychosocial and career functions 

described in the theory of mentoring. Given that many formal, school-based mentoring programs 

are designed to last only one academic year, it is crucial to consider that these relationships may 

only exist within the initiation phase, potentially limiting the development of the deeper career 

and psychosocial functions that emerge during cultivation.  

In some cases, the relationship may not progress through all four stages; thus, it might not 

reach certain milestones. This is a crucial factor to consider when evaluating the duration of the 

mentoring program. The initiation stage occurs within the first 6 to 12 months of the relationship. 

During this phase, the mentor is often regarded with admiration and respect for their competence 

and ability to offer support and guidance (Kram, 1983). The mentor typically sees the mentee as 

someone with potential and someone who is teachable (Kram, 1983). This stage can also 

motivate and boost the mentee’s confidence to work on a project with the mentor, effectively 

setting the relationship in motion (Kram, 1983). The second stage is cultivation. This begins 

when both the mentor and mentee recognize a meaningful purpose in the relationship, and if it 

feels significant enough, they continue (Daniel et al., 2019). This stage usually lasts between two 

and five years.  

During cultivation, both psychological and career functions reach their peak. Career 

functions tend to emerge first, with the mentor providing challenging work, coaching, exposure, 

visibility, as well as sponsorship and projection within the organization (Kram, 1983). The 

changes experienced by both during this phase range from obvious to subtle (Kram, 1983). The 

mentoring process has a positive impact on both parties involved. Kram (1983) states that the 

benefit that surpasses all others for the mentor is “empowerment” (p. 617). This primarily results 
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from the support the mentor offers and the influence they hold over the mentee, which can also 

impact the organization (Kram, 1983). The cultivation stage also helps establish clear boundaries 

for the mentor-mentee relationship, clarifying its scope for both. The third stage is separation. 

This phase, lasting from two to five years, signals a significant shift for both individuals. This 

period is often marked by confusion, anxiety, and feelings of loss within the mentoring 

relationship (Kram, 1983). This stage is crucial for the mentee as they become more independent 

and demonstrate to the organization that the mentor has successfully nurtured their talent. The 

final stage is redefinition. During this phase, the relationship can evolve into a friendship. The 

mentee often expresses gratitude and appreciation toward the mentor. The mentee begins to see 

the mentor more as an equal rather than someone on a pedestal. If a friendship does not develop 

during this phase, the relationship often ends, with this phase marking its conclusion. Kram’s 

explanation of the mentoring stages and the events that occur during each stage underscores the 

importance for mentoring program organizers to study and consider the duration of the program 

carefully.  

Recognizing the differences among the mentoring program types and their duration is 

crucial for determining the most suitable program for Georgia agricultural educators. Identifying 

components of effective mentoring programs, examining successful initiatives, and analyzing the 

foundational elements that contribute to their success will be essential considerations in the 

implementation of a mentoring program. 

Core Components of an Effective Mentoring Program 

Designing Effective Mentoring Programs 

High rates of teacher attrition, with some estimates as high as 44% within the first five 

years, represent a critical challenge for the educational system (Boyle et al., 2023). In response, 
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mentoring has become a primary strategy for induction and support, aiming to reduce the 

professional isolation common among novice teachers and improve retention (Yirci, 2017; 

Callahan, 2016; Roby, 2012). Mentorship programs are longstanding elements within the 

domains of education and agricultural education. The integration of such programs in schools 

dates to the 1970s. The implementation of mentoring initiatives is particularly vital for novice 

educators. Over time, mentoring programs have evolved to meet the changing needs of 

educational institutions and to safeguard their teachers. Such participation can significantly 

influence their decision to remain in the profession. Furthermore, newly inducted teachers are 

twice as likely to exit the profession if they experience a stressful year. In agricultural education, 

the numbers are just as critical. During the 2021-2022 school year, there were over 1,500 

vacancies in agricultural education, and only 789 graduates of agricultural education teacher 

preparation programs (Norris et al., 2024). The shortage of qualified agricultural educators has 

significantly contributed to teacher attrition. The demand for agricultural educators exists, yet the 

supply of agricultural educators has decreased (Clemons et al., 2021). 

Proper implementation of training programs for educators can foster professional growth, 

enhance acceptance, and garner overall support. Research indicates that mentoring programs 

facilitate the professional development of novice teachers, enabling them to become more 

effective more rapidly, thereby improving student learning outcomes and reducing attrition rates 

among new teachers (Callahan, 2016). Yirci (2017) describes mentoring as the professional 

support provided by a teacher sharing the same occupation to a less experienced colleague, 

aimed at promoting progress in planning, implementation, and evaluation. Mentoring constitutes 

a process of mutual learning and teaching, which aids novice teachers in comprehending the 

complexities of their profession and cultivating a sense of belonging (Yirci, 2017). Typically, a 
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mentor is assigned to a mentee who is new to the profession, school, or school system. The initial 

period for new educators within a school or profession is commonly referred to as the induction 

period. The induction process is characterized as a transitional phase during which novice 

teachers shift from student status to experienced educators (Camp & Heath, 1988). During this 

period, support and guidance are crucial for fostering confidence and developing competencies 

in knowledge, skills, and values (Peiter et al., 2005). Teachers must experience a positive and 

robust induction phase, during which they feel adequately supported. This support can come in 

different forms, including written forms, instructional planning time, training sessions, 

orientation programs, and mentorship opportunities (Toombs & Ramsey, 2020).  

Mentoring programs should support and develop novice teachers throughout their time in 

the program. Research suggests that teachers who continue in the profession experience different 

stages. The stages grow from an initial period of survival and discovery, through 

experimentation and consolidation, leading finally to mastery and stabilization (Pan et al., 2000). 

It typically takes five to seven years to achieve the third stage of mastery in the curriculum. (Pan 

et al., 2000). Mentoring programs implemented in school districts focus on the stages of survival 

and discovery. This stage is crucial for novice teachers to feel supported. In this stage of teacher 

development, the goal is to offer intensive support to new teachers as they tackle immediate 

needs, adjust to teaching demands, and become part of the school community organization (Pan 

et al., 2000). This stage of the teaching profession would fall under the initiation phase of 

Kram’s mentoring theory. 

Two types of support are essential for teachers to develop during the survival and 

discovery stage: emotional and instructional support (Stansbury & Zimmerman, 2000). 

Emotional support is imperative because novice teachers typically encounter a rollercoaster of 
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emotions throughout the day and must manage a multitude of tasks during the week, which can 

often leave them feeling less than successful. These tasks include managing classroom discipline, 

communicating with parents and administrators, understanding the diverse personalities within 

their grade-level teams, familiarizing themselves with school policies and procedures, and, in the 

case of agriculture educators, advising an FFA chapter and overseeing an agriculture program. 

During this period, experienced colleagues and mentors can provide guidance and support from 

two perspectives: as first-year teachers and as more seasoned professionals. In agricultural 

education, emotional support is like a mentor advising the mentee on how to get involved within 

the community or manage the FFA chapter. As most often being former FFA members 

themselves, the first professional mentors' agricultural educators have are often their former high 

school teachers (McKibben et al., 2022) but the relationship could be less advantageous for 

young teachers attempting to be seen as professionals rather than students. Psychological support 

addresses the need for new teachers not to feel isolated by offering moral support and proposing 

strategies to manage the new demands and expectations of students, parents, and the entire 

school community (Pan et al., 2000). The second type of support is instruction-related support. 

This type of support involves utilizing new technologies, communicating with parents and 

students, developing curriculum, locating materials and resources, and implementing new 

instructional strategies in daily lessons (Pan et al., 2000).  

Kram’s Mentoring Theory (1988) is highly valued in the development of mentoring 

programs. Kram’s theory emphasizes mentoring and relationship building. The theory focuses on 

two key types of functions in the overall development of the mentoring relationship: 

psychosocial and career functions (Lambert et al., 2010). Each function addresses different 

aspects of mentorship. The psychosocial functions help develop the identities, competence, and 
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effectiveness of protégés and mentors in their professional roles (Lambert et al., 2010). Career 

functions in mentoring relationships involve the mentor leading by example and offering 

guidance and support related to the mentee’s career (Lamm et al., 2017). According to Kram 

(1988), the career functions almost always develop first, followed by the psychosocial 

function. In addition to including these functions, there are key elements that contribute to the 

success of mentoring programs. 

 Successful Mentoring Programs 

A successful mentorship program must encompass the following elements: first, mentors 

who are experts and/or proficient in their respective fields; second, support from the 

administrative body; and third, mentors who receive adequate training to guide and coach their 

mentees effectively (Barnett, 2022; Callahan, 2016; Odell, 1990). Effective mentoring programs 

usually include choosing mentors who have demonstrated expertise and are in the same grade 

and subject area (Barnett, 2022). This is particularly important for agriculture teachers. Core-

subject teachers are not held to the same expectations or requirements as agriculture teachers; 

therefore, mentoring by agriculture teachers represents the most favorable scenario. An effective 

mentoring program underscores the significance of the educational institution providing high-

quality training and continuous support to mentors, thereby enhancing their knowledge and 

coaching competencies. To fulfill this, the administration must provide comprehensive support 

and understanding for the mentoring program. Consequently, mentorship initiatives should be 

meticulously planned and thoughtfully organized by the administration to effectively support 

both mentors and mentees. Additionally, this research framework may be applied to the 

development of agricultural mentoring programs. 
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Mentorship programs within educational institutions and school systems often fail due to 

inadequate support. Mentors and mentees may operate on incompatible schedules, thereby 

hindering effective collaboration; mentors frequently have other commitments, which can result 

in the mentee being neglected amid the complexities. These challenges can be alleviated by 

prioritizing mentoring initiatives. Successful mentoring programs necessitate the allocation of 

resources throughout the program, provided by all active participants and stakeholders, from the 

Board of Education to the school administration; moreover, the mentor must share the same vision 

and objectives for the program. When the vision and objectives are aligned, the likelihood of the 

program's success is greatly increased.  

Foundations of Mentoring Programs 

Given the diverse challenges faced by various districts, it is evident that a singular program 

design cannot comprehensively address the needs of every district nationwide. Agriculture 

education programs exhibit considerable diversity in their size, focus areas, and available 

opportunities. Consequently, a mentoring program that proves effective in one state may not attain 

similar success in another. When analyzing suburban, urban, and rural school districts, it is evident 

that each presents distinct challenges. Numerous studies demonstrate that a meticulously planned 

follow-up to mentoring initiatives can significantly enhance teacher retention, elevate teaching 

proficiency, and boost overall self-efficacy. It was widely assumed that effective teaching 

automatically qualified an individual as an effective mentor; however, this is not invariably the 

case. Mentoring often constitutes a transformative experience for master teachers who remain 

passionate about classroom instruction and are prepared to undertake additional challenges 

(Villani, 2002). While the foundational structures of mentoring programs may vary, essential 
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considerations include objectives, funding sources, supporters, evaluation methods, confidentiality 

protocols, and the duration of the program.  

Funding is an essential consideration in the implementation of a mentoring program. It 

incurs costs for school districts, ranging from $5,000 to $50,000, to orient new teachers, contingent 

upon the professional development activities provided by the district (Villani, 2002). Grants from 

the local board of education, the state board of education, and allocations for professional 

development can be effectively employed to support the funding of the mentoring initiative. 

Financial resources are the fundamental basis for the program's establishment. Additionally, 

mentors within the program should receive monetary compensation, time, and effort through 

stipends. Villani (2002) further recommends that districts extend support to mentors beyond 

monetary remuneration by facilitating activities such as joint planning with mentees, supporting 

further professional development, and providing reduced responsibilities. Funding through the 

Georgia Department of Education and the agricultural education program must be considered 

when developing a program for agriculture teachers in Georgia. This support for mentoring and 

planning is echoed by Ray et al. (2022) in the context of agricultural education in Georgia. 

The foundations of mentoring programs can only be thoroughly understood by considering 

the program's supporters. In educational settings, these supporters typically include administrators, 

mentors, and the mentoring program coordinator(s). Supporters play a crucial role in 

distinguishing between a program that is effective and successful and one that is failing. It is 

therefore vital to consider the supporters when establishing the foundational elements of the 

program. Supporters are inherently present to support the program; they influence its success. 

Administrators impact the program by facilitating scheduling between mentors and mentees, 

engaging as necessary, and encouraging novice teachers throughout their development.  
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Additionally, administration can support mentees by alleviating feelings of being 

overwhelmed, for example, by allowing them to set specific professional development objectives 

or by promoting focused attention on a single theme per grading period (Stansbury & Zimmerman, 

2000). Mentors are committed to supporting the mentee throughout the process. Through both 

success and challenges, the mentor supports both the professional and personal development of 

the mentee’s life. Research indicates that individuals appointed as mentoring program coordinators 

should be specifically designated to that role exclusively. A building administrator is typically not 

considered the most suitable candidate for overseeing the mentoring program, owing to 

confidentiality issues (Villani, 2002). The assistant superintendent of curriculum and instruction 

should oversee the program; nevertheless, the most appropriate approach would be to establish a 

dedicated position within the school district solely focused on the mentoring program (Villani, 

2002). In Georgia, the agriculture education leaders would be the administrative body and support 

for the mentoring program.  

Mentors are regarded as a vital part of the overall mentoring program. Mentor preparation 

should be viewed as part of the support foundation and must be in place to run an effective 

program. Mentoring programs have evolved to incorporate specialized training for mentors 

(Sparks, 2020). Mentors need to understand their roles, and one way to ensure this is through 

mentor training. Training, ongoing support, and continued guidance are essential for the success 

of the mentoring process (Villani, 2002). Research indicates that educators necessitate 

comprehensive training as mentors across various domains, including: (1) the fundamental 

objectives of teacher induction programs; (2) the philosophies, needs, and priorities pertinent to 

the district; (3) district policies and procedural guidelines; (4) collaboration with colleagues, stages 

of teacher development; (5) the needs and concerns of novice educators; (6) classroom observation 
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protocols and the cultivation of skills in conducting conferences and supervision; and ultimately 

(7) reflective practices and the enhancement of self-esteem among novice teachers (Odell, 1990). 

The absence of dedicated training for mentors may pose a significant obstacle to the effectiveness 

and success of the mentoring program. Research indicates that collaborative training spanning five 

months has been successful for mentor teachers (Albert, 2020). Gaining a comprehensive 

understanding of the training requirements for mentors would strengthen the implementation of a 

mentoring initiative designed for agricultural educators in the state of Georgia. A mentorship 

workshop scheduled during the summer season would constitute an exemplary element of the 

program.  

Evaluation represents a vital component of mentoring programs. The assessment criteria 

are frequently shaped by the employment policies of the respective state and the frequency with 

which evaluations are conducted. When designing a mentoring program, it is essential to consider 

whether mentors are tasked with evaluating mentees and the degree to which the program and its 

administration prioritize these evaluations. Certain mentoring programs heavily depend on peer 

evaluations to determine the ongoing employment status of newly hired teachers (Villani, 2002). 

Conversely, some programs do not include peer evaluations performed by mentors, due to factors 

such as the necessary training or the perception that mentors may lack the requisite experience to 

carry out accurate and fair assessments of mentees. Ultimately, the approach and outcomes are 

dependent upon the specific program and the overarching objectives for mentees who participate. 

Confidentiality constitutes a fundamental element of mentoring programs, as it safeguards 

the integrity of the environment and promotes a secure and trusting relationship for both the mentor 

and the mentee. When establishing mentor-mentee relationships, it is essential for the mentee to 

feel valued and to be assured that information shared during meetings and discussions will not be 



   

 

 43 

disclosed to the administration. New educators need to understand whether their openly expressed 

concerns will be maintained as confidential when assessing the scope of disclosure to their 

mentors. (Villani, 2002). Confidentiality is recognized as a key aspect of the mentor-mentee 

relationship (Villani, 2002). Mentors are advised never to discuss the mentee's concerns, 

challenges, or performance evaluations with other colleagues, but to maintain professionalism in 

conversations about their mentees. This approach assists the novice teacher in building confidence 

and fostering positive relationships with their mentor colleagues.  

Proven Success 

Research has demonstrated that mentorship programs are effective in retaining new 

teachers. Callahan (2016) explains that when teachers who participated in a mentoring program 

showed greater commitment to their jobs, experienced higher job satisfaction, and were more 

likely to remain in the teaching profession. These programs provide mentees with a sense of 

belonging by offering an immediate ally within the school. New teachers often receive 

considerable attention within educational institutions, and at times, their colleagues may not be 

as welcoming as expected. Prior research has indicated that the mentoring process reduces stress 

and anxiety, enhances self-esteem, improves vocational skills, increases awareness of various 

approaches, familiarizes individuals with the culture and practices of the workplace, creates 

opportunities to network, and enhances job satisfaction (Yirci, 2017). Annually, the number of 

novice teachers entering the education sector exceeds that of experienced educators. State 

Departments of Education must invest in their novice teachers to retain them as effective and 

influential leaders within their classrooms. Ultimately, the focus remains on the students, 

ensuring their safety, and fostering effective learning each day when the students enter the 

school. Within the context of agricultural education, several studies have been conducted that 
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have highlighted the importance and success of mentoring programs. Eastman and Williams 

(1993) found that mentoring was, in fact, closely linked to a person’s overall satisfaction with 

their career. Research has shown that successful student teaching opportunities are indeed 

connected to appropriately implemented and supported mentoring relationships and programs 

(Lamm et al., 2017) The extent to which this type of support is available or desired by new 

agriculture educators in Georgia, however, remains unexplored. 

Challenges of Mentoring Programs 

 Mentoring programs face numerous challenges. Stansbury and Zimmerman (2000) and 

Pan et al. (2000) identified four critical components of mentoring programs, each with its own 

set of difficulties. These include mentor teacher selection and support, time management, 

teacher evaluation, and resource allocation. Recruiting teachers to serve as mentors remains a 

consistent challenge, particularly in the absence of incentives (Stansbury & Zimmerman, 2000). 

Even if teachers are recognized as exemplary classroom instructors, it does not necessarily 

ensure they will become effective mentors, nor are they always the most suitable candidates to 

support novice teachers. An additional important consideration is the availability of appropriate 

mentor-mentee pairings, such as pairing teachers who teach the same content or are at the same 

grade level. Various forms of preparation should also be considered. Some programs emphasize 

coaching skills; others focus on collecting and analyzing evidence of teaching (Stansbury & 

Zimmerman, 2000). Time constraints constitute another significant challenge for mentoring 

initiatives, especially when coordinating activities. Incorporating activities into the regular 

school day can be advantageous but also introduces logistical and financial challenges 

(Stansbury & Zimmerman, 2000). The absence of dedicated time for collaboration and training 

can act as a substantial barrier, hindering the development of positive relationships and 
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successful outcomes among mentoring program participants, which is crucial according to 

Kram’s (1988) mentoring theory. 

Teacher evaluation can be a complex and challenging process to manage within 

mentoring programs. Although assessments of novice teachers have the potential to enhance 

instructional practices, fairness should be the primary consideration. Mentors may lack the 

necessary training or qualifications to evaluate new educators effectively, which could result in 

evaluation responsibilities being shifted to the administration, who generally oversee such 

assessments. Evaluating fellow agriculture teachers presents additional challenges, particularly 

when mentors and mentees are not in proximity. Consequently, they might need to allocate time 

away from their classrooms and personal programs to conduct evaluations. Some successful 

mentoring initiatives incorporate both support and evaluation; however, others maintain a 

separation between the two. This division is often based on the premise that evaluation may 

interfere with support mechanisms (Stansbury & Zimmerman, 2000). When mentors undertake 

evaluations, it is essential to uphold confidentiality and foster a trusting relationship between 

the mentor and mentee. Trust within the mentor-mentee relationship is crucial to move from the 

initiation phase to the cultivation phase. The administration and the mentor’s intentions must 

prioritize the mentee's development for assessments to be genuinely practical.  

Resource allocation for beginning educators remains a notable challenge. Providing 

essential support to new teachers varies, as individual needs differ significantly. Some educators 

may require more extensive assistance than others, and certain mentors may be unable to fulfill 

all specific needs. In the context of agricultural education, research has been undertaken 

concerning the difficulties in pairing mentors and mentees, as well as the dynamics of these 

relationships. Burris et al. (2006) conducted a study on the satisfaction levels of both mentors 
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and mentees regarding the mentoring process and their relationships. The findings indicated that 

mentors exhibited greater satisfaction with the process than the mentees. Additionally, mentees 

expressed less satisfaction and perceived the mentor-mentee relationship as less similar to the 

one described by the mentors. The study found that other factors, such as location, availability, 

and convenience-related aspects, played a role in the pairing of the mentor-mentee relationship; 

therefore, the pairings may not have been as effective had those factors not been present.  

