63

JOURNAL OF

LEADERSHIP
EDUCATION

APRIL 2020
RESEARCH MANUSCRIPT

FOSTERING DEVELOPMENT IN HONORS STUDENT PEER

MENTORS:

Mentoring’s Effects on Leadership Outcomes

Abstract

Undergraduate peer mentorship has the potential to transform mentor and mentee alike.

In an effort to

understand the potential positive effects of a peer mentorship program on honors peer mentors, paired

sample t-tests of data from a pre-test / post-test of at least 69 honors first-year seminar facilitators shows that

respondents grew in their leadership efficacy and teaching efficacy.
Qualitative analysis of assessment discursive data further indicates

sense of belonging to the honors program.

that the yearlong facilitation experience is a mechanism for mentors’ growth.

Mentors also show modest gains in their

Results indicate that being a peer

mentor is a powerful means of fostering student development across multiple dimensions, including leadership

efficacy, while meeting the goals outlined by a transformative honors educational experience.

Introduction

Many American higher education institutions employ

peer mentorship programs to promote student

retention, enhance student sense of belonging, and
foster leadership development (Campbell et al,
2012).
are created with the express purpose of supporting
but

affect mentors as well (Newton & Ender, 2010).

Undergraduate peer mentor programs often

mentees, providing mentorship can positively
Peer
mentors note that the experience of supporting other
students’ development gives them the opportunity to
develop important skill sets, foster relationships, and

feel intrinsic satisfaction (Colvin & Ashman, 2010).

like
use peer mentorship

Collegiate  honors  programs, many  other

postsecondary functional units,

programs toward the ends of promoting community

and  supporting  holistic  student  development,
especially  leadership  development  (Chancey et
al, 2019). Honors programs, with their focus on
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enhanced, enriched, or accelerated pursuit of

academics, are a context in which intentional peer
facilitation of learning could enhance mentors’ skill
development as competent facilitators of learning
(Chancey & Lease Butts, 2018; Renzulli et al, 2006).
Learning how to facilitate peers’ learning can have
positive effects on those who teach, such as a sense
of contributing to an educational community and
the ability to see oneself as able to enact leadership
for positive change. As honors programs at larger
institutions seek to provide a more intimate academic
experience for talented students (Ginkel et al., 2012),
it would be helpful to know if serving as a peer mentor
contributes to honors peer mentors’ identification
with  the And,

mentorship programs exist that focus expressly on

community. while  many peer
leadership development (Campbell et al., 2012; Priest
& de Campos Paula, 2016), determining if facilitating
learning helps peer mentors come to recognize and

value their ability to exercise leadership might also be
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of interest to collegiate honors programs. for the first
prompt and (n=59) for the second.

To determine what effects a yearlong honors peer

facilitator experience had on mentors’ leadership
development, | developed an assessment instrument
to explore respondents’ self-rated development
across three dimensions: leadership efficacy, teaching
efficacy, and sense of belonging to the program.
Comparison of respondent means on validated scales
before and after a yearlong facilitation experience
show that mentors make gains in all three areas:
they report stronger identification with the honors
community, greater confidence in their ability to
facilitate learning, and a greater sense of their ability
to affect positive change through leadership. To
support that the peer facilitation experience is the
primary contributor to said gains, | also analyze

respondents’ answers to  discursive  questions

Data show that
serving as a peer facilitator has positive effects on

regarding the facilitation experience.

honors student mentor development, indicating that
peer mentor programs are a means of contributing
to students’ holistic education while building strong
honors communities.

The present study makes two notable contributions
to the literature on peer mentors, honors students,
First, although the effects
mentoring on mentees

and leadership education.
of peer is widely studied
(Newton & Ender, 2010), analyses on the potential
(Priest

As many mentors are

benefits to mentors is less well-documented
& de Campos Paula, 2016).
solicited for
skills
help all

programs on the promise that their
will improve, evidence to that effect
better the

potential of peer mentoring for mentors.

may
understand transformative
Second,
collegiate honors programs are a novel context in
Honors students are
ability
However,

which to study peer mentors.
characterized by their above-average talent,
to achieve, or creativity (Renzulli, 2002).
many honors programs may not consider how to

capitalize on honors’ students enhanced capacity for
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contributing to leadership both within and outside
the formal classroom (Chancey et al, 2019). A more
comprehensive understanding of peer mentoring
for honors students may offer a way for educators
to foster honors students’ leadership development
to help them leverage their talents toward the social

good.

Literature Review

Peer Mentoring Programs. Peer mentor programs

are commonplace at American institutions of higher
2010; Priest & de
First-year seminars are an

(Colvin & Ashman,
2016).
example of an initiative that employs peer mentor
with 2009;
Tampke & Durodoye, seminars

education
Campos Paula,

programs some frequency (Johnson,

2013).
typically are offered the first semester or year of

First-year

an undergraduate students’ career as a means
to somehow introduce the student to campus or
sub-community culture; they can be mandatory or
First-

year seminars have been shown to be an efficacious

optional, dependent on institution (Kuh, 2008).

means of generating smaller learning communities
that

higher
2016).

readily

which translate to
& Credé,
Additionally, students of concern can be more
identified and helped,
stakeholders, including peer mentors, integrated into

help foster relationships,

student persistence (Permzadian

as there are more

institutional systems to make appropriate referrals

(Colvin & Ashman, 2010).

One of the most important factors in determining
their
feeling a

whether a student will persist to earn

undergraduate degree is social support:
connection to the institution through faculty, peers,
and community (Fine, 2016). Honors students are

no different: just as general population students,
they need to feel a sense of connection to their
institutions or honors programs (Cuevas et al, 2017).
At colleges and universities with more students, first-

year seminars capped at a smaller class size can
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the smaller and more

manageable,

make institution seem

contributing to students’ sense of

belonging (Knapp et al., 2017). Peer mentors are a
critical contributor to first-year seminar relationship
building endeavors, as students are able to readily
connect with someone near their age with questions
2010; Newton &
then,

compared to

or concerns
Ender, 2010).
well-documented effects on mentees;

(Colvin & Ashman,

Peer mentor programs, have

mentees, though, mentors are less well-studied.

