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“A wise person once said that there is nothing new under the sun, that what-
ever the challenge may be, it has been overcome before. A good mentor can 
show you new ways of tackling even the most common problems.” (Bourne, 
2002). 

Abstract 
Much has been written in recent years on the subject of mentoring and many universities, organi-
zations, and individuals have rushed to embrace the concept without thinking through what it 
means for the university, organization, mentor, and, most importantly, the mentee. This article is 
an examination of the various factors involved in the mentoring process. Knowledge gained, col-
laboration, situational learning, and social networking are discussed as key components of the 
mentoring process. As information was collected for this article, some of these comments were 
derived from extensive experience over several decades and more recently, comments from a re-
cent professional business person who has just acquired a doctorate. For the seasoned academic 
professor, it was a time to reflect on the major issues of mentoring and to organize the discussion 
for this most important aspect of education, particularly focused on higher education. In the latter 
case, the purpose of gaining the terminal degree was to enter into academe, start a new career, and 
bring a wealth of business acumen and experience to the classroom for the ultimate benefit of 
students. 

Keywords: Mentoring, Mentor, Mentee, 
Neophyte, Practitioner 

Introduction 
Mentoring sets out to get the balance 
right by helping existing and potential 
mentors to examine what they do, and 
how and why they do it (Brown, 2008).  
Encouraging the mentor to think, reflect 
on past experiences and draw conclu-
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sions helps the mentor develop better leadership and mentorship skills.  By drawing from two 
perspectives: the mentor and mentee, the authors discuss  the issues, problems, and solutions ad-
dressed not only by the players (faculty, prospective faculty), but also by academic administrators 
who set the rules for the hiring process, and therefore examine the formal or informal interaction 
among these players.  Without full support and encouragement, one has only to rely on the intrin-
sic value to the mentor for helping new faculty.  Figure 1: Mentoring Tradoffs Illustrated demon-
strates some of the situations that students encounter when completing their education and want 
to move into the academic setting.  Many of these students have been working in organizations of 
many years, which experience they bring to the university.  Figure 2: Issues presented by Mentor 
/ Mentee depict some of the summarized issues that are encountered frequently.  The diagrams 
depict the dilemma and set the stage for a more organized discussion of the five issues in Figure 
2.  

Theoretical Framework for Mentoring 

Situational Learning 
In conducting research on mentoring, the concepts take on many different names. The work per-
formed by an experienced individual has been sometimes referred to situational learning through 
the neophyte and the practitioner, social networking between an executive and the new manager 
of an organization, and a professor to a new graduate entering into the world of academe. Work 
on situational learning (Chaiklin & Lave, 1993; Hanks, 1991; Lave, 1991, 1996; Lave & Wenger, 
1991; Rogoff, 1990, 1991, 1995; Wenger, 1998) has helped them follow the gradual transforma-
tion of neophyte into practitioner (Le Maistre, Boudreau, & Pare, 2006). This movement occurs 
through what Rogoff calls “guided participation,” and what Lave and Wenger call “legitimate 
peripheral participation” (Le Maistre et al.). The descriptions by these researchers are centripetal: 
the leaner is drawn from initial, hesitant performance toward proficiency. 

Under the guidance of more experienced individuals, newcomers can engage in practice which is 
legitimate (that is, worth to the functioning of the organization, rather than contrived), peripheral 
(failure to accomplish the task does not damage the organization, but be redone by the newcomer 
or can be remedied by experienced practitioners), and participatory (the newcomer is engaged in 
tasks of increasingly complexity, rather than being an observer). By engaging newcomers in au-
thentic but not critical or central tasks, by gradually increasing both the difficulty of the work and 
the autonomy of the learner, and by the subtle application of just-in-time teaching and assess-
ment, old timers create a centripetal force that pulls these newcomers toward capable, central par-
ticipation in the community’s activity. (Le Maistre et al., 2006).  The learning that occurs from a 
mentorship relationship between the mentor and mentee can be used for the rest of their lives. 

Social Networking and Collaboration 
Social networking and collaboration are two key components in the mentorship process.  Social 
networking ties together the interdependencies of the mentor’s values, and visions with the 
mentee.  Collaboration is a process by which the mentor works together with the mentee to 
achieve a common goal.  They both can work together to share knowledge, learn and build 
consensus between each other.   