The Mentoring Dyad: Participants, Roles, and Relationships 

 The mentor is widely regarded as the cornerstone of any successful mentoring program, 

with decades of research devoted to identifying the qualities and competencies that characterize 

an effective guide for novice professionals. Great mentors are prevalent in the history of 

humanity (Dunn et al., 1996). These mentors have left their mark on human history and have 

profoundly influenced the society we know today. An essential part of the mentoring program is 

the participation of the mentors. Influential mentors must be adequately trained and possess 

qualities beyond being experienced teachers. Influential mentors as those who have specific 

skills and receive training and support before entering the program as mentors (van Tonder, 

2021). Mentors must guide beginning teachers through the induction process, offer scaffolded 

opportunities to engage with effective pedagogy with learners, demonstrate effective instruction, 

and show beginning teachers how to manage the many responsibilities a teacher is expected to 

fulfill (van Tonder, 2021).  

As previously discussed in the development of effective mentoring programs, mentors 

should undergo comprehensive training, especially on foundational teaching practices and 

ongoing professional growth, and have opportunities to evaluate and improve their teaching 

skills to boost their effectiveness (van Tonder, 2021). Mentors are more than just instructors. 
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They are assigned roles to provide emotional support and possess many other valuable qualities. 

There are five key functions of mentors: teaching, sponsoring, encouraging, counseling, and 

befriending (Anderson & Shannon, 1988). To further the discussion on mentor characteristics, 

mentors must be open to different teaching styles that are not their own, have a listening ear, 

communicate effectively, and understand that beginning teachers are doing their best. Jonson 

(2008) identified the following traits of what a good mentor embodies. Effective mentors must 

attentively address the needs of novice teachers, possess the ability to share effective teaching 

strategies, and demonstrate exemplary listening skills. They should communicate transparently 

with early-career educators and acknowledge that teachers may employ diverse styles different 

from their own. Furthermore, it is essential for mentors to abstain from being judgmental, whilst 

exemplifying the conviction that education is an ongoing process of learning and development. 

As such, they should be supportive of novice teachers, serve as conduits of hope and optimism, 

and be committed to the mentoring process. The capacity of a skilled mentor to listen attentively 

and communicate openly and effectively forms a fundamental skill that fosters the psychosocial 

functions of counseling and friendship, which Kram (1988) regards as vital for the development 

of mentees. These characteristics are indispensable for effective mentoring.  

Mentors must sincerely possess a desire to serve in their capacity to be effective. 

Educators are constantly acquiring new instructional tools and technological innovations to 

incorporate into their classrooms (Hancock et al., 2024), and mentors should be professionals 

eager to advance their careers. Furthermore, an effective mentor must maintain a positive attitude 

toward teaching. The education sector has experienced significant transformations in recent 

decades, with some professionals finding it challenging to keep pace. A mentor must sustain an 

optimistic perspective on the profession to make a meaningful contribution. Teaching involves 
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both favorable and challenging days, high and low points, and both novice and experienced 

teachers must learn to adapt to be effective. Teacher mentoring is an essential and pragmatic 

strategy to address the difficulties and emotional challenges encountered by novice teachers 

(Garza & Harter, 2016). Overall, mentors contribute a wealth of experience and perspective to 

the mentor-mentee relationship. 

Roles within Mentorship Programs 

Mentorship programs encompass various roles. Administrators, mentors, and mentees 

each serve a vital function in guaranteeing the program's success. Administrators assume a 

critical role throughout the entire mentoring process (Albert, 2020). They must be adequately 

trained not only to identify competent mentors but also to ensure their proper preparation. 

Additionally, they are responsible for managing issues related to scheduling and providing 

support to both mentors and mentees. Consequently, administrators should allocate sufficient 

time and effort to meticulous planning of the program, and it should never be a task undertaken 

at the last minute. The responsibilities placed on mentors are more substantial than those on 

teachers who do not serve as mentors. The expectations for mentors to enhance the development 

of their mentees surpass the standard duties of typical classroom instructors (Albert, 2020). 

Often, mentors are compensated for the additional workload involved in effective mentoring. 

Specifically, within agriculture education, the term 'administration' may refer to the state’s 

agriculture education program directors. When focusing on mentoring programs specifically 

designed for agriculture educators, the program director must possess a clear vision and objective 

for these initiatives and actively promote them throughout the public school system via the 

Department of Education. In Georgia, the Agriculture FFA Program director operates under the 
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auspices of the Georgia Department of Education, with the primary role of advocating for the 

agriculture program and supporting agriculture educators.  

Responsibilities of Mentors and Mentees 

Mentors also play a vital role within mentorship programs. Callahan (2016) defines a 

mentor as an individual who is a seasoned educator—more experienced and wiser—who guides 

a novice teacher through the probationary period, providing observation, instructional support, 

and constructive feedback during the critical learning curve of the mentee's early teaching career. 

Not all experienced teachers are suitable to serve as mentors. Yirci (2017) characterizes 

exemplary mentors as individuals who possess traits such as excellent listening abilities, strong 

interpersonal skills, motivational capacity, persuasive power, and effective time management. 

Kram (1988) portrays mentors as role models for mentees, offering supplementary support 

through coaching, visibility, and camaraderie. The influence of effective mentors is pivotal to the 

success of a mentoring program. One method to ensure program efficacy is to select mentors 

who are influential, a goal attainable through comprehensive mentor training. Training requires 

adequate time; when schools delay training until the last moment for both mentors and 

administrators, the programs tend to falter. Callahan (2016) observes that mentors who are 

highly qualified and well-trained are potentially associated with enhanced student achievement, 

improved student conduct, and increased enthusiasm among teachers. 

Mentors play different roles in mentor-mentee relationships, often depending on the 

specific mentoring program and the needs of the mentee. Different mentor styles affect these 

relationships and the types of activities mentors provide (Leidenfrost et al., 2011). Langhout et 

al. (2004) studied mentoring styles and identified four types: moderate, unconditionally 

supportive, active, and low-key mentoring styles, which vary in the level of support provided. 
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Mentors with a moderate style provide conditional support and engage in moderate activity 

levels structure (Leidenfrost et al., 2011). Unconditionally supportive mentors offer moderate 

levels of both activity and structure. The active mentoring style features mentors who deliver a 

high level of activities but the lowest degree of structure. A low-key mentoring style provides 

high levels of support but typically involves the lowest amount of activity. Langhout et al. (2004) 

found that the most significant benefits for mentees are associated with moderate mentoring 

relationships (Leidenfrost et al., 2004). Leidenfrost et al. (2011) explain that the mentor's 

investment is more likely to be higher because more activities are provided within the moderate 

mentoring style. 

Mentors and mentees should exhibit specific qualities to enhance their experience and 

success in the mentoring program. A study by Peter Hudson (2013) asked mentors about the 

desirable traits they look for in mentees. The study found that mentees should show enthusiasm, 

be open to building relationships, demonstrate a commitment to children and their learning, be 

lifelong learners, welcome feedback, and take responsibility for their actions. A mentee, also 

known as a ‘protégé,’ should be prepared to communicate effectively with their mentor and 

understand that the mentor may not know all the answers to questions of the field (Inzer & 

Crawford, 2005). Mentors are an integral part of the program, supporting mentees and helping 

them access resources. Even experienced mentors may not have solutions for every issue that 

arises. In many programs, the mentee is responsible for selecting their mentor and should 

actively participate as a partner in the professional relationship (Inzer & Crawford, 2005). 

Without these qualities, the individual mentee's success in the program may be limited. 

Mentoring programs cannot succeed if roles and responsibilities are not clearly defined and 

outlined for both the mentor and mentee to review and follow. This research-based 
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understanding of the roles and responsibilities of mentors and mentees will be essential when 

implementing a mentoring program for agriculture teachers in Georgia.  

The Perfect Match 

A strong relationship between mentors and mentees is a key foundation of mentoring 

programs; therefore, finding a suitable mentor to match with a mentee is essential (Haas et al., 

2018). Formal mentoring programs involve pairing mentors with mentees, which is a crucial 

step. According to Deng et al. (2022), how matches are made can establish the tone for the 

working relationship between mentors and proteges, potentially influencing whether mentoring 

succeeds or fails programs. There are different methods that program coordinators can use when 

pairing mentors with mentees. The approach depends on the program's goals and desired 

outcomes for participants. Research shows that two factors influence the mentor-protégé 

matching process: the matching method itself and individual characteristics.  

The matching process constitutes the methodology employed to connect mentors and 

protégés (Deng et al., 2022). Coordinators may select matches randomly, solicit input from 

mentors and proteges, or establish criteria for pairing individuals. Research indicates that 

obtaining input from both mentors and proteges regarding their matches may enhance 

perceptions of the quality of the mentoring relationship, satisfaction with mentorship, and views 

on the effectiveness of the formal mentoring program (Deng et al., 2022). Additionally, input 

from mentors and proteges contributes to the improvement of mentorship quality and role 

modeling functions (Deng et al., 2022). Moreover, seeking input from participants positively 

impacts their commitment to the mentoring program and the relationship.  The criteria for 

matching can be based on individual characteristics. Deng et al. (2022) further examined three 

surface-level traits: experiential characteristics, surface-level characteristics, and deep-level 
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characteristics, as well as the overall effects each subgroup had when considering these traits 

during matching. Research has demonstrated a link between mentoring relationships and overall 

mentoring outcomes when individuals are matched based on specific traits. Experiential 

characteristics include educational background, experience, and location (Deng et al., 2022). 

Deng et al. (2022) discovered that possessing similar experiential characteristics is positively 

correlated with the provision of instrumental support. Surface-level characteristics pertain to 

observable physical features, such as gender and race. Conversely, deep-level characteristics are 

not immediately apparent; they encompass interests, attitudes, values, beliefs, and personality 

traits (Deng et al., 2022). These attributes necessitate time and interaction to be fully revealed. 

Research indicates that aligning mentors and mentees based on deep-level characteristics and 

personal values can enhance the mentoring process and improve its outcomes.  

When aligning mentors with protégés, it is imperative to carefully evaluate the 

characteristics of both parties, with particular emphasis on their core traits. This process can be 

facilitated through the utilization of personality and personal value assessments during the 

pairing procedure. Additionally, it is crucial to consider the specific needs of the protégé. The 

pairing should also reflect the mentor's skills, experience, and expertise. When executed 

appropriately, this approach ensures that the protégé’s needs are met and that meaningful 

learning occurs. The mentor's advanced knowledge and skill set can significantly enhance the 

protégé's experience within the program. The process should incorporate assessments 

completed by both the mentor and the protégé. Evaluating the mentor's deep-level traits, 

knowledge, background, skills, and expertise is of paramount importance. Content knowledge 

holds fundamental significance in specialized fields, such as agricultural education, thereby 

rendering the alignment based on subject-matter expertise particularly critical. Upon completion 
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of the matching process, research indicates that soliciting input from program participants 

yields beneficial outcomes. The establishment of compatible mentor-mentee relationships is 

essential within the educational context. van Ginkel et al. (2018) assert that successful 

mentoring relationships are regarded as vital for novice teachers to withstand their initial 

teaching experiences, develop their instructional skills, and define their professional identity. 

Understanding these evidence-based matching strategies is imperative for addressing research 

question three which aims to identify the specific components necessary for the development of 

future mentoring programs in Georgia. 

Mentoring in Agriculture Education 

 Agriculture education is currently facing a nationwide shortage of qualified educators. 

According to the National Agricultural Education Supply and Demand Study, over 1,000 new 

agricultural teachers were employed across the country in 2018 (Disberger et al., 2022). Some of 

these educators held certification, while others did not. This statistic underscores a substantial 

need for support for novice teachers. The challenges encountered by agricultural educators can 

and should be identified and mitigated through targeted training and induction programs 

designed explicitly for agriculture teachers. Rising rates of retention and attrition among SBAE 

teachers are driven by both internal and external factors affecting their mental and physical 

health (Queen et al., 2025). Factors such as burnout, stress, and exhaustion, which may lead 

educators to contemplate leaving the profession, are prevalent within this sector. 

Administrative issues, salary concerns—some agricultural educators advocate for 

increased compensation —and the demands of extended contracts for advising FFA chapters and 

supervising SAE projects all significantly influence teachers’ decisions to remain in or depart 

from their positions (Queen et al., 2025). Hanangriff et al. (2010) found SAE projects had 
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positive economic impacts on the communities they were performed. Attaining a healthy work-

life balance is another vital element in agricultural education. The profession is demanding, 

complicating teachers' efforts to maintain balance. The expectations for agriculture educators 

generally exceed forty hours weekly, and implementing the three-ring model of agricultural 

education constitutes a considerable challenge. This is yet another reason why some teachers 

leave the profession. The state of Georgia is no exception to the shortage of agriculture 

educators. The Program of Work (POW) is a key document that guides agriculture teachers’ 

planning for the year. To qualify for fully funded extended day and extended year contracts, 

Georgia agriculture teachers must meet POW standards (Appendix 2). Middle school and high 

school educators are held to the same standards. Norris et al. (2024) investigated why agriculture 

educators leave the profession and explored specific factors contributing to career dissatisfaction. 

Dissatisfaction stems from various sources, including work-life balance issues, better career 

opportunities, student discipline challenges, workplace conditions, and administrative 

interference. Norris et al. (2024) reported that of the 297 agriculture teachers who left the 

profession between 2009 and 2019, reasons included accepting jobs within the agriculture 

industry, choosing to stay home with their children, transitioning to teaching other subjects, and 

retirement. The perceptions of an SBAE teacher regarding the FFA chapter they supervise, as 

well as their overall view of the agriculture program they oversee, may be positively influenced 

by an enriching mentoring program experience. A mentoring program based on Kram’s (1988) 

mentoring theory may serve to alleviate the challenges associated with work-life balance, stress, 

and workplace difficulties. Mentoring programs dedicated to agricultural education are indeed 

present in the United States, and there are exemplary programs from which to draw inspiration. 
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Major Influences 

 Many states have established mentoring programs as part of agriculture education. 

Missouri has played a key role in developing these mentor programs within agricultural 

education. Under the 1985 Excellence in Education Act, passed by the Missouri state legislature, 

school systems were required to implement a formal mentoring program for all beginning 

teachers by fall 1988. Due to this policy, school systems had to pair mentors with mentees 

outside the teaching field, and agriculture educator mentees could not obtain targeted 

programmatic guidance on agricultural education topics from mentors (Lambert et al., 2010). 

This led, in 2003, to the Career and Technical Education division being mandated to provide 

structure and support for CTAE programs (Burris et al., 2006). This addition to the law 

significantly strengthened the mentoring program for CTAE teachers. 

Furthermore, in 2007, specific guidelines were established for the selection of mentors. 

Lambert et al. (2010) describe them: (a) they must be from the same area of the state; (b) they 

must not be a cooperating teacher during that year; (c) they should advise a superior FFA 

chapter; (d) they must have buy-in from the protege; (e) they should attend the same professional 

meetings as their protege; (f) they must fulfill the SAE requirements for cooperating teaching 

centers in the state; (g) a maximum of two proteges may be assigned per mentor. The Missouri 

mentoring program is organized by the month, outlining what mentors and mentees should 

discuss at meet-ups and which topics should be the focus. The Missouri Mentoring Program 

incorporates active learning into its two-year structure. According to the Missouri Department of 

Elementary and Secondary Education's Mentoring Handbook (n.d.), mentors and mentees should 

observe each other at least once a year and reflect on their observations. 
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Along with active learning, duration, collective participation, and coherence are key 

components of the program. The mentoring program heavily centers on FFA activities and the 

advisor side of agricultural education. Through government legislation and requirements, 

Missouri has established a robust model for what an agricultural education mentoring program 

should look like. The state of Missouri offers a strong model of a mentoring program and a 

valuable framework; it prompts the question of which components would be most applicable and 

practical within Georgia’s unique agricultural education landscape.  

California is another state that demonstrates a strong mentoring program for agriculture 

teachers. The California Agricultural Teachers’ Induction Program (CATIP) was created in 2013 

to address the need for support for new California agriculture teachers. The CATIP is an 

accredited program for agriculture teachers in their first two years of service, offering inductive 

services to participants. Facilitators are located throughout the state, and there are specific 

admission requirements for both mentors and mentees. The program aims to model the 

California Standards for the Teaching Profession and incorporate the Agriculture Education 

three-ring model. It emphasizes reflection, evaluation, and growth throughout its process. 

The Agriculture Teachers Association of Texas sponsors a Mentor Program for new 

teachers entering their first year as agriculture educators. The program was launched in fall 2017 

due to the increasing demand for agriculture teachers in Texas and the factors that affect teacher 

retention. This mentor program involves retired master teachers working with mentees who join 

the program. Unlike most agriculture mentoring programs that rely on peer-to-peer mentoring, 

this approach is different. Like other programs, there is a designated process for both mentors 

and mentees, and an administrative agreement is required. Clear expectations are also set for 

both mentors and mentees within the program. 
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Agriculture teachers come from a diverse array of backgrounds and experiences. Some 

complete teaching certifications, while others start in agriculture without expertise or 

accreditation. Agricultural educators must fulfill additional responsibilities and fulfill specific 

requirements beyond those of conventional teachers. They are anticipated to facilitate practical 

laboratories, oversee a prominent and active student-led organization, and collaborate diligently 

with their communities. They are often called on to educate a highly variant range of student 

abilities and backgrounds with little to no formal training or theoretical knowledge of how to 

incorporate those diverse learners (Miller, Clemons, McKibben, Cletzer & Lindner, 2025; Miller, 

Clemons, McKibben & Lindner, 2025; Smith et al., 2024), According to Burris et al. (2006), the 

inception of mentoring programs for agricultural educators was initially motivated by the need to 

address issues related to induction, teacher support, and retention. While the primary challenges 

faced by agriculture teachers have evolved over time, research conducted by Myers et al. (2005) 

reported that managing classrooms, advising the FFA chapter, developing curricula, and 

planning lessons remain among the most significant challenges encountered by novice educators. 

Consequently, mentoring programs tailored for agriculture teachers should incorporate these 

essential elements.  

Current Programs and Theories 

  Research on mentoring programs in agricultural education has been ongoing for years. 

Industry leaders should be aware of and learn about the needs of agricultural educators. 

Tummons et al. (2016) examined the relationship between their expectations, interaction, and 

psychosocial support received by agricultural teachers in a formal mentoring and induction 

program. Another study by Disberger et al. (2022) examined the program structure needs of 

beginning teachers. Researchers found that the program should be longer than one year to keep 
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pace with the phases of a beginning teacher. This aligns with Kram’s (1983) theory on the phases 

of the mentoring relationship, which states that within the first year, a mentoring relationship 

typically only reaches the initiation phase. Feedback must be provided and utilized for the 

program to remain effective, and peer mentorship should also be incorporated. Idaho was also 

studied in a research project completed by Touchstone (2015). Touchstone (2015) identified 

professional development needs among Idaho agriculture educators. Peiter et al. (2005) further 

examined the Missouri teacher induction program for first-year agricultural education teachers. 

The research concluded that further studies are necessary to better understand the needs of 

beginning teachers, particularly through qualitative methods, in order to focus on the overall 

experience of first-year teachers. All this research has helped highlight the important issue of 

teachers leaving agricultural education. The challenges faced by agriculture educators, along 

with the programs designed to support new teachers, will help address this problem; however, 

more research is still needed to better understand agriculture education in Georgia.  

Argument of the Present Study 

 The literature confirms that structured mentoring is a vital strategy for retaining 

educators, with successful models seen in Missouri, California, and Texas. However, there is a 

notable lack of understanding regarding the specific needs and concerns of new agricultural 

educators, particularly in Georgia. The deficiency of agriculture educators has persisted for over 

fifty years (Barwick, 1967), and the absence of targeted research to mitigate this educator 

shortage could directly resolve the issue in Georgia. Without a current mentoring program for 

agriculture teachers, Georgia's agriculture education system is missing a valuable opportunity to 

enhance the success of its programs. Such mentoring programs benefit both the educators and the 

students they serve.   
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Chapter Summary 

 The chapter provides a comprehensive overview of mentoring and pertinent literature, 

offering an in-depth examination of the subject. The literature reviewed emphasizes mentoring, 

mentoring programs, and the role of mentoring within agricultural education. This chapter adopts 

a broad perspective in defining mentoring programs and analyzes the various types of programs 

available in professional environments. It also evaluates existing programs and the key 

characteristics embedded within them, highlighting essential traits of exemplary mentors and 

mentees. Within mentoring programs, mentors and mentees assume specific roles, which are 

detailed in this chapter. The process of pairing mentors with mentees is critical to the success of 

these programs, and the chapter thoroughly reviews this matching process. Given that no two 

professional settings are identical, the agricultural education sector requires a specialized type of 

program due to its unique nature. This chapter outlines mentoring programs that have achieved 

success in agriculture education, providing examples from programs in Missouri, Texas, and 

California. Several states have implemented effective mentoring initiatives explicitly tailored for 

agriculture teachers. Implementing these effective models into a program for Georgia agriculture 

educators could directly support the agricultural instructors in Georgia and potentially contribute 

to reducing the current attrition rate. Despite these efforts, gaps and unmet needs persist in 

enhancing the agricultural profession. Kathy Kram’s Mentoring Theory (1988) forms the 

theoretical foundation of this study, emphasizing the vital importance of relationships in 

mentoring. Her theory identifies two primary functions for mentees: career and psychosocial, 

each providing distinct benefits. Additionally, she outlines four stages that occur throughout the 

mentoring process. This area of research is crucial due to the necessity of retaining agricultural 

teachers in the education sector. When mentoring programs are purposefully designed and 
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thoroughly implemented, they prove to be an effective tool within the educational realm. Having 

established the theoretical importance of career and psychosocial functions, the effect of 

mentoring programs, and identified the gap in understanding the specific needs of Georgia 

teachers, Chapter Three details a quantitative methodology designed to capture those 

perceptions. 
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Chapter 3 

METHODS 

Chapter two established the necessity for effective teacher support and identified gaps in 

the comprehension of mentoring programs for SBAE teachers in Georgia. To address these 

deficiencies, this study employed a quantitative methodology to examine perceptions concerning 

mentoring programs, as well as the identification of the needs and concerns of Georgia 

agriculture teachers. The research objectives focused on the analysis of personal characteristics 

of Georgia agriculture teachers, participants’ experience with mentoring programs, identified the 

needs and concerns of early career agriculture teachers, investigated whether the level of 

formality in the mentoring program (formal, informal, or none) is significantly linked to a) the 

program's description and structure, b) concerns reported by first-year teachers, and c) the needs 

identified by first-year teachers, and explored the connection between participants’ perceived 

success ratings of the FFA program and the overall agricultural program.  