Peer Mentoring and Leadership. Peer mentoring

programs in colleges ask advanced undergraduate

students to provide guidance, assistance, or

instruction to their colleagues. If leadership is an
intentional influence relationship meant to encourage
mutually-beneficial change for the better (Komives
et al, 2013), then peer mentorship can be a means
of furthering mentors’ leadership growth. Peer
mentorship can help mentors develop the capacity for
empathy, a crucial leadership skill (NCLP et al, 2016).
Further, (2006)

an important transition in undergraduate

Komives and colleagues describe
student
leadership development when the phenomenon is
no longer positional and hierarchical, but a shared
process. By forming a close relationship with a peer
colleague, mentors have the potential to share power,
share learning, and work toward commonly desired

conditions: in other words, an exercise of leadership.

(2014) identifies 60
competencies in which students should demonstrate
their  skills.
mentoring has the potential to make contributions

Seemiller leadership

proficiency as they develop Peer

toward mentors’ growth on many of Seemiller's

leadership competency areas, namely self-awareness

group
intentional

and development, interpersonal interaction,

dynamics, and communication. An
mentorship experience that asks mentors to reflect
actions contribute toward a

on how their larger

purpose can facilitate growth in mentors’ efficacy
and pay dividends on their belief they can enact
meaningful change, just as they have with their

university community.

Honors Student Development and Peer Mentorship.
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Peer mentorship has the potential to transform

student mentors and mentees in an honors context,
given both the population’s and

great potential

their unique challenges. Honors students generally
are capable of great depth of work, exhibit talent
across multiple dimensions, are excited by making
intellectual connections between seemingly disparate
material, and show great concern for large-scale,
systemic challenges (Chancey & Lease Butts, 2018;
Renzulli et al., 2006).

can harness such capacities to cultivate leadership,

Honors programs and colleges

empathy, and innovation in their students (Chancey
& Lease Butts, 2018; Knapp et al., 2017).

Conversely, college honors students as a population
exhibit certain behavioral patterns that may require

attention to help them realize their full academic

potential. Honors students can exhibit levels of

perfectionism that can be severe, interfering with

student learning and self-concept (Rice et al, 2006).

Because honors students may have experienced

maturity intellectually asynchronously with other

forms of development, including social, psychosocial,
or physical, some honors students
difficult to

groups

may find it
integrate into communities
2002).
traditional views on leadership (Komvies et al., 2013),

and peer
(Renzulli, Should they hold more

it is possible that honors student peer mentors
may be less receptive to avoiding treating the role
as transactional, as  perfectionism, asynchrony,
or potential lack of social integration may lead to
minimizing the discomfort alternate constructions of

leadership may generate.

Fortunately, talented, trained honors peer mentors
may be uniquely positioned to offer assistance to
their peers, as mentors often identify similar struggles
and share perspectives related to efficacious coping
strategies.  Johnson (2009) notes that honors peer
mentorship programs can be valuable contributors
to incoming students’ education when used in a first-
year seminar. Walters and Kanak (2016) examine how

a peer mentor-planned retreat contributed toward

mentors’ leadership skill development. They argue
that mentors grow in their capacities to plan, engage

with others, and practice leadership for others as a
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result of participating in a mentorship experience.
indicate that
common practice in honors programs, but that there

Both pieces peer mentorship is a

is potential for exploring in what ways it affects peer

mentors.
Peer mentorship can capitalize on its general
strengths to create transformative  experiences

for both mentors and mentees toward the end
of reinforcing an honors education.
this

through examining how an honors peer mentorship

The present

study endeavors to strengthen connection
experience can be a catalyst for growth in terms of

leadership, teaching, and community-based efficacy
for a student population that has its own leadership

education opportunities and challenges.

Methods

Context and Research Design. The present study takes
place in an undergraduate honors program at a large
public university in the United States. The honors
program represents students from every school and
college at the institution. The majority of students are
admitted to honors upon entrance to the university
their first year via the institution’s general admissions
process; roughly ten percent of the incoming first-
Students

may also be admitted as rising sophomores or juniors

year class is invited to join the program.

through an internal application process on a space-
available basis. Roughly 500 students are admitted to
the honors program each academic year, with about
two-thirds of that number completing honors awards
by graduation. To earn an honors award, students
must complete honors coursework, a thesis project,
and several co-curricular

requirements, including

event reflections and a leadership experience.

All incoming first-year honors students are required
to take a one credit hour first-year seminar course.
The course meets twice a week and has two
components: a faculty section and a facilitator section.
On the faculty day of the seminar, an honors faculty
member leads an interdisciplinary seminar on a topic

of their choosing. The hope is that such faculty-led
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small seminars create intellectual communities that

encourage critical discourse and respect for multiple
epistemologies, hallmarks of an honors education
(Renzulli et al., 2006).

of peer mentors take point in facilitating student

For the second section, a pair

learning and development. The peer mentor
section of the first-year seminar has three learning
outcomes: students should be able to describe

and apply strategies to care for their own well-
being; describe and, as appropriate, apply campus
resources to promote their continued success; and
co-develop and reflect on their contributions to an
inclusive honors community. Peer mentors strive to

meet these learning outcomes through structured
community development activities; discussions about
campus resources to promote academic and personal
success;

and peer-led conversations on topics of

community interest, such as inclusion, residential

community issues, or campus involvement.

At the time of the first-year seminar, the facilitators
however, the
At the
conclusion of their first fall semester, students apply

are sophomore honors students;

facilitator process begins the semester prior.

to take a three credit-hour course on peer mentoring
and leadership for the spring term to prepare them to
co-lead a facilitator section in facilitator pairs for next
year’s incoming class. Topics in the spring facilitator
training course include exploring the concept of

leadership, honors student development, working
with students in crisis as a peer mentor, inclusion
issues in the classroom, and facilitation techniques.
The reflections on leadership throughout help honors
students to engage intellectually with the peer mentor
role, to construct their own understanding of the role
as a leadership opportunity, and to interrogate in
what ways they may be able to exercise leadership as

they define it as a peer mentor.