Knowledge / Knowledge Transfer 
Mentoring requires a particular set of skills and knowledge.  Mentees need to be guided by more 
knowledgeable practitioner who can contribute to the mentees’ development as a future teacher.   
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When formal training or knowledge transfer is the objective, the interaction tends to be primarily 
between instructor and student (or expert and novice) and structured around a discrete problem, 
assignment, or lesson plan (Zack, 1999). This is referred to as distributed learning (Zack, 1999).  
Knowledge transfer in an organization is the process through which one unit, group, department, 
or division is affected by the experience of another (Argote, 1999). Experience has shown that 
transferring knowledge, whether at the individual, group, product line, department, or division 
level is usually a laborious, time-consuming, and difficult task (Kwan & Cheung, 2006). People 
drink in knowledge informally and unconsciously. They learn much incidentally, while eating in 
the cafeteria, chatting in the halls, observing their colleagues’ and supervisors’ behavior, and 
through the vicarious experience of others (Swap, Leonard, Shields, & Abrams, 2001).  For men-
toring, it can be time consuming.  It takes a dedicated person who is organized in their daily plan-
ning to be a mentor.  For the mentee, it takes dedication and commitment to the relationship and 
the goal should be to learn from the experience of mentorship. 

Gray (1999) identified five ways knowledge can be generated: acquisition, dedicated resources, 
fusion, adaptation, and networking. Acquisition occurs through both internal and external sources. 
It can be bought from consultants and universities, or by acquiring a company. Dedicated re-
sources usually come in the form of research and development or training departments. Fusion 
brings people together with different perspectives in multidisciplinary teams. The individuals in 
the teams share their knowledge to arrive at solutions. Adaptation involves creating solutions to 
meet changing conditions. Networking is sharing, then creating new knowledge by informal self-
organizing networks. Effective knowledge transfer requires trust; it also requires that people ab-
sorb the knowledge.  Trust is a key factor in a successful relationship between the mentor and 
mentee.   

MENTORING TRADEOFFS: 

Breaking into the  world  of “ac ademe.” 

When I volunteered 

 to be an  

ACADEMIC M ENTOR, 

I did not realize the “de-

mands.” I just finished my doctoral 

program and nobody 

wan ts to hire me this 

Fall…help! 

Remember me from your 

class six years ago?  I’m 

desperate…please be on 

my doctoral committee. 

Look, as a business person, 

I have been an adjunct Prof 

for 10 years at 5 schools… I 

cannot bre ak into full time 

“ac ademe.”  What is the 

secret?  

 ME NTOR 

Figure 1: Mentoring Trade-offs Illustrated 
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Issues presented by Mentor / Mentee 
Mentoring is recognized as a key developmental resource for individuals in organizations and 
universities (Noe, Greenberger, & Wang, 2002). Mentoring has been described as “the most in-
tense and powerful one-on-one developmental relationship, entailing the most influence, identifi-
cation, and emotional involvement” (Wanberg, Welsh, & Hezlett, 2003) between a more experi-
enced professional and a less experienced individual. The majority of research has explored men-
toring from the vantage point of mentee perceptions, reactions, experiences, and development 
(Kram, 1988).  

A report by David Cutterbuck, following mentoring programs in leadership positions, found that 
as a result of being mentored: 

• 90% of mentees were more conscious of their own values; 
• 84% felt more secure in their leadership roles; 
• 82% believed that the program had a positive effect on their career development; 
• 80% reported that they had developed personally (Cutler, 2005). 

 
Mentoring study participants have commonly been employees, college students, and midlevel 
managers. The following issues (1 through 5) below express responses from the mentor stand-
point (faculty member, seasoned professor, and consultant) and from the mentee standpoint (sea-
soned consultant, corporate executive, and new professor-faculty member). 

Issue #1: Mentoring “Requirements” 

Perspective of Mentor 
The higher education institution may or may not have listed requirements for mentoring. Fur-
thermore, what is meant by mentoring? It may simply be just to list availability of the faculty 

Mentor Perspectives: 

Some Issues for a Professional Academician 

Person Mentored: 

Some Issues for Aspiring Academician 

1. Required for promotion or advance-

ment? 