Research Approach and Design 

The study used a quantitative methodology. Quantitative research is an investigative 

approach that utilizes operational definitions to collect numerical data aimed at addressing 

specific, predetermined inquiries (Ary et al., 2018). The research employed a descriptive and 

correlational design for the purpose of descriptive and correlational research to characterize the 

relationships among variables and establish the connections between them (Creswell, 2018). 

Descriptive and correlational research techniques were used to gather data from Georgia SBAE 

teachers regarding their experiences with participating in mentoring programs during the first 

year of teaching agriculture. Data was collected using an online questionnaire. This method was 

selected based on the nature of the data being collected, its intended application, the objectives of 
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the study, and the characteristics of the study population. The researcher opted for this method 

due to its efficiency in collecting data from a large, geographically dispersed population of 

agriculture teachers; a qualitative approach, such as interviews, would not be feasible on this 

scale. A quantitative approach was deemed appropriate to generate data that can be generalized 

across a broad population, thereby enabling statistical analyses of relationships, such as 

correlations, that are not typically supported by qualitative methods.  

Participants completed a questionnaire concerning their experiences with mentoring 

programs. The questionnaire was divided based on whether the participant engaged in a formal 

mentoring program, an informal mentoring program, or no mentoring program at all. The 

researcher utilized the Program of Work (POW) when constructing the instrument. The POW is 

a verification document that Georgia agricultural educators are mandated to complete annually. 

Georgia agricultural teachers must be validated by either school administration or state personnel 

for an annual POW review. If teachers are found not to have met their standards for the year, it is 

probable that their funding may be reduced from their annual salary. Furthermore, the researcher 

integrated Kram’s (1988) concepts of “psychosocial functions” and “career functions” into the 

survey items related to mentoring programs. These concepts were incorporated throughout the 

questionnaire. For psychosocial needs, the categories of acceptance, friendship and counseling 

were included; for career functions, coaching, exposure/visibility and protection were 

incorporated. Each question on the instrument corresponds to a standard on the POW and also 

aligns with Kram’s (1988) mentoring theory concepts. For questions that address career 

functions, the participant is positively influenced in areas such as sponsorship, exposure, 

coaching, perception, and being given challenging assignments. For questions related to 

psychosocial functions, the participant has been positively influenced in the areas of acceptance, 
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friendship, and counseling. Appendix 6 provides this information along with the rationale and 

justification for each question included in the final instrument.   

Each participant was assigned to a specific section based on their experience with 

mentoring programs, whether they had participated in a formal mentoring program, an informal 

mentoring program, or no mentoring program. After the introductory question, participants 

answered specific questions about their mentoring experience. The focus then shifted to FFA and 

participants' sentiments regarding questions related to the FFA, as well as FFA tasks in which the 

participant is directly involved. Subsequent questions addressed teaching and the support 

received for teaching. The following section examined mentor/mentee relationships and 

participants' perceptions of them. Next, the instrument turned to participants' sentiments 

concerning professionalism and their careers. The subsequent section covered concerns, 

requesting participants to rank the frequency of experiencing specific concerns during their first 

year of teaching. The final section concentrated on the needs of participants during their initial 

year of teaching and included additional questions pertaining to mentor/mentee 

relationships. The study was designed to collect data necessary to evaluate current mentoring 

programs, the needs and concerns of agriculture teachers, and the demographics of agriculture 

teachers.  

Population and Sample 

The study's population comprised all middle and high school agriculture education 

instructors operating within the central and south regions of Georgia, possessing a minimum of 

one year and a maximum of 10 years of experience teaching middle or high school agriculture. 

The regions represent two-thirds of the agriculture teachers in Georgia. Appendix 5 delineates 

the specific regions and areas of Georgia designated for sampling. These regions were 
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deliberately chosen based on the accessibility of informational data (i.e., contact information) 

necessary for the distribution of the research instrument. 

A comprehensive list of all middle and high school agricultural education teachers within 

the Central and South regions of Georgia was compiled, and a structured spreadsheet was 

developed, including details such as the teachers' names, respective schools, areas, regions, and 

email addresses. A refined list was generated of the final cohort of participants, consisting of 

educators (N = 170), for inclusion in the study.  

Pilot 

A pilot study was conducted with 22 agricultural educators from the Central and South 

regions of Georgia. Their responses were excluded from the final analysis, and the participants 

were selected purposively. The pilot participants were chosen due to their extensive teaching 

experience, familiarity with mentorship roles (potentially serving as mentors themselves), and 

their ability to identify any missing or necessary statements in the survey instrument. These 

participants are experts in the field of agricultural education and are qualified to evaluate the 

mentoring instrument. The purpose of the panel evaluating the piloted instrument was to address 

the clarity, relevance, and comprehensiveness of the instrument. The pilot study participants 

provided feedback regarding the clarity, relevance, and comprehensiveness of the questions.  

The pilot was initiated in mid-December and remained active until mid-January. The 

teachers asked to participate in the pilot questionnaire were contacted via the Qualtrics platform. 

Prior to the distribution of the questionnaire, these educators received an email that outlined the 

rationale behind the pilot (Appendix 3) and described the study. Follow-up emails were 

subsequently generated and sent through the Qualtrics platform. Due to low participation during 

the initial three days of distribution via school emails, the researcher issued a separate email 
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containing a direct link to the questionnaire. This issue was likely caused by the school's 

cybersecurity system, which frequently blocks emails sent through school email addresses via 

Qualtrics, as the platform is not recognized as secure. Conversely, emails sent from alternative 

school email addresses directly to recipients are more likely to be received, since these addresses 

are recognized as “legitimate”. Thank-you emails (Appendix 4) were sent to the participants in 

an attempt to help correct the trust imbalance suggested by McKibben et al. (2025) between 

researchers and agriculture educators.  

Instrumentation and Data Collection 

Qualtrics was utilized in this study to gather data (Appendix 7). This approach permitted 

educators to provide the requisite information to address the research questions. The data 

collection process extended March 2025, April 2025, and May 2025. Educators could complete 

the 8-10 minute questionnaire on any computer or device, with responses being collected 

instantaneously. The online format eliminated the need for mailing questionnaires, as responses 

were automatically stored electronically. An initial email was dispatched via the researcher’s 

Auburn email on Thursday, February 27, 2025, to announce the invitation to participate in the 

research study and to inform recipients to anticipate the instrument email, scheduled for the 

following Tuesday, March 4, 2025 (Appendix 8). A reminder email was subsequently sent on 

Thursday, March 6, 2025. The researcher observed a bounce-back from the school email 

spyware; all emails were school-based, and therefore, the spyware may have erroneously flagged 

legitimate emails from Qualtrics as spam (Appendix 9). It was concluded that employing an 

anonymous link via the Auburn email would be the most appropriate method to potentially 

improve response rates. All responses remained anonymous. The responses remain anonymous 

because there is no method of identifying the respondents through Qualtrics. The platform solely 
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provides response numbers and the responses themselves; it does not include any information 

about the individuals who answered the questionnaire. Follow-up emails were discontinued, and 

the link was deactivated once it was determined that responses should no longer be collected (n = 

69). Upon commencing data analysis, the final valid responses numbered n = 48. Usable data in 

this case is defined as that from respondents who completed the questionnaire in its entirety, 

answering all sections and questions based on their experiences with mentoring programs. 

Twenty-three responses were excluded due to incompleteness. This reduction is likely 

attributable to survey fatigue or insufficient attentiveness among participants. The decrease in the 

final sample size constitutes a limitation of the study. Nonresponse error exists to the extent that 

people included in the sample do not provide usable responses (Lindner et al., 2001). Due to the 

low response rate and the potential for non- response bias (Lindner, 2002), the findings cannot be 

generalized to the larger population of SBAE teachers in the state of Georgia.  The research 

protocol was reviewed and approved by the Office of Research on Human Subjects. 

 Agriculture education teachers in Georgia are evaluated according to the POW. The 

POW details the requirements for Georgia agriculture educators. The questionnaire was created 

based on the 2024-2025 Georgia POW. The 2024-2025 POW for middle and high school 

teachers (Appendix 2). The web-based questionnaire, comprising of multiple sections, was 

created and administered using Qualtrics. The importance section was organized according to 

Borich’s Needs Assessment Model (Borich, 1980), using Likert-type scales (Lindner & Lindner, 

2024) and mirrored similar work with agricultural education teacher assessment in Georgia (Ray 

et al, 2022) and Alabama (Faulk et al., 2024). Participants chose their responses from options 

ranging from "strongly agree" to "strongly disagree," based on their experiences with mentoring 

programs. Some questions were designed for participants to answer on a scale from “not at all” 
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to “large extent” and from “never” to “considerable extent,” depending on the section and the 

specific question. The needs assessment sought to identify needs, concerns, and experiences 

associated with FFA, classroom and instruction, and professionalism. The researcher examined 

the POW of both the middle school and secondary agriculture teachers and reviewed each line 

item to determine the expectations of agriculture teachers. Both the middle and secondary POWs 

are identical in terms of the expectations of the teacher. The researcher categorized the POW 

expectations and Kram’s (1988) mentoring theory functions to develop the questionnaire. The 

Needs Assessment Model guided the development of the questionnaire to ensure the collection 

of data on teacher perceptions and discrepancies. 

Content and face validity were employed in the development of the instrument. The 

foundation of the instrument was based on the POW and Kram’s (1988) mentoring theory 

functions. In the state of Georgia, all middle and high school agriculture instructors are mandated 

to fulfill the minimum standards of the POW annually. The purpose of utilizing the POW was to 

align the requirements of all agriculture educators to identify the needs and concerns related to 

the standards outlined in the POW. This information could directly inform the development of 

mentoring programs and curricula. To establish content validity, a systematic mapping process 

was created between the source development documents and the instrument. Each item from the 

instrument originated from specific components of the 2024-2025 POW and from the theoretical 

construct of Kram’s (1988) mentoring functions: psychosocial and career. This alignment 

(Appendix 6) ensured that the instruction’s content directly reflected the professional standards 

and expectations of Georgia agriculture teachers and the theoretical framework guiding this 

study. The pilot study of the instrument with participants from the selected expert panel, along 
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with evaluations of comprehensiveness, clarity, and relevance, served as an assessment of face 

validity. 

Data Analysis 

 This study utilized a combination of analysis procedures to properly interpret the data 

collected from each section of the questionnaire. Each objective was analyzed and reported based 

on the type of data collected and the most suitable method for its analysis. Objective one was 

investigated and reported using frequencies, percentages, mean, and standard deviation. 

Objectives two, three, and four were reported using mean and standard deviation. Upon 

completion of the scaled analysis, objectives two, three, and four were given qualifiers based on 

research conducted by Lindner & Lindner (2024). Objective five was analyzed using Spearman’s 

rho, and objective six was analyzed using Pearson correlation. The results were displayed in 

various tables appropriate to the information being reported for each objective.  

Measures of Validity and Reliability 

The researcher conducted a reliability test using Cronbach’s alpha. Cronbach’s alpha 

reliability coefficient ranges from 0 to 1, with results closer to 1 indicating greater internal 

consistency (Gliem & Gliem, 2003). The overall instrument reliability is .974. By convention, an 

alpha of .65 to .80 is often considered “adequate” for a scale used in human dimensions research 

(Clemons & Lindner, 2025). Reliability scoring within the upper limits imposes irregularities 

within the instrument (Clemons & Lindner, 2025). According to Vaske et al. (2017) validity 

pertains to the degree to which an instrument aligns with its intended purpose, and reliability 

pertains to an instrument's capacity to measure consistently. The researcher refined the 

instrument based on the pilot study and reliability analysis. The researcher acknowledges the 

high alpha and its potential implications, suggesting the instrument has a high degree of internal 
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consistency. The commonly accepted upper and lower limits for reliability coefficients depend 

on different factors, including correlations between individual items and the overall instrument 

score, the total number of items in the instrument, and reverse-phrased items (Clemons & 

Lindner, 2025). Future studies should consider refining the instrument by removing potentially 

redundant items to increase its efficiency.   

Chapter Summary 

Chapter three identified the methods used in this study. This chapter included a detailed 

description of the research design, population sample, instrumentation, data collection, data 

analysis, and measures of validity. The design of this study was discussed in detail, along with 

the rationale for the method selection. The methods outlined in this chapter were followed to 

collect the data necessary for the best possible outcome of the study and to provide insight into 

the research objectives.  

Teachers completed sections tailored to the initial answer to the first question in the web-

based questionnaire, which was designed using the Qualtrics platform. A variety of analysis 

procedures were used to analyze and report on the collected data, including frequencies, 

percentages, means, standard deviations, Spearman’s rho, and Pearson correlation analysis. 

Appropriate steps were taken to ensure the validity of the collected data. Chapter Four provides a 

summary of the research findings. 
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Chapter 4  

FINDINGS  

Chapter three detailed the quantitative methodology used to collect data on the needs, 

concerns, and mentoring experiences of Georgia’s agricultural educators. This chapter delineates 

the findings organized by the six research objectives that guided the study. These objectives were 

established in Chapter One, which sought to analyze the personal characteristics of agricultural 

education teachers in Georgia, their experiences with mentoring programs, the perceived needs 

and concerns of early-career agricultural educators, as well as the correlations between the 

formality of the mentoring program with a) the description and structure of the program, b) the 

concerns reported by first-year teachers, and c) the identified needs of first-year teachers, and the 

relationships between self-ratings of participants’ FFA chapters and the overall agricultural 

program. These findings are the result of a comprehensive data analysis undertaken to address 

each research question and objective. The analysis and reporting were conducted utilizing SPSS 

software. The conclusions drawn are based upon the research questions and objectives that 

guided the study.  

Objective One: Analyze the personal characteristics of agricultural education teachers in the 

State of Georgia.  

Georgia's agriculture teachers are spread throughout the state, which is divided into three 

regions: North, Central, and South. Each region is further split into two areas, totaling six areas. 

Areas 1 and 2 are in the North Region, Areas 3 and 4 are in the Central Region, and Areas 5 and 

6 are in the South Region. The demographics of agriculture teachers in Georgia have changed 

over time, with a noticeable increase in the number of female agriculture teachers entering the 

field compared to previous years. Agriculture teachers are also pursuing additional education and 
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returning to school to earn higher degrees. The typical respondent was a female high school 

agriculture teacher who teaches in the South region, followed the traditional pathway to become 

an agriculture teacher, and holds a specialist degree. The final usable sample was n = 48. Data 

from the additional two nonrespondents to the characteristics questions were excluded from the 

analysis.  

The demographic information from this study is presented in Tables 1, 2, 3, and 4. 

Respondents participating (75.56%, n= 34) in a formal mentoring program within the first three 

years of teaching agriculture. Of the 48 potential respondents, three participants did not answer 

the characteristics questions completely, and three did not answer the question on mentoring 

program type participation. Of the participants, 20% (f = 9) took part in an informal mentoring 

program, and 4.44% (f = 2) did not participate in any mentoring at all. Note that the final usable 

data for this study were N = 48. Data from an additional three nonrespondents to the 

characteristics questions were excluded from the analysis (see Table 1).  

Table 1  

Subgroup Characteristics of Participants in Formal and Informal Mentoring Programs. 

 Program Type f  %  

Respondents who have participated in a formal  

mentoring programs. 

*34 75.56 

Respondents who have participated in an informal          

mentoring programs. 

9 20.0 

Respondents who have not participated in a 

mentoring programs. 

2 4.44 

Note: *Three nonrespondents (n = 45). 

Characteristics of the participants (see Table 2) included those who had not participated 

in any mentoring program, participants in informal mentoring programs, and participants in 

formal mentoring programs (N = 48). Female teachers represented the largest gender group of 

participants (f =35, 72.92%). Males represented 27.08% (f = 13). The mean age of participants is 
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M = 29.85. The subgroups include informal mentoring program participants (n = 9), M = 30.5; 

formal mentoring program participants (n = 34), M = 29.85; and participants who reported not 

participating in a mentoring program (n = 2), with ages of 26 and 27. The results for participants 

who responded to the question regarding the highest level of education (n = 45) are as follows. 

Those who earned a specialist degree represented the majority at the highest level of education (f 

= 21, 46.7%), followed by a bachelor's degree (f = 12, 26.7%), a master's degree (f = 11, 24.4%), 

and a doctorate (f = 1, 2.2%). Participants represented two of the three agricultural education 

areas in the state: central (f = 22, 47.82%) and south (f = 24, 52.17%), 54.35% (f = 25) of 

participants reported teaching agriculture at the high school level, and 45.65% (f = 21) reported 

teaching middle school agriculture. 

Table 2  

Participant Characteristics 

 
Baseline 

Characteristics 

  f %  

Gender    Female  35  72.92  

    Male   13  27.08  

Teacher Preparation    Traditional  

  

37  82.22  

    Non- Traditional  8  17.78  

Level of 

Education  teach  

  High School  25  54.35  

    Middle School  21  45.65  

Region Teach In    South  24  52.17  

    Central  22  47.82  

Education Level    Specialist  21  46.70  

    Bachelor’s  12  26.70  

    Master’s  11  24.40  

    Doctorate  1  2.20  

Note: Of the 48 potential respondents, some did not complete the questions regarding their 

characteristics.  
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 Participants were asked to rate themselves on the success of their FFA program and their 

overall agriculture program. Participants rated on a scale of 1-10 (a rating of 1 being the lowest 

and a rating of 10 being the highest). As reported (see Table 3), participants who did not 

participate in a mentoring program (n = 2) rated their FFA success as 5 and 6, and their overall 

agriculture program as 6 and 7. 

Table 3  

Self-rating for those participants who did not participate in a mentoring program. 

  

 

 The mean rating for participants who participated in an informal mentoring program for 

FFA success was M = 6.78 (SD  = 1.39), and the overall rating for agricultural program success 

was M = 6.44 (SD = 1.51). The mean rating for FFA success was M  = 6.34 (SD  = 1.51), and the 

overall agricultural program rating was M  = 7.11 (SD = 1.68) for participants who reported 

having participated in a formal mentoring program (see Table 4). The average for total 

participants was 6.39 (SD  = 1.51), FFA success rating, and M = 6.96 (SD = 1.62) for overall 

agriculture program success.   

Table 4 

 

Self-rating for those participants who participated in an informal and formal mentoring 

program, and those who did not participate in any mentoring program. 

 

Mentoring Program FFA Success Total Agriculture Program 

 M SD M SD 

 6.78 1.39 6.44 1.51 

 6.34 1.57 7.11 1.68 

 6.39 1.51 6.96 1.62 

 

  FFA Success  

1-10  

Overall Agriculture Program  

1-10  

No mentoring program  5 and 6  6 and 7  
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Objective two: Analyze participants’ former experience with both formal and informal 

mentoring programs. 

Objective two aims to identify participants' previous experiences with both formal and 

informal mentoring programs. Participants were asked specific questions about the mentoring 

programs they had participated in and whether they believed their experiences had been 

beneficial both professionally and personally. Participants were also asked about mentor/mentee 

relationships and the details of those relationships. This helped to connect Kram’s mentoring 

theory with participants' experiences.    

Teachers who participated in both formal and informal mentoring (N = 43) were asked 

specific questions about their experiences with mentoring programs. The information on their 

experiences is presented in Table 5.  

Table 5  

Participants' Experience With Mentoring Programs.  

Item  M  SD  

Mentoring program was required by my 

system/ county. 

4.43  1.09  

I developed a positive relationship with 

my mentor. 

4.30  1.01  

The mentoring program was beneficial 

to my personal goals. 

3.67  1.06  

Mentoring program was beneficial to my 

professional goals. 

3.54 1.32  

I was assigned a mentor with SBAE 

certification. 

3.50  1.74  

Mentoring program was designed 

specifically for SBAE teachers.  

