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ABSTRACT

Leadership development for Pacific people is aa afeattention in tertiary education
in Aotearoa/New Zealand. By strengthening leadprgtevelopment in tertiary
education institutions, Pacific peoples’ educatiasizccess can be enhanced. As a
strategy, mentoring is deemed to be a way of sgtdésfacilitating Pacific students’
leadership development. Hence, this study explonashtoring for leadership of
Pacific students at Victoria University of Wellimgt. Such a purpose ensured that
mentoring experiences are explained adequatelypldgimg an Appreciative Inquiry
(Al) research approach, the study involved fourecsisidies — Manaaki Pihipihinga,
the Hawaii group, the Pacific Students’ Educati@adership Cluster and One-to-One
Mentoring Relationships — of mentoring. The casaliss formed the basis for
rigorous reflections of the researchers’ own angl ritentoring stories of protéges.
Using the Al's four phases of Discovery, Dream, iDesand Destiny, enabling
factors and key principles about mentoring weravdraut from the cases. The study
offers and Appreciative Mentoring (AM) Frameworlased on an adaptation of the 4-
Ds of Al. The AM Framework comprises of RecogniBealise, Guide and Grow
phases of mentoring, focusing on the developmedt girowth of the relationship
between mentor and protégé. The study offersfiddrdefinitions and explanations
of mentoring. As well, the study advocated for tise of AM to establish personal

growth and leadership maturity in Pacific students.
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CHAPTER ONE: INTRODUCTION

“To learn some of life’s more valuable lessons ofiEkes a rather long journey.”

(Murrell, 1998, p. 280)

Mentoring and leadership are two separate condbatsxist in a vast array of
fields, including education. However when mentgria combined with leadership,
as in the statement ‘mentoring for leadership’nttiee possibilities for understanding
the two concepts begin to reveal an abundancearsfes. This study is a unique story
that begins with one concept - mentoring. This tmeng is focused on Pacific
students at Victoria University of Wellington (VUW)The concept of mentoring
evolves as each case study is explored. As tlplbration extends, then it becomes

connected to leadership development.

This study begins as a journey, a journey of wowmg for leadership
development. The vaka, which is otherwise knowradwat, or canoe, or sailing
vessel, has been widely used by Pacific peoplentordreds of years to transport
people across the seas. The vaka is used to saieths and is prized by different
Pacific cultures. Just as, for millennia, vakaéhgourneyed across the ocean from
island to island, this vaka journeys across casdied. To sail a vaka requires
specific navigation skills, knowledge, and eduagasgstems In this study, the vaka
is used metaphorically - as a vessel that jourfreys chapter to chaptert journeys
across case studies of leadership experiencesctimatect leadership development
initiatives. Essentially, these case studies areerned with the learning from each
experience and then building upon such learningiaguhe Appreciative Inquiry (Al)
philosophy. The vaka carries the knowledge frone @ase study to the next,
gathering the specific knowledge needed to furtherderstand leadership
development for Pacific students in tertiary ediacat To navigate a vaka, one must
know where the final destination will be, and tisisvhere | believe the vaka is useful
in its metaphoric application. As the vaka movesnf chapter to chapter, the
understanding of mentoring for leadership growsosetiogly as each case study

contributes to an Appreciative Mentorship framewuaithich is the final destination



for this study. Each chapter is representative ghase of Al: Discovery, Dream,

Design, and Destiny.

Dream
Manaaki

Discovery

Introduction Eihipihigga
Background awall Group
Literature review

Methodology

Destiny
Appreciative
Mentorship
Framework

Design
Pacific Education
Leadership Cluster
Mentoring for
Leadership

Figure 1: An Appreciative Inquiry Journey

The vaka begins its journey in Chapter two — Tlekground and Rationale
to the study. This chapter begins the Discovergsph where the vaka is paddled
through the definitions of education, and explaratf the term ‘Pacific’. The focus
of this study is on Pacific students at VUW. Thantextual issues of tertiary
education in Aotearoa/New Zealand and an overviéwh® educational challenges
for Pacific people are provided giving the reasgrfor the attention to mentoring and
leadership development for young Pacific peoplebriaf overview of the Rethinking
Pacific Education Initiative for and by Pacific pé® (RPEIPP) provides a further
rationale for this study. The focus on mentoriagexplained by my own story as a
student and lecturer.

The vaka then takes us to the literature on unaedgtgs of Mentoring which
make up Chapter three which is also focused on ctvery’. The many
understandings and interpretations of mentoring #georetical concept are explored

as are the various definitions and originationsnwntoring. The literature then



moves on to explore the processes of mentoringi@tite more specific applications
of mentoring within the educational field includingscussion of the meaning of the

mentor’s role and the protégé’s position.

Chapter four is an exploration of the leadershgrditure, and is also part of the
Discovery phase of Al. The differences in perspest on leadership, Pacific
understandings of leadership, and leadership dpnedat are explored. These show
the relevant principles that underpin my approasha mentor and leader developer,
of working with leadership development.

In Chapter five, an exploration of Appreciative Uimy provides the
philosophical framework of mentoring for leadersfopthis study. Examples of how
Al has been used in various fields are includethtilitate the understanding of Al.
Appreciative Inquiry gives life to this study, toet mentoring behaviours and ways of
developing relationships between mentor and protégéis a methodology, a
philosophy, and an approach to mentoring. The phdss make up Al, known as
Discovery, Dream, Design, and Destiny, are exptaine

Chapter six focuses on the methodological inquoy this study. In this
chapter, because the mentor (myself) was involmezhch of the mentoring initiatives
for this study, the role of ‘insider researcheresgplained. The rationale for the
methods used is supported by explanations of Racdsearch processes and
leadership stories. Leadership stories have bemlelyvused in teachings of
leadership to explain principles, values, lessand, challenges to people interested in

leadership development.

Chapter seven is focused on Manaaki Pihipihing& Rkhaori and Pacific
Students’ Mentoring Programme at Victoria Universaf Wellington (VUW). This
case study represents the Dream phase of Al. plbess the mentoring programme,
in terms of its purpose, process of development,l&arnings, and challenges. The
mentoring programme was formal in the sense it wtasctured and organized
according to key objectives of the Special Supplgary Grant (SSG) provided by
the government for supporting Maori and Pacifidstuts in tertiary education. As my
first experience in developing a mentoring programfor students at Victoria

University of Wellington, this case study providegical foundations. As part of the



Dream phase, it was important to examine all aspetthe mentoring programme
and it was from this programme that | first disa@e what mentoring meant to

students within a university context.

The title of Chapter eight is “The Hawaii GroupThis case study was a short-
term mentoring initiative. As part of the Dreamaph it provides the key challenges
and learnings for me as a mentor and leader-deselophe case study was about a
group of students and myself, who came from diffeteackgrounds, working to get
to Hawaii. It was revealed in this case studyt thantoring and leadership meant
different things to different people. The challeagthat arose in this mentoring

experience actually gave me the most importanhiegs.

Chapter nine, “Pacific Education Leadership Clustes part of the Design
phase. The chapter begins with the rationale ampoge for the development of the
Cluster. This case study discusses a focused gyratmcerned with mentoring for
leadership in a small group and for the long-teifhe Cluster is the first strategy that
deliberately combines mentoring for leadership. ésafiption of the process of
running the Cluster, the individuals involved, amine of the initiatives are provided.

The key learnings and challenges are also discussed

“Mentoring for Leadership Development”, is thdetibf Chapter ten. This case
study is also part of the Design phase and is s development of short-term
and long-term initiatives for mentoring with indilial Pacific students at VUW. A
description of the mentoring relationships with sowf my protégés and selected
students’ stories emphasise the key points reladeléarnings. This case study is
integral to the study as it focuses on the oner®-celationships that have been
developed. The strength of the relationships hasiged the ‘backbone’ to the other

mentoring case studies discussed in this study.

The vaka arrives at its final destination. The vélkes navigated the waters
through the case studies to arrive at Chapter ejetided “The Appreciative
Mentorship Framework”. This summative chapter espnts the final phase of
Appreciative Inquiry, the Destiny phase. This fravoek for mentoring based on
appreciative principles is the final destiny. Thukapter brings together the key
learnings from the four mentoring case studies. tis study is based on the



principles of Al, | have discussed the best of whas$ worked through the various
mentoring initiatives. Appreciative Mentorship @ mentoring framework which
draws together four mentoring phases that have bdapted from Al. The four
progressive phases are called Recognise, Realisée Gnd Grow. A description of

each phase is provided with connected appreciptineiples relevant for each.



CHAPTER TWO: BACKGROUND AND RATIONALE

“We have a great stake in building leaders who eatyrwithstand, and sustain great

pressures to hold things together, are flexiblestrmhg and enduring.”
(Mossberg, 2007, p. 1)

Introduction

The vaka begins its journey. This is where |, atualent of leadership, become
captured by some of the challenges in Pacific eéthutand how Pacific students are
being affected by these. This stage of the jourm@yides the background to the
study as well as the rationale and underlying negsdé-or the purposes of this study, |
explain the use of the term ‘Pacific’ which hasibeedely and interchangeably used
with other variations of the term in education. gest of the vaka journey, | provide a
brief description of the educational achievemestiés for Pacific education that are
occurring across the sectors. It is important ¢oaware of these issues as they
provide the reasons for the need to attend to tshgle mentoring, and support of
Pacific students. | provide the reasons for myreggein the topic of mentoring for
leadership; most of the rationale has related tgpergonal mentoring journey. This
study is a leadership journey, and the vaka is lpaddcross some waters that are
unfamiliar with some deep challenges, some bedulifigoons, and good things

happening along the way.

Understanding Education

Education is not the art of training and subjugatime people to serve the profit
of others. It is the art of helping people to kntvemselves, to develop the
resources of judgment and skills of learning arelganse of values needed on
facing a future of unpredictable change, to undect the rights and
responsibilities of adults in a democratic sociahd to exercise the greatest
possible of control over their own fate. To edeciatto look for truth, to stir
discomfort in the placid minds of the unthinking, shake ideologies, disturb
complacency, undermine the tyranny of anti-comnadéiszh which reins in the
market place and in some of our legislatures, @éadibadvantage of all of us. To
educate is to reject the false analogies of theketplace, to see justice and
equality as noble aims rather than as obstaclestaikeover bid, to insist that
human progress has no bottom line (Canadian Educassociation address
by Bob Blaire, secretary-general as cited in Hodgén, 1991, p. 16).



This quotation helps to set the scene for undedsignthe use of the term
education. Education as a concept is defined inymezays (Taufe’ulungaki, 2002).
Further, Hodgkinson, (1991), argues that educa#isra concept is complex. He
states that there are three purposes for educatienaesthetic, the economic, and the
ideological. Aesthetic education refers to selfiftment and the enjoyment of life.
Individuals take up the liberal arts, humanitiesd aadult education as a way of
furthering their skills and knowledge. Economicueation refers to vocational
education or training and is undertaken by peoph® thave the manifest end of
making money,” (Hodgkinson, 1991, p. 24). Accorditgy Hodgkinson (1991),
universities are an example of an economic edutatisystem. The notion of
ideological education refers to the “function otiedtion to transmit the culture of the
society it occurs in” (Hodgkinson, 1991, p. 25)oriRal educational organisations
share with the family the task of moral educatioGultural values are transmitted

through a hidden and overt curriculum in schoolsdgkinson, 1991).

According to Adams, Clark, Codd, O’Neill, Openshaand Waitere-Ang
(2000), education is a process; to be an ‘edugagesbn’ is to be someone who can
formulate life plans for their future. People mystssess “knowledge of various
possible forms of life and the ability to make jutents about them” (p.134).

Obtaining knowledge to achieve this is deemed irtgmdr

In this study | use Thaman’s (1999) explanatioeddication as an introduction
to worthwhile learning. For Pacific people, leagims found in formal (early
childhood, schools, tertiary institutes) and infatroontexts (for example, the family).
Informal learning has occurred in Pacific homes a@mmunities for many
generations and it was perceived as being paifedérg learning (Veramu, 2007).
Moreover, lifelong learning is linked to traditidnaducation with village elders
providing learning opportunities for young peopledaadults to learn cultural skills
and arts (Veramu, 2007).

Education is about transformation, and not simpiyatter of transmission of
knowledge or concepts or ideas. It involves mattdrsignificance that are passed
from generation to generation and includes theipgss values that are learnt, and
that are developed. Values are formed and caimiétk relationships between people
(McGettrick, 2005). Further, McGettrick (2005), tetmthat one of the key objectives



of education is to form and support people of hapd of dignity, and that through
hope, people have the confidence to transform goces individuals and as a
community. Education, therefore values each inldigl for the gifts and talents
which each has, as well as providing a means ofommpng each person to
contribute to the benefit of all society (McGetk;i2005).

In explaining the structure of education, Hodgkmgd991), points out that
people are educated in formal educational instingi such as schools, colleges,
institutes, and universities. He claims that thesstitutions are structured by the
categories of funding, chronology, purpose, andegoance and that publicly funded
education has been regarded as a right ratherahanvilege. Furthermore, public
education is considered free and compulsory. Hodgk (1991) argues that primary
and secondary years are usually well defined. Hewsertiary education is usually
less defined because people of all ages attendehigtucation institutes. The
purposive structure of education, (the aesthetemnemic and ideological) are
translated into mission statements for the org#éoiss in order to enunciate the
declared purposes.

Who are Pacific People?

Aotearoa/New Zealand is a country that has attdapsople from the Pacific
islands over a long period of time. Macphersonpdey, and Anae (2001),
identified that at the end of World War Il therere2,200 Pacific people based in
Aotearoa/New Zealand. With the subsequent flownafration, Pacific people were
coming to Aotearoa/New Zealand for various reas@ugh as employment and
education. In the 1950s, the New Zealand goverhrercouraged a more diverse
population to become involved in the workforce. particular the labour market
attracted the flow of Pacific people, and it waghas point in time that the Pacific
population began to change in size and socio-despbgr character (Macpherson et
al., 2001).

Historically, the umbrella term ‘Pacific’ has beesed by the New Zealand
government to describe the ethnic make up of peaplgating from the Pacific
Islands to Aotearoa/New Zealand (Cook, Didham, &ajdlwa, 2001). Bedford and
Didham (2001)state that the term ‘Pacific’ has been commonlywaittly utilised at



all levels of society including educators, policyakers, community workers, the
media, and institutions. The use of the term Héended to broad generalisations

about a group of people who in fact are extremelgrde.

The “Pasifika Education Research Guidelines” (Ar@exon, Wendt-Samu, &
Finau, 2002), developed for the Ministry of Educatin Aotearoa/New Zealand,
provides one definition of Pacific peoples. At ttime of development, it made
reference to the six Pacific nations of Samoa, &pmgjue, Cook Islands, Tokelau,
and Fiji. In this context, ‘Pacific people’ is dusive of Maori and in the broadest
sense covers peoples from the Island Nations istheh Pacific, and in its narrowest
sense, Pacific peoples in Aotearoa/New Zealande résearch guidelines go on to
clarify the issue of Pacific people as being a tegieneous group with different inter
and intra-ethnic variations in the cultures. Vaoilas include New Zealand-

born/raised, island-born/raised Pacific people lagidg recognised as diverse groups.

The current Pacific population of Aotearoa/New Zedl is made up of a diverse
number of ethnic groups, with seven largest beiagh@ns (49%), Cook Island
Maori (22%), Tongans (19%), Niueans (8%), Fijiad86}, Tokelauans (3%), and
Tuvaluans (1%) - the seven largest Pacific ethmaugs. According to the New
Zealand Census of 2006, the total Pacific populati@s 231,798 or 6.5% of the
population overall. Further statistical analysidicates that 60% of this population
was born in Aotearoa/New Zealand. Population tsepdoject that the Pacific
population is fast growing, with a youthful popudet (0-14 years) becoming
increasingly evident (Statistics New Zealand, 2008)is anticipated that between
1996 and 2016, the total Pacific population wiltrease by about 60% or 83,000
people.

For the purposes of this study, | have used ‘Racifather than ‘Pacific Island’
as not every Pacific person comes from a Pacifanés Some people come from
atolls (for example, Marshall Islands) or mainlacountries such as Papua New
Guinea. The term ‘Pacific people’ has wide acaoegeaas seen in the ‘Inventory of
Pacific Research at Victoria University of Welliogt 1999-2005’ (Davidson-
Toumu’a, Teaiwa, Asmar, & Fairbairn-Dunlop, 2008he Inventory uses ‘Pacific’ to

mean people who can “trace descent to and/or éimercs of any of the territories



commonly understood to be part of the Pacific ,(iklelanesia, Micronesia,

Polynesia)” (Davidson-Toumu’a, Teaiwa, Asmar, &rBairn-Dunlop, 2008, p. 11).

Pacific Education

Pacific education in the region has been moving@kteadily especially under
the Rethinking Pacific Education Initiative by Haxcifor Pacific People (RPEIPP)
philosophy, but there are also some challenges megjard to Pacific education in
Aotearoa/New Zealand (refer to page 23). Tuiofi0O@), and Pasikale (2002), state
that the rather grim situation of Pacific educatisnevident in the inadequate
academic achievement rates. For example, 28% a@fi¢atudents left compulsory
education with no formal qualifications in 1999 {@w 2002). As a result of
educational challenges, the New Zealand governndaveloped the Pasifika
Education Plan (PEP) in 2001. The plan was deeeldp provide strategic direction
for educators and communities to improve the outifor Pacific students in early
childhood education, the compulsory (primary andosédary) sector, and tertiary
education. Since 2001, the PEP has been revigkdetaunched by the Ministry of
Education. It was a document reflecting the chaggiriorities of Pacific students
and families (Ministry of Education, 2006a). Fuwthit was a plan to integrate
community input and consultation, by recognising ttoles of the family and
community. Tongati'o (2006) stated that the plamaswabout Pacific people,

educational services, and the government workiggtteer.

The operation and implementation of the PEP has lzed¢op-down policy
approach where the main point is to ensure thaci® voice is evident across the
Ministry of Education. The Pacific voice is refled in the Pasifika Education Unit,
and research team who help to develop and momiedelivery of the PEP. Liaison
exists with other education agencies, public seatemcies (such as the Ministry of
Pacific Island Affairs and the Tertiary Educatioror@mission), providers, and
educators in Aotearoa/New Zealand and across ttiidP@gion (Tongati’o, 2006).

The Ministry of Education released a “Monitoring (Ret of the Pasifika
Education Plan” in 2006, illustrating achievemendt garticipation trends across the
three sectors. It was stated that early childhpadicipation rates were increasing.
There has been an improvement in ECE participationthe likely target of 95 %
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projected by the government will not be reached2bg0 (Ministry of Education,

2006b). However, the proportions of registeredifRagCE teachers have continued
to increase. As identified in the Monitoring Repof the PEP of 2006, there have
been significant improvements in Pacific studergducational outcomes in the
schooling sector (Ministry of Education, 2006b).or Fexample, in 2000, 24.4% of
Pacific students left school with little or no faahrqualifications compared to 15.2%
in 2005. For New Zealand European students, titessts were 12.5% in 2000, and
9.9% in 2005. Furthermore, suspension rates werartexl to be on the increase for
Pacific students and, therefore, going againstntt@nal trend which is showing a

decrease (Ministry of Education, 2006c).

Pacific Tertiary Education

New Zealand tertiary education includes all invohent in post-school formal
education. This encompasses foundational educgsach as adult literacy),
certificates and diplomas, bachelor degrees, imgustining, adult and community
education and postgraduate qualifications. Tertiaducation institutes (TEIS)
include universities, polytechnics, colleges of @tion, wananga (higher education

institution), and specialist colleges (Ministry®Bducation, 2006c).

The Ministry of Education claims that one key deteant of whether people
progress to higher education or not, is their sthachievement (Ministry of
Education, 2006c).The Ministry states that the proportion of Pac#fiadents leaving
school with no qualifications is higher than theolhpopulation, but that indicator
has improved from 25% in 2001 to 15% in 2005 (Mnyi©of Education, 2007). In
2005, 14% of Pacific students left with a univerghtrance qualification, this was up
from 10% in 2001 and compared with 33% for all shud. Of the 2004 Pacific
school leavers, 54% went directly to tertiary inggs (compared with 58% of all
students), though most went to certificate levaloadion, and with 11% to degrees
compared with 23% for all students.

There was a 95% rise in the number of Pacific esttgl in tertiary education
between 1999 and 2005, with a rapid increase foifiPavomen of more than 100%.
This was more than for the entire sector (55%). 2005, 6.2% of all tertiary
enrolments were Pacific students compared to 4.894999. There has been
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extensive growth in students obtaining certificaséesl the growth in degrees was
reported to be 62%, against 7% for all studentaciffe students also have a faster
growth rate at the postgraduate level than theoseas a whole (Ministry of
Education, 2007).

There has been a significant increase in the nuwftgualification completions,
165% between 1999 and 2005. For all Pacific qualifon completions, 84 %
completed sub-degrees compared with 75% for altlestts in 2005, and 15%
completed bachelor's degrees compared with 19%lf@tudents. However, the rate
of completion of qualifications is still lower thaor other ethnic groups. In pre-
degree qualifications, while Pacific students assllikely to drop out in their first
year they are also less likely to complete thealifjaations within five years. When
Pacific students do complete a pre-degree qudidicahey are more likely to go on

to study degrees than other people (Ministry ofdadion, 2007).

Approximately two-thirds of Pacific tertiary studenare female and Pacific
women are more likely to be studying at degree [@ost-graduate levels than Pacific
men (Anae, Anderson, Benseman, & Coxon, 2002)eljree study, Pacific students
are more likely to be first year drop outs, andigénose that make it past their first
year are still less likely to graduate within fiyears. The Ministry states that Pacific
students need to be retained in their degree stlodigond the initial year and help is
needed for them to finish their degree. Completjoglifications reduces disparities

and higher qualifications reduce disparities evemenfAnae et al., 2002).

Some of the barriers to participation that Pacsitdents faced in post-

compulsory education were highlighted by ACNeil§£997). These barriers were:
» High cost of post-compulsory education and training
* Unrealistic cultural demands from families

e Little or no access to private study areas or peiv&udy opportunities in

extended families
« English literacy
e Lack of assertion by some cultures

* Lack of culturally familiar courses
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* Lack of role models and mentors (p. 27)

Pasikale (1996) found similar results for Pacifearhers. She found that
students were isolated from their extended familblesnmunities, and churches as a
result of their commitments to study. While thesedents were seen as role models
for their families and communities, this often réstd in high expectations to do well
(and exerted worrying pressure on students). Rr€h@92) found similar results with
a group of Pacific student teachers at the ChnstthCollege of Education. French
(1992) was interested in exploring ethnic minorigglults’ perspectives and
experiences of tertiary education. He found thatents were isolated from their
extended families, communities, and churches assaltrof their commitments to
study. These students were seen as role modéheitofamilies and communities
who often carried the high expectations to do wellhis form of pressure led to

worries for the students.

Whilst it is evident, that Pacific students haveefd certain challenges in their
tertiary studies since the early 1990s, there amgrpmmes in place to facilitate the
students’ course of study and transition into ursie. For instance, Bell's (1998)
study focused on a bridging programme at the Usityeof Auckland. The purpose
of the programme was to help Maori and Pacific stiisl enter university to pursue
their degree studies. Bell (1998) found that “$teg Stones”, was a rewarding
programme in that it helped to break down somehef barriers faced by these
students upon entering the university. Arini, RakeTaipapaki Curtis, Sua-Huirua,
et al. (2008), found that non-lecture teachinghat ainiversity level for Maori and
Pacific students has significant value for teadtadent relationships and attitudes to
motivate students’ learning. The findings from #és80 studies suggest that there is a
need for educators to further explore and undedsRacific students’ experiences in
tertiary education. Furthermore, there is a needo® significantly increase the
success of young Pasifika peoples in the tertigiycation system as currently the
completion rates of Pasifika are lower than for attyer group.” (Tertiary Education
Commission, 2007, p.32).

Background: Pacific Student Community at Victoria University of Wellington

This section provides an overview of the developnanthe Pacific student

community at Victoria University of Wellington (VUWfrom the early 1990s to
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2005. This period of time has been selected priyni@r show the extent to which the
Pacific community has grown and changed. Theresveggnificant developments

during this time in terms of the direction of edtiga.

In 2007, Victoria University had 21,889 studentsodied, equating to 17,085
equivalent full-time students (EFTS). These figuexclude students enrolled with
the New Zealand School of Music, a centre of museecellence established

conjointly by Victoria and Massey universities. Bé student body:
« 57% were women,;
« 43% were men;
« 1769 identified as Nbri;
-« 1008 identified as Pacific;
« 18,923 were domestic students;
- 2966 were international students; and

« 5496 degrees, diplomas and certificates were awarde

(Victoria University of Wellington Annual ReportpQ7).

Each year VUW commissions a research company tmieeathe exit rates of
students who do not return to complete their gicaliions. Data from 2007 shows
that:

» Exit rates are at the highest level since 2000
* Over one in five undergraduate students exited Vid\007

» Maori student exit rates have increased apprecsiblye 2006 and are higher

than average exit rates

» Students aged 25 years and older are more likebxiiothan any other age

group

» The exit rate for international students has ineedasince 2005 but they have

a slightly lower exit rate overall than the restloé student population
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» Exit rates are consistently higher for male stusiéiman female students
» Asian students exit rates are lower than any atieric group

* Students from the Faculty of Commerce and Admiaigin and Faculty of
Science have the highest exit rate overall;, Edanalias the lowest (BRC
Annual Report to VUW, 2007, p. 15).

Since the 1980s, the number of Pacific and nonfieasiudents at Victoria
University has steadily increased. Table 1 shawiiimber of students who indicated
they were of Pacific identity on their enrolmentrrfis (Victoria University of
Wellington Annual Reports, 1998-2007). Overall, VUWtudents EFTS have
increased between 1998-2007. Based on the steadyase of the Pacific student
population and the support programmes at Victomavérsity, the VUW Investment
Plan (2008), stated that “Victoria will continue tovest in initiatives which are
proving to be successful in increasing the achiergnat degree and postgraduate

levels of under-represented groups, especially Maut Pacific (p.13)”.

Table 1: Numbers of Pacific Students (by headcoungt Victoria University from
1998-2007

Year Number of Pacific ~ Total Number of
Students Students
2007 1,008 17805
2006 871 16650
2005 738 13776
2004 751 19179
2003 700 18158
2002 599 16624
2001 552 15286
2000 501 13999
1999 497 14391
1998 447 13946
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A study by lata (2001), at VUW, indicated that mratstudents of Samoan
ethnicity experienced specific challenges. Soméhefchallenges involved family,
church, and community commitments that impactedhenstudents’ study. Based on
his research, lata (2001) recommended that moreurgisag for Pacific students
should be made available in order to support thema group; that more university
staff of Pacific descent be appointed so that stisddeould see more people like
themselves in important roles; changes be madeetdraditional teaching to reflect
the learning needs of Pacific students; the creatiba welcoming environment;
better recruitment strategies for students; redoatif the level of under achievement
rates; the university work with schools, commusiti@nd parents; and that more
research should be undertaken on student servitceerder to provide better
communication of services for Pacific students.e @ignificant point that lata (2001),
made was that the students did not see many Pawgfintors and role models amongst
the staff at the university. lata (2001) also adyuhat little is known about adult
students of ethnic minority backgrounds despitéeady increase in the participation

rates in tertiary education over the years.

To meet the academic and social needs of Pacifaests at VUW, a variety of
initiatives were implemented. For example, theoksstion of the Samoan Students
was a strong and thriving organisation in the ed®@90s and it had effective and
prominent leadership by senior Samoan studentslitiimally, Samoan students have
been one of the larger Pacific ethnic groups onprerand have had the numbers to
create strong capable representation. By beingopan association which supported
students both academically and through pastorad, catudents were part of a
connected community within the university. Studefglt they were not totally

‘invisible’, and interacted with their peers sotjadnd academically.

Subsequently, a full time Pacific Student Liaisdfic@r was employed at VUW
in the mid 1990s to ensure that there was a lirtlvéen the university and Pacific
communities and to facilitate recruitment of Pac#tudents. This role extended into
pastoral care and support of Pacific students. redtly, the Liaison Officer is
primarily responsible for recruitment of Pacifiacugénts into the university and a

Pacific Student Support Coordinator has been apgdito take over the pastoral role.
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Profile of the School of Education Studies (VUW)

At the time of writing this study (2008), the Schad Education Studies was
situated in the Faculty of Education, Victoria Ugrsity of Wellington. Educational
policy changes for the tertiary sector by the Nezaldnd government meant that the
School, which was previously situated in the Facuf Humanities and Social
Sciences, was no longer viable. In 2005, the usitye was mandated by the
government to merge with the College of Educatiaich was previously an
autonomous and separate institution for teachecatun. This resulted in the
formation of a Faculty of Education and the SchafbEducation Studies moved to

become part of this new faculty.

When | was an undergraduate student, the Schookmn@sn as the School of
Education. Prior to the merger with the CollegeEdiication, the name changed to
include the word ‘Studies’. The School of Educatitad physically been located at
the Kelburn Campus of VUW in Wellington. It movealthe Karori campus, north-
west of Wellington in 2006.

The School of Education Studies provides undergrgdand post-graduate
courses in early childhood education, policy, splecieeds, Pacific and Maori
education, educational psychology, human developnmeedia, leadership, youth
studies, information technology, research, socilogender and diversity, and
multiethnic education. In 2008, the total ‘headudunumber of undergraduate
students was 1494, with 306 (20.5%) of these stsdielentifying as Maori and/or
Pacific. The total number of postgraduate studesas 279, with 68 (24.65%) being
Maori and/or Pacific.

My Mentoring and Leadership Development Journey

This section will also help to provide the initiationale for this study. It will
shed light on me as a researcher, academic, studader, and mentor. Zachary’s
(2000) work on the mentor’'s guide for mentoringueeg that the role of experience
for a mentor's own mentoring journey is importaot fwo main reasons. The first
reason pertains to learning from experiences angdimi@ng what is learnt from
them. Secondly, to build an effective mentorinatienship, mentors must have a

clear understanding of their own personal journeédn effective mentor wants to
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avoid cloning themselves onto the protégeé in aioglahip and instead focuses on the
individual's own learning. Zachary (2000) beliewbat mentors are an amalgamation
of their life experiences and should be aware @irthife experiences that have
influenced them. This allows the mentor to bec@nstudent of their own journey, to
test any assumptions and have a perspective t@ geprotégé’s learning journey.
Based on Zachary’'s (2000) theory of developing @@®l time line of mentoring, |
have produced my own journey which encompassesémgoring experiences | have
had at VUW.

My initial interest in the topic of leadership amtkentoring developed over a
number of years, firstly as an undergraduate studleen as a postgraduate student,
and then progressing through to an academic pos#idhe university. During my
time as an undergraduate student, | had not thoefghtyself as a leader. It was not
until 2003 when | was termed a leader, that | begahink seriously about what had
led me to that point, and why. Denning (2007)testdhat deciding to be a leader is
an inner decision to take on a stance, an oriematdward the world and to set out to
ensure others do the same. Was | ready to be arlead accept the challenges and

commitments involved in leadership?

Denning (2007) argues that becoming a leader cawdlisr@ptive, involving
stressful new responsibilities, venturing into ttneknown, making mistakes, and
learning from them. Thus, potential new leadery mave to decide ‘Am | ready to
tackle this challenge at this time?’ Making thecid®n to be a leader is not
something to be taken lightly (Denning, 2007). @ journey, | was aware of
mentoring and the benefits that could be offereddople, but | had not realised the
mentoring connection to leadership. As this stpdygresses, the evolution of the

mentoring relationship and the connection to lestiprwill be seen.

My parents came to Aotearoa/New Zealand as immigfaom Faa’a Tahiti and
Canton China. They married at a young age. Myherohad had five children by the
time she was 25 years old. My parents had had htfey schooling with my father
only reaching standard four. My mother had newesrbto school. After living in
Auckland for many years, my parents and my fivdirss moved to Wellington
where | was born several years later. My brotlamg sisters had completed their
school years and | was the ‘baby’ of the family. Bhooling experience up to the
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intermediate years (aged 11) was the highlight peducation. However, the college
years were a period of turmoil for me, as | did eojoy the style of school | was at.
It is important for me to reflect briefly on therlayears of my growing up, as these
years were critical to my perspectives on learrand education. For me being the
youngest, learning was extremely significant asd imy parents and older brothers
and sisters to learn from. This is where | leanyt culture, language, values, and
beliefs that have provided me with the necessamdations for developing other

relationships.

| have been a student at VUW since the start olungergraduate Bachelor of
Arts degree, and then through to the higher legélsostgraduate study. During my
undergraduate years | did not have a high levels@bport from services or
programmes or from individuals. There may havenbg®ckets’ of support for
students generally, but the services which strefch to groups of minority students
were minimal. My own interest in the topic of mamg stemmed from personal
experience of being mentored by different individuthrough the course of my
tertiary study. As an undergraduate student,ugsfled to focus my interest on any
area of my degree. | had neither vision nor aspmato achieve beyond the
undergraduate degree. | was also unsure of meicpegh. All | knew was that | had

ambitions to do well and | enjoyed helping otheoe.

After | completed my undergraduate degree, | waDeraged to embark on a
one year Honours programme. One of the acadeaficestcouraged me to apply for
a tutor position, as she considered that | wouldomdy be suitable, but the experience
would give me new skills and a range of opportesitio assist my development. |
successfully obtained a tutor position, and | wasywervous and excited about
taking on such a role. During this stage of mydacaic programme, | did not realise
how significant the impact of the tutoring would & my future. | learnt many new
and valuable skills from working closely with thengsor academic staff who
employed me as a tutor in their courses. As | bagagain more skills, knowledge,
and confidence, | was offered more roles. Theseewss head tutor, course
administrator, guest lecturer, and course coordimall of which led to further
learning. Now that | look back on my experiendbae, mentorship and training which
was specifically given to me, led me to develoglérahip qualities as well. In each
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new role, the academic staff member concerned &rilyouraged and supported me.
As | furthered my work experience within the schoblwas also encouraged to
consider furthering my postgraduate studies. nlfirbelieve that the experience of
working within the school connected strongly witly studies.

During my time of being a tutor, | was assigne teomewhat ‘specialist’ tutor
position with the Pacific students, which encompdsan extension of pastoral and
social responsibilities. In this position, | hadetopportunity to develop good
relationships with many of the Pacific studentsveQthe span of 3 years, | was able
to ‘get-to-know’ Pacific students, their familieschcommunities. In some ways, this
was not a typical tutoring experience, in that Iswable to build some solid
foundations with families and communities outsidettee university. With these
experiences in the postgraduate and academic wbrshgaged with students of
different backgrounds, not only Pacific. As | beda grow in my roles, mentoring

relationships began to develop between myself anteof my students.

As | reflect, 1 know that | had positive experieacef engagement and
collaboration with senior staff members who playedignificant role in facilitating
my personal and professional development. Esdignitavas this type of experience
which enabled me and taught me the power of susitip® influences which have
enabled me to help mentor, encourage and suppast taround me. People who
have helped me to realise my potential have in ideyed an important part in my
life. From this type of mentoring, | have incorptad further mentoring into my work

with students and other people around me.

Prior to my current position as a lecturer at VUWheld the position of
Mentoring Coordinator of Manaaki Pihipihinga. Img role, | was responsible for
developing the first ever formal mentoring prograenfor 1st year Maori and Pacific
students studying in the Faculty of Humanities &uodial Sciences (FHSS) and the
Faculty of Commerce and Administration (FCA). Tdevelopment of Manaaki
Pihipihinga will be explored in Chapter seven. wdowith developing a formal
mentoring programme for Maori and Pacific studeats/UW, tutoring and other
experiences have allowed me to develop skills ingmbrin my professional and
personal life. Ultimately, these experiences hkeeto my current position as an
emerging academic. Individuals who were my meném&d/or role models have also
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passed on ideas about how to support students e #iudies and personal
development. | believe it is an important factor Snccessful mentoring, for an
individual who has been mentored to later beconmeeator and to support others.
Within my current role as a lecturer, | have coméid to be mentored by senior
colleagues who have created opportunities for myeld@ment. These experiences
have been beneficial not only for my professioralelopment as an academic, but
also for my personal growth in confidence, selkest and perspective as an
individual who always aspired to be a ‘better parso

From an Appreciative Inquiry perspective, my desirevork to help others is a
key strength. | have been fortunate that it isgndl to my current academic role. As
this dissertation progresses, it will be evidett thhis has been a journey of growth,
not only for me (as mentor, protégé, academic,dBadut also for the students.
According to d’Plesse (2007), experience is thetrmakiable teacher. Having a PhD
in leadership is useless unless an individual hasre¢lational skills to engage with
people; going from knowing about leadership to akyubeing a leader, engaging in
leadership.

As | am someone who holds an academic positioninvitie university, | can
not wait for the senior managers to supply me wigrool of money and resources to
support the students, nor can | wait for an edanatipolicy for Pacific students to be
developed or be implemented. It is crucial towgmn the needs of students now. In
terms of a leadership vision and perspective, Itratisnd to the needs of those | am
concerned with and must act accordingly. Thesesarae of the driving forces
behind this study. Ten years from now in 20199 It want to hear that the same
issues are occurring for Pacific communities. Asiga (2006) asserts, educational
leadership is about creating a space in which anoamity of care and truth can be

practiced.

Rethinking Pacific Education Initiative by Pacific People for Pacific People: A
Call for Leadership and Mentoring Development

There are challenges, issues, and areas of attentich have encouraged me
to delve further into the topics of leadership anentoring. While some personal

histories and journeys have led me to pursue tieseast, there are also wider, global
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influences which have drawn attention to areaseaflérship. The wider focus on
research in leadership has not been centred orrigad development for young
Pacific people, especially at the tertiary levelAatearoa/New Zealand and in the
Pacific region. As a result, there have been dafldeaders and communities in the
Pacific region for attention to strengthening amyeloping the leadership of young

Pacific people building on earlier programmes (&slsan Fua, 2008).

The year 2000 marked a significant change in educdor the Pacific region.
Three key leaders in the Pacific came togethenaliteunder an umbrella in the rain.
Dr Kabini Sanga, Dr Konai Helu Thaman, and Dr ‘Areufe’ulungaki were waiting
for the rain to stop, and, as they huddled understielter of the umbrella, they came
to a point where they decided that it was timedome dynamic changes in Pacific
education. As a result of the umbrella of disaussithe three leaders brought
together other key leaders and educators, Pacitidéaori, in a colloquium to begin
the rethinking of Pacific education. From the eqgllium, participants began to
identify the issues, challenges, needs, and afestteation for their Pacific countries.
Papers were produced and edited into a book, thee Df Opportunity’ (Pene,
Taufe’ulungaki, Benson, 2002). The Rethinking Radtducation (RPEI) can be
identified as a significant and positive turningirgofor Pacific education in the
Pacific region. The official government aid dey®ient agency of New Zealand
(NZAID) became the principal funding organisatiam the initiative. RPEI initially

began mobilising and engaging with an initiativé/enuatu.

| recall that at one meeting of Pacific educatieaders, | was asked by my
mentor to sit in and listen to the discussion. Tieup had been called together
during the Rethinking Education Aid Conference @00 Nadi, Fiji. As I listened to
the discussions, one of the leaders asked the lethéers, “Who will take my position
when | retire?” Another leader directly told héat she should be taking time to
mentor someone younger to ensure that the good wotkd be continued. The
discussions on the concerns for mentoring of youngeople and leadership
development served as a call for attention to tlaesas and encouraged my thinking
about this PhD. As I listened further to the leatidiscussion, it was clear that many
of them were concerned that there was a gap imtrdorship of younger people and
students into positions of leadership. AcrossRheific region, not one of the leaders
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was in the process of mentoring or guiding or enggimg young people to aspire to
be leaders. My mentor, Dr Sanga questioned ther ddaders, and asked directly,
“Why have you not brought any students to the aemiee?” This question furthered
my interest in the area of mentoring. Why was meng of younger people a
priority concern for the leaders in Pacific edusa® What were the reasons for this?
What strategies could be put in place to ensuretoneg for younger people took
place? What was meant by mentoring for leadership® so began the birth of the

topic.

The Rethinking Pacific Education Initiative (RPE¥as formally initiated and
developed in 2001 by a group of Pacific educatod l@aders who wanted to see
some significant changes occur in education forfiealsland countries (Sanga &
Taufe’ulungaki, 2003). A few years later, RPEI tihd ‘Pacific people for Pacific
people’ added onto it, so that it became RPEIPRe main focus of RPEIPP was for
Pacific peoples to rethink education in and forirthmvn communities. Various
activities initiated by RPEIPP have been directdd siengthening leadership
development within Pacific Islands. However, asdéa Niroa, and Teaero, (2003)
reported in their evaluation of RPEI, Pacific ediaraleadership was an area which
still needed more attention. While there had bsemme positive developments with
younger Pacific people being involved in RPEI attg, there remained the need for
more development and training of younger Pacifacléxs. As a result of the attention
to leadership, the vision was developed that “18@0v Generation Pacific leaders
will be developed by 2015.” Pue (2005) points thatt a vision can be viewed as a
goal that people can strive for. Specific strategand initiatives are then positioned
with the support and agreement of people in ordeneet this vision or goal. At a
symposium in Suva, Fiji (May 12-14, 2008) entitl&®ethinking the Rethinking
Pacific Education Initiative by Pacific for PacifiReople”, it was clear that leadership
development was happening and was highly succelstiduse of the approach and
understanding engendered (Johansson Fua, 200&)fic Baudents returning to the
Solomon Islands and Vanuatu who had been studyirfgji, and students in New
Zealand who had been involved in Pacific studeaddeship programmes, were

having an influence on people.
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This study can serve to provide a framework andreleunderstanding of how
to develop mentors and mentoring initiatives fociff@a students, using what works.
The study will be important for academics and stéifthe university who wish to be
mentors and develop mentoring for students. lidb&re is to grow students to fill the
academic positions, this study can help to infolme process. Furthermore, if
universities in New Zealand and around the worlgl kgen to develop students as
leaders, then there is much to learn from thisystulMoreover if they are keen to
develop graduate student cultures that nurturesampgort students scholarship, this
study will be significant for the development andwth of such cultures. As there is
still much needed research and documentation irfighd: of mentoring, this study
will fill a significant gap in the mentoring anddeership literature. Students can also
learn from this study as they will understand tha¢ntoring can further their

academic and professional career journeys.

Aim of Study

The study aims to explore and develop mentoringdadership with Pacific students (in a

tertiary institution) using an Appreciative Inquiinramework.

The following research questions will be addressed.
1) What is the meaning of mentoring for Pacificd&nts in tertiary education?
2) What is a mentor’s role in leadership developten

3) How can mentoring relationships be enhancealtiir the application

of Appreciative Inquiry?
4) What are the contexts and explanations for mamtoring is understood?

5) How might clarified understandings of storidsneentoring inform

future mentoring for Pacific leadership developrent

6) To what extent is there a connection betweeentoring and

leadership?

Let the vaka be launched on its significant journey
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CHAPTER THREE: MENTORING

Mentoring events are those happenings that stanhdhat are not part of the regular
flow of life but are formative in some significamtlys. They are occurrences which
have a meaningful impact on our lives. That werndeom, grow as a result of and

that change our feelings about ourselves...
(Darling, 1986, p. 4)

Introduction

The vaka sails from the background of the studtheoreview of literature on
mentoring. It is important to understand the cqhealisations of mentoring as it has
been used in different contexts. American reseact work on organisational
mentoring has existed since the 1970s providinyamg base for other areas, such as
education, to build on. Mentoring will be exploredhis chapter with a focus on the
variety of the definitions of mentoring, roles ohet mentor and mentoring
relationships between mentor and protégé, and swrttee implications involved in
different forms of mentoring. Particular benefitedachallenges of mentoring will be
explored, as well as how mentoring has developestiutational contexts and for the
purposes of leadership development.

Understanding the Concept of Mentoring: Mentor andProtégé:

The term ‘mentor’ and how mentors function haverbegdely discussed and
debated by authors such as Awaya, McEwan, Heylaskly, Lum, and Wakukawa
(2003). Welch (1996), Ehrich and Hansford (1999) Koeppen and McKay (2000)
allude to the term ‘mentoring’ as originating fra&reek history. In the often cited
Homer’s epic, ‘Mentor’ was the name of the wisested servant and old friend of
Odysseus the Greek king; Telemachus was the sthre ding, so Mentor’s authority
was derived from his wisdom, and not from rank. ughthe relationship can be
understood as one that is not based on rank bilestor’'s greater experience and
wisdom. (Awaya et al., 2003). The story of Telemaclhnd Mentor can be read as
initiation into adulthood, seeking one’s role ifeliwhether one chooses to become a
ruler, or a teacher, or seek some other occupatibrwas from this story that the

generic meaning of ‘mentor’ originated; to meanfatier” figure who sponsors,

25



guides, and instructs a younger individual commdatpwn as a protégé, though
sometimes know as a mentee (Stone, 2004). The paegge originates from the
past participle of the French verb “proteger”, totpct. According to Auster (1984),
a protégé is a person guided and helped to fudheareer by another influential
person. Levinson and Darrow (1978) suggested a anemas a teacher, sponsor,
exemplar, counselor, provider of moral support, tauiitator of a protégé’s dreams.
Levinson went on to explain that mentors offer sarppnd advice and challenge men.
Later, mentoring specifically for women was addeels®y Koeppen and McKay
(2000).

Research on mentoring has traditionally been cedteon business,
organisational, and professional mentoring withi@ United States, United Kingdom,
and Canada (Busch, 1985). In the 1970s, the foousi@ntoring was beginning to
emerge. In a Harvard Business Review article g181%p business executives who
had been interviewed stated they had had at le&sientor (Collins & Scott, 1978).
Mentoring was on the increase in the late 1970stlralighout the 1980s and it was
identified as one of the key factors involved ircess, especially for women and
minorities (Gibson, Tesone, & Buchalski, 2000). eTtbcus of the early research on
mentoring was mainly concerned with the protégé&septions of a relationship that
had ended (Merriam, 1983) and emphasised the etethe protégé.

Mentoring

The theoretical foundations of mentoring are ewides positive phenomena
(Roche, 1979) for mentors and protégés. The faeos illuminating the positive in
people and counteracts negative self-fulfillinggdvecies. Further to this point is the
contribution of psychology for the development oéntoring relationships. Many
mentoring relationships have focused on enhancewnfepsychosocial development
and well-being of individuals (Kram, 1983). Cogwétidevelopment and intentional
learning are promoted through mentoring (Mott, 20020ther foundations for
mentoring stem from learning in adulthood (Zach&§Q0). The role of mentoring
fosters adult learning through transformative retaghips. Mentoring relationships
can foster psychosocial development and learniggtt@r (Mott, 2002). As Kram
(1983, p.608) stated mentoring relationships havgredt potential to

facilitate...psychosocial development in both earlgd amiddle adulthood by
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providing a vehicle for accomplishing these primadevelopment tasks.”
Furthermore, the theory of mentoring has a spiritiimension and has been deeply
rooted in religious traditions (Daloz, 1999). Darw2000) discusses mentoring as a
radical humanist approach and believes that memgofocuses on supportive,
reciprocal, and creative partnerships of equalachdry (2000) grounds the work of
mentoring in the field of learning as learninghe fundamental process of mentoring.
The author presents mentoring paradigms within agwlyical principles and with
best practices of adult learning. In understandiregmentoring relationship between
protégé and mentor, the role of experience iscaliti It is grounded in connection and
interrelationship through the forces that affecogles’ learning. The notions of
challenge, support, and vision with learning stgle instrumental in the role of
facilitating the learning process.

There are limitations associated with mentoringottM2002) states that while
mentoring is a generative activity — mentoring t@npower laden, unexamined and
uncritically applied. Stalker (1994) challenges #ndrocentric and didactic nature of
mentoring and mentoring perpetuates exploitativeking environments, recreating
the “patriarchal academe.” Formalised mentoringehbeen critiqued because the
relationships most often function to reinforce #tatus quo by developing dominate
power structures that mentoring seeks to make equéable in the first place (Hale,
1995). Stalker (1994) suggests that a reconceg#tiain of mentoring needs to occur

to resist structures of power.

The term mentoring has been used in different cosit@ith very little evidence
of a consensus in the definition (Ehrich & Hansfoi®99). For instance, Stein
(1981) found 27 different phrases defining the tenentor. Jacobi (1991) stated that
the absence of a widely accepted operational diefinof mentoring was a concern.
Jacobi (1991) goes on to argue that the numerdustams, some of which conflict,
subsume several distinct kinds of interpersonadtiaiships. Wrightsman (1981)
argued that even though people understand whatomegtis, the variations in
operational definitions mean that the concept heoime devalued because people
use it loosely and it becomes a symbol for a stesrtr fad. However, Jacobi (1991)

believes that it is difficult to argue mentoringaishort term fad.
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There is a continued lack of clarity about anteoégleoutcomes, characteristics,
and mediators of mentoring relationships (JacoBR1). According to Merriam
(1983), the phenomenon of mentoring is not cledrtaas lead to confusion as to what
is the ingredient for success, or what is being suesl in mentoring. Mentoring
means different things to developmental psychotegéd to people in academic
settings, for instance. The variations in mengrdefinitions range from career-
related definitions to friendship-type understagdirof the term (Dodgson, 1986).
The following definitions illustrate the diversithat exists according to the field of

application.
Definition from the field of education.

First, it is an intentional process of interactidretween at least two
individuals....Second, mentoring is a nurturing pssc¢hat fosters the growth and
development of the protégé....Third, mentoring isreightful process in which the
wisdom of the mentor is acquired and applied bypitweégé...Fourth, mentoring is a
supportive, often protective process. The mensor serve as an important guide or
reality checker introducing the protégé to the emvinent he or she is preparing for.
Finally...an essential component of serving as a ardatrole modeling. (Shandley,
1989, p. 60).

Definition from field of management/organisatiobahaviour.

Derived from Greek mythology, the name implies &trenship between a
young adult and an older, more experienced adatt ikelps the younger individual
learn to navigate in the adult world of work. Amb@& supports, guides, and counsels

the young adult as he or she accomplishes thisriapatask. (Kram, 1985, p. 2).
Definition from field of psychology.

The terms ‘mentor’ and ‘sponsor’ are often usecricttangeably to indicate
older people in an organisation or profession vake tyounger colleagues under their
wings and encourage and support their career msguatil they reach mid-life.
(Speizer, 1981, p. 708).
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Definition from field of community development.

The National Mentoring Partnership’s definitionroéntoring is, “Mentoring is
a structured and trusting relationship that briggang people together with caring
individuals who offer guidance, support and encgemaent aimed at developing the
competence and character of the protégé.” (MENTZIR3, p. 8).

The main principle that is common amongst defingids that a mentor is
usually higher ranking, influential with significaknowledge and is willing to share
their experiences with younger employees. The roatcome from the mentoring is
the development of professional and personal skiiNeil, 1981; Phillips-Jones,
1982; Carmin, 1988; Garrick & Alexander, 1994; Meast 1994; Lacey, 1999;
Applebaum, 2000; Bell, 2000; Daniels, 2000; Math@@83).

In the fields of business and industry, in the 1O#@ term “sponsorship” was
used to explain the interaction between junior awmhior colleagues (Dalton,
Thompson, & Price, 1977). Other terms such aswoting” (Michael, 1992), and
“role modelling” (Hanson, 1983), were used by tartterise mentoring. Luna and
Cullen (1995) found that mentoring in the privagéetsr had been used as a tool or
strategy for the development of employees. PRlilipnes (1982) identified six
different conceptualisations of mentor types anatoréng functions in the corporate
field.

1. Traditional mentorsare the older authority figures who protect, adtedor,

and nurture their protégés over a long periodnoéti

2. People in direct supervisory roles aepportive bosses They perform the
same functions as traditional mentors but serveenagrcoaches on a regular

basis.

3. Organisational sponsorare mentors whose major function is to assishé t

promotion of the protégé.

4. Professional mentorare paid for their services such as career cangsehd
advising.
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5. Patronsuse their financial resources and status to hepégés prepare to

launch their careers; often such mentors are vekand friends.

6. Invisible Godparentsre mentors who help protégés reach career gatalsul

them knowing it (p. 34).

Formal and Informal Mentoring

Feiman-Nemser (1996) draws attention to vaguenelsglo of purpose in many
developed mentoring programmes. Several studiegcated a lack of research
focusing on the details of mentoring interactiom@iactical settings (Hawkey, 1998).
According to Mathews (2003), the perception of meny is varied because of
concept differences and participant expectatiofgtone (2004) asserts that some
mentoring programmes have been designed to breakgh the glass ceiling and

offer opportunities to women and members of mimesitn companies.

Gibson, Tesone, and Buchalski (2000) indicate thate are both formal and
informal settings for mentoring. Formal mentorisgorganised, for instance in an
organisation which has a programme to match metotan inexperienced worker
(Reece & Brandt, 1993). Guidelines may also bmdhiced for the mentoring roles
(Gibb, 1999). Lankau and Chung (1998) discuss hdarinal mentoring requires no
planning but may include organisation of teams icompany. Stone (2004) points
out that informal relationships may arise at figstd then become formalised into
programmes within an organisation. Orpen (1997plars that an informal
mentoring relationship is a simple arrangement efnera senior person takes a less
experienced person under their wing, providing gnae and support. There is a lack
of structure in such relationships and the smaliniper that are successful have
contributed to this approach being viewed as lesfull which is why organisations
have introduced formal mentoring programmes (Ord&97). However, Matters
(1994) points out that while there is a real ddtion between formal planned
mentoring and informal mentoring, the essence of anccessful mentoring

relationship can be recognised irrespective of wiitemccurs.

Much of the literature and research is focused oyarmsation and human
resource mentoring. In the 1970s Kanter (19779, laevinson and Darrow (1978)
proposed that for a protégé’s career to be advaatey it was important to have
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access to a mentor. The mentor also received iten&ich as rejuvenation of their
career, and the satisfaction of assisting anotkesgn to develop their capabilities.
An organisational mentoring arrangement is whereos member works with a
younger member who has a potential talent. Thels¢éionships are more commonly
known as mentor-protégé relationships, sponsoepeot relationships, and
developmental relationships (Clawson, 1980; Kra®85). Landay (1998) argues
that mentoring exists only in the context of a @bdirative relationship based on a
partnership in which neither party holds a positodrpower over the other. Further,
Stone (2004) suggests that mentoring is not alMed/dy a formal mentor in peer and
team mentoring situations. Rather the group mesmtiemselves provide mentoring
for one another. These forms of group mentoringkvia@st for cross-training, team
building, and bringing new employees up to speetktyy Stanulis and Russell
(2000) concur with the mutuality principle featugim the mentoring relationship and

that equality can be achieved between all partitgpa

The concept of mentoring has become relatively [@ypwithin the field of
education, being deeply imbedded in different etianal contexts (Koeppen &
McKay, 2000). Blankemeyer's (1996) survey findingsdicate that both graduate
students and faculty mentors acknowledge the impo# of support in professional
development and research. Furthermore, CasavanhChrrkowski (2001) suggest
that, more recently, administrative mentoring h&edme an increasingly useful
strategy for developing in-school leadership. Sgadin mentoring in education have
traditionally focused on one aspect of or one paldr point in a teacher’s career, for
instance, on those starting out as new teachemsl(gig 1997; Odell 1986; Ganser,
1999). There are numerous benefits for novices mleive guidance, support, and
encouragement from more experienced colleaguesepp@n and McKay (2000)
suggest that mentoring is useful for avoiding peatd of high attrition rates among
new teachers as well as burnout or apathy amomtpeeawho stay in the profession
for a long time. They state that for them, the ragng relationship is a way of life
and three points are significant in reflecting oemoring: personal support is
deemed critical and unwavering; the necessity te lmetworking on a local level as
well national and international levels; and profesal support and encouragement

regarding scholarship, teaching and service.
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Zachary (2000) has taken the concept of mentorimyexplored it within the
learning context for adults by developing a memtayuide which focuses on the
relationship processes between mentor and protégeé. effective mentoring
relationship is dependent on the preparation ofnttemtor for the relationship, the
preparation of the relationship, negotiation of te&tionship, the enabling phase of
supporting the learner/protégé and, when goalsaeheeved, the decision is made to
end or renegotiate the relationship. AccordingZechary (2000), mentoring is
concerned with the growth experiences for mentat protégé as a process of
engagement and connection. Facilitating successkmtoring is reflection that
begins with self-learning. Furthermore, Zachary O@0 believes that learning is
fundamental to mentoring with a focus on the leernthe learning process, and the
learning. This is known as the learner-centerepraarh in adult learning.
Collaborative learning partnerships are seen ageli¢go mentoring in this approach.
The protégé plays a more active role in learnirgf the traditional mentor-driven
paradigm. In Zachary’'s (2000) model, the mentosaen to be the “guide-on-the-
side”, and not as a traditional authoritarian teachinstead, the protégé learns and
shares responsibility for the learning settingppties, learning, and resources in the
mentoring process, and becomes self directed. afacl2000) believes that
mentoring relationships now span a shorter timeogdethan the ones of the past.
Hence, the duration of a relationship is tied ® @lscomplishment of specific learning
goals. Mentoring partners can revisit, recast, eemegotiate their goals if their

relationship extends past a defined period of time.

The change in the mentoring paradigm from the sgai@or approach to the
learner-centered focus is due to understanding &irhing (Knowles, 1980, p.6):

e Adults learn best when they are involved in diagmps planning,

implementing, and evaluating their own learning.

« The role of the facilitator is to create and mamta supportive climate that
promotes conditions necessary for learning to phiee.

* Adult learners have a need to be self-directing.

* Readiness for learning increases when there is@fgpneed to know.
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* The experiences in life are a primary learning uesg; the life experiences of

others enrich the learning process.
* Adult learners have an inherent need for immeda@pplication.

* Adults respond best to learning when they are nmalgr motivated to learn.