If yes, how many persons 

should I mentor? 

If no, other extrinsic/intrinsic 

benefits? 

2. Compatibility with my scholarly work. 

3. Personality compatibility. 

4. Presentation/publication opportuni-

ties. 

5. Time/schedule available for interac-

tion. 

1. Required for program completion? 

If yes, who do I approach? 

If no, other extrinsic/intrinsic 

benefits? 

2. Compatibility with my scholarly work? 

3. Personality compatibility? 

4. Does mentor have solid record of 

teaching as well  as publication experi-

ence? 

5.Does mentor have time to interact and 

meet my schedules? 

Figure 2: Issues presented by Mentor / Mentee 
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member (days/hours per week) on the door for any type of counseling. Generally, these arrange-
ments are focused on undergraduate students who may need help with coursework and/or other 
personal matters. In this article, we are directed to graduate students, who may or may not be 
available to meet any prearranged hours because of work requirements, or to colleagues, who 
may be part-time or full-time faculty and who may or may not have the doctorate. If that person 
does not have the doctorate, or is in the process of achieving it, these comments may be espe-
cially helpful. 

What would be the incentive for faculty to be involved in a formal or informal mentor program? 
If that person is truly a professional academician, the intrinsic value would be important: helping 
their colleagues adjust to the life, think about conference presentation or journal publication, con-
verse intellectually about the subject matter, serve the institution or the community. 

Sometimes, as Figure 2 suggests, mentoring can be overwhelming. Mentoring does take time 
away from one’s own professional development. If tenure looms on the horizon, there is a re-
quirement for publication that is difficult to avoid, even if the institution markets itself as primar-
ily a teaching institution. If this is the case, then the publication could be expected in teaching 
methodology rather than strict research. There are many venues for reports on teaching effective-
ness such as the use of case studies, experiential exercises, computer simulation, team-teaching of 
standard and multidisciplinary courses, and other project-oriented courses perhaps even con-
ducted at sites other than the classroom. 

On the plus side for the mentor, it may be an opportunity to collaborate on publishing with a part-
ner who can share the workload. The partner may very well bring a fresh perspective to the sub-
ject, or collect data, or even write the first draft of the paper. It is the experience of the authors 
that this subject of collaboration can be abused by a conscious effort merely to increase the num-
ber of publications. Here, we suggest that some agreement is met at the outset about who will do 
what work and when it will be done. There must be an equitable share of effort by all authors 
with the lead author taking charge and ensuring that the publication deadline is met, the paper is 
written correctly, and the required format is followed. 

These requirements probably would not be stipulated by the institution, but must be addressed by 
the interested parties. 

Perspective of Person Mentored 
Mentoring is an emancipatory act. Although the term “mentor” has been appropriated in 
some professions to include notions of assessment, the pure conception of mentoring is to 
encourage personal growth. Within this framework a trusted mentor can be a key person 
to help reflection. The mentor can help by encouraging questioning of the governing 
variable(s), support the mentee in their journey from the known into uncharted territory, 
and focus on learning opportunities. (Lee, 2007) 

From the perspective of the person mentored either as a graduate or doctorate student, the rela-
tionship can be ongoing, irregular, or of very short duration, however, these interactions have a 
profound impact on the future direction of the young individual. Many times these interactions 
provide a roadmap for the success or failure of the young individual (Ugrin, Odom, & Pearson, 
2008). The mentee must hold up their end of the relationship too. They can be expected to 

� Commit to learn 
� Have genuine interest 
� Use active listening skills 
� Be receptive to feedback 
� Be willing to take risks desire career growth 
� Desire to develop a personal vision (“Ten points to help you sell…,” 2007). 
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When a student is confronted with a graduate or doctorate schedule for completion of their de-
gree, a collection of information needs to be obtained by them. First they should communicate 
(encourage dialogue) to the entire faculty that pertain to their major and their administration. Sec-
ond, they need to seek out a mentor or someone whom they can look upon to assist with their 
schedule of classes, to work with them as a person whom has already been through the demand-
ing ordeal of graduate or doctorate school. Finding a person they can trust, encourage, and stimu-
late the student/mentee’s thinking is very important. Some of the best mentors for the stu-
dent/mentee offer advice they do not want to hear. They chide us, goad us, challenge us in ways 
we would not have done on our own (Rose, 2008). 