2.57  1.57 

I chose my mentor regardless of SBAE 

certification. 

2.57  1.39  

Note. N = 43, respondents both formal and informal mentoring programs  

Note. The scale used was 1=Strongly Agree, 2=Somewhat Agree, 3=Neither Agree nor Disagree, 

4=Somewhat Disagree, 5=Strongly Disagree.  
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Participants responded that they “somewhat disagree” with the fact that the mentoring 

program they participated in within the first three years of teaching agriculture was required by 

the system/ county (M = 4.43, SD = 1.09). Overall, respondents also “somewhat disagree” with 

the statements “mentoring program was beneficial to my professional goals” (M = 3.54, SD = 

1.32) and the “mentoring program was beneficial to my personal goals” (M = 3.67, SD = 1.06). 

This data suggests that the participants did not perceive the mentoring program as advantageous 

for their professional or personal goals, and that their participation in such a program did not 

yield any significant benefits for them. Participants “somewhat disagree” with the statement “I 

developed a positive relationship with my mentor” (M = 4.30, SD = 1.01), as well as “somewhat 

disagree” with the statement “I was assigned a mentor regardless of SBAE certification” (M = 

3.50, SD = 1.74). Respondents “Neither Agree nor Disagree” with the following statements, 

“Mentoring programs was designed specifically for SBAE teachers” (M = 2.57, SD = 1.57) and 

“I chose my mentor regardless of SBAE certification” (M = 2.57, SD = 1.39).  

Beyond the examination of participants' experiences with mentoring programs, Objective three 

aimed to analyze the specific components of the mentoring initiatives, identifying what was 

beneficial and ineffective, as well as assessing potential future improvements to better meet the 

needs of early career agriculture educators.  

Objective Three: Analyze the specific components within mentoring programs that were 

needed and could be helpful in future mentoring programs.   

The study aimed to understand agriculture education teachers’ experiences and needs to 

support the development of a mentoring program specifically for agriculture teachers in Georgia. 

Objective three examined components that could be seen as necessary and beneficial for future 



   

 

 76 

agriculture educators during their first year of teaching agriculture education. The specific 

questions focused on classroom practices, professionalism, and personal life. This aligns with 

Kathy Kram’s Mentoring Theory (1988) by emphasizing professionalism, workplace life (career 

functions), and personal life (psychosocial functions).   

Teachers were asked to rate items that they would consider needing professional advice 

from a mentor during the first year of teaching. The findings are presented in Table 6. As 

presented in Table 6, “Awareness of school politics” (M = 2.64, SD = 0.87), “Identifying school 

politics” (M = 2.51, SD = 0.95), “Managing professional stress” (M = 2.70, SD = 1.00), and 

“Managing professional time” (M = 2.55, SD = 0.93) are all ranked as “often”. Meaning the 

average was between 2.51 and 3.50. Teachers felt that these topics would often require 

professional advice from a mentor in the first year of teaching. “Assigning grades” (M=2.06, SD 

= 0.95), “Inputting grades in electronic grade book” (M = 2.04, SD = 0.94), “Developing rapport 

with students” (M = 2.10, SD = 1.04), “Effectively managing my classroom” (M = 2.38, SD = 

1.00) “Gaining parental support” (M = 2.42, SD = 0.94), “Managing personal stress” (M = 2.30, 

SD = 0.98),  “Managing personal time” (M = 2.19, SD = 0.95) and “Practicing self- reflection” 

(M = 2.17, SD = 0.79) all had a mean of 1.51- 2.50, qualifying these items as “sometimes” 

needing professional advice from a mentor. This data aligns with Kram’s Mentoring Theory 

(1988), which emphasizes the integration of career and psychosocial functions into mentoring 

programs. Examples of career functions in the findings are “awareness of school politics,” 

“identifying school politics,” “managing professional time,” “managing professional stress,” 

“assigning grades,” “developing rapport with students,” “effectively managing my classroom,” 

and “inputting grades in electronic gradebook.” Psychosocial function examples are “managing 

personal time,” “managing personal stress,” and “practicing self- reflection.” Career functions 
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and psychosocial functions need to be embedded in mentoring programs, as they are essential 

components to successful mentoring programs. The item “Managing professional stress” (M= 

2.70, SD= 1.00) has the highest average, and the item “Inputting grades in an electronic grade 

book” (M= 2.04, SD= 0.94) has the lowest average. These items were designed to capture the 

career and psychosocial support needs of early-career teachers, as conceptualized by Kram 

(1988). 

Table 6  

 Item of “needs” means, and SD.   

Item  M SD 

Managing professional stress.   2.70 1.00 

Awareness of school politics.  2.64 0.87 

Managing my professional time.  2.55 0.93 

Identifying school politics.  2.51 0.95 

Gaining parental support.  2.42 0.94 

Effectively managing my classroom.  2.38 0.87 

Managing personal stress. 2.30 0.98 

            Managing my personal time. 2.19 0.95 

Practicing self- reflection.   2.17 0.79 

Developing rapport with students.  2.10 1.04 

Assigning Grades.  

Inputting grades in electronic grade book.                

2.06 

2.04 

0.95 

0.94    

Note. N = 48. 1= Never, 2= Sometimes, 3= Often, 4= Considerable.  

In addition to the analysis of the needs of agriculture teachers, Objective four aimed to 

examine the concerns that agriculture teachers experienced during their first year of teaching. 

The concerns that agriculture teachers had in their first year of teaching.  

Objective Four: Analyze the specific components within mentoring programs that are 

perceived to be concerns and would be helpful in future mentoring programs by Agriculture 

Education Teachers.   
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Concerns among agriculture educators may differ significantly from those of the typical 

subject teacher. Objective four examined data that could be viewed as concerns of first-year 

agriculture teachers. Agriculture teachers in Georgia lack a mentoring program specifically 

tailored to their needs. This data could assist in developing mentoring programs for agriculture 

teachers in Georgia to reduce their concerns and benefit all involved. The findings regarding 

concerns among agriculture teachers align with Kram’s theory of career and psychosocial 

functions in mentoring programs.  

Participants were asked to rate items of concern that they faced during their first year of 

teaching. All items qualified as “Often” (M > 2.51- 3.50) except item, “Developing rapport with 

your students” (M = 2.44, SD = 0.79), which qualified as “Sometimes” (M < 2.51-1.50). 

“Advising your FFA chapter” (M = 2.83, SD = .63), “Gaining parental support” (M =  2.71, SD = 

0.89), “Gaining community support” (M = 2.88, SD = 0.937), “Managing daily FFA tasks” (M = 

2.88, SD = 0.76), “FFA time management” (M = 2.96, S D= 0.79), “Motivating students” (M = 

2.94, SD = .836), “Supervising students on trips” (M = 2.52, SD = 1.03), “Recruiting students in 

your ag program” (M = 2.63, SD = 0 .91), and  “Addressing your mental well- being’ (M = 2.94, 

SD = 1.06) all are ranked as qualified as “often.” Teachers reported to “often” have had concerns 

about “FFA time management” (M = 2.96, SD = .79), “Motivating students” (M = 2.94, SD = 

0.83), and “addressing your mental well-being” (M = 2.94, SD = 1.06). This information is found 

in Table 7.   

Table 7  

 Items of Concerns means and SD.   
 

Concerns  M SD 

FFA time management 2.96 .798 

Motivating students 2.94 .836 

Addressing your mental well-being 2.94 .798 
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Gaining community support 2.88  .937  

Managing daily FFA tasks 2.88  .761  

Advising your FFA chapter   2.83 .630 

Gaining parental support 2.71 .898 

Recruiting students in ag program 2.63  .914 

Supervising students on trips 2.52 1.031 

Developing rapport with your students  

  

2.44 .796 

Note. N = 48. Scale: 1= Never, 2= Sometimes, 3= Often, 4= Considerable.  

Beyond merely identifying the concerns of agriculture teachers, the fifth objective aimed 

to examine the correlations between the formalities of mentoring programs in which participants 

engaged and the program's structure, as well as the concerns and needs identified.  

Objective Five: Examine whether the formality of the mentoring program (formal, informal, 

or no mentoring program) is significantly correlated with a) the description and structure of 

the program, b) the concerns reported by first-year teachers, and c) the identified needs of 

first-year teachers.  

Objective five aimed to examine whether the format of the mentoring program had any 

significant correlations with the structure, concerns, or needs of first-year teachers. A 

Spearman’s rank-order correlation was conducted to assess the relationship between the 

formality of the mentoring program and the description of the program. A Spearman’s rank-order 

correlation was performed because the variables were rank-ordered and continuous.   

Among the Georgia educators who participated in the study, a statistically significant 

conclusion was found between the formality of the program and the item “mentoring program 

was required by the school system/ county” (rs = .560, p < .001). This suggests that the 

mentoring programs required by the school system/and county are more formal and structured. 

These mentoring programs are more likely to have scheduled meetings, mentor-mentee 

assignments, and other requirements. The other items “Mentoring program was designed 
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specifically for SBAE teachers” (rs=.193, p = 0.20), “The mentoring program was beneficial to 

my professional goals” (rs=.022, p = .887), “The mentoring program was beneficial to my 

personal goals” (rs =.186, p = .217), “I was assigned a mentor with SBAE certification” (rs =.182, 

p = .227), “I developed a positive relationship with my mentor” (rs =.077, p = .610),  and “I chose 

my mentor regardless if SBAE certification had no statistically significant association with the 

“formality of the mentoring program” (rs = -.108, p =.475), were not found to be statistically 

associated with one another. Table 8 presents these findings.  

Table 8  

Formality of the program and its relationship to the description of the program.   

Item rs Sig. N 

Mentoring program was required by the school system/ county .560 <.001* 48 

Mentoring program was designed specifically for SBAE 

teachers 

.193 .20 46 

The mentoring program was beneficial to my personal goals  .186 .217 46 

I was assigned a mentor with SBAE certification .182 .227 46 

I developed a positive relationship with my mentor  .077 .610 46 

The mentoring program was beneficial to my professional 

goals 

.022 .887 46 

I chose my mentor regardless of SBAE certification  -.108 .475 46 

Note. *statistically significant at p > .05. 

Note: Of the 48 potential respondents, some did not complete the questions regarding their 

characteristics.  

 

A Spearman’s rank-order correlation was conducted to evaluate the relationship between 

the formality of the mentoring program and the concerns. Spearman’s correlation was chosen 

because the data are rank-order (formality of the mentoring program) and continuous variables. 

Table 9 presents the relationship between the formality of the mentoring program and the 

concerns reported by agricultural educators. It was found that there was no statistically 

significant association between the formality of the mentorship and the concerns. “Advising your 

FFA chapter” (rs  = -.222, p = .129), “Developing rapport with your students” (rs  = .275, p = 
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.059), “Gaining parental support” (rs  = -.202, p = .168), “Gaining community support” (rs  =.037, 

p = .802), “Managing daily FFA tasks” (rs  = -.067, p = .649), “FFA time management” (rs  = -

.056, p = .706), “Motivating students” (rs  = -.153, p = .298), “Supervising students on trips” 

(rs  = -.080, p = .587), “Recruiting students in your ag program” (rs  = -.056, p = .706), and 

“Addressing your mental well-being” (rs  =.071, p = .631).  

Table 9   

Formality of the Program and its Relationship to the Concerns.  

Concerns  rs  Sig.  N  

Addressing your mental well- being. .071 .631 48  

FFA time management. .056 .706 48  

Gaining community support. .037 .802 48  

Recruiting students in your ag program. -.056 .706 48  

Managing daily FFA tasks. -.067  .649  48  

Supervising students on trips. -.080 .587 48  

Motivating students. -.153 .298 48  

Gaining parental support -.202 .168 48  

Advising your FFA chapter. -.222 .129 48  

Developing rapport with your students. -.275 .059 48  

   

Table 10 presents the relationship between the formality of the mentoring program and 

the needs reported by the agriculture educators. It was determined that there is a statistically 

significant negative association between the formality of the mentoring program and the needs: 

“Developing rapport with students” (rs = -.291, p = .045). This suggests that participants in more 

informal mentoring programs reported a greater need for support in relationship building with 

students.  There was a statistically positive association between mentoring program formality 

and the need for “Identifying school politics” (rs = .311,  p = .033). This suggests that 

participation in more formal mentoring programs was more likely to express a need for guidance 

in navigating school politics. This could indicate that the mentor/mentee relationship within a 
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formal mentoring program is stronger, and the relationship has developed enough for both 

participants to feel comfortable discussing this type of topic. There was no statistically 

significant association between the formality of the mentoring program and the following needs: 

“Assigning Grades” (rs = -.095, p = .522,) “Inputting grades in electronic grade book” (rs = -.031, 

p = .834,) “Effectively managing my classroom” (rs  = -.104, p = .481,) “Gaining parental 

support” (rs= -.181, p = .218,) “Awareness of school politics” (rs =.242, p = .101,) “Managing 

personal stress” (rs=-.039, p = .795,) “Managing professional stress” (rs = -.042, p = .781,) 

“Managing my personal time” (rs = -.096, p = .523,) “Managing my professional time” (rs = .029, 

p = .845,) and “Practicing self- reflection” (rs = -.002, p = .989.)  

Table 10   

Formality of the Program Relationship to the Needs.  

Needs  rs  Sig  N  

Identifying school politics. .311* .033 47  

Awareness of school politics. .242 .101 48  

Managing my professional time.  .029 .845 47  

Practicing self- reflection -.002 .989 47 

Inputting grades in electronic grade book. -.031 .834 48  

Managing personal stress -.039 .795 47 

Managing professional stress.   -.042 .781 47 

Assigning grades.  -.095 .522 48 

Managing my personal time. -.096 .523 47 

Effectively managing my classroom.  -.104 .481 48 

Gaining parental support.   -.181 .218 48 

Developing rapport with my students.  -.291* .045 48 

Note. *statistically significant at p > .05 

Note. Of the 48 potential respondents, one chose not to complete some sections of the 

instrument, and the data was analyzed using only the reported responses.   
 

Expanding beyond the correlations between the formal aspects of the mentoring program 

and the various elements of Objective five, Objective six aimed to determine the relationship 
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between participants’ perceived success self-ratings of the FFA program they advised and the 

overall agriculture program. 

Objective six: Determine the relationship between participants’ perceived success ratings of 

the FFA program and the overall agricultural program.  

Success can be perceived differently by each educator. Agriculture instructors encounter 

criticism from multiple perspectives within their profession—originating from the school, the 

community, and the parents of their students. Success can be characterized in various ways. 

Frequently, agriculture educators assess their achievements based on the performance of their 

FFA chapters in Career Development Events and Leadership Development Events. Nonetheless, 

the FFA constitutes only a part of the broader picture. The agriculture education three-circle 

model encompasses the classroom and laboratory components, FFA, and SAE segments of the 

comprehensive agriculture program. A Pearson product-moment correlation was conducted to 

assess the relationship between participants’ perceived success of their FFA program and the 

overall agricultural education program. A Pearson analysis was performed because both 

variables are continuous. The analysis revealed a statistically significant positive correlation (r = 

0.461, p < 0.001). This implies that as perceived success of the FFA program increases, so does 

the perceived success of the overall agriculture program. This means that the success of the FFA 

chapter is closely connected to the overall agricultural program. Agriculture education is based 

on the three-ring model of agriculture education. The three rings include the 

classroom/laboratory, FFA, and SAE. These components are evenly weighted throughout the 

program, and the FFA does not hold more importance than the other two. Historically, 

agriculture teachers tend to gauge the success of their FFA chapter based on the overall success 

of their agriculture program. This information is displayed in Table 11.  
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 Table 11  

The Relationship Between the Perceived Success of Participants’ FFA Program and the 

Perceived Success of Their Overall Agriculture Program.  

  r  sig.  

How successful would you rate your FFA program? to How successful 

would you rate the overall agriculture program?  

.461*  .00  

Note. *significant at p > .05 

Chapter Summary 

Chapter four reported the study's findings according to the six guiding objectives. The 

findings of this study reveal that many teachers participate in mentoring programs; however, 

their experiences are inconsistent and are not found to be beneficial for their professional and 

personal goals. Mentoring programs also do not always result in positive relationships between 

mentors and mentees. The data further suggests a significant need for support in navigating 

school politics, managing stress, and managing time. In chapter five, these findings will be 

analyzed within the context of previous research to examine their implications for mentoring 

program design and teacher retention in the agriculture education field. We will also explore how 

the challenges faced by first-year teachers can be alleviated through strategically designed, 

research-driven support systems, ultimately contributing to the long-term success of agriculture 

education programs in Georgia.   
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CHAPTER 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

 Chapter Four detailed the study's findings in accordance with each objective. Chapter 

Five will summarize the conclusions and offer recommendations for future research. The 

purpose of this research was to determine teachers’ perceptions and experiences concerning the 

prevailing state of mentoring initiatives within Georgia, as well as to ascertain the needs and 

concerns of early-career agricultural instructors. Educators are departing from the profession in 

substantial numbers for various reasons, and agricultural teachers are no exception. Career and 

Technical Education (CTE), which encompasses School-based Agricultural Education (SBAE), 

faces shortages, with over two-thirds of states reporting deficits of qualified educators (Queen et 

al., 2025). Many educators opt to leave within their initial five years of service (Keigher, 2010). 

School-based agricultural educators are departing due to both internal and external factors. Issues 

related to mental and physical health, teacher burnout, administrative pressures, and additional 

roles and responsibilities associated with extended contracts contribute to attrition among 

agricultural teachers (Queen et al., 2025). Numerous states have enacted legislation mandating 

school districts to institute some form of induction program, often incorporating mentoring 

components. These initiatives are designed to facilitate a smoother transition for new teachers 

into the profession. According to Smith and Ingersoll (2004), 83% of public school teachers 

reported participating in some form of induction program during their first year. Nevertheless, 

the design, requirements, structure, and support mechanisms of mentoring programs exhibit 

significant variability (Tummons, 2014). School districts establish mentoring programs due to 

evidence indicating their efficacy in benefiting novice educators. Specifically, 90% of novice 

teachers who reported having a mentor and participating in a mentoring program continued 



   

 

 86 

teaching beyond their third year, in contrast to only 23% of teachers who did not participate in 

such programs and left the profession prior to reaching their third year (Kaiser, 2011). 

 Research on mentoring programs, mentoring relationships, and related topics has been 

conducted over the years. However, it is crucial to continue researching to update knowledge and 

address emerging gaps, with a focus on agricultural teachers. Agriculture teachers are a vital 

group of educators with specific needs and concerns that differ from those of teachers in other 

subjects. Meeting the needs of agriculture teachers is essential in efforts to close the growing gap 

of highly qualified agriculture educators exiting the teaching profession.  

     Summary of the Study 

Research objectives were developed to guide this study. Questions were developed and 

implemented in a Qualtrics quantitative survey to gauge the response of middle and high school 

SBAE educators in the state of Georgia. The research objectives were:  

1. Analyze the personal characteristics of agricultural education teachers in the State of 

Georgia.  

2. Analyze participants’ former experience with both formal and informal mentoring 

programs. 

3. Analyze the specific components within mentoring programs that were needed and could 

be helpful in future mentoring programs.  

4. Analyze the perceived concerns regarding mentoring program components that could 

inform the design of future programs.  

5. Examine whether the formality of the mentoring program (formal, informal, or no 

mentoring program) is significantly correlated with a) the description and structure of the 
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program, b) the concerns reported by first-year teachers, and c) the identified needs of 

first-year teachers. 

6. Determine the relationship between participants’ perceived success ratings of the FFA 

program and the overall agricultural program. 

The research objectives provided the essential data to comprehensively understand perceptions 

and experiences of mentoring programs, along with the associated needs and concerns, to 

improve mentoring programs for agriculture educators in the future.  

Conclusions and Discussions 

The conclusion and discussion presented were based on themes that emerged upon completion of 

data analysis and review. 

Conclusion: Most of the teachers in this study reported having participated in a formal 

mentoring program. 

Teachers were asked if they participated in a formal mentoring program. Using skip 

logic, teachers received additional questions asking whether they participated in an informal 

mentoring program or any mentoring program at all. The study found that most teachers engaged 

in a formal mentoring program, an informal mentoring program, and no mentoring program, 

respectively (Table 1). 

Conclusion: Most teachers who participated in a formal or informal mentoring program 

reported having a negative experience with it.  

 Teachers were asked to rate their experiences with both formal and informal mentoring 

programs and to evaluate descriptive statements about the programs in which they participated. 

A Likert-style scale, based on Borich’s Needs Assessment Model, was used to rate the 

statements. The scale was as follows: 1 = Strongly agree, 2 = Agree, 3 = Neither agree nor 
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disagree, 4 = Somewhat disagree, 5 = Strongly disagree. All the statements received ratings of 

"somewhat disagree" or "neither agree nor disagree," including those about the program being 

personally and professionally beneficial to goals and whether the mentor-mentee relationship 

was positive (Table 5). Based on this data, the mentoring programs in which participants 

engaged may not have been developed in accordance with Kram’s mentoring theory model 

(1988). More explicitly, these programs may not have incorporated elements related to career 

functions or psychosocial functions. Kram’s mentor-mentee relationship phases (1983) also 

come into play with participants’ negative experiences. The reported lack of positive 

relationships could be indicative that most formal mentoring programs in Georgia never progress 

beyond a dysfunctional initiation phase, failing to reach the crucial cultivation stage where the 

real benefits begin to emerge. 