Kram (1983), an influential figure in the developmh@f mentoring concepts,
focuses on mentor-protégé partnerships in an csgaonal setting. Four distinct
phases are identified. The beginning period iséer the initiation period where the
senior individual is respected and admired andjtméor colleague is considered
coachable. Matters (1994) describes this phaskeaddvelopmental stage where the
protégé is an observer of the mentor who is imtiptesented as a role model. This
stage is about a shared interest in the futurdesigds and excitement, and progresses
quickly. The next period, known as the cultivatioeriod, is where the relationship
progresses so that the protégé experiences cardgosychosocial functions. Peak
development occurs in this period with acquisitminnew skills, and added self-
esteem (Kram, 1983). Matters (1994) regards Phageas the consolidation phase
where the mentor actively coaches and challengesptbtégé. Opportunities are
provided for the protégé to take on new responsésl Matters (1994) also believes
that, as the protégé begins to develop and grawnntor’s self-esteem rises as well.
In Phase Three, the sponsorship stage, the praiégés into areas where the mentor
cannot follow. However, the mentor sponsors thetgmé’'s new abilities and
provides opportunities to display them to othersoware influential in the
organisation. Similarly, Kram (1983) indicates thas the mentoring relationship
evolves, the junior colleague develops independeacd autonomy gradually
separating from the mentor. This becomes the a@par period, which can be
marked by loss, anxiety, and turmoil for the peoipkolved. The final period is
termed the redefinition period, where the relatiopsnay become more equal. The
mentor may enjoy the protégé’s accomplishments, armbllegial friendship may
occur (Kram, 1983; Matters 1994). According to Apand Trail (1986), when there
is a redefinition of the relationship, the pair magcome colleagues, peers, friends
and reciprocal mentors. However, the mentor cam la¢some disinterested and there

may be a total abandonment of the relationshiprasut (Kram, 1983).
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Mertz (2001) developed an alternative conceptuaméwork by dividing
Kram’s (1983) classification of career-related noeimg functions into career
advancement and career development. Career devetdps defined as activities
such as coaching and challenging assignments aatmieelping individuals grow and
develop professionally. Career advancement isnddfias assisting individuals to
advance professionally and encompass the mentdtingtions of sponsorship,
exposure, visibility and protection. What distirghes each relationship is the intent

and level of involvement of the mentor.

Stone (2004) states that, due to the different gy@ald life experiences of
people, mentoring is not an easy undertaking. dgasimmeone’s mentor can be a
challenging experience. It is important to underdtwhat might be involved in the
mentoring role. Stone believes that effective menguide with questions rather than
try to solve the protégé’s problems. In order twogmize what mentoring is about and
could look like, it is possible to view it in ternag the functions or roles it performs.
Kram (1980, 1985), Missirian (1980), and Phillidg®T77) have described the roles a
mentor might assume which include sponsorship, taogg¢ protection, exposure and
visibility and challenging work assignments whicloeN(1988) categorises as career

support.

Cohen (1995) identifies three core components f@ositive and productive
mentoring relationship as being rapport, positiggard, and congruence which also
have a psychosocial emphasis. The mentor’'s uradhelisty and appreciation of the
protégé’s point of view builds rapport. This regsi recognition of verbal and non-
verbal information as well as an acceptance of greégé’s emotional situation.
Positive regard requires the mentor to accept thegé’s point of view, opinions,
and personality without judgment or interpretatiorCongruence is essential in
building an open, spontaneous, and genuine reldtiprand occurs when there is a

consistency between the words and behaviors ahdrgor.

Clutterbuck (1991) uses the word ‘mentor’ to ddsenvhat a mentor could do:
Manage the mentoring relationshigncourageNurture andl each the protég&ffer
mutual respect; anBespond to the protégé’s needs. For a mentoringepsoto be

successful, the choice of mentor is crucial (Mathe2003). A mentor must have the
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characteristics, skills and abilities that assistthe positive development of a

mentoring relationship.

Zachary (2000) emphasises that a fundamental peesfisientoring is that of a
structured interpersonal relationship that proveseficial to both the mentor and
protégé’s personal growth and developmental legrndxccording to Awaya et al.,
(2003) the mentor must primarily serve as a gua®e] not take control of the
protégé’s actions. The protégé must show a willisgnto assume responsibility for
their actions. Stone (2004) cites Beverly Kaye tldounder and CEO of Career

Systems International, who defined the role ofrttentor using the word ‘mentor’.

M- is for model as in a mentor’s responsibility t® & role model, as well gs

identify other good role models for the protégé.
E- is for encouragement from the mentor as a chadeleor advocate .

N- is for nurture. Being able to identify the prgéés skills and capabilities arfd

work with them to make the most of these talenteésmentor’s role.

T- is for teacher. Another term might be coach.e fientor is responsible f@r

providing constructive feedback.

O- is for organisation. A mentor is there to le&eit protégé through thf

organisation, avoiding political minefields.

R- is for reality. As one of the most importantpessibilities, the mentor helgs
the protégé to understand how the organisation svorkstone adds that tije
mentor also helps to bring reality to a protégé&ads for the future by creatirjg

a plan.

Clutterbuck (1991:7

Rowley (1999) points out that as formal mentoripgpgrammes gain
popularity, the need for identifying and prepargapd mentors grows. The particular
gualities of a good mentor in education have beemtified by Rowley (1999) as
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commitment to the role of mentoring, acceptancehef beginning teacher, skill at
providing instructional support, effectiveness iiffestent interpersonal contexts,
modelling, continuous learning and communicatingehand optimism. Garrick and
Alexander (1994) clarify the personal skills neeegsfor mentoring which include

active listening, reflective discussion, empathet&sponding, recognising and
assessing protégés’ needs, the use of open-endedians, giving feedback, and
providing suggestions. However, for a mentoringatrenship to be effective,

Mathews (2003) argues that the responsibility daggust rest with the mentor. The
mentor and protégé must both accept the respaitisbhibf their roles in order for the
relationship to work. The roles of guide, teachetyiser, friend, tutor, catalyst,
coach, consultant, role model and advocate maynblkided in mentoring. The

protégé must be able to respond to the relationahigp be willing to expand their
potential (Rylatt, 1994). Levinson et al. (197RBjam (1983), and Erikson (1963),
add the dimension of caring to the role of the mentvhich can be demonstrated

through behaviours, actions, and characteristics.

According to Maxwell and Dornan (1997), a way ofmuweing is by ‘enlarging
others’ and is one of the most incredible thingg tan be done for a person. When a
mentor enlarges others there are several thingshd#g@en. The mentor raises the
level of living for the individual because theifelihas been enlarged and as a result
they develop their gifts and talents, learn neviskind expand their problem-solving
abilities. Their potential for success is increass their horizons expand, attitudes
improve, skills increase and new ways of thinkingeege. The authors state that the
leading mentor helps people to increase their d¢gpéar growth. There are long-
term benefits involved in enlarging people as draases their capacity to learn and
grow. After being enlarged, people are better dbleise a given opportunity or
resource to its greatest benefit. The benefit®lirad in enlarging people are not
restricted to just the individual. If the individluis involved in a club, family, church,
business, or sports team, then the whole groupfitef®m their growth. When a
few people improve themselves a lot the potenbalsiiccess and growth increases

more generally due to the leadership of the indigld.
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Characteristics of Mentor-Protégé Relationships

The literature on mentoring shows that there issm@rable variety in
describing the characteristics of the mentor iatreh to the protégé. Levinson et al.
(1978), describes the mentor as being 8-15 yeatsr dhan the protégé while
researchers such as Kram (1985), are much lessfispabout age difference.
Phillips-Jones (1982) suggests that mentors caof bay age as long as the mentors
are in a position to fulfill the mentoring rolesdafunctions. Another variation occurs
around the duration of the mentoring relationshipevinson et al. (1978) have
described the mentoring relationship as lastinghfbto 10 years, whereas Phillips-
Jones (1982) suggests a mentoring relationshigbeaas brief as a single encounter.
In Johnson’s (1989) work, it is suggested that im@mg programmes for students in

their first year in higher education last about gear.

A further issue is the level of intimacy or intdgstharacterising the mentoring
relationship. Kram (1985), and Hunt and Micha&83), describe mentoring as the
highest end on the continuum of helping relatiopshi On another continuum,
Shapiro, Haseltine, and Rowe (1978) use the poimeer pals, guides, sponsors, and
mentors. Mentors on this scale represent the “nmbshse and paternalistic” (p. 55)
type of relationship. Other authors describe nramgoas being different from other
types of relationships through the roles or funwi@f the mentor in relation to the

protégé, and not by the level of intimacy and istgn(Phillips-Jones, 1982).

There is no agreement on the importance of gendethmicity in mentoring
relationships. According to Jacobi (1991), the agmment-based literature has been
focused on cross-gender relationships, whereasdheational literature has focused
on both cross-gender and cross-ethnic relationshipscobi (1991) notes that the
research does not state that cross-gender or etiosi: relationships are unworkable,
but there are particular issues in establishingraathtaining such relationships. For
instance, Roche (1979) found that on average wowere more likely to have
reported having mentors than men. In comparisant& (1977), and Nieva and
Gutek (1981) found women had issues around idengifiand establishing mentor
relationships and Noe (1988), reported that wom@nless likely to have mentors
than men, the opposite to what Roche (1979), foune years earlier.
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In terms of mentoring relationships in higher ediaryg literature is again
divided when it comes to matching mentors and stisden gender or ethnicity.
Moses (1989) and Rowe (1989) claim that cross-eitiynnentoring for students can
be effective for the people involved. However, mwé the literature on mentoring
programmes aims to match mentor and student ofs#me ethnicity or gender
(Oestereichen, 1987; Johnson, 1989).

Another area of mentoring that has created disaggaerelates to the efficacy
of formal mentoring where students or employeesaasggned to mentors as opposed
to mentoring which is an outcome of free choiceteldature has focused on the
positive effectiveness of formal mentoring prograesmin both business and
educational settings (Gerstein, 1985). Howevertethe some scepticism as to the
nature of formal programmes. Conrad (1985) stdtasthe formal relationships have
had limited success and Jacobi (1991) assertsithzs been difficult to draw
conclusions due to the wide range of formal mentpprogrammes and lack of well-

designed evaluation research on these.

Communication and Mentoring

For an appropriate mentoring relationship to ot¢bere should be a mastery of
a range of communication skills by the mentor.tligse, the most frequently referred
to in the literature is effective listening (Covel989; Stone 2004). Zachary (2000)
emphasises that effective listening skills can bguaed by mentors by learning to
focus attention, pick up non-verbal cues, orgagisive information heard, receiving
the whole message, paraphrasing the message awidipgofeedback. Empathic
listening is another desired communication skilid at is also the most complex.
Covey (1989) describes empathic listening as thidyato understand the protégé’s
message from their point of view. This requirgeentor to attend to both the content
and the feeling of the message through establishoferapport, communication of
acceptance and encouraging the protégé to cortttking. A mentor must be able to
focus on the essential themes and feelings that haen expressed as well as aim to
build rapport and mutual understanding. Furtheenapnjudgmental responses are
essential. Stone (2004) discussed the importahammstructive feedback to the
protégé, such as positive body language, tone wlevand the way the protégé is
talked to.
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Benefits and Challenges of Mentoring

Ehrich and Hansford (1999) identify various bersefissociated with mentoring
for the protégé, which include career advancemesrtsonal support, learning and
development, increased confidence, assistance, feedback. For the mentor,
benefits include personal fulfilment, assistance projects, financial rewards,

increased confidence, and revitalised interestarkw

Researchers disagree on individuals’ motivations decome mentors.
Psychological and educational literature pointthintangible rewards of mentoring
as the primary motivation, described by Erikson6@9as generativity. Vander
Zanden (1978 as cited in Jacobi, 1991) stateddgeaérativity was concerned with
reaching out beyond one’s own immediate needs torase the welfare of society
and of future generations. Alternatively, Kram &89 and Phillips-Jones (1982),
found that from a management perspective, mentgiogides tangible rewards to

the mentor and the organisation.

According to Kram (1985), the biggest misconceptadoout mentoring is the
belief that the only one who benefits from the tietaship is the protégé. There are
benefits to being a mentor (Busch, 1985). Thestude emotional satisfaction
(Khanweiler & Johnson, 1980), technical assistaand psychological well-being
(Ferriero, 1982), growth of the mentor’s reputat{&anter, 1977), rejuvenation and
creativity (Levinson et al., 1978), and rewardsdpotting and developing talent, and
repaying past debts (Phillips-Jones, 1982). S(@064) suggests that, for the mentor,
being able to learn from the protégé is a posgibéds they will have knowledge that
is unique to them. They might be able to teachva slall or help to enhance people-
development skills. In terms of the organisat@mentor may also become an asset
to the organisation by developing supervision skilleveloping recognition from
colleagues, and communicating the organisationlsies&a Further, Stone (2004)
identifies that the protégé will benefit from johdacareer advice, from insights into
how the organisation really operates, access toab# contacts, and constructive
feedback. Many people who have had mentors feebfigation to serve as mentors

themselves (Ferriero, 1982).

Ehrich and Hansford (1999) discuss drawbacks iradlvFor the protégé, the

negatives are neglect, negative experiences, ustieaxperiences, over dependence
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on the mentoring relationship, and conflict. Hoe mentor, factors such as lack of
time, lack of perceived benefits, lack of skilleded for the mentoring role, pressure
to take on the mentoring role, and resentment atieges are issues. Authors such as
Zachary (2000), and Stone (2004), argue that iimportant for the mentor to
continually reflect on the mentoring relationshighatheir protégé. Ten questions

provided by Stone (2004, p. 130) help the ment@stess the mentoring relationship.
1. Am | addressing my protégé’s developmental needs?
2. Do we both feel we accomplish something when weaggither?
3. Are there expectations that are not being meteither side?
4. What can | do to improve our conversations?
5. Am | spending too much or too little time with thetégé?
6. Are there some special issues that we should agftires

7. Does the protégé see the same need for help nbe asshe did earlier in the

relationship?
8. If we achieved our initial goals, what should be tiext goals?

9. Am | still the person to help the protéegé reach thext level of

accomplishment?

10. Is there someone else within the organisation wbwld be a more appropriate
mentor at this stage for the protégé?

Awaya et al. (2003) argue that a mentor and protétgionship can fail to
thrive. The authors found that, due to the comipteaf human relationships, not
everyone can get on well together. A mentor/protéfgtionship may fail to develop
when the mentor is unwilling to work collaboratiyelith a student or when the
student is unable to engage with the mentor aggaaleStudents stayed away from
teachers who asserted their authority and powerf@filed the traditional role of a
supervisor.  Sudzina and Coolican (1994) suggesat thisunderstandings or

miscommunication about roles and expectations mesome student-teacher
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relationships develop asormenter’ relationships. Though the potential fomso

problems exist in mentoring, this does not necdgsaean that mentoring is not an
efficient method of learning and development fodiwduals (Ehrich & Hansford,

1999).

Alternatively, a successful mentoring partnersisipdéfined by Matters (1994)
as a close relationship between two people wherarténtor guides and assists the
protégé to a level of professional and personakléxace which was not attained
previously. Tangible developments can be obsergeath as new skills, ideas
exchanged, enhancement of personal performancenanebsed knowledge. The
intangible aspects are harder to observe, but eltebécause of closer emotional
boding between people (Matters, 1994). Additionatlevelopment of individual
creative ability can occur when a successful mamjopartnership has evolved
(Haensley & Edlind, 1986). People who have sudakseentoring relationships
early in their lives know how to seek out similafationships to help them negotiate
and grow through times of change, personal devetopnprofessional advancement
and career progressions (Matters, 1994).

Some of the literature on mentoring points to tifecdlty women experience in
working with male mentors (Matters, 1994). HoweMearling (1986) provides an
alternative perspective on gender preference asertasthat most people bond with
an adult figure early in life, usually a parentimisome cases a grandparent, guardian
or carer. When this bonding occurs the youngesgrehas natural access to the
wisdom of the elders. The elder passes on know|eddees, and acceptable ways of
behaving. If this occurs in an accepting, valueryironment, trust develops and
respect is ingrained. Gender attachment can résuit the influence of these
significant people. For instance, if such bondimdpetween a male and female and
the experience is warm, wise, caring, and knowleltge then later choices may be
influenced by this earlier experience. If protégésderstand their motives in
choosing mentors, the common feature in their éha€ mentor becomes the
similarity of personalities, mannerisms and styd¢éshese mentoring figures to one
another (Darling, 1986; Matters, 1994).

41



Mentoring Youth

Mentoring for and with youth is a key area. Haamnkt al., 2006) state that
mentoring enhances young people’s social capial is, their knowledge of, and
contacts with a network of people who may be ablédlp them meet their goals.
According to Sanga (2005), a mentoring relationskiplemonstrated in traditional
Solomon Islands leadership practices, where a ya&upgrson learns from a more
experienced person in everyday relationships. Newhnd Shine (2005) discuss the
“Mentoring Plus” programme in the United Kingdomgr fdisadvantaged young
people who were disruptive and socially detach€de programme was shown to be
promising for the young people and made some pesithpacts on their lives. The
models of mentoring relationships were cyclical mature. For example, the
mentoring relationship involved contact being maaleneeting being arranged and
then undertaken. Activities included having coffea, playing pool, shopping or
going to the cinema. However, Newburn and Shirf@®%2 found that most of the

mentoring relationships did not move beyond thedoagle.

Smink (1999) identifies a variety of mentoring prammes in the United States
developed for young people. These include, trawii mentoring (school based),
group mentoring or co-mentoring (Campus Pals or #oweps Chapters), peer
mentoring (Boys and Girls Clubs or Coca Cola Valuéouth Program), team
mentoring (Foster parents or faith-based progranmgrgenerational mentoring
(Retired Senior Volunteer Program/RSVP or Fostem@parents), and telementoring
(Hewlett-Packard Telementor Program). Furtherm&mjnk (1999) states that all
mentor programmes require a structured programnsei@bort. A structured mentor
programme is distinguished by having a formal refeghip between the mentor and
protégé; an established pattern for contacts; rewsemded parameters for the
meetings or activities; a commitment to a time feanrusually 12 months or not less
than a school year; an ongoing structured traingnggramme monitored and
supported by experienced professionals; and a stensiassessment and evaluation

component.

Research shows that when youth are provided wittsistent support from
adults, long-term mentoring relationships can improgrades and family

relationships, and help to prevent initiation otigs and alcohol use (Tierney &
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Grossman, 1995). Youth development organisatiotpstbeserve youth in the United

States with attention on low-income urban youth riiifon et al., 2006). These

organisations provide programmes that help adaiscerepare for productive

adulthood, giving them opportunities for the bulgliof competencies and knowledge
needed as they mature (Roth, Brooks-Gunn, Murray,o0&ter, 1998). Stone (2004)
identifies several public programmes in the Unit8thtes in which corporate

executives and managers have given up time todisfjglvantaged or troubled youth.
For example, in Florida the “Mentoring Initiativeivolves over 200 corporations and
almost 200,000 young people.

Faith-based mentoring in churches, mosques and faitle-based organisations
have a long history in the United States, as a @fagaching out to help individuals
in need and youth (Billingsley, 1992). Hamiltonaét (2006) point out that minority
youth and those on low-incomes are usually the madividuals in need of
mentoring. These faith-based mentoring relatigmshare focused on religious
socialisation such as Sunday school, Bible studytlty group, youth choir, or
tutoring. Moreover, in faith-based mentoring mdnart one mentor is involved. For
instance, parents of friends among the church ewgagion can help to influence the
youths’ parents and extended family. The netwdrlcaring adults can work to
reinforce positive behaviour, academic engagemant] religious and spiritual
development (Smith, 2003). “Natural mentoring da@ part of a convergent,
synergistic process that fosters positive outcomg®uth” (Hamilton et al., 2006, p.
732).

Mentoring in Education

Casavant and Cherkowski (2001) discuss the liroitatiof the practice of
mentoring in educational settings. In rural comities, for instance, long distances
between schools and districts and therefore betweentors and protégés means
making personal contact is challenging. Southw(ir95) states that mentoring can
support school leadership but it can also reinfdioe conventional roles which
promote barriers to positive transformation. Fenthore, administrative mentoring
programmes are negatively affected if personalrofegsional incompatibility exists
between mentor and protégé, if there is inadeduatting from the school district, or

if a lack of attention is paid to the needs of npmncipals (Bolam, McMahon,
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Pocklington, & Weindling, 1995; Southworth, 1995According to Little (1990),
policy makers and educational leaders have intrediucentoring into the vocabulary
of school reform in order to retain and reward kegis and to improve schools and the
quality of the teacher workforce. In these corgexhentoring includes principal
component state-initiated teacher incentive prognas (Hart, 1989; Neufeld, 1986;
Wagner, 1985), university-based teacher preparatimgrammes (Huling-Astin,
1988), and local programmes of teacher inductiod professional development
(Stoddart, 1989).

Jacobi (1991) argues that research has not detwdmihe frequency of
mentoring and claims that such information is int@ot as it could provide a baseline
against which to track efforts to encourage the ettgment of mentoring
relationships. Differences found in mentoring asranstitutions and fields of study
would provide useful information for students. f@rences found between ethnic
groups and gender groups carry clear equality sapbns. Finally, Jacobi (1991)
asserts that better understanding of informal mergacan help the development of

formal mentoring programmes.

Education provides for the improvement and effexrtass of its students by
including the opportunities to be part of succelssfentoring relationships from early
childhood to tertiary and beyond (Matters, 199&chool-based mentoring is on the
increase in the USA, with Big Brothers Big Sistefs\merica (BBBSA) as one of the
largest mentoring initiatives based around the akhmontext (Herrera, 1999).
According to Herrera (1999), school-based mentopragrammes reach volunteers
who would not usually participate in community-bésmentoring programmes.
Hence, strong relationships can develop within #olool context, and these
relationships can make a significantly positive aoipon the lives of the youth.
Furthermore, Stone (2004) points out that in acacemvironments, older students
work with younger students to help facilitate ahpey to college life by ensuring
that they do well in school.

In a study on classroom mentoring, Zimmerman, Bahgémer, and Notaro
(2002) asked first—year high school students whetiere was an adult 25 years or
older that they considered to be a mentor. A nremtts described as someone who

provided support and guidance or inspired the stuttedo their best. The authors
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found that only 48% named a mentor; 10% named &essmnal such as a teacher,
coach, counselor, or clergy person. Fewer tharob®itggh school students indicated

they had a mentoring relationship with a teacher.

Knox and McGovern (1988) found that 51% of mentgrrelationships were
developed during graduate school and another sthdyved that graduate school
protégés who had strong collaborative relationshyi® their mentors tended to

subsequently achieve an academic position (Longc&ivinis, 1985).

Since the 1980s there has been an increase in nmgntof undergraduate
students as a retention strategy rather than tbhesfen the apprentice model of
graduate education in the United States (Jacob@1)19 For instance, using
undergraduate students as peer mentors discounisfjortance of age differences
between mentors and protégés (Rice & Brown, 1990).

The development of leaders in educational orgapissthas been considered
less important than in business and industry (McN&883). McNeer found that
careers in business and industry have often bestaisad within a single corporation,
which allows for continual and close relationshipsough the career of the protégé.
Careers in educational administration were foundéomore mobile, resulting in
shorter mentoring relationships. The corporatetoréry models in the literature do
not always fit the complexity of an academic enmim@nt, where a number of key
relationships exist (McNeer, 1983). In educati@culty interacts on different levels
within the campus community, and, therefore, adogrtb Maack and Passet (1994),

it is important to create a mentoring model thasents a variety of relationships.

The nature of mentoring relationships in higher cadion remains elusive
(Welch, 1996). Universities have viewed mentoring @itical to professional
development and mobility. In the context of a semirofessor mentoring a graduate
student, the mentor is the role model providingdeoaic advice and giving assistance
in gaining access to the profession (Blackburn, pten & Cameron, 1981). In
higher education, Tillman (1995) points out thatnantoring relationship could be
psychologically supportive and professionally beraf to the protégé. Luna and
Cullen (1995) identify strategies, guidelines, aptbgrammes that have been

developed and implemented to empower faculty thmowmgentoring. Because
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educators in higher education are enhanced thrmegttoring, when mentoring does
not occur, institutions are wasting talent (WrightWright, 1987). According to

Luna and Cullen (1995), mentoring is useful and @dw in understanding and
advancing organisational culture, providing acdesaformal and formal networks of
communication, and offering professional stimulatim members of the faculty.
Mentoring supports professional growth and renewdijch in turns empowers
faculty as individuals and colleagues (Boice, 1992Furthermore, in terms of
leadership, faculty members who are involved in toeng are more likely to have

opportunities to develop their careers and thejcipssocial needs (Kram, 1986).

In an unpublished dissertation, Duncan (1993) erathihe effect of mentoring
on the career advancement of male and female aslnaiturs at the dean’s level in
higher education. In terms of career advancent&# of respondents reported they
had been mentored in the first five years of tloaireers. Thus it was evident that
mentoring had been important. The conclusions draywDuncan (1993) indicated
that there was a relationship between past andepresientoring experiences,
personal attitudes towards mentoring, and careeare@ment of deans at higher

education institutions.

Draugalis and Harrison (1997) found that in theiapnacy dean career-path
studies, respondents rated mentors as having higbrtance for them in obtaining
their administrative positions. However, they fduat while 90.2% of pharmacy
deans reported receiving mentoring, only 78% weteadly mentors. There was more
career-related mentoring than psychosocial mergosunch as friendship and there
were more formal mentoring relationships than imfakr mentoring relationships.
Informal relationships were more likely to be foun&t a social level where mentors
selected their own protégés. This would appeabeaconsistent with the results
indicated by Plaza, Draugalis, Skrepnek, Slack, ladon (2004) where the deans
reported low ratings on friendship items in the gjimmnaire. There were no
differences in the mentoring functions providedthg men or women. However the
number of women in the sample was small and thearekers state that this result

should not be generalised outside of the study.

In a study by Devos (2003), academic women undedstoentoring as one-to-

one support and guidance provided by a more expegtecolleague and mentoring as
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a site where people act upon themselves and iawiteallow another to act upon
them. Maack and Passet (1994) found that, assha diep, mentoring had been
important in assisting new female and minority facanembers to feel comfortable
in the academic environment. A discourse studyAo$tralian women academics
investigated how identities were constructed thhoagademic mentoring (Devos,
2003). Two key subject positions were identifiedepas a suitable academic subject
and the second position as someone who had takémeypmroject of others by being
mentored to be fashioned as a suitable academjectulDevos (2003) suggests that
the two elements are necessarily present in megt@s mentoring requires an active
subject as its starting point as well as embodgingsire to be acted up on by others.
Busch (1985) stated that female mentors have tipicat had male protégés. Erkut
and Mokros (1981) hypothesise that men do not paragomen to be influential for

their careers and avoid female mentors in the adurcaetting.

Mathews (2003) examined the area of tertiary tewcim terms of the scarcity
of qualified teachers being recruited. Many ingitns were found not to have the
resources to retain staff via induction, mentorirapd personal development
programmes. Mathews (2003) argues that there nieedl® greater emphasis on
recruiting the right people and socializing thentoirthe life of the institution.
Furthermore, Busch (1985) found that professors tdmb mentors were more likely
to have protégés of their own due to the positiffeces from mentoring and there
were no differences in gender in being a protéggmentor. In a study of male and
female academic mentors, protégés whose careeaiepeat those of their mentors
were identified as the most successful and funtientors promoted individuals most
like themselves (Blackburn, Chapman, & Cameron,1).98

In the United States, mentoring in elementary aedosdary education has
focused on the development of teacher’'s profesksmngMcNeer, 1983) and some
researchers such as Galvez-Hjornevik (1985) sugbestmentor programmes can
increase the retention rate of teachers and imptbea quality of instruction.
Another variation on mentoring in education wasvjed by Southworth (1995). In
England, mentoring was used to refer to peer swppetween veteran educators
(retired teachers for example) and newcomers imashwhich contributed to the
development of reflective leaders.
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Theoretical models of the role of the mentor in eadional research tend to
privilege the mentor over the protége. Furthermtire role of the mentor has inferred
a presumption of rank and of a hierarchical refegiop in which the mentor has a
dominant role and the student teacher is in them@gnt relationship (Awaya et al.,
2003). The authors raised the question of wheathepossible to create relationships
between student-teachers and their mentors witlkegree of personal choice and
mutual consent in the normal operations of a usitierdegree programme. In
creating an egalitarian relationship, one of thedmentals in their work has been the
development of a “culture of mentoring”, a cultuleat encourages teachers and
students to view each other as collaborators alalfedecision makers rather than
figures holding unequal positions in a hierarchistitucture. This culture of
mentoring has the features of, and is more in haynwith, Hawaiian, Polynesian,
and Asian cultural values where relationships amgpartant rather than the
identification of a list of qualities and tasksatihg to the role of the mentor (Awaya
et al., 2003).

In higher education, mentoring has been descrilse@d @ne-to-one learning
relationship with the mentor being older than thedent, perhaps a faculty member,
staff member or student. The process of the oglakip, which can be informal or
formal, is based on modeling behaviour and extendiatbgue (Johnson, 1989).
However, Jacobi (1991) found that 67% of undergaselistudents at a large West
Coast university in the United States reported ithats challenging to find a mentor
or role model. It is further suggested by JacdBio(Q) that the prevalence of natural
or informal mentoring relationships in educationahtexts, including undergraduate

and graduate education, is unknown.

Johnson (1989) discovered that mentoring for undekgate women and
students of colour was relatively rare, whereaiBieell (1989) found that one in
eight African-American students had a true mentdowever, at the graduate level,
mentoring appeared to be more common (Jacobi, 199a¢ to a variety of factors of
mentoring in higher education, the understandings definitions vary (Merriam,
1983). The variance in factors is attributed tibedent student populations (students

of different ethnic backgrounds, men versus womelilferent academic levels
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(undergraduates versus graduate students); differgtitutional characteristics (small

arts colleges versus large public institutionsy different fields of study.

The previous discussion has highlighted some of¢asons for mentoring. The
term has sometimes been associated with the nezsbist those who ‘need help’ or
advancement. It is also evident that mentoring Iesn coupled with Maori and
Pacific communities in Aotearoa/New Zealand, legdma deficit perspective toward
these communities. Maori and Pacific communiti@gehbeen seen as underachieving
in education, which has led to mentoring programimeing specially developed to
assist students to succeed. Thus, various fornmsenitoring programmes are more

evident in tertiary institutions (Chu, 2005).

Summary

The vaka has paddled some way through the Discoveage and the field of
mentoring. While the term mentoring has differepplacations and understandings,
there is one common feature that stands out. Risgar of the nature of the
mentoring relationship, who is targeted, and thggse of the mentoring, the concept
of ‘supporting to grow’ is paramount. In the wormfsMaxwell and Dornan (1997, p.
121), “Mentors impact eternity because there igating where their influence will
stop.” These leadership specialists state that mesgple do not have the natural
ability to identify their greatest area of potehtiarhus, they need help to do this
especially when they begin to grow and strive tchetheir potential. Mentors can
help people and lead them in areas of personal @otessional development.
Furthermore, leading mentors move people they aveldping into growth and areas
of strength. The vaka has discovered importansgeatives on mentoring in this
chapter. As the mentoring journey progressess évident that certain aspects are
borrowed from authors such as, Cohen (1995), Zgd2800), and Stone (2004), for
my mentoring approach with protégés. These aspeetdurther developed in “The
Appreciative Mentorship Framework” chapter.
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CHAPTER FOUR: LEADERSHIP

Leadership is “...an influence relationship amongléra and followers who intend

real changes that reflect their mutual purposes.”
(Rost, 1993, p. 102)

Introduction

The journey of mentoring for leadership is sigrdfigith the arrival of the vaka
at the leadership chapter as another part of tkedvery phase. Taking into account
the variations on leadership, this section drawssome explanations of leadership.
As this study is concerned with a mentor’'s pergpeabn leadership, there is some
exploration of what is involved as a leader. Leskig development is also a focus of

this Discovery phase.

Perspectives of Leadership

As with mentoring, the concept of leadership alseans different things to
different people, and is defined according to pe@splown perspectives and
experience (Yuki, 1981). There are almost as ntiipitions of leadership as there
are people who have tried to define the term (Sipd®74). Despite the considerable
amount of research on leadership, there is stilcomprehensive understanding of
what leadership is and there is no consensus oh igtgmod or effective leadership
(Smith, Montagno, & Kuzmenko, 2004). Alimo-Metcaled Alban-Metcalfe (2005)
reviewed the history of leadership since the estrliermal studies in the 1930s and
found dissatisfaction with the 1970’s situationabduals of leadership of balancing
task and production with a concern for people. &deadership authors have
described these models as relating to managemertdistiact from leadership.
Therefore, ‘New Paradigm’ models were developedinigdtMetcalfe & Alban-
Metcalfe, 2005) including visionary leadership (8as, 1988), charismatic
leadership (House, 1971; Conger, 1989) and tramsftoonal leadership, (Bass,
1985). According to Alimo-Metcalfe et al. (2005)ld paradigm models viewed
leadership as a process that involved influencitigers within a group context, as
well as goal attainment. Furthermore, the refetiop between leaders and followers,
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as the study of ‘followership’, has also been ganpopularity (Alimo-Metcalfe et
al., 2005).

According to Sanga (2006), no one person has a pubynon leadership, as
people have generally had some experience of Ighiger Furthermore, Sanga (2006)
argues that in spite of the growth of knowledggezience, and interest in leadership,
this has not been reflected in the understandirnthetoncept. Leadership behaviour
and practice has not improved and there is confiusiacertainty and some conflict.
Sanga’s position is that there are four perspestiged to describe and understand
leadership. These are leadership as action, Islasigeas achievement, leadership as
person/position and leadership as process (Sar@f#).2 According to Hashem
(1997), leadership is a process and should bendigshed from the term ‘leader’ as
there is a difference between the process and merscharge. Further, Hashem
(1997) states that leadership is a responsibitityutfill. It is primarily concerned
with a relationship of empowerment. Authors susiBagley and Johansson (1998),
Duignan (2004), Rost (1993), and Hoog, Johanssomberg, and Olofsson (2003)
focus on effective leadership as an influencingcpss. In particular, Rost’s (1993)
review of leadership literature states that ledudpras an influence was a theme that
stood out in the definitions. He goes on to pountthat leadership is “...an influence
relationship among leaders and followers who intezal changes that reflect their
mutual purposes” (Rost, 1993, p. 102).

Begley and Johansson (1998) propose that in omlechieve goals, leaders
influence the practices of other people. Hood.f2803) suggest that leaders have a
value set which they work from and which influent¢he thoughts and actions of
people. In keeping with the leadership as protessie, Duignan (2004) argues that
effective leaders can influence people to reachisgaad develop relationships to

generate a shared vision.

Some of the literature examines the functions tesrof a leader. Kouzes and
Posner (2007) discuss five functions of leadershipdel the way, inspire a shared
vision, challenge the process, enable others tpaat encourage the heart (p. 5).
Furthermore the authors argue that leadership mutalthe development of a

relationship. Thus, the authors go on to point that the ‘great person’ theory of
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leadership is wrong, as the theory assumes thet #re only a few great men and

women who can lead others to greatness.

The Leader

Transformational leadership occurs when a leadepiies followers by
empowering them to share a vision, to achieve tise®orv, and by providing the
resources for developing their personal potentahith, Montagno, & Kuzmenko,
2004). Transformational leadership is seen axaveaand effective style, comprised
of attributed idealised influence, behavioural ig=al influence, inspirational
motivation, intellectual stimulation and individisdd consideration (Alimo-Metcalfe
et al., 2005). Transformational leadership carteufollowers in pursuit of higher
goals and motivate followers to make changes ferabmmon good (Friedman &
Langbert, 2000). In widely cited work on transfational leadership, Burns (1978)
focuses on the relationship between leaders arldwiets. The transformational
leader precipitates change and followers and lsatbend. According to Burns
(1978), transformational leaders motivate followtrsheir fullest potential, raising
followers’ consciousness about organisational gaals inspiring them to transcend
their own self-interest for the sake of the orgatis. Transformational leaders
usually exhibit at least one of the leadership diectof idealised influence,
inspirational motivation, intellectual stimulationcharisma, inspiration, or
individualised consideratiorfBass, 1985; Bass & Avolio1994; Marks & Pririty
2003). Furthermore,Friedman and Langbert (2000) list the key attributbat
transformational leaders might possess: vision,rage) caring about people,
confidence, a love for humanity, hospitality, gersgry, charisma, a willingness to
make sacrifices for one’s beliefs, daring to bdedént from the establishment, and

being a change agent.

Another dimension of transformational leadershipushentic leadership which
focuses on ethics and morality. Essentially, ialb®ut deciding what is significant,
what is right and what is worthwhile (Duignan, 2D048hindi and Duignan (1997)
believe that educational leaders engage with peoptievelop a higher purpose and
meaning. This means that authentic educationalelsaare educative in their
intentions and outcomes, encouraging people tocpate in visionary activities
(Duignan, 2004)
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Parry’s (1998) research on Australian and New Zwhl@adership identifies
some major themes. The first theme is leaderdml&lopment; better leadership is
achievable by people taking responsibility for thewn development experiences.
Also, self-development should include self-efficacyhis means that the leader can
personally make a difference to the group. Acaadio Parry (1998), self-
development should include an analysis of one’sivadystem as a leader. The
second theme is the importance of learning. Thte ensure that leader effectiveness
is enhanced. Individuals, teams, and organisati@es! to continuously self analyse
and interpret their reactions, values, and imagth&ir quest for opportunities to be
better leaders. The third theme is paradigm simfthiought, approach and mindset.
There is identification of new directions that st methodology should take.
Transformational leadership changes motivationieftgland attitudes of followers.
Finally leaders must be high in transformationaldiership and high in transactional
leadership to be effective. However, the bestdead®mphasise transformational

leadership over transactional.

Pielstick (2000) suggests that much research has tdene on formal leaders
who are in leadership position. Informal leaders endividuals who are not in
positions of leadership and do not have authotittheir disposal but are recognised
as leaders. Informal leaders rely on authentiditen rather than the power-wielding
tactics that formal leaders use. Further, the autplaces importance on
transformation leadership and developed a lead#tlgto describe what authentic
leading is. Six major themes of authentic leadprgaine identified as shared vision,

communication, relationships, community, guidaracey character.

Shared vision is evident when the leader and tdeelevate their sense of
purpose, transforming one another. The leader doesmpose the vision but may
initiate it. Shared vision is derived from sharedues, beliefs, and purpose(s) of the
leaders and the followers. Communication is camegmwith sharing the vision, and
providing the meaning and purpose. Vision camused to excite, inspire, motivate
and unify followers and leaders. Furthermore, gk (2000) discusses the
importance for authentic leaders to be open taanfte through listening. Authentic

leaders inspire followers, provide encouragementy anhance motivation. They
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clarify and illustrate vision, beliefs and valugsusing metaphors, analogies, stories,

ceremonies, celebrations, rituals, and traditions.

Pielstick (2000) argues that authentic leaders ldpvieigh quality relationships
that are shared, two-way, mutual, collaborativel eollegial. Authentic leaders and
their followers fully engage with one another imigwing the shared vision. Any
decision-making is a participatory process. Furtltge, authentic leaders value
community which represents the shared values ahef$@f the organisation. The
shaping of the community contributes to buildingatienships and internalising
commitment to the shared vision. An authentic éeasl someone who is clear about
their values and their behaviour reflects theirueal Key values associated with
authentic leaders are treating people with digaityl respect, dealing with social
injustice, altruism, fairness, justice, liberty, than rights, honesty, integrity, and
equality. Shaping culture through communicatiocludes symbolic action such as
individual behaviours and personal practices. dvadirs participate in the processes,

and the values and beliefs are reinforced andunisthalized.

Guidance is provided by authentic leaders who pie@wpportunities for others
to learn and grow. Authentic leaders emphasisegration, intrinsic rewards, and
professional development opportunities. Theress lemphasis on extrinsic rewards
as authentic leaders favour recognition and celieima They engage in moral
reasoning and principled judgment as well as te@cthese ideas to their followers
(Pielstick, 2000).

Pielstick (2000) focuses on the character of ahexiic leader, but points out
that not every leader will display all the charastecs. These include self confidence,
being centered, intuitive, and motivated by a highgrpose, and having an internal
locus of control where power is used to empoweersth Intelligence is demonstrated
through cognitive complexity. They might be perddeaand friendly, cheerful and
warm, have a sense of humor and like to have ftiowever, they may also be
humble, not call attention to themselves, and greglit to individuals or groups for

their accomplishments.
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Servant Leadership

According to Greenleaf (1977), the leader’s primiang is to meet the needs of
others. Greenleaf (1977) explains that he wasimgddermann Hesse’s “Journey to
the East”, a story about a band of men on a myitfocaney. Leo, the main figure of
the story was the servant in the group, lookingratfte chores and cheering the group
with his songs and spirit. When Leo suddenly diesped, the group fell apart, and
the journey was abandoned. After years of wandetime party located Leo and he
was taken to the Order, the sponsor of the jourriBye Order discovered that Leo,
who was known as the servant, was in fact theatitbkad of the Order, its guiding
spirit, a great and noble leader (Greenleaf, 197adership was bestowed upon a
man who was by nature a servant. It was sometjiven, or assumed, that could not
be taken away. His servant nature was the real nwrbestowed, not assumed, and
not to be taken away. He was servant first” (Giesn 1977, p. 8). Greenleaf (1977)
observes that the hierarchical leadership appragas not nurture other people’s
leadership skills and does not develop the highpacities of a leader. Furthermore,

these types of leaders do not have a lasting infle®n the people they are leading.

Servant leadership is deeply rooted in Black Aca®, American Indian and
Latino cultures which focus on community welfarel aasponsibility (Bordas, 2007).
The concept of community servant hood, accordin@dodas (2007), involves the
repositioning of responsibility of leadership toeoof serving the collective; this type
of leadership results in community empowermentree@leaf’s (1977) servant theory
of leadership was formulated in the late 1970s,dugt to its relevance has continued
to be used. For instance, Kouzes and Posner (18@8prd (1996), and Rinehart
(1998) are some of the leadership experts who atatehe fundamental motivation

for leadership should be a desire to serve.

Values are the core elements that actuate sereaderl behaviour (Russell,
2000). Hence, values, beliefs, and principlesadership are paramount for servant
leaders (Covey, 1989). Bordas (2007) further stpge principle of leaders as
community stewards working towards the common gpaiticularly for the Latina
community in the United States. Commitment to ghewth of people is critical in
servant leadership.
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Sanga and Walker (2005, p. 107) note that the matimotto of the Solomon
Islands is “To lead is to serve”. According to @nathors, servant leadership is not
about making decisions and bowing down to the domesits. It is about servant
leaders placing the interests and the good of ¢loplp above their own interests.

Leaders and Values

Values are the underlying thoughts that energiseamibehaviour and facilitate
the decisions leaders make in their roles (Rus3@00). Kouzes and Posner (1993),
and Burns (1978) assert that the personal valudsaders play a significant role in
leader-follower relationships. Furthermore, thegflidve that leaders can either be
moral or immoral, depending on their values (Roke&973; Kouzes & Posner,
1993).

There has been considerable research on the \alatare essential for a good
leader. Kouzes and Posner (1993) claim that hgnestthe most admired
characteristic of a leader, followed by a forwawdking nature, the ability to inspire,
and competence. Clawson (1999) found that horestlyintegrity form the moral
foundation of effective leadership. The four keglues of truth telling, promise

keeping, fairness, and respect were all deemeeflexrt the leader’s integrity.

Trust is considered vital in servant leadershipywall as other leadership styles
(Covey, 1989). Kouzes and Posner (1993) assdrd#raonstrating trustworthiness
establishes credibility in the leader and in fastgicollaboration between individuals.
When a leader is trusted their followers are mikedy to follow with enthusiasm and
confidence. But trust does not come automaticailfthe case of a servant leader; it
must be earned. If there is no trust between leadefollower, there is no leadership
(Fairholm, 1998). Martin (1998) argues that lead#afine purpose, create vision and
sculpt culture. Leaders who focus on values in desldp, can influence attitudes
toward goals, relationships with others and serfssetf. They create follower
attitudes that allow them to trust their leaddviartin (1998) asserts that trust is at the
heart of all great leadership. Trust leadershigeiined by a series of characteristics
which are including attitudes, relationships, seoteelf, belief in the absence of
evidence, and high risk. When a leader is trusted, motivating, energising, and
exciting for the leader. Further, the developmantrust is a never-ending process
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and can only be obtained from others if it is fyegiven. Once a trust relationship
has been established, a transformation process teaal self-led follower (Fairholm,

1991). Trust is reliance in the absence of any leridence and it is promoted
through integrity, personal values, and stronggreaakethics of the leader (Badaracco
& Ellsworth, 1989). The authors also state thafsttrbreeds collaboration and
reciprocation where people feel they can take la riBeople do not place trust in a
title or position; trust is gained when leadersgkéesir word and trust their followers.

Hence, a personal connection must be made betwedaader and the followers, and

as a result there is commitment to the vision.

Gaining trust means delegating and this makes d¢hders vulnerable to the
actions of others (Kouzes & Posner, 2007). If anatment is not kept, the
relationship can deteriorate and makes a leadep'station of being trustworthy hard
to regain. Trust leadership can also help to foansorganisational culture, instilling
genuine commitment from people, inspiring peopléramscend the bottom line, and
to commit to something worthwhile. Because leadeeste cultures, it is necessary
to understand leadership and culture togethereckife leaders attend to the needs of
their followers and build relationships based arsttr communication and feedback.
If the relationship is not maintained, the trush chisintegrate. Further, leaders must
ensure that their followers are enabled with treueces and training to personally
develop (Kouzes & Posner, 2007).

Servant leaders clearly demonstrate their carirdy appreciation. Hope and
courage is inspired in others through the generatiocompassion, love, facilitation
of positive images, and giving of encouragementu#es & Posner, 1993). The
visible demonstration of such actions reflects dppropriate and unconditional love
and help to build relationships (Kouzes & Posné&93t Covey, 1989). Russell
(2000) claims that an appreciation of others rédlékoe fundamental personal values
that esteem and honor people. Another way of apgneg others and showing
respect is through listening (Greenleaf, 1977; HKwsuz& Posner, 1993).
Empowerment is fundamental in servant leadershipvég, 1989). It involves
entrusting people with responsibility and authoetyd reflects the values of love and

equality (Russell, 2000). Leaders enable otheractothrough the giving of power

57



(Kouzes & Posner, 2007). Thus, opportunities aeated for followers so that they

feel motivated and empowered to lead others (RHIES6).

Culture and Leadership

Chinese leadership is the focus of Kang and Changl) who developed a
three-dimensional leadership model. Chinese alltualues are reflected in the
model on the basis that people could not live iedeently from the origins of
culture, society, or history. Chinese leaderslaip three domains - legality, affection,
and reason. These are connected to the roles rettbi, Family, and Mentor.

Leaders use these domains according to the envaoitiney are dealing with.

The first behavioural domain is “bound with legdlit Leaders take the
leadership position, then make the rules for mesili®haviour and lead them with
skill. The second domain is “move with affection’eaders see their people as their
own family and treat them with intimacy, friendls® respect, trust, concern, and
consideration. The third domain is “persuade wéhson”. In this domain leaders
take the role of mentor and lead by example withnidy and rich experience.
Guidance and personal learning are provided astyeof encouraging intelligent
inspiration (Kang & Chang, 2001).

According to authors such as Le Tagaloa (1992)c@ribe (1992), and Epati
(1990), leadership in Pacific communities is carmeit by chiefs whose positions are
assigned through lineage and status or electedighroultural practices. In Samoa,
for example, the Matai or chiefs have influentiaiwer and are entitled to service
from people in the community (Ah Chong & Thomas97pP The adherence to
hierarchical norms is reflected in Samoan culturd s consistent with Hofstede’s
(1980) theory of cultures that view relationshigsliaeal (Kluckhohn & Strodtbeck,
1961). Ah Chong and Thomas (1997) argue thatfiegmrspectives on leadership
are related to the official position and power heldthe leader. The authors argue
that is particularly true for Pacific supervisonsarganisations who gain power from

the status of the position rather than from perkonaracteristics.

Sanga (2005) offers an alternative view suggestiagone area of attention for
Pacific Island leadership development is that afufing on the past, present and

possible futures. Sanga (2005) contextualiseselshgp development from a
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Solomon Islands perspective. Attention is giventraditional leadership being

community-based, non-formal, and authentic. Ther fi@atures of leadership in
Solomon Islands village and clan communities arentified as apprenticeship,
context embeddedness, resonance with people, aytterhiorder accountability.

Apprenticeship in traditional leadership involvelse t obtainment of skills and

knowledge through the relationship between an espeed person and a younger
person. Everyday relationships, experiences, aiiitees provide the learning

situations. Peer mentoring is gender segregatec¢@mmon in traditional leadership
(Sanga, 2005). According to Sanga (2005) ‘contentteddedness’ refers to Solomon
Islands’ traditional leadership development takpigce within context. Contexts
vary, and it is within these contexts that the appce learns skills, performs certain
roles, and develops habits. “Contextual developgnoé the apprentice is linked to
real-life situations, where the realities and pties of the community determine the
skills, knowledge and pedagogy of learning” (Sar@205, p. 7). In the Solomon
Islands, people such as “politicians, governmerficiafs, educators, industry

executives, the clergy and civil society positioolders” are classed as the
contemporary leaders (ibid, p. 10). Sanga (200&tiles on-the-job experience, out-
of-context training, and a focus on skills devel@minas typifying contemporary

leadership development in the Solomon Islands.

According to Sanga (2005), the traditional leadefolomon Islands is always
accountable to their people. It is the people wetermine the success or failure of a
leader. Therefore, the leader’'s resonance witipleeis important. The leader is
involved in daily societal activities with the pdep Resonance is further
demonstrated by the leader’s “...consistent actad,@generosity and responsibility”
(Sanga, 2005, p. 7). A traditional Solomon Islatetsder is also accountable to a
‘higher order’, known as the spiritual individuad®dd God. “The most powerful
leader is the priest, who holds political, econgnsigcial and spiritual powers, all
combined. Other levels of leaders (alafa, alahaiwl chiefs; specialists, other big
men, or status women) are subservient to the spirfiéader. Lower level leaders are
accountable to humans while the priest must givewat to ancestral spiritual beings

and God for his/her actions or inactions” (San@®52 p. 7).
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Traditional leadership in the Pacific has been e af attention for some
authors. Tamasese (1994) stated that Samoan males’were regarded as part of
male servitude in Samoan society, and that obtgiomefly titles was important for
various villages. According to Johansson Fua (20®3e concept of Tongan
leadership has been defined rank, based on kirstdblood ties. From birth every
person in Tonga is ranked from a position of imfety as well as superiority
(Johansson Fua, 2003). In her doctoral work, gshenened the role of Tongan values
in the work of principals as leaders of their sdeoder participants stated that their
professional values were dedication, hard workalkyy and commitment to their
school and organization; these values were lindedety to their Christian faith.
Relationships were also a priority with an emphasis/aluing relationships between
educational leaders and the people they lead. ndsba Fua (2003) ascribes this fact
to conceptualisations of traditional leadershipaesin nobles and villagers in Tonga.
Contemporary leadership in Tonga also recognisas rélationships are essential
components between leaders and their followers.e @@thor contends that the
hierarchical nature of traditional Tongan relatiops between nobles is slowly
changing.

According to Oliver (1989), in Truk, a Micronesiasland, the Chief was
responsible for the small island’s districts. Aarity was limited to initiating war, to
keeping peace (through persuasion not coerciom),t@meceiving rents. The chief
did not possess any religious functions or spegomabers and was expected to be

‘fatherly’ in his leadership to his people.

In the patrilineal society of Mae Enga of the #afNew Guinea Highlands,
seniority played little part in succession to leati@ in units higher than the family.
Leadership was achieved by exercising skill as aager and arbitrator, winning
local supporters through generosity, and by acggimrestige and foreign allies
through gift-exchange. The process of becomingaaldr required single-minded
commitment, energy, political shrewdness, and dagltic finesse. After leadership
had been attained, it could only be maintainedhgydontinuation of the same kinds
of behaviour, which no individual could sustain fonger than a decade (Oliver,
1989).

60



Leadership movements are changing and new posigoesbeing taken as
research develops for minority ethnic groups. Adkrship specialist in Australia,
Peter d‘Plesse (2007), provides a paradigm foreesdmlp in organisations that
connects western and indigenous views about rekdtiteadership that promotes
more collaboration between western and indigenaoltsires. The author states that
Aboriginal society is centred on stories that h&semn passed from generation to
generation with a focus on creating, sharing, arantaining knowledge. Status
comes from knowledge and not from wealth. Abowdjircultures’ concept of
leadership involves a system of elders, not basedge, but on wisdom. Through
consensus, elders are recognised and one of ttiany responsibilities is to create
an environment that promotes consensus. Thus, lkdge is valued when it is
passed on to other people and elders achieve ghsition by the manner in which
they share their knowledge and encourage otheskarme. Furthermore, according to
d’Plesse (2007), respect is the pinnacle of Abnabcultures. Respect is gained when
a person shows respect. Indigenous cultures inPtgfic hold a similar view.
Indigenous cultures share the belief in intercotethess and the ability to
accommodate a ‘both/and’ perspective as oppos#tetwestern ‘either/or’ approach
(d’Plesse, 2007).

Leadership Development

Leadership development involves preparing peoplerétes and situations
beyond their current experience and includes dioekd view of leadership as a
process (Day, 2001). Mabey and Ramirez (2004)daimat there were a range of
approaches to leadership development across Eurapeapanies. These include
internal skills programmes, external courses, samimand conferences, mentoring
and coaching, formal qualifications, in-company-jokation, external assignments,
placements and/or secondments, and E-learningthdfarore successful companies
have a variety of formal and external approachdsddership development (Mabey
& Ramirez 2004).

However, for many people, leadership developmertlues merely going on a
course (Gosling, 2004). At the core of most progrees was a classroom experience,
where people understand themselves through a Wededership population. These

programmes provide leadership models that enaldenamon conceptual language
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for discussing leadership. Gosling (2004) argued tong-term improvements in
leadership ability cannot be achieved through a-dewp programme. The main
benefit is the short and intense opportunity fascdssion which can enthuse and

empower leaders.

Pue (2005) provides leadership and mentoring dpwedmt initiatives in the
“Arrow Leadership International Ministries.” Theqgeess is regarded as the premier
leadership development among Christian leadershaada proven leadership training
system (Pue, 2005). Evaluation tests are givezath leader, measuring key aspects
from leadership style to emotional stability. Soaighe results are shared amongst
the group to create transparency which leads tormgss and humility. Each
participant has a senior mentor. During the twaryprogramme, the mentor and
young leader meet every month. The mentor assmgtgyuides the young leader with
various challenges and assignments. Togetherydheger leader, the mentor, and
the Arrow team shape a personalised development gdlae leadership plan contains
areas that will be strengthened over twenty-foumtin® and beyond. Every six
months the plan is evaluated by the young leadk&lership partner. The
participants come together for week-long semindrere/ they are able to engage with
leading Christian thinkers and activists. Eaclhdézas part of a smaller group that
meets for prayer, accountability and the poolingsatcesses and failures. The
Leadership Clusters are encouraged to find waysotét together during the leader’s
development process. The young leaders are encalrag keep a journal.
Assignments are linked with the content of thedesiial seminar and with the young
leader’s place of specific ministry. As well, flehssignments are offered through the
course work where young leaders are given the epmr of real world evangelism

in community outreach.

Much of the work that Pue (2005) discusses concémesleader and self-
development. He encourages leaders who do not mmavdors to seek out one for
self-learning and personal journey. Pue’s (2008htoring matrix is transformational
in nature and is made up of five phases: Self-Aness, Freeing-Up, Visioneering,

Implementing, and Sustaining.

Self-Awareness is at the core of a leader’s devety as they must have an
accurate self-awareness of their abilities, gitslls, and life as a leader. Leaders
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must be clear and secure about their identity ins€hSelf-awareness is the centre of
the mentoring matrix and, to have an effective mend) experience and to develop
as a leader, people must be aware of who theyrarevhy they do what they do with
a theological foundation for their identity (Pu€03).

During the Freeing-Up phase, the leader will beéing-up’ any areas of life,
experience, and history that may be holding theak.b& his follows the phase where
a leader has become aware of the challenges. Z00&)(discusses Freeing-Up as
discovery and understanding of the leader’'s coegls@s well as how these are being
satisfied. The leader then evaluates where theyuaning to for these needs to be

met.

Pue (2005) considers the Visioneering phase tohbentost exciting. Many
people want to skip the other two phases of mamjojiist to reach Visioneering.
However, he cautions that steps in the mentoringixneannot be skipped without
making the mentoring shallow. “In fact, if you juntg Visioneering without having a
clear understanding of self, or things holding ymack, you may be wasting your
time, or even damaging your training if the visisnimplemented without a solid
foundation” (Pue, 2005, p. 22).

Pue (2005) points out that he spends at least I8ha@oing through the first
two phases with the protégé. He believes thatthadity time within these phases
allows the rest of the steps to flow quickly andimn becomes sharper because of a
solid foundation. Developing a focused visionaseerned with knowing one’s own

purpose as God'’s purpose for the leader.

In the Implementing phase mentors walk alongsiédéhders and help them to
engage in leadership toward the vision. Orgamsatidesign and development are
what the mentor assists with combined with leadprshkill and strategic planning.

Team building and strategies are also included.

The final phase of Sustaining assists the leadekntmv how to lead and
continue to sustain the vision. This is a chalieggstage for many leaders as
Sustaining may not be as exciting as the othergsha$ue (2005) terms this is as
restlessness and it leads the mentor and protégetbathe core of the mentoring

matrix. This occurs because after the leader bag ¢hrough the mentoring matrix
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they have learnt a lot about themselves. Thuspitheess begins again for the mentor

and leader to go through another cycle.

Sanga and Walker (2005) identify the importancetludé role of leader-
development. “Leaders must be leaders of othatdis” (Sanga et al., 2005, p. 90)
and create opportunities for other people to ezer@adership. The authors provide
key points for leaders to create leader-developrapportunities. Leaders must take
on the role of guardians of leadership and enshaé good leadership is evident
through action and display of attitude. It is thée of leaders to take the initiative to
act. Leaders help people to see solutions and dotifgg approaches to meet the

challenges, and leaders must create a shared $bguleision for the future.

