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Abstract

Youth mentoring is a social intervention tool used throughout the world, as well as within
Aotearoa New Zealand. Studying the impacts of youth mentoring is a useful endeavour to
better understand how it can be used to improve personal outcomes of the young people.
Central to effective youth mentoring is the establishment of a caring relationship between a
young person (mentee) and a more mature person (mentor) with the goal of assisting the
positive socialisation and development of the young person. Such relationships are
established to provide a safe space for young people to receive guidance and support in
multiple areas of their life, including those related to school situations, domestic relations,
social circles, mental health, and personal development. The purpose of this study was to
gain an understanding of how mentors foster resilience in their mentees from the
perspective of the mentors. Working with Big Brothers Big Sisters of New Zealand
(BBBSNZ), three case studies were conducted, comprising of material from individual
interviews and insights from a focus group. These conversations generated accounts of
what it is like to mentor a young person and the various factors and considerations
surrounding fostering resilience in them. These cases provided diverse and overlapping
perspectives on resilience, what fostering resilience can look like, the other factors that
influence mentoring relationships. Three cases offer insights into how these mentors adapt
to their mentee’s needs, and how they fostered resilience in their own, unique ways. Key
findings from this study relate to how mentoring offers such a personalised service to each
child, and how this influences how resilience is fostered by their mentors. | consider the
implications of key findings from across the three cases and relevant literature for how
BBBSNZ can continue to support the mentoring of young people.
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Chapter 1: Introduction

Youth mentoring is a common social intervention utilised to help young people who face
various challenges in life, often associated with lower socioeconomic status, struggling with
academic performance, or navigating social contexts. The goal of such mentoring is to pair a
young person with an older adult to cultivate a bonded, caring relationships (Szabo, et al.,
2019). Within these relationships, the mentor works alongside the mentee to address the
specific needs of the youth, covering areas of skill development relating to social,
educational, personal, or emotional dimensions of youth development (DuBois et al., 2011).
This thesis addresses the topic of youth mentoring and how it can foster resilience in mentees

from the perspective of the mentors.

The positive impacts of these relationships have been well documented throughout
academic literature, finding them to be a successful prevention strategy to reduce the
likelihood of youth engaging in harmful or illegal behaviours, such as drug misuse, alcohol
consumption, or committing crimes, including assault (Tierney, 1995; Landefeld, 2009;
Grossman & Tierney, 1995). Previous research also suggests that youth mentoring increases
the likelihood of the youth engaging in positive behaviours, such as increasing school
attendance and academic performance by improving personal attitudes, as well as positively
affecting peer and family relationships. Even from an economic perspective, mentoring
programs can offer a cost-efficient intervention to partially mitigate the financial toll a
disadvantaged early life can have for young people and the community (Moodie & Fisher,
2009).

When youth are supported in navigating various relational complexities, assisted in
building resilience, and mentored towards pro-social ends, they can experience significant
positive changes in life and future aspirations (Osterling & Hines, 2006). Arora & Rangnekar
(2014) found that mentoring that specifically focused on the psychosocial aspect of a youth’s
life was a significant predictor of resilience in the mentee. The authors propose that this
positive outcome is the result of the beneficial relationship that is built between the mentor

and mentee.

Although studies have found a positive relationship between youth mentoring and
resilience, little has been done to reveal the underlying mechanics of how this occurs. Little is
known about the factors affecting this relationship. Therefore, it is difficult to implement any
actionable plans from previous, predominantly quantitative studies conducted in the field of
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social or community psychology (Dzoba, 2014). One way this can be done is by learning
more about the skills and strategies utilised by mentors in their relationships with mentees
that they experience as fostering resilience. Evidence suggests that mentors can instil
resilience-building qualities in mentees, but how do they achieve this? Answering this
question is important because effective approaches should be identified and taught elsewhere
to improve the quality and safety of the mentoring intervention for improving resilience
(Rhodes & Lowe, 2008).

The purpose of this study is to work alongside a mentoring organisation in New
Zealand, Big Brothers Big Sisters of New Zealand (BBBSNZ), to understand how mentors
understand and work to foster resilience in their young mentees. By taking an organisational
case-based approach that is built on insights from organizational training materials and the
accounts of three participating mentors, | am able to provide context-dependent insights
regarding mentoring efforts and the cultivation of resilience in young mentees (Flyvberg,
2006).