Conclusion: Managing time and stress are needs of agriculture teachers. 

Teachers were asked to rate their need for professional advice during their first year of 

teaching SBAE. A Likert-style scale, based on Borich’s Needs Assessment Model (1980), was 

used to rate the statements. The scale was as follows: 1= Never, 2= Sometimes, 3= Often, 4= 

Considerable. All of the statements received ratings of “sometimes” or “often”. Managing 

professional stress was ranked the highest need, while managing professional time was ranked 

the third-highest need (Table 6). Within a mentoring program established in accordance with 

Kathy Kram’s mentoring theory (1988), psychosocial and career support are integral 

components, specifically encompassing coaching, counseling, and friendship. These elements 

have the potential to mitigate professional stress through the enhancement of mentor-mentee 

relationships. The development of the mentor-mentee relationship initially occurs through 

career-related functions and subsequently progresses to include friendship and psychosocial 



   

 

 89 

functions. The attainment of these outcomes is contingent upon the duration of the mentoring 

program, and may not necessarily be realized, as outlined in Kathy Kram’s (1983) phases of 

mentor-mentee relationships.  

Conclusion: Learning how to manage and cope with school politics is a necessity for 

agriculture teachers. 

Teachers were asked to assess their need for professional advice during their first year of 

teaching SBAE. A Likert-style scale, based on Borich’s Needs Assessment Model (1980), was 

used to evaluate the statements. The scale ranged from: 1= Never, 2= Sometimes, 3= Often, 4= 

Considerable. All statements received ratings of “sometimes” or “often.” “Awareness of school 

politics” was ranked as the second-highest need for agriculture teachers, and “identifying school 

politics” was the fourth-highest need overall in the study (Table 6). Navigating and being aware 

of school politics directly relates to Kathy Kram’s mentoring theory (1988) within the coaching 

component of the career functions. A mentoring program that incorporates this function would 

assist early-career agriculture teachers with this specific need. 

Conclusion: Teachers had valid concerns about their FFA chapters and activities 

structured around students during their first year of teaching. 

Teachers were asked to assess how frequently they experienced concerns during their 

first year of teaching SBAE. A Likert-style scale, based on Borich’s Needs Assessment Model 

(1980), was used to evaluate the statements. The scale ranged from: 1= Never, 2= Sometimes, 3= 

Often, 4= Considerable. All statements received ratings of “sometimes” or “often.” The 

statement “FFA time management” was ranked as the top concern, “Motivating students” 

second, and “Addressing your mental well-being” third (Table 7). It is important to alleviate. 

Advising FFA chapters and engaging with students are essential responsibilities for young 
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agriculture educators to understand. Without active involvement and motivation of students in an 

FFA chapter and agriculture program, educators may find it challenging to meet the POW 

standards. These concerns align directly with Kathy Kram’s mentoring theory (1988), 

particularly within the domain of career functions, specifically coaching. Psychosocial support 

comes into play when addressing mental well-being. Counseling, acceptance, and friendship all 

contribute to assisting a mentee in addressing this aspect. This function can be pivotal, and the 

support provided is essential for early-career agricultural educators.  

Conclusion: A significant association was found between the formality of the mentoring 

program and the respondents’ experience, as determined by data analysis. 

 Teachers were asked if they participated in a mentoring program during their first year of 

teaching SBAE. Using skip logic, teachers received additional questions asking for specifics 

about their experience with the mentoring program. The study found a significant association 

between the formality of the mentoring program and the item “mentoring program was required 

by the school system/ county” (Table 8). This implies that the school system/ county required a 

formal mentoring program for early-career agriculture teachers.  

Conclusion: No significant relationship was found between the formality of the mentoring 

program and respondents’ concerns, based on data analysis. 

 Teachers were asked to assess how frequently they experienced concerns during their 

first year of teaching SBAE. A Likert-style scale, based on Borich’s Needs Assessment Model 

(1980), was used to evaluate the statements. The scale ranged from: 1= Never, 2= Sometimes, 3= 

Often, 4= Considerable. No significant relationship was found between the formality of the 

meeting program and the respondents’ concerns, as determined by data analysis.  
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Conclusion: A significant association was found between the formality of the mentoring 

program and respondents’ needs, as determined by data analysis. 

Teachers were asked to assess how often they experienced needs based on given 

statements during their first year of teaching SBAE. A Likert-scale, based on Borich’s Needs 

Assessment Model (1980), was used to evaluate the statements. The scale ranged from: 1= 

Never, 2= Sometimes, 3= Often, 4= Considerable. A significant relationship was found between 

the formality of the mentoring program and the need for “developing rapport with students” and 

“Identifying school politics” (Table 10). No other significant relationships were found. 

Conclusion: Teachers believe that a successful FFA chapter is indicative of the overall 

success of their agricultural program.  

Using a “slide-bar” format, teachers were asked to rate their FFA program and overall 

agriculture program on a scale of 1-10, with one being the worst and 10 the best. Teachers’ 

opinions on the success of their FFA chapter positively correlate with their views on the overall 

success of their agriculture program- as the rating of the FFA chapter increases, so does the 

rating of the overall agriculture program (Table 11). A program designed with Kram’s (1988) 

career and psychosocial functions in mind would help boost confidence within individuals, 

improving the overall self-rating, thereby positively impacting the overall success and 

performance of the agriculture organization and FFA.  

Recommendations 

 Based on the study's findings and conclusions, the following recommendations have been 

issued. An expanded qualitative analysis of mentoring programs should be undertaken in future 

research. This qualitative study needs to be a more detailed investigation into the experiences 

and perspectives of mentoring programs. The researcher recommends positioning the 
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demographic questions at the outset of the instrument. This approach would mitigate the 

potential for non-responses. Ongoing research is imperative to maintain relevance and to attain a 

deeper comprehension of the needs and concerns of agricultural educators at present. This study 

would benefit from an expanded investigation into the following domains: targeting needs and 

concerns in FFA, classroom settings, Supervised Agriculture Experience, as well as school and 

community, and personal mental and emotional health. These five categories will be examined in 

greater detail to enhance understanding of the needs and concerns of first-year SBAE educators. 

Exploring these areas may facilitate the development of a more positive experience for 

agricultural teachers, particularly concerning mentoring programs. Additional research is 

essential to fully grasp the needs and concerns of agricultural educators. Resources dedicated to 

mentoring initiatives specifically designed for agricultural educators in Georgia remain scarce; 

therefore, conducting further research could be instrumental in bridging this deficiency. 

Presently, Georgia lacks a formal mentorship program exclusively targeting agricultural teachers. 

The insights derived from this research, combined with subsequent studies, may form the basis 

for developing a structured mentoring program for the state's agricultural instructors. Due to the 

acknowledged high Cronbach's Alpha, future research utilizing this instrument should conduct a 

factor analysis to potentially shorten and refine the scale, thereby making the instrument a more 

efficient tool.  

The researcher recommends a revitalization of certain positions within the leadership 

structure of Georgia Agriculture teachers and the FFA organization. The agriculture specialist 

who works with first-year teachers should also manage a research-based mentoring program and 

review existing effective mentoring programs in previously mentioned states. The program 

should be structured on research-based principles, and the pairing of mentors and mentees should 
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also be supported by research evidence. The pairing of the mentor and mentee must be conducted 

with careful consideration and intentionality, ensuring that personalities as well as job 

descriptions are compatible to the greatest extent possible. For example, a middle school 

agriculture teacher should be paired with a middle school agriculture teacher, and similarly, with 

secondary school teachers. The relevant subject area should also be considered. A horticulture 

pathway teacher, for instance, should not be paired with an agriculture mechanics pathway 

teacher. When collaborating on comparable subject areas, the mentor and mentee may engage in 

detailed discussions regarding curricula and activities that can be readily implemented and 

tailored to accommodate each other's needs. In this manner, both participants derive benefits 

from the mentoring program almost immediately.  

Ensuring the pairing of like pathways and personas will help alleviate some of the issues 

that arise in mentor-mentee pairings. The researcher asserts that mentoring initiatives for 

agricultural educators warrant thorough evaluation and institution within the state of Georgia. It 

is imperative to engage the efforts of state program leaders. Concerted efforts should be 

undertaken within Georgia to develop a research-based mentoring program tailored for 

agricultural educators. The researcher contends that such an initiative would positively influence 

teacher retention and mitigate the attrition of agriculture teachers.  

Chapter Summary 

Chapter five examined the study's results and the conclusions drawn from the data 

analysis. Agricultural educators and state agricultural education staff should review the 

recommendations to enhance the growth and development of agricultural education in the state 

of Georgia. Agricultural education faces a significant challenge in retaining teachers in the 

profession. This trend has continued for decades in the United States, especially in Georgia. 



   

 

 94 

Shortages and high turnover are consequences of this ongoing issue. The findings of this study 

provided a clearer understanding of how Georgia's agricultural education teachers view 

mentoring programs and their experiences with them. It also offered insights into the needs and 

concerns of agriculture teachers during their first year of teaching SBAE. Studies have shown 

that effective mentoring programs benefit both mentors and mentees. If a mentoring program 

specifically for agriculture teachers is established in Georgia, it could reduce teacher turnover. 

Ongoing research on mentoring programs in agricultural education can influence the outlook of 

the field. This is critically important for the future of agricultural education. 
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Appendix 2- Program of Work (POW) 
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Appendix 3- Pilot Study Research Invitation 

 

 
CURRICULUM AND TEACHING 

 

Good afternoon! 

 

Please help me to evaluate a pilot research instrument. I am conducting research 

addressing mentoring programs in ag education. Your time is greatly 

appreciated and should only take eight minutes to complete.  

Thank you again, 

Callie 
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Appendix 4- Pilot Study Thank you Email 

 

 
CURRICULUM AND TEACHING 

 
Thank you so much for participating in my Pilot Questionnaire on Mentoring 

Programs in Ag Edu. I hope you have an amazing start to your New Year with 

your family, and I look forward to sharing the results once they are complete.  

 

Thank you again, 

Callie 
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Appendix 5- Georgia Agriculture Education Map (Georgia FFA Association, 2019) 
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Appendix 6- Instrument Alignment 

 

Item Number  Item Text  Source 

Justification  

  

Rationale for 

integration  

Research 

Objective  

Section 1: 

Introduction 

Questions- 

Mentoring 

Program 

Participation   

Items 1-16  

I have participated in a 

formal mentoring program 

in the first three years of 

teaching school- based 

agricultural education.  

  

Kathy Kram’s 

Mentoring Theory 

(1988)  

A mentoring 

program in which 

a participant is 

engaged should 

incorporate Kathy 

Kram’s 

mentoring theory 

(1988) to operate 

at the highest 

level and be 

advantageous for 

all involved.   

Objective 1  

  I have participated in an 

informal mentoring 

program in the first three 

years of teaching school- 

based agricultural 

education.  

  

Kathy Kram’s 

Mentoring Theory 

(1988)  

A mentoring 

program in which 

a participant is 

engaged should 

incorporate Kathy 

Kram’s 

mentoring theory 

(1988) to operate 

at the highest 

level and be 

advantageous for 

all involved.   

Objective 1  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

formal mentoring program: 

- The mentoring program 

was required by the school 

system/county.  

  

Kathy Kram’s 

Mentoring Theory 

(1988)  

A mentoring 

program in which 

a participant is 

engaged should 

incorporate Kathy 

Kram’s 

mentoring theory 

(1988) to operate 

at the highest 

level and be 

advantageous for 

all involved.   

Objective 1 

and 

Objective 2  

  

  

  

  

When I participated in a 

school-based agricultural 

education (SBAE) teacher 

formal mentoring program: 

Kathy Kram’s 

Mentoring Theory 

(1988)  

A mentoring 

program in which 

a participant is 

engaged should 

incorporate Kathy 

Objective 1 

and 

Objective 2  
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- The mentoring program 

was designed specifically 

for SBAE teachers.  

  

Kram’s 

mentoring theory 

(1988) to operate 

at the highest 

level and be 

advantageous for 

all involved.   

  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

formal mentoring program: 

- The mentoring program 

was beneficial to my 

professional goals.  

Overall POW  

  

Kathy Kram’s 

Mentoring Theory 

(1988)   

Career Function  

The mentoring 

program assisted 

participants 

professionally in 

areas such as 

sponsorship, 

exposure, 

coaching, 

protection, and 

facing 

challenges.    

Objective 1 

and 

Objective 2  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

formal mentoring program: 

- The mentoring program 

was beneficial to my 

personal goals.  

  

Overall POW  

  

Psychosocial 

Function 

(Acceptance)  

Mutual 

acceptance and 

respect, and 

confidence is an 

indicator of 

acceptance for 

participants.   

Objective 1 

and 

Objective 2  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

formal mentoring program: 

- I was assigned a mentor 

with SBAE certification.  

  

Kram’s 

Mentoring Theory 

(1988)  

Mentor-mentee 

relationships with 

similar teaching 

disciplines.  

  

Objective 1 

and 

Objective 2  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

formal mentoring program: 

- I developed a positive 

relationship with my 

mentor.  

  

Psychosocial 

Function 

(Friendship)  

A confidant 

relationship is a 

key indicator of 

friendship and 

trust inherit in 

this function.  

Objective 2  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

formal mentoring program: 

Kram’s 

Mentoring Theory 

(1988)  

Mentor-mentee 

relationships with 

similar teaching 

disciplines.  

Objective 2  



   

 

 118 

- I chose my mentor 

regardless of SBAE 

certification.  

  

  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

informal mentoring 

program: - The mentoring 

program was required by 

the school system/county.  

  

Kram’s 

Mentoring Theory 

(1988)  

Mentoring 

program 

experience.  

Objective 2  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

informal mentoring 

program: - The mentoring 

program designed 

specifically for SBAE 

teachers.  

  

Kram’s 

Mentoring Theory 

(1988)  

Mentor-mentee 

relationships with 

similar teaching 

disciplines.  

  

Objective 2  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

informal mentoring 

program: - The mentoring 

program was beneficial to 

my professional goals.  

  

Psychosocial 

Function 

(Acceptance)  

Mutual 

acceptance and 

respect, and 

confidence is an 

indicator of 

acceptance for 

participants.  

Objective 2  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

informal mentoring 

program: - The mentoring 

program was beneficial to 

my personal goals.  

  

Psychosocial 

Function 

(Acceptance)   

Mutual 

acceptance and 

respect, and 

confidence is an 

indicator of 

acceptance for 

participants.  

Objective 2  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

informal mentoring 

program: - I was assigned a 

mentor with SBAE 

certification.  

Kram’s 

Mentoring Theory 

(1988)  

Mentor-mentee 

relationships with 

similar teaching 

disciplines.  

  

Objective 2  
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  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

informal mentoring 

program: - I developed a 

positive relationship with 

my mentor.  

Kram’s  (1988) 

Mentoring Theory 

(Friendship)  

A confidant 

relationship is a 

key indicator of 

friendship and 

trust inherit in 

this function.  

Objective 2  

  When I participated in a 

school-based agricultural 

education (SBAE) teacher 

informal mentoring 

program: - I chose my 

mentor regardless of SBAE 

certification.  

Kram’s 

Mentoring Theory 

(1988)  

Mentor-mentee 

relationships with 

similar teaching 

disciplines   

  

Objective 2  

  

Section 2: FFA 

Activities  

Items 17-35  

If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

development of an 

Advisory Committee.  

POW #8, 8A, 8B 

(Advisory 

Committee)   

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

development of my FFA 

curriculum.  

POW #11 

(Curriculum), #12 

(Teaching), #13 

(Syllabus), #14 

(Lesson Plans), 

#15 (FFA 

Intracurricular)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

development of my SAE 

curriculum.  

POW #11 

(Curriculum), #12 

(Teaching),#14 

(Lesson Plans), 

#18(SAEs), #19 

(SAE 

Recordkeeping)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

POW #16 

(Leadership 

Curriculum)  

A trusting 

relationship that 

facilitates career 

Objective 3   
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your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

development of my 

leadership and personal 

development curriculum.  

  

Career Function 

(Coaching)  

navigation is a 

key indicator in 

this function.  

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in 

guiding students through 

record book applications.  

POW #17 

(Recordkeeping 

Instruction), #19 

(SAE 

Recordkeeping), 

#21 

(Middleschool 

Recordbook)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist with 

questions for official 

enrollment standards for 

FFA affiliation purposes.  

  

POW #23 (FFA 

Affiliation)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.   

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

development of a Program 

of Activities.  

  

POW #24 (FFA 

Program of 

Activities and 

Budget)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist with the 

POW #25 

(Chapter Officer 

Leadership 

Training)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   
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training and development 

of an FFA Officer Team.  

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

development and 

implementation of 

activities for National FFA 

Week.  

  

POW #27 

(National FFA 

Week)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

development of community 

service projects.  

  

POW #28 

(Community 

Service)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in 

attending the Georgia FFA 

State Convention.  

  

POW #29 (State 

Convention)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

planning of an Annual FFA 

Banquet.  

  

POW #30 (FFA 

Banquet)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   
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  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in 

completing the National 

Chapter Application (Form 

1).  

  

POW #31 

(National 

Chapter)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in 

completing the National 

Chapter Application (Form 

2).  

  

POW #31 

(National 

Chapter)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

preparation of Career 

Development Events.  

  

POW #32 (Career 

Development 

Events and 

Leadership 

Development 

Events)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

preparation of Leadership 

Development Events.  

  

POW #32 (Career 

Development 

Events and 

Leadership 

Development 

Events)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

    

If you were to participate 

in a formal mentoring 

program please indicate 

POW #33 

(Leadership 

Activities)  

  

A trusting 

relationship that 

facilitates career 

navigation is a 

Objective 3   
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your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

planning of day field trips 

for FFA.  

  

Career Function 

(Coaching)  

key indicator in 

this function.  

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in the 

planning of FFA overnight 

field trips.  

  

POW #33 

(Leadership 

Activities  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

the FFA. - Assist in 

organizing and maintaining 

safe facilities.  

  

POW #34 

(Facilities)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

Section Three: 

Teaching  

Items 36-39  

  

If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

teaching. - Assist in 

maintaining accurate 

monthly program of work 

reports.  

  

POW #9 

(Monthly 

Reports) and #20 

(SAEs)  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  

  

If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

teaching. - Assist in the 

development of 

POW #11 

(Curriculum), #13 

(Syllabus), #14 

(Lesson Plans), 

#15 (FFA 

Intracurricular), 

#16 (Leadership 

Curriculum), #17 

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   
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agricultural education 

curriculum.  

  

(Recordkeeping 

Instruction)  

  

Career Function 

(Coaching)  

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

teaching. - Assist in 

assuring the local school 

system will provide an 

adequate budget for 

delivering classroom 

instruction.  

  

POW#37 (Budget 

for supplies), #38 

(Budget for 

equipment) #42 

(Facility Needs), 

#43 (Classroom 

facilities), 

#44  (Facility 

maintenance)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

  

  

If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

teaching. - Assist in 

assuring the local school 

system will provide 

adequate computers and 

technology resources.  

POW #39 

(Technology) and 

POW #41 

(Technology 

equipment)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

Section Four: 

Professionalism  

Items 40-43  

If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

professional opportunities. 

- Assist in providing 

resources to be involved in 

the Georgia Vocational 

Agricultural Teachers 

Association.  

POW #4 

(GVATA), #6 

(GVATA 

Summer 

Conference), #7 

(GVATA Mid-

Winter 

Conference)  

  

Career Function 

(Exposure/ 

Visibility)  

A reliable 

relationship that 

facilitates 

navigation, 

communication, 

and networking 

are key indicators 

in this function.   

Objective 3   

  

  

If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

POW #5 (Area 

Meetings)  

  

A reliable 

relationship that 

facilitates 

navigation, 

communication, 

Objective 3   
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related to assistance with 

professional opportunities. 

- Assist in attending all 

area meetings for 

agricultural education 

teachers.  

  

Career Function 

(Exposure/ 

Visibility)  

and networking 

are key indicators 

in this function.  

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

professional opportunities. 

- Assist in attending 

GVATA Professional 

conferences.  

  

P OW #4 

(GVATA), #6 

(GVATA 

Summer 

Conference), #7 

(GVATA Mid-

Winter 

Conference)   

  

Career Function 

(Exposure/ 

Visibility)  

A reliable 

relationship that 

facilitates 

navigation, 

communication, 

and networking 

are key indicators 

in this function.  

Objective 3   

  If you were to participate 

in a formal mentoring 

program please indicate 

your feelings of the 

following statements 

related to assistance with 

professional opportunities. 

- Assist in completing the 

Program of Work 

successfully.  

  

Overall POW  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3   

Section Five: 

Formal 

Mentoring 

Program 

Experience   

Items 44-48  

During my mentorship 

program, I experienced: - 

Support and 

encouragement for my 

FFA chapter activities.  