According to Bordas (2007), creating a communitylesfders grows peoples’
capacities and builds a mass of people to promotealschange. An example
provided by Bordas (2007) is the American Indiamational network of leaders set
up as a leadership programme based on culturakvaalled the American Indians
for Opportunity Ambassador Program. American Indieaders saw the need to
guide future generations and have involved over d®@rging tribal leaders in the
programme. The programme has been maintainednasy af honouring the elders
and their lifelong service to tribe and communi®articipants in the programme are
encouraged to weave their traditional tribal values contemporary realities. This
means that, while adapting to change, the peopéerfoa firm sense of cultural
identity. The core cultural values that are shaeass native tribes are the bedrock

of the integrated and dedicated national commuofithe programme (Bordas, 2007).

Summary

The vaka completes this stage of the journey in ldedership chapter.
Leadership is a relationship between a leader lagid followers. Discovering what a
leader can bring to a relationship is critical éoeating and achieving a shared vision.
Commitment to the growth of a relationship and drewth of individuals is
important for building effective leadership. 4 this leadership that is focused on
people and their communities. In this sense lesdumjeris focused on developing
leaders who will grow other leaders. My vaka hasided its way through the
Leadership Chapter. As the vaka paddles througlwtiters of leadership, it gathers
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knowledge which helps to inform my outlook on leastiép. The works of Greenleaf
(1977), Kouzes and Posner (1993, 2003, 2007), Po@5§, and Sanga and Walker
(2005) make a strong contribution to my perspective leaders and leadership
development. | take these leadership foundationmpnourney to the development

of the Appreciative Mentorship Framework.
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CHAPTER FIVE: APPRECIATIVE INQUIRY

“The practice of Appreciative Inquiry calls us &rieusly stand in, and act from, a
space where we believe in the ultimate goodnesbeadty of humanity - a universal

humanitas.”
(Fry & Barrett, 2002, p. 265)

Introduction

The vaka continues its journey from discovering tbheacepts of leadership to
the discovery of Appreciative Inquiry (Al), as tiphilosophical approach for this
study. In this chapter, the focus is on explainthg framework of Al and its
application in various fields. Here the vaka ‘digers’ the potential of Al and the
promise of a methodological approach which suppanmentoring for leadership
development. Coopperrider’s (1987) work on Alaken as a philosophy for me as
mentor and leader developer.

Appreciative Inquiry

At Case Western University, David Cooperrider and tolleague Suresh
Srivastva developed Appreciative Inquiry (Al), aar@organisational approach to
organisational development (Yballe & O’Connor, 2P00 Al focuses on the
generative potential of positive images called apditory realities (Cooperrider,
1990). Cooperrider argues that positive imageg hlag ability to organize and move
human behaviour toward the realisation of the ide@ddalle & O’Connor, 2000).
Members of an organisation explore what works well and it has been used with
public, private, and non-profit organisations asrtise world. The sizes of groups
involved, range from small work teams to multi-oaal corporations (Finegold,
Holland, & Lingham, 2002). The source of the pesiimage is drawn from people’s
experiences of the best of what is and from an rstaeding of the life-giving forces,
success factors, people, processes, and arrangethanhelped. The experiences are
essential to providing the common dream which éspbsitive image of what can be
(Cooperrider, 1990).
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Appreciative Inquiry’s theoretical foundations daa found in the metaphysical
realms of concern or as the socio-rationalist viEar. social innovation to occur the
advancement of theoretical knowledge of consequendesirable and essential for
affecting change in a postindustrial world. It p®s$hat social existence is a miracle
and can never be fully comprehended. Accordingdoperrider and Srivastva (1987)
the appreciative mode is a way of living or bein@irectly participating in the
varieties of a social organisation allows for meagful reflections of being. The
appreciative mode focuses on the potential of sesiatence and helps to serve the

human spirit.

Cooperrider and Srivastva (1987) outline the funelatal theoretical principles
for Al to lie on. These socio-rationalist conceps give life to an appreciative mode

for generating alternatives for social action.
1. The social order is viewed as the product of bsxaadal agreement.

2. Patterns of social-organisational actions are imetlfin any direct biological

or physical way.

3. From an observational point of view, all sociali@actis open to multiple

interpretations, no one of which is superior in abjective way.

4. Observations are theory-laden and filtered throwgimventional belief

systems and theoretical frames.

5. People are free to seek transformations in conmeaticonduct by changing
idea systems and that action is based on idedsfdyegheanings, intentions

or theory.

6. The action of dialogue which is made possible lnglmge is the a powerful
vehicle for communities to transform their ideateyss on norms, policies,

purposes, values and ideologies.

7. Social theory can be viewed as a highly refinedjleage with a specialized
grammar. Powerful languages allow for people terea culture and alter
patterns of social action.
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8. All theory is normative and has potential to infige the social order.

9. Social order is morally relevant and has the paéerib affect the way
people live their lives in relation to one anoth@here is no such thing as a
detached technical/scientific mode for judging thiemate worth of value

claims.

10.Valid knowledge or social theory is a communal tcea As social
knowledge sits in the interactive collectivity & created and maintained,
and put to use by the people. Social knowledgencdrbe relegated to the
subjective minds of individuals, it is meant to Oescovered. But this

discovery is not through logical empiricism.

Traditional modes of inquiry have been based onatft®n research model of
problem solving through a progression of stepsntifigng the problems in the
system, analysing the causes, developing solutemd,an action plan to solve the
problem (French & Bell, 1984). Finegold et al. @2) believe that traditional
problem solving has benefited the fields of phylsszaences and technology but not
human systems issues. However, in Al the knowledgecontained in the
relationships between people who construct redhitpugh social interactions and
conversations. There are multiple ways of knowiggjities and there is no one way
which has superiority over another. Stories, matephmeanings, and theories in the
language become an important part of the procesedbld et al., 2002). Fry and
Barrett (2002) assert that when communities an@drosgtions share their stories of
success there appears to be a collective willigres build from the lessons
embedded in the stories. The authors place engbasthe role of storytelling, as
societies and families communicate what is good wodh holding on to. These
moral themes create a sense of identity. Fry amdeB42002) describe appreciative
stories as “magical constructions” (p. 267), wharcourages people to reflect on
meanings of friendship, wisdom, courage, justice immovation. Furthermore, these
stories have the potential to move people beyofhelcteon to action.

Al is a revisioning action research model (Cooplenri& Srivastva, 1987) and
has the capacity to challenge the guiding assumptiof the culture of the

organisation, to examine the positive aspects efdiganisation, and to assist with
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development of new alternatives for social actié@soperider, 2000). Instead of
focusing on deficits or problems of a group or migation (French & Bell, 1984), Al

allows for a focus on appreciating the best in pgopnd their world, through a
process of inquiry, asking questions to see newniall and possibilities. Al points
to one basic assumption, that is, an organisat®orm imystery to be embraced
(Hammond & Royal, 1998). According to Van Buskik002), Al produces many
positive effects through providing an interprety@und that leads to a rethinking of

practice and policies within an organisation’s abconstruction.

Cooperrider’s groundbreaking work with Al was buwih the principle of the
Pygmalion effect (Bloom, 2002). In the classic Pgjon study in the classroom, the
teacher was told which students in the class wigie dchievers and which ones were
low achievers. In reality there were the same remnlf bright students in each
group. The study showed that the weaker studehts were identified as high-
achievers ended up doing better than the brigldesitis who were classed as not
being high-achievers. It was concluded that tlaeher’s perception impacted on the
outcomes for the students.

Hammond and Royal (1998) adapted a model of Al thas originally
conceived by Cooperrider and Srivastva (1987). irTivodel clearly displays the
main differences between paradigms of problem sghand Al. The problem-
solving approach begins with an identified probléfhe premise is something is
broken, fragmented and not whole. The function mbjem-solving is to integrate,
stabilize and help raise the full potential of thi@tus quo. Problem solving is
conservative in this sense. The gathering of data ian approach that produces a
tentative solution. This solution is implementeiihwthe assumption that it is likely
to cause new problems that need to be evaluatediagdosed. There is a constant
interplay between solutions, results and new smhsti(Cooperrider & Srivastva,
1987). The authors point out that there is litthde for passion and speculation.
Further, the problem-solving view is separationali$ views the world as something
external to the consciousness of it, ‘somethingtbate.” The problem-solver sees
the problem as unconnected to their world. Ithis problem of other people. The
problem-solving view dissects reality and filtets aut into fragmented groups,
families, villages, or countries. “And once the tyniof the world is broken,
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passionless, mindless, mirror-like inquiry comesntake logical sense precisely
because the inquirer has no ownership or stakenarkl that this is not his or hers to
begin with” (Cooperrider & Srivistva, 1987, p. 134

Problem Solving Appreciative Inquiry
“Felt need” identification of problem Appreciating and valuing the
best of “what is”.
1 1
Analysis of causes Envisioning “what might
be”
1 1
Analysis of possible solutions Dialoguing “what should bg”
1 1
Action planning Innovating “what wide”
Basic assumption: an organisation Basic assumption: an organisatign
is a problem to be solved Is a mystery to be embraced

Figure 2: Differences between problem solving and AI (Hammond & Royal, 1998, p.
13).

Murrell's (1999) work with Al provides the core assptions of the Al
philosophy. He believes that each practitiones W#dferent approaches to the
understanding of assumptions, and states that divisrsity has the potential to
confuse or strengthen the practitioner. Murre®99) went on to argue that the
central assumption of Al is a life affirming positi as opposed to a problem focused
one. Moreover, in the field of organisational depenent extensive attention has
been on deficit thinking. A further core assumptis the principle of reality being a
social construction as opposed to an external GivgE and empirically verifiable
reality. According to Murrell’'s (1999) interpreian, this means that we, as humans
in relationships with other people, are engagincgaisense-making and language-

creating process that shapes what is ‘real’.
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Cooperrider (2000) identifies the five principle$ Al. The constructivist
principle consists of the interconnection of human knowledgd destiny. What
people know has a direct impact on what people @be principle of simultaneity
involves inquiry as intervention. The first quesBothat are asked begin to create
change and the questions determine what is foulodieS that arise from the asking
of questions have the potential to construct theréu The right answers are not
sought, rather it is the generation of conversatitmt are significant in moving
toward creating the better systemThe poet principlemoves the metaphor of
organisation as machine to that of organisation tast. @ Through shared
interpretations of the stories, people use thein ¢enses to make sense of what is
going wrong or what is going right. The positive principlas concerned with the
power of language. The more positive the inqung more it endures. People come
together when the best, the most successful, omtte energised are inquired into.
Positive data inspires people to collaborate tédboin their strengths and strive for
their dreams. The anticipatory principleis about the collective imagination and
discourse about the future. Positive images asitipe action are the guiding forces

of organisational life (p. 123).

The process of Al (Hammond & Royal, 1998) essdntidientifies and values
the factors that give life to the organisation, ésample, looking at when team work
is most effective.  The new possibilities foraganisation are based on valuing the
best of what exists. Hence, collective momentunthes key to creating an ideal
situation beyond the status quo. Engagement throligogue is also important so

that individual appreciation becomes collectiverappation.

Another significant part of the Al process is threation of a realisable vision
for the organisation, so that innovations are dgyedl to move the organisation closer
to a collectively imagined ideal. Finegold et @002) state that Al is more of a
philosophy than a methodology, so the principles theory help to inform the design
of organisation and community change. Furtherts point is that Al has no one
formula and each application is designed to addtiessindividual needs of each
system. In an example of organisational changejyriiend and Royal (1998) identify

the following steps used to determine the idedsefseand values.
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Steps in Appreciative Methodology

1) ‘Affirmative Topic Choice’ is usually achieved thugh initial interviews or
guestionnaires to collect information about indatl experiences in

organisations.

2) In the data collection step, the inquiry into ‘L-i@&ving Forces’ of the topics are
identified. Inquiry into the factors and forces organisational culture is
significant, so that ideal situations are heightiene

3) Articulation of ‘Provocative Propositions’ are gatents which bridge “the best
of what is or has been” and about “what might betérms of possibilities.
Building provocative propositions is based on figlthe best of “what is”. The
next phase consists of moving on to “what might Béhis leads to challenging
the status quo, by extending the possibilitiesxtNee proposition is constructed
about what is possible, and this is stated inrafitive language, and as if the
proposition were already true and happening attheent time. Hammond and
Royal (1998) state that the Provocative Propostsimould be novel and bring
an element of surprise, challenge and intrigue e & ensuring continuity

from old to the new.

The Four Phases of Appreciative Inquiry

Following on from an appreciative methodology aspreliminary stage,

Cooperrider (1986&Jlevised fouphases of Al - known as the 4-D process.

Discovery:appreciating and discovering the best of ‘what iBhe primary task
is to promote learning by sharing stories aboutith& times and analysing the forces
and factors that made them possible. Carefulljtentaappreciative questions are
used to elicit the stories. Essentially, storieattgive energy and vitality to the
system become the focus. Al does not dismiss thielgms altogether but it offers a
broader lens through which people can apprecia&tie siystem. People can interview
one another to explore strengths, assets, postiperiences and successes so that

they can understand what made their moments oflerce possible.

Dream members can envision what is possible and bylshustrengths in this
way by having conversations grounded in knowledgated in the Discovery phase.
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The dreams have been cued by asking positive gusséind developing a picture of
what the organisation could and should become doupito people’s deepest hopes
and highest aspirations. Themes and patterns em#érgt inspire hope and
possibility. Underlying questions such as “Whathe world calling us to become?”
and “What might we become if our exceptional moreemere the norm?” are part of

this Dream phase.

Design members devise short-term and long-term stradetperedesign the
social, political, economic, and physical aspedtthe group through dialogue. The
task is to redesign the organisation’s social &echure - norms, values, structures,
strategies, systems, patterns of relationship,veayb of doing things that can bring
dreams to life. In this process, commitment cabua# through dialoguing, debating,
and creating when everyone reaches a point of ngidi develop the shared vision of
the organisation or community. In this process iimportant to have an inclusive
context for conversation and an environment foraiing possibilities together.
Provocative propositions are used to stretch tiséeay from where it is to where it
wants to be. The principles they want to live by designed by the members.

Destiny Guided by these principles the group works tmagaish stated goals
and to be innovative in accomplishing these goale Destiny phase allows for
‘what could be’. Through innovative ways, peopémn eanove the organisation closer
to the ideal grounded in reality. Because the glast grounded in reality, people will
have the confidence to try to make things happesw Networks and relationships
can begin to affect the direction and meaningseaipe’s actions (Ludema, Whitney,
Mohr, & Groffin, 2003, p. 45).

Hammond (1996) states that before people can kegimderstand Al, they
have to understand the role of assumptions in dagaons. Individuals make up
organisations, form groups to get things done,astcaccording to the rules of group
behaviour. Hammond et al. (1998) define assumptamthe sets of beliefs shared by
a group which cause the group to think and acamiqular ways.

The assumptions:

- are statements or rules that explain what a ggemerally believes.
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- explain the context of the group’s choice andavéburs.

- are usually not visible to or verbalised by maptnts/members; rather they

develop and exist

- must be made visible and discussed before angamde sure of the group

beliefs.
(Hammond & Royal, 1998).

Hammond (1996) found there was one particular queghat her colleagues
commonly asked when trying to use Al. Colleagoegin with the question, “What
did we do well in this meeting?” Hammond (1996)nt® out that when asking this
guestion, people are still operating within a peoirsolving model. This deficit
approach is consistent with the empowering forraatfon research which focuses its
attention on the issues. The underlying assumgtiothe problem-solving model is
how we can do better as a result of what we diddaotvell (Hammond, 1996). In
contrast, Hammond (1996) clarifies the appreciatnmedset — suggesting “We know
that we have performed well at something and thesdnto explore how that

happened and how to do more” fits an Al approach.

Another aspect of Al is the use of positive statetmehrased as if they were
already happening. This allows for easier visadilim because the statements are
amplifications of what has already happened. Taeekbpers of Al believe that
organisational members grow toward the statemgnt®img more of what they have
already done (Cooperrider, 2000). Hammond and RA@®8) assert that the most
critical step in the Al process is choosing theidpput caution that once a topic has
begun to be inquired into, it is difficult to takieoff the organisation’s agenda. If
what is focused on is magnified by attention, theshould be ensured that something
worthy is magnified. Topic choice should be foays® avoid taking on too much,
and even in a large-scale organisation topic chslceild be limited to five subjects.
An example of this is team building. Deeper exgtion of the topic might reveal
that the team wants to learn how to get more doné¢heir team meetings. A
facilitator of Al would assume that the team haselsomething well in the past.
Their role is to help the group to identify whaatlhs, how it happened, and how to do

more of it in their meetings.
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In exploration of the topic, the creation of quess is important. Al is a
generative process and the facilitator needs taterhe questions. Sample questions

are provided by Hammond and Royal (1998) for tlaetexample (above):

. Describe a time when you feel the team/group peror really well.

What were the circumstances during that time?

. Describe a time when you were proud to be a mewiire team/group.

Why were you proud?

. What do you value most about being a member oftélaisy/group? Why?
(p. 46).

Hammond and Royal (1998) suggest that following thevelopment of
guestions, these are offered to the group. The neffsictive method can be
determined by the facilitator and/or the membershef group but Hammond et al.
(1998) believe that pair interviews are the modeaive tool for exploration.
Participants work in pairs and ask each other thestpns. Brief notes should be
taken by one partner, and it is fine to ask otheestjons, share experiences, or
participate in the conversation. This is calledquiny, rather than standard
interviewing. A standard interviewer has to remaineutral and unbiased recorder.
As part of the Al process, an engaging intervieat tancourages conversation is
appropriate. Following collation of the informatigenerated by the inquiry, the goal
is to share the information with the wider grouphis process allows for common
themes to be uncovered, pertaining to when thepgpmsformed well. There is no
one defined way to share information and the f@atdr has to decide the best method
for this. Sharing information reveals common thkiseaf success and bringing out the
themes is critical. An example of this process @y group exploring extraordinary
customer service. The question: “Describe an gmidvhen you or someone you
know went the extra mile to provide the customehwihat they really wanted when
they wanted it. What made that possible?” Thermomthemes that made customer

service extraordinary were that the provider:
- identified an opportunity

- took responsibility
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- had the authority
- had the data available
- had the expertise

- anticipated or articulated a need

trusted that the company would back them up (p. 15)

In creating this list, discovery of what circumstas made it possible to provide
extraordinary customer service from this point éeslthe group to consider how to
transform this knowledge into actions that willoal the successful circumstances to
be re-created. This is achieved by the group béggnio talk and dream about what
could be, based on what has already happened. ndthis time, the group also
creates “Provocative Propositions” which describedeal state of circumstances that
will foster the climate that creates the possieditto do more of what works
(Hammond et al., 1998, p. 17).

Provocative Propositions

The purpose of Provocative Propositions is to kdle@ best’ at a conscious
level. These statements remind the group of whaest about the organisation and
how everyone can participate in creating more efltkst. From the stories of the
organisation, provocative propositions can be dgead. This grounding in history,
tradition, and facts distinguishes Al from othesiohing methods in which dreams
serve as the primary basis for the vision. Asptw/ocative propositions are reality-

based, members connect to them and are inspima noore of what works.

The following criteria can be used to determinghié statements are provocative

propositions:
1) Is it provocative? Does it stretch, challengenoiovate?
2) Is it grounded in examples?
3) Is it what we want? Will people defend it or gesgianate about it?
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4) Is it stated in affirmative bold terms and in prasenseas if it were already

happening?)
(Hammond & Royal, 1998).

Hammond et al. (1998) suggest that only the grougwar the questions to
work through the changes needed with a good fatlit who assists them in
becoming engaged and excited. It is importantafdacilitator to experience Al to

‘get it’, and to understand ‘the why’ (or assumpspof the process.

Creating Provocative Propositions is a key trams&dion step. We take what
we know and we talk about what could be. Stretghuinat we are helps us to be
more than what we have already been successfuA diiture is envisioned from the
best, and since the future is seen as realityedbimes a possibility. Conversation is
necessary with the whole group to ensure that ewneryagrees on the Provocative
Propositions. Changes can occur as ideas grow. nidgrabers of the organisation
know what to do and how to grow the ideas. Thennpairpose of the group creating
propositions is to move the individual will to gmwvill. The group will create the
synergy that results in it achieving more thanghm of the individuals (Hammond et
al., 1998).

Hammond and Royal’'s (1998) work with Appreciativeuiry is based on the
assumption that everyone wants to feel importadtraake a contribution. Another
assumption is that the change process maintaindbdke of the organisation. By
engaging all the members of the organisation instipe and productive manner the
continuity of the organisation is maintained. HyyaHammond et al. (1998) point
out that the process should be allowed to emergetapeously. Being creative about
integrating the Provocative Propositions into thgaaisation allows for the process to

evolve so that change will occur.

According to Ludema et al. (2003), there are maifferént ways to use Al.
However, the authors state that the Al Summit ppular methodology because of
its power to get everyone involved, strengthenti@ahips, and produce results.
Ludema et al. (2003) have conducted summits inaghfrom 100-500 people. Al
Summit methodology is a radical shift from the tti@tal change management

approach where the responsibility is in the harfds few individuals and the focus is
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on problem solving. The main belief behind the $ummit is that organisations
change fastest and best when their members are@about moving forward, have a
clear plan, and have confidence in their abilityréach their destination. The Al
Summit is a single event or series of events thagb people together to:

1) discover the organisation’s or community’s core petancies and strengths
2) envision opportunities for positive change

3) design the desired changes into the organisation’'sommunity’s systems,

structures, strategies, and culture

4) implement and sustain the change to make it work.

Applications of Appreciative Inquiry

In this section, several case studies are presémiedlustrate the application of
the Al process in diverse settings. To begin, dpplicability of Al in educational

settings is presented.

Yballe and O’Connor (2000) adapted the use of Adévelop Appreciative
Pedagogy (AP) for constructing positive modelsléarning. AP, as a pedagogical
adaptation of Al, takes on Al's basic beliefs, \veduand social inquiry process. In
the classroom environment, AP translates to a bfasiexperiences of students’
success, valuing success as the building block asfitipe vision, belief in the
profound connection between positive vision andtpesaction, and valuing social
(face-to-face) inquiry. Yballe and O’Connor (20G#9sert that AP is not merely a
copy of Al, as the classroom environment is comnsiboly different from an
organisation. For instance, the organisationad to an environment in short and
long term ways whereas the classroom is temporéhe authors further explain that
the AP process affects the learning culture ofdlassroom, and the teachers’ and
students’ efforts are more short-term and limitthe self and the group. The use of
AP in the classroom led to energised interactioms the students to be more
comfortable in public speaking. The students esged hopeful views of the future,
and developed more skills and confidence in usihga#é\ a creative alternative to

problem solving, and developed positive attitudegard other students. Finally, the
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students developed positive attitudes toward tloéepsor, seeing him as a resource,

guide, and helper.

Al was applied in two urban Catholic schools exgecing some difficulties and
challenges resulting from societal changes overyders. The parents, students,
school staff and community were all engaged inAherocess (Van Buskirk, 2002).
The areas of focus were appreciating disciplinegre@leveryone had diverse views on
the topic, and appreciating community for all mersbef the Al process who had
different roles in developing the school commusitieOther areas of focus for the
schools’ study involved appreciating student-facultelationships, student-
friendships, and the culture and diversity of thiea®l. As a result of the Al process,
transformations occurred in the way individualsatetl to their past experiences; it
transformed how they related to the best expergentethers and it transformed how
they related to the most cherished traditions efdthool (Van Buskirk, 2002).

Based on the Pygmalion phenomena, Bloom (2002)earghat academic
advisors need to treat each student as if they tnlngla future physician, lawyer, or
other influential person. She identifies how Aused to improve academic advising:

1) Believe in each student and treat them the way wawld want your

son/daughter/best friend to be treated.

2) Make use of open-ended questions to draw out Wieastudents enjoy doing,
their strengths, and their passions. Listen clyefo each answer before

proceeding to ask the next positive question (Msopphase).

3) Encourage and help students to develop a visiomhait they might become
and then assist them in developing their careetigangoals (Dream phase).

4) Give students a clear idea of what they will needid by devising goals that

are real and achievable so that their dreams carad€Design phase).

5) Be there for students when they stumble, beliextbeam every step of the way,
and help them continue to update and refine thezards as they progress

(Destiny phase)

(Bloom, 2002, p. 2).
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Al has also been used in universities. In the $9&avid Cooperrider was
approached by the Vice-President of Administratesd Finance of a Midwestern
university. There was a need to address orgaorsdtieffectiveness within the
division, to set new goals, and develop strateiiampng capacity. This was the first
time Al was used for a whole systems change antelgening of introducing Al to
the entire university. At the first stage, thererevthree-day sessions with more than
400 members of the division. Inquiry began witkefdo-face interviews between
pairs of people. They were asked for their stoviesuccess during their employment
at the university, to talk about themselves, therk, and the university and to think
about the university they wanted in the futurewdis the first time many people had
expressed their hopes and visions and also fednksl to by the senior management.
Al was seen as a philosophy which could also be us¢heir personal lives, as they
learnt more about it through shared stories (Filted#olland, & Lingham, 2002). Al
was then used for annual strategic planning indikision resulting in ownership of
goals and objectives by the members. One departwesable to achieve 17 of their
objectives within one year. Another departmentoaiticed appreciative leadership

concepts into their work (Finegold et al., 2002).

Al was then introduced into the rest of the uniitgravith a 2 Y2 day summit
which brought 140 faculty staff, administrators,dastudents to take part in the
university’s strategic planning for the future. €ri-D process (Discovery, Dream,
Design, and Destiny) was used, and stories of sgceesre shared. All of the
meaningful stories provided the platform for thee@ming phase, used for
envisioning the university in 2010 (Finegold et &002). Overall, the participants
were positive about their experience and were hopifat their ideas would be

realised.

Mellish (1998) also applied Al in a university segf, working with a Planning
Dean charged with developing with four existing al#yments into one new Faculty.
A collective view of the future was developed froine multiple perspectives of the
people involved in the change process. Mellish 8 9%inted out that her clients
wanted to be reassured that the process was leadmgwhere. Quality time was

needed for story telling at the beginning which lded commitment to the

80



deliverables at the end of the process. In terfrfaaditator skills, it was important
for Mellish (1998) to have perceptive and antiogpgtknowledge of the contextual
factors involved for the group, acute listeninghnétn appreciative ear, positive care
of the group to achieve the best outcomes, andsatiable curiosity about the day to

day life of the organisation.

Cooperrider (2000) explored how Al was applied oxgreriod of years in the
city of Chicago. Called “IMAGINE CHICAGO?", it foctexd on civic innovation and
worked to bring people together to help them realisey were the owners and
creators of Chicago’s future. In the pilot appfica, more than 800 people were
involved and 40 neighbourhoods and 100 communifamisations and schools were
included. Cooperrider (2000) believes that the tnmespiring interviews and stories
came from the children of Chicago. The childretemiewed the city’s adults. One
example cited was that of a 13-year old boy wherinewed his principal. As the
stories were told by the principal, the young beptkasking positive and appreciative
guestions. The interview lasted for over an houhwin abundance of stories being
shared. The principal later reflected with the eaibn team, “You know, during that
interview | really felt like 1 was on the pulpit. got animated. | was literally looking
into the face of the future, exploring the essémtiements of the good society. This
conversation mattered” (Cooperrider, 2000, p. 12&he success and movement of
IMAGINE CHICAGO spread into major project initiagg around increasing the
leadership capacity of residents in at-risk comriesy schools and public museums
committed to improving education, a personal rehngwagramme for teachers, and
an intergenerational cross-cultural conference betwcorporate executives and
community (Cooperrider, 2000).

Kelm (1998) argues that Al works best with stroegdership support. Some
leaders cannot let go of control and trust a grofupeople to come up with solutions
and ideas. Therefore, to make it work key leadeex] to be familiar with, supportive
of, advocate for, and able to implement the Al apph and to believe in the
fundamental principles. Al is also appropriatanternational aid and development
assistance situations. Murrell (1999) reports ,that his experience of Al, the
development of human relationships is built arowttht works and what can be
discovered. Team building and relationship buddactivities help in the process of
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discovering the life affirming nature of positivernan relationships. Murrell (1999)
shares the experiences of various cross-culturghnisational development cases
(such as irrigation or harvesting methods) baseé&ggpt and Sudan. These were
centered on mobilizing local groups and villaged@acument and share the successful
practices each location had developed over thesy&dhile working in the United
Nations Development Program (UNDP) in Gambia, Sanand Ethiopia, Murrell
(1999) found that it took a combination of procesmsulting models and an
appreciative focus to help develop the capacittheflocal management development
institutes.  Murrell (1999) points out that in eachse a partnership team was
developed with local people who evaluated and recended to the UNDP what the
host country could do to strengthen the capacitg @wstainability of their
development activities. Strengths and successes eaptured as the primary focus,
and stakeholders were often caught off guard viéhapproach as they were used to
looking for the problems. Murrell (1999) continuea use the appreciative frame
with hospitals and health care systems in Afritathe restructuring of one hospital,
by using Al, he found that senior management ofhtbgpital was committed to the
people’s needs. It was a process of reinventingjtinecare delivery rather than
focusing on the problem of downsizing of staff. Ml emphasised that Al must be
linked in with the action component of trusting th®cess (1999). This means that
systems should be allowed to evolve, guiding amdcting the process rather than

through the consultation of an outside expert.

Similarly Finegold et al. (2000) cited the workTaica Lustig, a consultant from
the United Kingdom who used Al in the village ofaRhel in Nepal. She was well
known by the people of the village as she had spdat of time there. Her dream
was that the village people would help themselves @ot require a high level of
assistance from the outside. As most of the \eltagvere illiterate, an abbreviated
version of the 4-D model was used. Stories were timlough pictures and symbols.
In the Dream phase, the people were asked whatdindlage they would want for
their children and grandchildren. They sharedrthimions through the drawing of
pictures. With the help of the consultants, thepbe determined the steps needed to
achieve their dream in the Design phase. Destingrged spontaneously from the
Design phase as the people declared what they avémi@o. Based on the villagers’

tradition, an extra 3-D’s were added to the mob®el; Debrief, and Dance. The Do
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referred to what they could do right then and thérey cleaned up the local school
yard. The Debrief followed the cleaning, and thegnBed and sang as a way to

celebrate their achievement.

Sanga and Holland (2004) have used Al to evaluatange of impacts of
development projects in Pacific education. Witgarel to the Rethinking Pacific
Education Initiative (RPEI), Sanga and Holland @0@pplied Al as an evaluative
framework to discover the key strengths of the wofkRPEI over several years.
They focused on the positive aspects of the relakipp between donor partners and
Pacific countries. With the use of Al, they wereleato successfully highlight
significant learnings from RPEI's initiatives. Thauthors used the positive

experiences from RPEI to cast a vision for thertitu

Preskill (2006) applied Al to evaluate practice addpted the four phases of Al
to a model appropriate for evaluation. Preskilhsr phases were, Inquire (Discover),
Imagine (Dream), Innovate (Design), and Implem@&mstiny) — the 4-1I's. Evaluation
tools such as questionnaires and surveys werengapa appreciative questions. For
example, to measure values the following questiveie developed; What aspect of
your work do you value most?, What unique skillgjoalities did you draw on?, and
What organisational factors helped you to creatsupport your achievement? (p. 7).
Andrew and Evans (2008) used Al in the evaluatiba leadership programme. The
authors found that by using Al they could get pedplfocus on the successful factors
of the programme and what could be done to makeetter in the future. The
evaluation involved cycles of data gathering, fesith decision-making, and action
planning based on Preskill and Catsambas (2008&): 4alquire, Imagine, Innovate,
and Implement. As a result of using the Al evaleimethodology Andrew and
Evans (2008) found that there was increased engagelnd ‘buy-in’ through
positive participation of the programme’s membars] they accepted and identified

recommendations for improvement.
Limitations of Al

Dick (2000) states that critiques of Al are raré¢ &udent. However, authors such as
Reason (2000) and Pratt (2002) have provided mweitof Al, stating that attention

should be given to the actual realities of orgaiesa. This means that there is a
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need to understand the darker shadows of humanriempes. According to

Golembiewski (2000) Al has been under-evaluated ad process does not allow
for analysis. It is evident that evaluating Amsrk in progress. For instance, Grant
and Humphries (2006, p.414) work on Al identifigbe' need for an evaluation” of

Al. They argue that the application of Criticgbgeciative Processes (CAPs) which
combines Al and CAPs is a way to evaluate Al preessn action research. Thus, an
integrated use of Al and critical theory can h@pleepen insight and recognition of
the complexity in human endeavours. The authote sket despite the applications
and scholarship, Al remains a research method litte critique to evaluate the

process as an action research method. Thereforke thbre is some commentary on
the limitations of, there is still a lot of Al téory to explore and discover. Hence,
this study positions itself as addressing thesekmnesses, adding to the limited body

of knowledge of Al.

Summary

Appreciative Inquiry’s key strength is its adaptiypiin terms of both the range
of contexts it can be applied to and the modifaaiit can accommodate in these
contexts. As a philosophy, Al also has the poteerfacilitate collaborative
relationships between people. It is evident thactiioners apply Appreciative
Inquiry in the way that best fits their context.l i& fundamentally an inquiry into
human systems. There are no prescribed stepsooegy that must be adhered to.
The main point is that it requires a focused dia@r conversation and an open
sharing of learnings. In this sense, Al is a polcthy and requires appropriate
application. With regard to mentoring and Al, Ese strong connection between the
two concepts. That is, both methods are based cmmecting people through
relationships and enhancement of knowledge. Furibee, the common denominator
is that both mentoring and Al serve to bring oué thest in an individual or
community. As my research moves forward along withvaka’'s voyage, mentoring
and Al are drawn closer together as they almostribecone concept through the case
studies. As will be evident in the Appreciative Maship framework, the Al work
of Cooperrider (1986, 1990, 2000), and Hammond &uwyal (1998) make a

significant contribution to the development of Appiative Mentoring. The vaka will
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now take us to understand the methodology forghidy. The previous chapter, this
chapter and the next constitute the part of thediery phase where the knowledge

is drawn out and appreciated in a way that providedoundations for the remaining

work.
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CHAPTER SIX: METHODOLOGY

“Story is important. This much is straightforwarBut narrative intelligence is more
than that. Narrative intelligence is about knowihg different patterns of story,
knowing which pattern works in which context, ititog which stories one’s listeners

are living, and having the capacity to judge hoexytiwill respond to new stories.”
(Denning, 2007, p. 213)

Introduction

This chapter focuses on the process of methodabgiquiry which is used to
explore the impacts of mentoring for leadership wariety of case studies at Victoria
University of Wellington. This study is based on mierpretation of each initiative |
have been involved with. As | have been the pryjnmaentor and leader developer in
each case study, the writing up is from a mentpeispective. The mentor’s story is
what is fundamentally significant for this study iasvill provide key learnings and
challenges for anyone interested in being a mentodeveloping a mentoring
relationship. It is also important to contextualise framing of each case study as a
leadership story. These stories are the key toolthe communication of lessons of
leadership. The case studies are: Manaaki Pihigghimentoring programme, the
Hawaii Group, the Pacific Education Leadership @gys and Mentoring for
Leadership. As this study is a mentor’s narrawidecase studies, | am influenced by
the works of Pene, Taufe’'ulungaki, and Benson (2008aman (1999, 2003), and
Kouzes and Posner (2003, 2007) which provide argtsrfer a combined process of

story telling and incorporation of Pacific valuest support mentoring for leadership.

The Rationale

In the words of my colleague, Johansson Fua (2008), “Our common history
tells of seafaring ancestors who traveled the Rasific Ocean, conquering uncharted
waters by ‘feeling’ the waves and reading the &tafihis short statement brings up
an image of the large space of water in the Patifat has been navigated and

travelled on for hundreds of years by Pacific peppicluding my Tahitian ancestors.
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The vaka (boats or canoes) held people who naddatehe stars, and left their lands
for a journey that took them to previously unchaate territories. In light of
Johansson Fua’s (2006) statement and my own ietatpn | would like to
conceptualise the writing of this PhD study aswaney, a leadership journey that is
somewhat personal and concerned with the developwfemdividuals who have

been with me on my vaka.

The process of examining and understanding meigfoisntaken on as an
interpretive study from the perspective of a mentdrhis study is focused on a
mentor’'s perspective and is important to take #pproach for the development of
further mentoring initiatives. In terms of my menng journey, it was clear to me
that the framework | was going to use to examineatoreng was from my own

interpretation of the work, initiatives, and proses | had developed at VUW.

My interpretation of each case study allows me tovide a mentor's
perspective on how the relationships have developdtht factors enabled the
relationships, the challenges, and the unique Imsioto each initiative. Through the
Al process | am seeking to increase my own knowdedg that | can better
understand mentoring and extend it further as atipa The process of using case

studies provides a reflection on the processeoatwbmes of mentoring.

According to Zachary (2000), in order to build dfeetive learning relationship
mentors must have a clear understanding of their pgrsonal journey. The reason
for this is that mentors who cannot differentiagéieen self and another individual in
the mentoring relationship run the risk of projegtitheir own lived experience onto
the protégé. The learning is not then individeigsind the protégé ends up on the
front of the mentor's stage rather than being iedelent. Zachary’'s (2000)
metaphoric framing of a mentor’s journey fits wwith this study. She argues that as
we face new challenges throughout life, the jourmagtaphor captures each
movement. It is within this journey that the menexperiences the exciting and
unexpected delights, dangers, doors opening argingloand the possible changes.
There are three steps in the journey observatioogss. Self-awareness, the first
step, is triggered by self-reflection and is edsénh understanding the mentor’'s
proper role in facilitating effective learning retamships (Zachary, 2000). Zachary
identifies the second step as understanding theegets journey as they bring an
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abundance of experiences to the mentoring reldtipndhe third step is to gain

perspective for mentors to look again at their p@yrand that of the protégé.

The Research Voice

Smith (1999) states that the hegemony of traditiggemadigms of research
needs to be challenged as it privileges the ‘objecvoice from the outside over the
‘subjective’ voice from the inside. This challenggpports the form of research | am
applying to this study; as | am involved in the toeimg | am able to provide the
subjective inside voice. This is ‘giving a voide’the process. This form of research

allows for the challenging of traditional rolesrekearchers.

Bishop and Glynn (1999) state the general trendeskarch storyteller in
Aotearoa/New Zealand is from an outsider’s viemdividual stories are subsumed
within those of the researcher as the storytellEne authors argue that traditionally
the researcher’s role has been storyteller, narratal the person who decides what
makes up the narrative. Stories are reconstitatacculture and language determined
by the researcher. The initiation of the resegicess, benefits, representation,
legitimation, and accountability are traditionatlgcided by the researcher’s agenda,
interests, and concerns about the research procdéss.New Zealand Maori, this
situation is no longer acceptable. A process chkawhanaungatanga (establishing
relationships in a Maori context), is focused ofladmratively constructing research
stories in a culturally conscious and connected. waystly, it involves establishing
and maintaining relationships that are on-goingco8dly, researchers involved
somatically in the research process are involvegkiphlly, ethically, morally and
spiritually. Finally, it is concerned with parfp@ant-driven research, thus addressing
the power and control issues of the researcheh@isk Glynn, 1999). Further,
Bishop and Glynn (1999) point out that the use etaphors is vitally important in
establishing relationships. Metaphors help to oggarelationships and our work, our
research and pedagogy and how we interact, unddrsta ascribe meaning to
experience. Heshusius (1996, p. 5) urges that weiéw.metaphors ... not as devices
for poetic imagination, not as mere characteristtdanguage, but as conceptual
frameworks that define our everyday realities.”eTarrative metaphor is concerned
with people leading storied lives, and the proagsstorying and restorying, that is,
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learning. Rather than learning being seen as dtigegng of knowledge, learning is

the outcome of interactions between people (Bish&ynn, 1999).

As an inside researcher, the interpretivist phiibgo allows a degree of
flexibility of research design (McCutcheon & Jurif90). For instance, Trantner
(1986) used journal writing to investigate her pee subjective reality upon
entering a new school. Trantner (1986) asked Heasestions such as, ‘What are my
worries, my interests, concerns, and what am | a&erof these?’ McCutcheon et al.
(1990) believe that the interpretivist philosoplipws people to make sense of their
worlds. Furthermore, self-reflection is an essémiat of this interpretivist paradigm
(Rowan, 1981). For example, a teacher might agkatWilid the students actually do?
What did | do? What did | learn? What do | intemddo now? Essentially, the
purpose of the research is to understand what s@nd the meanings people make of
phenomena (McCutcheon & Jung, 1990).

A Mentor’s Perspective

A mentor’'s perspective and articulation of key noeimg initiatives is a new
concept in Pacific education. Research within mw @acific student community has
taken on a new methodological process that bringsther an insider reflection and
analysis and story telling. Being part of an ethminority group at VUW, | take on
the responsibility of presenting a methodology thrattgs out the positive features of
a group, and strengthens our knowledge as a smaiimunity within a larger
population. As a | am part of the group that | ‘a@searching’, | have the knowledge
to discover the most empowering features of theigrand at the same time | am
protecting the students from being ‘researchedagxternal researcher.

An exploration of the model of ‘Tree of OpportuniffPene, Taufe’ulungaki &
Benson, 2002) shows how knowledge can be incorpariato a Pacific framework.
In this context, education or the Tree of Oppotiurs firmly rooted in the cultures of
Pacific societies. The strengths it gains fromrast source include values, beliefs,
arts, crafts, histories, world views, institutionsanguages, processes, skills and
knowledge. This allows it to grow strong and h@akind able to incorporate foreign
and external elements from the wider context withtdhanging its main root sources

or the identity of the tree. The Pasifika Educatiesearch Guidelines (Anae, Coxon,
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Mara, Wendt-Samu, & Finau, 2002) affirm that a modech as the ‘Tree of
Opportunity’ promotes Pacific people and commuaitiand their right to be
empowered, to have control of their education, ahdheir development. The
purposes and goals of education must be deternp@&dcific communities. Finally,
Pacific contexts, values, beliefs and knowledgeaesygs must be reflected in these
purposes and goals. At the same time, the globale$§ of change must be
recognised. Pacific cultures and ways of doingukhbe adhered to and incorporated
into the processes and structures of formal edutaticluding the research process.

These ideas are consistent with the Pasifika EducaPlan (2006-2010),
devised by the New Zealand Ministry of Educatidwattemphasises the importance of
more effective engagement with Pacific educatods @mmunities. The Ministry of
Education uses the Pasifika Education Plan asagegtc planning tool. The Pasifika
Education Research Guidelines were established ujgpost the Ministry of

Education’s work by:

* Identifying key areas of research in Pasifika etlopathat assist policy

development
» Developing guidelines for research and consultation

» Coordinating and prioritising research and evabmathat assist in monitoring

the outcomes of the Pasifika Education Plan

* Providing strong links with other strategic reséamriorities within the

Ministry

Helping to make research reports available to Rgodoples

The argument for effective Pacific research thaages and facilitates positive
development for Pacific people is critical for ttverk of educators in ensuring the
welfare of Pacific peoples. The Guidelines ackremlgk that research should be
community-driven by Pacific people. Pacific modei<ontexts that promote success
and well-being for Pacific peoples and communiéiessimportant in the development
of research methods. The Guidelines present twdetacof well-being for Pacific

people and one model of education. One of the-betig models is the Fonofale
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model of health (Making a Difference: Strategictitives for the Health of Pacific
People, 1997 cited in Pasifika Education Researaluélnes, 2002, p.7) and the
other is known as the Fa'afaletui model (Tamassteru and Waldegrave, 1997
cited in Pasifika Education Research Guideline§22@. 6). Both of the models are
derived from Samoan understandings and are basebeotraditional Samoan fale
(house). In the models’ structure the differenttpaf the Fonofale represent the
elements important for Samoan people. For instatite roof of the Fonofale
represents the cultural values and beliefs that thee shelter for life, and the
foundations are the family (nuclear and extendedijchv is the basis for social
organisation. The family is represented in theebzfthe house and supports the four
posts which are the physical-biological wellbeirthe spiritual which includes
Christianity or traditional spirituality; the mettar the health of the mind; and lastly
the ‘other’, which includes gender, sexual origotatage and social class. Contexts
around the Fonofale include time, and environmenfotearoa/New Zealand or

island-based living (Pasifika Education Researcld@uines, 2002, p. 7).

For the purposes of this study it is important dentify the points of the
Research Guidelines that relate to educationalldgreent. The Tree of Opportunity
and Fonofale models “ensure that Pacific culturesappropriately embedded within
the processes and structures of formal educatiopragide the foundation of all
learning” (Pasifika Education Research Guidelir2302, p. 6). The models are
important as they promote the rights of Pacificgledo be empowered and to have
control of their own education and development.rttiermore, in education Pacific
people must determine their own goals and purplbassd on their own visions, their
families and their children. Pacific contexts,ues, beliefs and knowledge systems
must be reflected in the educational purposes aadscas well as recognising any
global influences. These are significant pointsnity study because | am concerned
with mentoring for Pacific leadership in educatiand | am concerned with the past
and current state of Pacific education. Thus,wagk on mentoring now will strive
to make positive impacts on Pacific education &edin to work with students to

redefine the purpose and goals of education basddeir developmental needs.

The Guidelines assert that the selection and agimic of appropriate
methodologies are crucial for the successful ouegof research projects for Pacific
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people. The points made in the Guidelines thatparticularly important for this
study are the insider/outsider roles, employmerdiwodérse strategies for inquiry such

as life-histories and stories, and finally objeitylsubjectivity in approach.

The shift away from external researchers who havénside knowledge of a
group of people in Pacific communities is becomimg norm. For example, Pacific
scholars Tiatia (2004), Tavila (2006), Newport (2DOMcFarland (1998), and
Asiasiga (1994, 2007) have all been closely invdblwéth the communities they have
researched. The common theme across these schetais is that their inside
knowledge about the issues and people contribatedrore in-depth understanding

of the subject being explored.

Peteru (1995) made the case for ethnic researthérsinvolved in the research
process and considered ‘objectivity’ as ‘cold disel. The reasons for insider
research for Pacific researchers differ accordmthée topic and the relationship the
researcher has with their community. Tiatia (200ggd insider research as a way of
creating a picture of the people in the communiiyhmv which she worked and lived.
Tavila (2006), as a Samoan researcher, was aremaidrking with her community
and she made the point that the researcher shoudgrstand their roles and
responsibilities as well as the dynamics of the momity. Newport (2004) asserted
that her insider status as an indigenous CookdsMaori woman allowed her to be
more attuned to the cultural nuances that an autsdearcher might miss. While
there were varied forms of research methods emgl@@oss these studies, the

researchers relied to some extent on observatidmeofcommunities as well.

Pacific Research Frameworks

The significance of using Pacific values in conthgctesearch is increasingly at
the forefront of working with Pacific communitiesWorks by Koloto (2000), and
Johansson Fua (2006) have cited the use of the I[&Kdkamework with their
interactions with Pacific communities. The Kakaducational framework was
developed by Konai Helu Thaman (1997). The fociisKakala is on the
development of teaching and learning that is caltyrinclusive for Pacific teachers
and students. As Thaman states, “I have donentamly through a process of

reclaiming and reconceptualising teaching and legrin a culturally meaningful
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way” (Thaman, 2003, p. 9). The Kakala frameworlsasirced from Tongan valued
contexts of thinking. The framework provides atemlative way to “the totalizing
framework of western scientific and reductionishking that continues to dominate
our work in higher education institutions” (Thamaop3, p. 10).

Within the Kakala research framework, Thaman (20@#)ses key concepts
that are inherently valued in the Tongan custorfioo¥er arranging. The Kakala is a
collection of fragrant flowers that are woven tdgetas a garland to mark a special
occasion or are for a special person. Three pseseare associated with Kakala and
these are the basis for the framework. These pseseare called toli, tui, and luva.
The Kakala framework conceptualises the way rekeigrconducted and considered.
Firstly, the toli stage is the collection and satat of flowers, fruit, and leaves that
are needed for making a Kakala. Thaman (2003)am®lthat the components
selected for making a Kakala depend on the cofbexhe occasion that the Kakala is
being prepared for, the person(s) to whom the Kaislpresented, and whether the
ingredients for the Kakala are available. The pblase, the gathering of flowers, is
the methodology incorporating what is to be dorey,hwho does what and when -
the ‘doing’ of research. Tui is the making or wiegvof the Kakala. Skilled people
are involved in the preparation of the Kakala.making the Kakala, the maker must
consider that there are certain intricacies inviblve the flower arrangements.
Flowers are ranked according to the associatioh watrious Tongan mythologies.
Tui represents the analysis section of researchat woes it mean? Does it make
sense? The final process is the luva stage, whitte giving away of the Kakala to
someone. In Tongan culture, the Kakala is giveayawith ‘ofa (compassion or love)
and faka’apa’apa (respect). In the research pspdega represents the presentation
of the findings through various approaches to #éappe (Thaman, 2003).

Subsequent to Thaman's development of the Kakalamdwork,
Taufe’ulungaki, Johansson Fua, Manu, and Takapay®007) have added in an
extra phase which is called the ‘teu’ stage. Thishe conceptualisation phase of
perceptions, beliefs, and philosophies in the mebegprocess. In the Kakala
metaphor, this is regarded as the thinking of aranmng for the Kakala.

Furthermore, Manu’atu (2001) recognises the impaoeaof malie (relevancy and
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worthwhileness), and mafana (application, trans&drom, and sustainability),

components used to monitor and evaluate the owexsdharch process.

The Kakala metaphor is important for this studydwse it guides my research
approach. | have taken Thaman’s (2003) framewndkaso applied it to my study.
From the Kakala metaphor, Thaman (2003) emphatisesse of Pacific values in
the research process. As this study is concerndtine development of mentoring
relationships, each story and case study is totd wéspect and honour. In Tahitian
culture, we select the most fragrant tiare (Tahiflawer) and we spend considerable
time in making the lei (garland). This detaileggaration signifies the respect and
honour for the recipient of the lei. For the resbaprocess, in the toli stage, the Al
method allows me to gather and appreciate the dath information for the
background chapter, literature review chapters, cas® studies. In the tui stage, |
develop the case studies and discover the keyitemriand challenges for mentoring
relationships. Finally, the luva stage signifiae presentation of the case studies as

the writing up of the thesis.

A Leadership Story

A trip to Samoa in 2008 with Pacific colleagues fad to conclude that the
value of story telling is fundamental to the maiaece of Pacific cultures, traditions,
and values. As we sat together each day, the mheammings occurred from the
sharing of stories from our unique cultures. Irsdescovered that while we each had
our individual experiences, there were particulammonalities across our stories.
These commonalities were the values we sharedsaowogelationships. If it had not
been for these experiences of shared story-teNuegwould have been largely

unaware of this deep connection to one another.

The word ‘story’ is short for the word ‘historyhd both share the same root
and the same meaning. A story is a narrative ogvant or series of events, just like
history (Kouzes & Posner, 2003). Bishop and Glyh@90) claim that stories are
fundamental to narrative pedagogy. They constiadupowerful way of representing
the truth and they allow for diversity to develog-urther, the power and control
reside with the storyteller. Stories are relateithiw the storyteller’s cultural frame of
reference and incorporate the language of the telteyy The storyteller selects,
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recollects, and reflects on stories within theirnoaultural context and language.
Bishop and Glynn (1999) argue that it is up to‘tteer’ to understand the storyteller
and/or to facilitate the development of understagsliin the story. To illustrate this

point, the authors use the metaphor of storytelilmgxplain the relationship between
the student (the storyteller), and the teacher l{ghener). The teacher is required to
understand the learner (the storyteller), and thees (the knowledge). Stories are a
metaphor for all of the knowledge that studentadpto the classroom. Storytelling,

as a specific learning and teaching strategy, opgmsthe intricacy of human

experience. Stories allow listeners to identifyhyiand learn from the experiences of
storytellers. It increases the range of knowledgeerpretation, and experiences

available to the listener (Bishop & Glynn, 1999).

Storytelling has a significant place within theldieof leadership as well.
Leadership specialists such as Kouzes and Posf6B,(2007) state that a leader
must be able to use stories to create lessonseandings in leadership. They argue
that story telling is one of the oldest ways in Wa&ld to convey the values and ideals
shared by a community. Moreover, Kouzes and Po&@7) believe that stories
have the potential to create teachable moments.rough stories, leaders can
demonstrate what is valued and what is not. # vgay of passing on lessons about
shared values and enabling others to work togetiaries were used for passing
along important lessons in life long before the edlegment of the written word.

Kouzes and Posner (2003) found that stories have mpact than straight data.

Kouzes and Posner (2007) state that the storyeisddlity. Stories are used to
pass along lessons from generation to generatidrfram culture to culture. They
are the most basic form of communication and monggoful than figures and facts.
d’Plesse (2007) claims that Aboriginal societiesnomunicate knowledge through
masterful storytelling holding together a recordhidtoric events, spirituality and
world knowledge. Stories link the people, the adsnand the land to the spiritual
world and cover every aspect of Aboriginal knowleddSuch stories contain hidden
levels of meaning and are accessible only to thadethe ‘keys’, held by people who
have been through a process of traditional edutati®eople gain access to the

meanings only through hard intellectual work andedigping understandings.
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“The past is a parable; the future is a fable” (Kesi1 & Posner, 2003, p. 101).
The authors contend that information is more quickhd accurately remembered
when it is in presented in the form of a story. afvlpeople can see themselves in the
story, their sense of commitment and involvememtigroved. Stories can motivate
and mobilise people. Great leaders are greattsttmns. In terms of success, a
human face is evident in stories and tells pedmd¢ there are role models that they
can relate to. They put behaviour in a real cantaxd make standards more
(effectively) than statistics and/or data. Stodas move and touch people (Kouzes et
al., 2003).

The argument made by Kouzes and Posner (2003) #@uble of storytelling
is also applicable to Pacific cultures. For timeneamorial, storytelling has been the
traditional form of teaching the next generatiorowatbspecific values, skills, and
traditions. For example, Newport (2004) pointed that the Cook Island Maori
people had had an oral tradition for many millenniBurthermore, Gegeo (1998)
regards indigenous epistemology to be a culturaugis way of thinking and
creating, and reformulating knowledge through tke af traditional discourses and

face-to-face communication.

Kouzes and Posner (2003) point out that stories'sangple, timeless, and can
appeal to everybody regardless of age, genderaca” r(p. 91). Moreover, stories
have a lasting effect whereby people can betteenaiper the points made and, also,
to be effective storytellers, leaders must payelagention to their followers. This
means they can tell stories that are about peojttrewhom they can identify. From a
mentoring perspective, | have found that being abléell stories about a student’s
success or journey reinforces the student’s behavadlowing them to feel proud and

accomplished.

| am constantly influenced by a number of leadgrshiperts who use stories
throughout their work. It is also common to hesaders speak of such stories in their
keynote addresses, speeches, and teachings orrsldpde Leadership writers
commonly use stories in their books to exemplifyeafic points that provide
inspiration, lessons, and challenges for peopleue F2005) constantly utilises
leadership stories to make significant points. degship specialists, Maxwell and
Dornan (1997) use stories throughout their texiltoninate leadership lessons and
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principles. Denning (2007) claims that tellingerstories is essential for establishing
truthfulness and integrity in transformational leeship; “Leaders have no choice:

truth is their currency” (p. 119). Storytellingagpowerful tool.

Appreciative Inquiry and Action Research

The origins of action research are unclear (Maste®95), and, due to the
methodological variations practiced in a humbecaidntries (McCutcheon & Jung,
1990), it is a term that defies easy descriptiorweler, Kurt Lewin in the 1940s
constructed a theory of action research, which ritestt it as “proceeding in a spiral
of steps which is composed of planning, action #red evaluation of the result of
action” (Kemmis & McTaggert, 1990, p. 8). In orderunderstand and change social
practices, practitioners had to be included iphkses of inquiry (McKernan, 1991).
According to Bushe (1995), action research was @woed with leading to practical
results and the development of a new social the&®gsearchers believed that action
research had the potential to be an important fmokocial change. According to
McCutcheon and Jung (1990), action research ingo&vesystem of inquiry that is
collective, self-reflective, critical, and taken bw participants in the inquiry. With a
similar but extended perspective, Kemmis and Mce€ag@l990, p. 5) state that
action research is a form of self-reflective inguor the participants in the process to
improve the justice and rationality of social ouedtional practices. Action research
is a learning process that is concerned with caequeactices, practices of people in
particular places. The process is focused on é¢héand material changes in what
people do, how they interact with the world andwathers, what they mean and what
they value, and the discourses in which they unaedsand interpret their world
(Kemmis et al., 1998). Action Research enablepleeto understand their social and
educational practices in the material, social astbhical circumstances within which
the practices have evolved and been developed.eTheactices then become
accessible to reflection, discussion and reconstmu¢Kemmis et al., 1998).

Greenwood, Whyte, and Harkavy (1993) believe thatti€patory Action
Research (PAR) encourages a combination of localvledge and social science
expertise. The local knowledge of the membershef group is incorporated in
support of the research process. This is baseth@rmprinciple that people have

knowledge; to ignore this knowledge is consideredrpresearch practice. Further
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PAR is a case-oriented activity as learning comem ftaking the general lessons
from specific case studies. PAR raises the chgdlenf creating theory from case
studies. Furthermore, action research is fundarh@mtarganisational development

practice.