The facilitator educational

the fall semester with a three credit-hour practicum

experience continues in

course concurrent with their experience working in
the first-year seminar. In the fall course, facilitators
continue to reflect on their learning, their students’
learning, and their mutual exercise of leadership in

tandem with a co-facilitator and their faculty member.
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The outcomes of the peer mentor courses focus on

developing and implementing learning facilitation
techniques; critically analyzing one’s own role in a
group leadership system, as well as facilitating the
leadership development of others; and reflecting on

the facilitators’ role in co-creating an honors learning

community.
To assess any potential value-added from the
facilitator experience, | use a pre-test / post-test

survey design to compare results between waves of
data collection (Fine & Lee, 2017; Wholey et al., 2004).
distributed
to peer facilitators at two points during their peer

A voluntary assessment instrument is
facilitator journey that collects both quantitative and
discursive data. The pre-test is sent to the aspiring
peer mentors within the first week of the spring
The post-test is distributed

at the conclusion of the fall peer mentor practicum

semester training course.

course  after facilitators have completed their
experience and concomitant reflective practicum
course. Data are from respondents who took the

course during the 2018-2019 and 2019-2020 U.S.

academic years. Use of the assessment instrument
and subsequent generated research is cleared by the

institution’s Institutional Review Board.

The

pre-validated
related to the
learning outcomes devised for the facilitators. To

Quantitative Scales and Analytical Strategy.

assessment instrument uses three

quantitative scales at both waves

determine to what extent facilitators feel they can

exercise leadership effectively as a peer facilitator,
respondents answered questions from Kane and
Baltes's leadership efficacy scale (Kane & Baltes,

1998; McCormick et al, 2002). The scale uses nine
items on a ten-point scale to ascertain respondents’
confidence that they can exercise leadership within a
group, with lower scores indicating less confidence.
Because the ninth question asks about respondents’
their

is often used as a summative measure

confidence in overall leadership ability and
in and of
itself, the item is excluded from analysis which sums
item

all items, but included in a test of individual

significance.
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With
facilitation

regards to the outcomes related to practical
skills, the
items adapted from the Ohio State Teacher Efficacy
(OSTES) & Hoy, 2001).
original primarily developed for
their
efficacy in instruction, contains three subscales.

assessment instrument uses

Scale (Tschannen-Moran
The

secondary-level

instrument,
self-
The
survey instrument respondents completed contained

instructors to  gauge

eight items from the student engagement subscale

and eight items from the instructional strategies
subscale, but omits the classroom management scale,
whose items largely focused on managing disruptive
students. Respondents are asked to what degree they
feel they can influence students’ thinking or behaviors
on a nine-point scale that ranges from “nothing” to
“a great deal” Although teaching and facilitation
may not be considered synonymous - a potential
limitation in using a teaching efficacy instrument to
analyze the development of peer facilitators — the
assessment instrument acknowledges that there is
a great deal of overlap in skill set between the two

(Case et al., 1994).

Finally, as the peer mentorship experience is meant

to further contribute to the honors community,
that their

identification with the program. To measure to what

it is hoped participants  strengthen
degree the participants feel connected to the honors
program, the assessment uses an adapted version
of Goodenow’s (1993) Psychological Sense of School
Membership (PSSM) scale.

scale

Seventeen of the eighteen
the
asking participants to rate how integrated they feel

items were adapted for instrument by
in the “honors program” as opposed to their “school;”
one item was not included because it could not be
rephrased in a way that could be readily applied to
a collegiate honors program context. The scale uses
five points to measure to what degree respondents
“not at all true” to

agree with statements from

“completely true.”

Respondents are included in the analysis if they
had pre- and post-test data on that particular scale,
leading to varying sample sizes for each scale and
each individual question. The lowest sample size is

(n=69), which means just over half (51.11 percent)
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of the
the assessment

135 students in the two years completed
at both waves.
the
was voluntary, the study sample is a convenience

instruments in full

Because student completion of instrument
sample, meaning it is possible data are not missing
at random. Student data are anonymized by the
survey system; however, student self-reports of race
and gender on the survey permits chi-square tests
of all students

against the demographics course

to determine if data are not missing at random

across key demographic characteristics.  Chi-square
statistics for race and for gender were not significant,
supporting the claim that data are representative
of the course demographically despite the survey
The

lowest Cronbach’s alpha of all scales used is 0.87,

instrument being voluntary (results not shown).

indicating the scales are reliable.

As any change that may occur in students’ leadership
efficacy, teaching confidence, and sense of belonging
as a result of the Honors peer mentorship experience
is of interest, | use paired-sample t-tests for analysis to
compare mean values on scale items between waves
of data collection in student responses (Welch, 1947).
In testing the significance of individual scale items,
| present both the uncorrected t-test results and
those with a Bonferroni correction, where the typical
significance threshold of < 0.05 is divided by the
number of scale items to ensure a more conservative
threshold for significance that is more robust against
(Bender & Lange, 2001).
Bonferroni corrections trade type-Il error for type-I

item clustering Because

(Perneger, 1998), | report both Bonferroni-corrected
and uncorrected tests of significance for individual
items. Although it is assumed that the course

would have a positive effect on students’ results
on the assessment instrument, all t-tests use more

conservative two-tailed tests.

Data The
quantitative analysis endeavors to draw conclusions

Qualitative and Analytical Strategy.
about the effects of the peer facilitation experience
on honors student peer mentors. However, relying
solely on analysis of pre-test / post-test quantitative
data alone would be problematic. College students

are exposed to myriad development opportunities
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through their undergraduate careers, and the analysis
here does not compare the respondents’ results to a
control groups - either to honors students who did not
go through the facilitation experience, or to general
population students at the campus. Therefore, for a
yearlong experience such as the one studied here, it
is possible forces other than the program could be
in students’

contributing to any change responses

across waves (Rosch & Schwartz, 2009).