  

POW #22 (FFA 

Advisor Duties)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 2  

  During my mentorship 

program, I experienced: - 

Opportunities to discuss 

FFA questions and 

concerns.  

  

POW #22 (FFA 

Advisor Duties)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 2  

  During my mentorship 

program, I experienced: - 

Opportunities to share 

Yearly POW 

Review  

  

A trusting 

relationship that 

offers advice 

based on prior 

Objective 2  
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personal experiences as an 

SBAE teacher.  

  

Psychosocial 

Function 

(Counseling)  

experiences in a 

supportive 

manner is a key 

indicator in this 

function.   

  During my mentorship 

program, I experienced: - 

Opportunities to share 

personal experiences as an 

FFA chapter advisor.  

POW #22 (FFA 

Advisor Duties)  

  

Psychosocial 

Function 

(Counseling)  

A trusting 

relationship that 

offers advice 

based on prior 

experiences in a 

supportive 

manner is a key 

indicator in this 

function.   

Objective 2  

  During my mentorship 

program, I experienced: - 

Opportunities to share SAE 

questions with someone I 

trust.  

  

POW #18 

(Student SAEs), 

#19 (SAE 

Recordbook), #20 

(SAE Records), 

#21 (SAE Middle 

School Record 

book)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 2  

Sections Six: 

Mentor 

Relationship-

Teaching   

Items 49-52  

To what extent did your 

mentor provide: - Support 

and encouragement for 

teaching.  

POW #11 

(Curriculum), #12 

(Teaching), #13 

(Syllabus), #14 

(Lesson Plans), 

#15 (FFA 

Intracurricular), 

#16 (Leadership 

Curriculum), #17 

(Recordkeeping 

Instruction) 

curriculum)  

  

Psychosocial 

Function 

(Friendship)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 2  

  To what extent did your 

mentor provide: - 

Opportunities to discuss 

teaching questions and 

concerns.  

POW #11 

(Curriculum), #12 

(Teaching), #13 

(Syllabus), #14 

(Lesson Plans), 

A trusting 

relationship that 

offers advice 

based on prior 

experiences in a 

Objective 2  
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  #15 (FFA 

Intracurricular), 

#16 (Leadership 

Curriculum), #17 

(Recordkeeping 

Instruction)  

  

Psychosocial 

Function 

(Counseling)  

supportive 

manner is a key 

indicator in this 

function.  

  To what extent did your 

mentor provide: - Their 

personal experiences as 

another perspective to your 

problems with teaching 

and the classroom.  

  

POW #11 

(Curriculum), #12 

(Teaching), #13 

(Syllabus), #14 

(Lesson Plans), 

#15 (FFA 

Intracurricular), 

#16 (Leadership 

Curriculum), #17 

(Recordkeeping 

Instruction)  

  

Psychosocial 

Function 

(Counseling)  

A trusting 

relationship that 

offers advice 

based on prior 

experiences in a 

supportive 

manner is a key 

indicator in this 

function.  

Objective 2  

  To what extent did your 

mentor provide: - Create 

trust when asking 

professional teaching 

questions.  

  

POW #11 

(Curriculum), #12 

(Teaching), #13 

(Syllabus), #14 

(Lesson Plans), 

#15 (FFA 

Intracurricular), 

#16 (Leadership 

Curriculum), #17 

(Recordkeeping 

Instruction)  

  

Psychosocial 

Function 

(Friendship)  

A confidant 

relationship is a 

key indicator of 

friendship and 

trust inherit in 

this function.  

Objective 2  

Section Seven: 

Mentor 

Relationship: 

Professionalism  

Items 53-58  

  

To what extent did your 

mentor: - Provide support 

and encouragement for 

your overall professional 

career.  

Overall POW  

  

Career Function 

(Coaching)  

  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 2  
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  To what extent did your 

mentor: - Discuss 

professional questions and 

concerns.  

Overall POW  

  

Career Function 

(Coaching)  

  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 2  

  To what extent did your 

mentor: - Serve as a 

confidant.  

  

Psychosocial 

Function 

(Friendship)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 2  

  To what extent did your 

mentor: - Accept you as a 

colleague.  

Psychosocial 

Function 

(Acceptance)  

Mutual 

acceptance and 

respect, and 

confidence is an 

indicator of 

acceptance for 

participants.  

Objective 2  

    

To what extent did your 

mentor: - Become someone 

you identified with.  

  

Psychosocial 

Function 

(Friendship)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 2  

  To what extent did your 

mentor: - Shared personal 

experiences as another 

perspective to your 

problems with your 

profession and career.  

Overall POW  

  

Career Function 

(Coaching)  

  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 2  

Section Eight: 

Concerns Items 

59-68  

In your first year of 

teaching, how often did 

you have concerns about: - 

Advising your FFA 

chapter.  

  

POW #22 (FFA 

Advisor Duties) 

and #32   

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 4  

  In your first year of 

teaching, how often did 

you have concerns about: - 

Developing rapport with 

your students.  

POW #22 (FFA 

Advisor Duties) 

and  

 #32 (Career 

Development 

Events and 

Leadership 

Development 

Events)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 4  
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Career Function 

(Coaching)  

  In your first year of 

teaching, how often did 

you have concerns about: - 

Gaining parental support.  

  

POW #32 (Career 

Development 

Events and 

Leadership 

Development 

Events)  

POW #30 

(Banquet)   

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 4  

  

  

  

In your first year of 

teaching, how often did 

you have concerns about: - 

Gaining community 

support.  

  

POW #28  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 4  

  In your first year of 

teaching, how often did 

you have concerns about: - 

Managing daily FFA 

tasks.  

POW #22 (FFA 

Advisor Duties) 

and #32 (Career 

Development 

Events and 

Leadership 

Development 

Events)   

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 4  

  In your first year of 

teaching, how often did 

you have concerns about: - 

FFA time management.  

POW #22 (FFA 

Advisor Duties) 

and #32 (Career 

Development 

Events and 

Leadership 

Development 

Events)  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 4  

  In your first year of 

teaching, how often did 

you have concerns about: - 

Motivating students.  

POW #11 

(Curriculum), #12 

(Teaching), #13 

(Syllabus), #14 

A trusting 

relationship that 

facilitates career 

navigation is a 

Objective 4  
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  (Lesson Plans), 

#15 (FFA 

Intracurricular), 

#16 (Leadership 

Curriculum)   

  

Career Function 

(Coaching)  

key indicator in 

this function.  

  In your first year of 

teaching, how often did 

you have concerns about: - 

Supervising students on 

trips.  

POW #33 

(Leadership 

Activities)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 4  

  In your first year of 

teaching, how often did 

you have concerns about: - 

Recruiting students in your 

ag program.  

  

POW #22 (FFA 

Advisor Duties) 

and #32 (Career 

Development 

Events and 

Leadership 

Development 

Events)  

 and #33 

(Leadership 

Activities)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 4  

  In your first year of 

teaching, how often did 

you have concerns about: - 

Addressing your mental 

well-being.  

  

Yearly POW 

Review  

  

Psychosocial 

Function 

(Friendship)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 4  

Section Nine: 

Needs-

Professional 

Items 69-80  

During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Assigning student grades.  

POW #11 

(Curriculum), #12 

(Teaching)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3  

  

  

During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Inputting grades in 

electronic grade book.  

POW #11 

(Curriculum), #12 

(Teaching)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3  
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  During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Developing rapport with 

students.  

  

POW #22 (FFA 

Advisor Duties) 

and #32 (Career 

Development 

Events and 

Leadership 

Development 

Events)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3  

  During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Effectively managing my 

classroom  

POW #11 

(Curriculum), #12 

(Teaching)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3  

  During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Gaining parental support.  

  

POW #22 (FFA 

Advisor Duties) 

#32 (Career 

Development 

Events and 

Leadership 

Development 

Events)   

#33 (Leadership 

Activities)  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3  

  During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Awareness of school 

politics.  

Overall POW  

  

Career Function 

(Protection)  

A trusting 

relationship that 

protects the 

participant from 

failures to be 

noticed is a key 

indicator in this 

function.  

  

Objective 3  

  During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Identifying school politics.  

Overall POW  

  

Career Function 

(Protection)  

A trusting 

relationship that 

protects the 

participant from 

failures to be 

noticed is a key 

Objective 3  
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indicator in this 

function.  

  

  During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Managing personal stress.  

  

Yearly POW 

Review  

  

Psychosocial 

Function 

(Counseling)  

A trusting 

relationship that 

offers advice 

based on prior 

experiences in a 

supportive 

manner is a key 

indicator in this 

function.  

Objective 3  

  During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Managing professional 

stress.  

  

Yearly POW 

Review   

  

Kathy Kram’s 

Mentoring Theory 

(1988)   

Career Function  

  Objective 3  

  During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Managing my personal 

time.  

Yearly POW 

Review  

  

Psychosocial 

Function 

(Counseling)  

A trusting 

relationship that 

offers advice 

based on prior 

experiences in a 

supportive 

manner is a key 

indicator in this 

function.  

Objective 3  

  During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Managing my professional 

time.  

  

Overall POW  

  

Career Function 

(Coaching)  

A trusting 

relationship that 

facilitates career 

navigation is a 

key indicator in 

this function.  

Objective 3  

  During your first year of 

teaching to what extent did 

you need professional 

advice from your mentor? - 

Practicing self- reflection.  

  

Yearly POW 

Review  

  

Psychosocial 

Function 

(Counseling)  

A trusting 

relationship that 

offers advice 

based on prior 

experiences in a 

supportive 

manner is a key 

indicator in this 

function.  

Objective 3  
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Section Ten: 

Mentor- Mentee 

Relationship  

Items 81-84  

  

Indicate the extent you 

agree with each of the 

following statements. My 

entry-year mentor and I: - 

Have similar values and 

attitudes toward the FFA.  

  

POW #22 (FFA 

Advisor Duties)   

  

Kathy Kram’s 

Mentoring Theory 

(1988)   

Career Function  

The mentoring 

program assists 

participants 

professionally in 

areas such as 

sponsorship, 

exposure, 

coaching, 

protection, and 

facing 

challenges.    

Objective 2  

  Indicate the extent you 

agree with each of the 

following statements. My 

entry-year mentor and I: - 

Have similar values and 

attitudes toward teaching.  

POW #11 

(Curriculum), #12 

(Teaching), #13 

(Syllabus), #14 

(Lesson Plans), 

#15 (FFA 

Intracurricular), 

#16 (Leadership 

Curriculum), #17 

(Recordkeeping 

Instruction)  

  

Kathy Kram’s 

Mentoring Theory 

(1988)   

Career Function  

The mentoring 

program assists 

participants 

professionally in 

areas such as 

sponsorship, 

exposure, 

coaching, 

protection, and 

facing 

challenges.    

Objective 2  

  Indicate the extent you 

agree with each of the 

following statements. My 

entry-year mentor and I: - 

Have similar teaching 

philosophies.  

  

POW #11 

(Curriculum), #12 

(Teaching), #13 

(Syllabus), #14 

(Lesson Plans), 

#15 (FFA 

Intracurricular), 

#16 (Leadership 

Curriculum), #17 

(Recordkeeping 

Instruction)  

  

Kathy Kram’s 

Mentoring Theory 

(1988)   

Career Function  

The mentoring 

program assists 

participants 

professionally in 

areas such as 

sponsorship, 

exposure, 

coaching, 

protection, and 

facing 

challenges.    

Objective 2  

  Indicate the extent you 

agree with each of the 

following statements. My 

Overall POW  

  

The mentoring 

program assists 

participants 

Objective 2  
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entry-year mentor and I: - 

Have similar values and 

attitudes professionally.  

Kathy Kram’s 

Mentoring Theory 

(1988)   

Career Function  

professionally in 

areas such as 

sponsorship, 

exposure, 

coaching, 

protection, and 

facing 

challenges.    

Section Eleven: 

Needs of those 

participants that 

did not participate 

Items 85-86  

  

Although I did not 

participate in a mentoring 

program  in the first 3 

years of teaching 

agricultural education: - 

Participating in a generic 

mentorship program would 

have been beneficial for 

my career.  

Overall POW  

  

Kathy Kram’s 

(1988) Mentoring 

Theory  

A mentoring 

program in which 

a participant is 

engaged should 

incorporate Kathy 

Kram’s 

mentoring theory 

(1988) to operate 

at the highest 

level and be 

advantageous for 

all involved.   

  

Objective 3  

  

  Although I did not 

participate in a mentoring 

program  in the first 3 

years of teaching 

agricultural education: - 

Participating in a 

mentorship program 

specifically for agriculture 

teachers would have been 

beneficial for my career.  

Overall POW  

  

Kathy Kram’s 

(1988) Mentoring 

Theory  

A mentoring 

program in which 

a participant is 

engaged should 

incorporate Kathy 

Kram’s 

mentoring theory 

(1988) to operate 

at the highest 

level and be 

advantageous for 

all involved.   

  

Objective 3  

Demographic 

Questions   

Items 87-93:  

Teacher Prep 

Route)  

Which option best 

describes your teacher 

preparation?  

  

Demographics    Objective 1  

Level of Edu.  Please provide the highest 

level of education earned.  

  

Demographics    Objective 1  

Years taught in 

SBAE  

  

How many years have you 

taught SBAE?  

Demographics    Objective 1  
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Gender  

  

Please provide your 

gender.  

Demographics    Objective 1  

Age  

  

Please provide your current 

age.  

  

Demographics    Objective 1  

Level of School  

  

Which level of school do 

you teach?  

  

Demographics    Objective 1  

Region  Which GVATA region do 

you currently teach?  

  

Demographics    Objective 1  

Self- Rating on 

FFA Program  

  

For this set of questions, 

please use the scale 1-10 

(1- being the lowest and 

10- being the highest) - 

How successful would you 

rate your FFA program?  

Overall POW and 

Kram’s (1988) 

Mentoring 

Theory  

A mentoring 

program in which 

a participant is 

engaged should 

incorporate Kathy 

Kram’s 

mentoring theory 

(1988) to operate 

at the highest 

level and be 

advantageous for 

all involved.   

  

Objective 1 

and 

Objective 6  

Self- Rating on 

success of overall 

agriculture 

program  

For this set of questions, 

please use the scale 1-10 

(1- being the lowest and 

10- being the highest) - 

How successful would you 

rate the overall agriculture 

program?  

Overall POW and 

Kram’s (1988) 

Mentoring 

Theory  

A mentoring 

program in which 

a participant is 

engaged should 

incorporate Kathy 

Kram’s 

mentoring theory 

(1988) to operate 

at the highest 

level and be 

advantageous for 

all involved.   

  

Objective 1 

and 

Objective 6  

Thoughts  

  

Please share your thoughts/ 

experiences on mentoring 

programs in agricultural 

education  

Overall POW and 

Kram’s (1988) 

Mentoring 

Theory  

A mentoring 

program in which 

a participant is 

engaged should 

incorporate Kathy 

Kram’s 

mentoring theory 

(1988) to operate 

at the highest 
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level and be 

advantageous for 

all involved.   
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Start of Block: Q1 

 

  *Your participation and expertise are important and valued!*  The purpose of this study is to 

investigate SBAE teacher’s perceptions and experiences with mentoring programs. This study 

can be completed using a desktop, tablet, or phone. Your feedback will help us understand how 

agricultural educators like you view mentoring programs and their experience with mentoring 

programs. We ask you to review the informed consent information sheet and complete the 

accompanying questionnaire; your participation will take less than eight minutes. Things you 

should know about your participation: Your participation is voluntary. You may stop 

participating at any time. You will not be compensated for participation. Participation involves 

minimal risk (no more than occurs during daily life). Information about participants and their 

responses will be anonymous.   Please do not hesitate to contact Callie Kendrick if you have any 

questions about this research project.   Informed Consent   This survey should take 

approximately eight minutes to complete.   Thank you!  Callie Kendrick Doctoral Candidate 

Agriscience Education  Auburn University  229-344-3926 csh0045@auburn.edu   The Auburn 

University Institutional Review Board approved this document for use on March 20, 2024. 

Protocol #24-741 EX 2402 

o I AGREE to participate (I have read the informed consent information sheet and agree to 
participation)  (1)  

o No I DO NOT wish to participate  (2)  

 

 

 

 Q1F) I have participated in a formal mentoring program in the first three years of teaching 

school- based agricultural education. 

o Yes  (1)  

o No  (2)  

 

 

 

 Q1IN) I have participated in an informal mentoring program in the first three years of teaching 

school- based agricultural education. 

o Yes  (1)  

o No  (2)  
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 Q1F1) When I participated in a school-based agricultural education (SBAE) teacher formal 

mentoring program: 

 
Strongly 

Agree (1) 

Somewhat 

Agree (2) 

Neither 

Agree nor 

Disagree (3) 

Somewhat 

Disagree (4) 

Strongly 

Disagree (5) 

The mentoring 

program was 

required by 

the school 

system/county. 

(1)  

o  o  o  o  o  

The mentoring 

program was 

designed 

specifically for 

SBAE 

teachers. (3)  

o  o  o  o  o  

The mentoring 

program was 

beneficial to 

my 

professional 

goals. (5)  

o  o  o  o  o  

 

 

 

Page Break  
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 Q2F1) When I participated in a school-based agricultural education (SBAE) teacher formal 

mentoring program: 

 
Strongly 

Agree (1) 

Somewhat 

Agree (2) 

Neither 

Agree nor 

Disagree (3) 

Somewhat 

Disagree (4) 

Strongly 

Disagree (5) 

The 

mentoring 

program was 

beneficial to 

my personal 

goals. (6)  

o  o  o  o  o  

I was 

assigned a 

mentor with 

SBAE 

certification. 

(7)  

o  o  o  o  o  

I developed a 

positive 

relationship 

with my 

mentor. (9)  

o  o  o  o  o  

I chose my 

mentor 

regardless of 

SBAE 

certification. 

(11)  

o  o  o  o  o  

 

 

 

Page Break  
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 Q1IN1) When I participated in a school-based agricultural education (SBAE) teacher informal 

mentoring program: 

 
Strongly 

Agree (1) 

Somewhat 

Agree (2) 

Neither 

Agree nor 

Disagree (3) 

Somewhat 

Disagree (4) 

Strongly 

Disagree (5) 

The mentoring 

program was 

required by 

the school 

system/county. 

(1)  

o  o  o  o  o  

The mentoring 

program 

designed 

specifically for 

SBAE 

teachers. (3)  

o  o  o  o  o  

The mentoring 

program was 

beneficial to 

my 

professional 

goals. (5)  

o  o  o  o  o  

The mentoring 

program was 

beneficial to 

my personal 

goals. (6)  

o  o  o  o  o  

 

 

 

Page Break  
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 Q2IN1) When I participated in a school-based agricultural education (SBAE) teacher informal 

mentoring program: 

 
Strongly 

Agree (1) 

Somewhat 

Agree (2) 

Neither 

Agree nor 

Disagree (3) 

Somewhat 

Disagree (4) 

Strongly 

Disagree (5) 

I was 

assigned a 

mentor with 

SBAE 

certification. 

(7)  

o  o  o  o  o  

I developed a 

positive 

relationship 

with my 

mentor. (9)  

o  o  o  o  o  

I chose my 

mentor 

regardless of 

SBAE 

certification. 

(11)  

o  o  o  o  o  

 

 

 

Page Break  
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End of Block: Q1 
 

Start of Block: FFA 1 

 

 FFA 1) If you were to participate in a formal mentoring program please indicate your feelings of 

the following statements related to assistance with the FFA. 

 
Strongly 

Disagree (1) 
Disagree (2) 

Neither 

Agree or 

Disagree (3) 

Agree (4) 
Strongly 

Agree (5) 

Assist in the 

development 

of an 

Advisory 

Committee. 

(1)  

o  o  o  o  o  

Assist in the 

development 

of my FFA 

curriculum. 

(2)  

o  o  o  o  o  

Assist in the 

development 

of my SAE 

curriculum. 

(3)  

o  o  o  o  o  

Assist in the 

development 

of my 

leadership 

and personal 

development 

curriculum. 

(4)  

o  o  o  o  o  

 

 

 

Page Break  
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FFA 2 FFA 2) If you were to participate in a formal mentoring program please indicate your 

feelings of the following statements related to assistance with the FFA. 

 
Strongly 

Disagree (1) 
Disagree (2) 

Neither 

Agree or 

Disagree (3) 

Agree (4) 
Strongly 

Agree (5) 

Assist in 

guiding 

students 

through 

record book 

applications. 

(7)  

o  o  o  o  o  

Assist with 

questions for 

official 

enrollment 

standards for 

FFA 

affiliation 

purposes. (9)  

o  o  o  o  o  

Assist in the 

development 

of a Program 

of Activities. 

(10)  

o  o  o  o  o  

Assist with 

the training 

and 

development 

of an FFA 

Officer 

Team. (11)  

o  o  o  o  o  

 

 

 

Page Break  
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FFA 3 FFA 3) If you were to participate in a formal mentoring program please indicate your 

feelings of the following statements related to assistance with the FFA. 