However, action research studies have been cdtlcis Cooperrider and
Srivastva (1987) explain that the lack of usef@aity generated by traditional action
research studies is due to the method of actioeares and the theory of social
organisation. The authors claim that there is ingtineal about any social form, and
no valid principles of social organisation to beovered. Cooperrider and Srivastva
(1987) state that theories that are held and thiefbeabout social systems have a
powerful effect on the nature of social reality.hig means that we see what we
believe in. Because of its empowerment and ppaint inclusive approach, Al has
been thought of as a form of action research.ath Al as a change process offers a
much needed variation on the action research ppd@&sshe, 1995). Action research
traditionally takes the problem-solving approaclGroups and organisations are
treated as problems to be solved. Appreciativelilggakes the alternative view that
organisations are to be appreciated, and that metlod inquiry used should be
different from the typical action research procebnce, Cooperrider and Srivastva
(1987) identify four principles for action researtitat can create new and better
images for a better future. These principles & tesearch should begin with
appreciation, it should be applicable, it should grevocative, and it should be
collaborative. These principles are evident withine Al process of grounded
observation in discovering the “best of what ishiert through the vision, the
collaborative articulation of “what might be”; emswg the consent of members of the

system to “what should be”; and collectively woritowards “what can be.”

The Appreciative Inquiry process has been adapsed method of inquiry by
Bushe (1995). Bushe found that obtaining storBsdovery) about the topic is
important. Exploring the real stories people halbeut themselves and others at their
best generates fresh images and insights. Othennésearchers tend to generate
abstract lists and propositional statements oudbh@finterviews. Bushe (1995) found

that the quality of new understandings and insigigserally was affected by the
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quality of the stories and insights captured durithg interviews. Clichéd

propositions arose when there were no new insights.

Bushe (1995) believes that the write-ups of therinéws are important to elicit
a series of stories and quotes. As part of thege®) people read the write-ups of the
most important interviews and stories to stimuldteeir thinking about the
appreciative topic. The organisational members @rsultants then try to develop
propositional statements about the appreciativeetopphe process of going back to
the people who were interviewed with the proposgi@and asking them whether the
‘spirit’ of the interviews was captured is legititearesearch. If people agree, then a
new theory has been generated which is more real tmagination and good
intentions (Bushe, 1995).

The Case Study

Methods of data collection differ amongst the progrs of action research
(McCutcheon et al., 1990). Bogdan and Biklen (3982nd that interpretivists have
general questions to guide their observationsterwiews. Observations are recorded
with extensive field notes or with a tape recordd@he interview is conducted in a
conversational tone rather than structured. Diaogs important so that a rich
description emerges. My exploration of the caseliss is based primarily on
interactions with the students and my observatiohsthe development of the
relationships. Journal writing, university reporgghievement rates and note taking

have been sources of data | have collected from 29Q008.
Cresswell (1994) identifies four different formsaifservational roles:
» Complete participant
» Observer as patrticipant
* Participant as observer
« Complete observer

Cresswell (1994) argues that all four roles caredive researcher first hand

experience with the research informants. Hakim 7)98aims that participatory
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research conducted by an insider better allowsrdividual accounts of attitudes,
motivations, and behaviours, resulting in rich, algdive reports of perceptions,
attitudes, beliefs, and feelings. Meanings, imetadion of events, and behaviours are
then put together into frameworks which can makessef such experiences. From

this, themes, patterns, and attitudes of indivisleaherge.

As | am the researcher and the inquirer into thee cudies, | anticipate that
certain audiences will benefit from the study sat ttheir understanding of mentoring
for leadership will be enhanced. The exploratibexperience is critical in the case
study method in social inquiry (Stake, 1995). Example, if people who are reading
reports are the people who populate the housespl;lgovernments, and industries,
then it is important to help people understand $loeial problems and social
programmes (Stake, 1995).

Punch (2005) argues that a case study approadefis|un understanding a case
in depth, in its natural setting, and recognisiisgcomplexity and content. Hence, the
case study approach is applicable for this studyalee, as a mentor, | am drawing
out specific learnings from mentoring relationship$ocus on examining a particular
case to give insight into an issue which helpsefine mentoring and leadership
theories. Yin (2003) argues that a case studwy ismapirical inquiry that investigates
a contemporary phenomenon within its real-life eatt when the boundaries
between phenomenon and context are not clearleevahd in which several sources

of evidence are used.

According to Punch (2005), case studies have foyrortant characteristics.
First, the case is a bounded system. The boursdaeisveen the case and the context
are not necessarily clearly evident (Yin, 2003).widaer, the researcher needs to
identify and describe the boundaries of the caselessly as possible. Second, the
case is a case of something, and gives focus teeigarch. Third, there is an explicit
attempt to maintain the wholeness, unity, and mie@f the case. Hence, the term
‘holistic’ is commonly used. Punch (2005) pointg that that not everything can be
studied in a case study and the use of researcstiop® helps to define the focus.
Fourth, multiple sources of data and multiple detdlection methods are used,
typically in a naturalistic setting. Case studaes predominantly qualitative (but not
always) and field methods from sociology and arblogy are commonly used.
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Punch (2005) asserts that case studies make ablaloantribution in three
different ways. First, learning can come from thedg of a case in its own right. An
in depth understanding of the case is built, esfigaivhen a case might be unusual,
or not yet understood. Second, only the in-dep#secstudy can provide
understanding of the important aspects of a nepraislematic research area. This is
particularly true when a complex social behaviosirinvolved. The case study
approach is useful to discover the important festudeveloping an understanding of
them, and conceptualizing them for future studyird, the case study can make an
important contribution when combined with othere@sh methods such as survey.
A case study can be useful to help develop a m@ctirthe area of study (Punch,
2005).

Stake (2005) believes that the research should dravstories from the case to
convey the storyteller's perception or to develbp tesearcher’'s perception of the
case. The researcher decides what the case’sistorywhat will be included in the
write-up. The criteria of representation are u#tiely decided by the researcher. A
case is often thought of as constituent member tdrget population, and rarely
represents whole populations. Case studies aieiggd for being a poor basis for
generalisation (Stake, 1995). However, my researchthe case studies used here
are not for generalisation. Rather the case samjyroach is used to show how
mentoring relationships have been developed inispeontexts. As Stake states, the
case can be an institution, a collection, a prognama responsibility, or a population.
The case studies presented in this study are sitriistake, 1995), because they are
about understanding specific cases as ends in dheess As | explore, re-examine,
and analyse each of the case studies that | antvadvavith, | am in a better place to
rethink a mentor’s understanding of mentoring aadiership development for Pacific

students.
Trustworthiness of the Study

In this study | am the researcher who facilitated analysed the cases. In
ensuring the credibility of the case studies, lduspecific methods to check the
accuracy of each case study. Triangulation of dataces was utilised as a clear
articulation of the experiences and perspectivithefresearcher. My journals of each
case study were based on my own understandingseatdntext. The journals were
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written from the daily experiences | had as a mentb was necessary to write the
journal during the mentoring experience — as ppditt observation. The strengths of
such an approach allows for rich data to come filoerexperience. The data is ‘in the
lived moment.” The cultural behaviour of protégBsdy language, language, facial
expressions and interactions with me and othersreesrded by note-taking. This
process allowed for a less-invasive way of usirtg@ce which might have changed
the way people interacted with another. The pcalso allowed for a more
culturally responsive approach for the researobctur. Protégés were informed that
| would be taking notes as we talked. As | usesl A philosophy to guide my
mentoring behaviours and language, it was critital me to use participant-
observation in this study. The basic principleAdf(Cooperrider, 2000) is to begin
with the peoples’ knowledge and to affirm the knesade. Participant-observation
allowed for a process which created a natural ebnteOnce written up, the
descriptions of the studies were checked with #nepeople to determine the level of
accuracy and provide a reaffirmation of the stori&his approach allowed for richer
and more multilayered descriptions. My mentor &asether source of ‘checking’ as
he had clear insights into each study. He includ@@mentary on the case studies,
journaling and provided essential critical refleas. Thus, | was then able to give

analysis and reflective attention to each story.

The limitation of participant-observation is thdt requires the researcher to be
attentive to all that is occurring in the conteXistractions, tiredness and a general
lack of attention in the context could mean thailarecording of all details may not

have occurred.
Research Restraints

Each case study is unique as it stands. My expege the experiences of the
participants are also unique because of the cant&kiis could be a challenge for
another researcher to replicate the exact resqaartess | have employed for this
study. The research process can not be generatiseltidomains of mentoring and
leadership. However, future researchers can takepkiaciples and learnings from
this research. Doing a good job of naturalistisesisation is without doubt much

more difficult and problematic than simply walkiagound and describing what | see.
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Future Research Opportunities

One of the major strengths of this study is thabiftds mentoring, leadership and
Appreciative Inquiry together as way of living aleérning. There are a number of
research opportunities to continue to develop tha af mentoring for leadership for

Pacific and non-Pacific people.
Possible research areas include:

» An exploration of protégés’ experiences as theyptecmentors and how they

go on to develop protégés.

* Further research into the application of Al as ad&ship development

philosophy for Pacific communities.
* The nature of mentoring for Pacific people beydmaltertiary institute.

* Followership in leadership — the experiences offlegueople in New Zealand

and in the Pacific region.

Data Collection

The data collected for this study has mainly béwaugh personal observation.
As stated by Patton (1990), observations are impbotb enable understanding of the
complexities of the situation. As | have been imeal in each of the described case
studies, this data collection has been through mry observations and insights with
note taking of each case as it has developed. obkervational process is congruent
with Al where detailed observations are made durihg Discovery phase.
Individual behaviours, comments, discussions, augons, and reactions have been
recorded. These types of observations are criticalentoring development because
a mentor must be always aware of what is going antleir protégé or the
community being mentored. As | was keen to leasmfeach case study, | made sure
that | noted down key learnings, challenges, aretisp insights such as cultural

experiences. For some of the case studies (theaiH&voup, Pacific Education

103



Leadership Cluster, and Mentoring for Leadershipjoanal was kept over the

duration of the mentoring initiative.

For the Manaaki Pihipihinga case study, the primdaga used was from
information collected and documented for speciéiparts to the Tertiary Education
Commission (TEC) to Victoria University, MinistryfoEducation documents,
Manaaki Pihipihinga reports, and Victoria Univeysknnual Reports. As Manaaki
Pihipihinga was a formal programme resourced bySpecial Supplementary Grant
from the New Zealand government, there were clegeria that required formal
reports to be written and submitted to the TECe Mhture of the programme meant
that specific targets had to be met in order fa& fimnding to continue each year.
Specific data about numbers of Maori and Pacif@nid students in their first year of
study, the students’ grades obtained in trimesieesand two, demographic details of
students, and their comments from evaluations efpitogramme were all gathered.
From this study | have used the relevant data tecrid®e and analyse Manaaki

Pihipihinga.

Ethics

This study was granted ethical permission by theufa of Education Human
Ethics Sub-Committee, Victoria University of Welliton in 2006. The Ministry of
Education’s Pasifika Education Research Guidel{2€92) informed the conduct of
the research. The people discussed in the casestwere respected and they
selected their own pseudonyms to protect theirtigenAny information relating to

the students has been stored in a secure andlaaée p

Summary

Research in leadership and in the Pacific can belwxied in diverse ways.
Increasingly, Pacific people are researching théraseand their communities, rather
than having an outside researcher come in to eiatham. The main methods used
in this study are of protégés’ stories and shammg own story of leadership
development. It is a subjective approach becalseé developed these case studies
for mentoring of Pacific students at Victoria Unisky. People’s stories are much
more memorable and have greater impact than othensf of reporting. The

philosophy of Appreciative Inquiry lends itself the analytical process throughout
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this study. | look for lessons and appreciate whed the best of each initiative. The
case study is relevant here because it gives alareatppn for what happened at the
time of development, for the people involved. Margtelling through case studies is
told with the Pacific values of respect and honoutell the stories, keeping in the
forefront of my mind the Kakala metaphor as a guide the discussion of my

protégé’s stories. The vaka now journeys throwginé Dream phase.
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CHAPTER SEVEN: MANAAKI PIHIPIHINGA

“Mentors can also help leaders focus on persevengseeing the value of that.
Leaders who focus only on failures and on probleiisnot be able to hang in there

for the long haul.”
(Pue, 2005, p. 225)

Introduction

As | continue my mentoring journey on the vakadah the Dream phase of Al.
This chapter focuses on the case study, ManaakpiRiinga, a large-scale formal
mentoring programme developed for Maori and Padfiedents in the Faculty of
Commerce and Administration and the Faculty of Huites and Social Sciences at
Victoria University of Wellington (VUW). This casstudy is of a progressive
journey from the establishment of the funding, tlylo to the various stages taken to
develop and deliver the programme. The backgroundhé development of the
programme is discussed in the first section ass iimportant to understand the
evolution of the government funding being one @& finciple driving forces for the
mentoring programme. The case study provides tltecadr foundations for the
understanding of mentoring as it was first concalgad in a formal programme. A
thorough description of the planning and developnoéManaaki Pihipihinga sets up
the beginning of this chapter as it is exploredhgsa “Dream” perspective from
Appreciative Inquiry. As a formal mentoring prognae, there were clear challenges
and learnings for me over the 1 year period. Tlaesediscussed toward the end of
the chapter providing the main insights | gaine@ asentor, which | have built on in
subsequent mentoring initiatives. The chapter emids concluding points on the
mentoring programme, and some mentor reflectidret. the vaka begin again on its

journey.

Background

Manaaki Pihipihinga was the first formal mentoripigpgramme for Maori and
Pacific students in the Faculty of Humanities amtti& Sciences (FHSS), and the
Faculty of Commerce and Administration (FCA), of WU | was involved from the

early stages, when initial consultations began eetwVictoria University and the
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Maori and Pacific communities to decide how to iempént the special government
funding for the students. As this case study d¢tuiss part of the Dream phase of Al,
there is a search for themes and patterns thabuwate upon later with the other

mentoring initiatives. From a mentor’s perspectiveich of what is presented in this

case study is from my hands-on experience of deugiahe programme

At the beginning stages of development, the twgdataculties had limited
understanding of the meaning of mentoring. Whiléah consultations with Maori
and Pacific communities identified the needs argioms for mentoring, the actual
form of mentoring relationships was largely dependan the student lifestyle, and
the overall organisation of the programme. Furtleee, other factors such as
resources, agendas, and institutional structurggacted on the nature of the
mentoring. Hence, the concept of mentoring withinfoamal programme was

primarily focused on academic support.

In the year 2000, the New Zealand government wasspred by various
community agencies to pay attention to the growsngio-economic disparities of
Maori and Pacific communities (Ministry of Educatjo2003) The New Zealand
Government’s response included a variety of prognasi and policies under the
slogan of ‘closing-the-gaps’. Hon. Steve Mahatég then Minister of Education,
announced that extra funding in the form of a SgdeBupplementary Grant (SSG)
was available to tertiary education institutes ($ElIn the tertiary education sector,
the Tertiary Education Commission (TEC) entrustéé tadministration of this
government funding to tertiary institutions to ‘sésthe-gap’ between Maori and
Pacific students, and non-Maori and non-Pacifidetis. The SSG was targeted at
Maori and Pacific students and was intended to Isapgnt new or existing support
services for them. The long-term goals of the S&&articulated in the original
Notice of Purpose, were to increase and improvadtention and achievement rates
of Maori and Pacific people in tertiary educatioks an indication of the total amount
of funding, the SSG in 2001 to Victoria Universitsas $140,297 (Victoria University
Annual Report, 2001).

The development of the SSG was linked to the RasHiducation Plan (2001).
Two of the sub-goals of the plan were to increaseifie students’ participation in
tertiary education at all levels and to improveiffastudents’ achievement in tertiary
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education — thus closing the gaps with non-Pasificients. For Maori and Pacific
communities, the constant issue has been the widevament of young people in
both the compulsory sector and the post-compuledugcation sector. As indicated in
Background Chapter two, statistics indicate thabMand Pacific students are less

likely than non-Maori and non-Pacific students kbtain tertiary qualifications.

The TEC set the conditions and criteria for the afsthe Special Supplementary
Grant. The grant was to be primarily used for studparticipation and retention
purposes. Specific criteria meant that the fundivess not able to be used for
recruitment of students into tertiary institutdhe main point emphasised was, ‘get it
right’ in the institutions before further recruitmteof students occurred. As a result of
the SSG implementation in 2001, tertiary institnfohad to move quickly to
determine how the funding would be used. Somatinisins across Aotearoa/New
Zealand held extensive consultation meetings witoiMand Pacific communities. It
was evident that there were some tensions for Mamti Pacific communities, as the
funding had undermined Maori autonomy, by combinihgori and Pacific people.
Some Maori argued the ethnic groups should beetesgparately to honour the New
Zealand government’s obligatory relationship andrngaship with Maori people as

tangata whenua (people of the land), (Ministry dti€ation, 2003).

Based on the conditions of the grant, it was upe&ch individual tertiary
institution to determine how they would approack grocess of administering and
distributing the funding. At VUW, three managefgdferent university departments
were entrusted with the responsibility of admimsig SSG. They held one
consultation hui (meeting) with the Maori studemtisgd Maori communities, including
Ngati Toa, the local iwi (tribe) of Wellington remi. Another consultation fono
(meeting) was held with Pacific communities. ABaxific student, | was fortunate to
be able to attend the Pacific fono, so | am abligite an account of the process. This
fono was important but mainly for the reason thhatas at this fono that mentoring
began its life for the two faculties.

The three senior managers asked the Pacific peaiple fono what they
believed to be the greatest need for Pacific stisdanthe university. The fono had
attracted some university staff, and some reprasieas form the community. As the
fono progressed the participants were asked toahst prioritise the areas where
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attention was needed. After much discussion amétdeon various issues, the main
areas were decided upon. A priority for the Pactiommunity was the financial
situation of students. Hence, retention scholasshwere approved. The second
identified area of need was for a mentoring prognemfor Pacific students at
secondary schools, to increase their likelihoodtt@nding the university. It was also
decided that there needed to be a mentoring progeathat would support Pacific
student retention. The issue of retention at VUAsw& concern for both Maori and
Pacific communities. It was evident that a largepprtion of Maori and Pacific
students were not completing their Bachelors degaeel were taking longer than the
average three years to complete their degrees.efiiner a key objective was to
increase Maori and Pacific student retention rdtgsmproving support while at
university. With a successful mentoring programmplace in the faculties, students
would have a support structure. It was envisiobpgdhe community and VUW that
such a mentoring programme would attract and eaggumore students in the long

term.

Table 2 gives the retention rates for Maori andfitastudents from 2000-2002.
The rates were based on the number of studentfiezhed the university in 100 and
200 level papers but who did not re-enrol in thiéofeing year or who dropped out
before the month of August (Victoria University\&ellington, 2002)

Table 2: Maori and Pacific Retention Rates, 2000-2001, Victoria University of
Wellington.

Year Maori student Pacific student Overall retention
retention rate retention rate rate

August 2000 65% 65% 77%

August 2001 70% 76% 80%

August 2002 2% 65% 80%
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For each tertiary education institute in Aotear@iNZealand, the amount of
SSG was determined by the previous year’'s enrolnoenEquivalent Full Time
Students (EFTS) of Maori and Pacific students. e Bitudent Services Group of
VUW, was delegated the responsibility and managéroénhe Maori and Pacific
student mentoring programme, as well as the stethntion awards. The Student
Recruitment and Course Advice office administetezl Maori and Pacific Mentoring
Outreach Programme in Wellington secondary schodlfie consultation process
involved various discussions within the univerghgt had mentoring programmes in
place. A formal mentoring programme for Maori aratiffic was already established
in the Faculty of Science, and in the Faculty ofvlan informal ‘study buddy’ system
for Maori and Pacific students was in place.

An initial scoping exercise by VUW showed that ttveo largest faculties
remained without any formal academic support pnognas specifically for Maori
and Pacific students. These were the Faculty ahi@erce and Administration
(FCA), and the Faculty of Humanities and Sociale8ces (FHSS) The enrolment
numbers indicated that FHSS had the highest nundédvkaori and Pacific students,
particularly in the subject areas of Samoan StudResific Studies, Education Studies

(non-teaching degree), Sociology, and Maori studies

In the year 2000, there were 700 Maori studentsl, 260 Pacific students
enrolled in FHSS. Each year the university hasm@sioned a research company to
analyse the exit data rates of students for eastersity course and department (BRC
Annual Report to VUW, 2000). According to analysenpleted by BRC, the overall
non-return rate of Maori students was 29 %, andPfacific students the figure was
31%. Overall, the document indicated that Paafiodents enrolled for degrees in
FHSS were more likely than non-Pacific studentsdbreturn to study. Overall, there
was no analysis of Maori and Pacific student réd@nnhumbers by each faculty.
FHSS subjects predominated among the top 20 sshjederms of exit rates. The
five courses which had the highest exit rates faol and Pacific students were in
this order: Samoan Studies, Maori Studies, Anthlapg Sociology, and Education
Studies (BRC Annual Report to VUW, 2000).

Based on the complex issue of Maori and Pacifidestt retention, it was
decided by Maori and Pacific communities that aadacnic mentoring programme
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for Maori and Pacific students would be implemente#HSS and FCA. It seemed
appropriate that a mentoring programme would be B#éed under the Student
Services Group. Within this group all of the supms®rvices for all VUW students
are managed. Services include Disability, FinaSeevices, Health, Counselling,
Career, Accommodation, Kaiwawao Maori (Maori studewdvisor), and Student
Learning Support. Under the management of the ldé#te Student Services Group,
the role of Coordinator for the Maori and Pacifiedents’ mentoring programme was
advertised and the role was set.

As mentioned in Background Chapter two, | was iagdlin different teaching
and administration roles within the School of Ediga Studies. However, before
entrance to my lecturer role in 2003, | decided theas very interested in taking on a
more supportive role with students. | was at a fpoimy educational journey where |
had accumulated some good experience in my tutaradgassociated roles. But there
did not appear to be a lecturer position comingfarpme to apply for. However,
when the mentoring position was advertised, | vmasediately interested, | applied,
and was appointed to the position of Maori and fRRadvientoring Programme

Coordinator.

Development of the Mentoring Programme

As | entered the new position, | was faced with aymoth task. There had
never been a mentoring programme in FHSS and FEM&wri and Pacific students.
| had to draw upon my prior knowledge and learrabgut mentoring from being a
tutor at the School of Education Studies. Aheadefwere some major challenges,
but also essential learnings that provided the dations for the development of

mentoring initiatives and relationships in the fatu

There were many important factors to consider, sisctvhat would a mentoring
programme possibly ‘look like’ for Maori and Pacifstudents, what schools would
the mentoring programme be available for, the foainsonsultation with Maori and
Pacific communities and students, building netwonkgh other student services,
networking with other Maori and Pacific universsaff, obtaining physical space for
the programme, and getting ‘buy-in’ to the prograeninom Heads of Schools as well
as their staff and students. The development of ritentoring programme was
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challenging and it needed to happen quickly du¢héconditions imposed by the
SSG funding. This thinking around the possibiditier the programme is consistent
with the Discovery phase of Al. | had to explone tvarious options for mentoring.
This knowledge was fundamental for the developnwnd large-scale and formal
mentoring programme. Mentoring was a largely unf@miconcept within the

university setting, especially for Maori and Pacsgtudents.

My first task was to educate myself about mentobggeading and by talking
to as many relevant people as possible. Formatarieg programmes in universities
aimed at Maori and Pacific people in Aotearoa/NeealZnd were almost non-
existent at this time. Where programmes did exgy were in the beginning stages
of development. | was sent to Auckland UniversityTechnology (AUT), UNITEC,
and the University of Auckland to talk and liaisghnstaff who had some experience
with mentoring and support for Maori and Pacifiedgnts. This stage of development
involved exploring and discovering what was alreadplace and what worked best

for these institutions and their students.

The Auckland tertiary institutions provided someaient examples of support
which were available for Maori and Pacific studentsAUT had a buddy
system/orientation process for all first year shides they entered their studies. The
University of Auckland had a “Malaga programme” féacific students, where they
received mentoring and support by more senior siisdelThe term ‘malaga’ was used
to signify the students’ transitional journey frosecondary school to tertiary
education. UNITEC provided a good example of thstpral care available for Maori
and Pacific students, as well as providing a spacthem to use for their studies, to
eat and drink, to have a break, and/or use for gtadent gatherings. The room was
considered necessary for the students’ culturaitie as a way of belonging to the
institute. It was also a place that was famil@mnfortable, and safe for them. Thus,
| had gathered valuable knowledge of existing mmmgoprogrammes that helped to
inform the mentoring at VUW.

Upon my return from Auckland, it was important @ktto all of the student
services at VUW to determine whether Maori and fRastudents had been utilising
them. All of the services (with the exception of iKawao Maori and Finance
Services) reported low usage by both Maori and fieastudents. This was
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interesting. If Maori and Pacific students were taking advantage of the services
they were entitled to, then what were the reasonghis? How could a mentoring
programme encourage Maori and Pacific studentseahese services? Would these
students use a mentoring programme? Furthermaoges thas no research that had
been done on this group of students. Another reasby it was important to
understand the low usage was because mentors prageamme would have to refer
their students to other support services. It wgsortant to safeguard the mentors, so
that they would not become the main problem-solfersall the students’ issues.
Student services would be working in collaboratigth the mentoring programme to

support the mentors.

Other consultation which continued during the depglent of the programme
was with Maori and Pacific staff across the uniitgrsuch as Student Recruitment
and Course Advice, Te Herenga Waka Marae, MaoriPauific student support staff,
and academic staff members. There were staff membleo already had excellent
knowledge of Maori and Pacific student needs ag tiael experience in working with
the students. They were also able to give ideamitathe development of the
mentoring programme. | also worked closely wite @oordinator of the Maori and
Pacific mentoring programme, Te Ropu Awhina Putarathe Faculty of Science.
This was an established mentoring programme witltdgammbers of students, good
mentors, and excellent support from the Facultgaénce staff members. Te Ropu
Awhina Putaiao mentoring programme had developeatesbest practice’ principles,
so there were some positive learnings availableis Trawing out’ of what worked
in established mentoring programmes is consisteith Wppreciative Inquiry.
Discovering the strengths of a programme brougttt the enabling factors for
students. However, it was important to not neghest challenges that were occurring
around some university schools. Thus, | talkedbtones academics to understand some
of their challenges. In Samoan Studies, the lecsuiound that their students needed
considerable academic support (for example, wrisiils development) and this was
also an important need identified at Te Kawa a MaMaori Studies. At the School
of Education Studies, lecturers identified thatckrag and retaining students in
courses provided a significant challenge. This wafsct very common across both
of the faculties and mentioned by many staff member
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Through connecting closely with students and bagdielationships with Maori
and Pacific staff across the university, | was abte to establish a support network
for the programme. Academic and general staff nemihelped to publicise the
programme through their schools and areas, soothat staff members and students

were aware of the mentoring programme.

Through these important discussions and networkingpon discovered that
there was no collaboration between staff acrossitinversity. Programmes targeted
specifically for Maori and Pacific students werefact operating in isolation. Maori
and Pacific staff were so busy in their day-to-dayk, that they had no spare time to
share some of their good ideas, as well as theailleriges. At the time, | imagined
that the mentoring programme could have the paktd help facilitate stronger
relationships across VUW. This point can be catete with Al, as part of the
Dreaming concept, to imagine potential possibsgitteat might eventuate with the
development of specific strategies for mentoririgfound it was necessary to talk
with non-Maori, non-Pacific staff, and with sometbé school administrators. Many
non-Maori and non-Pacific academic staff had strartgrests in developing and
supporting their Maori and Pacific students. In sauhools these staff members had

taken on the role of pastoral care with the Mand Racific students.

As there were already established support prograrar@und the university, |
wanted to ascertain what these programmes invdlvedoid duplication for Pacific
students. This was part of the Discovery phasdewstlopment for the programme.
Te Ropu Awhina Putaiao mentoring programme provitiednain support for Pacific
students in the Faculty of Science. In the Facoftizaw, there had been a tradition
of a buddy system between Maori and Pacific stigjemith support from a Maori

Law Students’ Coordinator, and Pacific Law Stude@tordinator.

Both Law Student Coordinators were primarily resgble for keeping track of
the Maori and Pacific students, and arranging ler mentor/buddy to support these
students. It was a programme which was voluntaryttfe students, and the mentors
did not receive any formal training to be a mentdrhe relationship between the
students was based on a mutual understanding agddéctided on how they would

work together. The Pacific Student Law Coordinataticated that she found it
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challenging to encourage the students to meet, tdubusy schedules and time

constraints for the law students.

The purpose of the law and science student suppogrammes was to increase
the numbers of Maori and Pacific lawyers and s@eit While some Maori and
Pacific students had entered these fields, it heeh [ifficult to retain the students.
Hence, much of the support was to connect the stade people who were already
experienced in law and science careers, and tadeaood role models. From my
perspective, the small numbers of Maori and Pastiicients in the law and science
faculties meant that it was relatively easy for @@ordinators to monitor and track
students. The greater numbers of Maori and Pasifidents enrolled in FHSS were

going to be a challenge for the new mentoring @ogne.

From my exploration and investigation into the eliéint programmes in some of
the Auckland tertiary institutions and within VUW was able to gather some key
learnings. These learnings were that in ordewuitnlla good programme | had to start
with small numbers of students, obtain support fieayp managers and staff at VUW,
establish a physical space for the students, andl@® a formal programme with
specific criteria and guidelines for all those iwaal. It was also evident that there
was no university policy to guide mentoring theanyd practice and there was no
clear evidence of written reviews or research andhpport programmes for Maori
and Pacific students. Further, there was veilg lgddllaboration and discussion taking
place across the university and as a result ther® mo unified perspective and/or
philosophy that people had agreed on for mentoriGpme schools and staff had
developed their own support initiatives based om mtieeds of Maori and Pacific
students in their courses. These were deemed #srges for the development of a
new mentoring programme. It soon became evidenittarnal factors would impact

on the mentoring programme. This is discussed duiiththe following section.

The Maori and Pacific Students

As | became more involved in the planning of thentoeng programme, |
consulted with Maori and Pacific students and studessociations at VUW. In
particular, | developed a strong relationship witle President of Ngai Tauira, the
Maori students’ association. He had a good undedatg of Maori students’ needs.
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Based on his experience, the President identifssdes for students such as, not
having enough daily finances to get by, financibligations to support families on
various occasions (for example, tangi-funeral), antl being able to afford annual
university fees. Many Maori students had left ensity to find a well-paying job
instead. Other issues that he identified includiiitulties in: making the transition
from school and work to university study; studefitgling their way around the
university; understanding the specific requirememd demands of university study;
being motivated to study and complete their degraggroaching tutors and lecturers
for assistance, pastoral care, and on-going acadsupport. The President also
discussed the need to have a more engaged progrioniaori students so that they
would feel less socially isolated and lonely. urd that this point was a common
issue for Maori and Pacific students | had talledvtany students found it difficult to
get to know their peers and form solid relationshgue to the way university courses

were structured.

In the development stages of the mentoring progremirwas also important to
consider the cultural needs of Maori and Pacifuddents. Essentially, the mentoring
programme would be one which aimed to enrich thentitles of the students,
supporting their cultural diversity and heritagesome students spoke of a desire for
a whanau (family) based approach to the structiileeomentoring programme. Ngai
Tauira had also reinforced this recommendationledvau as being central to the way
the relationships were formed outside the universitA whanau approach to
mentoring would help make the students feel corabdet at VUW. The students
expressed the need for a room where they could mi¢etone another, as well as
study, such that at UNITEC, in Auckland. A questiaire was developed to identify

what students’ needs were. The questions askadieut:
* What are some of the challenges for you as a stdden
* What type of mentoring would you be interested in?

* How can a mentoring programme help to support Mand Pacific students

at the university?

The questionnaires were sent to 50 Maori and Rastfidents who were in

either their 2nd year or 3rd year of study at VUWtudents’ names were randomly
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pulled from the Pacific students’ database. Frben30 questionnaires posted out, 26
were returned. The results of this questionnaiowiged further information on the

students.

The Faculty of Humanities and Social Sciences anti¢ Faculty of Commerce

and Administration

An open consultation process with FHSS and FCAwitas in the planning and
design of the mentoring programme. As there wamnitdd financial resources, |
wanted to target schools within these facultiescwtiiad high numbers of Maori and
Pacific students. Six schools in FHSS and thob®als in FCA were identified as
schools which would have mentoring programmes actglby March 2002. In the
FCA these were the School of Accounting, Schoolnédrmation Management and
the School of Economics. In FHSS were the Schb&ldaication Studies, Te Kawa a
Maui (Maori, Pacific and Samoan Studies), the Stleddrt History, Classics and
Religious Studies, the School of Social and Cult@tadies, the School of History
and Philosophy, and the School of Political Scieand International Relations. In
total, 25 courses were covered by mentoring. | gived with Heads of Schools and
staff members so that we could identify what thkosts already had in place for
Maori and Pacific students and what else was needléeketings with students from

these schools also took place.

It was important to ensure that the Deans of batulties were fully informed
of the mentoring programme. Having the supporinfiie two Deans, meant that
they encouraged their Heads of Schools to undetsteamentoring programme, and
see it as an important part of their work. Onae [leans of the faculties had agreed
to support the programme, | also talked with thad4eof the Schools that were going
to be in the programme. There were challenges Bome Head of Schools in FCA,
who at first did not see the mentoring programmérgsortant for their students, as
their priority was for International students. Heower, there was very good support
from FHSS. The main discussions focused on wima¢toring programme could do
to support and attract Maori and Pacific students their schools. The School of
Philosophy and Religious Studies, for example,dattid that they were interested in
attracting more Maori and Pacific students. Follmgythe discussions, Heads of
Schools identified staff that would be responsibide overseeing the mentoring
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programme. These staff members talked to tutoxeaged their Maori and Pacific
students to participate in mentoring, and paidi@agr attention to the academic

progress of the students.

Some of the schools’ staff in FHSS and FCA had #dnohithat they knew very
little about their Maori and Pacific students’ neednd had not provided much
support. Other schools were quite advanced irr thgyport of Maori and Pacific
students. For instance, in the School of Educdfitudies, tutorials in the first year
for Maori and Pacific students taught by Maori &atific tutors had been established
for a number of years. The School of Politicaldsés and International Relations
held a monthly meeting for Maori and Pacific studemhich enabled the students to
meet and discuss their courses. In Te Kawa a Matliakana/teina (older/younger)
buddy system was active for first year studentslyshg Te Reo Maori (Maori

language).

An Action Plan for Mentoring in Schools in FHSS and~CA

| had approximately a 6 month time frame to devebop coordinate the
mentoring programme for the two major faculties.olléwing the consultation
process, | set up a clear procedure for the schtml$ollow when taking on
mentoring. Once a specific school contact persas identified we looked at thé'1
year courses in the school. Based on previous y&ar courses, | estimated the
numbers of Maori and Pacific students who wouldeheolled. The school liaison
person then informed all the staff of the schoalt tthentoring would be part of the
school's programme. If there were any particulaident needs the school made it
known. As part of the development process, schiolelstified second or third year
students who had the potential to be mentors.f 8isd had to ensure that Maori and

Pacific students were encouraged to take up théameg support.

The Name for the Mentoring Programme: Manaaki Pihighinga

The process of naming the mentoring programme \vgasfisant as the name
would provide a clear identity for students usihg programme. Relevant people
were consulted to assist with the naming. The naae also useful for the purposes
of printing t-shirts, brochures, and other matemdlich was used to publicise the

programme. My Maori colleague from Student Reaomeiit and Course Advice
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suggested some names which reflected the purposkeomentoring programme.
Manaaki Pihipihinga was the name decided on. In Reo Maori, Manaaki
Pihipihinga referred to the growing of and suppafrjpeople within an educational

context.

Manaaki Pihipihinga — a Mentoring Programme for Maori and Pacific Students

The objectives of the Manaaki Pihipihinga programmege developed to meet
the criteria of the Special Supplementary Granasdgl on discussions and the design

of the programme across two faculties the aims were

1) To attract and retain Maori and Pacific Island stud into university
study in the Faculty of Humanities and Social Soésnand the Faculty of

Commerce and Administration.

2) To help Maori and Pacific Island students realiseirt full potential at

university, and to be successful in academic study.

3) To increase the numbers of Maori and Pacific Islstadents in Faculty of
Humanities and Social Sciences and the Faculty om@erce and

Administration.

Overall, the target for mentoring was set to insesthe retention rate of Maori
and Pacific students from 65 % to 70 % by 2003.

The Aims and Objectives

The aims and objectives of the programme were artmr direction and clarity
of the programme. The Tertiary Education Commissxnuired clear objectives in
order to measure the effectiveness of the programvtenaaki Pihipihinga, in its first
year of being established in FHSS and FCA, wastddnito Maori and Pacific
students in 100 level courses. As had been prsliadentified by staff and students,
the first year for Maori and Pacific students wdsghly challenging time. My belief
was that if Maori and Pacific students were memtaeccessfully in their first year,
then the remaining time at university would be gsstul as they were strengthened
by the mentoring. But before the protégés werearaged into the programme, |

had to recruit students to be mentors.
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The Philosophy of Manaaki Pihipihinga

In designing the programme, a philosophy for mengpwas needed. The
philosophy would give the programme its foundati@msl values, and Maori and
Pacific cultural processes would help to inform fractice of mentoring with a
whanau or family approach. Cultural identities evepnsidered important to make
the mentoring programme a positive way of develgpihe students’ academic
journey. The mentoring process rested on the iptmof a whanau approach, so that
all involved in the programme would work to posiiy support one another.
Moreover, every individual in the mentoring processild have some effect on every
other and they would strive for a common purposeathieve success for the
students. While there were major differences betwbe Maori and Pacific cultures,
there were some similarities. For instance, we tdo& model of ‘wholeness’
developed by Mason Durie (1997), where an individudevelopment is marked by

at least four dimensions.

Wairua
(The Spiritual)

Taha Hinengaro The Holistic Individual Taieana

(Thoughts and Feelingq (The Physical)

Taha Whanau
(The Family)

Figure 3: The Holistic Individual (Durie, 1997, p. 9)

From Durie’s (1997) theory, key communities, theadf family embraces the
extended family. When this idea of principles werged for the programme’s
philosophy. For both Maori and Pacific family wiaanslated into a concept for the
programme, people involved beyond the immediatetoneng relationship were part
of the wider extended family. Every person thatdmee involved in the mentoring

programme aimed to achieve success for the studém.student or protégée was the
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centre of the mentoring process. This became thataoring philosophy for the

programme.

The Mentoring Room

As the Coordinator of the programme, my office waisially located at Te
Kawa a Maui, the School of Maori Studies. Withie touilding, however, there was
no physical space for the mentoring programme. rAgtane searching through the
university, | was offered a generously large romnthe students and was also able
have an office next to this room. This ended updpanportant for the programme as
it allowed me to interact with the students considyy more often and to attend to
their needs as required. Many of the students hdm been consulted earlier had
expressed their desire for a physical space. Wassa major priority for a number of
reasons. Spaces for Maori and Pacific studentstitzaiitionally been difficult to
obtain within VUW. Therefore, Maori and Pacifizdents’ identities were less likely
to be associated with a particular space. If tle@ivand Pacific students had a room
which they could make their own, and use it in theay, their identity as Pacific
students would be strengthened. This would thetowage students to stay at
university, through visibility. Designated Maopaces available to students were at
the university marae (Te Herenga Waka), a smatlysroom for Pacific students
situated in Pacific Studies and Samoan Studiesehausd a room with computers
associated with Te Ropu Awhina Putaiao (sciencegamme.

During the consultation process, some Maori stuargued that they preferred
not to associate with the marae as they persofetlyhat their cultural identity was
not strong. The main Pacific room that was avéalalor all 600-700 enrolled
students was well used, but could only fit a maximaef five students at any given
time. The students wanted a room that was contfier@nd a place where they could
meet with their mentors. Having a place to studg eat in was also important. The
new room was set up with comfortable couches, désksneetings and study, a
computer, and a refrigerator. There was a kitchenlable for use down the corridor.

The room was also used for other meetings assdciatth the mentoring
programme, including the mentors’ training workshdpe room was decorated with

Maori and Pacific artifacts gifted to Manaaki Pihipga. To mark the launch of the
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programme, a small informal opening ceremony fog tbom was held at the
beginning of the university year for students atadf ®f the university. Following the
lengthy consultation process with staff and stusleahd the establishment of the
mentoring room, it was then time to move onto thetiphase of the development of
the programme. This involved bringing student® itlie programme as mentors.
This was a critical time; it was essential to det students interested in mentoring as

the success of the programme was dependent onghgead mentors.

The Process of Selection and Recruitment of Mentors

What to look for in a mentor

Based on Hall, Higgins, and Anderton’s (1995) VUVéntoring study, there
were some key competencies which we looked foromsidering a student mentor.
Initially, these competencies involved academicvikdedge of the subject area, good
communication skills, a good level of self-confiden a willingness to help and
support others, and a level of maturity to be abldeal with any issues. From my
own knowledge and experience of supporting studeses tutor, | thought about what
| would look for in a mentor if | was a first yeatudent at the university. | also
reflected on the mentors | had had at the uniweesitl the strengths that each mentor
brought to the relationship. Through an apprestaperspective, | was able to draw
out the key skills that were fundamental to beingmentor, which added

encouragement and motivation to the initial competes identified.
Initial referral of mentor

In December 2001, the schools of FHSS and FCA wergacted to identify
possible student mentors for 2002. Potential ment@re also identified through the
academic database, on the basis of academic aoteeteand interpersonal skills.
Following this, the prospective mentors were caliedask if they would like to be
part of the mentoring programme. Students werefduti on what the programme
would involve. A student could self-refer to bementor, from talking with other
people or seeing advertisements around the campusentor was referred by VUW
staff members or by other mentors. Mentors wes® aought by me as the
Coordinator of Manaaki Pihipihinga. The programmmel aature of the mentoring
programme was explained to each potential menfbnose wanting to become a
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mentor filled out a mentor information sheet whiabked them why they were
interested in being a mentor. | also had discassabout the subject area that the
student had strengths in, as well as any past exper in mentoring or teaching.
Good communication skills were important and | todktailed notes on the
communication style of each applicant. Using thlermation from the student and
the initial discussion, training was offered ifwas decided that they would make a
good mentor. The follow-up training session alldwee to get to know the student

further.

The Mentor

A mentor was considered to be someone who had @ lgwel of knowledge of
Maori and/or Pacific students’ contexts, a goolef academic achievement at the
university, the potential to be an influential rakeodel, and was someone who
understood the focus and aims of the mentoringrarome. Furthermore, a mentor
was someone who could work well under differentspoees, and work with other
students in the mentoring relationship. Being atdecommunicate effectively

through oral and written forms was also a desirghkity.

In summary, there were a variety of key qualitiglsij/ls and values that were
considered important in a mentor

- The ability to convey knowledge

- Being enthusiastic

- Knowledge of the subject area

- Empathetic

- Active listener

- Ability to maintain confidentiality

- Honesty

- Respect for others

- Willingness to learn

- Ability to establish rapport
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- Good communication skills
- Reliable

- Organised

- Non-judgmental

- Good time management skills

While it was not possible for mentors to have akse skills, qualities and

values, they were encouraged to work on developingriety of areas for themselves.

Mentor Skills

A mentor needed to have good communication skitldye someone who was
good at listening carefully, and talking clearlyoabthe subject area. In the area of
time management, a good mentor was someone abtegbmise mentor-protégé
meetings, and at the same time keep on track Wwéim bwn study. Also, a mentor
needed to be good at advising students on howféotefely manage their time at the
university, be organised and also able to encouttagje protégé to be organised with
their approach to study and life. In difficult@immstances a mentor needed to be able
to give the most appropriate advice and be confideneferring their protégé on to
the appropriate student services. As VUW hadrarde student population, made up
of mature students, International students, schealers, students with English as a
second language, students with no formal schoolifopaéions, and students from
different religious, socio-economic, and politit@lckgrounds - mentors needed to be

aware and considerate of diversity.

Being able to keep mentoring meetings and beingctpah was also an
important requirement. Any personal informatiorattised to the mentors had to be
respected and was not discussed with anyone. Adkdgimg and respecting the
privacy of students was important. However, thefpeas made to all of the students
that | was available to talk to about any persassties, and | would have access to
any personal information. If there was a problemcl was serious and beyond the
expertise of a mentor, | stepped in to assist tleatar. An important part of the
mentoring relationship was for the mentor to berapaphable so that the students felt

comfortable. These were important skills for mesito have, but the point was also
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communicated that these skills develop throughntleatoring experience. Mentors
played an important role in the students’ acadeexigerience. The mentors were
encouraged to have a positive attitude toward teataming process to ensure their
protégé had a positive first year experience.

The Mentor Training Workshop

In order to equip the mentors with skills and knedge about mentoring, a
training workshop was developed. The workshop vessgthed to be held a couple of
weeks before the beginning of the first trimestdris was also a convenient time for
the mentors, as some lived outside of the Wellingtegion and they were not
returning till just before the university year baga The workshop covered the
expectations of the mentoring programme, what weslved in being a mentor, how
to develop a good relationship with the protégédsit issues, getting to know other
mentors, having good knowledge of the availablelestti services, and looking after

oneself as a university student and mentor.

The mentors were equipped with a ‘Mentors’ GuideMentoring’ which |
developed focusing on the areas covered in theshogk My Maori colleague from
Student Recruitment and Course Advice came toahtut being a Maori student at
VUW. Much of the development of the workshop veased on my ability to use
my previous experience as a tutor and knowledgedoifcational issues for young
Maori and Pacific people. As a tutor, | had studer@ming to me with a multitude of
issues, and life challenges. These ranged fromedbtn violence, through to
depression. | ensured that the mentors were welb@ted to be effective mentors
and also be able to focus on their own study ak Wéle half-day workshop involved
45 mentors. It was an engaging workshop for thelesits and much of the
networking and informal discussions occurred arotinedbreaks and at lunchtime. It
was an excellent opportunity for the mentors totnoee another and become familiar

with the room.

It was important to place considerable emphasisth@n availability of the
various student services. The mentors were noea®d to be able to solve the
problems of their protégés, and thus needed to kihaivthere was good assistance
available.  Student services that participatedth@ workshop included Student
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Learning Support, the Counselling Service, and laao Maori. The Counselling
Service had traditionally recorded very low numbefdMaori and Pacific students
having counselling appointments. Student Lear@ogport provided students with a
high level of support for their writing, and reagiskills. The Maori Student Advisor
(Kaiwawao Maori) the main contact person for Matudent groups referred students
to other Services. However, at the time of theettgyment of Manaaki Pihipihinga
the Pacific students did not have an equivalent{@@wawao Maori welcomed and
encouraged Pacific students to come and see hveglbs they needed assistance. At
the completion of the workshop the mentors eackived a mentor manual, some

stationery, and a Manaaki Pihipihinga t-shirt.

The Recruitment of Protégeés

The mentoring programme initially attracted a geotiort of student mentors.
The next step in the process was to ensure thatitlwei and Pacific students were
aware of the mentoring programme. Information elstt about the mentoring
programme were sent to all the Maori and Pacificlshts who were enrolled in first
year courses. The letter provided information dathils about the programme and
the mentoring room. Information posters were ppt tbroughout the campus,
including on school information notice boards. tteaded the Maori and Pacific
student orientation days to make contact with fret fear students. Many of the
protégés were anxious and excited at the prospestiversity life and signed up for
mentors at these two orientation events. Attentliegtwo orientations was useful as
| was able to begin to develop a rapport with thedents. They then felt more
comfortable and were able to put a ‘face’ to thegpamme. During the first week of
classes at VUW, | attended some of the big firshryeourses to advertise the
programme. Some schools also encouraged the tiata@ign-up the students. The
Clubs Day for all students was held in the main Qaiea of the university during the
first week, and the programme was advertised onPheific Club table. Some
mentors were also available to talk to studentshelthe students signed up for the
programme, they were asked what their subjects ,wamd which subjects they

needed most help in.
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The Mentoring Process

After the recruitment and training stage and enagimg students to sign-up for
mentoring, the next stage was to connect studantsentoring relationships. Once |
looked at the needs of the students | matched eipribtégés with mentors. Initially,
the formula for matching students was based om toeirse of study. For example, if
a student was studying a cluster of subjects ltk@odogy and education, | tried to
find a mentor who studied the same subjects. Sohtbe protégés were mature
students being over 25 years of age, and requaspedtégé who was similar in age.
Overall, the number of protégés outweighed the rerrobtrained mentors. However,
some mentors were happy to take on more than ariégér. In this context, a small
group approach to the mentoring process and meetvag taken.

Once the mentors received the contact details acligoound information for
their protégés, they made contact with them. Tlas wither by a phone call or e-mail
message. During the first meeting with the protggéthe mentors introduced
themselves, gave relevant background informati@tabéished some rapport, and
what they would like to achieve in each mentoringeting. The mentors encouraged
an academic approach to the mentoring by guidingdesits with their university
studies. Questions and issues raised during megtaoneetings covered essay
writing, test and exam preparation, tutorial regdinmodule tasks, assignment
assistance, research skills, information about sssurand the university, and
understanding general course material. The meatwisprotégés devised their own
goals and set meeting times according to their adedas evident that not only were
students receiving support, but some had develtpaiships as well. The mentors
were encouraged to use their own knowledge as rasig@ossible, and to think about

how they had found their first year at university.
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Mentor receives frotégé contact details

Arrangesfimeeting with protégeé.
Records relevant information and introduces protedéniversity life and
mentoring

'

Identify protégé’s needs
Develop some goals together

'

Book meeting times for mentoring room

'

Maintain regular meetings.
Keep in contact with Coordinator and other Mandhkipihinga mentors,
and VUW staff

Figure 4: General Process for Mentors and Protégés

Rewarding the Mentors

The mentors volunteered a lot of personal timehtorhentoring relationships,
and the university wanted to acknowledge this effoAt the end of the year, the
mentors were awarded a university certificate whietognised their contribution to
the programme. The Deputy Vice-Chancellor of tmeversity signed all of the
official certificates. The mentors also receivedsmaall koha (gift) which again
recognised their contribution to development ofeotstudents. Some of the mentors
requested letters from me which supported speficapplications and follow-up
referee calls.

The Growth of Manaaki Pihipihinga

By October 2002, the numbers of students in ManB#kpihinga had grown
considerably.
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Table 3: Protégés (First year Maori and Pacific students) in October, 2002.

Faculty Maori Pacific Total
FHSS 75 16 91
FCA 23 12 35
Total 98 28 126

Of the 98 Maori protégés involved, 67 were wometh &h were men.
Seventeen Pacific women and 11 Pacific men werdorash

Table 4: Mentors in October 2002.

Faculty | Maori | Pacific | Non- Maori & | Total
Non-Pacific

FCA 16 8 4 28

FHSS 26 18 4 48

Total 42 26 8 76

In the first trimester of 2002, the programme st@with 45 mentors. By the

end of the second trimester there were a totaboh@&ntors. The majority (55) were

women: 35 Maori and 20 Pacific. There were sevaoii/men and six Pacific men.
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Table 5: Schools with Manaaki Pihipihinga Representation.

School in Number of | Number of Number of
VUW protégés in | mentors in meetings
programme | programme between

Coordinator
and School in
2002

Accounting and 9 6 4

Commercial

Law

Economics and 8 8 4

Finance

Information 5 5 4

Management

Art History, 15 8 3

Classics &

Religious

Studies

Education 10 13 6

Studies

English, Film 4 3 3

and Theatre

History, 8 6 5

Philosophy &

International

Relations

Social and 18 14 6

Cultural Studies

Te Kawa A 49 13 6

Maui (Maori,

Samoan &

Pacific Studies)

Total: 126 76 41
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It can be seen from Table 5 that an average ofrfieetings was held between
me and the staff of the schools involved. Disaussiwere based on the progress of
the mentoring programme, any concerns and issaastfie school’s perspective, and

the needs of the students in the school.

Table 6: How Students Found Out About Manaaki Pihipihinga

How students found out about Manaaki | Number of students
Pihipihinga

Manaaki Pihipihinga brochure 18
Pacific students orientation day 10
Maori students orientation day 13
Staff in schools 35
Staff from a student service 7
Signs or notice board 4
Student Associations 6
By word of mouth 27
VUW website 6

These figures were based on information from prgégnd mentors. It
indicates that the most common way students fowtdabout Manaaki Pihipihinga

was via staff in the respective schools.

Student Issues

Mentoring was not without its challenges and thentoies dealt with a range of
student issues. The main problems were to do fivilnces, personal relationships,
family commitments, lack of motivation, and acaderskills. In addition, some of
the mentors also identified that some of their ggés were concerned with heavy
workloads, depression, and family problems. Inéhesses, students were referred on
to other student services within VUW. The mosiaes problems identified were

financial, such as not having enough money, obbgatto the Church, looking after
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parents and other family members. A total of 1Bfenrals were made to other
student services. The mentoring relationship was juost focused on academic
achievement but also supporting their psychologiel-being.

Both mentors and protégés met with me as the Coatali to talk about a
variety of topics. This included informal chatsoab life, relationships, university
study, day-to-day life, and general conversati@ther drop-in visits meant students

wanted to talk about the mentoring programme, awe gp-dates on the mentoring
relationship.

Table 7: Numbers of Mentor and Protégé Meetings with Coordinator

Month Numbers of students
March 77
April 77
May 82
June 73
July 52
August 46
September 79
October 49
November 15
Total: 550
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On-going meetings with one counsellor from thed®hi Counselling Service
were organised as part of my professional developmBiscussions evolved around

some of the problems students were experiencitigein lives.

The Outcomes

At the end of 2002, an analysis was made of thdestis’ overall academic
performance to see whether students had passedcthaises. If a student had
received specific academic mentoring for just ooerse, that course was identified
and the overall grade was noted. It was not egtpeksible to state that mentoring at
the university was the sole factor in a studentiscessful academic record. With
only 1 year of the programme, it was not possibledmpare results with the results
from any other year. However, the overall retemtiate of Maori and Pacific
students enrolled at the university was examinede® if had changed since the

previous years.

The Tertiary Education Commission required a repmdm Manaaki
Pihipihinga, which identified the numbers of stugemn the programme, what
happened in the programme, and the outcomes. Steslaluations and perceptions
of the programme were also provided. Eighty-thpeecent of respondents to the
survey of mentored students agreed or stronglyeagveith the statement that the
mentoring programme had made a positive acaderffierelice to them. Further,
65% of respondents agreed or strongly agreed Wwéhstatement that the mentoring
programme was important in supporting their corgothgtudy at VUW. Only 7.5%
disagreed with the statement and 27.5% were net S0rerall, 100% of the students
who were mentored in 2002 completed their coursgtwdy. This had exceeded the
target which was initially set at 85%. In all bwo of the 25 courses included in the
programme, mentored students as a group receilgghar pass rate than that of the
total class. Over the 25 courses the average mege pass rate for the mentored
students was 94% compared to the class averag@efh 15 courses, 100% of the
mentored students received a pass grade wheregadbeaate for those students not

in the programme was 78%.

Protégés were sent a brief questionnaire at theoéfitk year to evaluate their
experience. Many of the protégés indicated thaigopart of the programme was a
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positive experience. They developed friendshipth wther protégés and mentors,
and expanded their social networks. Many prot¢88%o) indicated that their overall

1st year experience and transition into universtydy was enhanced by the
mentoring programme. For example, some protégéedsthat they found it was

easier to ask their mentors about how to use lbsarvices, talk with lecturers and
tutors, and generally find their way around thevarsity. Both protégés and mentors
indicated how useful the mentoring room was fomthas a physical location and
identify with a welcoming Maori and Pacific spacelhe room was useful for

mentoring meetings, social meetings, and groupegails. It was a place where
students could leave their personal belongingssamdly material when they went to

class. The availability of a computer was alsdulder students doing assignments.

Mentors were also surveyed to evaluate their mergoexperience. Mentors
identified some challenges such as maintaining adntwith their students,
establishing clear boundaries with students, andagiag their own life and
workload. Mentors found their own skills developkudither, especially academic
skills. For instance, being able to advise theotdgés on how to write an essay
meant that they also were able to look criticallytteeir own essay writing skills.
Some of the positive features of mentoring were tevelopment of good
relationships with other students, having a godatienship with the Coordinator of
the mentoring programme, use of the mentoring ro@ngd increased skills

development.

Both the students who were mentored and the stsiq@oviding the support
appeared highly satisfied with the programme infits full year of implementation
in 2002. For mentors, the mentoring programmereffeopportunities to further
develop their leadership and academic skills andetencouraged into undertaking
postgraduate studies. The students that were meehtgained excellent academic
results. It was encouraging to see in that in somime more difficult subject areas
such as commerce, students registered in the nieggorogramme, had significantly
better pass rates than those students not in tggggnme. Overall, the university
was pleased with the results and wanted to exgandumber of courses and students

registered in the programme in 2003.
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The Challenges

In terms of an Al framework it is important to drawt the challenges of the
development of Manaaki Pihipihinga. The previoesti®n has provided a thorough
description of the stages of development for thegmmme. It was necessary to
provide a stage by stage description as the pragemwas the first formal
programme for two faculties. The following secti@xamines some of the
fundamental challenges that arose as part of tlvelalement process as provide
actual learnings and this is important to consilem an Al perspective. These
challenges were combining Maori and Pacific stuslenta mentoring programme,
obtaining support, the mentoring room location, estptions from Maori and Pacific
communities, the busy lives of students, the needdllaborative mentoring across
VUW, the Special Supplementary Grant, and encongagiudents. Out of the four
case studies presented in this study, Manaaki iRihgma had the most challenges, as |
had no knowledge of Appreciative Inquiry at the dinof the programme’s
development. These challenges were: combining Maait Pacific Students in a
mentoring programme, obtaining support, the mengproom location, mentor and
protégé meetings, expectations from Maori and Raoifmmunities, the busy lives of
students, the need for collaborative mentoring scr&/UW, the SSG, and

encouraging students.
Combining Maori and Pacific Students in a MentorPxgpgramme

VUW had decided from the beginning of the Speciap@ementary Grant
process, that anything concerning Maori and Pacdibnic groups would be
considered together. There was to be no separatitre two groups. There was an
outcry from some Maori staff members that this wasan appropriate arrangement
and that the university needed to be true to tleafjrof Waitangi and its relationship
with Maori. Initially, this created tensions betwecommunities and some staff
members. | was not of New Zealand Maori ethnicibd aas the Coordinator of
Manaaki Pihipihinga this was a matter for debabenfthe time | was first interviewed
for the position. After my interview, | was askedattend a follow-up meeting. In
this meeting | was asked to assure a Maori stafhbeg that | would consult with
Maori staff at the university. For a non-Maorite working on behalf of Maori was a
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critical point for some Maori staff. To ensure #regagement would occur, my office

was initially located in the building of Te Kawaviaui (School of Maori Studies).