In an effort to demonstrate that the course is a driver
of change for students’ growth across the dimensions
of interest, | discursive data

analyze respondents’

from the survey instrument as well. At each wave
of data collection, students were asked to complete
short answer essays on several questions related
to leadership development and the peer facilitator
role. Here, | provide analysis of differences between
pre-test and post-test responses to two short essay
“What skills,

strengths do you have that you feel will make you

questions: qualities, attributes, or
an excellent peer facilitator for first-year students?”
is included as it may speak to respondents’ teaching
efficacy and leadership development. “Why is being
a peer educator an important role?” is examined as
responses may speak to peer mentors’ ideas related
to leadership development and identification with

the honors community.

Student discursive

Weiss's (1994) issue-focused analysis, which is useful

responses are analyzed using

for locating patterns across narratives. In issue-
focused analysis, the researcher reads all responses,
develops general codes of interest based on patterns
observed across narratives, then sorts and integrates
codes to draw conclusions. Because the analysis is
concerned primarily with change between waves
of narratives as a potential result of the facilitation

experience, if students expressed a theme of interest

at both waves of data collection, their responses
were not coded. | shared initial coding results
with colleagues as themes emerged to promote

that the issue-focused
method was capturing valid themes (Morrow, 2005;
Weiss, 1994).

if they had completed both pre-test and post-test

trustworthiness analysis

Respondents were included in analysis
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Results seventeen-point scale, students exhibit a gain of
just under two points (1.9578, p < 0.05), indicating

Quantitative. Table 1 shows the results of t-tests on that there are small gains in a sense of belonging

, . -
all three scales’ summative values. Facilitators show to the honors community. The change in scores is

large, statistically significant gains in their leadership statistically significant.
efficacy and teaching efficacy between pre- and post-

test waves of data collection. Leadership efficacy Tables 2, 3, and 4 explore the magnitude and
scale scores increase an average of eight points significance of change between individual scale items
between the pre-test and post-test (8.2778, p < for all three scales. Table 2 shows that all eight items
0.001), which translates to roughly a point increase from the leadership efficacy scale, as well as the
in confidence per scale item. Respondents’ teaching separate summative question regarding respondents’
efficacy sees gains of roughly three-quarters of a confidence in their overall leadership ability, see
point per item, with peer mentors showing results of gains of at least three-quarters of a point between
about twelve points higher in total between the pre- Wwaves. All items show statistically significant change
test and post-test (12.3188, p < 0.001). Respondents €even when the Bonferroni correction is employed.

did report higher scores on the adapted PSSM sense

of belonging scale between waves of data collection,

though gains were modest in magnitude. On a

Table 1. Changes in Honors Student Responses After a Yearlong Peer Facilitation

Experience
Bonferroni
threshold:
0.05/ # of
Construct n AX s.d. scale items
Leadership Efficacy 72 B.2778 F** 8.8050 a<0.0063
Sense of Belonging to Honors 71 1.9578 * 7.9542  a<0.0029
Teaching Efficacy 69 12.3188 *** 14.2782 a<0.0031

*=p<0.05, ¥ =p<0.01, *** =p < 0.001, all two-tailed.

Table 2. Analysis of Changes in Honors Student Responses on Kane's Leadership Efficacy
Scale Items After a Yearlong Peer Facilitation Experience

t-test Significance

Scale Iltem n AX Uncorrected  Bonferroni s.d.
Perform well as a leader across 73 1192 HhE + 1.391
different situations

Motivate group members. 73  1.055 il + 1.563
Successfully build group members' 73 1.055 whE + 1.527
confidence.

Develop good performance 73 1.082 whE + 1.597
strategies for complex tasks.

Develop the teamwork of my 73 0.932 Hkk + 1.575
group members.

Take charge when | have to. 73 0.8%0 HhE + 1.514
Communicate effectively. 72 0.750 i + 1.599
Accurately assess the strengths 73 1137 Hkk + 1.539
and weaknesses of my group.

Confidence in my overall 73 1.192 el + 1.421

leadership ability.
Uncorrected: * = p < 0.05, ** = p < 0.01, *** = p < 0.001, all two-tailed.
Bonferonni: + = significant under threshold (a < 0.0063).

69 Journal of Leadership Education DOI: 10.12806/V20/12/R5 APRIL 2021 RESEARCH



70

Very few individual items on the adapted PSSM scale
for sense of belonging show statistically significant
Only the
items “people affiliated with honors notice when I'm
good at something” (0.4384, p < 0.01) and “There’s at
least one faculty or staff member | could talk to if | had
a problem” (0.7945, p < 0.001) show gains that are

gains even when using uncorrected results.

statistically significant after employing a Bonferroni

correction. “l am included in lots of honors activities”

but does

significance

shows significant change uncorrected,

not meet the Bonferroni standard for
(0.2329, p < 0.05).

a negative direction, though not at levels of statistical

Some PSSM items show change in

significance: respondents on average report feeling
slightly less proud to be a part of the honors program
(-0.0274, n.s.) and less sure that honors peers liked

“me the way | am” (-0.0274, n.s.).

Table 3. Changes in Honors Student Responses on Goodenow's PSSM Scale Items After a

Yearlong Peer Facilitation Experience

t-test Significance

Reverse
Scale Item coded? n AX Uncorrected Bonferroni  s.d.
| feel like a real part of the 73 0137 0.694
honors program.
People affiliated with honors 72 0438 * + 1.105
notice when I'm good at
something.
It is hard for people like me Yes 73 - 1.137
to feel accepted in the 0.110
honors program.
Other students in honors 73 0451 0.811
take my opinions seriously.
Most teachers and staff 72 0153 1.030
affiliated with honors are
interested in me.
Sometimes | feel as if | don't Yes 73 0014 1.149
belong here in honors.
There's at least one faculty or 73 0.795 kel + 1.201
staff member affiliated with
honors | could talk to if | have
a problem.
People in honors are friendly 73 0.027 0.745
to me.
Faculty and staff affiliated Yes 73 - 0.857
with honors are not 0.041
interested in people like me.
I amincluded in lots of 73 0233 * n.s. 0.965
honors activities.
| am treated with as much 73 0041 0.824
respect as other honors
students.
| can really be myself in 73 0.027 0.957
honors.
The faculty and staff affiliated 73 0.151 0.794
with honors respect me.
People in honors know | can 72 0153 0.781
do good work.
| wish | were notin the Yes 73 - 0.694
honors program. 0.069
| feel proud of being a part of 73 - 0.726
the honors program. 0.027
Other honors students like 73 - 0.726
me the way | am. 0.027
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Table 4. Changes in Honors Student Responses on OSTES Scale Items After a Yearlong