 
Strongly 

Disagree (1) 
Disagree (2) 

Neither 

Agree or 

Disagree (3) 

Agree (4) 
Strongly 

Agree (5) 

Assist in the 

development 

and 

implementation 

of activities for 

National FFA 

Week. (13)  

o  o  o  o  o  

Assist in the 

development of 

community 

service 

projects. (14)  

o  o  o  o  o  

Assist in 

attending the 

Georgia FFA 

State 

Convention. 

(15)  

o  o  o  o  o  

Assist in the 

planning of an 

Annual FFA 

Banquet. (16)  
o  o  o  o  o  

Assist in 

completing the 

National 

Chapter 

Application 

(Form 1). (17)  

o  o  o  o  o  

 

 

 

Page Break  
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FFA 4 FFA 4) If you were to participate in a formal mentoring program please indicate your 

feelings of the following statements related to assistance with the FFA. 

 
Strongly 

Disagree (1) 
Disagree (2) 

Neither 

Agree or 

Disagree (6) 

Agree (4) 
Strongly 

Agree (5) 

Assist in 

completing 

the National 

Chapter 

Application 

(Form 2). 

(18)  

o  o  o  o  o  

Assist in the 

preparation of 

Career 

Development 

Events. (19)  

o  o  o  o  o  

Assist in the 

preparation of 

Leadership 

Development 

Events. (20)  

o  o  o  o  o  

Assist in the 

planning of 

day field trips 

for FFA. (21)  
o  o  o  o  o  

Assist in the 

planning of 

FFA 

overnight 

field trips. 

(22)  

o  o  o  o  o  

Assist in 

organizing 

and 

maintaining 

safe facilities. 

(23)  

o  o  o  o  o  
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Page Break  
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Teaching 1 Teaching 1) If you were to participate in a formal mentoring program please indicate 

your feelings of the following statements related to assistance with teaching. 

 
Strongly 

Disagree (1) 
Disagree (2) Neutral (3) Agree (4) 

Strongly 

Agree (5) 

Assist in 

maintaining 

accurate 

monthly 

program of 

work reports. 

(1)  

o  o  o  o  o  

Assist in the 

development 

of 

agricultural 

education 

curriculum. 

(3)  

o  o  o  o  o  

 

 

 

Page Break  
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Teaching 2 Teaching 2) If you were to participate in a formal mentoring program please indicate 

your feelings of the following statements related to assistance with teaching. 

 
Strongly 

Disagree (1) 
Disagree (2) Neutral (3) Agree (4) 

Strongly 

Agree (5) 

Assist in 

assuring the 

local school 

system will 

provide an 

adequate 

budget for 

delivering 

classroom 

instruction. 

(8)  

o  o  o  o  o  

Assist in 

assuring the 

local school 

system will 

provide 

adequate 

computers 

and 

technology 

resources. (9)  

o  o  o  o  o  

 

 

 

Page Break  
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Professionalism 1 Professionalism 1) If you were to participate in a formal mentoring program 

please indicate your feelings of the following statements related to assistance with professional 

opportunities. 

 
Strongly 

Disagree (1) 
Disagree (2) Neutral (3) Agree (4) 

Strongly 

agree (5) 

Assist in 

providing 

resources to 

be involved 

in the 

Georgia 

Vocational 

Agricultural 

Teachers 

Association. 

(1)  

o  o  o  o  o  

Assist in 

attending all 

area meetings 

for 

agricultural 

education 

teachers. (2)  

o  o  o  o  o  

Assist in 

attending 

GVATA 

Professional 

conferences. 

(3)  

o  o  o  o  o  

Assist in 

completing 

the Program 

of Work 

successfully. 

(4)  

o  o  o  o  o  

 

 

End of Block: FFA 1 
 

Start of Block: To what extent did your mentor: Teaching 1 
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IFPartF1) IFPartF1) During my mentorship program, I experienced:  

 Not at All (1) Some Extent (2) Large Extent (3) 

Support and 

encouragement for 

my FFA chapter 

activities. (1)  
o  o  o  

Opportunities to 

discuss FFA 

questions and 

concerns. (2)  
o  o  o  

Opportunities to share 

personal experiences 

as an SBAE teacher. 

(3)  
o  o  o  

Opportunities to share 

personal experiences 

as an FFA chapter 

advisor. (6)  
o  o  o  

Opportunities to share 

SAE questions with 

someone I trust.  (5)  
o  o  o  

 

 

End of Block: To what extent did your mentor: Teaching 1 
 

Start of Block: TeachingMENTOR 
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Teaching FMP TeachingMENTOR) To what extent did your mentor provide:  

 Not at All (1) Some Extent (2) Large Extent (3) 

Support and 

encouragement for 

teaching. (1)  
o  o  o  

Opportunities to 

discuss teaching 

questions and 

concerns. (2)  
o  o  o  

Their personal 

experiences as 

another perspective to 

your problems with 

teaching and the 

classroom. (3)  

o  o  o  

Create trust when 

asking professional 

teaching questions. 

(4)  
o  o  o  

 

 

 

Page Break  
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ProfessionalismMento ProfessionalismMENTOR) To what extent did your mentor: 

 Not at All (1) Some Extent (2) Large Extent (3) 

Provide support and 

encouragement for 

your overall 

professional career. 

(1)  

o  o  o  

Discuss professional 

questions and 

concerns. (2)  
o  o  o  

Serve as a confidant. 

(4)  o  o  o  
Accept you as a 

colleague. (5)  o  o  o  
Become someone you 

identified with. (7)  o  o  o  
Shared personal 

experiences as 

another perspective to 

your problems with 

your profession and 

career. (8)  

o  o  o  

 

 

 

Page Break  
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Concerns Concerns) In your first year of teaching, how often did you have concerns about: 

 Never (1) Sometimes (2) Often (3) Considerable (4) 

Advising your 

FFA chapter. (1)  o  o  o  o  
Developing 

rapport with 

your students. 

(2)  
o  o  o  o  

Gaining parental 

support. (3)  o  o  o  o  
Gaining 

community 

support. (4)  
o  o  o  o  

Managing daily 

FFA tasks. (5)  o  o  o  o  
FFA time 

management. (7)  o  o  o  o  
Motivating 

students. (8)  o  o  o  o  
Supervising 

students on trips. 

(9)  
o  o  o  o  

Recruiting 

students in your 

ag program. (10)  
o  o  o  o  

Addressing your 

mental well-

being. (6)  
o  o  o  o  

 

 

 

Page Break  
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Needs 1:Professional Needs 1:Professional) During your first year of teaching to what extent did 

you need professional advice from your mentor?   

 Never (1) Sometimes (2) Often (3) Considerable (4) 

Assigning 

student grades. 

(1)  
o  o  o  o  

Inputting grades 

in electronic 

grade book.  (2)  
o  o  o  o  

Developing 

rapport with 

students. (3)  
o  o  o  o  

Effectively 

managing my 

classroom (4)  
o  o  o  o  

Gaining parental 

support. (5)  o  o  o  o  
 

 

 

Page Break  
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Needs 2:Professional Needs 2:Professional) During your first year of teaching to what extent did 

you need professional advice from your mentor?  

 Never (1) Sometimes (2) Often (3) Considerable (4) 

Awareness of 

school politics.  

(1)  
o  o  o  o  

Identifying 

school politics. 

(2)  
o  o  o  o  

Managing 

personal stress. 

(3)  
o  o  o  o  

Managing 

professional 

stress. (7)  
o  o  o  o  

Managing my 

personal time. 

(4)  
o  o  o  o  

Managing my 

professional 

time. (6)  
o  o  o  o  

Practicing self- 

reflection. (5)  o  o  o  o  
 

 

 

Page Break  
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Mentor/Mentee Mentor/Mentee) Indicate the extent you agree with each of the following 

statements. My entry-year mentor and I:   

 Agree (1) Neutral (2) Disagree (3) 

Have similar values 

and attitudes toward 

the FFA. (1)  
o  o  o  

Have similar values 

and attitudes toward 

teaching. (2)  
o  o  o  

Have similar teaching 

philosophies. (3)  o  o  o  
Have similar values 

and attitudes 

professional. (4)  
o  o  o  

 

 

 

Page Break  
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Needs 3 Needs 3) Although I did not participate in a mentoring program  in the first 3 years of 

teaching agricultural education: 

 
Strongly 

Agree (1) 

Somewhat 

agree (2) 

Neither agree 

nor disagree 

(3) 

Somewhat 

disagree (4) 

Strongly 

disagree (5) 

Participating 

in a generic 

mentorship 

program 

would have 

been 

beneficial for 

my career. (1)  

o  o  o  o  o  

Participating 

in a 

mentorship 

program 

specifically 

for 

agriculture 

teachers 

would have 

been 

beneficial for 

my career. (2)  

o  o  o  o  o  

 

 

 

 

 Teacher Prep Route) Which option best describes your teacher preparation? 

o A traditional 4- year Teacher Program (college or university)  (1)  

o Alternative Certification  (2)  

o Other  (3)  

 

 

 

 Level of Edu.) Please provide the highest level of education earned. 

________________________________________________________________ 
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 Years taught in SBAE) How many years have you taught SBAE? 

________________________________________________________________ 

 

 

 

 Age) Please provide your current age. 

________________________________________________________________ 

 

 

 

 Level of School) Which level of school do you teach? 

o Elementary School  (1)  

o Middle School  (2)  

o High School  (3)  

 

 

 

 Region) Which GVATA region do you currently teach? 

o North Region  (1)  

o Central Region  (5)  

o South Region  (2)  

 

 

 

 Rate) For this set of questions, please use the scale 1-10 (1- being the lowest and 10- being the 

highest) 

 0 1 2 3 4 5 6 7 8 9 10 
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How successful would you rate your FFA 

program? ()  

How successful would you rate the overall 

agriculture program? ()  

 

 

 

 

 Thoughts) Please share your thoughts/ experiences on mentoring programs in agricultural 

education. 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

 

 

Page Break  
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Appendix 8- Initial Research Invitation Email 

 

 
CURRICULUM AND TEACHING 

 
Good morning! 

 

On Tuesday, you will be receiving a Qualtrics invitation to participate in research I am 

conducting addressing mentoring programs in agriculture education. The email will be 

titled "Mentoring Programs in Agriculture Education Research" from the email 

address: noreply@survey.auburn.edu. Please note that the email may go to your spam 

folder. 

I would sincerely appreciate SEVEN minutes of your time. 

 

Have a great rest of your week! 

 

 

Callie Kendrick 

Doctoral Candidate 

Department of Curriculum and Teaching 

Auburn University 

229-344-3926 

csh0045@auburn.edu 
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Appendix 9- Follow-up Email 

 

 
CURRICULUM AND TEACHING 

 
Good morning! 

 

I am sorry for the follow-up email again today. I noticed a number of the email 

invitations to complete the mentoring programs in agriculture education 

survey were being bounced back. I believe this is because of a mail server issue, and I 

wanted to provide you with a direct link to the survey. If you were able to complete the 

survey, thank you, but I wanted to make sure my email was able to get to you. 

 

 

https://auburn.qualtrics.com/jfe/form/SV_4Oa4vZzbQ8VzIwe 

 

Thank you again! 

 

Callie Kendrick 

Doctoral Candidate 

Department of Curriculum and Teaching 

Auburn University 

229-344-3926 

csh0045@auburn.edu 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

https://nam11.safelinks.protection.outlook.com/?url=https%3A%2F%2Fauburn.qualtrics.com%2Fjfe%2Fform%2FSV_4Oa4vZzbQ8VzIwe&data=05%7C02%7Ccsh0045%40auburn.edu%7C70585f0f7ace49dcbe0408dd609ca20c%7Cccb6deedbd294b388979d72780f62d3b%7C0%7C0%7C638772948202839492%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=1%2BnA6Fm2yjdB6jfkmuSTzVfls1KmEpLd4XCQuFFGfng%3D&reserved=0
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Appendix 10: IRB Approval Application 

MEMORANDUM 

DATE: February 28, 2024 TO: IRB Admin 

FROM: Mrs. Calahan Kendrick 

SUBJECT: IRB Revisions Based on Reviewer Recommendations 

The following revisions were made to the protocol entitled “Georgia Secondary 

Agricultural Education Teachers Perceptions of Mentoring Programs of Agricultural 

Education” based on the IRB Reviewer 

recommendations: 

Instrument: 

For section one more clear directions were added. This is indicated by highlighting the 

directions and adding a scale that is also highlighted. Wording was also changed in 

section one for two statements. 

1. Directions in Section One were changed to: “For each statement below, select your 

level of agreement or disagreement with each of the statements regarding your experience 

going 

through a mentoring program with: Strongly Agree (1), Agree (2), Neither Agree or 

Disagree (3), Disagree (4), Strongly Disagree (5).” 

 

2. Wording was changed in Section One regarding two statements to: “the mentoring 

program that I was a part of was” and “mentoring program met an adequate amount of 

times”. 

No other revisions were made. 
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Mrs. Calahan Kendrick 
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For assistance, contact: The Office of Research Compliance (ORC) 

Phone: 334-844-5966 E-Mail: IRBAdmin@auburn.edu Web Address: 

http://www.auburn.edu/research/vpr/ohs Submit completed form and supporting materials 

as one PDF through the IRB Submission Page 
Hand written forms are not accepted. Where links are found hold down the control button (Ctrl) then click the link.. 

 

1. Project Identification Today’s 

Date: January 30, 2024 Anticipated start date of the project: April 1, 2024 

Anticipated duration of project: 1 Year 

a. Project Title: The Georgia Secondary Agricultural Education Teachers Perceptions of 

Mentoring Programs of Agricultural Education 

 
b. Principal Investigator (PI): Calahan Kendrick Degree(s): BS, MAEE, SEd 

Rank/Title: Doctoral Candidate  Department/School: 

Curriculum and Teaching Role/responsibilities in this project: The principal investigator is 

responsible for developing the manuscript. Preferred Phone Number: 2293443926

 AU Email: csh0045@auburn.edu 

 
Faculty Advisor Principal Investigator (if applicable): Christopher Clemons 

Rank/Title: Associate Professor

 Department/Scho

ol: Curriculum and Teaching Role/responsibilities in this project: Serves as 

the major advisor. 

Preferred Phone Number: 3448444434 AU Email: cac0132/2auburn.edu 

 
Department Head: Paul Fitchett Department/School: 

Curriculum and Teaching Preferred Phone Number: 3448444434  AU 

Email: pgf0011@auburn.edu Role/responsibilities in this project: Click 

or tap here to enter text. 

 

 

c. Project Key Personnel – Identify all key personnel who will be involved with the conduct 

of the research and describe their role in the project. Role may include design, 

recruitment, consent process, data collection, data analysis, and reporting. (To determine 

key personnel, see decision tree). Exempt determinations are made by individual 

institutions; reliance on other institutions for exempt determination is not feasible. Non-AU 

personnel conducting exempt research activities must obtain approval from the IRB at 

their home institution. 

Revised 09/13/2023 
AUBURN UNIVERSITY HUMAN RESEARCH PROTECTION PROGRAM (HRPP) 

EXEMPT REVIEW APPLICATION 

mailto:IRBAdmin@auburn.edu
http://www.auburn.edu/research/vpr/ohs
mailto:csh0045@auburn.edu
mailto:pgf0011@auburn.edu
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Key personnel are required to maintain human subjects training through CITI. Please 

provide documentation of completed CITI training, with course title(s) and expiration 

date(s) shown. As a reminder, both IRB and RCR modules are required for all key 

study personnel. 

Name: Calahan Kendrick Degree(s): BS, MAEE, SEd 
Rank/Title: Doctoral Candidate
 Department/School

: Curriculum and Teaching Role/responsibilities in this project: Responsible for 

developing the manuscript, recruiting participants, consenting and 

answering participant questions, and analyzing data. 
- AU affiliated? ☒ Yes ☐ No If no, name of home institution: Click or tap here to enter text. 

- Plan for IRB approval for non-AU affiliated personnel? Click or tap here to enter text. 

- Do you have any known competing financial interests, personal relationships, or other 

interests that could have influence or appear to have influence on the work conducted in 

this project? ☐ Yes ☒ 

No 

- If yes, briefly describe the potential or real conflict of interest: Click or tap here to enter text. 

- Completed required CITI training? ☒ Yes ☐ No If NO, complete the appropriate CITI basic 

course and update the revised Exempt Application form. 

- If YES, choose course(s) the researcher has completed: Human Sciences Basic Course
 
Expiration Date 

Refresher Course Expiration Date 
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Revised 09/13/2023 
2
 

Name: Chris Clemons Degree(s): Ph.D., Ed.S. 
Rank/Title: Associate Professor Department/School: Curriculum and Teaching 

Role/responsibilities in this project: Serves as supervisor for the study and is responsible for all aspects of student 

led research. 
- AU affiliated? ☒ Yes ☐ No If no, name of home institution: Click or tap here to enter text. 

- Plan for IRB approval for non-AU affiliated personnel? Click or tap here to enter text. 

- Do you have any known competing financial interests, personal relationships, or other interests that could have influence 

or appear to have influence on the work conducted in this project? ☐ Yes ☒ No 

- If yes, briefly describe the potential or real conflict of interest: Click or tap here to enter text. 

- Completed required CITI training? ☒ Yes ☐ No If NO, complete the appropriate CITI basic course and update the revised 

EXEMPT application form. 

- If YES, choose course(s) the researcher has completed: Human Sciences Basic Course Expiration Date 

Human Sciences Basic Course Expiration Date 

 
Name: Click or tap here to enter text.  Degree(s): Click or tap here to enter text. 

Rank/Title: Choose Rank/Title Department/School: Choose Department/School 

Role/responsibilities in this project: Click or tap here to enter text. 

- AU affiliated?  ☐ Yes ☐ No If no, name of home institution: Click or tap here to enter text. 

- Plan for IRB approval for non-AU affiliated personnel? Click or tap here to enter text. 

- Do you have any known competing financial interests, personal relationships, or other interests that could have influence 

or appear to have influence on the work conducted in this project? ☐ Yes ☐ No 

- If yes, briefly describe the potential or real conflict of interest: Click or tap here to enter text. 

- Completed required CITI training? ☐ Yes ☐ No If NO, complete the appropriate CITI basic course and update the revised 

EXEMPT application form. 

- If YES, choose course(s) the researcher has completed: Choose a course Expiration Date 
Choose a course Expiration Date 

 

 

d. Funding Source – Is this project funded by the investigator(s)? Yes ☒ No ☐ 

Is this project funded by AU? Yes ☐ No ☒ If YES, identify source Click or tap here to enter text. 

Is this project funded by an external sponsor? Yes ☐ No ☒ If YES, provide name of sponsor, type of sponsor 

(governmental, non-profit, corporate, other), and an identification number for the award. 

Name: Click or tap here to enter text. Type: Click or tap here to enter text. Grant #: Click or tap here to enter text. 

 

e. List other AU IRB-approved research projects and/or IRB approvals from other institutions that are associated with this 

project. Describe the association between this project and the listed project(s): 

N/A 

 

 

2. Project Summary 

a. Does the study TARGET any special populations? Answer YES or NO to all. 

Minors (under 18 years of age; if minor participants, at least 2 adults must 

be present during all research procedures that include the minors) Yes ☐ No ☒ 

Auburn University Students Yes ☐ No ☒ 
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Pregnant women, fetuses, or any products of conception Yes ☐ No ☒ 

Prisoners or wards (unless incidental, not allowed for Exempt research) Yes ☐ No ☒ 

Temporarily or permanently impaired Yes ☐ No ☒ 
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Revised 09/13/2023 
3
 

b. Does the research pose more than minimal risk to participants? Yes ☐ No ☒ 

If YES, to question 2.b, then the research activity is NOT eligible for EXEMPT review. Minimal risk means that the probability 

and magnitude of harm or discomfort anticipated in the research is not greater in and of themselves than those ordinarily 

encountered in daily life or during the performance of routine physical or psychological examinations or test. 42 CFR 46.102(i) 

 

c. Does the study involve any of the following? If YES to any of the questions in item 2.c, then the research activity is NOT eligible 

for EXEMPT review. 

Procedures subject to FDA regulations (drugs, devices, etc.) Yes ☐ No ☒ 

Use of school records of identifiable students or information from 

instructors about specific students. 

 

Yes ☐ 

 

No ☒ 

Protected health or medical information when there is a direct or indirect   

link which could identify the participant. Yes ☐ No ☒ 

Collection of sensitive aspects of the participant’s own behavior,   

such as illegal conduct, drug use, sexual behavior or alcohol use. Yes ☐ No ☒ 

d. Does the study include deception? Requires limited review by the IRB* Yes ☐ No ☒ 

 

 

3. MARK the category or categories below that describe the proposed research. Note the IRB Reviewer will make the final 

determination of the eligible category or categories. 