Throughout the development of the mentoring prognaml| made sure to
consult Maori staff members. It was also importenprioritise Maori students for
the mentoring programme. | learnt this quickly amaide a conscious effort to commit
and work harder to engage with Maori communiti@$is was a challenge, as it was
easier to recruit Pacific students to the programenen though there were fewer of
them studying at the university, compared with Matrdents.

The two different agendas of the Maori and Pactiiommunities provided
further challenges. For Maori communities, the maimority was focused on
furthering for their rights as tangata whenua. Thlevelopment as a community and
of programmes was well ahead of developments iresBatific communities. Some
Maori staff believed that combining Maori and Pacstudents was in fact a step
backwards for Maori people. It was seen as a ‘lmgypogether of brown people’
approach by VUW. The university stated it wouldilmpossible to separate Maori
and Pacific, because the SSG did not provide endugtiing for this. Even for
Pacific people it was evident that there was hugersity between the island
groupings. The term Pacific itself has been anreftdbterm which infers a united
group (Bedford & Didham, 2001). But for VUW studenhis was far from the truth.
There were cultural differences between the Ton@amoan, Fijian, Cook Island

Maori, Niuean, Tuvaluan, and Tokelauan students.

Reflecting back on the initial development of thewgramme, it was more
appropriate for the Maori and Pacific communitiesoe separate. This would have
allowed Maori staff and students to work to develbgir programmes as required,
and to ensure the university addressed their figeri Separating Maori and Pacific
communities would have allowed for more focus oe tliverse agendas and may

have prevented the tensions that rose from theebatshe provision of the SSG.
Obtaining Support

In the planning, consulting, and development stagésthe mentoring
programme, some people questioned the relevancynaritoring. There were

questions and criticisms around why it was a pnogna for Maori and Pacific
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students and not a programme for all students. eSsahools in FCA argued that their
International students needed more academic sufiartMaori and Pacific students.
Some staff members also refuted the idea of havmgendorse a mentoring
programme. They gave reasons such as, “that is (yo& Coordinator) role”, “too

busy”, “do not know much about Maori and Pacificdgnts”, and, “we are not

interested.”

The variation in peoples’ attitudes to the impoceamf the programme was
challenging as in both faculties, some schools supgd the programme more than
others. This was not a good situation for Maod Bacific students. | had to go back
to see the Deans of the faculties to emphasis@ntpertance of the programme, so
that the Deans could put pressure on the Headshuids. However it was clear that
no amount of pressure from the Deans, or from HexddSchools would help to
change some pre-existing negative attitudes. Aauttieersity did not have a broad
policy or commitment to mentoring, this meant ttire was no obligation to support
this student service. There was a clear divisiorpradrities between general staff
groups and academic staff. Colleagues in the &tuB8ervices group stated that it
was always difficult to get academic staff membieraunderstand the services for

students.
The Mentoring Room Location

The Manaaki Pihipihinga mentoring room was sitedhiree different locations
around the campus from 2002-2008. During the firgtears, the room was shifted
twice. The main reason for the two shifts was eeelbpment of the building in
which the room was situated. A shortage of avadldatge rooms has been a major
challenge for everybody as university enrolmentstiooed to increase. Frequently
moving the mentoring room had a significant impa€he first location of the room
was in a position where it was easy to find andre¢ito student facilities, particularly
important for new students still becoming famihaith the campus. We had more
foot traffic into and past the room as a resulitefcentrality in the campus. The
mentoring room was shifted into areas of the cantpaswas out-of-sight. To deal
with the shifting issue, | ensured that shiftingkglace during university holidays

and as quickly as possible so that students’ e mentoring relationships were not
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considerably affected. My manager was supportivé encouraged any rebuilding

and refitting of the new space to suit the needb®fktudents.
Mentor and Protégé Meetings

The mentoring process between students presenteariety of challenges.
Some of the mentors and protégés did not managee&d regularly. For example,
some protégés did not turn up for mentoring mestiagd failed to keep in contact
with their mentors. After | rang to check up oerthh some students decided to ‘opt
out’ of mentoring. In the development stages & thentoring programme, the
intention was to start with small numbers of studenHowever, demands from
schools and senior management pushed up the ‘atiyat the mentoring programme
was to meet. This meant that | was responsibla fast-growing programme with no
extra assistance. Only at the early stages of dpuednt was a student employed to
help with the training and recruitment of mentorshe growth of the programme
outweighed its actual capacity. In 2007, Manaaligtinga’s Coordinator
employed an extra assistant for the Faculty of Cenoenand Administration, and a
person responsible for the tuakana/teina buddyrprogie at Te Kawa a Maui. From
my own observations, the creation of extra roles hwmde the current Manaaki

Pihipihinga Coordinator’s role more manageable.
Expectations from Maori and Pacific Communities

One of the requirements of the Special Supplemgr@ant was to provide
feedback and updates to Maori and Pacific commagitiTwo meetings were held
each year, one at mid-year and the other at thektite year. Manaaki Pihipihinga,
the Tumau Awards (retention awards), and the OcitreBrogramme (student
recruitment), all had to report back to the comrhuniMeetings were held at Te
Herenga Waka Marae (VUW) and were open to any amerdsted in the
programmes. Various community people, staff membedsstudents attended as well
as the original working party of managers. Rep@risduced for the TEC were
discussed, including how the funds had been usemnbars of students in
programmes, what targets had been met, any evahsatif the programmes, and an
overall summation of what had occurred. Maori aadifit staff and community were

asked if they would like all the programmes fundgdSSG to continue to the next
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year. From my perspective, the meetings were ida@tmg, and criticisms were
common. Manaaki Pihipihinga received the suppart,usually after a controversial
debate. The challenges of the SSG funding and etigm between individuals and
schools usually fuelled these. Another challengs that some staff members would
wait for the hui (meeting) to air their grievancasd complaints about Manaaki
Pihipihinga. Being supported by some people, andfuty encouraged by others,
was challenging for me and the students. Howewdigwing the hui, the criticisms

were taken on board as a way of improving the @nogne.
The Busy Lives of Students

Being a tertiary student in the 2000s is a chakeimgtself compared to being a
student in the 1990s. With the steady rise ofdnifiees, students have taken on more
part-time work and face on-going challenges withirttfinances. Pacific student
populations across Aotearoa/New Zealand have bdentified as those with the
highest student loans compared to other studerew (Realand University Students
Association, 2002). It was clear that life chafjea such as family demands,
finances, and achievement levels impacted on thearieg process. This was why it
was important for the mentors to refer protégésoonther student services to provide
the necessary support and encouragement. Fachick ¥he mentoring programme
was trying to assist the students with in fact imgeid on some of the mentoring
relationships. Some protégés found it difficultkkeep a consistent appointment time
with their mentor. Some mentors even reported thay never saw their protége
during the entire mentoring process. While it \apparent some protéges developed
well through contact with their mentors, some shisiecould not be helped by the
mentoring programme. The challenges involved @irtlives were too extreme for a
mentoring programme to support. This may be tlse dar the numbers of Pacific
and Maori students who do not turn up to their seuand/or fail to complete any

assessment and do not attend any tutorials, lutestiain enrolled at the university.
The Need for Collaborative Mentoring Across Vicaddniversity

VUW was new to mentoring students at the time efdbvelopment of Manaaki
Pihipihinga and it was clear that there was noicaiifon or collaboration across the

university on mentoring programmes. Faculties wamng/ interested in their own
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students so the programmes remained autonomousuder$’ needs and
demographics impacted on the nature of the progesnmi\s there was no research
or recorded data about the already establishedamegtprogrammes, there was no
body of knowledge which could be accessed. Thdadity of such information
may have facilitated the development of Manaakig#inga using ‘best practice’ in
the university. A specific policy on mentoring ébuhave provided some clear
guidelines and principles to obtain the supporifrearious schools in FHSS, and
FCA. In terms of an Al perspective, it would benbfcial to the faculties and the

students if a strong relationship existed acrosstaff involved in mentoring.
The Special Supplementary Grant

The SSG had developed a reputation from the staatgrant which was brought
in to ‘close-the-gaps’ between Maori and Pacifiogle and others. It assumed a
deficit approach, meaning that Maori and Pacifiogle were seen as socially
disadvantaged (Ministry of Education, 2003). Sqmeple viewed the SSG as a fund
which was tokenistic. The Ministry of Education’sabli and Pacific SSG Report
(2003) indicated this view was held by other TEdsoas Aotearoa/New Zealand. The
deficit model served to reinforce the tertiary dads of Pacific people. They were
placed in a framework where the ultimate attainme&at to reach the academic

achievement levels reached by other ethnic groups.

Some VUW staff welcomed the additional funding, hother staff did not
want any association with it. There were challesngleout the use of the fund. Some
staff saw it as a fund which was ‘extra’ for seedcthat the university would not
commit to originally. The political nature of tI85G created varied attitudes across
the university and led to tensions across Maori Badific communities. This was
clearly evident in the report-back hui on the S®atives, where individuals fed

back their concerns on the funding and the prograsam

The SSG had been the Labour Government’'s commitioetatrtiary education
institutions, in order to increase the participatend retention of Maori and Pacific
students. The funding was formulated on the Maad Pacific EFTS so the funds
would either go up or come down, depending on numbeany one year. The

funding was at-risk of being withdrawn if there waghange in government policy.

140



The year 2008 marked a considerable change foprtgrammes funded by SSG. In
2006, as a result of political changes in agendafuhding of ethnic minority groups,
the TEC announced that the SSG would not be atlangeted for ‘ethnic’ groups and
instead targeted those groups who were of low secomomic status (Victoria
University of Wellington Annual Report, 2007). Thelnerability of SSG has meant
that the programmes were at risk of being lostthasuniversity had not committed
any other funding to them. This indicates a futswestainability issue for VUW, and
Maori and Pacific communities, as the changes impec the Tumau Awards,

Manaaki Pihipihinga, and the Maori and Pacific Camnity Outreach programme.

Because of the pressure to ensure that studentpletaa their studies and
passed well, there were other areas of mentoraaylid not focus the programme on.
For example, | had envisioned that students coakkad 24-hour access to the
mentoring room so that they could work after noromalersity business hours, or use
the room for their own needs such as for culturabg meetings and dance practices.
However, the university context could not facigahese needs as it was deemed
unnecessary for the mentoring programme. In ofiect®n, as | moved on from
Manaaki Pihipihinga, | observed that the originaliches obtained for the students
were removed from the mentoring room. The beligdswthat the mentoring
programme would be better served by students @l&rer a table for meetings. In
my view, this represented a move against the needtudents to relax and interact

with one another in a more informal way.

Combining Maori and Pacific people under one progre presented a variety
of challenges. Maori staff affirmed that their deeas tangata whenua should be
acknowledged and recognised by the university. s Tauld only be achieved for
Maori as a group on their own, being ‘lumped’ imioe grouping with Pacific was
seen to undermine the progress Maori were tryongake to achieve their status as a
group. Looking back on the initial developmenttioé programme, it would have
been more appropriate for Maori and Pacific commmesmito be separate. This would
have allowed Maori staff and students to work tweli@ their programmes as
required, and to ensure the university addresssdphorities. Separating Maori and
Pacific communities would have also allowed for endocus on their diverse

agendas. However, the argument was made thatSGec8uld not be made to stretch
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to separate mentoring programmes. Even for Pgodaple being grouped together
as one group, assumed that all Pacific people werifed in their needs at the
university. If Maori and Pacific people had beesated as separate groupings, this
may have prevented the tensions which arose frenoiiset of SSG.

Encouraging Students

One of the major challenges was persuading Maadi Racific students to
utilise the mentoring programme. Various servicethe Student Services Group had
previously acknowledged that traditionally it hagleb challenging to get Maori and
Pacific students to use the helping services. grogramme had to create an image
which was not perceived as a service that said Manal Pacific students were at risk
or took a deficit approach. Maori student numbershbth mentors and protégés were
lower than Pacific students on average. Similarlythe Maori and Pacific
Community Outreach Programme, the Maori Coordin&dand that it was easier to

recruit Pacific students than Maori students fontagng.

Another challenge was that it was difficult to eac@ge male students to be
mentors as well as to utilise the mentoring asyés. The numbers of Maori and
Pacific females by far outweighed the numbers oflemaWhen males were
approached to be in the programme as mentors, ftyem wanted to be paid.
However, the programme was reliant on the good afibtudents’ volunteering, and
could not afford to pay mentors. Seeking assigtdnmm mentors was consistently
challenging for the male protégés. They recognikatithe programme would help to
enhance their academic performance in their colrae$ound it difficult to accept

the need.

The challenges presented by the development of dariahipihinga provided
learnings for me as an individual interested in taeng and leadership. If | had not
been able to experience the challenges, | woulchawé the insights and experience
to develop good mentoring for the students aroumd rkrom an Al perspective,
challenges served as critical lessons that | |eflaomt in order to further understand
mentoring for tertiary students. As Manaaki Pihipga was the first formal and

large-scale mentoring programme | developed, | doiirdifficult to attend to such
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challenges at the time but having had the bené&Buoh experiences, has helped me

to be a better mentor.

The Learnings

The main learnings identified in the next sectidntiee chapter, indicate the
factors that enabled the programme to work welltfigr Maori and Pacific students.
In the Dream phase of Appreciative Inquiry, these hope and a creation of
possibilities for the future. By exploring the leengs in this case study, | take these
strengths to design new mentoring initiatives foaciRc students. For me,
consultation, building relationships with studeatsl engaging university staff were

the key learnings.
Consultation

One of the key learnings in developing the progranwas the importance of
consulting with all staff, students, and commusitregho had an interest in the Maori
and Pacific student development. Consultation tptace the form of meetings,
administering questionnaires, informal chats witadents in the university Quad,
over coffee or lunch, dropping in to people’s a#B¢c and being around the university
marae. The consultation was on-going, so thadtalgue was kept alive. In this
way, as the coordinator, | could keep up-to-datehenchanging needs of the schools
and students. The on-going dialogue also allowad strong visibility of the
programme. As there were many initiatives occgreross the university, it was
important to make sure that Manaaki Pihipihingaodtout clearly and was visible
especially to Maori and Pacific students. Iniald on-going dialogue also allowed
for someone like myself, being non-Maori, to becastable to Maori communities
and allow them to keep feeding-in to the programriarther, it was important that
the dialogue occurred so that the various commasitwned Manaaki Pihipihinga
and encouraged their students to participate. di$mussions allowed for Maori and
Pacific communities to understand and be familighwnentoring. For Maori and
Pacific students, the dialogue was necessary dottihamentoring programme was
actually addressing their needs. Since studemtssitroned in and out of the
university and faced certain challenges, the progra had to be flexible to respond
to these changes.
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Building Relationships with Students

From a mentor’s perspective, one of the key sttengt the development of the
programme was the building of meaningful relatiopsiwith the students, especially
the mentors. | had already established a good téwapport with the students before
Manaaki Pihipihinga officially began. | discoverttht when the mentors knew me
well, they trusted me, and could talk with me abawariety of issues, such as family
life, personal issues, and university work. By emstinding the students, | could
identify their particular strengths and encourdgesé students to use their strengths in
the mentoring of others. For example, a studdmi had good knowledge of Maori
culture was able to engage other Maori studentss this knowledge, and encourage

students to be familiar with the university marae.

It was also important to give mentors responsipilih the mentoring
programme, so that it would further their persodalelopment. Responsibilities
included communicating with other mentors and @ése speaking on secondary
school visits, looking after the mentoring roomd aretworking with other university
staff members. An objective of mentoring was fogmors to ‘grow’ through the
programme, so that they could not only have somgtto record on their curriculum

vitae but also be able to develop their persondlaaademic skills.

During this mentoring journey, | became a friendmany of the students in
Manaaki Pihipihinga. | maintained a degree of gssfonalism, but was also part of
the students’ journey. This was an important ptortdonsider in relationship building
as friendships were built on values of trust, resp@ one another, and honesty. As
the mentoring programme coordinator, | saw my pmsias important to looking after
and nurturing the students. | wanted to haveangtrelationship with the mentors as
they had dedicated their time to support other esitel The mentors were all
individuals who cared about other people and watdétkelp as much as they could.
They were exceptional students in their studies andheir lives beyond the
university. For example, one young woman who waster for her department and
took out a lot of time to mentor many students wanto study a PhD in Italy. It did
help that | had been a student at VUW and had tlgceompleted my studies. This
familiarity with the student lifestyle allowed me telate to the students’ needs and
challenges involved. At the time of the developmainthe programme my relatively
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‘young’ age worked in my favour. The students wabée to communicate with me
more freely than perhaps with someone who may bh&em more mature, as being

close in age to the students allowed me to retay@tith issues of the time.
Engaging University Staff

The staff also believed they were making a positiwetribution towards Maori
and Pacific students’ development. The engagenmatped them to further
understand the student communities, and to proeidgervice which was more
responsive to the needs of Maori and Pacific sttsdeRor example, Student Learning
Support modified their schedule to meet the legrnieeds of the students. The
Counselling service of the university had showntrang interest in the mentoring
programme. One of the counsellors had a closeciag®m with the programme, as
someone that the mentors or protégés could redoiest counselling appointment.
She also met with me regularly in my role as ther@mator to help me work through
any problems or challenges. This was very usesus@me students shared their
personal crisis and problems with me, and | wambelole sure | was helping them in
the most appropriate way. Individuals and the ises/that were involved with the
programme also gained an increased understandingvhait was involved in
mentoring for Maori and Pacific students. For sastadf, this type of engagement
also allowed them to work with other staff who threight not necessarily work with

across the university.

Summary

As | reflect on the development of the Manaaki Bllinga mentoring
programme for Maori and Pacific students, | nowdhal different perspective on
mentoring. This case study articulated as the m@rphase of Appreciative Inquiry
has provided the initial foundations for my undansting. If the view is held that
mentoring is a process, then this mentoring progranmarks the beginning of the
process. My understandings of mentoring at thiatpgere based on implementing a
formal academic programme that was linked to speclfjectives and accountability
to the university, government agencies and Maod BRacific communities. The
Dream phase allows me to learn as mentor, to determhat mentoring was and

what it could be.
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It is clear that in Manaaki Pihipihinga, mentoriredationships for students were
undermined because of the wide and conflicting dgerof the various communities
and stakeholders as well as the government’'s Sp8aplementary Grant. Even
while | was in a stage of learning about mentorinigelieved that relationships were
the most important ingredient. Personally, | waorkeard to ensure that students
trusted me, and were well supported in all aspettheir lives. This was the key
strength of the programme and, despite the chaknijremained focused on the
students’ needs. From an Appreciative Inquiry pecsive, the main lesson here for
individuals who are interested in mentoring is thdtile there are challenges with
resources, varying agendas, and the influence lidfgab ideologies, a mentor must
understand the needs of the students and workengthen them as the first priority.
Everything else beyond this is not necessarily yairtant but can be attended to once
the students are supported. The focus on conggreirgaging and integrating with
the students is essential and should never conomddo any other agenda. Positive
changes in students’ academic and personal livediltmme about as the result of the
focus on needs and relationships.

The vaka moves on from Manaaki Pihipihinga as adational programme of
the Dream phase to the Hawaii Group which is alsowll group mentoring. There
were also major challenges in this case studydbanhect it to Manaaki Pihipihinga.

Let the vaka continue its mentoring journey.
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CHAPTER EIGHT: THE HAWAII GROUP

“Credibility is the foundation of leadership.”

(Kouzes & Posner, 2007, p. 27)

Introduction

Moving on from Manaaki Pihipihinga, the vaka hasvad at the Hawaii Group
case study, part of the Dream phase in Al. Thegptdr represents an important part
of my own leadership development because | wasl@adership role. Furthermore,
the group was brought together as young individudde had different perspectives
on leadership, based on diverse upbringings antirallunderstandings. In this
Dream phase, | was discovering who | was as a teadd how my own perspectives
on leadership impacted on the group. In this chsdy, | take some of the learnings
from Manaaki Pihipihinga and apply them to the Ha@aoup. Mentoring took on a
different life in this case study as there were roballenges. Mentoring was with a
small group, but not all individuals were open tentoring because of differences in
personalities and understandings. The literatarkeadership and mentoring provides
a variety of definitions and understandings of heach concept works within
different contexts. However, discussion about ¢banections between mentoring
and leadership for Pacific people was non-existélitterefore, this chapter will help
to provide a better understanding of this processking with a small group of

Pacific students over a short period of time.

Developing a Personal Philosophy for Leadership Delopment

| was on my own leadership development journey. elideveloping the
Manaaki Pihipihinga mentoring programme for theversity, | was in the process of
learning and understanding mentoring for tertialydents. For me, it was the
beginning of a journey that led me to discover ¢bacept of leadership. It gave me
the foundations of how to work in a formal prograenand build relationships with

students, as well as helping students to form megeelationships with one another.
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The Hawaii Group marked a significant change inleayning, in that | began to learn
from the experiences with the students and undmistdat leadership truly meant for
me. | was thrust into the combined roles of, lemtuleader and mentor for the
Hawaii Group. From engaging with a diverse grodpstudents, | was learning
through first-hand experience. This helped me emddr-mentor to build my
leadership story. As Denning (2007) states, aromapt foundation of leadership is
for leaders to settle on their own story.

Being a lecturer at the university entails speantitigations and responsibilities
beyond those of the academic role. Personallygvehendeavoured to support my
Pacific colleagues in their work at the universityhave engaged with them in a way
that ensures Pacific work in the university is valpported. 1 like to be involved in
academic areas, and also in the work of Pacifiegdrstaff members. For example, |
have always maintained a strong link between mykvamd that of the Pacific Liaison
Officer who works in the area of Student Recruitmand Course Advice. This

relationship has ensured that we support one anothe

As an academic staff member, my personal visioth& my work extends
beyond the research and teaching which is reqinredy role, to supporting the other
important work with Pacific students, and encourgdgPacific development overall.
My personal philosophy is that supporting the depelent of our Pacific students
extends beyond the classroom. This philosophy daome my own experience as a
student at the university, recognising that suppeas an important factor in my
development. Added to this personal philosophy wes need to build strong
relationships between the various Pacific commesitias well as between

individuals.

Relationship building creates connections that esgential in supporting the
work of each other. Relationships should be stiermd) meaningful so that a sense of
trust is created (Kouzes & Posner, 2007). Fromemperience, the principle of trust
was an important factor in building successfultiefeships. With a small number of
Pacific staff and students at VUW, it was importtrdat we supported one another
because it was not possible to work entirely alo#etrusting relationship ensured
one knew who to count on for support. | also likesee positive changes occurring
fast, because there evidence in the work of Paediecation (both in Aotearoa/New
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Zealand and in the Pacific) suggests that changdééan very slow. When | use the
term ‘fast’, | am referring to the number of monthsed years across which
development occurs. A slow development would imggositive changes happening
over ten years rather than something happeninghényear. For example, why are
the educators of today (for instance, Pasikale 220Wioti, 2002) still expressing

concern at the negative statistics around the édueh achievement rates of Pacific
students in compulsory education when the sameetnacwere expressed many
years ago (Pitt, 1974; French, 1992). | do nahwio oversimplify, nor state that
positive changes have not happened in Pacific ¢éidancaHowever, as an educator, |
would enjoy seeing positive developments happerhg faster rate and being

celebrated today, rather than tomorrow.

Background

In the year 2006, a group of students from VictdJiaiversity was invited to
Hawaii by the Mid-Pacific Institute, a high schaolHonolulu. Within the university
context, a trip to an overseas country had not lmenmon experience for many
Pacific students. The opportunity had arisen essalt of the Culture Moves! Dance
Conference which was held in Wellington in 2005.om& VUW students had
volunteered to help during the conference as tlokdtage crew, and their job was to
assist the performers to get to their performamcethe stage. The Pacific students
were given the role of backstage crew to help hkehime scenes of the dance
performances. Some of the group were given tasiis as driving for dance groups,
and assisting them around Wellington city. My relas as the assistant to the stage
director, managing the students’ work accordintheoperformance times.

The Culture Moves! Dance Conference, was co-orgdntsy Pacific Studies
(VUW), Te Papa Tongarewa: the Museum of New Zealamdl the University of
Hawaii. A colleague in Pacific Studies expressegl ieed for university staff and
students to help with the day-to-day running of tdomference. | saw this as an
opportunity for some students from my classes tintselved in the experience of a
conference. As volunteers they were able to meet people from other countries,
and develop skills for personal and professionaketigmment, as well as supporting
Pacific Studies. This was one way to build anersithen relationships between

Pacific staff across the university. Furthermohe, opportunity to be involved in the
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conference allowed me to work closely with the stud in an entirely different

context.

As the Culture Moves! Conference was an internatlgn recognised
conference; there were overseas performance grbops Australia, the United
States, Fiji, Guam, and Hawaii. A contingent of p8ople had travelled to
Aotearoa/New Zealand from the Mid-Pacific Institute Hawaii. There were
approximately 30 students from the hula classelBe fEmainder of the group were
the parents, support people, and staff of the baffiool. The leader and teacher of the
Mid-Pacific school group, Mr. Lanakila Casupangswiae Kumu Hula. Kumu Hula
is a formal and prestigious Hawaiian term for afic@l teacher of hula. Hula is the
traditional form of dance in Hawaii and the titleitdu (Hula teacher) is reserved for
teachers who have earned their position in thel feél hula performance. It takes
many years to reach this level of expertise, andniy granted to those who have
studied hula with an esteemed Hawaiian instructérom my observations and
conversations with Lanakila, much of the way herafsl in his work was similar to
mine. He had worked hard to bring out the poterdfahis hula students. For this
Kumu, it was paramount that the students displagsgpect for the traditions and

culture of the Hawaiian hula.

The conference was held over 3 days, with a laasks for the VUW students
to do over this time. The time to talk and engagth whe performance groups was
usually in the corridors behind the stage. Oncepimdormances were complete, and
the work for the Pacific student volunteers weraagjahe Hawaiian group expressed

their gratitude to the backstage crew with gifts.

The Gifting

The gifts which Mid-Pacific gave to us were theiaywof thanking the students
and other people who worked at the performancesvas the customary way of the
Hawaiians to gift as part of their aloha (love)rgpi As a way of reciprocating the
aloha spirit of the Hawaiians, we decided to bringether a collection of gifts for
them. The night before the Mid-Pacific group wasimeéing to Hawaii, we waited at
their motel for them to return from dinner. Lanakivas very surprised to see us, and
welcomed us in to the room, quickly gathering dlltloe students. As part of the
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process, we sang the group a Maori waiata (song), expressed our sincere

gratitude. The Mid-Pacific students reciprocatethwaditional Hawaiian chanting.

This was the point which ‘touched’ and inspired dkita. One month after the
Hawaiian contingent left Aotearoa/New Zealand, lalaasent an e-mail to the group
of student helpers, and formally invited them to tgoHawaii for an educational
exchange. The invitation created an atmospherexatement for the students. It
was at this point, we decided to gather all theestts who were prepared to go on the
journey to have our first formal group meeting. eTarganisation of the group
developed quickly. The purpose of the trip wasléwelop and form a relationship
between Aotearoa/New Zealand and Hawaii and betwleernwo groups of young

people.

Members of the Hawaii Group

The membership of the group varied considerablhatbeginning, with some
degree of uncertainty from the VUW students abobetiver they could afford the
costs of the trip. There was also some thinkinguabhe extent to which particular
individuals could commit their time to the needstloé wider group. Two of the
original backstage group members decided to comdgletvithdraw for family

reasons.

It became apparent that to lead a group of undéugta students was going to
have some major challenges. The task of actuatipihg and establishing the group
was critical. | found that it was important to wwand communicate closely with the
individuals whom | had mentored prior to the forroatof the Hawaii Group. There
were other individuals in the group, who were afggen to growing in their
development, and in helping the group as much ssilple. These young people were
highly supportive of ensuring the group had sudoéssitcomes. By working and
mentoring these individuals, | was then able tooermage and advise them to

encourage their peers.

We had been invited by Lanakila as the ‘backstage/’'cso we had to ensure
that most of us who had been backstage helpersabbéeeo travel to Hawaii. As our
meetings progressed, we received notice from anatih® students who decided to
not come to Hawaii. Following this, another studéecided for financial reason that
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she would also be unable to travel. As we wereallsgroup to begin with, it was
important to explore the problems or issues thateweeighing heavily on the
students’ decisions. Members of the group haceufit levels of experience to be
able to deal with the personal and group respditsgbiof travelling to Hawaii. The
decision of individuals to withdraw at the start toe group development was an
example of some of the younger students’ ‘panilt’dethis stage. Fortunately, after
some thinking through and encouragement from athetents in the group, these two
students who had previously withdrawn rejoined dheup. One of the students did
need further talking with and support for her decisand this situation will be further
explained as a mentoring example. Finally, theignwas made up of eight backstage

crew members and four students who had not be¢mfne crew.

The Journey
Essentially there were three stages to the Hawakerence. These were
identified as:
The first stage: Forming the Hawaii Group.
The second stage: Fundraising and planning foHtneaii trip.

The third stage: The Hawaii Group experience.

Each stage posed many exciting challenges andajewehts for the group and
for me as a mentor. The whole group mentoring egpee was unique. Each stage
brought out different dynamics between individuaisl this was also a leadership

challenge.

An Exploration of Mentoring Within a Group

Dale Carnegie (1981) identified ten ways to beaalée in order to support and
influence people. | discovered Carnegie’s worlerathe Hawaii Group experience.
However, the points made by Carnegie reflect theomant considerations in terms
of leader development that | used with individualghe group. These were:

1) Begin with praise and honest appreciation.

2) Call attention to people’s mistakes indirectly.
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3) Talk about your own mistakes before criticising tileer person.
4) Ask questions instead of giving direct orders.

5) Let the other person save face.

6) Praise the slightest improvement.

7 Give the other person a fine reputation to livaap

8) Use encouragement.

9) Make the fault easy to correct.

10) Make the other person happy about doing the thougspggest (p. 19).

The principles were important for the organisatidrine group and also for their
mentoring. On reflection, it was also a challerige me to grow as a leader, to
mentor and support individuals, and keep to as nagcipossible the ten principles
outlined by Dale Carnegie (1981).

| soon discovered that in planning and organisimgp@erseas trip for students,
there were many considerations which impacted ensthdents during the process.
Pacific students in tertiary education have manselke of responsibilities, and an
abundance of issues and factors which can impad¢hein lives (Anae, Anderson,
Benseman, and Coxon, 2002). For instance, resdpardPasikale (2002) indicated
that for Pacific people, factors such as obligatioém the church, family, and wider
community impacted on their ability to fully comnmd other responsibilities, such as
school or work. Previously, from my Manaaki Pihipiga work with Pacific
students, | found that one of the challenges tteed was that of managing and
prioritising their day-to-day schedules at home entheir personal lives. One of my
students had explained how he had a study time&tbh®me, which all his family
could see. However, one evening he had settlechdowtudy, but as he did, visitors
appeared at his family house. Instantly, the yomag's father instructed his son to
prepare a meal for the visitors. It was expechtad the young man would drop his
studying for the night as well. Another factor,igfhhas been shown to impact on the
lives of students in general, was to do with fir@mc In my experience, Pacific
students have stated that one of the main reasmnsidt continuing on from

secondary school to tertiary education, was ddaémcial problems. In some cases,
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young Pacific people have been expected to find ganployment to financially
support the family, and sometimes the extended lyamFor some students, the
urgency of finding any work also impacted on thelioice of career. One of the
young teenagers | mentored from a Wellington seapndchool was forced to leave
school before she was ready, so that she was gaanimcome for the family. These
factors were important to understand in the devalm of mentoring for young
Pacific people. Through a process of understandisgudent’'s needs, a mentor can
then provide opportunities or experiences, whicltilifate and support their
development. The external factors, which impagbang person’s life, need to be
understood. It is also important to understand sbiah factors are different for each
individual. The extent to which a mentor can ustird an individual’s
circumstances entirely depends on the extent tcclwiine relationship between
mentor and protégé has been developed. From ngrierpe, discussions between
the mentor and the protégé need to take placedier dor successful development to
take place. These understandings and appreciatichallenges further developed
my mentoring knowledge and skills.

In the course of mentoring and leading the grouprdgel to Hawaii, | found
that specific discussions needed to take place stitlents in the group. One of the
young female students (Aliani) initially indicatéldat she was not going to Hawaii.
Aliani and | decided that we needed to have a nmeggduli discussion so that we
understood her decision, and also that it was loateshe was happy with. Prior to the
discussion taking place, a formal mentoring refegiop with this young student had
not existed, although we had a collegial associasie students, and through other
related activities at the university. In this gtofor mentoring to take place, we
needed to have some level of understanding of @tegionship and of one another.
For successful mentoring, my Aliani and | underdtachat the expectations were,
and what the relationship was focused on. Indtosy, Aliani was open to growing
as an individual and face challenges along the w&pne knew | focused on the
development of strong relationships. This was a kent. Because of this
understanding, Aliani was open to the discussibasmight possibly take place. The
discussion which took place, firstly involved agkialiani about some of the reasons
and thinking behind her decision not to go on tige tl found that it was necessary to

listen carefully to her reasoning, as well as agldppropriate and relevant questions
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to ensure that Aliani had thought through the ussioptions. Initially, | sensed that
Aliani had some reservations and doubts about watlkohg from the group. | had

also sensed that Aliani had made her decision tasitly, based on thinking that there
could be some problems, rather than thinking alloetpositive side to her being
involved in the group. In this process of mentgriwhere | had not had a previous
mentoring relationship with Aliani, | relied upowree of the principles of Al, and

also on my experience of talking through issue$ wiyy own mentor. Being able to
draw on my experiences, | found a way of extendimgknowledge and some of the

positive things which had worked in the past for me

Appreciative Inquiry, while highly beneficial forrgup contexts, can also be
applied to individuals. For instance in the praces Al, the appreciative questions
were significant for any progress in the mentoniafgtionship to occur. | began to
raise some questions which could possibly elicgifpee thinking, by exploring with
Aliani the possibilities or options for making thep an actual positive reality.
Examples of such questions were, “What are thelerhges for you?, What are some
things we could help with?, and How can we suppou better?” In previous
mentoring situations, | found that Pacific studeh@ve hastily made decisions
without thinking of possible strategies or optionsich in fact might enable them to
reach their goals. In the discussion with Alidrpund that we needed to appreciate
what had already occurred for her in terms of sofmidae work she had done for the
group, and for herself. Together, we also consdies@me of the positive factors,
which would arise out of the trip to Hawaii in tesnof her personal growth.
Examples of these factors were increased confidandecommunication. Between
us, we came to the point that two consideration$ foaced Aliani to make her
decision. One was financial resources, and therottas to do with managing her
studies. The group would be away for two weeksnduthe university trimester,
missing two weeks of lectures and tutorials wita gossibility of assignments being
due in the period. Through our discussion and @ppate questioning, she arrived at
a decision which would allow her to travel to HawaiEnsuring that specific
strategies were in place to allow her to go wa® assignificant factor to the
challenge. We concentrated on what was alreadkiagfor Aliani. For instance,
she had worked hard over the summer break to egao@ amount of money for her

expenses. We discussed how much money she woedtawer the two-week period,
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and talked through what she would be spending t@vem on. Another issue that
weighed heavily on her mind was the requirementfbof the students to present to
other students in Hawaii. For Aliani, it would thee first major presentation to a big
audience. She expressed a degree of anxiety anduseess about the proposed
presentations. Through our discussions, | readshex that she would be well
supported in preparing her presentation, but dablly engaging in the process, she
would develop new skills and confidence. As a msagy part of the mentoring
discussion, we talked at some length about Aliapigential to grow by being
involved in the experiences and opportunities whiculd come out of the Hawaii
trip, for example, by giving a presentation, througrganisation of fundraising
activities, and engaging with the other studenthéngroup. These were experiences,
which were not typically part of a tertiary studergxperience at the university. By
embracing these experiences, and taking them omrhallenges, Aliani would
potentially grow as an individual. Through actigiscussion, we found different
ways of looking at her problem as well as solutiand possibilities. This story is an

example of applying an Appreciative Inquiry appto&adth an individual.

This story highlights an important point. Mentayimvolves motivating the
protégé. In the process of the relationship whih protégé, the mentor is committed
to helping them make positive changes. Commitrmgeshown through spending the
necessary time to talk in depth about the conceameeds, and aspirations of the
protégé. A mentor consistently shows belief insththat they mentor. Having high
expectations allows the protégé to rise to the etgien, as well giving them the
hope and trust. In this way, the protégé feelsdgalout themselves and aspire to
reach the expectations. Another point is that tlemtor has to be accessible and in
direct contact with the protégé. This is abounbetlose to them and spending time
with them. As the protégé gains confidence in theles and in the relationship they
require less personal contact. Until they readls toint, the mentor must be
accessible as much as possible giving advice amgl fiieely to the protégé. Aliani’s
story indicates the importance of nurturing as ingd aspect of leadership
(Maxwell & Dornan, 1997). The focus is on nurtgrithe protégé. From her
mentoring experience, Aliani was involved extenlsive the group. It was important
to give her opportunities to succeed and grow. tblamg gave her personal strength

and helped her to remain secure amongst her pedentoring Aliani was about

156



lifting her to a higher level, to reach her potahtiShe always had the potential, and

as her mentor it was up to me to help her discitver

Wakanesia’s Preparation for Hawaii

The student group had decided on the name ‘Waka&nési the group.
Wakanesia was chosen as it was symbolic of peoplelting across an ocean. The
word ‘waka’ refers to boat and ‘nesian’ is abouble. The naming created a group
identity for the students.

One of the biggest challenges in leading the stugeyup was the organisation
and motivating of individuals. Kouzes and Posr&0{) believe that the single
action of one person does not lead to the achientofggrand dreams. It requires a
team effort. | took on a lot of responsibility #ee group leader and, on reflection |
should have encouraged the group to share thismegplity further. It was difficult
to keep some of the students highly motivated imsgwing group goals, toward
reaching the ultimate goal of travelling to Hawaille were not a group that had been
together for a long period of time, nor did we gharcommon history. We did not
have a strong group identity that we all felt cortdble with. According to Kouzes et
al. (2007) team efforts need solid relationshipd &uost. Solid relationships did exist

within the group but between selected individuals.

Most student groups Pacific students at the uniyele based on ethnic
affiliations, such as the Samoan, Tongan, and rFigaudents’ associations. The
associations have histories, common goals for mesnkend expected cultural
practices. In comparison, Wakanesia had comehegé#t the span of a few months
and the students had come from different islandkdpacinds - Tonga, Niue, Samoa,
Kiribati, Cook Islands, and Solomon Islands. Watlgroup name, the realisation of
roles and responsibilities for individuals and treup as a whole was important in
moving the group along. It was important for theugpp members to cooperate with
one another, and relate well so they worked togdtirea common purpose. There
was a level of uncertainty evident in the grougating some confusion about who
was travelling to Hawaii. In reflecting on thidustion, | realise that this uncertainty

impacted on some relationships and the overallngssgof the group.
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After 2 months of meeting, the membership of theugrfinally settled at 12.
There were three men and nine women. Four indalddhad not been originally
involved in the backstage group. | believed timatuding individuals who were not
in the original backstage crew would be an exceligowing experience for these
young people as well. It was evident that somief\Wakanesia group grew through
their experiences. As the process of planning awkldping the trip took place over
six months, there were numerous opportunitiesrdividuals to develop. However,
there were some hesitations and self-doubts freenytlung women in the group.
After they were encouraged and given the necessgaport, these young women also

stepped forward and took on challenges.

The Hawaiian showcase presented a major challeAga group we had agreed
to perform a set number of performances. The shsaavas a major show which
signified the end of the school year for Mid-Pazxifistitute. Wakanesia had had very
little performance exposure and/or experience &ednbajority of the students had
never performed in another country. The confideatsome of the members of
Wakanesia grew as they learnt different stylesawfce which they were not familiar
with. Some of the group members who had veryelifterformance experience
mastered the dances quickly. This boosted theifidence and encouraged them to
help other students who were struggling with thacearoutines. Other areas of
growth were also evident in the organisational 3obé the group. | encouraged
individuals to take on leadership roles and helprganise the group with different

events, especially around the fundraising actiwitie

As a small group of 12, we planned fundraisingvéto®is that were large-scale.
One of the events was a fundraising concert. Thizcert was held at VUW, and
involved a number of performances from local Weflon groups. There was a lot of
effort involved in the planning and organisationtloé concert. Finding and booking a
venue, approaching groups to perform, advertisifigthe concert, planning a
programme, and communicating with the groups wdlepart of the process.
Individuals in the group took on different roles pmeparing for the concert and
Wakanesia performed two items. One member of @éndil group had taken on the
overall coordination and management of the concerfhe role gave her
responsibilities which were not part of her evegytlsks. These included organising

158



each group member’s roles and tasks, and organibmgerformers’ programme.
This young woman did well in her role and useddmnmunication and interpersonal

skills with the members of the group and with otherformers.

The Learnings

Leading the Hawaii Group presented some learniaigg,challenges for me as
mentor. Some of the appreciative learnings aredas the one-to-one relationships
| developed with Wakanesia members. These leasnage: provide encouragement
and praise, developing good relationships and foguson the strengths of

individuals.
Provide Encouragement and Praise

| focused my attention on building individual's ¢oience and growth as they
took on each challenge. It was clear, that if ¢e@maged individuals to use their
strengths as much as possible, this would help tosiinthe group to grow. Maxwell
and Dornan (1997) state that, paying attention ¢éopfe’s strengths is key in
mentoring relationships. Sharpening their existekjls is necessary as well as
encouraging their positive qualities. After thentwe has developed a strong rapport
and the protégé has gained confidence, then thkenesses can be addressed, one at a
time. Of Dale Carnegie’s (1981) ten leadershim@ples, principle eight was
encouragement. My experience with the small growgmtoring was that constant
encouragement to individuals was necessary, anefibeh in getting them to

understand that they had considerable potentiaktiedgths in a variety of areas.

A story which exemplifies the point above was watle of the students in the
group who | had initially thought of as being taaief and shy to speak out in front of
groups. From my past observations of her at tlneusity, she preferred to listen and
support other people from ‘behind’. However, onraerpersonal level, she was very
comfortable with individuals she knew relatively llveBased on Carnegie’s (1981)
principle eight, | encouraged her to take on trepoasibility of moving the younger
members of the group along. As she was of Samdaricgy, and being a more
senior member of the group, she could use her ledyd of Fa’asamoa (Samoan
culture) to keep some of the younger Samoan indalglin line. | also encouraged
her to speak up at our Wakanesia meetings anctctedege of group situations. It was
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important to mentor the individual one step an@et(Maxwell & Dornan, 1997). Not
overwhelming them and giving them small steps towdin is important in the
relationship. Each process looks different and maesomething different to each
protégé. Each protégé learns at a different pacthé development process of

mentoring.

It was important to provide praise (Carnegie, 198dljowing the moments in
which she was able to speak out and lead the gréupexample of the individual’s
ability to ‘speak out’ was at a dance practice tfeg group. Some of the younger
students were not paying attention to the danceh&gaand ‘playing around’ during
the practice. She decided to take charge andtheldtudents to behave themselves
and pay attention to the dance teacher. This wagething which she would not
usually do. She had a lot of administration exgere through working at the
university and was also able to use her skillselp the group. For instance, | asked
her to take on the group’s travel plans, thus, wlas able to use her excellent
administration skills and knowledge to make theessary bookings. During the
Hawaii trip, she also exuded confidence in prowgdmecessary leadership to support
the group. | found that this individual who waways willing to help because of her
kind nature was a leader waiting to be developg&d.she had been known as a quiet
individual in different situations, other peopledhaot encouraged her to look at
herself as a leader. From my experience, the guiadividuals can exert more
influence than those individuals who have the loyskrsonalities. This was a key
learning point for me as a mentor, and in soméefRacific cultures as well. Status,
your family position, and title, for example, caiwegyyou a position of leadership and
responsibility, especially in Fa'asamoa. Those vdw not receive this type of
leadership and responsibility through hierarchiliaés can be neglected and not

encouraged to be people of influence.
Develop Good Relationships

Authors such as Kouzes and Posner (2007), and SantgsValker (2005) state
that leadership is a relationship. As with the B Pihipihinga case study,
relationships were the most important considerafmnthe Pacific students being
mentors and for those who were mentored. When imgriwith a small group of
young people over a short period of time, the ggiovas on quickly developing a
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good relationship. Establishing rapport with thieupp members was also important
in the process of group formation. | knew all memnsbof the group through a wide
range of activities. | had developed relationshyéch were based on values such as
honesty, trust, and respect. While the relatiggshiad varied from lecturer-student,
friend-friend, and mentor—protégé, these three esl(honesty, trust, and respect)
were the ones that were widely shared. Rappodiwed the display of respectful
behaviour to the other person, by not using antstposition, and never assuming
that one was better than the other. Also, it wagortant to get to know the other
person well. Being genuinely interested in thdg And showing positive regard has
been valuable in developing rapport and good wahips. Through building a good
relationship with the group members, identificatminkey skills and strengths came
to light quite easily. It was evident that thedgints put trust in me, and would come
and talk if there were issues. The developmemood relationships was a continual
process in the planning of the trip. This is apamiant point to consider in mentoring
as relationships change. Some relationships becdmager, and some became
weaker. This was evident within this group process

As everybody had busy lifestyles with the pressufefamily, study, church,
work, sport, and other activities it was not alwagssible to see everyone together.
The strong relationships were with those individuaho | saw on most days of the
working week. On occasions when we were havinfgeadr lunch together, we were
able to take time to talk about the trip, and gekriow each other better through the
conversations. The face-to-face interaction watiquéarly important, as it was an
appropriate and effective way to communicate, rathan through e-mail. In my
mentoring experience, the use of e-mail was notbids form of communication.
Ideas were easily miscommunicated through e-m&tmail messages were only

useful for communicating information, such as nregtiates and times.
Focus on the Strengths of Individuals

Taking the time to build a good relationship hasolaed appreciating an
individual, and providing them with constant en@aement. When supporting the
development of other people, it was necessary & austrengths-based approach
which focused on what an individual was good ataurld excel in. This is consistent
with the principle of Al of focusing on the strehgtand knowledge an individual

161



brings with them. As a mentor, | facilitated tharadwing out’ of these factors to
ensure that the individual became aware of theengths. For example, one
individual in the group was clearly good at pulgipeaking and networking with other
people. | encouraged her to utilise these skillhe various activities we organised,
with public performances, or to engage sponsorsoforfundraising. Some of the
individuals were not even aware they had specidlssir talents. This was evident
more in the females, as the males of the groupaappdo be more confident of their
key skills. Some of the individuals’ strengths uadd having Maori cultural
knowledge, being a good organiser, a confident comaoator, an exceptional dancer,
and an encourager of others. However, it was rds@ssary to set small challenges
for individuals. They were able to use their gkilength to meet the challenge and to
facilitate the group as a whole. An example ofisgta challenge for an individual
was with the young woman who was a confident comoador with small to medium
sized groups. Wakanesia had organised a majordisny concert, and the young
woman was designated the role of Master of Cereni@l@). Although she admitted
her nervousness and anxiety, she took on the mote performed as a highly
competent MC. The experience gave her the cordelém overcome any fears about
speaking to a large audience. She took on thdeclys, and stepped outside her own

perceived zone of comfort.

Through my experience of developing individualdhas been apparent that the
insecurities an individual has about themselvesectiom within and possibly reflect
other people’s opinions. However, when a mentghlights the strengths of the
protégeé, the perceived negative thoughts can daminOnce the individual begins to
overcome self-doubt and insecurities, the mentooulsh continue with the
encouragement and praise as the improvement occitss is consistent with
Carnegie’s (1981) principles of praise and encoemsgnt. This can be highlighted in
another mentoring story. The encouragement andeyaxcurred in a conversation
between myself and the individual, focusing on hithwey were doing with their
challenge. As all individuals in the Wakanesiaougr had specific roles and tasks,
there were always conversations about their pregresThe individuals who
understood the mentoring process displayed posiiititeides and were interested in
their own progress. Sometimes they would ask guessuch as “How am | doing?”,

or “Do you think 'm making good or not so good gress?” It was important to
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have these reflective conversations on a regulaishéor example, once a week,
focusing on the positive factors, rather than tegative issues. In this mentoring
process, it was important that praise and encoaragewas not overused, as then it
would appear less meaningful. A young woman ingiteeip was learning Pacific and

Maori dances, even though she had never done aeyotfydance performance before.
As she steadily improved and focused on masterigrgdance, | encouraged her
before the performance, and then with follow-uphwptaise soon afterwards. This
meant that the praise and encouragement was cednict specific behaviour and
event, which made it meaningful for this young womaEncouragement was even
more necessary when the individual was not feaelmmgpetent. This case study gave
me great learnings as a mentor. | had to criyicedflect on my own leadership

behaviour based on the experiences with my protégés

The Challenges

The Manaaki Pihpihinga case study provided somemhallenges with the
setting up of and development of the formal progreem The challenges presented
here are somewhat different in that this was mergowithin a small informal group.
In this instance, the challenges relate to leaderdbvelopment and relationship
building over a short period of time. These chajkes are identified as perspectives
of mentoring, being a mentor-leader, a mentor'sspective of leadership and

building leaders.
Perspectives of Mentoring

Not all of the individuals in the group were opernbeing mentored, nor clearly
understood the purpose of mentoring. This wasnaportant point, because not
everyone wanted to be mentored. As a mentor Idconly focus my mentoring on
the individuals who understand mentoring, and @u®. While | continued to
encourage the group, the deliberate act of memganeeded to be focused on the
individuals who saw it as purposeful and meanindéul their own development.
They were more likely to be open to the conversatithe challenges and the overall
experience of growth. The main difficulty in niering only some of the individuals

in a group of twelve was that | got to know thes@ividuals very well and the others
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not so well. This was challenging for me as a mebécause | did not want to appear

as if | was spending more time with some individual
Being a Mentor-Leader

Being a mentor and leader goes hand in hand. Ta leader means that it is
necessary to develop the individuals that are atoua. In this case, to lead meant
that | must also be a mentor. | had to grow imtligls. In Manaaki Pihipihinga |
understood mentoring but | was not able to conitéotleadership - the development
of relationships of influence. The connection ofmoeing for leadership became
clearer with the Hawaii Group because of my perstasership growth. While it
was evident that not all individuals were openeémb mentored, the challenge was to
grow the entire group. The Wakanesian experiemgi@dighted some learnings about
the process of working with a group. As a leadenad big challenges to face.
According to Sanga and Walker (2005), leaders falgallenges every day. A
challenge is defined by the authors as “an obstarckehard situation that leaders and
followers face” (p. 15). Sanga et al. (2005) go tonpoint out that leadership
challenges should be seen as an opportunity foregong better to arise from a
situation. Leaders understand what the challeagesand the potential impacts on
their leadership. By attending to the challengesny situation of leadership | was

able to focus my energy on the challenges, and leam them.

During the Hawaii Group experience, the main cimgeewas to my personal
vision of leadership — to positively influence tbevelopment of people. It was
evident, however, that certain individuals in tlieup did not share the same view of
leadership. Some of them viewed leadership asagpiiynconcerned with managing
and coordinating the group. For instance, | exgm@dsthe intended vision of
leadership for the group at an early stage. Thpnhaof the group members had
agreed on this vision and was encouraged by it. é¥ew others did not share this
vision. Their actions, attitudes, and behavionidated that they would prefer to do
the bare minimum for the group, operate indeperyglest individuals, and go their
own way. Even though it was only a small numbeindividuals, their attitudes had
considerable influence on the rest of the groupheiiresistance to working with
other group members meant that they did not attiemdraising activities nor perform
necessary group tasks. An example of this resistémayroup tasks concerned the
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dance performances for the public. The same gneeqmbers would always perform,
with other members not turning up and providinguses for their absences. As a
leader, | had to keep encouraging the group toimoeatto face and overcome such
challenges. It was discouraging to see the indalgl go their own way, but | learnt
to keep the rest of the group’s morale high, andutlty encourage them to keep
making steady progress. This was a relationshgtleaige, and it took time to deal
with adequately. As a small group, we did not havet of time on our side as we
were only together for six months. Hence, thers araurgency to further the group’s
development and not let the relational challendgieciathe group. From this situation
| learnt that | should have clarified the rolesrafividual members of the group right
from the start. Clarification of key roles woutdve provided all the students with

more purpose in working together as a group.

| learnt many lessons from the challenges of waykwith this group. |
discovered as a leader of a group, challenges dadllcommunication problems,
maturity levels of individual group members, groumhesiveness, different
motivational issues, and the internal dynamics fg group. My own style of
leadership impacted on the group as well as this tha first time | had sole
leadership of a group of Pacific students. Myesityl leadership was to focus on the
development of them, and to encourage certain iddals to move the group
forward. This leadership style was transformatioather than transactional. But |
believe now | could have articulated a firmer stgfdeadership which clarified the
key roles and tasks so that | was able to deal With issues more firmly and

effectively.

During the process of group leadership, | discussedssues and challenges of
working with Wakanesia with my own mentor, Dr Sang&’hen | was faced with a
scenario for which | had no strategies, | would ask mentor for his opinion and
advice. This was our usual process for mentosogthat | could develop my skills
and knowledge, learn how to tackle different chajles, and gain a deeper
understanding from someone who was more experiemcéloe area of leadership.
Another area of support was from the Pacific Edoocat.eadership Cluster who
provided me with an appreciative perspective ofidgavith issues and helping me to
see the positive things that were happening. Tlaeléeship Cluster was a small group
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of students who met regularly to talk leadershighimi an Appreciative Inquiry
framework. This will be discussed further in Cteamine. Prior to the trip, | talked
with the Leadership Cluster about my own leadershigllenges and outlook. The
Leadership Cluster provided me with reaffirmati@m encouragement as | talked.
They ensured that | was constantly sharing my amsceo that they helped me to see

the alternatives within the leadership challenges.
A Mentor’s Perspective of Leadership

The Wakanesia experience provided me with an imsigh leadership that has
evolved. | had not been conscious of the procéseaulership nor been highly
interested in the topic until 1 had received meingprfrom Dr Sanga. Manaaki
Pihipihinga had enabled me to provide mentoringhiwita formal programme for a
large group of individual students, but this forfnn@entoring was different. It was
concerned with leading a group. | had never peecemyself to be a leader. This
was mainly due to my preconceptions of leaderslaip a concept, as a definition and
as a process. Previously, my perception of lehgergas that it referred to people in
managerial positions or people of status and ggeal But, as | was encouraged,
through Dr Sanga’s mentoring, to think and consither notion of leadership, my
perspective began to evolve and change. Thisrtsopahe leadership journey. The
changes in my perception of leadership did not j@sentuate from mentoring
discussions but also from the process of beinglueebin a leadership initiative.
However, the discussions with my mentor and theifieaEducation Leadership
Cluster taught me the importance of seeing Wakanebillenges as learning

experiences.

As | was being mentored all through the Wakanesg@eeence, | discovered
that a positive personal attitude was importaraddressing the issues of the group.
For instance, for a leader to face a problem witlegative attitude can be detrimental
to relationships and group cohesiveness. Conweragbositive attitude enables one
to look at a problem as a learning experience andaching opportunity.

Small group mentoring and leadership developmesiphaesented a multitude of
learning experiences. | discovered that while Wiakanesia group respected my

position as a lecturer, these were some issuegdeia my age. Being similar in age
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to many of the students sometimes worked againstimsome Pacific cultures, (for
example, Tahitian and Samoan) leadership and s&tenected with seniority and
age of a person. For instance, in Fa’asamoa euthe chiefly (Matai) status of a
man and/or woman is regarded as a leadership oolthé family, extended family
and village (Pitt, 1974).

Within a short timeframe, various issues can aftsea small group. Good
leadership for these moments is crucial to endueegtoup of people reaches their
potential together. This is not always possiblg tb individual, gender and ethnic
diversity. Issues related to different persoreditipriorities and personal agendas
continue to come to the surface in a group. fassible to mentor some individuals
in a small group, but it is possible that not evarglividual can and will accept
mentoring. The views on leadership and mentoriregadso widely varied. People
bring their histories, their cultures and valueshvihem to a group context. All of
these factors can impact on a group, as the Waikaarperience shows. Mentoring
is a process that is dependent on timing, peogéas, values, and attitudes. To be a
successful process, so that people develop and, gramy factors need to work
together and be understood. Mentoring and leagedshnot always go together as

some people would prefer leadership to be soledysed on management of people.

The Wakanesia experience was an initiative outefi@ formal mentoring
programme such as Manaaki Pihipihinga and beyorat #f the mentoring
development of tutors and postgraduate studentss meant that the experience was
open to a variety of issues, as individuals hatedéht reasons for being involved in
the group. For some individuals, the motivationrawvel to the Hawaiian Islands was
about having fun and social activities. Other wndlials were motivated by
willingness to learn about another culture and bexcengaged with a different
community of people. The motivations for each wulial impacted on the way in
which they viewed the purpose and function of thmug. For the individuals whose
goal was fun and socialising, the group’s develapnveas not a high priority. For
those who wanted to learn and engage in cultuee,gtioup’s development was a
priority, and they were more likely to understamdi &ngage in mentoring activities.

However, from a leadership perspective, it was irtgot to not undermine any of the
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individuals’ intentions and goals for the trip.whnted to allow the students to have

their space and freedom to discover Hawaii for thelwres.

Leadership and mentoring began to take on a newiti@h for me based on my
first-hand experience with the small group. Asader being thrust into a situation
that required leadership and mentoring meant thatlito learn quickly with a diverse
group of individuals. Leadership was about buddnelationships, and it involved
gaining trust, having integrity and credibility.fdund that students observe a leader’s
every action and if they do not agree, then as@deyou will soon hear about it.