Intrinsically, the student/mentee should be aware of the positive aspects of having a mentor dur-
ing their graduate or doctorate program. The student/mentee should research ways to ensure that 
they are performing to the best of their abilities in school. Identifying resources to utilize would 
be very important to know before they approach a possible mentor. Extrinsically, the stu-
dent/mentee should seek out a mentor who can offer guidance, not be judgmental, have patience, 
challenge ideas, and offer advice, not only from an academic standpoint, but also from a practi-
tioner standpoint. Having a mentor can be someone whom you are able to draw on their knowl-
edge. Using this knowledge can influence your thinking and behavior even when they are not 
available. A true mentor is one who looks at the relationship as two-way traffic. They should de-
rive as much pleasure from being your mentor as you do in benefiting from their expertise. It is 
important to seek out stimulating questions we ask the mentor as it enables the mentor to think 
things through anew for themselves (Catling, 2008). Seeking a mentor should be a welcome ex-
perience and should make you feel great about yourself. If someone of that caliber endorses your 
work and tells you that you are a good conscientious student/mentee, then it really is a boost (Cat-
ling). 

There are 10 key qualities that help a student/mentee relationship with a mentor: 

• Humility—be able to accept and utilize constructive criticism. 
• An open mind—have no preconceived ideas of how the relationship will go. 
• Willingness to listen—learn to quiet your mind so that you can fully absorb what is being 

said. The moments with mentors are fleeting and precious. 
• Curiosity—ask why, how, when, and where; be full of questions. 
• Lateral thinking—when you hear advice, think of all the ways that it could be applied. 
• Patience—it takes time to build a quality relationship of any sort. 
• Tenacity—make the effort to stay in touch, be proactive. 
• Integrity—it is critical that both mentee and mentor demonstrate integrity, civility, and 

respect right from the start of the relationship. Always give the mentor feedback on how 
their direction or advice is working out for you. 

• Honesty—be willing to tell the whole truth to your mentor. They cannot give you proper 
help if you do not. 

• Time—time spent with your mentor is an investment; look after it wisely. Keep in touch 
with your mentor in good times as well as when the going gets touch (Catling, 2008). 

Issue #2: Compatibility with Scholarly Work 

Perspective of mentor 
One has to evaluate carefully the nature of the higher education institution for selection of a col-
laborator for scholarly work. For some disciplines, the field of vision for the subject may be nar-
rower than others, and the qualifications and experience of a publishing partner also may be nar-
row. In these situations, the compatibility issue is easier to resolve. Collaboration is organized 
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and focused, tasks are easy to identify and allocate depending on interest and experience of the 
individual researchers, and it has been established that the Department Head, or Dean of the 
School, has encouraged and will accept the work. It will contribute favorably to the pay, promo-
tion, and tenure process. 

One caveat, however, is that the committee for this process may have different ideas about the 
meaning of scholarly work. Different institutions have different criteria and processes for the path 
to academic success and it behooves the pursuer to determine the rules, regulations, and spirit of 
those regulations before any long and tedious research effort is undertaken. This approach is true 
also for undertaking any new and nontraditional teaching methods. 

Does the institution agree with such new methods? You may be collecting data for a new teaching 
method (e.g. bringing students directly into a business working environment to interview real 
workers and make recommendations for improving productivity) and discover later that the edu-
cational norm is traditional classroom lecturing. In fact, other faculty may be jealous of your stu-
dents’ very positive reaction to bringing reality to theory through this practicum. Also, this same 
faculty may serve on the pay, promotion, and tenure committee. 

For those disciplines where the collaborative path is not so clear, and therefore the compatibility 
issue becomes more of a problem, one approach is to look for that diversity of opinion and capi-
talize on that incompatibility. If the research effort is on marketing strategies, the idea of intro-
ducing more global and multicultural aspects can make the outcomes more appealing to this 
wider audience. If the research activity centers on teaching methodology, role-playing and re-
search by students studying production and sale in a foreign country might provide a more inter-
esting topic for discussion. 