☒ 1. Research conducted in established or commonly accepted educational settings, involving normal 

educational practices. The research is not likely to adversely impact students’ opportunity to learn or 

assessment of educators providing instruction. 104(d)(1) 

 

☒ 2. Research only includes interactions involving educational tests, surveys, interviews, public observation if at 

least ONE of the following criteria. (The research includes data collection only; may include visual or auditory 

recording; may NOT include intervention and only includes interactions). Mark the applicable sub-category 

below (I, ii, or iii). 104(d)(2) 

 

☒ (i) Recorded information cannot readily identify the participant (directly or indirectly/ linked); 

OR 

- surveys and interviews: no children; 

- educational tests or observation of public behavior: can only include children when investigators do not 

participate in activities being observed. 

 

☐ (ii) Any disclosures of responses outside would not reasonably place participant at risk; OR 

 

☐ (iii) Information is recorded with identifiers or code linked to identifiers and IRB conducts limited review; no 

children. Requires limited review by the IRB.* 

 

☐ 3. Research involving Benign Behavioral Interventions (BBI)** through verbal, written responses including data entry or 

audiovisual recording from adult subjects who prospectively agree and ONE of the following criteria is met. (This 

research does not include children and does not include medical interventions. Research cannot have deception 

unless the participant prospectively agrees that they will be unaware of or misled regarding the nature and purpose 

of the research) Mark the applicable sub-category below (A, B, or C). 104(d)(3)(i) 
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☐ (A) Recorded information cannot readily identify the subject (directly or indirectly/ linked); OR 

 

☐ (B) Any disclosure of responses outside of the research would not reasonably place subject at risk; 

OR 
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Revised 09/13/2023 
4
 

☐ (C) Information is recorded with identifies and cannot have deception unless participants prospectively agree. 

Requires limited review by the IRB.* 

 

☐ 4. Secondary research for which consent is not required: use of identifiable information or identifiable bio- specimen 

that have been or will be collected for some other ‘primary’ or ‘initial’ activity, if one of the following criteria is met. 

Allows retrospective and prospective secondary use. Mark the applicable sub-category below (i, ii, iii, or iv). 104 

(d)(4) 

 

☐ (i) Bio-specimens or information are publicly available; 
 

 

☐ (ii) Information recorded so subject cannot readily be identified, directly or indirectly/linked investigator does not contact 

subjects and will not re-identify the subjects; OR 

 
 

 

☐ (iii) Collection and analysis involving investigators use of identifiable health information when us is regulated by HIPAA 

“health care operations” or “research” or “public health activities and purposes” (does not include bio-specimens 

(only PHI and requires federal guidance on how to apply); OR 

 

☐ (iv) Research information collected by or on behalf of federal government using government generated or collected 

information obtained for non-research activities. 

 

☐ 5. Research and demonstration projects which are supported by a federal agency/department AND designed to study and 

which are designed to study, evaluate, or otherwise examine: (i)public benefit or service programs; 

(ii) procedures for obtaining benefits or services under those programs; (iii) possible changes in or 

alternatives to those programs or procedures; or (iv) possible changes in methods or levels of payment for 

benefits or service under those programs. (must be posted on a federal web site). 104.5(d)(5) (must be 

posted on a federal web site) 

 

☐ 6. Taste and food quality evaluation and consumer acceptance studies, (i) if wholesome foods without additives and 

consumed or (ii) if a food is consumed that contains a food ingredient at or below the level and for a use found to be 

safe, or agricultural chemical or environmental contaminant at or below the level found to be safe, by the Food and 

Drug Administration or approved by the Environmental Protection Agency or the Food Safety and Inspection Service of 

the U.S. Department of Agriculture. The research does not involve prisoners as participants. 104(d)(6) 

 
*Limited IRB review – the IRB Chair or designated IRB reviewer reviews the protocol to ensure adequate provisions are in place to 

protect privacy and confidentiality. 

 
**Category 3 – Benign Behavioral Interventions (BBI) must be brief in duration, painless/harmless, not physically invasive, not likely 

to have a significant adverse lasting impact on participants, and it is unlikely participants will find the interventions offensive or 

embarrassing. 

*** Exemption categories 7 and 8 require broad consent. The AU IRB has determined the regulatory requirements for legally 

effective broad consent are not feasible within the current institutional infrastructure. EXEMPT categories 7 and 8 will not be 

implemented at this time. 

 

 

4. Describe the proposed research, including who does what, when, where, how, and for how long, etc. 
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a. Purpose 

The research study investigates the real and perceived mentoring experiences of Georgia secondary 

agricultural educators with mentoring programs to develop an effective program to utilize in the state. 
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Revised 09/13/2023 
5
 

b. Participant population, including the number of participants and the rationale for determining the number of 

participants to recruit and enroll. Note if the study enrolls minor participants, describe the process to ensure more 

than 1 adult is present during all research procedures, which include the minor. 

No minors will participate in this study. The stratum for selection includes licensed agriculture educators in 

Georgia with at least one year of experience in the secondary agricultural education teaching field. For this study, 250 

participants will be contacted through Qualtrics as potential participants. The participants will be contacted using the 

information from the databases on the publicly available Georgia agricultural education website. The study will be 

available on Qualtrics for participants to participate for three weeks with reminders sent at one week intervals. 

 

c. Recruitment process. Address whether recruitment includes communications/interactions between study staff 

and potential participants in person or online. Submit a copy of all recruitment materials. 

Participants will be contacted by email from the PI via email recruitment study. A participant can click the 

survey link to participate or decline by ignoring the invitation. There will be one follow-up recruitment email to potential 

participants to participate in the study. 

 

 
d. Consent process including how information is presented to participants, etc. 

If a participant selects the participation link the Online Information Letter for Electronic Survey will be 

presented through Qualtrics. Information presented to participants will follow IRB protocols as found in the informed 

consent. The PI and Faculty Advisor are available to answer participant questions and all contact information is provided 

on the Online Information Letter. 

 

e. Research procedures and methodology 

The proposed study will be quantitative. The instrument uses a combination of binary choice and interval 

measurement scales. The instrument used for this study is a questionnaire administered online via Qualtrics. 

 

f. Anticipated time per study exercise/activity and total time if participants complete all study activities. 

The research instrument should take the participant approximately 10 minutes to complete and will be live for 

three weeks. 

 

 

g. Location of the research activities. 

The online platform Qualtrics will be used to collect participant responses. 
 

 

h. Costs to and compensation for participants? If participants will be compensated describe the amount, type, and 

process to distribute. 

There is no cost or compensation for the participants of this study. 
 

 

i. Non-AU locations, site, institutions. Submit a copy of agreements/IRB approvals. 

NA 
 

 

j. Describe how results of this study will be used (presentation? publication? thesis? dissertation?) 

The results of this study will be disseminated through manuscripts in professional journals, presentations, and 

research conferences, and references for developing appropriate and data-based mentoring programs in 

Georgia. 
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k. Additional relevant information. 

NA 
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Revised 09/13/2023 

 
5. Waivers 

Check applicable waivers and describe how the project meets the criteria for the waiver. 

 

☐ Waiver of Consent (Including existing de-identified data) 

☒ Waiver of Documentation of Consent (Use of Information Letter, rather than consent form requiring signatures) 

 

☐ Waiver of Parental Permission (in Alabama, 18 years-olds may be considered adults for research purposes) 

https://sites.auburn.edu/admin/orc/irb/IRB 1 Exempt and Expedited/11-113 MR 1104 Hinton Renewal 2021-1.pdf 

 
a. Provide the rationale for the waiver request. 

The online informational letter for electronic survey will detail the particulars of the study, recruitment, information, 

anonymity in response, data analysis, and details of the completed study. 

 

6. Describe the process to select participants/data/specimens. If applicable, include gender, race, and ethnicity of the participant 

population. 

Participants will be randomly selected from the established strata using the publicly available databases on the 

Georgia agricultural education website. Participants must have a minimum of one year of experience in teaching 

secondary agricultural education. The publicly available database, or Teacher Directory, contains the teacher’s contact 

information. As this is a randomly stratified sample of gender, race, and ethnicity are outside the parameter of selection to 

the participant. 

 

 

7. Risks and Benefits 

7a. Risks - Describe why none of the research procedures would cause a participant either physical or psychological 

discomfort or be perceived as discomfort above and beyond what the person would experience in daily life 

(minimal risk). 

The research is being conducted online using Qualtrics. Participants will be informed of their 

participation and can cease participation at any time. There are no anticipated risks for participating in the 

study not usually experienced in everyday life. 

 
 

 
7b. Benefits – Describe whether participants will benefit directly from participating in the study. If yes, describe the benefit. 

And, describe generalizable benefits resulting from the study. 

The participant can expect to understand their role in the mentoring process better moving forward in their 

teaching career. The published data and information can benefit future secondary agriculture educators, helping them 

stay in the profession and increasing their longevity in their teaching careers. 

 
 
 

 

8. Describe the provisions to maintain confidentiality of data, including collection, transmission, and storage. Identify platforms 

used to collect and store study data. For EXEMPT research, the AU IRB recommends AU BOX or using an AU issued and encrypted 

device. If a data collection form will be used, submit a copy. 

Storage of data will be maintained using the AU Box which is an encrypted file storage service. All responses to the 

6 
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instrument, including collected and analyzed data, will be stored behind the PI’s password-protected computer in AU Box. 
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Revised 09/13/2023 

 
 

 
a. If applicable, submit a copy of the data management plan or data use agreement. 

 
 
 
 
 
 
 
 
 

 

9. Describe the provisions included in the research to protect the privacy interests of participants (e.g., others will not 

overhear conversations with potential participants, individuals will not be publicly identified or embarrassed). 

No identifiable information will be asked or collected by the researchers. Participants will receive the survey link and 

email recruitment and only required to agree or to not agree to participate. 

 

 

10. Does this research include purchase(s) that involve technology hardware, software or online services? 

☐ YES ☒ NO 

If YES: 

A. Provide the name of the product Click or tap here to enter text. 

and the manufacturer of the product Click or tap here to enter text. 

B. Briefly describe use of the product in the proposed human subject’s research. 
Click or tap here to enter text. 

 

C. To ensure compliance with AU’s Electronic and Information Technology Accessibility Policy, contact AU IT Vendor 

Vetting team at vetting@auburn.edu to learn the vendor registration process (prior to completing the purchase). 

D. Include a copy of the documentation of the approval from AU Vetting with the revised submission. 
 

 

11. Additional Information and/or attachments. 

In the space below, provide any additional information you believe may help the IRB review of the proposed research. If 

attachments are included, list the attachments below. Attachments may include recruitment materials, consent documents, site 

permissions, IRB approvals from other institutions, data use agreements, data collection form, CITI training documentation, etc. 

Click or tap here to enter text. 
 
 
 

 

Required Signatures (If a student PI is identified in item 1.a, the EXEMPT application must be re-signed and updated at every 

revision by the student PI and faculty advisor. The signature of the department head is required only on the initial submission of the 

EXEMPT application, regardless of PI. Staff and faculty PI submissions require the PI signature on all version, the department head 

signature on the original submission) 
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Signature of Principal Investigator:_ Date: 02-20-2024 Signature of 

Faculty Advisor (If applicable):  Date: 02-20-2024 
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Paul G. 

Fitchett 

 

 

 

 

Revised 09/13/2023 

Signature of Dept. Head: Date: 

Version Date: Click or tap to enter a date. 
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Calahan Kendrick 

The Georgia Secondary Agricultural Education Teachers Perception of Mentoring Programs of Agricultural Education 

**This survey should take approximately 10 minutes to complete. This research study seeks to investigate the perceptions of 

mentoring programs amongst the Georgia Secondary Agricultural educators and develop an ideal mentoring program to be 

utilized within the profession. Your participation is voluntary, and you may stop participating at any time. Your personal 

identifiable information will not be collected, and all responses are anonymous. Please do not hesitate to contact Calahan 

Kendrick or Ph.D. Chair, Dr. Clemons if you have any questions about this research project. For further information, click the 

"Informed Consent" link below. 

Informed Consent 

This survey should take approximately 10 minutes to complete. 

Thank you! 

Calahan Kendrick Ph.D. Candidate Agriscience Education Auburn University 229.344.3926, csh0045@auburn.edu 

Christopher A. Clemons, Ph.D. Associate Professor Agriscience Education Auburn University 334.844.4411, 

chrisclemons@auburn.edu 

 

 
Directions: For each statement below (Section Two) please select your perceived level of importance (1= Not Important, 2= Of 

Little Importance, 3= Somewhat Important, 4= Important, 5= Very Important) 

mailto:csh0045@auburn.edu
mailto:chrisclemons@auburn.edu
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Different scale on Section 1 
 

Section One: 
Determine your 
experience with 
mentoring 
program for 
Secondary 
Agricultural 
Education. 

     

Mentoring 
program you went 
through was 
effective 

     

Mentoring 
Program was 
specifically 
agriculture related 

     

Mentoring Pair- 
was it purposeful? 
(IE Same Subject 
taught) 

     

Positive 
relationship with 
mentor 

     

Was mentoring 
program 
considered 
“formal” 
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Was mentoring 
program 
considered 
“informal” 

     

How often did you 
meet? 

     

 
 
 
 

 
Section 2: Determine the “Ultimate” Mentorship Program Development with emphasis on the following (Likert Scale- 1-5) 

Directions: For each statement below (Section Two) please select your perceived level of importance (1= Not Important, 2= Of 

Little Importance, 3= Somewhat Important, 4= Important, 5= Very Important) 

 

 

Sections in Bold 1.  NI 2. OLI 3. SI 4.  I 5.  VI 

Standard Classroom      

Developing Class Specific 
Curriculum 

     

General Lesson Planning      

Managing the Agriculture 
Classroom 

     



   

 

 190 

 

Relationships      

Parent/ Teacher: How to talk 
to parents 

     

Administration 
Relationships: How to 
develop strong 
administration relationships 

     

FFA Development      

Program of Activities      

Developing an Officer Team      

Managing Officer Team      

Chapter Meetings      

Community Involvement      

Connections within 
Community 

     

Career Development Event 
Resources 

     

Award Applications      

Proficiencies      

SAE Record books      

Supervised Agriculture 
Experience 

     

Managing Student 
Supervised Agriculture 
Experience 

     

General      
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In- person Observations      

Meetings once a month      

Meetings once a semester      

Virtual Meetings      

Mentoring Pairing      

Same Gender      

Same Content      

Same Level of Teaching (MS/ 
MS) (HS / HS) 

     

      

      

      

      

 
 

 
Section 3: Determine the personal characteristics of secondary agricultural education teachers in Georgia 

1. Highest degree completed as of 2023 

A. Bachelor’s 

B. Masters 

C. Specialist 

D. Doctoral 

E. Other 
 

 
2. Which option best describes your teacher preparation? 

a. A traditional 4- year teacher program (college or university) 

b. Alternative Certification 
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c. Other 
 

 
3. What is your level of experience in teaching secondary agriculture education? 

a. 1-3 years 

b. 4-9 years 

c. 10-15 years 

d. 16+ years 
 

 
4. In your experience, have you served as a mentor? 

a. Yes 

b. No 

5. In your experience, have you gone through a mentoring process as a mentee? 

a. Yes 

b. No 

6. What is your gender? 

a. Female 

b. Male 

7. What is your age? (Whole Number) 

8. What region for you teach in? 

a. North 

b. Central 

c. South 
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Completion Date 19-Oct-2023 

Expiration Date 19-Oct-2027 

Record ID 59170370 

 
 
 

 
This is to certify that: 

 

Calahan Kendrick 

Has completed the following CITI Program course: 

 

CITI Conflicts of Interest 

(Curriculum Group) 

Conflicts of Interest 

(Course Learner Group) 

1 - Stage 1 

(Stage) 

 

Under requirements set by: 

Auburn University 

 

 

 

 

 

101 NE 3rd Avenue, Suite 320 

Fort Lauderdale, FL 33301 US 

www.citiprogram.org 

 

Not valid for renewal of 

certification through CME. 

http://www.citiprogram.org/
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Generated on  14-Feb-2024. Verify at www.citiprogram.org/verify/?w197044a6-44a2-4a8b-8398-4a1b69ec4e06-59170370 

https://www.citiprogram.org/verify/?w197044a6-44a2-4a8b-8398-4a1b69ec4e06-59170370
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Completion Date 19-Oct-2023 

Expiration Date 19-Oct-2026 

Record ID 59170371 

 
 
 

 
This is to certify that: 

 

Calahan Kendrick 

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 

 

 

 

 

 

101 NE 3rd Avenue, Suite 320 

Fort Lauderdale, FL 33301 US 

www.citiprogram.org 

 

Not valid for renewal of 

certification through CME. 

http://www.citiprogram.org/
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Generated on  14-Feb-2024. Verify at www.citiprogram.org/verify/?wcb35669e-f489-4274-8a82-92e3c5a2043e-59170371 

https://www.citiprogram.org/verify/?wcb35669e-f489-4274-8a82-92e3c5a2043e-59170371
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Completion Date 20-Oct-2023 

Expiration Date 20-Oct-2026 

Record ID 59188901 

 
 
 

 
This is to certify that: 

 

Calahan Kendrick 

Has completed the following CITI Program course: 

 

IRB Additional Modules 

(Curriculum Group) 

Internet Research - SBE 

(Course Learner Group) 

1 - Basic Course 

(Stage) 

 

Under requirements set by: 

Auburn University 

 

 

 

 

 

101 NE 3rd Avenue, Suite 320 

Fort Lauderdale, FL 33301 US 

www.citiprogram.org 

 

Not valid for renewal of 

certification through CME. 

http://www.citiprogram.org/
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Generated on 14-Feb-2024. Verify at www.citiprogram.org/verify/?w0104aa61-c2e8-4d55-a779-886cbc097e0c-59188901 

https://www.citiprogram.org/verify/?w0104aa61-c2e8-4d55-a779-886cbc097e0c-59188901
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Completion Date 20-Oct-2023 

Expiration Date 20-Oct-2026 

Record ID 59188902 

 
 
 

 
This is to certify that: 

 

Calahan Kendrick 

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 

 

 

 

 

 

101 NE 3rd Avenue, Suite 320 

Fort Lauderdale, FL 33301 US 

www.citiprogram.org 

 

Not valid for renewal of 

certification through CME. 

http://www.citiprogram.org/
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Generated on  14-Feb-2024. Verify  at www.citiprogram.org/verify/?we8dc335b-0b38-4d94-93d2-8e660a6a5733-59188902 

https://www.citiprogram.org/verify/?we8dc335b-0b38-4d94-93d2-8e660a6a5733-59188902
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Completion Date 20-May-2020 

Expiration Date 19-May-2024 

Record ID 36011300 

 
 
 

 
This is to certify that: 

 

Christopher Clemons 

Has completed the following CITI Program course: 

 

CITI Conflicts of Interest (Curriculum Group) 

Conflicts of Interest (Course Learner Group) 2 

- Refresher (Stage) 

 
Under requirements set by: 

 

Auburn University 

 

 

 

 

Verify  at  www.citiprogram.org/verify/?w69571357-20ee-4918-9c86-2887727cd151-36011300 

Not valid for renewal of certification 
through CME. Do not use for 
TransCelerate mutual recognition (see 
Completion Report). 

https://www.citiprogram.org/verify/?w69571357-20ee-4918-9c86-2887727cd151-36011300
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This is to certify that: 

 

Christopher Clemons 

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 

Completion Date 24-Aug-2022 

Expiration Date 23-Aug-2025 

Record ID 49526811 

 
 
 
 
 
 
 
 
 
 

 

 
 

 

Not valid for renewal of certification 
through CME. 
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Verify  at  www.citiprogram.org/verify/?w5fc560b9-5426-4cb6-aba9-8b3f36450536-49526811 

https://www.citiprogram.org/verify/?w5fc560b9-5426-4cb6-aba9-8b3f36450536-49526811
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This is to certify that: 

 

Christopher Clemons 

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 

Completion Date 24-Aug-2022 

Expiration Date 23-Aug-2025 

Record ID 50321242 

 
 
 
 
 
 
 
 
 
 

 

 
 

 

Not valid for renewal of certification 
through CME. 
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Verify  at  www.citiprogram.org/verify/?wf38edf49-fc87-4885-ac63-912c67eaf0b8-50321242 

https://www.citiprogram.org/verify/?wf38edf49-fc87-4885-ac63-912c67eaf0b8-50321242
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This is to certify that: 

 

Christopher Clemons 

Has completed the following CITI Program course: 

 

IRB Additional Modules 

(Curriculum Group) 

Internet Research - SBE 
(Course Learner Group) 

1 - Basic Course 

(Stage) 

 

 

Under requirements set by: 

 

Auburn University 

Completion Date 24-Aug-2022 

Expiration Date 23-Aug-2025 

Record ID 48743254 

 
 
 
 
 
 
 
 
 
 

 

Not valid for renewal of certification 
through CME. 



   

 

 208 

 
 

 
Verify  at  www.citiprogram.org/verify/?w9e89b237-a410-4640-9ec0-b961df99c924-

48743254 

 

 

https://www.citiprogram.org/verify/?w9e89b237-a410-4640-9ec0-b961df99c924-48743254
https://www.citiprogram.org/verify/?w9e89b237-a410-4640-9ec0-b961df99c924-48743254