Building Leaders

From the Hawaii Group experience | learnt thatntgyio build leaders within a
group was a challenge. My personal vision of lestdp was that all individuals
could be leaders, to develop relationships of arite (Sanga & Walker, 2005).
However this did not occur. This was a personalllehge; because | could not
achieve this vision, | saw it as a failure in myadership. However, from this
experience | have learnt that not all people waVelop relationships of influence at
the same level. Generally it was the students mdtbbeen around me for some time
who were encouraging of others and related wellmentoring. From an Al
perspective, it was important to focus on what edriso | attended to the students

who were keen to be leaders.

Summary

The Hawaii Group experience conjures up some mewdfat have been
challenging for me as a leader-mentor. Leadernshg challenging journey, and the
journey provides key lessons in the form of valeabkights. | learnt that no matter
what a mentor knows about supporting people, ifr ypmarsonalities are incompatible
there will be some tensions. | have found it difft to reflect on this case study
because the way the group operated did not liveoupy ideals. However, from an
Al framework | must be able to learn from my leadp ‘slips’ and move forward.
My mentor once explained to me, that a leader wlkpeeences failures or
weaknesses is a good leader. Not every leadegatagverything right, as this is part
of leadership development. We, as leaders can lealyn and move on from the
challenges and it was the challenges that prouvnganain learning from the Hawaii

168



experience. While leadership development for mé aimers is a process and a
journey, one’s attitude and the ability to refldegarn and move forward is important.
| know now that any mentoring and leadership itit&l am now involved with is

something | can do better because of the Hawaiemsmpce. The learnings and the
challenges provided the insights into the nextestaigmy leadership journey. These
learnings were part of the Dream phase. | leatdtworked and what did not work
and | use that knowledge in other leadership iivés | develop. Based on such
learnings, the vaka now paddles on to the nexttehathe Design phase of the

Pacific Education Leadership Cluster.
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CHAPTER NINE: THE PACIFIC EDUCATION LEADERSHIP
CLUSTER

“In relationships of influence, leaders develop atréngthen their relationships with

others giving time and investing energy in the iwd others.”

(Sanga & Walker, 2005, p. 127)

Introduction

Paddling the vaka onward, it arrives at the Padittucation Leadership
Cluster case study. Initially, the Leadership @ugrose out of the Pacific Students’
Leadership Development programme in 2004. Thigeggyais in line with the Design
phase of Appreciative Inquiry, and “innovating whkall be.” The Pacific Students’
Leadership Programme was a deliberate and spestfiategy which worked
extremely well. By utilising the Al process morensistently and in a focused
context, | was able to draw upon the key understgsdfrom the other mentoring
initiatives. Following the Pacific Students’ Leasl@p Programme, there was an
expressed need for a continued initiative. Th&uilted in the establishment of the
Pacific Education Leadership Cluster — a specificS&tategy designed to meet the
needs of students of leadership with a vision ofettgping a new generation of

Pacific leaders.

Our Purpose

Some of the students interested in leadership dpedlmentoring relationships
with Dr Sanga and me. It was evident that anosteategy for leadership and
mentoring development was in fact possible for @ugrof Pacific students. Hence,
the Pacific Education Leadership Cluster was deetlo A small Cluster group
allowed people who were interested in furtheringirtheadership development to
meet regularly and discuss leadership. The LeagerStluster also allowed for
mentoring relationships to develop amongst groupnbess. Sanga and Walker

(2005) claim that leaders must create opportuniieesothers to lead. Moreover,
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mentoring new leaders is beneficial for leaderseaders must demonstrate their
leadership by encouraging others to be leadersedls Whe Leadership Cluster was
one avenue where this leadership development of geveration Pacific student-
leaders could occur.

In this specific strategy, part of the Design pha$eAl, the focus was on
moving leadership development forward for individuswvho were keen. From a
mentor’'s perspective, the Leadership Cluster was ohthe most exciting and
progressive initiatives. From my foundational feag with Manaaki Pihipihinga and
the Hawaii Group | was able to focus my attention tbe needs of the Cluster
members. In Manaaki Pihipihinga, mentoring of shedents was based primarily on
providing academic and personal support from aosestudent to a less experienced,
junior student. Usually, the mentoring relatiopsknas conducted over just one or
two trimesters. It was relatively a short periddengagement for the students. In the
Leadership Cluster, on the other hand, we as thebees had the opportunity to
develop relationships over a period of years, aidrtthe concept of mentoring to fit
the cultural values we believed in. Furthermorg,iradividuals we had our own
autonomy over the running of the group, withouteaternal political agenda such as
the Special Supplementary Grant which had impaotedlanaaki Pihpihinga. Pue
(2005) explains that one of the elements of ledugrslevelopment for Arrow
International Leadership was the experience ofdiaesloping leader being part of a
small group known as a Leadership Cluster. Pu@5Rargues that such a Cluster
allows for a pooling of wisdom on successes andrizs. Members work together
during the leader’s time of development. The Radtducation Leadership Cluster
follows the same format as that described by PGP of sharing successes and
failures from an appreciative perspective. As aalsrgroup strategy, working
together has enabled us to solidify strong relatigps and help one another with

advice, feedback, and support.

The Focus on Leadership Development

The main difference between the Leadership Clustdrthe Hawaii Group was
that this Cluster was strongly focused leaderskyetbpment. The common purpose
for Cluster members was mentoring for leadershiaxwell and Dornan (1997)

point out it is important in leadership developm#rat the people around you have a
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similar philosophy of life. The values of the peogou are mentoring need to be
similar to your own. As a mentor, if you do notsh the basic values then you may
end up at cross-roads (Maxwell et al., 1997).Thadeeship Cluster was a specific
strategy because, as a group, we agreed on our @ongoals and purpose. We
developed a common understanding that we were r#isidé leadership who wanted

to learn from one another and develop new posdsiltogether as a group. We were
all involved in different arenas of leadership, laenly interested in leadership and
developing ourselves as leaders. This is whatdbrous together. Not only did the

Cluster group provide a vehicle for mentoring, angporting one another, but it also
created a space to learn about leadership, angefudievelop ourselves to be better
leaders. Through discussion of challenges we fedrout how to manage them. We
agreed that the most valuable learning was frometigagement and discussion with
other students of leadership. In this case, thetoneg involved face-to-face

engagement.

As a group of diverse individuals, we were all dtedent levels of leadership
development. This was important to remember becthesvarying levels contributed
to our different understandings of leadership. &ample, one member of the group
had many years of experience as a leader, andanwoiémber only had one year’'s
experience in a specific leadership role. Howexegardless of the number of years
of experience, we all considered ourselves to bdesits of leadership. The term
student implies that we were learners, and we Veam@ing a body of knowledge that

would enable us to advance ourselves in leadershep.

Within the Leadership Cluster, we took on the psscef mentoring, and
deliberately linked it to leadership developmenWe saw ourselves as leaders, as
people of positive influence on a journey. Thiarjeey was focused on mentoring.
As Cluster members we engaged in supporting onthanto be people of influence
for our communities. It was not possible to haaedership development, without the
mentoring relationship alongside. This is wherbeban to connect mentoring to
leadership development as it evolved through thiéviduals’ relationships with one

another.

172



Developing Mentoring Relationships

The Leadership Cluster was comprised of memberswére very familiar with
my approach to leadership development. One stuakhtbeen involved in several
leadership and mentoring initiatives with me and $anga. Three of the group
members had been tutors in my undergraduate counses several years. The
students had been mentored over these years thraughe-to-one mentoring
relationship. The specific strategy of the LealdgrsCluster was to take the
mentoring to a new and different level, to takenthiirther in their own leadership
development. Also, as a small Cluster, it wasfitisétime we had all met together to
focus specifically on leadership. The Cluster wasther mentoring arrangement, but
with existing multiple relationships across indwads in the Cluster

When the group initially formed there was Dr Sanggyself, a postgraduate
student from Papua New Guinea (PNG), and a Fijtadesnt in the final year of
completing his undergraduate degree. After a @opmeetings, two more students
joined the group, one Fijian woman (who was in fieal year of her teaching
degree), and a Niuean woman studying for her MasieiEducation. The student
from PNG was a mature student who had been invalvélge education sector in his
island country. He had come to VUW as a recip@na NZAID scholarship. His
wife and son also joined him in Wellington for 2aye of his Masters degree. He
termed himself ‘the reluctant leader’, as someohe tad been pushed to the ‘front’
to be a leader. The Fijian student had previousigd in Fiji, but came to
Aotearoa/New Zealand where he had settled in aiqei@l area to teach in a private
primary school. He then decided to finish his Bdch of Arts degree. He was
extensively involved with his Fijian community inéMngton and was a leader of the
youth at his church. In the previous year, 2005,hlad held the position of the
President of the VUW Fijian Students Associati@oth of these male students were
also participants in the Pacific Students’ Leadg@rébevelopment Programme from
2004-2005. This programme had provided the stgdesith interest in furthering
their own leadership development. The Fijian fersudent was the president of the
Fijian Students Association at the time of the @uaneetings. She had been
encouraged to attend the Leadership Cluster byrifile male student. The Niuean
woman had been in a mentoring relationship withetfyand Dr Sanga for 2 years,

and had been involved in various leadership iiviet and tutoring positions.
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Everyone in the Cluster had had different expegsnaf leadership, but were also
very familiar with the overall style of encouragaeth@nd ‘possibility making’ with

myself and Dr Sanga. Because of each of theserstsigorior mentoring relationship
with Dr Sanga and me, the Leadership Cluster wathanphase in our development.

Engaging Together for Leadership Development

In the initial 1-hour meeting, Dr Sanga providedexiplanation for the purpose
and nature of the Leadership Cluster. The introdocand welcome was important
for setting the context. Dr Sanga explained thatgurpose of our meetings was to
discuss leadership and enhance our own developasdatders through mentoring of
one another. As students of leadership, we woelkcbime better leaders through
learning together. We were encouraged to looketyoat ourselves as leaders, and
the leadership activities around us. As a grougagt our vision for leadership: to be
better leaders, and to engage in the vision foifiedeadership, “To grow 1000 New
Generation Pacific Leaders by 2015.” Having aathatision for the Cluster allowed
for members to see their potential and the possd#silfor their Pacific communities
and families. This acknowledged and respondedhéir tpassion for leadership.
Maxwell and Dornan (1997) claim that even the asetperson, even the least
demonstrative person, has a passion for somethihg was true for one member of
the group, who we will call Duan, who was initialthe quietest member of the
Cluster. As he began to listen and engage withClluster, his passion came to the

surface and he contributed significantly to the taeng and leadership.

We were all interested in leadership developmena agy to enhance our
personal and professional lives and to help ondhanahrough an appreciative
process. While Al was the main method of discug##adership, the Al process was
not explained in specific terms. Individuals wemcouraged to discuss one good
observation, and/or experience about leadershipndrahem. Selecting a good
leadership occurrence provided a positive appréathe group discussion. This was
also in line with the Al process of accentuating pgositive stories. The group was
further encouraged to discuss one specific isswhaltenge they were facing in their
leadership. Sharing a leadership challenge enahkedndividuals to learn lessons
and insights into the challenge. From an Al pectpe, we were obtaining learnings

from the stories that were discussed.
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In order to help each other, each Cluster memhbmriged a positive view on
any challenge shared by any other member. Thepgveas able to utilise their
leadership knowledge and give an alternative petsge This process, based on Al,
enabled the group to think, to learn, to discuss, ta grow together as a group who

were keen to be better leaders.

As a Cluster, we decided to meet for 1 hour eveme8ks. This timeframe was
important. It gave us enough time to observe aighge in any leadership activities,
and provide a collection of experiences to draw dine initial Leadership Cluster
meeting was held in April 2006, at our home base,Rarekereke, the Institute for
Research and Development in Maori and Pacific BitutaDr Kabini and | provided
hot drinks and food for the Cluster, as we havendbthat the sharing of food
demonstrates the communal nature of our Pacifiticd.

The format of a typical Leadership Cluster meetivas for the facilitator to
encourage and set the scene for the group. Dr Seagainitially the primary
facilitator of the Cluster, but after a couple oéetings | took on the role as the main
facilitator and organiser. | was able to draw lo& inderstandings and learnings from
the other mentoring initiatives | had been involvedand | used the Al process to
enable the Cluster to learn, engage, and work hegetl needed to strengthen my
knowledge of Al, especially in a practical way, andoe able to fully understand the
possibilities of the Al process. Because the Lestdp Cluster was a deliberate and
specific strategy, it also allowed me as the fathr to gain further experience of
leadership development. In my role as an Al #@&tdr, | ensured that the group
members were reminded of our purpose as a group tanthink about an
issue/challenge which they had been involved withaa observed in their leadership
activities.  We continually looked for positive s&s and cases of leadership
development to share. Through our discussion hegets a small group, we learnt to
apply an appreciative perspective to ourselves.e $tories and learning points
provided specific enabling factors and principles dis as students of leadership to
consider personally and also for our communitiBg.drawing out the principles and
key lessons through an appreciative framework, weeevable to develop our own
knowledge of leadership. The process of Al allowsds a group to provide advice
and feedback to one another. It was importantwieatised an appreciative approach
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by continually focusing on the positive. As a growg aimed to maintain a positive
attitude and never applied a deficit perspectivartp challenges that were raised. We
found that we successfully identified learning pgeimvith topics that were raised.
This Al approach to the Clusters’ discussions helpedify our personal attitudes; to
be more positive about a situation. One of thedestts talked about how his
perspective had changed when approaching problentsof being more aware of

negative attitudes being expressed to him at hikplace.

Our mentoring process was not just isolated tdluster meetings. As a group
we engaged in activities which helped to enhance awn development. One
initiative we took charge of was the organisatidraavelcome event which marked
the beginning of the NZAID Pacific Students’ Leastep Development Programme
in November of 2006. We worked together to orgar@iad coordinate the evening
and to engage the local Pacific community with ¢edents who had come from

around Aotearoa/New Zealand to attend the leadergbikshop.

As we had been well aware of leadership developmedtdiscussed principles
of leadership in our Cluster meetings, we were ablelraw on these learnings to
work together. For example, we had learnt that heeikl always utilise the key skills,
and talents of the members. For the welcome ewsat,designated the tasks
according to the strengths of each individual. &amportantly, we aimed to
challenge ourselves, taking our own developmerhé¢onext level. An example of
this was when the group member who had called Hinise ‘the reluctant leader’
partnered with a fellow Cluster member to co-hastre Master of Ceremony for the
evening. Initially, he wanted to have a less puhiole but with constant
encouragement, he willingly took it on. As a growme worked together to be
involved in an initiative which ensured a mentorprgcess was in place. This meant
that no one person worked in isolation for the év&bear communication and an

appreciation of one another were the two factorgrakto the way we worked.

On another occasion, three of the Cluster members imvited to be on a panel
discussion for a postgraduate class. | was thditédor and it was my role to
organise and mentor the panel of students. Thirgoy task was to talk about their
success stories as young Pacific students. Fal paembers, it was the first time
they had spoken to a postgraduate class. Pritretclass session, they were anxious

176



but excited. One of the students questioned widtad to offer a postgraduate class
of mostly experienced educational professionalswak clear to me that the students
would need some encouragement. But in fact, th@owwagement needed was
minimal. Moreover, to be on a panel was also alb®ing involved in leadership.
This activity was about challenging oneself andingkthe lead to educate others
about leadership development, and the experiencbeofg a successful Pacific
student. The students were able to share theareqzes and learnings on leadership
development. The focus of their discussion wasxjgore and understand what was
possible and what worked for Pacific students shglyn tertiary education. The
students talked about the influence of the LeaderSluster on the direction of their
lives and how it enhanced their university exparéan The class was encouraged to
ask questions and challenge them on any point.sél'heo experiences of involving
the Leadership Cluster in other leadership actisitiwere important as they
encouraged us a group to understand leadershipefurt We were also able to

demonstrate the learnings we had gained in ourt&ldsscussions.

The Leadership Cluster was learning ‘beyond theldeship textbook’. We
were ‘living the realities’ of leadership and thgpeeciative discussions allowed us to
consider leadership possibilities a lot more. Waild have read widely on
leadership, but the discussions proved more vaduablwe were able to utilise an
Appreciative framework of dialogue. Through theeusf an Al process, new
knowledge on leadership and mentoring from the t€tusvas generated. The
facilitators of the Leadership Cluster always wrotges after each meeting in order
to collect the various ideas being discussed. Tiewlkedge generated by the group
assisted the members in their leadership practi¢dis was strength of Al; the
reaffirmation of knowledge within a group of Pacifstudents. Further, it was
important for me as a mentor to provide speciferméng opportunities for Cluster

members, so they could experience leadership develot.

The Learnings

As a mentor and leader developer, | was on a jquoh@nderstanding my own
leadership development, as well as developing sth&he next section will cover the
key learnings that have arisen from the Leader€hiyster. There were no specific

expectations for individuals set prior to the fotioa of the Cluster. These learnings
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were: develop a strategy, the importance of ratatips, leadership discussions, the
generation of leadership skills, mentoring, thenfation of a second Leadership

Cluster, the capacity for learning, and inclusion.
Develop a Strategy

Through my involvement with the leadership and rmeng initiatives of
Manaaki Pihipihinga and the Hawaii Group, | haddgi@ly learnt about leadership
and mentoring. | learnt that as | became more lu@bin leadership, and had a
vision to work to, it was important to develop aeeific strategy for leadership. A
strategy which was focused on leadership developmed mentoring allowed for
better relationships and key learnings to evol¥ée Pacific Leadership Cluster has
been effective because it was a clear (delibersti@tegy linked into an overall
leadership vision. While the Cluster group was motraining programme for
leadership, it arose out of the larger-scale Ra@tudents’ Leadership Programme

and gave participants the opportunity to be invalireleadership activity

A small-group focused strategy worked because a&linbers of the Cluster
were well aware of the strategy. We knew abouti¢hdership vision, and we were
keen to support it. As Cluster members we saw #erfor continuing leadership
experience and development. We saw a purposeiGlister, and made the Cluster
work for our benefit. The members found that attés we were previously involved
in did not meet our leadership development ne€llse Cluster mentoring strategy
thus filled a gap in our leadership developmerttisTvas not a typical Pacific student
experience either, and being developed as leatlevged students to also focus their

attention on completing their studies.
The Importance of Relationships

All of the members of the Cluster had had somelle/fenentoring relationship
with one another. We all had some, or a great ale@xperience of working together
in various leadership and mentoring initiatives. eld@onships which had been
successfully established and maintained prior ¢oQhuster were an important factor.
These relationships were based on prior experiandevalues of trust, respect and

honesty. Sometimes the members would disclosenraion on personal and/or
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professional matters and this information needetdedreated with respect and in

confidence.

As the Cluster group continued to meet togetherstaged to get into the flow
of sharing knowledge and experiences. The memjorefationships also grew
stronger. We respected each other's opinions, elship experiences and
perspectives, and each other as students of l¢mgeegyardless of position, role, or
status beyond the Cluster. Advice was given wine@essary. We acted upon this
advice, we were open with one another, and genetlaf atmosphere during our
meetings was positive. Application of the Apprég Inquiry process aided this
positive atmosphere and collegiality. No issueclwallenge was viewed as a major
problem or obstacle. Everything we discussed Ipadic lessons. The Al language
we used and became accustomed to contributed tgodeivity. Affirmative
language and specific acknowledgement of our aemewts allowed us, individually

and as a group, to believe that we were doing goiods in leadership.

We focused on the strengths of individuals as aglgrowing potential areas of
skill. The Al philosophy allowed for a processashpowerment across all members
of the group as we discussed leadership. Maxwedl Rornan (1997) state that
people are empowered when you have a relationship them. Spending quality
time with members of the Cluster during and beyttredmeetings, demonstrated that
relationships were valued and this led to mentommgl leadership development.
Kouzes and Posner (2007) point out that to fatditeelationships, a leader must
develop cooperative goals or roles. We were irswlin a variety of collaborative
initiatives in the Cluster that not only brought cieser together but focused our
attention onto developing interconnected helpingti@ships.

Leadership Discussion — the Pacific Learnings

Discussion topics for the Cluster meetings wereeddpnt on individuals’
experiences and involvement in leadership actiitieOur ethnic and cultural
backgrounds influenced our experiences and peligpeain leadership. It was clear
that the ‘mix’ of Pacific ethnicities provided eXieat learnings on leadership. Since
the Al process brought out the positive and enghiiattors, there were good stories

of cultural leadership practices. A new Pacificolwledge on leadership was
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developed as result. Individuals learnt key valupgnciples, and beliefs on
leadership when stories were shared. We were tabpeck and choose what was

relevant learning and apply it to our own leadgyshi

We were free to discuss any type of leadershipy storowledge, or experience.
In most cases, individuals had thought throughr tsteiry prior to the Cluster meeting.
This encouraged us to be more conscious and aWwavhat was going on around us
in leadership terms. We all learnt different idéasn one another, and this learning
also bonded us as a group. The process allowéd wsderstand one another more
than if we were in a classroom context. In termhsadeadership framework, the
Cluster appreciated the diversity of individualsickgrounds and learnt to bring out
the best in each other. To illustrate this pdinse the example of one member of the
group who wanted to encourage and develop youthhen church. She was
encouraged by other individuals to focus on heergjths as a young Fijian woman

with a strong cultural heritage and bring these ertabling the youth.

| have participated in many groups that have naipsetl the Al approach. In
one such instance all of the seven individuals attended were of Pacific ethnicity —
five Samoans, one Tahitian, and one Niuean. Orteeofnembers of the group was
male, and the remainder were females. It was clestrthere was no order to the
discussion. Individuals talked over one anotheosmts and sometimes individuals
would have ’side’ conversations, separate fronmrésé of the group. Three members
of the group remained quiet for a majority of theating time, while the rest of the
group debated the ideas. The more vocal indiveldaminated the discussions. A lot
of discussion fixated on problems and negativeualtis, and no solutions arose.
Although the agenda items were progressed thraugtheveryone had input into the
discussion. It was not until | began using Al thagalised all individuals in a group
could contribute knowledge on an equal level. Whsad well, Al does not allow
dominant individuals to take over the group distuss In Pacific cultural contexts
the more senior and older people are allowed toftedt in meetings, and in some
instances the men and the church ministers havautherity to speak. In contrast to
this, the Al process enables all members of a gtowgpeak without being criticised,
nor is any speaking order based on title or stadsalso reaffirms the knowledge
base of a group of individuals. Our knowledge wealtd.
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The Generation of Leadership Skills

From the initial meeting of the Leadership Clustevas not clear what types of
skills and knowledge would be acquired by eachviddial. Al, as a framework is
adaptable to the needs of any individual, grouganmunity so the possibilities of
vision making and potential changes were endléasth each individual reflecting
and sharing leadership activities, it allowed ubéaonscious of and take more notice
of what was happening around us in terms of lehders | recall one of the
individuals saying that, after several Cluster nmggst, he had changed his perception
on the way he looked at leadership experiencesndrbim. He was ‘in tune’ with an

appreciation of the enabling factors involved is leadership.

Because meetings provided more than idle discus#ienlLeadership Cluster
became an initiative for individuals to developithgersonal and professional skills.
We were able to identify the areas of developmieait individuals might like to focus
on, for example, speaking confidently in public,ooganising an event. Through our
common understandings of leadership and strongiaoe&hips, we worked well
together in a positive collegial process without problems occurring.

During the Cluster meetings, the use of the Al psscgrew and evolved. The
process allowed for people to develop their ownllski For instance, when
individuals took the time to share their knowledgey had to communicate their
stories and use specific appreciative language hwhitsured the message reached
others. Members were encouraged to listen cayefalthe stories, and analyse the
knowledge being shared. When one of the membershefCluster shared a
leadership story, some of us would offer a perspecan appreciation of the story.
An appreciation from another individual would beeddo highlight the positive and
enabling factors of the story, especially if thera@s a challenge involved. This was
one of the major advantages of using an Al fram&wdveing able to draw out the
factors and principles which were working or cohlworked on. Thus, individuals
were able to develop, practice, and improve th@saking and listening skills.

An example of the how Al was used is provided by own story which |
shared during one meeting. The challenge | discusgas the Hawaii Group. |

explained to the group that | was having challengéb leading the group, and
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mentoring some of the students. One of the Clustanbers provided his perspective
on my leadership challenge. From his perspectigegaccentuated the positive factors
of the students who were doing well, acknowleddred t was performing a huge task
on my own, and urged me keep going. This perspeatigs encouraging for me
because | could not see the possibilities and igesiaictors in the challenge. My
colleague provided me with an alternative viewpoas well as reminding me of the
good factors. This was particularly useful becaaseroblem or challenge can
become clouded by poor judgment. Cluster memberg wot only able to develop
their communications skills, they also developedlytical skills in terms of
understanding leadership. For example, the Clustembers viewed leadership

challenges as learning opportunities.

The positive approach of Al generated open disonsswhere everything was
on the table. Leadership was public, and Al alldva a public acknowledgement of
each member’s achievements. Through the encousgeamnd positive feedback
provided by other members of the group, each pansamore likely to feel like they
could succeed. They were empowered to succeedenWtere was a need to give

more feedback or coaching, the conversations chomebeyond the Cluster meeting.
Mentoring

The Leadership Cluster was not only focused onudsiag leadership topics.
Each individual in the Cluster was also involvedairmentoring relationship. The
mentoring was not restricted to a one-to-one m@tatiip, rather it existed across all
individuals and every person could mentor evergothdividual in the group. This
was largely due to the Al approach which ensuratidal group members felt equal to
each other. Mentoring relationships also existed eontinued when the Cluster
group was not meeting, or if one of the individualkss working overseas. This was a
major strength of the Cluster. For it to work effeely as a mentoring relationship,
people needed to understand one another, and gexedktionships based on trust,
honesty, respect, humility and empathy. Buildiaationships based on these values
was fundamental. This meant that everyone was adatfie to talk and share their
knowledge. Mentoring relationships across the grailowed individuals to develop
their own mentoring skills and understanding of toeng. They were mentors, and
at the same time were being mentored. An imporpant of this was that they
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continued to enlarge the lives of others aroundhtfrem what they learnt. Rani for
example, supported and mentored his youth grodipeiin Sunday activities at church,
encouraging them to be leaders. Duan influencedtoidents in his tutorial group to
be better students and more confident when makigig presentations.

Maxwell and Dornan (1997) believe that in the pescef mentoring, when a
leader empowers the people around them a necgsadrgf the process is releasing
them (the protégés) to continue on their own. Wiiile Cluster group provided a
considerable level of support, there was an empluasthe members working hard on
their own and to focus on their own developmennash as possible. As a group we
were there to support and to encourage each othenake good decisions and

succeed on their own. Assistance was offered wieeded.
Formation of a Second Leadership Cluster

From a mentor’'s perspective, the Leadership Clustes a highly successful
mentoring strategy. The Cluster was focused onAhgrocess and principles,
specifically targeted for mentoring of the Clustmembers and focused on the
development of leaders. We were all students addeship who were keen to learn
from one another. Valuing the success and thetipesstories of the Cluster
members was integral to moving to a shared leagergbion. The success of the
Cluster group as a leadership strategy providedlidayings for other small Cluster
initiatives. Another Leadership Cluster was forme®007 because of the academic
and social needs of students. For this groupethais a need to engage in discussion
on research topics and related academic challerigeseover, there was a need for a
collegial community to overcome the isolated nanfrpostgraduate student study. |
developed this second group based on Al princigtesalso incorporated the positive

learnings from the Pacific Leadership Cluster.

The analysis of the original Pacific Education Lexathip Cluster was primarily
based on the Al process. The Al process focusdabemole of dialogue that moves
attention from individual to collective appreciatiHammond & Royal, 1998, p. 27).
As members of the Leadership Cluster we spoke leddership vision not only for
our own communities, but for Pacific people gergral Al provided a dynamic

collaboration between the Cluster members, largélye to the focus on the
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importance of appreciation. As a Cluster we hadl fogused our attention on
problems. The Al process ensured that each Clus@mber's knowledge was

validated and extremely vital to the progressivieireaof leadership development.
The Capacity for Learning

As students of leadership, we had the opportundgy ldarn from our
involvement, our interactions in the Cluster. Tmecess was focused on the learner-
centered approach (Zachary, 2000). The way in hviie told our stories of
leadership through Al enabled us to learn througlkleselopmental process of
reflection, experimentation, and action. Througin story telling we were able to
reflect on what worked in our leadership roles. r @eetings provided learning

through appreciative self-assessment. We weremaily able to assess and re

examine the effectiveness of any new skills andwiedge we applied to our

leadership roles.

Our Cluster meetings also provided us with speddarning inventories. The
appreciative discussions on leadership reaffirméatwve knew, how we knew it,
and how we could transfer that knowledge to oth@osonly in the group but also to

people in our communities.

The knowledge we had within us was reaffirmed ahdred. Through the
dialogue and use of appreciative language, our letdiye and experiences became
validated and reinforced by other members of thestel. The different perspectives
of the members shed light on our own knowledge.stgents of leadership we held
our own knowledge within us, and it was sometiméernt from what others in the
Cluster were thinking. This was largely due to dingerse experiences we had had in
our leadership roles. Factors such as age, etyaicd gender, type of employment,

and leadership experience were important.

Peer assessment was important. The Al processugave tools to oversee one
another’s progress with regard to leadership dgveémt. Constructive dialogue
opened up a process which provided Cluster membetls an appreciative
perspective able to look at what positive changes dccurred. New possibilities

were always looked for, and opened up through pesessment. Peer assessment
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was about individuals offering positive reflecti@uvice, and perspectives on another

individual’'s leadership story.

The Al process also allowed for the Cluster groostay close to our vision,
and focus on leadership. The leadership storiebs the reflective perspectives
contributed to the ‘success’ and common purposemeeked towards. From the
beginning we were unsure of what possibilities rhighcur for each individual.
However, as time went on, individuals began torigluand grow in their leadership
roles. Through conscious self-assessment and ai@iy individuals maintained

control of their own learning.

We were able to document our own practice, capguifie lessons learned “in
our own words”. The way we worked together wasagomstrength and asset. As a
result our leadership development got strongersairhger. We tested one another’s
beliefs and questions. Questions were answer@dsupportive environment. This

was all part of the learning process.
Inclusion

The Al process allowed the Cluster to ensure thasd who were usually quiet
were included. There was not an assumption thastéd members either had to
attain a certain level of leadership experiencdant to be of a particular status or
position to be able to contribute to the Clustéks the primary facilitator of the
Leadership Cluster, | did not use the appreciginaeess tdeachleadership, but to
learn together with the students in a collaboratine sharing way. Al was a tool
used to understand the richness, value, and utfitiacific indigenous knowledge
systems. Al was used to help individuals appre¢iatknowledge, and honour who
they were.

The use of Al did not mean that leadership chaksngere ignored, but rather
they were recognised and we embraced the problgmding positive ways of
looking at them, and then turning them into corctive action steps. The Cluster
members made enquiries and constructed questiomnzh vatlowed individuals to
think carefully about their answer and approachtlos leadership challenge. We
grew as a group and became more confident, finttiagwe were able to deal with

the challenges through an appreciative processityueaging each other.
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The Four D’s and the Pacific Education Leadership @ister

The Al process evolved with the 4-D principles as&very, Dream, Design
and Destiny being used in the progress of the Lshge Cluster. The use of an
Appreciative Inquiry philosophy and approach waseg strength for the formation

and development of the Cluster.
Discovery

“Asking empowering positive questions about thet,balsout what gives life to
community or group — seeking and understandingessas, analysing successes for
what they teach us — The answers you get depenth@nquestions you ask”
(Cooperrider, 2000, p. 24).

In the initial Cluster meeting each person intragtl¢themselves to the rest of
the group and explained their leadership rolesolgin the process we discovered our
true potential and appreciation for one anothexjseeiences in leadership During the
Discovery process, we were preparing for the angatdf a vision for Pacific Students’
leadership development

Dream

In our creation of a positive vision of ‘what mighe’ for the Cluster, we talked
and imagined how we could create a group wheresamnt from one another through
our leadership stories. We were keen to unveilvidlees which underpinned our
leadership practices. These were values suchspeag honesty, integrity, honour,
humility, empathy, and compassion. We were higldgscious of the lack of good
leadership practices in some Pacific communitie$¥e were committed to
demonstrating ethical leadership in our own rolkésvas important that we all agreed
on our Cluster vision for leadership. It was a sHawision. We recognised the
potential to create new possibilities for our owadership development. As a group
we talked about not being limited by thinking abdaadership from a deficit
perspective. From an appreciative perspectivehakethe knowledge and power to
create endless leadership possibilities for oueselvAs a Cluster we were beginning

with our own knowledge, and not relying on a forelgpdy of knowledge to teach us
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leadership. As students of leadership we wereegdadis learn and discover through

the sharing of our experiences.
Design

The focus for the design process was on what iddals were ready and
willing to do for themselves. Our main goal was tiverall vision of creating ethical
leadership for our Pacific communities. Each indiial made a personal commitment
to areas of leadership that we wanted to develdinviourselves and for our
communities. Through this commitment we were wagktowards our leadership
vision. At each meeting we would discuss what \ae hAchieved. The feedback
from the rest of the group helped to shape ind@idwtion plans. Each person stated
their personal, public commitment and action stegytwere going to make. The
Design process enabled the Cluster to turn thegaif the future into an action plan

to realise it

Destiny

The Destiny process marked the action phase, ewgsthat we as the Cluster
members started ‘now’ on the path to achieve tk@mi At this point actions were
taken by individuals to achieve their goals in erttemeet the vision of leadership.
Actions involved tasks that could be achieved imiatetly such as researching a
leadership topic or reading an article in ordegam more knowledge on an aspect of
leadership. The Leadership Cluster was not jnsitdid to the dialogue, which was
significant, but we were also actively working todsour goals. This meant that we
were ‘actioning’ specific tasks, and practicingdeeship. Mentoring for leadership
was consistently about creating new experiencesogpadrtunities where we would

grow as leaders and mentor one another.

In 2007, the Cluster group travelled to anothgr @and participated in a Pacific
academiaesearch symposium. They presented their res@aci alanoa (talk-story)
session with senior academics. Prior to the sympgsach student presented a paper
alongside their Auckland University peers in a diag-symposium. At the time of
writing this case study (2008), the Leadership ®lus still actively operating and it
has grown in size from 7 to 30 students. In 2088 Cluster members wrote their own
leadership stories for an edited book (Sanga & @B09). Initiatives such as these
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represent the possibilities for students to enhahe& leadership development by

‘delivery’, sharing and dissemination of their expaces.

The creation of opportunities for students encoesagentoring for leadership
development where they can be involved in buildimgmselves, growing into new

areas, and positively influencing others.

The Challenges

The use of Al in the facilitation of the Pacific adership Cluster provided
many key learnings and possibilities. The keyregays certainly outweighed the
challenges involved in the development of the @ust believe this occurred,
because as a mentor | had evolved in my undersigradimentoring and leadership
from the involvement with Manaaki Pihipihinga ame tHawaii Group. As with any
initiative there were some challenges that | ledrotn. The main challenge was

concerned with protégés missing Cluster meetings.
The Meetings

The Cluster meetings were held during the day amthg the university year.

In most meetings there were at least four membetheo Cluster present. It was
sometimes difficult for some members to leave thgib or change prior
commitments to attend the meetings. This meant Hmnetimes missed out on
valuable dialogue on leadership, and key lessoaswere discussed as a result of
participating members’ stories. Often they wouldtd catch up on the key points at
the next Cluster meeting. However, this was nobagb possible, as the Cluster did
not usually reflect on the learnings from the poergi meeting. To avoid this
problem, we could have held the meetings more aglyul For instance we could
have held the meetings at least once a week taranodate individual timetables
and schedules. One of the main focuses of Al, thvasuise of creative conversation
between the members of the Cluster. It was esddnticapture the essence of the
moment. Any points or lessons recorded on papkndi have the same effect. This
became obvious when one member of the Cluster thi¥see successive meetings.
When she returned to the Cluster meetings she ssguieherself for the most part in

different ways to those who had regularly been pathe Al experience. This was

188



particularly evident when in one meeting she betmlking about a leadership

challenge focusing on the problems and did notamsappreciative focus.

Being in the moment and listening to the storieschgical for leadership
development. A face-to-face situation capturesttime of voice, physical actions,
body language, and other non-verbal expressiordafuental to the active listening
of the story being told. In contrast, communicgtihy e-mail, for instance, requires
the reader to interpret the story according to whay perceive when reading the
text. In a face-to face context the story comedféoand it is remembered more

easily than if it was shared by e-mail.

Summary

The positive effects of the Leadership Cluster hdwsen long-lasting.
Relationships were not only formed but they werersjly forged. The positive
results required time and commitment within thesBdu and mentoring beyond the
Cluster. The small groups focus and incorporatbthe Al philosophy connected
with leadership produced astounding results forGhester members. Relationships
had already been built prior to the Cluster whicbvmed the basis for moving
forward. Being connected was significant for thevelopment of mentoring
relationships. The philosophy of Appreciative lmgufacilitated collaboration
between members of the Cluster. The main differdmetween the Cluster and the
other case studies, Manaaki Pihipihinga and the dia®roup, was that the
Leadership Cluster was focused on a small growgiesty, employed Al processes,
and continued over a long period of time of threarg. | had 1.5 year duration for
me to develop and implement the large-scale Mandahkipihinga mentoring
programme and leading the Hawaii Group was forreogeof 6 months. This meant
that | had a shorter time frame to develop mengprglationships with individuals.
Furthermore, Manaaki Pihipihinga was not an autammsmprogramme (due to the
SSG agenda) and the Hawaii Group had a finite tiam& ended when the trip to
Hawaii was over. task. Appreciative Inquiry madsignificant difference to the
effectiveness of the Leadership Cluster. Uporeotitbn, if | used an Appreciative
Inquiry approach in Manaaki Pihipihinga and witle tAlawaii Group there would
have been stronger mentoring relationships betwedividuals. As a mentor, |
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would have had more insights into learning from ¢hallenges and creating them as

leadership lessons.

When the Appreciative Inquiry philosophy and apphes to mentoring are
combined with leadership development for a smatlugr it can help to generate
stronger relationships between people. Mentorirgyvg with the development of
relationships. People were connected and workedufiport and encourage one
another. We had created relationships of influemite the help of an appreciative
perspective. The continuation and growth of thes@r strongly indicate the need
for leadership development for Pacific studentdie Tocus is on enlarging people,
listening carefully to the leadership needs, arehtproviding the opportunities to
grow. The vaka has completed its journey through Racific Leadership Cluster
case study, and now travels on to the next patte@Design phase, the Mentoring for

Leadership case study.
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CHAPTER TEN: MENTORING FOR LEADERSHIP

“We are a New Generation of mind. Being conceraed, in knowing, we act to
improve. We may not be ‘there yet’ in terms ofqueral leadership development, but

we are not waiting until we ‘are there’ before vet’a
(Sanga & Chu, 2009, p.10)

Introduction

The vaka takes us into an area where it draws hiegahe mentoring for
leadership development initiatives that have beesgnted in this study. This chapter
is focused on the development of mentoring relatigps and the process used to
build these. The specific process of one-to-onatarang is explained. There is
clarification of the process of mentoring and leatlg development at the School of
Education Studies, VUW. Key learnings from the toeng relationships will also
be discussed. As part of the Design phase, ifogased strategy to mentor students
into being leaders. This case study will show hoentoring relationships can exist
in a university setting and be based on fundamegrtatiples of our unique Pacific
cultures. The learnings discussed from this casdysprovide some of the key

foundations for the final framework in the last pte.

The Beginnings

When Dr Kabini Sanga began his work in the Schddtducation Studies, in
1999, he also began the mentoring process foriPautfividuals around him. Pacific
postgraduate students had the opportunity to engagarious experiences, such as

tutoring, mentoring sessions, guest lecturing, thedorganisation of conferences.

Organisational literature on mentoring by autharshsas Matters (1994), and
Bell (2000), has explored mentoring as a hieraathitocess where a person with
more knowledge (for example, a superior), passeshares their knowledge with
someone who ‘needs’ their knowledge (for examplsulaordinate). This occurs in
many day-to-day cases of mentoring across a vaoktyrganisations, schools, and
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universities. My research explores mentoring basedelationships across people

and groups, rather than as a model of superiorrdurizie.

Dr Sanga was an instrumental figure in the initlalelopment of mentoring
Pacific students. The process was concerned wifhirty and serving the individuals
around him. | am one of those who benefited frdns.t While working with
Manaaki Pihipihinga, | was encouraged by Dr Samgapply for the newly created
position of lecturer in Pacific education. Throudis leadership support and
guidance, | gained confidence in myself. Dr Sabgeame one of my mentors in a
mentoring relationship built on trust, respect, dthesty. Further to this, it was a

relationship built on sharing of knowledge, recipty, service, and stewardship.

As | began my role as a lecturer at VUW, | was @umded by my peers who
were also the students. My cultural upbringing ratlued the value of respect in
relationships with other people. My parents hasegme with the understanding that
| was never to consider myself as being superianygone else. As an example of
this, | would be expected to treat someone who beag cleaner by occupation with
the same respect as | would treat my manager dt. wawveryone was to be treated
with equal respect and this was to be demonstiayedehaviour. To earn respect,
people must display respectful behaviour toward ama&ther, regardless of the status
and position an individual might hold or have edrndf an individual did not treat
another individual well or in a respectful manrtiken they did not have my respect.
Thus, the value of respect has been significantyrife and | have made it one of the

foundations that | operate on in my personal adegsional life.

| use the value of respect in my mentoring of atheFor values to be truly
shared they must be deeply supported beliefs albat is important to the people
who hold them (Kouzes & Posner, 2007). Other irdligls, communities, and
groupings of people may have a different meanimdgHe word respect based on their
cultural processes. Respect as a value may alsosée in different situations
according to hierarchy. For example, in Fa'asamaléure, respect can be shown
through the younger members of a family servingdlier members food and drink
(Diana Felaga’i, personal communication). Theme @enty of examples in Pacific
cultures which can fully explain the value of respeMy case study will show how
respect has been a foundational value in the dpredat of a mentoring relationship.

192



A general understanding of mentoring is usuallyerpteted as a learning
relationship based on support and guidance. Howévis important to clarify how
the mentoring operates, the purpose, nature ofntreoring relationship, the cultural
considerations, principles and values involved, people involved, challenges

involved, and the benefits as a result of the nmamrocess.

Mentoring Across Relationships

Although the initial mentoring development for Recstudents started with one
person the effects have reached many individualsSanga was my primary mentor,
a person who had a positive influence on my lifed ancouraged me to grasp new
opportunities. As | became more involved in exgaces which built my skills and
confidence, | was keen to take some of my own lagemand share these with the

people around me. This is important for a mentpralationship.

Manaaki Pihipihinga was focused on a senior studaaiitating academic
mentoring support with a junior student over a slperiod of time. However, when
it came to developing relationships with individusldents my understanding of
mentoring changed | saw the importance of helpiitg their academic development,
but when leadership development was taken intouaxtcthe process became more

complex.

Mentoring involved developing strong relationshiptween individuals. The
learnings from these relationships allowed me tadakdish other mentoring
relationships. Central to these relationshipsbeen the continual encouragement of
other individuals. As Kouzes and Posner (2003esi@ leader must encourage the
heart. The heart is the entrance point to ingpirmdividuals and their leadership

development. This is one step to developing stretagionships.

An example of mentoring is provided by Lauaki'srgtoAt first, Lauaki was a
student in my undergraduate class when | begaminigto As | continued to work in
the School of Education Studies, Lauaki also cagtthher undergraduate studies. We
were associated with one another through variawsest activities and as friends. In
2001, Lauaki’'s father passed away. This life-climgignoment for Lauaki was an
experience which connected us more. It was cteand that she needed support and
encouragement to continue her studies. | was gragloy the university as a tutor,
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but our relationship was also based on respeabrieranother. In the previous year
my father had also passed away. This common utadeliang of the loss of a father

had unified us.

As Lauaki and | began to grow together and shanestaries of loss, she
successfully completed her studies. It was nat 2607, when she was speaking on
a student panel that | realised what had signifigapccurred in our relationship.
Lauaki was speaking to a Masters class about hatameg journey. She began her
talk with a personal story. In this story she exptd how one moment changed her
life. She related how she and | were sitting o gtairs looking into the rain, and |
asked her what she wanted to do with her life. @tenot know. | said to her, “You
should think about postgraduate studies as anmpti®he then explained that she
had never thought about pursing postgraduate stanly,that this was the turning

point for her.

As Lauaki entered postgraduate study, we continded maintain our
relationship. We were friends who shared a commuerest outside the university
context. Within the university context we estaidid a mentoring relationship with
one another, Dr Sanga, and other Pacific studentsough the mentoring process,
advice, knowledge, and experiences were shareproeailly. Lauaki became a tutor
in education courses, attended international cenfars in Vanuatu and Fiji where
she was a co-administrator, presented academiaqaged became involved in the
Leadership Cluster. Through the mentoring procdssupport and encouragement,
Lauaki exerted influence on other groups and imlligls that she came into contact
with. For instance with student associations aalitips in the university, Lauaki
demonstrated her leadership by encouraging thesgpgrin various activities and
enterprises. Lauaki also demonstrated her leaigeadtility in the Hawaii Group by
assisting as much as possible with fundraisingvitiets and supporting the group.
Within her community work, she developed a leadprstorkshop for members of
the community. In different aspects of her lifeguiaki took the initiative to help
people around her. It was evident that from theetiwe began our mentoring
relationship that there were areas of growth inlifier She was always keen to help
other people and considered other people’s needsitbwas the mentoring
experiences that allowed her to further her helmagacity and build up her own
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skills. Lauaki took the initiative to help othees)d she would often discuss this with
me. The talks were about any potential issuehallenges that were occurring. She
would talk about how to find solutions. In thisopess she would aim to solicit
advice to enable her to create an informed soluticeuaki was showing initiative as
a young leader.  The relationship between Laaaki | was a good example of a
mentoring relationship being built up over seveedrs and over a range of different

experiences.

I have developed similar significant mentoring tielaships with others. Being
a lecturer at VUW has allowed me to turn opporiasiinto mentoring experiences
and initiatives for individuals, a key factor inw#oping leaders. This has been
essential in leadership development, as the leadst be able to perceive what the
possible opportunities are. This allows the indiinls to have the chance to be

engaged in experiences that will grow them.

The position of lecturer assumes a teacher-studelationship where the
lecturer is facilitating the learning of knowledaged skills for the student. However, |
have firmly held to my principles and values thatlegturer can also supply
opportunities which are typically above and beydhd ‘normal’ teacher—student
relationship within a tertiary institution. Theoe€, while | facilitated students
learning to fulfill their degree requirements, $@ldeliberately provided experiences
that they may not necessarily have in other tgrtiastitutions or programmes. The
inspiration to do this was based on my own expesaeras a post-graduate student.
The year | was the Coordinator of Manaaki Pihipgainl was encouraged to remain
connected to the postgraduate student experienlag sb through attending a class on
Pacific Education taught by Dr Sanga. In MastersEdfication classes, students
typically had three formal assessments based @anes essay writing plus an oral
presentation. The ‘normal’ format for running asfgyaduate class of about 15-20
students was for students to attend their ten-wads, listen to the lecturers, and
engage in class activities and discussions. Hewekiere was a significant change
in one of the assessments for this particular clasght by Dr. Sanga, in the year in
which | was enrolled. Dr Sanga, with some of leleagues from Vanuatu in the
South Pacific, were organising and coordinatingrference. The conference was the

first of its kind for Vanuatu as it was focused orobilising local people and
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communities to rethink their own education systeasda on their educational
aspirations. The conference was called the “Rkihgn Vanuatu Education
Conference, 2002”, and came under the auspicehefRPEIPP. While it was
specifically for the ni-Vanuatu people, other peofdom the Pacific Islands and

Aotearoa/New Zealand were also encouraged to attesigpport the strategy.

As part of a Pacific leadership development stigt®y Sanga decided to take a
group of students from Aotearoa/New Zealand tondttine conference in Vanuatu.
In class, the students were informed that as arnative option to the final essay
assessment they could travel to Vanuatu and prespaper at the conference. The
presentation at the conference was not formallgssesl. Assessment was based on
the presentation that students gave in class, poidhe Vanuatu conference. Dr
Sanga saw the Vanuatu conference as an opportianitme to use my mentoring
experiences and knowledge to support the studdritecame involved by attending
the class every week. | gradually got to know thedents and developed collegial
relationships with them over the duration of theirse. Twenty students and staff
were keen to attend the Vanuatu conference. Thbeeps of fundraising for the
students’ airfares and accommodation took priaritgr the period. Along with other
staff members, we had the responsibility for mentpthe postgraduate students to
achieve their specific goals. The students wemd@aged to fundraise as much as
they could, while other funding was also soughhe Tundraising activities were seen
as activities which strengthened the relationsbigtsveen students and allowed them

to work together and get to know one another.

When the option was first presented to them manheitudents were shocked
and some of them were resistant to the idea. Hewy¢he significance of doing their
presentations was explained to the students. # ewplained that in terms of a
learning experience, while this was new for thémytshould embrace it as a positive
challenge. Through the preparation for the predemt they would be gaining
important new skills, such as organising saliefibrmation, and researching their
topics. Encouragement was critical in mentoring dtudents, and in supporting them
with their presentations for Vanuatu. The studemése given useful advice and
constructive feedback from some staff members whamulav be attending the

conference. They were coached on aspects of tiofitige presentation, organisation
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of ideas, clarity of ideas, answering questions aahdressing people in the audience.
The students were also told what to expect in trference, for instance, that ni-

Vanuatu people would be speaking in Bislama, tdgipilanguage of Vanuatu.

My role in the mentoring of the students was todlep strong relationships
with them.  This occurred during the coffee breaksd after class time.
Conversations with either small groups or individuaecame important and valuable
for the students. They would ask questions, oresgtheir nervousness and fears
about presenting to a new audience. | would thkeopportunity to encourage them
by focusing on their strengths, for example, byuBg the student on their
presentation, and using it as a learning experi¢ocabtain feedback and support
from fellow class members. It was also necesssiy mentor to maintain energy and
a positive attitude with the students. Motivateomd high spirits were critical for the
organisation of fundraising activities. For meg tWanuatu conference was an
opportunity to work alongside a big group of studemho had one goal in common.
| also gathered key learnings from the experienmd ®s relationships with students
needed to be consistently strong and that | haohtlerstand their individual contexts
well. Not only was | helping to mentor the stutderbut | was also being mentored

by them, and the other staff members who were ditigrthe conference.

The Vanuatu conference was significant for me asemtor. There were
challenges that | had never encountered befordeatuniversity. These included
challenges such as, managing the finances for tbepg talking with senior staff
about fundraising and sponsorship, and mentoringesits from different cultural
backgrounds who were older than me. The studeimsl Ipreviously mentored were
usually younger, or the same age as me. The cootege had never concerned me,
but with the postgraduate class, the majority ef students were significantly older
then me. The Vanuatu experience was at the dadg ©f my career development, as

| was the Coordinator for Manaaki Pihipihinga.

The mentoring of an older age group of Pacific stugl presented some
interesting mentoring challenges. For example, es@amoan women held Matai
(chiefly) titles and would demonstrate their infhee. My role was to support and
encourage their development, thus, | had to ertbatd worked on developing strong
and genuine relationships to facilitate the mentpriprocess. The mentoring
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continued when we travelled to Vanuatu. Some ef students were delegated
specific tasks during the conference to help ampsrt the ni-Vanuatu communities.

One of the tasks was to be a note taker duringptbsentations. The recording of
interesting points, questions, and statements wesded for the end of day

summarising of the conference. For some indivisludie challenge was to listen
carefully and work on taking clear notes. Somehef speeches were in Bislama
which meant recorders had to be able to checktltegt obtained the correct message
given from the speakers. Overall, this processwadt for individuals to grow and

develop new skills by challenging themselves wasks that they had not performed
previously. As a mentor, | kept connected with tbeorders during the conference,

ensuring that they were well supported, and gaveadf necessary.

In Vanuatu, and at the conference, there were warmpportunities for the
students to engage in activities as a group. Téetoning relationship was also built
around the activities. For instance, when we Vvilested by Vanuatu groups, students
were nominated to speak on behalf of the VUW grodmain, this was concerned
with the creation of new opportunities for growtilhe Vanuatu conference gave
some of the students a new outlook on life whery ttegurned to Aotearoa/New
Zealand. Some of them changed jobs, some tookudhef study, and all of the
students presented their research to an audiensgl®Aotearoa/New Zealand. One
of the students changed her career choice baskdrovanuatu experience. This was
exciting to hear of as leadership development i®utbcreating meaningful

opportunities for people so that they can grow, asylre to be better leaders.

The Vanuatu conference provided a strong foundaudrwere | learnt key
principles about mentoring people and being medtoraese principles were focused
on building strong relationships with individualedaencourage them with positive
advice. Further, the experience of Vanuatu gave mae administration and
management skills. When | returned to the Schb&ducation Studies as a lecturer,
| was given the responsibility of being the confere administrator for the Rethinking
Educational Aid in the Pacific Conference in Hijtook the key mentoring learnings
from the Vanuatu trip and applied these to the Egnference. These learnings are

discussed in the next section.
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Key learnings from Mentoring One-To—One Relatiopshi

The one—to—one mentoring relationships providelkaynings and principles that
help to build strong learning relationships. Asientor these learnings and principles
help me to better understand mentoring and whaant be for Pacific people. In
terms of an Al perspective, | draw on the positifeectors that make these
relationships possible and nurturing for the préggnd mentors involved. These
learnings and this case study is important for mlmer of reasons. The other case
studies that have been used in this study haverrectas a result of the one-to-one
relationships that | have developed, as well asmeytor’s relationship with others.
These learnings are: transcending diversity isilaiskividual relationships need to
be consistently strong, understand the individwegdpreciate and encourage by
emphasising the individual's strengths, engage @amngful feedback, an evolving
cycle of relationships, and being a mentor. Let vlka continue on its journey of

mentoring
Transcending diversity is a skill

When the focus is on developing strong relatiorshand there is a high level of
trust and respect from mentor to student, anytisngossible. By this | mean that
cultural boundaries can be navigated, gender difiegs put aside, and age is not an
issue. As a mentor, | have discovered that belihg @ transcend diversity is a skill
and requires an in depth understanding of an iddalis background and knowledge.

Take the following story as an example of thes@a{goi

Duan was a student from Bougainville, Papua Newn€aii(PNG). He had
come to VUW to study for his Masters of Educatieygiete. Duan had secured an
NZAID scholarship for the two years and his wifedaon joined him in Wellington.
Duan was enrolled in Dr Sanga’s Masters classesbagdn to form a relationship
with him. My office was adjacent to Dr Sanga’s offj and | noticed Duan would
come by at various times of the day. | began tacadhis student, who used to come
quietly by and leave just as quietly. However dag as he was creeping up the stairs
past my office, | heard, “Duan, come here and n@&edtrie please.” | noticed that
Duan was somewhat shy and did not say very muah prefferred to nod his head in

response. | had not had too much experience atimglto Melanesian men before,
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aside from what Dr Sanga had explained to me imgesf Melanesian culture, but |
was keen to get to know Duan further. Dr Sangda@x@d that there were distinct
separations between Melanesian men and women, diegean their roles. Over

time, Duan and | began to talk more and share swffee breaks together. Duan
opened up as a student and before long we becawd fgends. We shared a
common interest in leadership development, as a®llbeing connected to other
students who shared the same interest. The sarae Who used to creep past my
office without making a sound had changed and wasgin my office having a cup

of coffee. During his 2 years in Wellington, weastd a mentoring journey by
attending conferences, being in the Leadershipt@wsd Leadership Development
Programme, sharing our visions of leadership, aathg engaged in mentoring

initiatives together. The lesson of this storythss: cultural boundaries that are in
place should be recognised and supported. Howéver,also possible to build a

solid mentoring relationship full of strong valugsch as respect, integrity, trust and

honesty.

As a Masters student, Duan had never presentedebmsarch work to an
audience beyond his class. But in seeing the paten him and in the value of his
work, there was an opportunity to present to Newla®d and international educators
at an annual educational research conference. aBye) Duan was a softly-spoken
and shy Papua New Guinean man who preferred toimeasathe ‘reluctant leader’.
This was a term he used himself. His preference twaemain the observer and be
quiet in large-group situations. Duan’s mothergios was PNG pidgin, thus the
English was his second language. However, he wasueaged by his mentor to
write up an abstract and submit it to the confeeecmmmittee. Duan’s abstract was
accepted and he was scheduled to make a 40-minegerpation. The conference
was a plane ride away from Wellington where he wessding. He had to make his
own way to his accommodation and spend a night amrayhis own before his
mentors arrived. This might seem an easy tasknfory people, but it is not so when
everything appears relatively foreign and differemtyour own culture. It was an
entirely new experience for Duan, and a challenging as he was missing the
company of his wife and son. Prior to his confeeepresentation Duan had been
mentored with careful preparation for his preseomatand had presented to other

students in his class. | believe that the expegent presenting to his peers helped
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Duan to establish the initial skills and confidenmeguired to present to a bigger

audience.