Peer Facilitation Experience

t-test Significance

Scale Item: | have the ability to... n AX Uncorrected Bonferroni s.d.
Get through to the most difficult 71 0.5211 ** n.s. 1.4625
peers

Help someone else think critically 71 0.6056 ok + 1.5351
Motivate someone who shows low 71 0.3803 1.5799
interest in coursework

Get someone else to believe they 71 02817 1.5601
can do well to college

Respond to a difficult question from 71 0.7606 ki + 1.4877
a peer

Help someone else value learning 71 0.2817 1.6749
Gauge whether or not someone else 71 0.6479 ki + 1.5316
comprehended something you tried

to teach them

Craft good questions for the people 71 0.8873 ki + 1.7200
you're trying to teach

Foster creativity in someone you're 70 0.9571 ki + 1.7231
trying to teach

Improve the understanding of 69 0.6377 ki + 1.2715
someone who does not understand

what you're trying to teach

If trying to teach multiple people at 69 1.0145 i + 1.8027
once, adjusting your teaching to

reach as many students as possible

Use a variety of technigques when 69 1.2754 ki + 1.6881
teaching or facilitating

Provide an alternative explanationor 69 0.7971 i + 1.3889
example when someone is confused

Connect people with other resources 69  1.1159 ki + 1.6045
if you can't help them

Implement alterative plans if you're 69 1.2754 i + 1.4939
facilitating and your original plan

isn't working out

Provide appropriate challenges for 69 0.7681 i + 1.4767
very capable people you are trying to

teach

*=p<0.05, * =p<0.01, ***=p < 0.001, all two-tailed.

Bonferonni: + = significant under threshold (a < 0.0031), n.s. = not significant.

on OSTES
Although most items

Table 4 shows results from

teaching efficacy scale items.

analysis

are statistically significant even with a Bonferroni
correction, those that are not tended to focus on
facilitators’ feelings that they would not be able to
difficult, or
showed no

help recalcitrant, disinterested students:

respondents statistically  significant
change on the items, “I can help someone else value
learning,” “I can get someone to believe they can do
well in college” and, “I can motivate someone who
shows low interest in coursework” are not statistically
Additionally, the

respondents’ self-rated ability to get through to the

significant. item asking about

most difficult peers is not statistically significant with
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a Bonferroni correction applied (0.5211, p < 0.01).
All other items show gains of at least six-tenths

of a point between waves and were statistically

significant with the Bonferonni correction, indicating

that respondents report more efficacy after the
facilitation experience in terms of their ability to
self-direct a learning process.  The items related

to using a variety of techniques (1.2754, p < 0.001),
implementing alternative plans (1.2754, p < 0.001),
with (1.1159, p <
and adjusting teaching to reach as
(1.0145, p < 0.001) all
statistically significant average gains of over a point

connecting students
0.001),

students as

resources
many
possible see
between waves.
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Qualitative. The first prompt, “What skills, qualities,
attributes, or strengths do you have that you feel will
make you an excellent peer facilitator for first-year
students?” has 32 of 57, or 56.1 percent, of paired
responses that demonstrated a coded change from
pre-test to post-test.  Analysis yielded three major

themes. First and most predominant: facilitators
report an increased awareness of empathy as a skill
they possess that contributed to their success as a
Twenty of the 57

responses (35.1 percent) do not mention empathy in

first-year seminar peer mentor.

their pre-test narratives, but then do so in their post-
test:

PRE-TEST: [l
[ am] personable, curious, love to learn,
love to teach, will take the role of leader

have] organization, passion,

and step up to the plate.

POST-TEST: | and a

conversationalist. |

am empathetic
enjoy teaching, as
well as learning from others. | am good at
collaborative work and bouncing ideas to
formulate an outcome. | am also good at

listening, which | feel helps build relations.

(R 8-24)

PRE-TEST:  Probably the number one
attribute | have that would make me a
good facilitator is that I'm someone who is

| tend to
try to be someone who... can connect with

pretty charismatic or personable.

a wide range of folk.

POST-TEST: have

developed

...Another  skill |
is empathy, which allows me
to put myself in the shoes of my students.
With empathy, | can attack any issue from
the student’s point of view, giving me more
of an understanding of the problems faced
by my students and better equipping me
to provide support and possible solutions.
(R9-20)

Narratives demonstrating a change in the expression
shift the
locus of interest in the classroom to

of empathy often from  considering
facilitator the

exploring ways to invite students to take ownership
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of class time, as well as considering how outside-of-
class issues might affect students’ classroom selves.
Instead of discussing generalized people skills,
responses coded under the empathy theme show a
narrow focus on interacting intentionally with others
emotions in the third wave response that was not

present in their first wave response.

(211
facilitation

Second, twelve of the fifty-seven narratives

percent) demonstrate an increase in

skills -

awareness of group time management - following

namely adaptability, collaboration, and/or

the yearlong experience:

PRE-TEST: Patient, willing to get to know
people and provide them with advice
or listen to what their problems may be

coming [here].

POST-TEST: Also, | think
adjusting to the mood of the room and

I'm good at

being flexible with the schedule in order
to create the best possible class in a given
day. (R 9-41)

led a club before that
organization,

PRE-TEST: |
involved extensive planning,

have

and communication to people of all
different types which | to be
extremely beneficial when planning and

expect

communicating with the class...