Team-teaching activity highlights another compatibility issue. Why team-teach in the first place? 
Administrators may not encourage it because it means more overall faculty is needed to teach the 
same courses, which means more expense. Mentors can provide valuable insight for new faculty 
in teaching techniques, developing rapport with students, encouraging different points of view for 
the subject matter, and perhaps different grading practices, both individual and team, for student 
performance. 

Perspectives from person mentored 
Often students and / or mentees presume that they need someone who is an expert in a given 
field, which is important, but having someone who takes a personal interest and professional in-
terest in your career and personal development would be what mentoring is really about (Durett, 
2006). Figure 3 shows that 27% of the participants who answer the below questionnaire stated 
that the mentor provides insight into a particular field or industry. From the below results, this 
was second to the highest of importance to the mentee filling out the questionnaire. 

Issue # 3: Personality Compatibility 

Perspectives of mentor 
Right brain, left brain, and “combination” thinking skills between mentor and prospective faculty 
member can provide the diversity needed to be both creative and productive in any collaborative 
research and/or publication effort. If there is a close match between the two persons, it could be a 
very efficient process and meet the deadlines right on schedule. This effort is good for each con-
tributor because not much time is wasted before and during the meetings and the individual pro-
ject work directly pertains to the agreed upon topic. On the other hand, diversity of opinion on the 
topic, including the nature, scope, and work allocation can be very inefficient, but in the long run 
the result may be more effective. Contemplation and reflection may very well pay off when the 
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proper approach is carefully chosen and the process allows examination of some tangential issues, 
some of which may not have been contemplated at the outset. The process takes longer and may 
be perceived by each worker to be the wasteful pursuit of irrelevant variables. 

However, it should be clear at the outset that such similar or different thinking styles are known 
and act accordingly. Personality factors do enter in the equation of collaboration and uncon-
sciously, either or both of the workers should consider this aspect before commitment of any ma-
jor effort. The authors have witnessed many false starts on writing texts, chapters in texts, and 
other major writing projects because of the failure to consider personality traits and thinking skills 
as important in the collaborative process. 

With false starts, the major problem is that much time is wasted with no output. The effort may be 
included in the resume as “work in progress” but sooner or later the net result has to be reported. 
Reviewers of articles, tenure committee members, and other readers of the resume, are not inter-
ested in the incompatibility of coworkers, or any other excuse, regarding the effort. Results are 
rewarded; project work is only commendable. 

Figure 3: Mentee Survey Results from Questionnaire 
From Durett (2006) 
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Perspectives of person mentored 
Postgraduate supervision, until recently, was regarded as an extension of research rather than as a 
form of teaching. Research students were assumed to be “always/already” autonomous scholars at 
the beginning of their candidature. So too, postgraduate mentors were assumed to be al-
ways/already effective at supervising once they had endured the process themselves (Manathunga 
& Goozee, 2007). For students entering into the teaching profession, postgraduate supervision is 
regarded as a form of mentoring, where students gradually master appropriate disciplinary re-
search knowledge. Yet, mentors also wrestle with the contradictory role of disciplinary gate-
keeper. As a result, the always/already autonomous student and effective mentor/mentee relation-
ship remain strong in supervision pedagogy (Manathunga & Goozee, 2007). The relationship may 
continue on after the student graduates and become a full professor at the university. 

Both individuals and organizations use mentoring relationships to enhance learning and profes-
sional and personal development in the workplace (Wanberg et al., 2003). There are two types of 
mentoring: formal programs and informal relationships. 

Formal mentoring occurs in a structured environment where a third party pairs the mentor 
and mentee together. Most formal relationships are structured with certain requirements 
and time frames (Rosser & Egan, 2003). Informal mentoring develops spontaneously and 
voluntarily. Most informal relationships are unstructured, flexible, and usually intimate 
because the mentor and mentee mutually identify and volunteer to be in the relationship. 
(Rosser, 2005) 

Three factors contribute to the success in working with a mentor: mentoring style, the process of 
integrating multiple resources and models, and the gradual alignment of the student/mentees’ ex-
pressed verbal knowledge and teaching practices (Schmidt, 2006). 