When it came to the day of the conference, Duamesggd how he was nervous
but well prepared for his presentation. | obseryed a diverse range of people were
filling the room. Duan had loaded up his powemp@resentation, and he was all set
to go. Duan delivered an outstanding presentatide. displayed confidence and a
high level of proficiency on his research topic. atéhing him get into his
presentation with enthusiasm was heart-warming an@roud moment for his
mentors. The student from Papua New Guinea, whee aralled himself the
‘reluctant leader’, was now the leader who had tper and was in the front of
people. Throughout this story his mentors provigeditive encouragement to keep
motivating Duan. Every time he was negative inthiaking about his presentation,
we kept reinforcing his key strengths and abiljitie€using on his knowledge. This
story shows how encouragement can be used to memacific student. Providing a
specific opportunity which the student has not emtered before can be a beneficial
and effective learning experience that brings bathest in a protégé. Identifying the
potential of the protégé is important and this cerméth an appreciation of their
knowledge, skills, and capabilities. Duan return@dNG with his family and we
constantly keep in touch over e-mail and by telegho We still share the same
leadership passion, and aspirations. While we may see each other, our

relationship has remained strong and connectedtbeghousands of miles of ocean.
Individual relationships need to be consistentipisg

One of my key learnings was that, in mentoring eadership, individual
relationships needed to be consistently strongcarhe into contact with a lot of
students all year round. Some students perceivedust as a lecturer, and so we
never developed much more than a lecturer-studdationship. In this formal
lecturer-student relationship, | have been thehegqcand the student has been the
learner. This is the way the university has tiaddlly set up lecturer-student
relationships. With many Pacific students howeVéigve managed to develop close
relationships beyond the formal lecturer-studencess. | will use the example of a

young man, who | became connected with over a g&isix years at the university.
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| first met Timo as a young student who came intptatorial group. He had
transferred from Auckland with his family. As theorial classes progressed over the
weeks, | noticed that Timo attended all of the s#d@sand was a quiet student. He
successfully completed all of the assignments redufor the course and in the
following years, Timo enrolled in my courses. Adeaturer, | observed students’
progress in class. In particular, | became corexmith some of the Pacific students’
progress. | noticed that Timo and his friend cstesitly made it to lectures, and were
attentive during the lecture hours. While | triiedtalk to Timo after class, he was
often shy and quiet. He did not say much to méis fuietness changed one day,
when Timo came to see me in the office. He wattdddlk abut his future options for
study, upon completion of his undergraduate degféde conversation was a turning
point for Timo and me. As we talked, we sharedaf our lives with one another
and laughed over jokes together. From this painflamo regularly visited my office

to talk about his studies, ask for advice, or techa coffee.

Timo and | developed a relationship where he soaghadvice, and sometimes
used my office space to physically rest. When bmpeted his undergraduate
degree, he was keen to pursue postgraduate stliohyo sought more information
about the degree and what was involved. As Tino& tmn his postgraduate studies,
our relationship grew stronger. Timo talked to at@ut any problems or challenges
he faced, or asked for assistance with his cous&.wl introduced Timo to various
opportunities. He attended the 2004 Pacific Stuglebheadership Development
Programme, and he was a tutor in the educationsesur coordinated. He also
attended conferences at other New Zealand uniiwegsiith me and other students. It
was clear that with every new experience, Timo greare self-confident and was
able to speak out in front of large audiencesjrfstance. Timo had changed over the
6 years | got to know him. The change was positwvel while he had started off by
being the shy and quiet student who sat in the baakof the lecture room, he had
become a leader, and a mentor of others. He leadhility to mobilise the youth in
his church. In his tutoring role, he spent hounssime the classes helping Pacific
students who were struggling with essay writing.2007, Timo took the initiative to
apply for part-time work at another university. k&as successful with his job
application and secured the role. From a menfmeispective, this was pleasing to
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observe, as | could see that Timo had developedsdifsconfidence to an extent

where he could further his career and education.

Another strong mentoring relationship which develdpver the past years has
also produced positive experiences. This studéhtoe referred to as Rani. | had
had various engagements with Rani through Padaificrounity activities. One day, |
bumped into him at VUW. He told me that he had edrack to university to obtain
his Bachelor of Arts degree. Rani was not a studemy classes but through the
Pacific students’ groups and Pacific community @egaents, we established a
connection. As Rani was as mature student, hegbtatonsiderable experience with
him in his approach to university life. This waargcularly obvious in the Pacific
community. Rani was consistently asked to repte$es Fijian community on

various Pacific advisory groups for instance.

We had a shared interest in leadership and a congoahto help develop
individuals around us. Rani visited me in my adfiand we shared conversations
about leadership. Typically, as students becanoseclto me they also were
introduced to Dr Sanga. Rani also formed a mergoretationship with Dr Sanga.
Similarly to Timo’s and Lauaki’'s experiences, Rhecame involved with the Pacific
Students’ Leadership Development Programme, arkddadutoring roles within my
courses. He had not been a student of educatidrest but prior to entering Victoria
University, he was a primary school teacher. TExperience as a teacher gave him
extensive knowledge of education, and specificBlifcific education. Rani was a
student who consistently stood out in his demotistraf leadership roles. He was a
highly active youth leader at his church where fas well respected. In the Pacific
Students’ Leadership Development Programme, hehedbility to engage in robust
discussion on leadership and help ‘teach’ othedesits through his answering of
guestions. Rani was also keen to contribute toeeship development after the
completion of the programme. He was involved ia Bacific Education Leadership
Cluster, as an active member of the group. Whewdwegiven tasks, for example, to
be a Master of Ceremonies he took on each roleh fz@ar he developed further in his
tutoring roles. In 2007, | was released from mieras course coordinator of my

Pacific Education course. One of my colleaguemfoutside the university took on
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my role. It was at this time, Rani in his humblé bxperienced way helped her out

with the areas of the role she was unsure about.

As with the other mentoring relationships | had eleped with students, |
actively sought to create new opportunities for iRenpart of his development. Rani
attended a national university conference and kidiged the group. He was also part
of student panels for the Masters class. He hpdeszed his anxiety and nervousness
about these tasks but always took on challenge2007, Rani travelled with me to
Vancouver, Canada for the International Leadergtspociation (ILA) Conference.
The main purpose of the trip was to present ount jpaper at a Round Table session.
Furthermore, we attended the conference as an saternof our mentoring
development. The conference became an opporttmityeate new networks with
people, gain new perspectives and knowledge onetshigp, and engage in
discussions on leadership with colleagues. The kahference was our first
experience with international leadership specmlistRani and | have both learnt
considerably from the presentations we attendedadswl through engagement with
individuals at the conference. We had the oppdstun share our own mentoring
experiences and their relationship to leadershygldpment. It has been important to
observe positive changes and progress in the ohails being mentored. Toward the
end of 2007, Rani secured a full-time job at thevemsity. He has also been

progressing well through his postgraduate studies.

| have used the stories of Lauaki, Timo, and Rasi examples of the
development that occurs from strong mentoring i@tahips. Other students | have
mentored have had different and similar experiertiggng and as a result of the
mentoring relationship. The extent to which anglividual has been involved in
mentoring has been dependent on factors such asrstadding and perspective of
leadership, life activities, personal drive, anttumal factors. Many of the students |
have mentored have become tutors at the univerSitys has allowed me the
opportunity to guide and facilitate their growthdathus the relationships have

developed further.

Building a relationship based on solid foundati@isespect for one another
underpins the success of the mentoring procesxordimg to Maxwell and Dornan
(1997), relationships are forged. Common expegescrequired. To build a solid
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relationship means that it has taken time, a Idinoé. Time can not be measured in
hours, days, weeks, months, or even years. Timabast how long it takes between
two individuals or more to build and maintain asty relationship. Sanga and Walker
(2005), contend that leadership is a relationshigelationships of influence are
created by giving time and investing energy in oibeople. The authors state that
skills need to be developed in communication anaflicd resolution. Furthermore,
for relationships to develop there should be comtguwultures that support common
purposes and the common good. Traditionally, theveusity has not supported
community cultures for Pacific students, but a mmeoan create a community culture
for the students. There are no resources or pdlyspaces available outside a formal
mentoring programme like Manaaki Pihipihinga, buthdve not allowed these
challenges to prevent me from focusing on buildimedationships with Pacific
students. A mentor makes the effort to connedh wéople and is ready to empower

them by bringing out the valued knowledge and skiiey have.

The mentoring relationships with Lauaki, Duan, Ranmo, and Aliani were
developed over a number of years, rather than msontliis is not ‘normal’ practice
in a university context, because of the transiamare of students who are coming and
going in different classes. From the time | meanhgof my students | ensure that |
connect to them in some way, often resulting imtheanting to be in my classes over
a long period of time; due, in turn, to my beingpagachable and familiar to the
Pacific students. This is necessary because ofetie@tion issues in the university
where Pacific students (and Maori students) areentigely than other groups of

students to drop out.

Building a strong relationship involves making arcoitment to your protégé.
It is important that mentors let them know they #rere for them and that they will
help support them. From a mentor’s perspectivegobeommitted to people changes
your priorities and actions. For myself, it givesre purpose to my being an
educator in a university. Believing in your prodéig part of building a relationship.
It is the mentor’'s responsibility to establish tr@nd foster hope in the protége.
Further, a mentor should ideally be accessiblee@ally when the mentoring

relationship first starts. It requires face-todaateractions. As protégés begin to
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develop confidence in themselves and in the relatipp they will require less

personal contact. The story of Duan exemplifiés ploint.

In a mentoring relationship, the mentor does ngieek anything in return.
Helping a protégé and seeing good things happenrasult should be the return a
mentor expects. As a relationship evolves, thetangorovides opportunities for the
protégé to flourish. A mentor nurtures them aneytlhecome strengthened. For
instance, giving students tutoring roles and glezstirer experiences helped many of
the Pacific students to focus on their communicasgills and develop their self-
confidence. Building a relationship is about bemdife-enhancer (Maxwell and

Dornan, 1997). Mentoring involves helping peogaah their highest potential.

Pielstick (2000) states that authentic leadershipoincerned with high-quality
relationships that is shared, two-way, collabomtand collegial. It has been evident
to me, that building a relationship has been arga@ing process. The process has
been concerned with learning about one anothert whaes an individual, what
constitutes an individual’'s beliefs and values. e THuilding of the relationship has
extended beyond the university context. Being gadan an individual’s life, has led
to being involved in activities outside the univgrs Getting to know family
members has been important in building relatiorshipamily members have become
involved in understanding mentoring and leadershyfany of the students’ parents
have placed trust in me as a mentor to ‘look attezir son or daughter while they are
at university. This has also allowed families tcme connected to the university
and better understand the implications and expentabf studying for a degree. For
most Pacific communities, life has been centeredl structured around the family
unit. Most often, the family unit has involved maens of the extended family such
as aunts, uncles, grandparents and cousins. Bgilaimentoring relationship has
meant that the relationship does not solely resh whe individual; it must also
encompass their family. Usually this is non-nedd&aThe family was identified by
students in the 2004 Pacific Students’ Leadershapelbpment Programme as being
the most significant form of support for them. $havho are interested in developing
Pacific students must first understand their faroilganisation. This is considerably
different from other mentoring in organisations weh@ senior colleague mentors a

junior colleague in a purely professional sensd,tae relationship stops there. In the
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development of a mentoring relationship, the Pagtudent’s life and influencing
factors must be considered, recognised and inejiato the relationship. Zachary
(2000) points out that the consideration of conteximportant in facilitating a
mentoring experience, so that learning is relevand the learning process is

engaging.

Alongside the importance of the family unit in adnt’s life, is the institution
of the church. Understanding the meaning and fsiginice of the church community
and culture has been important. For example, ter¢h of the Latter Day Saints
encouraged Lauaki to be a youth leader and TimoRard also took on similar roles
for their churches. Where the students have shawkeen interest in leadership
development at the university, they were highlglkto have a significant leadership
role in their church and/or their community. Fertho understanding commitments
to the church, the church has also encouraged fepeailues in the lives of the
students and their families. Through developin@ppreciation and understanding of
the different churches and religions that influehd¢be students’ lives helped the
relationships to develop. For some of the studéritave mentioned, the church
placed more emphasis on family time, where anatharch had emphasised service
as an important focus. However, the institutiorthaf church was not the main focus

of their lives for some of the Pacific students toeed.

Some students were committed to work in their comtres. This was far
more common for the mature/older students, becaidistheir employment, and
contribution within various voluntary roles. Famstance, a mature student with
whom | had a mentoring relationship worked with fetént schools in her
community. This was her main focus and drive whigfluenced her purpose,

intentions, and perspectives in terms of leaderdbiyglopment.

The contexts of family, church and community haeerbintegral to students’
lives. Understanding the meaning of these diffecnttexts significantly facilitates
the building of a mentoring relationship, becau$dhe insight it gives. Zachary
(2000) supports this point, and states that cost&elp people to understand the
values that drive behaviour, and emotions. Sin@ntoring relationships occur
across contexts such as the university, churchispeam, and family, it is useful for
the mentor to know how each context relates to harot This also supports the
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relationship because the student then recognigesémtor is interested in their lives.
In turn it creates trust and respect for one amotiiach individual was treated as an
individual. Understanding contexts means that aseator you begin to see the
potential influences on the mentoring relationsi8y. being open to the influences
and being constantly aware of them allowed me teeld@ relationships which

worked.
Understand the Individual

In order to create a strong relationship in the tovémg process, the mentor
understands that each individual is different. Tegree of closeness which is
established is the mentor’'s responsibility in tivstfinstance and depends on the
desire to be genuine, and behave in a genuine mémne facilitating the growth of
the relationship. In order to create a strongti@iahip, the mentor ensures that time
is taken to know the individual. In my experiengefting to know and understand

individuals was a long-term process which requgeshmitment, and patience.

To establish a strong relationship it is fundamleftiathe mentor to be a good
listener. Listening shows respect, builds relatiops, increases knowledge, and
generates ideas (Maxwell & Dornan, 1997). Beingoad listener does not come
naturally for everyone but when a mentor is anatiffe listener, then stronger and
deeper relationships are developed. If there isareful listening, then everything
else a mentor does becomes redundant, becauseetmternis not acknowledging
what the protégé is saying. Mentoring conversatiare important. For example, |
had informal talks with my protégés in my office/eo a meal, or between classes. |
would ask specific Al questions such as, “Is thengthing that is challenging for
you?” or, “What has been going well for you?” oHdw can | (the mentor) help
better support you?” or, “What are some of yourrasipns/goals for the next 3/6/12
months?” Zachary (2000) states that self-reflecfar the protégé is critical in the
learning relationship. It is an integral part o tongoing mentoring experience. The
best knowledge gained by the protégé comes frontdnscious reflecting on their
learning. The mentor facilitates this by framihgught-provoking questions in an Al
manner, thus helping the protégé to recognise whékts best for them and what they

have developed or achieved. The mentor takes @dbservations of the process.
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This is important because if the protégé and meaterbusy with life’'s activities,

then it is difficult to prioritise time for reflewn.

Zachary (2000, p. 53) believes, that regular réfiecin mentoring has the
benefit of:

» Clarification of thinking;

» Capturing the richness of learning experiences;

» Helping to sort out the mentor’s feelings about tiwkaccurring;
* Providing a written log with mentoring information;

* Enabling a systematic and deliberate reflection.

| first met many of the students | have mentoradhe lecture room in my role
as lecturer. However, it was outside of lectuee8 that a mentoring relationship
began to develop. This was achieved with a coatierswhere | ensured that rapport
was established from the onset. It was essemiaihie student to feel comfortable
and recognise that although | was a lecturer, | alss keen to get to know them as
well. We would often joke and share personal ssoa® an initial way of establishing
rapport. | preferred to display behaviour whicbwhd respect to the student, relating
to them in such a way that did not assert any tfpguperiority associated with my
lecturer role. The perception or stereotype ofléuturer has been somewhat difficult
to break with students. Often they have said to @& | could never talk to my
lecturer”, or “Lecturers are the ones who havekihewledge, | am here at university
to learn”, or “I| am scared to talk to lecturers dese they are so ‘up there’ as
university staff”. Hence, it is a challenge to @msthat although | have a role as their

educator, there is absolutely no reason why | cdralso be a learner as well.

The principle of appreciating the student asmalividual, and not treating them
as just another name in the course is one of thet mportant factors in establishing
a strong relationship. The students soon recoghéteyou are genuinely interested in
them and learn to trust you. For students who atéma mentoring relationship, the
establishment of rapport is still useful. Theyl feemfortable to come and talk about
any challenges that may have affected their studieBollowing the initial

conversation and interaction where rapport is distadd, it is continued in
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subsequent encounters with the individual, inclgdauring class times with all

students. Listening carefully to students and eeSpg their opinions also supports
and encourages their desire to attend lecturesudmdals, and to learn. The extent to
which an individual allows me to get to know thesndependent on personalities,
perspectives, and experiences. My experiences tvghstudents | have mentioned
(above), lead me to infer that there are commometgs in our personalities,
perspective and experiences that drew us togethAt. further enhanced the

connection between me and my protégés.

When engaged in a mentoring relationship withiraividual, it does not
necessarily follow that an effective mentoring tielaship will evolve. This is why it
is necessary to get to know the individual well aodunderstand them and to
establish common goals/shared vision. Taking ithe to get to know the student -
over coffee sessions for, instance - and usinghilbpophy allowed for conversations
that revealed the protégé at a deeper level tharidnmormally be the case. These
conversations were about family, church, friendshigtudent life, sports, interests,
and hobbies. Generally, it is necessary to haeh sanversations outside the lecture
time, so it is important to be visible around theversity where the Pacific students
congregated. Taking the time to mingle and sibhwitudents and give them time to
think is important. At Victoria University of Wefigton, the Quad is the main student
hub and this is where many conversations took plats®, the School of Education
Studies had established ‘The Pacific Education Redource Room’ for Pacific
students. We held tutorials and study groups tHesased resources for students in
the room, and it was a space where the studentsl @mngregate. As with the
Manaaki Pihipihinga mentoring programmes, it wapontant for the students to have

such a space.

As when | was involved with the Manaaki Pihipihingeopgramme, my office
was situated next to the Pacific room in the Sclod@ducation Studies. This proved
to be successful for developing good relationshwith the Pacific students. We
would congregate in the Pacific room to converse sotialise. As the Pacific room
was open during the day, Pacific students coulelyrase the room as they wished.
The Pacific room was clearly identifiable, and veasitrolled by me, Pacific tutors
and staff of the school. The accessibility andsital position of the Pacific Room
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meant that the students had a space to meet atltebeselves. The room was a
unique space that reinforced the Pacific studguitgte within the university, and a
Pacific identity within the school. When tutorialere held in the Pacific room, the
Pacific students were more likely to stay on arlld with one another afterwards.
This was particularly important for my engagemeithwhe students as it gave me
time with them. We also ate together in the roosma avay to share and to be with one
another. The physical space facilitated the pmoésonversations and relationship
building. The conversations have been rich andarding. The conversations have
also led me to be involved in individuals’ liveAs we grew together, we became
closer and involved in shared activities. To ilfate this point of connection: one of
my students, Lotu, was very interested in Pacifina. She wanted to start a dance
club for other students. On the VUW Clubs’ dayenhstudents set up tables in the
Quad to advertise the various clubs, | got invdlig sitting with Lotu at the Pacific
dance club table and talking to students. Wherfiteedance practice took place, |
attended with the other students. | believed thdie interested and be involved in
Lotu’s club strengthened our relationship. My ilwamment also allowed me to
further understand who Lotu was and observe hex leadership position. Being
involved in such activities does not only strengthelationships but allows the
mentor to show the support for the individual. Supipg what the individual believes
in helps them to feel encouraged and motivated udhér develop their own

initiatives.
Appreciate and Encourage: Emphasise a Protégéangths

As a philosophy, Al has immense value. During ngntoring journey and as |
have begun to understand Al more, | have seen haan be used in developing
mentoring relationships with Pacific students irtisey education. Al is concerned
with relationships, and mentoring is concerned i development of relationships.
To make mentoring worthwhile, a mentor must be &bldraw out the strengths of an
individual. Using Al makes this possible. By wd with an individual to discover
their potential and provide the encouragement aqetrgence for self-development,
Al offers countless possibilities. Mentoring isncerned with bringing out the
individual’s strengths within a nurturing relatidmg between mentor and protégé.

Being a positive influence in a protégeés life isportant. By focusing on the
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protégé’s strengths, the mentor helps the protédeelieve in what they have rather

than what they do not.

The close relationship that facilitates a strongederstanding of an individual
has benefits for both mentor and protégé. Onbeaxd benefits is that the individual's
qgualities and strengths are observable. As a menid leader developer, it is
important to observe what the individual is goodcauld excel in and their talents.
Encouraging the protégés key strengths is fundaahémtproviding good mentoring
in a tertiary institution. Many Pacific studentsdicated that teachers in their
secondary schools had low expectations of theiem@l. As mentoring and
leadership development is focused on facilitatiogifive growth in an individual, it
is necessary to draw out their strengths. Wherstitengths of a protégé are brought
out, they are able to carry themselves forwarcheirtown professional and personal
development. For example, when my protégés displgyositive behaviour and
demonstrated their abilities as tutors, | encouwtagds with positive feedback.
Usually, the feedback would be to acknowledge tHettication and commitment to
helping other students learn. Upon completionhefrtdegrees, all of the protégés |

have mentioned above have applied for jobs whicloese their strengths.

With regard to bringing out the best in an indivadul use the story of Duan
once again. Prior to coming to Wellington, he veasexperienced teacher in his
home country. When 1 first met him, Duan defineoh$elf as a ‘reluctant leader’.
He had used the modest phrase to avoid particekdership roles back home.
According to Duan, there were constraining facteithin his institution that did not
nurture leadership development. However, as Duas imtroduced to us at the
School of Education Studies, he began to develapeatoring relationship initially
with Dr Sanga. As part of his degree he under@aksearch trip to his homeland,
and upon his return to the university a tutor’'sipms was awaiting him. At first,
Duan was hesitant and somewhat reluctant but wev kree was highly capable of
being an excellent tutor. The strengths acquirethfbeing a teacher in Papua New
Guinea were easily transferable to the universtyirgy. In time, it was clear that his
students enjoyed his teaching and this was refleicteheir comments and tutorial
evaluations. Duan focused less on what he pemtegehis limitations and instead
focused on doing an excellent job as well as supyphis students.

212



Encouragement of key strengths is fundamental aedssary in mentoring and
leadership. The most common form of encouragensetitrough conversation with
an individual. As most individuals are largely waae of what their main strengths
are, it is necessary to talk to them about what twaild achieve. | have encouraged
individuals to take on leadership roles within andside the university. Take Areeta
as an example. | first met Areeta as an outspelaent in my class who contributed
to an excellent debate on an educational issuer siength was being able to
promote a strong opinion and argue a point welbbserved her and believed she
would be an outstanding leader for her communiffter she graduated from the
university, she became a youth development offickreeta kept in touch with me
and we regularly had coffee together. She talkmmliasome of the challenges she
faced in her job. As we talked, | was able to maskevant links between the
strengths she had demonstrated at university amdcimeent job. In 2007 she
organised a successful leadership programme fososctudents in a low socio-

economic community.

Some protégés have been encouraged to focus owliatiecourses which they
were good at, pursing further studies, and mergoother people around them - for
instance, Duan who returned to PNG after compldiisggraduate degree. In a recent
telephone conversation, | asked him if he had apesl any mentoring and
leadership activities for staff at his school. Ebgplained that he had organised a
Leadership Cluster group for staff to help one heowith their work. This was

clearly a good example of a protégé taking théaitivte to help others.

Encouragement, appreciation, and bringing outridevidual’s strengths need to
be consistently maintained. Encouragement is aslevo the life activities each
individual is engaged in. Through mentoring reaships | discovered that Pacific
students needed more encouragement than non-Pagtiidents. From my
experiences with the Pacific students, it is cthat an inner humbleness and modesty
prevented them from taking full pride in what thegre achieving or could achieve.
This humble and modest approach can be linkededliffierent Pacific cultures that
encourage and value these two qualities. Whentallg encouraged individuals, |
also helped to support the activities they wer@lved in. For example, towards the
end of 2007, Timo had the task of organising afiRasiudent and staff dinner. This
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was a major event. Timo asked me for some advitialip, although he subsequently
worked with others to organise the event. Timadted me to attend as a mentor, a
friend, and a colleague. It was excellent to sseMork in action and, as he was also
the Master of Ceremonies for the evening, to oleshry developed self-confidence.

One of the important factors involved in buildinglase relationship with my
protégés was that of understanding and respedtieig tultures. The definition of
‘Pacific Island’ peoples provided by the New Zealajovernment is inadequate for
my work. The New Zealand Census of 2006 identiBeden major Pacific groups
that are recognised in policy and programmes aso&amCook Island Maori,
Tongan, Niuean, Fijian, Tokelauan, and Tuvaluarat{§ics New Zealand, 2006).
These groups comprise the largest in terms of goifpulations in Aotearoa/New
Zealand. This understanding of Pacific ethnic geoudoes not, however,
acknowledge people from other countries such asbddiy Vanuatu, Papua New
Guinea, Marshall Islands, Tahiti, Solomon Islanddg &lauru, for example. Konai
Helu Thaman (personal communication, December H)7PGtated that Pacific
educators in Aotearoa/New Zealand must create ehang influencing the
government to broaden their definition and undexitay of Pacific people. It is
paramount for a Pacific mentor to have knowledgéhef‘other’ Pacific cultures so
that meaningful relationships can be built anddhersity of cultures acknowledged
and understood.

A further challenge for me as a mentor was thairaferstanding the students’
cultures which they were born and raised into withh Aotearoa/New Zealand
context. The majority of the local Pacific studemthave mentored were born in
Aotearoa/New Zealand. Being born and raised ireAata/New Zealand has led to
influences which have been different to the stuslertio were born and raised in the
islands. For example, some New Zealand born Pastifidents could not speak their
parents’ mother tongue/s fluently or were not fudgcustomed to their parents’
Pacific cultures.

Macpherson (1998) points out, that there is no usargidentity for any one
Pacific community. The influences of intermarriaggocialisation, language
variances, and cultural traditions differentiateteaulture. The 1980s and 1990s saw

the emergence of cultural identities that reflectedtiple influences and are different
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from the roots of migrant, colonial and island orgy As a mentor, | saw the need to
understand and appreciate the significant diffezenand similarities between the
individuals. | found that the Pacific students wirere born and raised in their island
countries were more likely to speak their own laaggiand know their cultures. For
example, Rani recently talked about how he thohghivould leave his Fijian culture
behind in Fiji, in order to obtain an educationAotearoa/New Zealand. However,
this was exactly the opposite situation to our wedyworking with individuals.
Within a tertiary institution, and using Al, it hdseen possible to bring out the
individual's culture. What is important to thenheir beliefs and values can be
maintained, strengthened and shared with otherlpedyppreciative Inquiry requires
acknowledgement of what is important to the indial therefore their cultures,
values, and beliefs are essential to this. Asrkeo with Pacific students of varying
cultures, a positive and unexpected result occuriidte students interacted with one
another and learnt about each others’ Pacific cedtu Many of the students were
unaware of the diverse array of Melanesian, Micstarg and Polynesian cultures.
This point supports Macpherson’s (1998) argumeat Bacific cultures are diverse.
Through being involved with one another, greatnfdighips have evolved. Students
developed their own social support network. Thas lextended to them supporting
one another with their coursework by giving verbatouragement and connecting
together after classes.

Engage in Meaningful Feedback

Another way of encouraging individuals in the memig relationship is through
regularly providing positive and constructive feadk. Feedback is essential for
facilitating mentoring relationships. It is not g%ible to create and maintain
relationships, monitor and evaluate processesgerfagfflection, or assess learning
outcomes without feedback (Zachary, 2000). Feddhas proven to be valuable for
both mentor and protégé. Feedback has been useddsitive and encouraging way
to ensure that the individual’'s learning and depelent is supported. The feedback

process also allows for the ‘voice’ of the indivadwo be expressed.

Zachary (2000, p. 23) provided the following gehe@delines for mentors to
use in providing feedback in a mentoring relatiopsh
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* Build rapport

* Set clear expectations about the feedback you geowacknowledging the
limits of the feedback

* Be authentic and candid
» Focus on behaviours, not personality
* Provide feedback regularly

» Ask for feedback on your feedback and make surettieafeedback you are
providing is meeting the specific needs of yourtgge. Ask: Was this

feedback helpful? In what ways?
» Consider the timing of the feedback

+ Make constructive comments

Zachary (2000) pointed out that the linear apgnoaf the “asking for —
receiving model” of feedback can be developed antoore cyclical approach: asking
for feedback, giving feedback, receiving feedbaacepting feedback, and acting on
feedback. This is illustrated in the following giam:

Asking for
Feedback

Giving
Feedback

Acting on
Receiving
Feedbac

Feedback

Accepting
Feedback

Figure 5: The Feedback Circle (Zachary, 2000, p. 131.)
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This approach to providing feedback allows for vidiials to be pro-active and
participate in their own learning. Zachary’'s (2P@8edback circle has not been
entirely adequate for the mentoring relationshigsave been involved with. The
individuals have been open to feedback and embitagéhen given. However,
protégés do not ask for feedback from me as a mantbit is one area that could be
worked on in future mentoring relationships. As some who has been mentored, the
prime factor that has kept me going in my educatma career is the constant
positive reinforcement and feedback that | haveeived. | have observed that in
many of the Pacific cultures positive feedbackaiely used. More than often | have
seen it hidden in ‘put-downs’ or humour which ore tburface appears to be the
reverse of positive feedback. A Pacific mentabte to recognize the pride hidden in
these comments and actions because of their faityiliith humour and appraisal.
For example, Lotu told me that her father did npemdy acknowledge her personal

leadership story but instead, secretly read itetorhother.

In terms of adding to Zachary's (2000), framewofkeedback, in our Pacific
way of mentoring we have also provided feedbaakni® another in non-verbal forms.
Positive feedback or reinforcement of positive gtoand development has also been
demonstrated in celebrations with food. TraditlgnaPacific cultures have
synonymously associated celebrations with food. Ndge carried this into our
mentoring process. The collegiality and good feplgenerated from being together

has been rewarding when the individuals have wotkerd a particular activity.

Zachary (2000) asserts that giving feedback coaltdih the most valuable and
the most challenging aspect of the mentor’s rdléith Pacific tertiary students, the
honest and constructive feedback provided has naadgnificant contribution in
inspiring confidence in protégés. Feedback has lgeeen in face-to-face talks with
individuals, in non-verbal formats, and also viana#, which has proved to be
particularly helpful for long-distance mentoringCertain mentoring relationships
have also endured across the seas and even s&eedtin time. Duan returned to
Papua New Guinea after two years at Victoria UrgsiNgr The telephone line and the
e-mail network have provided excellent forms of ommication in discussing
mentoring. While the conversations have been feiagn when he was at VUW, the

quality of the mentoring relationship has still mned.
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Zachary (2000) acknowledges that long-distance omggt sometimes becomes
a necessity for geographical reasons, and it isunasual for a relationship to begin
as face-to-face and then continue as long-distaa¥sonal challenges become part
of the mentoring journey in being able to apply #m®wledge in the face-to-face
relationship to the long-distance relationship. r Example, the time difference
between different countries may mean a time delagceiving a response via e-mail.
E-mail may not be reliable in Pacific countries ethimay also lead to some delays in
communication. However, with awareness of the mia@kissues and challenges in
long-distance mentoring, several mentoring partmpreave been able to overcome
these difficulties. Therefore, mentoring has takéace across country borders and
relationships have continued. The important pdiate is that after beginning a
mentoring relationship in a face-to-face mannegeon relationship is strong and
significant learning has taken place, mentoring banmade possible in different

forms.
An Evolving Cycle of Relationships

One of the most significant learnings has beeretladving cycle of mentoring
relationships. Earlier in this study, | describmgt own mentoring experiences with
people who worked to encourage and facilitate myeligpment. From these
mentoring experiences, | gained insight into howdbieial encouragement could be.
My life changed significantly as a result of expaces that grew my mind and heart
as a person. | aimed to try and pass on such miegtm others. One of the main
purposes of mentoring for leadership developmett facilitate positive growth in an
individual. An even greater purpose however, itfiose who have been mentored to
mentor other people around them. It involves argoing and continual process

based on the initial mentoring.

The Pacific students who remained in mentoringtiaiahips with me after
completing their university studies have developehtoring for people around them.
My protégés who were involved in their church wdikely to transfer their
knowledge and skills into a leadership role in theirch. They helped to facilitate
church activities and organise events for theirugeo | also observed that they
encouraged other individuals. Rani told me of atmeng experience, he had with a
younger friend. He spoke of how his friend waksegemployment after graduating
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from university. Rani encouraged him to focus adttitude and maintain a positive
outlook on his life. A few weeks later Rani’s fig secured a job. Lauaki had helped
a church friend with her curriculum vitae, as thierfd was looking for a new job.
Whether the individual was helping friends or familhere has been a significant
continuation of on-gong mentoring. Conversatioagenbeen important throughout
the mentoring relationships. By asking appreceatjuestions | enabled the students
to carefully reflect on the mentoring that they sveloing with others and help them
with any challenges that they might have. Mostangnt of all | learnt that as a

mentor | had to encourage each action and poshimeght of the protégé.

Authors such as Phillips-Jones (1982) identifiecttiin most contexts
mentoring has typically been from a senior staffmber mentoring a junior staff
member who may be new to the role (as illustrateéigure 6).

Senior salesperson

l

Mentors

1
Junior salespa

Figure 6: Organisational Mentoring

When Manaaki Pihipihinga (VUW) was initially devekd, | used the same
model as in Figure 6. Students who had succegsfathpleted their courses became
the mentors for students who had only just stattedir course. This approach
assumes that the academic mentoring would existranthin between these two
individuals. This type of mentoring was based orther assumption — that

knowledge would be transmitted one way only.

Since my involvement with Manaaki Pihipihinga, #drave been considerable
changes in my approach to and perspective on megtorMy new approach has
resulted in more positive impacts on students’divéVhile it has been true that my

more recent mentoring has also involved supportingse who are themselves
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emerging mentors the relationships are not lin€he following diagram illustrates

the mentoring relationships:

School

and KS

Rani

university Duan
Luauki

Figure 7: Mentoring for Leadership — Across Relationships

Figure 7 shows that by having a number of individua the circle, five in this
case, the mentoring occurs across people andascartnected. The relationships
become interconnected and reciprocal. For exank#e(Kabini Sanga) mentors me
(CC) and I mentor KS as well; Rani mentors Timad &mmo mentors Rani. These
are examples of mentoring relationships across lpeopl have a mentoring
relationship with all members of this group, andnaémbers mentor one another in
their own ways. Outside of the circle, we mentad #acilitate growth in other areas,
such as in the community, church, and work. Thecpple value in the mentoring
process has been respect; respecting one anothetidduals who have potential to
grow and positively influence the other relatiopshithey are involved with.
Demonstrating respect involves acknowledging onether’s diverse backgrounds

and the qualities each brings to the relationshipe have respected one another on
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the basis of our behaviour as well. For examptan joke and share in laughter with
every individual | have mentored. However, we atso show formal respect to each
other when necessary. | have often been toldlithate a good relationship with my
students beyond the lecture room. This indicdtasit is possible to gain the respect
of students both as a lecturer and outside tharectole as well, as long as you show
them the respect they deserve. When a mentondisted places the protégé’s agenda
ahead of theirs, this is respect. Thus, thereogemotential to make the protégé more
successful (Maxwell & Dornan, 1997).

Respect can be demonstrated in different formaneSways to do this include
listening to people, looking after them, giving ringime to be who they are,
acknowledging their cultures, and using their laagges. Maxwell and Dornan (1997)
believe that respect causes people to want to lpowered. Thus, mutual respect is
critical to the empowerment process. Protégés wahé counted for something and
feel they are important to someone and they wiledheir love, respect, and attention
to the person that fulfils that need. Individukieow when someone has belief in
them, cares about them, and trusts them. Thigisgspect that inspires them to want

to follow where you lead.

The mentoring relationships have been developedalang period of time and
as the students complete their degrees, the netijps have remained and strongly
continued. Students whom | have mentored haveirsjwarious types of support
after leaving university, mostly in regard to seekiemployment, various work
activities, and community initiatives. This has bemrticularly important for Pacific
people as we work to increase Pacific people’s Idgwneent in the Wellington region.
Establishing and maintaining close relationships helped to facilitate community

growth.
Being a Mentor

Pue (2005) states that mentoring is not about taeton but about the people
being mentored. In this study however, mentoretaso been mentored. Mentoring
was focused on the positive development of indigidu The behaviour and the
language | developed as a mentor was reciprocatéloebstudents being mentored. |

discovered that when a student talked about a @molthey faced, it was useful to
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disclose a problem or challenge | had also fadesclosing this type of information
was purposeful for two main reasons. The firsso@awas that there was a trusting
element to the sharing. As | trusted the individbg sharing a challenge, the
individual was more likely to be comfortable andstrme as a mentor. The second
reason was for the learning from one another tbatimed. When a challenge was
shared, it drew the relationship closer together gawe further insight into how the

protégé perceived the world.

As the mentor | found that | learnt about the imdlilal and myself at the same
time. My earlier experiences in developing Mana@kiipihinga had provided the
basis for encouraging students. As the years @emance grew, so did my
knowledge. This was due to the interactions amaee&nces with people, and the
reflections | made. It has become clear that tleatgst teachers in this mentoring
have been the students themselves. As a mergagnt what worked and what did
not work in the mentoring process. This is Al'slugince on my thinking and
learning. Further to this, was that every protége tlifferent needs, ways of operating
and different perspectives. Every mentoring refahip was distinctive.

As a mentor, it was necessary to remain focusettt@positive development for
the individual. | also kept the broader visioreahancing and growing young Pacific
leaders firmly in my mind. The focus on the visiwas important in making certain
that the mentoring would support the vision. Beeaaf who | am, and how diverse
all the protégés were, the mentoring process destris a personal theory of
mentoring. Every mentoring relationship has presgbrts different challenges and

journeys.

To help build an effective learning relationshipisi critical for a mentor to be
aware of their own journey (Zachary, 2000), By lpeaware of my own personal
journey, | was able to avoid projecting my own tvexperience onto my protége.
The protégé’s learning experience was shaped tthéir needs and goals. The
process was not a ‘one-size-fits-all' approach, mstead it was individualised.
Consistent reflection and evaluation has been itapbrfor the mentoring process.

This reflection and evaluation also came from my@xperience of being mentored.
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The Challenges

Mentoring within a university can be a challeng®UW is geographically
spread out across five campuses and it has appaitedynl8,000 enrolled part-time
and full-time students. The numbers of Pacifidlenhis have been increasing over the
past ten years but at a slow pace. VUW has setanpus programmes to help
support and retain students. However, there Ikmstich work to be done before
Pacific students become top scholars at the uniye@nd leaders for their
communities. One of the biggest challenges of oremd has been the lack of
attention the university has paid to mentoring leadership. Manaaki Pihipihinga
only supports a small proportion of the Pacificdgtiot population and it is not a

programme that suits all Pacific students.

In 2006, the Pacific Education Resource Room waestiblished on the
Kelburn campus. In the Manaaki Pihipihinga caséstl described how the physical
space was important for the mentoring programmi¢ gave the students a place to
connect with one another and an identity on camgtgave value and meaning to
the students’ existence within a big student pdpria Furthermore, the School of
Education Studies, the resource room had beenfasedvariety of activities such as
tutorials, meetings, study groups, mentoring mestimnd celebrations. It was well
used and well supported by the school. Unfortupatiue to the relocation of the
entire school to the Karori campus, the senior rgameent team saw no more use for
the resource room, and did not relocate the rooantiher part of the main campus.
The main reasons given for the closure were thaetivas no more space available

and our mentoring programme was not formally recseghby VUW.

From a mentor’s perspective, this was challengecphse of the way the room
had been instrumental in supporting Pacific stusleiiitwas an identifiable space that
the students had made theirs. They could use Wwhatever they wanted it for. In
the room important connections had been made batgteelents. The students who
were mentoring others found it easy to have onetinge@lace that everyone was
familiar with. The closure of the room was alsaltdnging to my morale as it
indicated that the university management did ndaevdacific students and did not
value mentoring. At the time it felt like a hugstlsack for me personally in terms of

the lack of encouragement and support from theeausity. | was disgruntled and
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disillusioned. However, there were key individuatfered help and gave their advice
and support. These people helped me gained a espgrtive. My mentor e-mailed
me from afar and advised me to do what | was gdodnd unite students in a
different setting. He reminded me not to let tpace issue dictate the mentoring
process. So that was what | did. It made me moeative in gathering students
together. | also learnt that when a relationskiptiong, the agenda of the institution

is less able to affect what is fundamentally imantto Pacific students and staff.

It is clear, however, that those of us who are wrmg Pacific students will
need to continue to lobby the university managenmnadequate resourcing. This is
one of our challenges for the future. The perosgtiof other people within the
university can also prove to be challenging. Alang mentoring journey, some
people have stated that it is not possible for smmaeto be both a lecturer and a
mentor. This claim indicates an understanding ofntoreng relationships as
hierarchical or linear. Therefore, another chajiefor the future is to help people to
understand the context and develop a differentrpré¢ation of mentoring for
leadership. Mentoring has a specific purpose specific context. It challenges the
‘one-size-fits-all’ approach. This is the deliberanentoring for leadership for Pacific

students in education.

While institutional or individual barriers may pmchallenging, there are also
personal challenges in being a mentor. One ofmtbgr challenges in one-to-one
mentoring can be found in the actual journey itselthe journey has its ups and
downs, with some variances in the mentoring refastigps. As most of my learning
about mentoring has been from the experiences ofgbmentored, and from
mentoring others, there have been times when Itipnes whether | was truly doing
the right thing for the students. There are judgim®ne must make and decisions
that affect peoples’ lives. Fortunately, | havel l@aprincipal mentor in my life who
has provided the necessary guidance and advicetbeeyears. This is of great
significance - because mentoring is about devetppther people it is important that
I, myself, am being mentored by someone. It isicait for a mentor's self-
development to have on-going mentoring and refdactime. It is important to have
a personal conscience. “Leaders must nurture tlwgiscience” (Sanga & Walker,
2005, p. 63). The authors believe that the conseiés like a bank and it should have
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‘savings’ in it. For instance, leaders can filkithconscience bank by reading books,
attending development sessions and listening to@es in church. Conscience helps
to guard and guide attitudes and behaviour (Sangd.,e2005). | have a set of
principles and values that guide me in the relstigos with the students. It helps to
meet the expectations of students and my persamacence reminds me of what
may be right or wrong when | am in midst of a meng relationship. Furthermore,
as a mentor | can not lose sight of the vision léadership and the focus on the
students’ positive development.

For a mentor, being able to provide adequate stippppropriate challenges,
and conditions that facilitate protégé growth caralchallenge. Being in a university
that does not provide the support or resourcing sametimes restrict what is
possible. Thus, a mentor must be creatively resfur and use what is already there.
Fortunately my own mentor has the vision and sdopbielp support the students
around us. Whenever | have had an idea, my méasnever dismissed it nor said it

was not possible.

Summary

When using an Appreciative Inquiry philosophy ineedn-one mentoring
relationships, there are huge possibilities avéaléd the mentor and the protégé. The
stories of the relationships here, between mysadl atudents have made me
appreciate the value of what a relationship carieseh A mentoring relationship
involves more than two people and in this case;aih involve multiple people.
Applied to the mentoring process Al provides a fpsiperspective that can help to
establish relationships that nurture and grow. ftdemg is about creating
relationships of influence. | have discussed hber dne-to-one relationships have
been fundamental in developing the other initistiwe this study. A mentor must
firstly connect with individuals and then build thelationships. When a mentor
carefully listens and attends to the needs of siisgdéhe mentor can then create other

opportunities and experiences for them.

Spending quality time with the protégé is critigaldeveloping relationships.
Being committed to and conscious of the relatignsakes patience and a certain skill
base for the mentor. The protégé is the focushefging them to find their path in
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life is part of the mentoring process. The lifeagprotégé should be understood well
so that the relationship is developed accordinthéoprotégé’s contexts. Receiving
appreciation and encouragement is important forptlaéégé. They must believe in
themselves and the mentor must show this belieffatidin them. Confidence in the
protégé must be nurtured so that they become imdieipé: learners. When mentoring
is successful, the protégés will mentor people r@aoilnem. In turn, they also help
their mentors to gain new insights into mentorimgl &0 grow as mentors. It is a
process that goes across people, rather than armangp down’ linear form of
mentoring. Relationships are important, and if thentor does not get this right,
mentoring will not be effective for the protégéhelprotégeé is the focus. Mentoring
for leadership in Pacific education is vital foretpositive development of Pacific
students.

The vaka has completed its journey through the ddephase, and takes a new

course navigating the territories of the next pras#l, the Destiny phase.
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CHAPTER ELEVEN: THE APPRECIATIVE MENTORSHIP
FRAMEWORK

“To reach for the stars and to create the futureaspee to starts with us seeing and
appreciating how much distance we have travelledimsetting our shared goals to

go even further.”

(Murrell, 1998, p. 280)

Introduction

The vaka is on its final leg of the journey havingvigated and journeyed
through the case studies of Manaaki Pihipihing®, kawaii Group, the Pacific
Education Leadership Cluster and Mentoring for lezalip. This chapter will draw
together the learnings from these four case studiash of which is focused on a
different approach to mentoring and is in line witle Al philosophy. This final
chapter serves as the Destiny phase of Al. Itséglachieve the ultimate vision of
providing a framework for developing a mentorintatenship between individuals
based on appreciative principles, and is basedermest of what has worked in the

case studies.

The Application of Appreciative Inquiry

Al is concerned with drawing out what works for ppand moving towards a
shared vision. As a leader-mentor, | am conceméd mentoring for the leadership
development of a new generation of Pacific studenikere is a need to attend to
mentoring for leadership and to better understaedandscape of these concepts for

Pacific people.

Frameworks developed for Pacific education prowddaroad guide for people
to follow and allow for interpretation to take péac People take what they find
relevant for their specific context and build upire principles of the framework.

One such framework, as discussed in the Methodotbgypter, chapter six, is the
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Kakala framework devised by Thaman (1999) whichcdbss the gathering of

knowledge in terms of the Tongan process of makifigwer garland (a kakala).

The concepts of mentoring and leadership both lacklear and generally
accepted definition. While many people experieneatoring and leadership, exactly
what they are experiencing remains contested. Tigarticularly true when
mentoring and leadership are situated in a tertigtitution and for Pacific students.
For people who are interested in developing memgoand leadership initiatives for
individuals, there is no clear framework availableich states the basic principles

essential for development.

The philosophy of Al has the potential to be add@ed used according to the
needs of the community or individual to which itaggplied. Al has traditionally been
associated with organisational development in theédd States and North American
contexts and facilitated by Al consultants/practigrs (Hammond & Royal, 1998).
In this study, Al has been successfully transfetceBacific student groups in a New

Zealand university.

In terms of Pacific education development, it isaclthat in my study, Al is
successfully used to unleash the potential of iddials and groups. Through the
relationships that are developed and through aggsoof discovery of what works, Al
is a useful way to elicit knowledge that alreadisted. This is knowledge which may
have been hidden away or undermined because ofr wumgetal and/or cultural
challenges. The appreciative principles of Al (@igery, Dream, Design, and
Destiny), are concerned with capturing the positsteries, the successes of
individuals and groups, and these principles haesqa their value in transforming
people.

Al, as a positive change process, has traditiorn used in the United States
with large-scale organisations that aim to creat@ething new and a vision for all
(Cooperrider, 2000). In this study, however, Amsdified and adapted to help build
and strengthen relationships between individuatsaged in higher education. The
obvious absence of educational institutions thathdeadership theory and practice
for Pacific students has meant that there is aifgignt gap in Pacific leadership

development in the education field. Universitieayntlaim to create students as
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leaders during their time as students, but thenéxte which this claim is true,
particularly for Pacific students, has to be questd. Based on the findings from the
studies, the Appreciative Mentorship framework eveloped to fill this area of

attention.

The Leadership Chapter, chapter four, provides @iaeation of traditional
Aboriginal leadership practice where stories arsspd on from generation to
generation (d’Plesse, 2007). Key lessons of theireuare learnt from story telling
and observing others. Appreciative Mentorship wask a similar principle whereby
key lessons are learnt from mentoring. The legrmiomes from the conversations,
the observations of behaviours and from being wealin experiences that grow

individuals.

Now is a critical time to introduce a mentoring nrawork for leadership
development for Pacific students in universitieBhere is a level of urgency for
educators and policy makers to attend to the neé&sacific students in terms of
achievement in the education system. When | fazusnentoring for leadership
through relationship building, this is powerful merng that can then be carried on
by the younger people, to further support theirifiean and communities. This is a
framework that can be ‘picked up’ and/or adaptedldwturers, administrators,
managers, student support staff and studentss dtso important to the work of
Pacific people that the framework is not only desij and understood by tertiary
staff and students, but by people in the commuagywell for the leadership
development needed there. The framework, “Apptee Mentorship” has been
designed, using the key learnings derived from thse studies of Manaaki
Pihipihinga mentoring programme, the Hawaii studgoup, the Pacific Education
Leadership Cluster, and the Mentoring for Leadgrshising the Al method of

appreciating what works best.

In the Faculty of Education, Victoria University,ewhave endeavoured to
develop Pacific students as new generation lead&tss endeavour is part of the
vision for Pacific leadership in Aotearoa/New Zealand in the Pacific region. It is
about attending to the needs of the students aiddbmmunities and providing the

experiences that will nurture and grow studentslevkhey are at the university.
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Mentoring works when relationships are strongis i continual process as those who

are mentored go on to mentor other people.

In the scholarship of New Zealand Pacific Educati@at time of writing in
2008), there is no available framework that covemsntoring for leadership
development for Pacific students in tertiary ediwcat The AM framework begins to
address this gap in education, and has the pdtémtiee influential in the practices of
mentoring and leadership for Pacific groups. Etlanais an important process,
whether formal and informal, and whether learnieguss in the classroom or in the
context of the family or community. Chapter thredjch focuses on the mentoring
literature, discusses the variety of definitionsl amderstandings of mentoring as a
concept. Many of the definitions have originatednf business, organisation, and
professional mentoring and have had a predomin&d#gtern perspective. With the
growth of mentoring across different fields, esplgiin education, there is an
opportunity to redefine and clarify mentoring actog to the way Pacific people

operate.

The main benefit of using an AM framework is thesitige focus of the
approach which ensures that the ‘best of whasisliscovered and explicit. It is also
significant because of the use of knowledge thaaly exists within an individual or
a group of people. AM is focused on the foundatbmearning for the individuals,
and as Zachary (2000) argues, this learning pri@cip vital for a mentoring

relationship to develop.

The AM framework is developed from the best of whadrks from the
reviewed case studies. The presented case sardiesed to identify the evolution of
the mentoring relationship, from the mentor's pecdve. By developing an AM
framework, other people can take the concepts pply shem to their own mentoring
processes. As this study is focused on the menparspective and journey through
mentoring, the AM framework posits learnings forngentor to take on for a
mentoring relationship. The mentor’s role is cahtn mentoring and this need to be

understood well when the vision is for leadershepedopment.

AM is developed as a way of interweaving the plufsses of Al and

mentoring. AM takes mentoring to a new place iat ti is not solely focused on
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mentoring, but it is concerned with mentoring feadership. With the attention and
priority for leadership being necessary for Paci§tudent development, 1 am
providing a framework that helps Pacific and noeiffapractitioners understand an
appreciative way of building relationships.

AM draws in ideas of the mentoring matrix propodey Pue (2005) for
Christian leaders’ development. The five phasesSelf-Awareness, Freeing-Up,
Visioneering, Implementing, and Sustainability atentified as the defined steps that
a mentor and leader go through together in the oniexgt process. The main point of
interest is that Pue (2005) states that none ofitieephases of the mentoring matrix
can be skipped without making it a shallow, lesammagful process. This is also true

for the Appreciative Mentorship framework.

The AM framework is based on the foundations of toeng, leadership, and
Al. This study seeks to connect the three condegisther in a relational framework.
Furthermore, it places relationship at the pinnasfethe framework; it is the
connections between people that are paramount.welf as Pacific people, are
interested in leadership, then we are interestethenway relationships develop.
Leadership is concerned with developing relatiopshof influence. Leadership is
also concerned with mentoring and it can not oeeitihout it. Thus, mentoring is
what nurtures the leadership. Mentoring is a i@hship. The philosophy of Al helps
the relationship to grow and be influential. Aln8s mentoring and leadership
together. Appreciative Mentorship is created based a phased process for
relationships, adapted from Cooperrider's (1987) flidmework, from which the
“Appreciative” part of the term is borrowed. Theymbined with Mentorship brings
together the essential components of ‘mentorindgefadership’ in one term.

Appreciative Inquiry as a Philosophy of Change anaé Methodological Analysis:

A Mentor’s Perspective

Figure 8 shows how Al has been used in three waryshis study. The first
way is with Al as a methodological inquiry into tfeur case studies. Al allows me
to discover, and appreciate the key strengths di ease study, and identify specific
challenges. The Discovery phase of Appreciativguiry enables the use of story

telling and discovery of the life-giving forces (@merrider, 2000). The second way
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is using Al as process of creating relationshipsvben myself and my protégeés.
Here, my focus is to build strong relationshipsdaasen the strengths we had. The
third way is adapting Al as a living and breathptglosophy for me as a mentor as |
journeyed through this study and with each casdyst'his means that | encompass
Appreciative Inquiry frame of mind — focusing oretpositives of individuals, and

their communities.

Appreciative
Inquiry

Methodological Al as a process 0 Al as a phllosoph
f

analysis of case creating for a mentor
studies relationships o
influence

Maﬂzm:’gghhgnga chmt:js 0(;1 thle strengthls Learn from case

- otindividuals, groupsy | stydies & build o
Leagersmp Cluster ; and communities

Mentoring for Leadershi the strengths

Appreciative
Mentorship
Framework

Figure 8: Applying Appreciative Inquiry

This study proves that for a mentor, the philosophgl is successfully applied
to mentoring development. Al is vital for the ddishment and on-going
development of relationships over a long-term peridhroughout this journey, from
using Al, | developed both my thinking and pradtie@ays of demonstrating
leadership. Al has key concepts that evolve ovieng time. It is a living process.
Al as a philosophy has revealed itself in new atfigérént ways for me as a mentor.
As a philosophy for mentoring development of newegation leaders, it assists
mentors to engage people within a university systérfacilitates the ‘unleashing’ of
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common strengths and desires of a student grongChhpter ten, the focus was on
Mentoring for Leadership, the Design phase of Ah this case study, mentoring

relationships were the primary focus for mentoriogleadership. The relationships
were formed over several years, and were basedsbarad journey between mentors
and those mentored. Mentoring relationships oecubetween people, and not in a
hierarchical way. By utilising and understandingy Abecame a more confident

mentor, able to grow with the students, to merttent - and they also mentored me.
This process was about learning together, lookimgatd a vision of ‘new generation

leaders’, in a sustainable way for the long-terrAn evolving of the growth of

relationships is a theme of the stories of Chaieter

With an Al approach, inquiry that focuses on thsifpee brings out previously
hidden strengths of mentoring relationships. lkadtef focusing the attention on
problem-solving, the appreciative frame looks fay® to do of more what already
works. From the four case studies, | have shdrednisights and stories and focused

the attention on these to identify the best moments

The concepts of both mentoring and leadership lmen discussed with no
one agreed-upon definition. However, exploratiod anderstanding of the literature
reveals foundational basics for both concepts. es€hbasic understandings are built
upon and developed with application of the conadpAl. Al allows a mentor to
discover the potential for further mentoring anddership. With Al, | used the
foundational learnings from the Manaaki Pihipihirggse study discussed in Chapter
six. In this case study, the mentoring involvee-tmone relationships focused on
attending to the academic needs of students. Uheabcratic conditions limited the
potential of that mentoring, but with an Al apprbddearnt from the fundamentals of
the programme and build upwards. With a strenpgsed perspective, Manaaki
Pihipihinga gave me an understanding of Pacifidetis’ needs in relation to the
university context and their backgrounds. The oasps to questions such as ‘What
worked?’, and ‘What were the main foundations faenmoring?’ gave me insights

into the basics of mentoring.

As the Coordinator of Manaaki Pihipihinga, | gainéasights into the
development of a mentoring programme. This prognanenergised my motivation
and interest in mentoring, but | was yet to discottee relationship between
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mentoring and leadership, which | had always peezkias quite separate concepts.
With the Hawaii Group, as discussed in Chapter teigHfocused on developing
individuals’ strengths. As a mentor | had to p#&yse attention to learning from the
group. The foundations for mentoring and leaderstunnections were set up for
mentoring relationships outside the Hawaii Grodys a developmental process, this

was the preparatory phase of experience.

To use Al as a frame is to take a strengths-bagpbach. Such an approach is
particularly important for Pacific development wherdeficit-approaches are
traditionally been used. People outside Pacifimmanities have chosen to focus
attention on the issues and problems. The RetignKacific Education Initiative
uses the Al approach to move away from the negatiedel of thinking. Al is not
concerned with problem-solving and so this is aeraative and relevant approach for
Pacific communities who have an abundance of stinsrgnd knowledge that are for
a variety of reasons, rendered invisible. In ity back on my own journey, as
described in Chapter two, my personal philosophyfirat did not involve the Al
perspective. But in the latter stages of my lestupr development, with specific
mentoring | experienced acceleration in persondlssnd abilities as my mentor

focused on building on my strengths using Al.

Al encourages me to overcome challenges in my pafsiife and in my
professional role as a mentor. It is a re-thinkptgosophy requiring me to attend to
what there is, rather than what is not there. &nrpig Al theory comes from
personal experience and conviction (Hammond & RoyE98). Personal
involvement with Al speaks loudly, and gives a clpi&ture of what Al can achieve.
Al grows and evolves with experience and applicatedifferent contexts. As Sanga
and Walker (2005) state, leadership is dependewbatext. Al is a process that can
be modified and adapted according to the contagtused within and thus is suitable
for leadership development. The Hawaii Group prese significant challenges for
me as a leader, but with Al, | turned those chaksninto learning opportunities for
my own leadership development. Learning from thallenges, encouraged me to

strive to become a better mentor in the future.

Mentoring is focusing on the development of anvidlial. Al supports this
principle as it attends to the learning, and itlitates an understanding of what works

234



in a context, for a group, for an individual. g study, Al enables a discussion of
what works for a mentor. As the facilitator of Aldevelop specific insights into my
own knowledge and abilities. Such insight is vhlaaor individuals who intend to
become mentors. As a philosophy, Al engages blotlught and action. It is
important to move confidently beyond the theoryit® application, thus making
learning easier. As described in Chapters nine tend the case studies of the
Leadership Cluster and Mentoring for Leadershipegare the experience of applying
Al in two different contexts but with the same aerpurpose of leadership
development. Asking specific, provocative questido the protégés elicited their
knowledge of leadership. With Al, their knowledgas illuminated so allowing me,
their mentor, to carry their learning forward stagtfrom the point of where they
were at. The use of Al unleashed the protégésdeeship understandings, and | also
learnt from them. It encouraged them to look withineir own contexts, and to
assume the responsibility for leadership in thesgtexts. Moreover, Al supported
the development of relationships as a mutual resped appreciation developed for
one another as mentors, and as students of legaler8y illuminating the ‘what
works’ and conversing about it in realistic waytivation and commitment to the

mentoring process increased.