POST-TEST: |
skills that help in situations where things

have... problem solving
aren't
skills

meaningful

going as planned, interpersonal

to communicate well and create
with

and facilitation skills... that help me give

connections students,

lessons effectively... (R 9-32)

Many of the students report coming in with skills
that
as organization

would make them strong facilitators, such

and public speaking. Despite

students’ wide range of talents before taking the
class, the explicit mentioning of the contribution of
the experience to further skill development, as well
to concepts specifically covered in the course to

promote successful facilitation, is notable.
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Third, (14.0
percent) mention leadership as a skill they developed

eight of the fifty-seven respondents
in their post-test responses, though a reference to

leadership was absent in their pre-test narratives:

PRE-TEST: | am a compassionate,
optimisticc  conscientious, and reliable
person. With these qualities, | will be able

to provide students not only with tips and
tricks to stay organized academically...

POST-TEST: | am enthusiastic, caring, and
a good leader. | am able to generate
excitement amongst the students so they
are motivated to get involved on campus,
but | am also a good listener and practice
like they
have someone to reach out to if they need

help with anything. (R 8-73)

empathy, so the students feel

PRE-TEST: | believe that |
listener and can relate to what the first

am a good

year students are experiencing. ...

POST-TEST: |
communicator, gentle leader. ... (R9-72)

am a good listener, clear

Students exemplifying this theme often note that
they did not consider themselves to be leaders prior
to the facilitation experience; the preponderance of
introversion as a

them mention their reason they

hadn't identified as a leader prior. The facilitation

experience and concomitant curricular leadership

development pieces in the courses reinforce the
notion that leadership is a shared social process that
can be exercised by multiple actors (Komives et al.,
2006).

how they thought their introversion might preclude

In particular, many of the students mention

them from leadership roles, but being a facilitator
their
helped them to develop a leader identity.

broadened understanding of leadership and

The second question, “Why is being a peer educator
an important role?” is analyzed for emergent themes
of data The

fewer demonstrating

between waves collection. second

question  has respondents
change between waves of data collection as compared
to the first: 13 of 59, or 22.0 percent.

of note emerge in the narratives that show coded

Two themes
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change. Nine paired narratives, or 13.5 percent, have
facilitators who mention how the role was important
for their development in addition to their students’
in the post-test, when pre-test narratives focus solely

on helping potential students as a facilitator:

PRE-TEST: [The role is important] because
you can relate more to students adapting
to college.

POST-TEST: It's
to lead a group of people and try to get

important to learn how
the best out of them. You have a strong
influence over the students learning from
you, and it's important / feels good when
you can make an impact on their lives in a
positive way. (R 8-48)

PRE-TEST: A peer educator is an important
role because it allows students to connect
with
them as a

[upper-division students] and view
resource, friend, and mentor.
It allows students to more easily adjust to

college.

POST-TEST: Being a peer educator is an
important role because it helps to improve
the university as a whole. Students in the
peer educator role are able to support
their younger peers by being in such a role
and allows the university to build upon

itself as it moves forward into the future.

(R 8-69)
Responses coded with the theme of facilitator
development show increased awareness of how

the facilitation experience is mutually beneficial to
themselves, their students, and even to stakeholders
beyond the first-year seminar context.

Second, four responses, or 6.8 percent, mention
how contributing to the Honors community was an
important component of the facilitation experience

between the pre-test and post-test:

PRE-TEST: [Facilitation] offers the incoming

students a chance to interact with a
friendly face, and it allows the students the

opportunity to connect with a student that
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has already lived through the first year.

POST-TEST: Being a peer educator is an
important role for the honors program and
[the university] as a whole because it helps
to build and develop the community... (R
9-62)

Both themes of interest from the second discursive
question data show facilitators’ increased awareness
of the structural role of the facilitation experience
as a contributor to communities past the individual

first-year seminar classroom.

Discussion, Recommendations, and
Conclusion

Discussion. Comparison of means between pre-
test and post-test data indicate that students make
noteworthy gains

in their teaching and leadership

efficacy while serving as mentors. Honors
exhibit
in their abilities to exercise leadership in a group
their

with the exception of items related to motivating

peer

peer facilitators much more confidence

after year-long facilitation experience and -
difficult students — more confidence in their ability

to create learning environments. Discursive data
support the conclusion that the course has an effect
on student learning. For instance, it is notable that
a surprising number of students mention empathy
as a skill they gained between pre-test and post-test
data collection. Empathy is a hallmark of teaching
and leadership, as well as an important skill for good
peer mentorship (Newton & Ender, 2010). There is a
strong connection between leadership and empathy
as well, as empathy is necessary for the exercise of
socially responsible, inclusive leadership (Fine, 2017;
2013; Seemiller, 2014).

demonstrates facilitators’

Komives et al., Discursive
data further
that the year-long experience left them with many
skills

efficacy: group management, strategic planning, and

awareness

tangible related to teaching and leadership

collaboration.

The themes of the importance of honors community,

leadership  development, and recognizing  self-
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growth through the facilitation experience speak to

the constructs of interest in the present analysis:
students’ narratives spoke to these points. It
is notable that narratives under the themes of

leadership  development and honors community
identification also connote a transition from focus on
self-as-leader to considering others in the exercise
of one’s leadership as a result of engagement in the
course (NCLP et al., 2016).

(2006) refer to such a transition “the turn” a pivotal

Komives and colleagues

point in students’ leadership development. If an
honors peer facilitation experience can help students
to think more critically and systemically, they may be
left better able to exercise leadership to improve their
communities of practice as a result of their time as a
peer mentor. However, it is important to note that
such transformative change may not represent the
typical effects of peer mentorship on honors student
development. The majority of discursive narratives
did not show a turn away from self-as-leader thinking,
and some sense of belonging scale items showed
slight decreases between waves of data collection.
Future research could disentangle what particular
aspects of a peer mentorship process most strongly
contribute  toward

systems- or community-based

leadership thinking in peer mentors.