• Mentoring Style: if the student/mentee is pursuing teaching after graduation, then the 
mentor may need to observe their teaching style. The mentor should demonstrate through 
example, the style of their own teaching and have the student/mentee observe on a regu-
lar basis. Giving constructive feedback when the student/mentee is teaching is also a 
good way to show support. Guiding the student/mentor through actual demonstration is a 
good style for the mentor. 

• Multiple Resources and Models: using a principle-oriented style (Franke & Dahlgren, 
1996). This style seems to help clarify “confusion” or explain the reasons behind sugges-
tions, an aspect that is often missing from the mentor’s recommendations. If the stu-
dent/mentee clarified their own philosophical beliefs about their knowledge and felt 
“comfortable” to them, then they seem to develop the self-confidence to make their own 
decisions about whether to seek advice from the mentor (Schmidt, 2006). 

• Expressed Verbal Knowledge and Teaching Practices: as the student/mentee demon-
strates a positive outcome of their finished tasks, the mentor should discuss the results 
verbally with the student/mentee. The mentor should allow the student/mentee to express 
themselves via presentation of results in front of a small group of faculty and / or profes-
sionals. The student/mentee should also demonstrate through teaching methods, specific 
teaching practices that are taught to them by the mentor. 

Issue # 4: Presentation/Publication Opportunities 

Perspectives of mentor 
There are some individuals who see presentation/publication opportunity around every corner. 
Others may wait for the telephone or email to provide them specifically with an opportunity to 
participate. There may be some faculty who are not interested in opportunity at all; these persons 
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are swamped with teaching loads, service to the institution or community, consulting activity, and 
many personal life commitments or problems. 

Comments here are based on the first category and fit the perspective of the authors. With this 
perspective, there is one problem and it concerns the notion that all opportunities should be pur-
sued. Certainly, one has to be selective in this mode otherwise the plate will be too full, everyone 
will be after you because you cannot say no, and then you will be overextended with commit-
ment. 

There are some universities that have no upper limits on the number of persons you can mentor. 
In the case of doctoral student programs, some faculty may serve in the mentoring capacity on 
several doctoral committees. Several may mean a handful, or it may mean a dozen, or perhaps 
even 20 or more. The question is: How many students can one mentor effectively? Payment ac-
cording to the number of students is one motivation to maximize this effort. Publication by the 
mentor is another motivating factor because the topic and its development into publishable mate-
rial may very well be the brainchild of the mentor in an ongoing research activity. 

In those cases where the situation is between faculty colleagues and not faculty–student related, 
the mentor should pursue opportunities to advance scholarly work in his/her discipline and per-
haps also engage in multidisciplinary activity. This work enhances one’s credibility and the aca-
demic stature of the institution. Presence at regional, national, and international conferences al-
lows one to meet colleagues from other institutions and countries, and therefore provides many 
ideas and opportunities for further exploration. 

Professional activity in one or more of these conferences, journals, or institutes builds personal 
and institutional credibility, and again, may provide the inside track to participate in scholarly 
work not imagined previously. Some of these venues provide for student work as well and may 
precipitate publication ideas in this direction. Much of this scholarly activity has a “trickle down” 
effect and may lead to student and faculty exchange program development, project work in busi-
ness or government environments, and other unintended activity not foreseen at the outset. Once 
the mentor has achieved some recognition and reward, opportunities increase. Then, it becomes a 
problem of even more selection of opportunity to follow and who to lead onto what path of op-
portunity as a mentor. The mentor must navigate through a sea of opportunity with the right crew 
and with certain selective courses and destinations. 

Perspectives of person mentored 
The ideal mentor should have the appropriate background of knowledge and a solid record of 
teaching as well as publication experience. The knowledge-base should be in the sector-specific 
area similar to that of the mentee. Having a record of developing and motivating others should be 
a key factor in choosing a mentor. The mentor should not be directly related to the mentee’s cur-
rent or chain of command (Cutler, 2005). That way, the mentee will feel more comfortable and 
confident working with the mentor. 