With Al, mentoring starts as the unknown and as uhdiscovered within a
context. The use of Al allows for underlying asgtions, values, beliefs, and
principles to be discovered. Using the Al framesxamine the context, the needs of
people, the knowledge, cultural practices and f®lihe resources, the hopes, and
possibilities for the community become known. Tigigvident with the case studies
of the Leadership Cluster and Mentoring for Leaddigrs These case studies
constitute the Design phase; specific strategiese veamployed from which we

developed the vision of what we wanted to achiegether as a community.

Al as a Process of Creating Mentoring Relationships

In the case studies, mentoring relationships weengthened with the use of
Al. Each protégé in the mentoring initiatives ilmapters eight, nine, and ten was
involved in mentoring as a learner; this included mentors. Maintaining the values
of respect, trust, and honesty are foundationaheo strength of the relationships.

Because of the focus on relationships, gender atidiral boundaries are not a
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challenge. In fact, protégés’ cultural knowledgelph people to appreciate,
acknowledge, and honour each person. For instavitein the Leadership Cluster
and with the use of Al, protégés realise that theirtributions to leadership are valid.
In small group mentoring, Al encourages strongti@hships across individuals. The
use of Al empowers all individuals, including womeethnic minorities, and
‘reluctant leaders’, generating power, learninggrgg, enthusiasm and positive action

in the relationships.

Al is flexible, as it starts with mentoring and théeads to leadership, the
ultimate vision. Appreciative Mentorship is conoed with the long-term and it is a
sustainable process. It is not built from shomrtgoroblem fixing. Appreciative
Mentorship focuses on human relationships, appreniéor people, and the influence
people can have on one another. Accepting realgipart of the AM process. It does
not downplay or ignore the challenges, but ratleeks to embrace them as learning

opportunities for growth.

AM focuses on mentoring for leadership, by drawamgimportant foundations
of mentoring. The framework focuses on unleashivg gotential, the possibilities,
and focusing on growing individuals through relaships. A developmental and
learning process is fundamental to the AM framewswkhat there is growth for all
involved, including mentors. The main principle the AM framework is for
relationships of influence to occur and for thoseoware mentored to become
appreciative mentors of other people. An individtem not short-cut through the AM
framework. If any short-cutting occurs then thé&ueaof mentoring will be weakened.
The following passages provide a revisit of the’d;Discovery, Dream, Design, and
Destiny.

1. Discovery

Authors such as Jacobi (1991) and Kram (1980) ddfiaditional mentoring in
organisations as a two-way relationship with theusoon a senior-junior relationship.
In terms of the work on leadership, the scope aitmms and perspectives is complex
and varied. The work of Greenleaf (1977) and SanghWalker (2005) provide the
basis for my understanding of leadership with tbeut on the importance of

relationships of influence. Parry (1998) examitrassformational leadership, with
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key arguments on the process and values. Fuilfloerzes and Posner (2003, 2007)
focus their attention on the process of being a@ldeaand the importance of the

leadership relationship.

As a mentor who embraces the Al philosophy, | focaswhat is relevant for
my mentoring and leadership understandings. TlsedYery phase also incorporates
the background and rationale for this study. Tkglaing and recognising of some
of the challenges for Pacific students is part dfddscovery as it allows me to
appreciate the needs of Pacific students in Aotéblew Zealand. Moreover, my
personal journey as someone who experiences megtorovides the positioning for
further discovery. The importance of my own st@yuseful in story-telling as a
method for sharing of insights and lessons of nrargo It is from this position, that |
focus my methodological process on story-tellinghvihe four case studies. Because
this is an appreciative study, | endeavour to upeoaess that is not about teaching a
new theory to Pacific people. Instead, the prooégd assures people that they have
the potential to discover knowledge that alreadgtexvithin their communities. This
is the strength of Al; it gives life to the unigs&uctures, and processes that exist.
The attention remains on the people. The methodppireciative Inquiry helps to
create the relationship between the mentor/lead@ittze people. It is an appreciation
of people. Inquiry and change are simultaneousthadjuestions | ask of the case
studies are part of the change process. Suchringuiherefore neither objective nor

neutral.
2. Dream

The Dream phase (Manaaki Pihipihinga and the Ha@esup), gave much of
the life-giving force to this study. Manaaki Pillimga gave me, the mentor, a base
for mentoring. Using an Al frame, | found that emstanding the needs of the
students was fundamental to the success of megtofiurthermore, the importance
of relationships with the students and other staffthe university was vital to
sustaining the mentoring programme. The knowlenlgfained from this case study
and the Hawaii Group allowed me to apply this kremige to the other mentoring
initiatives. Through the challenges involved i tbase studies, | search for what
works best to move mentoring knowledge and pradtidder. Considerable learning
is involved for me as mentor and linking the ‘bestvhat is’ to ‘what could be’ was
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critical. From these learnings, | experience aeeaf excitement for future mentoring
developments. | learn about people through fiestehexperience of developing the
initiatives. | learn about what excites people artht frustrates people. This phase
is significant for me as it generates a newly folkmbwledge that changed my
perspective on mentoring. | was in the processetifdevelopment for leadership. |

also discovered that | should not lose sight ofeadérship vision. As the

constructionist principle of Al (Cooperrider, 1988)ggests, every analysis | made
was informed by what | had learnt from the pasty &kperiences with these case

studies constructed the knowledge for the future.
3. Design

The Pacific Education Leadership Cluster and Memgofor Leadership were the
case studies in the Design phase. This phaseciséd on building momentum -
developing short-term and long-term strategiessfogcific mentoring and leadership
development for Pacific students. My experiencthwinderstanding Al reached a
new level because | gathered experience with u&ings a process. By employing
the Al inquiry process, | find out what the bestas the students in each of the case
studies. The case studies in the Design phasestanetured around the Al
philosophy. In these case studies, relationshigstlae focus of mentoring and
leadership development. The two concepts are ddwaer together as the continual
appreciation of what worked is heightened by thgeelence with Al. Al is exciting
and well-positioned as it is beneficial for formisgrong relationships. Diversity is

appreciated and recognised as a key strength.
4. Destiny

Transitioning from the past to future possibilitraarks the Destiny phase. Itisin
this phase that the vision of “growing new generaleaders” is reached and further
developed. The Appreciative Mentorship framewowkrks the ‘arrival’ at a destiny,
through the appreciation of the best of the caséiest. Here the case studies provide
the critical foundations for a new mentoring franogky a new knowledge.
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Leadership

Realise

Recognise

Appreciative Mentorship

Figure 9: Appreciative Mentorship Framework

Figure 9 shows the process of AM. At the basédefftyramid is the Recognise
phase. The Recognise phase is the foundatiorechlh framework. It provides the
strength, the philosophies, and the appreciatiaessary at the start of the process.
The arrow on the left side of the pyramid represené upward growth and building
of Appreciative Mentoring. As the work is done ihe Recognise phase, the
mentoring process can move to the Realise phame tththe Guide phase and then to
the Grow phase. As the mentoring process grows exignds within the

relationships, building on each previous phase fabhas moves to the individual (or
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the community); the emerging leader who will merdtiter people. The main arrow

to the right of the pyramid signifies this journeyleadership. The arrow between the
leadership circle and the Recognise phase repseseatcontinual cycle of people

who are mentored to carry on the process of apgireeimentoring.

The Appreciative Principles of the Appreciative Mertorship Framework

The Appreciative Mentorship framework is built dretfollowing appreciative
principles within each of the four phases of RectsgnRealise, Guide, and Grow.
The next section discusses the principles as tppga within each phase. Within
each phase, the principles are important for a ansnpersonal behaviour, and their
outlook for developing effective mentoring relatships. These principles are
fundamental for the mentor to understand before rtf@mtoring relationship can
progress.

Recognise: Appreciative Philosophy, Appreciative Heart, andpleciative

Relationships

Realise Appreciative Context, Appreciative Understandire;yd Appreciative
Motivational Learning

Guide: Appreciative Encouragement, Appreciative Valuesd aAppreciative

Behaviours

Grow: Appreciative Leader-Development and Appreciative nideng for
Leadership

The four phases of Recognise, Realise, Guide, aod @re tailored from the
traditional 4-D’s (Discovery, Dream, Design, andsbey) of Cooperrider's Al
philosophy. As this study is primarily focused amentoring relationships and
leadership development, it is appropriate to refime Al philosophy to a learning
centered and relationship-focused framework. Atoremust be prepared and aware
that the role will evolve over the duration of threntoring relationship. A mentor
could be a teacher, a coach, an advocate, a dulidvesor, a role model, a leader, a

friend, a confidante, and a colleague. It all delseon the relationship with their
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protégé. Most of all, a mentor should see themeselas a person of influence
(Maxwell & Dornan, 1997).

Al is a process that assumes that all people inraupg organisation or
community are valued and that no one person isideresl superior to another person
(Hammond & Royal, 1998). This is a significant qiofor mentoring relationships
because while much of the Western literature ontamgny points to senior-junior
relationship, this is certainly not the case witih model. In the case studies of the
Hawaii Group, the Leadership Cluster, and Mentoriog Leadership, there were
conscious efforts to avoid a senior-junior relasioip, which is why values such as
respect are fundamental. This study crosses #ubtibnal boundary of lecturer-
student relationship and redefines it as an intsgyal relationship of learning.
Friendship is a key word to describe the mentoredgtionship as friendship assumes
that two people are equal (Chi-Kin Lee & Feng, 2007

The Recognise Phase

Pue (2005) believes that a shared vision is thénhew of leadership. Thus,
vision-making for a mentoring relationship is thestf step. Vision is connected to
purpose, and discovering the purpose is criticalhimn Recognise Phase. There are
numerous purposes for mentoring Pacific studentsth@ university context.
Ultimately any vision must be connected to what phetégé wants for their life.
However, as a leader-mentor it is also possibleotmect the needs of a protégeé to a
greater vision of development for Pacific educatsuth as those outlined in the
Pasifika Education Plan (Ministry of Education, 88)) and as in the RPEIPP
Leadership Pacific strategy, “to grow 1000 New Geahen Pacific Leaders by
2015.” A mentor is clear about their own personsion for leadership and personal
goals, as this impact on both the mentoring proaagdshe outcomes. On reflection, |
did not discover my own vision for leadership uhtiad challenging experiences that
helped clarify my leadership understanding. Theeefthese experiences were about
personal growth for me. This is why leadership [@ogressive journey of clarifying
guestions. In the Recognise phase, a protégéds todeel that they are contributing
to their own vision through their actions. A pradég encouraged to learn, to reflect,
and to value their life experiences.
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The Recognise phase is concerned with the grownd that is needed to be
done by the mentor. It is the mentor’s responigybib be clear about mentoring and
the journey ahead, so that it moves to a visionidadership. The mentor’s goal is to
facilitate learning, but before this happens, tlentar must learn as much as possible
about mentoring. Reading of good mentoring anddeship development books,
and/or being mentored will also help to facilitdteeir own learning of what is
involved in mentoring. Sanga and Walker (2005npout that leader development
begins with the self and this is a must, rathen thaneed. However, nothing can be
more valuable in terms of learning, than being lm&d in a mentoring relationship. |
initially learnt about mentoring from mentors whadhsupported me, then | continued
to learn from the literature, and then from develgpManaaki Pihipihinga, a formal
mentoring programme. In the Recognise Phase, #r@anneeds to attend to self-
development before beginning a mentoring relatignshith the protégé. Al
facilitators take the time to understand the waywdlrks and adapt it according to
their context (Hammond & Royal, 1998). Thus, Ampadve Mentors take the time
to understand this framework so that they can begureate solid relationships with
their protégés. Essentially it is a complex precbecause of the different prior

experiences that impact on people’s lives, thusactipg on people’s worldviews.

In the Recognise phase, through a commitment tordlaionship, a mentor
works with the individual/s to recognise their kggengths. The mentor recognises as
many key strengths as possible through a conversasing appreciative questions
such as “What do you perceive as your key stre§tbs “How can | help you to
grow/achieve/succeed?” The mentor works to draw tbe enabling factors in
people’s lives. Here, the fundamental principl¢his mentor’s ability to connect the
individual to what they may not be aware of abdweniselves. This requires the
mentor to recognise the talents that are hidddraee not been brought to the surface
before because of factors or contexts that haveepted this. Enabling factors for
Pacific students can be related to prior learnimgugh their cultures, family context
and background, personal values, and church expese For the mentor, connecting
with the protégeé is the key in the Recognise ph@ke is achieved by face-to-face
interaction from the start, establishing the rappmmd genuine interest in their

protégé’s life.
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The Recognise phase is an exploration of what miegtonay encompass, look
like, be understood as, or have the potential to e the case of a protégé’s
mentoring relationship with the mentor, attentisngiven to a focused conversation
on mentoring. The time that is dedicated to tlmsversation is regarded as a solid
commitment by the mentor to delivering a full andceuraging explanation of
mentoring. Some individuals’ understandings of tagng need to be explored as the
relationship develops. Thus, sufficient time musttaken to ensure recognition and
understanding of the differences and similaritresarious perspectives of mentoring.
Clarification of what this particular mentoring agbnship will entail will help to
pave the way for the mentoring. From this conv@eathe mentor obtains a sense
of the protégé’s expectations, hopes, and deswesmientoring. However, the
Recognise phase is not about overloading the pgot&gh information about
mentoring, nor is it about knowing the entire lfiory of the protége, nor the sharing
all of the mentor's life knowledge. This informai will be disclosed as the

relationship evolves.

An Appreciative Mentor is someone who has claritieeir own values and has
gone through a process of increasing their own-agHreness. This point is
supported by Pue’s (2005) phase of self-awarenedsisi mentoring matrix, and
Zachary’'s (2000) personal journey exploration. ngeiaware of one’s own
experiences, history, and culture can be succégsdohieved through having had
prior mentoring. That is, if the mentor has hagexience of being in an effective
mentoring relationship, then much of this self-aammss development should have
already occurred. If a mentor is new to mentoang has just ‘picked it up’, then
they have to actively seek out a mentor to help then growth and to facilitate the

process of self-awareness.

The development of self-awareness is not justiotstr to the Recognise phase;
it evolves and grows through all four phases. dasing the self-awareness of the
mentor is an on-going process and strengthens #meamand protégé’s relationship.
Relationships help people to see who they are dmd Wherefore, the levels of the
mentor’'s self-awareness change according to thelolewent and strength of the
relationship with the protégé. Being aware of fedf encourages the mentor to
reflect and evaluate their mentoring skills andwiealge. Further mentoring of the
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mentor, being engaged in more mentoring, and/atingamore widely on mentoring
and/or leadership will nurture this.

Appreciative Philosophy

It is important for people who are involved in mamg within an AM
framework to understand what Appreciative Mentgrshencapsulates as an
Appreciative Philosophy. It is not necessary talarstand every factor in depth to
gain a comprehensive understanding. However, aimgiar with the Appreciative
Philosophy is necessary for the mentor who wishesdeévelop appreciative
mentoring. An Appreciative Philosophy gives megnia mentoring. It provides a
definition of the mentoring process, clarity of pase of mentoring, and it can
encapsulate the cultural values and beliefs theatraportant to the individuals, group
or community involved. Appreciative Philosophy dagown the foundations for
mentoring. When an Appreciative Philosophy is usti®d by the mentor, they can

provide an appreciative approach to the mentorhationship.

As identified by David Cooperrider in 1987, Al faas on the best of what is in
an organisation, and through the construction oéfoh question-asking and story-
telling, people are drawn to identify the enablaryd positive factors that drive the
organisation to be a success. The 4-D’s of Disggveream, Design, and Destiny
explain the phases of the Al philosophy and argtdhby Al practitioners, such as
Hammond and Royal (1998). Understanding the essehAl allows people to take
what they need for the individuals or group theg applying the mentoring to. As
stated by Parry (1998), and Sanga and Walker (2005) necessary for an effective
leader to engage in self-development and contitegahing, and mentoring leaders
should exemplify this.

The mentor begins the mentoring process by leartirg concepts of the
Appreciative Philosophy, understanding and beingilfar with the construction of
guestion-asking and the use of positive langude exploring how Al is applied in
specific contexts and providing positive benefds groups and individuals to extend
themselves, the mentor is taking a responsibleoagprto the position of mentor, and
creating a process that is fully responsive tontbeds of their protégé. Consequently,

a mentor’s outlook on mentoring will be a positmee. Mentors need to be able to
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apply an appreciative pedagogy to establish anativélamework for mentoring

based on their protégés’ needs.

A philosophy for mentoring for Manaaki Pihipihingaas developed, based on
the values of Maori and Pacific cultures. Thislgdophy helped to inform the
purpose and goals of the programme, and the evelneof the relationships. There
are benefits for mentors in understanding and uamg\ppreciative Philosophy for
their personal development. | found that havingppreciative focus allowed me to
attend to challenges and everyday life with a gfeon positive attitude.
Understanding the Appreciative Philosophy alsolifatéd my use of affirmative

language.

The case studies presented in this study show hHovar\be applied to a Pacific
student community. Leadership and mentoring ammected, following the Manaaki
Pihipihinga programme. One of the biggest chaksnig the application of Al was
during the Hawaii Group experience, because of dherse perspectives and
experiences of individuals. Some individuals we part of the mentoring or
leadership development. Furthermore, some prefeéoréocus on negative issues and
then try to find a solution, instead of lookingvahat worked for the group. As a
result, the relationships between some of the iddals in the group were not aligned
with an Appreciative Philosophy. In comparison,ewhAl is applied in a setting
where learning is the focus for the students ineadership Cluster, there are great
benefits, as a result. These include common siestefgr all individuals, positive
leadership stories, and an enhanced generationnofviedge. An Appreciative
Pedagogy was devised by Bloom (2002). In thisiegbn of Al, academic advisors
integrated the principles of Al into an advisoryat®nship with the students, and
focused on setting goals accordingly. While thiatrenship was termed to be an
Appreciative Pedagogy, the application of the 4-Bngples was similar to a
philosophical application. An appreciative philpb@&al understanding of mentoring
is critical for leadership development. If the gobmentoring is to bring out the best
in people, this is leadership development. An egiptive philosophical approach
can be adapted or modified according to the neédseople. As Hammond and
Royal (1998) for example, show, Al is used with coumity groups through to large-

scale organisations going through a change process.
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Appreciative Heart

In their work on leadership, Kouzes and Posner 3p@fate that leaders must
demonstrate care for their people. The hearttiseatentre of the connection between
the leader and the people and it is personal aedpersonal. The authors state that
encouraging the heart is necessary in leaderdhigke this concept of ‘encouraging
the heart’ to also be the Appreciative Heart fa thentor. A mentor begins with an
Appreciative Heart if they are serious about mengpr Mentoring for any selfish
gains is not the priority for the mentor. The noentares for the needs of their
protégé and shows this genuine caring. In the MlinRihipihinga case study,
mentoring was focused on the academic sphere, lard tvas not a great level of
emphasis on caring and the heart. A detachedaeddtip was emphasised because
staff did not want students to have a relationshgi crossed any boundaries. AM
shows that itis possible to have strong relationships within baue$ - cultural,
personal, and professional — but to also have grefmtive Heart. A mentor with
an Appreciative Heart goes ‘the extra mile’ to supgheir protégé. The mentor
always expects the best and provides the best niegtdor the protégé. An
Appreciative Heart requires a mentor to make pasitmpacts on a protégé’s life.
However, the heart must be fully present to begyraentoring. First and foremost,
a mentor cares; otherwise the mentoring inevitdaijs. For a mentor to have an
Appreciative Heart, to care for their protégé, thdgmonstrate this through their

behaviour and language.
Appreciative Relationships

In the Recognise phase, the process of developirgirang Appreciative
Relationship is a focus for the mentor. It is latienship based on shared and mutual
understandings. The main theme - the focus -ldhalmentoring in the case studies
was the development of relationships. It is evideom both the mentoring and
leadership literature that the quality of the relhips has been a priority.
Transformational leadership is concerned with m@fst and values, whereas
transactional leadership is a process of trangatioetween leaders and their
followers (Parry, 1998). In the AM framework, réteships are central to building
the mentoring process. An Appreciative Relatiopshicentered on the initial focus
of establishing rapport with the individual. Theembor must take primary

246



responsibility for being interested in the protégéday-to-day life and/or finding a
connection that begins to build a close relatiomshiThis point is particularly
important in informal mentoring, where the leadesntor is seeking to develop
individuals around them. These early connectiores made by such things as
identifying a shared common interest or by askingtggés something about
themselves. In an educational setting such asithersity, this could be about the
student’'s course work for example. It is importaat the beginning of the
relationship that the mentor does not ask questlatsare regarded as too personal or
that make the potential protégé uncomfortable. lolohg the establishment of a
relationship, the leader-mentor then begins to ldgvan appreciative relationship
with the protégé. It is essential for the mentoclarify with the protégé the nature of
the mentoring relationship. This is an articulatad how the relationship will evolve,
what it will involve (for example, time, processpectations of relationship), and an

initial conversation about the protégé’s goals.

The Appreciative Mentorship framework is discusseth the protégé so they
are aware of and familiar with the mentoring apploaln a tertiary institution, many
students will not have experienced a mentoringiogiahip, unless they are part of an
academic one-to-one mentoring relationship, suchMamaaki Pihipihinga. A
conversation that explains AM is necessary to tagpify for the protégé what
mentoring is about. Because the protégé may hdeasi about mentoring and
perceptions of how it works, this is a time to aasany questions or to ally any fears.
In the Appreciative Relationship many appreciateaversations will take place. If
the learning principle is integrated into mentoriegch appreciative conversation can
serve to be a learning point, a lesson that théégéocan take to extend and grow
from. For instance, if the initial appreciativensersation brings up some concerns
for the protégé, the mentor uses an appreciatanadwork to focus the attention on

the positive factors such as learning from feat@mnchallenges.

Time that is specifically dedicated to the nurtgrof a mentoring relationship is
necessary to strengthen it. Setting boundariesnartime is a skill for the mentor to
develop, but if they are someone who understaradielship, they will understand the
importance of dedicating specific time. The iditine spent getting to know the

protégeé is the most crucial period because thisegime when values such as trust,
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honesty and respect are established as the e$dentidations for the Appreciative
Relationship to be built upon. This is certaintypiortant for a mentor and protége
who do not know each other very well at the startfor individuals who come from

different cultural backgrounds.

The three values of trust, respect, and honestg ¢jfe to the mentoring
relationship and if these are not established ftbenoutset the mentoring will not
function effectively. For instance, trust is derstrated on the mentor’s part by such
behaviour as keeping their word, always turningfop mentoring meetings, and
keeping regular contact with the protégé evenid ith somewhat informally such as
having coffee sessions. Once the protége feetsthiest can trust their mentor, the
relationship will begin to develop. A protégé feehore comfortable knowing that
they are being supported in the best possible waprotégé can ask questions about
factors that they need help with. This trustwortbghaviour demonstrates to the

protégé that their best interests are the primangern of the mentor.

The value of trustful behaviour helps to suppod tther values needed in a
mentoring relationship. Respect is gained whenntieator displays behaviour and
attitudes that are respectful of the protégé. rnnAdM framework, the respectful
treatment of the protégeé is one of the principkenfiations for building an effective
learning and mentoring relationship. Respectfulgleage should be used to
encourage and support the protégé. “Put-downs”ingsulting jokes are not
appropriate in an AM framework. A mentor will gaiespect when a protégé sees
that they are genuine and display empathy. Fomelg when a mentor takes a keen
interest in the protégé’s studies or family thididates to the protége that the mentor
is genuine. To extend this point further, as ievppus case study (Mentoring for
Leadership), a mentor is considered genuine wheynhiave created specific learning
experiences for students. Empathy refers to thel lef compassion or warm regard
demonstrated in caring for the protégé and attenttirtheir needs. An Appreciative
Relationship also infers another role of the mentdrich is that of role model. The
protégé learns to observe their mentor and make obtheir behavioural patterns.
This is also valid in terms of a leadership pertipec where role modelling is

important. To maintain credibility, the mentor ®f® that their behaviour is
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consistent at all times. A mentoring relationsisiprulnerable to break down if this

behaviour is not consistently maintained.

The Realise Phase

The Realise phase moves the mentor and protégéréomgnising Appreciative
Mentoring and its potential to a phase where thatiomship begins to take form.
Context, understanding, and motivational learniregkeey principles in this phase and
these are to be strongly in place before moving tmt next phase. The Realise phase
is focused on taking the learnings from the Recsgmhase and making them
meaningful in the mentoring relationship. Consadbde commitment and time is
required as there will be much of the mentor andtggé walking and talking
together. As the relationship evolves, and theég® becomes more confident and
trusting of the mentor, then there are positiveettggments in the relationship. The
mentor is prepared to expect the unexpected inptase as life throws up challenges
for people. The mentor will expect that obstaeldsemerge and is prepared to pay
attention to them.

Appreciative Context

The Appreciative Context is part of the Realise ggha For Appreciative
Mentoring, the Appreciative Context refers to mestoperating in an educational
setting with the protégés around them in a suppognvironment. Mentors surround
themselves with people who appreciate and encoumageoring even if these people
are not at first directly involved in the proceddowever, if the mentor’s influence is
effective and positive, it is likely that they sowill be. In this instance, supportive
people know that the mentor is creating a context is positive for Pacific students.
Appreciative Context also refers to the physicalimmment. Access to a space, such
as an office or a room, is part of the creatiom ofientoring context. This allows for
gatherings and meetings to occur. It is vital Bwveéh people in the Appreciative
Context that share the same excitement of the manib protégé. Positive attitudes
draw people together and facilitate a context #mabraces and endorses mentoring
relationships. It is valuable to have a hub of gheocaround who support and

understand the significance of mentoring for lealdr.
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When there is an Appreciative Context and peopdenageting together, then
connections can be made. Mentoring relationshipsndt exist in isolation.
Effectiveness is increased by having many mentarhationships co-existing at the
same time, and then by bringing people together ogffee, food, or for meetings.
This is evident in the case study examples of thadership Cluster and Mentoring
for Leadership. Mentoring gatherings are the meiéctive way of creating
connections and new relationships between indivgduiadividuals who may not
have previously crossed paths suddenly became c@mthevhen they are in the same
room or meeting with mentors. A mentor who underds their protégé can connect
people via a shared interest or hobby for examg@ennections between people are
important - particularly in a university context & Pacific students have come to
study as individuals from various Pacific islands local communities. Pacific
students generally come from communal culturest soimportant to connect them
quickly to other people in order to avoid isolatwithin the university. This is even
more critical for postgraduate students becausthefature of independent study.
When a mentor has more than one protégé, andsthisuially the case for leadership
development, then they are able to make use ofl ggnalips that meet regularly
and/or communicate through e-mail. This gives dpportunity to develop group
mentoring where there are a variety of mentoringtienships going on at the same
time. Topics of interest are used to acceleratevtlr. For instance, a Leadership
Cluster gives people an opportunity to discuss detthte areas of interest pertaining
to leadership. Group discussions and meetingBtéeimutual learning and motivate

individuals to work together on initiatives.

This group mentoring strategy requires a skilled erperienced mentor. It is
not simply about holding a lunch meeting, and hgvio facilitated discussion on
mentoring and leadership development. The meatast responsibility to facilitate,
guide, and encourage the group. A mentor crehtepurpose of the group to fit the
needs of the protégés. After several gatheringsnwhe protégés are comfortable
with the context, then they can take control of teherings. This is part of
mentoring development, and there are numerous taygeople can grow together

and mentor one another.
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Appreciative Understanding

Appreciative Understanding signifies the next ppfe in the Realise phase.
When the mentor has done the groundwork and desdlap understanding of the
Appreciative Philosophy and began to initiate Agptve Relationships with the
protégé, the next phase is the implementation wieatoring process. The Realise
phase focuses on connecting the individual to theals and aspirations. Goals are
decided upon by the protégé but guided by the mentence, the mentor does not
impose any goals on the protégé that the proté@s dot agree with; rather the
mentor asks probing, provocative but appreciativestions that encourage the

protégé to think forward about what is possible.

In this phase, the mentor focuses on believindhvéngrotégé and concentrating
on the relationship. A projection about currentl dature aspirations and goals is
discussed in this phase. The mentor is awareeokhlowledge that they bring to the
relationship and uses it to help facilitate thenézg of the protégé. The ground work
and understanding begins in the Recognise phas¢helRealise phase, the process
moves from knowledge and thinking to action andridd

One of the main areas of focus is on an Appre@atinderstanding of the
protégé’s life, as the relationship begins to formAppreciative Understanding
involves the mentor finding out from the protégédatvtheir life is about. It is also
important to capture what types of knowledge andrgearning they bring to the
relationship. For instance, preconceived inseiesrior lack of self-confidence might
come out in conversation. The mentor is prepacedidrk to dispel any negative
beliefs a protégé might hold. The appreciativespective will be of value for the
mentor to encourage the protégé’s expectations.

Appreciative Motivational Learning

Appreciative Motivational Learning involves settiggals or milestones for the
protégé in the Realise phase. Because the prnoipkearning is fundamental to the
mentoring relationship, the goals help the proti@gearn a good lesson or to meet a
challenge through each experience or conversatiemientor provides. The mentor
taps into the protégé’s strengths and uses thesgpjmort the protégeé to work towards

achieving specific goals defined by the protég@cusing on the strengths that the
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protégé brings to the relationship and buildingtloese strengths is important for the
protégé’s mentoring process. Examples of this veandent throughout the case
studies. As | increased my experience in mentoing learnt more about Al, | was
in a better position to look for the strengthsha protégé.

If the protégé is unaware of their knowledge, skithlents and gifts, then it is
absolutely vital for the mentor to facilitate thisalisation. Mentoring conversations
and observing the protégé’s behaviour will helppsurpthis process which may take
some time, depending on the protégé. This is Wiy important for the mentor to
have a good understanding of their protégés, armketgenuinely interested in their

lives.

For myself, | have been able to undertake my jounifdeadership development
because of the belief that several individualsillegtin me. Belief is an important
aspect of the Realise phase. Mentors who haveottea people believe in them
have, themselves, had the benefit of a positiveivaiddnal force. For effective
Appreciative Mentorship to occur, a mentor believetheir protégé even before they
reach their potential. It starts from the timdla# first encounter between mentor and

protégé. This belief is critical for motivatingqyee.

As a mentor begins to nurture the relationship lith protégé there are new
insight into the protégé’s past. The mentor uset pchievements as a motivational
and learning tool, and discusses these with theégéo It is important for the mentor
to look for skills and knowledge that the protéginds with them but may not talk
about openly. | have found, for instance, thatfiRastudents have leadership roles in
their churches, but they do not usually discuss hbese leadership skills and
knowledge can be transferred to a university sgttiHowever, once a mentor begins
to ask insightful and appreciative questions, ttuglents begin to be excited at the
connections and realise their hidden potentialis Tésults from actively facilitating
the conversation to be centered on appreciating wbeks for protégés to achieve
certain goals or behaviour. The identification thiese skills and knowledge
encourages the protégé to look back and use tbheggdsent and future actions. In
this way the mentor helps the protégés to learmitath@mselves and to search within
themselves for the answers. An Appreciative Mertsualises what is possible and

the present and future successes for the protétés leadership foresight provides
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the mentor with motivational power to nurture th@etpgé. The forward thinking

about present and future successes should beyctgtidulated to the protéege.

The Guide Phase

The Guide phase encompasses a level of mentomdptilds on the Recognise
and Realise phases. When a mentoring relationsimitiated and is in the process of
development and the capability of the protégé aiged, then goals and specific
opportunities are developed to help guide the pentélt is a learning relationship
(Zachary, 2000). The focus in the Guide phasenithe nurturing and growth of the
protégé to reach their goals. The mentor’s objed8 not to provide all the answers
and solutions but to facilitate a process that@dge can learn within and also meet
any challenges along the way. Sanga and Walk@5(20oint out that a leader does
not have a monopoly on leadership. They must ereattures, opportunities, and
environments for people to act, participate, aric taitiatives. Leaders must be

encouragers of others.

Part of the guiding in a mentoring relationshighe acknowledgement that not
every part of the journey is about the good thinlgsorder for learnings to take place
it is often necessary to make mistakes, and eneoistsues and to deal with them. It
is the mentor’s responsibility to make this cleathe protégé, and to emphasise that
the protégé’s attitude is what will help them tot gerough. As with the Al
philosophy of David Cooperrider (2000), when chadles arise the protégé should be

able to provide solutions based on what works éir tiife.

The Guide phase focuses on the protégé’s develdpamehprovides learning
through specific initiatives. To guide is to hdipd ways for the protégé to develop.
For the protégé, achieving short-term and long-tgoals is paramount. In this phase
the mentoring relationship begins to flourish andrections occur with the protégé
learning from the mentor and the mentor also legrfrom the protégé. The
reciprocal nature of learning is important in theidng phase.

The Guide phase encapsulates the learning andtewolf the relationship so
that learning facilitates positive growth for theogggé. The individual who takes on
the role of mentor is open to learning as they guie protégé. Learning is not one-
sided. It is seen more as a partnership of tw@leeaorking together side by side,
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rather than the senior-junior relationship thatsed in organisational mentoring (for
example, Kram, 1983).

Appreciative Encouragement

Guidance involves using Appreciative Encouragenagt showing the protégé
what possibilities exist. Kouzes and Posner (2003)7) demonstrate in their
research on leadership that encouraging the he#nrkeimost critical skill for leaders
to have. However, the authors also believe itne of the hardest skills to master.
Kouzes et al. (2003) state that a leader is in sitipa to demonstrate acts of
encouragement. In this study, | take the valueeméouraging the heart as the
importance of face-to-face interactions in the treteship. This encouraging of the

heart has the potential to transform people’s lives

In order to appreciatively encourage an individtia¢, mentor must have a level
of understanding of the protégé that is extraomginaMuch of this will have
developed through the Recognise and Realise phakemwing what makes the
protégé cry, laugh and angry, is understanding théimere may be times when the
protégé says “What am | doing?”, or, “I need advarel direction.” The mentor’s
role is not just to say, “Everything will be alriglor, “Lets move on,” but also to
appreciatively encourage the protégée to find thewan. This involves nurturing
conversation that engages the protégé to thinkiudbreand strategically about their
situation. Appreciative Encouragement is most wlsehen the protégé is lacking
self-confidence or has become disoriented in tim&ntoring journey. The protégé’s
perspective may become clouded by over-analysiogngext and they may not have
clear judgment. The mentor can assist by providieguine encouragement. As
Kouzes et al. (2003, p. 64) state, “Only high expigons have a positive impact on

actions and on feelings about oneself. Only higpeetations can encourage the
heart.”

Appreciative Encouragement requires verbal reifiorent of the protégé’s
strengths and showing them that the mentor beligvethem and their abilities.
Appreciative Encouragement is most effectively joed in a face-to-face
interaction.  When Appreciative Encouragementssed well and the mentor has

created a meaningful experience there are immeassihjlities. Protégés’ stories
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from the case studies have provided excellent ilegsnin terms of encouragement.
From these stories | learnt, as a mentor, that épative Encouragement, especially
face-to-face, is critical for Pacific students. eyHike and need to hear what is good
about themselves. Expressing high expectationthéprotégée shows that the mentor
has faith and confidence in them to do the begt ¢hea and the individual will live up

to these - the Pygmalion effect (Kouzes and Po2983). Low expectations are not
in the Appreciative Mentor’s vocabulary or thinkinghus, the protégé is encouraged
to maintain the positive self-fulfilling prophecyWhen someone believes in another
person and follows through with constant reinforeatmand the provision of

opportunities, then the protégé will be empower€de case studies support the
notion that protégés excelled in their personal amofessional lives when their

mentor demonstrated their belief in them. Only h&ppectations can be used in

Appreciative Encouragement.

For a mentor to reach beyond the protégé’s selbtdmua priority. There is a
need to show the protégé that they have strengithdraw these can be used in their
lives. There are also benefits for the mentor Smg Appreciative Encouragement.
The mentor gains a feeling of heartfelt warmth als be able to sharpen their skills
in encouraging the protégé. Each protégé reqairddgferent form of Appreciative
Encouragement. Applying a “one size fits all” aggorh is not appropriate. In the
case studies of Mentoring for Leadership and theifieaEducation Leadership

Cluster, the protégés had varied mentoring relatigos with me.

Encouragement reaffirms the faith and belief a imehés in the protégé. It has
powerful potential. Some protégés do not need namdouragement and will grow
quickly. However, speaking from my experience aémtoring students of ethnic
minority background, such as Chinese, Pacific, &iabri people in Aotearoa/New
Zealand, there is a lot of encouragement neededhel Guiding phase, Appreciative
Encouragement is also offered in the form of celebns of achievements, and in the
company of others. Recognising, with others, dég®s achievement is a positive
reaffirmation and appreciation of the growth trebccurring. It adds a motivational
level for the protégé as well. When a protégé dmesething well and the mentor is
proud this is expressed in a suitable way. E-ma&$sages are a convenient method,
but there is more impact when achievement is cateirin the company of other
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people. People can change in a positive way wihein &achievements are celebrated.
At first protégés might feel embarrassed but, fromg experience with Pacific

students, when praise and positive feedback idharfront of their peers, their eyes
open up, shoulders are pulled back and a big sapfears. This is growth in a

protégé. This powerful moment in mentoring cardpie continual positive effects.

Appreciative Values

The development of Appreciative Values is vital ftre Guide phase.
According to Kouzes and Posner (2007), values efieet] as the fundamental beliefs
that guide decisions and actions. Johansson R@8)3tated that the study of values
in educational leadership is an expanding field iag been predominantly based on
western values. Values and principles are focuseg@eople’s belief systems, their
cultural identities, ideas and behaviours (Johan$amm, 2003). Thus, values guide
the way we see the world, how we relate to othepfeeand how we see ourselves in
social roles. In the Guide phase, Appreciativeudalfor mentoring relationships will
help guide the mentor and protégé’s interactioAsmentor who is respectful of the
protégé will create a trusting and empowering retesthip. The Appreciative Value
of respect underpins many Pacific cultures. Rdsfmcbehaviour, for status, for
relationship and for people in general is what vee Racific people know and
understand. We demonstrate respect in our langaagebehaviour toward other
people. We also enjoy it when we are respecteang® and Walker (2005, p. 42)
define respect as “...the recognition of inherent Anrdignity that people give us as
evidence of honour to an individual or group.” Ba®n this powerful definition, the

value of respect has potential to build a stromatienship.

In Appreciative Mentoring, respect is demonstraigdhe mentor recognising
that each protégé is unique. Each protégé brintlstiiem a cultural background that
is determined by factors such as ethnicity, refigieducation, economic position, and
family. As articulated by Johansson Fua (2003), geon principals’ leadership is
based on traditional Tongan values and the inflaecChristianity. Clearly, there is
no disconnection between their leadership roles\aaddes. Thus, Pacific students

who are mentored will have values that are defimetheir cultural background.
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When the mentor is confident and well aware ofrtbein self and journey then
they can make a focused effort to appreciate arténgtand their protégé without
making any judgments or exhibiting any prejudices.respectful mentor sees the
diverse viewpoints that each protégé has and adkdopes these accordingly.
Respect for a person is powerful in terms of itsgigilities and when a mentor
demonstrates respect well, there is an opportuaityuide the protégé and gain their

trust. Being sincere at all times will help to ergke respect.

However, Appreciative Values cannot be defined dach mentor and their
protégé. The important thing is that, whatever vadues may be, they must be
appreciative. What the mentor values in their &ifeguiding principles must support
and guide the relationship. Kouzes and Posner7(26ate that a leader must clarify
their values; this is credible leadership. Whementor is clear about their personal
values then these must become shared values wittrtitegé. The mentor’s personal
values are redundant if they are not agreed updnshared. Shared values lead to
bonding between the mentor and protégé as theyraand believe in these as
supporting leadership development.

Because the Guide phase is also focused on leaanthghe factors that help to
support the growth of the mentoring relationshipe tAppreciative Values will
facilitate this learning. Values can be articutbgand shared through a conversation.

The mentor can guide the protégé by asking apgreeiquestions such as:

« What is important/meaningful for you?

* What do you believe in?

* What do you stand for?

* What do you consider to be your strongest values?

The mentor must demonstrate the shared valuesingtance, if the values are
honesty and trustworthiness, but the mentor doéemdorse or show these values,
the protégé does not have faith in the relationsiiph the mentor. Consistency in
Appreciative Values is critical. The mentor is agv¢hat they are a role model and

adheres to their values at all times. Failuredsa will result in vulnerability for the

mentoring process. Appreciative Values help géigpreciative Behaviours.
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Appreciative Behaviours

Appreciative Behaviours encompass a collection fifnaing actions that
enhance protégé growth. A mentor must nurture threitégé with positive feelings
and attention. Love and respect must be givemdgptotégé. In this sense, love is
not to do with intimate emotions, rather it is efehdship. A mentor makes a
significant impact on people’s lives. The mentakes the protégé feel good about
themselves in a genuine way and this helps toenfte them positively. Appreciative
Behaviours connect to giving, whether this is tideglicated to having conversation
over coffee, communicating positive feedback thioumn e-mail, or providing
opportunities to experience growth and independenéthen a mentor gives, they
allow people to feel valued. Everyone needs td vakied (Maxwell and Dornan,
1997). Appreciating the protégé and communicatiogy much they mean to the

mentor, when appropriate, is the displaying of Aggative Behaviour.

By demonstrating Appreciative Behaviour, the memtasures the protégeé feels
comfortable, safe, and secure in the mentoringioglship. People can only entrust
their lives to another person when they feel safetrusting mentoring relationship,
therefore, requires a mentor whose words and act@oe consistent and are true to
their appreciative values, especially that of respeThis gives a mentor credibility,
which then leads to integrity. Respect, crediiland integrity are fundamental to
developing an effective mentoring relationship.ughAppreciative Behaviour is not
only about creating a respectful relationship; ¢h@re many other benefits that come
from this. A respectful relationship between meraind protégé, and an openness to

the journey of the protégé being unique is critfoalthe mentor.

As an ‘effect’ of Appreciative Behaviour, role mdidwey is vital in the protégé’s
learning and mentoring. | cannot emphasise howhmaicmentor is under the
watchful eye of a protégé and of others withinitoibns such as a university. This
is important to remember in leadership. While axtoeholds high expectations, the
same goes for people who are around the leadeso, Al Pacific educational settings,
the mentor has a big task as a role model. Pagtfidents look for people they are
similar to in terms of cultural background. Sonidhem draw their aspirations and

goals from who they see, whether that role mod#ieg mentor or not.
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The skills of listening and communication are intpot in Appreciative
Behaviour. In guiding their protégé along theirntoging journey, the value of
appreciative listening is part and parcel of beangentor who demonstrates positive
behaviour. Being able to skillfully listen is ¢c&l in a mentoring relationship.
Listening builds relationships because a mentor ¥8ha good listener can connect
well with their protégé. A mentor is not a goodrsounicator if they talk more about
themselves than about their protégé, for instangementor who is a good listener
hears what the protégé is truly saying about therase This allows for a mentor to
gain knowledge from the protégé. A mentor whoehst carefully is also showing
sincere respect for the protégé. Listening andngonication skills are part of the
leader’s self-development and mentors should bstaatly aware of the need to keep
developing these skills. Ideas are generated ¢iw@ppreciative listening. When a
mentor is appreciative in their approach, then rientor draws out new ideas and
develops these further for the protégé. This kallp the protégé to understand that
knowledge they have is valid and is valued. Thigritical in educational settings,
where Pacific students are constantly learningrtedhat are external to their lives,

and sometimes have very little relevance to them.

Appreciative listening is always a priority for Appreciative Mentor, no matter
how busy they are. The mentor also listens to vehptotégé may not be saying.
Sometimes cultural backgrounds can impact on tlaisaship and this is where the
mentor needs to be able to read behaviour ratlaer éncourage the protégé to talk.
A protégé must be culturally safe. Appropriate petencies (skills and knowledge)
must be learnt by the leader to improve the effectess of communication (Sanga &
Walker, 2005).

Mentoring of many protégés is a special featurthefAM framework. An AM
mentor aims to mentor as many people as possiblet only is it a rewarding
experience for the mentor, but it is essentiaksdership. By the time a mentor and
protégé reach the Guide phase there should be iotffigiduals who are yet to arrive
or have already been through the phase, so thdréevirelationships at different
levels of mentoring. Mentoring is all about thevelepment of relationships and

there will be a variety of relationships occurreigany one given time.
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The university is a place where transitions ocaut tnis should be kept in the
front of the mentor’'s mind. Timing is critical winét comes to building relationships
due to the transitional nature of studying at tmeversity. The development of
specific strategies has occurred in the Realissghaut it is in the Guide phase that
protégés can flourish according to their relatikdls talents, and gifts. Bringing
protégés together is an effective way of growingnthtogether even if they are at
different stages of the mentoring process. In th&y they can share ideas and
feelings, learn, and support one another. Theytonesach other. Working together
on a shared project helps to build and solidifatiehships across the group. The
mentor is also involved. As the mentor shows gorepative attitude, the protége

picks up on it and applies it to their group acaugd.

Evidence from the Leadership Cluster and Mentoriog Leadership case
studies supports the argument that a group of mahtpeople working together
produces astounding outcomes. The harmony of gmgogach other's company
generates life-giving energy within the group. fBiénces between cultures are
appreciated and respectful behaviour is demondtratés identified in the Pacific
Education Leadership Cluster case study, the grafvihdividuals is powerful in a
small focused group initiative, as long as therditbe is on mentoring for leadership.
The growth of individuals is powerful in a smallogp initiative. As long as the
attention is on mentoring for leadership, mentaxs provide challenges that will
extend the protégés’ talents and skills. In an AMmework, the protégés’
knowledge is reaffirmed and validated through krigghem into specifically created
mentoring opportunities. An Appreciative Mentornsistently connects protégé
knowledge to specific opportunities. Sanga and R&fal(2005) reaffirm that
leadership happens within groups of people. Adeadust be able to develop and

maintain effective teams

The Guide phase involves the focused developmertppbrtunities and the
mentor’s attention to developing the relationshipotigh the use of Appreciative
Encouragement, Appreciative Values, and Appreaakiientoring Behaviours. The
final phase is the Grow phase, where the protégs gm to mentor other people

leadership development.
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The Grow Phase

The Grow phase is a shorter phase which buildsherhard work done in the
prior three phases. A mentor communicates to fheitégé that mentoring is about
giving to others through relationships. The tegroW’ elicits specific thoughts and
images. For instance, to grow a plant requiresesemabling factors to support its
growth. These factors include appropriate lightitemperature, water, and plant
food. Patience is also required on the ‘growebshalf. But before it becomes a
plant, the seed must be nurtured and attendea tthas it can reach beyond the soil
line. There are different phases of growth. Buteoit is nurtured and is a fully-
grown plant, then less attention is required. Apative Mentoring requires a similar
process. When sufficient time is taken to attemchairturing the protégé and the
experiences and factors of mentoring have allowecthtto develop, a protégé goes on
to mentor others. To achieve this, the mentor eragms the protégé to mentor others
based on their own learning experiences. Thimortant for the mentoring process
as one goal of AM is to grow people.

Each protégé discussed in the case study of Magtdor Leadership has gone
on to mentor people around them. They have meahtorange of people from family
members, to students, to work colleagues, and tocbhmembers. These new
mentoring relationships are some of the good stahat have been shared by the
protégés. Appreciative Mentorship is the develapinad good relationships which
must be passed on to others. By becoming mentoey, hecome leaders. This is
mentoring for leadership development. It is expedhat each protégé will in turn
become a mentor. As a result of their experien¢ese mentor/protégé relationship
within the AM framework it is natural and expectédt they return through the cycle

as a mentor.

At this point, the mentor begins to let go of theotpgé and give them
independence and freedom to experience opportsrane challenges on their own.
The mentor continues to pay attention however, lamdvailable to still attend to a
protégé when needed. If the mentoring relationghigtrong, valued, and effective
then the protégé is equipped to make decisionslead people appropriately. But
this stage can also provide challenges for the onentvhen the relationship is strong

and is developed over a number of years it canhlalenging for the mentor to not
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intervene when their protégé appears to be stnugglith challenges. In such times,
the mentor talks to their own mentor to get suppartconcerns or decisions in this
phase. This is an example of the on-going, baihgmg nature of the mentoring
relationship. A mentor and protégés’ relationstoptmues to be respectful to be open

to the mentoring relationship to evolve.

Appreciative Leader-Development

Protégés who go through the phases of the AM fraoneknow that they must
take on new challenges themselves, and that thest daevelop initiatives to help
support other people. They also understand therirapce of caring for themselves
as leaders, taking the time to attend to areaselffdsvelopment by engaging in
activities such as further reading on leadershipyetbping ethical leadership
behaviour, participating in leadership developmenmtogrammes, organising
Leadership Clusters, undertaking further studiegtending leadership conferences.
In my journey, these are some initiatives | haveettliped, as a result of being
mentored. Mentoring provided me with the confidenio develop leadership
opportunities for others. This is one aspect atl&ship. The mentor emphasises the
importance of taking and applying the learningarfrthe mentoring relationship.
After all, this is what underpins Appreciative Meng; it is the learning of the best
of what works. The mentor encourages the protégebihtinually set goals to work
toward their vision for leadership. Just because grotégé has completed all the
phases, does not mean that the process is oveteges can re-enter any phase to

help further develop their mentoring skills and whedge.

Appreciative Mentoring for Leadership

One of the ultimate goals of Appreciative Mentorisghe passing on of what
has been learnt to other people. This is Appreaaentoring for Leadership. Once
the protégé and mentor have moved through the RemdRealise, and Guide phases
together, it is time for the protégé to take whayt have learnt and share it with
others. It is for this reason that it is necesdaryo through all the phases with
patience and commitment. Any short-cutting redubeslikelihood of the protégé
becoming, in turn, an effective mentor who is ableontribute to the on-going AM

process. Appreciative Encouragement continuesufpat the protégé on their
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journey of mentoring for leadership developmenkhe Tentor encourages the protégé
to start their own mentoring role in a familiar ¢ext with the people around them;
for instance, their fellow church members, familyiends, class peers, work
colleagues or even people they meet during the day.

The Grow phase focuses on lifting the individualatdiigher level of learning
and development. The protégé experiences a megtoelationship that has
ultimately prepared them for this time. They hdeae the hard work, refocused their
priorities and opened their eyes and ears to tlaplpearound them. They are
interested in developing mentoring relationshipsnéifience. This is mentoring for

leadership development.

How is it ever known that mentoring relationshipe affective? As an
Appreciative Mentors | know that when | have meetbPacific students who then go
to mentor others, then mentoring works. 1 knovs tlvhen they take the initiative to
help other people without being asked; when they sarccessful in their studies,
careers, and families; when they have positiveéudttis; and when they maintain the
connections with me as a mentor over the seas taodghout the years. | know
when they challenge themselves to grow and do etotHallenges overcome them.
We know when the ‘New Generation’ of those beinghtoeed goes on to lead and

mentor other people.

Mentoring for Pacific Leadership — Key Principles

The case studies of Manaaki Pihipihinga, the Hawaioup, the Pacific
Education Leadership Cluster, and Mentoring for dezahip have provided key
learnings and evidence for the Appreciative Mertigr$ramework. However, there
are fundamental principles that are also importanthe development of mentoring
for leadership initiatives. As a mentor and leadeweloper, | developed the
following principles to support and enhance memnirrelationships for Pacific
people.

1. Pacific mentoring and leadership are interconneateti cannot be separated.
One can not exist without the other. As mentors, ave interested in
developing younger students as leaders, as peolpte can be influential
within their relationships. Educational institui® should recognise, place
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priority, and support the understanding of altemgatvays of mentoring for

leadership.

Relationships that are built on solid foundations shared values are
important in leadership development. Some of theslees are respect,
compassion, humility, honesty, integrity, trustviaimess, and reciprocity.

These values should be integrated into mentorirmgrammes for Pacific

students in education. Values build relationshiingage students so that
their needs and values are reflected in mentoninggsses.

Leadership development starts today not tomorrdwleadership initiative
can start as something small and can still haversiderable impact on

Pacific communities.

A specific setting or context helps to facilitaeadlership development. The
people, their needs, the resources, and the cuifutes context determine the
shape of leadership initiatives. Universities dtidoave structures, people,

and resources that support and enhance thesdiveisia

Leadership development is for the long-term. Sherh initiatives will have
impacts but it is the long-term development thatl Wwave far-reaching

positive effects for Pacific communities.

Resources are needed for effective leadership dewvent. Institutions and
government agencies should be constantly reminfledea obligations and
responsibility to Pacific people. The people reses are important and

necessary in leadership development.

The development of shared visions by leaders igcakifor leadership in
Pacific communities. These are shared visions chase the hopes and

aspirations of Pacific people.

Mentoring of younger Pacific students in tertiadueation is necessary for

the growing and nurturing of the New Generationdssa.

It is important to document and record the stookfeadership development

and individual growth. Communicate, and documbatstories, draw out the
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key principles and themes, and use them for legrofrleadership knowledge.
In order to strengthen Pacific education, it is arignt that the stories focus

on enabling factors.

10. The right leadership development has far-reachifigcts. Appreciative
Mentorship, as well as being life-changing for induals, also has the
potential for considerable positive effects, changand impacts on

organizations, institutions and communities.

Concluding Remarks

Growth in mentoring is like a vaka that has arriagdts destination after a long
journey over the seas. There is immense excitermedtrelief. But there is also
further discovery ahead to enjoy at the destinatidio grow a protégé, the mentor
always finds the ‘passionate point’ for the protégéach protégé is sparked by a
different passion for mentoring for leadership, thlee it is in their village,
community, or island. Appreciative Mentoring isncerned with the now and what
we as Pacific people can do to develop our comnasnitAt Victoria University of
Wellington, the Pacific student community has besnarea of attention as I, like
many others, am concerned with the current statePatific education in
Aotearoa/New Zealand. Appreciative Mentoring ifilbdately linked to a purpose.
The mentoring initiatives | have developed havenb&eused on the purpose of

changing the situation of Pacific education.

Mentoring relationships do not have to be recoghisy the university
management to be effective. Mentoring relationsloip not require or depend upon a
lot of funding. But if major tertiary institutionsuch as the university are serious
about supporting Pacific students they should barawf and look carefully at the
work that is making big impacts on peoples’ liv8herefore, my journey as a mentor
leads me to develop mentoring beyond the barrietheoinstitution. My mentoring
relationships are about everyday life. | am cdesitsand serious about mentoring as
a way of living. | do not only engage in mentoriaf) the university; | ‘live’
mentoring. These are the attitudes, values, arthvieurs that give life to

relationships.
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Appreciative Mentoring for Pacific people should e Pacific people. This
approach supports and is supported by the RetlgnRiacific Education Initiative
philosophy. It is based on fundamental sharedeglespecially that of respect.
Non-Pacific colleagues who are supportive of mengprwalk alongside Pacific
people. For Pacific students in a Pacific congertentoring relationship is real when
one does not have to think of it as mentoring ie tay it has been defined by
Western literature. It becomes defined accordmthe rich knowledge that Pacific
people hold and use to develop positive learnimatiomships for leadership. This is
knowledge that we hold and know so well. Each esthaxperience is a chance to

nurture, to learn, and to share in mentoring fad&ship.

My mentoring journey is one of beauty, and of skig for a great destination.
At times, the vaka has paddled into magnificentrsgoof challenges. But, it is an on-
going and exciting journey. My vaka keeps my joyragong because it is a vaka that
is built from determination. | myself have beneditfrom mentoring; | have learnt
much and | have grown as an individual. | owe miacthose who have encouraged
and influenced me in many ways. | know from myspaal experiences and
observations that mentoring provides moments oftiemal joy and immense pride
and that its effects are far-reaching. Often, sesel a protégé reach their potential and
| think of them, a smile comes to my face becaukeow that the relationship has
facilitated this growth. When it is done well, nb@mng is powerful and empowering.
It draws on the best of what is, and when combiwdti Appreciative Inquiry, it

creates life-changing possibilities.

The vaka provides a metaphor for my journey throlegitlership development.
The vaka has been on a journey of exploration tyinadifferent mentoring initiatives.
As the vaka arrived at each destination, there weve challenges to overcome. New
learnings also became part of the journey as Iiégde more immersed and clearer
about Appreciative Inquiry and its use for mentgrpeople. The phases of Discovery
and Dream expose the positive stories and theectgds for mentoring. The Design
phase moves the positive stories into focusedesfied leading into the Destiny
phase. Mentoring has been a journey of develogatagionships, and has brought an
abundance of heart-warming experiences. Thisdsetisence of what mentoring is,
and what it should be. While we as Pacific pedplee the challenges in Pacific
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education, through these mentoring relationshipsbegn to realize our hopes and
desires to be better guardians of our younger tsadBut this is only the beginning;
there is much work to be done. However, if thishis beginning, then | am excited
and hopeful. Mentoring generates hope in those ha@ve been mentored. My hope
is that these younger, new generation leadersagiitinue to paddle their vaka of
mentoring into other communities. Although as atucator, | sometimes feel
disheartened to hear sad stories of non-achieventéoivever, when | am reminded
of the individuals who have been mentored and whaty have been able to

accomplish as a result of the mentoring, | lose tlisheartened feeling quite quickly.

Appreciative Inquiry as a philosophy has not ongei useful for developing
mentoring relationships, and as an analysis taml;nie as a mentor, it has also
provided a way of thinking and living. In fact,hias changed my outlook, attitudes,
and way of living life. When 1 first began writingp this PhD study, | did not want it
to be all about me. However, as a mentor it isresponsibility to give voice and life
to the younger leaders around me. The way | have dhis is through relating my
mentoring story, so that the reader can learn almvat has been possible for other
people. The story of the leadership journey isowdr, because the journey has not
yet been completed. Mentoring for leadership hesnbthe journey, and this story

will be continued...

Mentoring is the journey and leadership is the desation.
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