Recommendations for Research and Practice. Some
both

mentorship practice emerge from

and
the
Regarding research, it remains problematic

recommendations  for future research
best
findings.
that student peer
(Campbell et al.,, 2012).

mentors benefit from peer mentorship, particularly in

peer

mentors remain understudied

Examining in what ways peer

terms of their own leadership learning, could provide
a more comprehensive understanding of mentorship
programs’ value.  Because the data here examine
the scope of the peer mentorship course, it is hard
to determine what particular aspects of the course
most affected the respondents’ change over time.
More targeted analysis of specific assignments, or in-
depth qualitative methods like individual interviews
or focus groups, could identify what portions of the
facilitation experience correspond to which changes
group identification, or

in efficacy, leadership
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development.

the informed

mentorship programs is

Regarding practice, implementation

of peer imperative. In
developing a program to train mentors, providing

ample opportunity to reflect on their experience,
particularly in terms of leadership, is imperative to
confirm that mentors are able to have space to make
meaning of their own development (Ash & Clayton,
2009; Priest & de Campos Paula, 2016).

plan to assess peer mentor learning can be used not

Developing a

only to help measure outcomes, but is yet another

means of inviting students to make meaning of

their experience while gathering crucial data. For

honors programs specifically, the findings indicate

that student mentors saw the value of a leadership
holistic honors

experience in contributing to a

education. Honors programs may wish to re-evaluate
their requirements or offerings, both curricular and
co-curricular, to see if peer mentorship can provide
space for further growth, creativity, and intellectual

engagement for participants (Chancey et al., 2019).

The  findings  indicate  there are  particular
leadership competencies (Seemiller, 2014) around
which  students make  demonstrable  progress.

Competencies related to the areas of self- awareness
and development (e.g., helping others and mentoring),
interpersonal interaction
(e.g.,

the honors community, group development related

(e.g., empathy), and group

dynamics group development in supporting
to enhanced facilitation skill) saw noticeable change.
Those who develop or administer peer mentorship
programs may wish to ensure they include trainings,
that

further reinforce mentor leadership learning around

educational components, or conversations

such competencies.

Limitations.  Quantitative analysis with small sample

sizes can be problematic, as there may not be

enough power to make a meaningful conclusion
about patterns, even if they appear statistically
significant (Ghasemi & Zahediasl, 1994). Although

paired t-tests were developed for valid comparisons
of means for small samples, more respondents could
further demonstrate any consistent potential effects
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on honors peer mentor development and enhance
the power of the analysis. Larger sample sizes or

directed qualitative research may be able to unpack

further any differences between peer mentors
related to their experiences.

Perhaps the most problematic limitation of the
current quantitative analysis is the absence of

control groups (Fine & Lee, 2017). Comparing the

leadership efficacy, teaching efficacy, and sense

of belonging of the sample to equivalent samples
in the

mentorship experience would make a more

of honors students who are not involved
peer
convincing case that the change in mentors’ results
their The
context bears scrutiny, too: because honors students
2002; Rice et

al., 2006), it is possible that respondents could have

stemmed from participation. honors

tend to value achievement (Renzulli,
rated their own performance and growth in a more
positive light. Unfortunately, institutional and design
limitations prevented the collection of these data.
The combination of both discursive and quantitative
results points to the course as a mechanism for
fostering change in mentors, and it is to be hoped
that, although the current study takes place in an
honors program context, the results may translate
to other higher education peer mentorship contexts.
Future analyses could secure control groups to argue
that honors peer mentorship is a singular, meaningful

educational intervention.

Finally, it should be noted the program devotes
significant resources to the success of the peer
mentor experience. The facilitators’ development

is fostered through an intentional, yearlong process
with guided reflection throughout: a spring training
course, the facilitation experience itself in the fall,
and a parallel fall practicum course, all with intensive
reflective writing and group processing components
(Ash & Clayton, 2009; Priest et al, 2015). The
structure takes time and a financial commitment to
initiate and maintain, which means it is all the more
valuable that positive outcomes for mentors can be
demonstrated.  Peer-based practice cannot stop at

hoping learning transpires between mentor and

mentee; constant training, reflection, and meaning-
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-making for mentors can be an invaluable part of their
development, adding to the educational potential of
peer mentorship programs.

Conclusion.  Peer mentorship has the potential to
transform  honors mentors into more confident
leaders, facilitators, and community = members.
Respondents in the analysis report higher levels of
leadership efficacy, teaching efficacy, and sense
of belonging to the honors program. Additionally,
several narratives from respondents indicate the
yearlong peer mentorship experience made them
more empathetic, increased their abilities to manage
group dynamics, and gave them a sense of purpose.

The peer mentorship experience makes a strong
contribution to the institutional honors education
framework. If honors programs and colleges endeavor
to create citizens, scholars, and leaders ready to
tackle complex, global problems (Chancey et al, 2019;
Knapp et al, 2017), then peer mentorship’s ability to
generate efficacy makes a strong contribution toward
this effort. Peer mentorship pays dividends for
mentees, but is also a powerful learning opportunity
for mentors. As undergraduate honors programs
seek to develop their students’ capacities at multiple
points throughout the educational experience, peer
mentorship may be a sound means of meeting such
educational goals.

Journal of Leadership Education

DOI: 10.12806/V20/12/R5

APRIL 2021

RESEARCH



References

Ash, S. L., & Clayton, P. H. (2009). Generating, deepening, and documenting learning: The power of critical
reflection in applied learning. Journal of Applied Learning in Higher Education, 1, 25-48.

Bender, R., & Lange, S. (2001). Adjusting for multiple testing - when and how? Journal of Clinical
Epidemiology, 54(4), 343-349.

Campbell, C. M., Smith, M., Dugan, J. P, & Komives, S. R. (2012). Mentors and college student leadership
outcomes: The importance of position and process. The Review of Higher Education, 35(4), 595-625.

Case, R., Harper, K., Tilley, S., & Wiens, J. (1994). Stewart on teaching versus facilitating: A misconstrued
dichotomy. Canadian Journal of Education / Revue Canadienne De L'Education, 19(3), 287-298.

Chancey, J.M,, Fine, L.E., & Lease Butts, J. (2019). Leading for change in honors education. In G. Harper
(Ed.), Excellence, innovation, and ingenuity in honors education (pp. 147-162). Newcastle upon Tyne, UK:
Cambridge Scholars Publishing.