Issue # 5: Time and Schedule for Interaction 

Perspectives of mentor 
For faculty and undergraduate students, the situation is easily solved because most institutions of 
higher learning post minimum hours for consultation, by appointment or just walk-in. For gradu-
ate students, in either master’s programs or doctoral programs, there is more of a problem. If 
hours are posted, students who work cannot be there during the day. Hours usually are not posted 
in the evening. Therefore, the only recourse is to see the teacher before or after class, if in fact 
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that teacher is the one sought for mentoring. You may not be taking any classes that semester, or 
cluster or you may be engaged in online learning, in which case you may never see the teacher. 

From the perspective of the mentor, you would only see those students who can step over these 
hurdles and gain some time with you. In other words, the system is in your favor, unless you are 
sincerely interested in the mentoring process. In this case, you have to make yourself accessible 
to students through other means, such as clubs, sports, institutional programs, and other extra-
curricular activities. 

Once the connection is made and other issues of the collaborative effort have been examined, as 
noted in the rest of this article, then some guidelines about time and schedule for interaction can 
be entertained. 

Perspective of person mentored 
There are two factors before agreeing to a mentoring relationship: time commitment and personal 
fit (Pieper, 2004). There has to be a commitment to this relationship on both sides. The stu-
dent/mentee has to be prepared for meetings, respond to emails and telephone calls, and work 
with the mentor on his or her coursework for your degree (Pieper). 

A good mentor candidate would: 

• Be committed to personal and organizational development; 
• Exhibit a calm, steady demeanor; 
• Possess training, coaching, and counseling skills; 
• Have a positive work history and be in good standing with the university/organization; 
• Continue to associate and be familiar with department members; and 
• Demonstrate communication ability (Schrage, 2007). 

 
There are common mentoring mistakes to be aware of: 

• Picking the wrong mentor—both student/mentee and mentor should feel free to refuse a 
mentorship if their values do not match the other person’s values, or if they question the 
other person’s motives for wanting the mentorship. 

• Lecturing rather than listening—one of the hardest things to avoid, the student/ mentee 
may feel they know a lot about a lot. Effective student/mentee and mentor relationships 
work best when each is not lecturing the other. 

• Using the mentoring experience as a disciplinary tool—the focus of a mentorship should 
not be disciplinary, it should be used as a coaching device to mentor the student/mentee 
(Pieper, 2004). 

Conclusion 
This article highlights some of the issues that have arisen in the mentoring process, primarily 
from the perspective of extensive educational experience (mentor) and business experience and 
literature searching (mentee).  Additional insights were discussed regarding academic administra-
tive involvement in the process.  One further implication for research would be to collect real data 
from structured interviews of all interested parties and focus on what specific actions would or 
would not result in faculty hiring, promotion, and continuing academic growth.   

In the meantime, some concluding comments are offered by the authors to stimulate thinking on 
this important subject and perhaps direct the effort of future researchers to pursue work on this 
topic.  There are a number of things that all interested parties can do to support the professions 
they are examining, such as:  



Mentoring Tradeoffs 

14 

� Clarify and refine evaluation rules so that they are understood by all stakeholders; 

� Make operational the intangible factors in a way that can be agreed on by all stake-
holders; 

� As far as possible, separate the role of mentor and evaluator, to ensure that both are used 
in the mentorship process; 

� If this separation is not possible, then train and support the supervisors, especially in the 
skills of observation and communication; 

� Train and support beginners in self-evaluation and communication; 

� Encourage dialogue between supervisor and newcomers; and 

� Encourage on-going formal evaluation so that there are no surprises in summative 
evaluation. 

For future research, new ways of transferring knowledge should be researched to further enhance 
the overall mentor / mentee relationship.  Knowledge is rooted in the concepts of organizational 
learning and organizational memory. When members of an university / organization collaborate 
and communicate ideas, teach, and learn, knowledge is transformed and transferred from individ-
ual to individual (Bennet & Bennet, 2003).  The term organizational learning refers to an organi-
zation’s capability to learn from its past experience (DiBella, 1995). Before a mentee can im-
prove, it must first learn. Learning involves an interaction between experience and competence. 
For example, in Communities Practice provide not only a context for newcomers to learn, but 
also a context for new insights to be transformed into knowledge (Wenger, 2002). 
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