Chancey, J. M., & Lease Butts, J. (2018). Gifted students, honors students, and an honors education. Journal
of the National Collegiate Honors Council, 19(2), 33.

Colvin, J.W., & Ashman, M. (2010). Roles, risks, and benefits of peer mentoring relationships in higher
education. Mentoring & Tutoring: Partnership in Learning, 18(2), 121-134.

Cuevas, A., Schreiner, L. A., Kim, Y., & Bloom, J. (2017). Honors student thriving: A model of academic,
psychological, and social wellbeing. Journal of the National Collegiate Honors Council, 18(2), 79.

Fine, L.E. (2016). “l can't do this right now:” Heterosexism, homophobia, and LGB college students’
educational trajectories. Sociological Focus, 49(3), 215-230.

Fine, L.E. (2017). What's in a word? Troubling and reconstructing the discourse of inclusion. In A. Boitano de
Moras, R.L. Dutra, & H.E. Schockman (Eds.), Breaking the zero-sum game: Transforming societies through
inclusive leadership (pp. 29-42). West Yorkshire, UK: Emerald.

Fine, L.E., & Lee, C. (2017). Meeting learning objectives in a multicultural leadership course: Using
assessment to inform pedagogical practice. Journal of Leadership Education, 16(2), 40-58.

Ghasemi, A., & Zahediasl, S. (1994). Normality tests for statistical analysis: A guide for non-statisticians.
International Journal of Endocrinology and Metabolism, 10(2), 486-489.

Ginkel, v., S.0, Eijl, v., PJ, Pilot, A., & Zubizaretta, J. (2012). Building a vibrant honors community among
commuter students. Journal of the Collegiate Honors Council, 13(2), 197-218

Goodenow, C. (1993). The psychological sense of school membership among adolescents: Scale
development and educational correlates. Psychology in the Schools, 30(1), 79-90.

Johnson, M. L. (2009). The role of peer leaders in an honors freshman experience course. Honors in Practice,
5, 189-196.

Kane, T. D., & Baltes, T. R. (1998). Efficacy assessment in complex social domains: Leadership efficacy in
small task groups. Paper presented at the The Society of Industrial and Organizational Psychology,



References

Knapp, K., Camarena, P, & Moore, H. (2017). Transformative learning: Lessons from first-semester honors
narratives. Journal of the National Collegiate Honors Council, 18(2), 121.

Komives, S. R, Longerbeam, S. D., Owen, J. E., Mainella, F. C,, & Osteen, L. (2006). A leadership identity
development model: Applications from a grounded theory. Journal of College Student Development,
47(4),401-418. d0i:10.1353/csd.2006.0048

Komives, S. R,, Lucas, N., & McMahon, T. R. (2013). Exploring leadership: For college students who want to
make a difference (3rd ed.). San Francisco, CA: John Wiley & Sons.

Kuh, G. D. (2008). High-impact educational practices: What they are, who has access to them, and why they
matter. Washington, DC: Association of American Colleges and Universities.

McCormick, M. J., Tanguma, J., & Lépez-Forment, A. S. (2002). Extending self-efficacy theory to leadership.
Journal of Leadership Education, 1(2), 34-49.

Morrow, S. (2005). Quality and trustworthiness in qualitative research in counseling psychology. Journal of
Counseling Psychology, 52(2), 250-260.

NCLP, Komives, S. R., & Wagner, W. (2016). Leadership for a better world: Understanding the social change
model of leadership development (2nd ed.). Newark: Jossey-Bass.

Newton, F. B., & Ender, S. C. (2010). Students helping students (2nd ed. ed.). San Francisco: Jossey-Bass.

Permzadian, V., & Credé, M. (2016). Do first-year seminars improve college grades and retention? A
quantitative review of their overall effectiveness and an examination of moderators of effectiveness.
Review of Educational Research, 86(1), 277-316.

Perneger, T. V. (1998). What's wrong with bonferroni adjustments. The BMJ, 316(7139), 1236-1238.

Priest, K.L., Bauer, T,, & Fine, L.E. (2015). The Hunger Project: Exercising civic leadership with the community
for the common good in an introductory leadership course. Journal of Leadership Education, 14(2), 218-
228.

Priest, K., & de Campos Paula, A.L. (2016). Peer-led learning communities: Exploring integrative high-impact
educational practices for leadership education. The Journal of Leadership Education, 15(1), 86-95.

Renzulli, J. S. (2002). Expanding the conception of giftedness to include co-cognitive traits and promote social
capital. Phi Delta Kappan, 84(1), 33-58.

Renzulli, J. S., Koehler, J. L., & Fogarty, E. A. (2006). Operation houndstooth intervention theory: Social capital
in today’s schools. Gifted Child Today, 29(1), 14-24.

Rice, K. G., Leever, B. A., Christopher, J., & Porter, J. D. (2006). Perfectionism, stress, and social (dis)
connection. Journal of Counseling Psychology, 53(4), 524-534.

Rosch, D. M., & Schwartz, L. M. (2009). Potential issues and pitfalls in outcomes assessment in leadership
education. Journal of Leadership Education, 8(1), 177-194.



References

Seemiller, C. (2014). The student leadership competencies guidebook: Designing intentional leadership

learning and development. San Francisco, CA: Jossey-Bass.

Tampke, D. R., & Durodoye, R. (2013). Improving academic success for undecided students: A first-year
seminar / learning community approach. Learning Communities Research and Practice, 1(2), 1-17.

Tschannen-Moran, M., & Hoy, A. W. (2001). Teacher efficacy: Capturing an elusive construct. Teacher and
Teaching Education, 17(7), 783-805.

Walters, G., & Kanak, A. (2016). Effects of peer mentorship on student leadership. Honors in Practice, 12, 59-
76.

Weiss, R. S. (1994). Learning from strangers. New York, NY: Free Press.

Welch, B. L. (1947). The generalization of “student’s” problem when several different population variances
are involved. Biometrika, 34(1/2), 28-35.

Wholey, J. S., Hatry, H. P, & Newcomer, K. E. (2004). Handbook of practical program evaluation. San
Francisco, CA: Jossey-Bass.