This chapter introduces youth mentoring, explaining how the practice is defined. |
review the findings of previous research into youth mentoring. From there, I will
conceptualise resilience as a central topic for this thesis, recognising that reliance is a
complex phenomenon associated with various theoretical perspectives and definitions. My
review of resilience theories and empirical research into resilience among young people
contributes to a working conceptualisation of resilience that is adopted in this research. After
considering key aspects of the relationship between youth mentoring and resilience, | will
also discuss the organisation that this study focuses on, namely Big Brothers Big Sisters of
New Zealand (BBBSNZ). This chapter ends with an explanation of this study’s research aim

and questions, as well as a preview of all subsequent chapters or thesis outline.

Youth Mentoring

There is no universally accepted definition for mentoring as various relationships and
practices relate to group mentoring (Huizing, 2012), workplace mentoring (Arora &
Rangnekar, 2014), school mentoring (Dutton et al., 2018), and youth mentoring (DuBois et
al., 2002). A lack of clarity around a shared definition across these practice spaces is likely, in
part, the result of the diversity of mentoring relationships, the various purposes that

mentoring serves, the larger social conditions of different mentoring practices, and the
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differing philosophies of mentoring interventions in different contexts and organisations
(Keller, 2007).

Bozeman and Feeney (2007, p. 731) provide a working definition of mentoring that informs

my study:

Mentoring: a process for the informal transmission of knowledge, social capital, and
psychosocial support perceived by the recipient as relevant to work, career, or social
development; mentoring entails informal, usually face-to-face and during a sustained
period of time, between one who is perceived to have greater relevant knowledge,

wisdom, or expertise (the mentor) and a person who is perceived to have less

(protége).

There are a few interesting points about this definition. For example, the use of the word
‘informal’ seems to rule out formal mentoring programs. However, this is not the intention of
Bozeman & Feeney (2007) who refer to the importance of such organisations and how their
definition is focused more on mentoring relationships between mentors and mentees. These
authors see formal mentoring programs as creating the environment for such mentoring
relationships to develop. Bozeman and Feeney (2007) also highlight key conceptual issues to
keep in mind if one should develop their basic definition further. Firstly, any definition
should utilise ordinary language and not become so complicated as to make it unrecognisable
in lived reality. Secondly, the purpose of the definition should be capable of providing
distinction for mentoring and separating it from related social phenomena, such as teaching or

coaching. Finally, whatever definition is used should be helpful for advancing research.

It did not take long for me to realise that while Bozeman and Feeney’s (2007) general
definition of mentoring is useful, in some respects it is too narrow to properly capture the
specific dynamics of youth mentoring. Youth mentoring has additional components unique to
the context that this definition does not include. Therefore, one must build upon this

definition to provide a clearer conceptualisation of youth mentoring.

In terms of youth mentoring more specifically, Keller (2007) proposes that it «...is
characterised by a personal relationship in which a caring individual provides consistent
companionship, support, and guidance aimed at developing the competence and character of
a child or adolescent.” (p. 23). Keller (2007) goes on to say that youth mentoring is based on
the intuitive understanding that young people understand themselves and their worlds through

relationships with significant adults. Though youth mentoring may vary in many ways across
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different groups and situations, there are some commonalities that can be used to refine our
understanding for the purposes of the present study. For example, Eby et al. (2010) identify
three common generalities. Firstly, mentoring is about relationship formation and
maintenance, even if the enactment of each relationship differs and is shaped in response to
the specific needs of mentors and mentees, and the wider social circumstances within which
they interact. Secondly, mentoring relationships involve the acquisition of knowledge. This
aspect is also noted by Bozeman & Feeney (2007), where they say, “At its most elemental,
mentoring is about the transmission of knowledge.” (p. 724). Thirdly, the support provided

by the mentor has a lot of bearing on their relationship with the mentee.

To address the first point made by Eby et al. (2010), I am informed by Karcher et al.’s
(2006) framework for understanding mentoring relationships which also focuses on three
dimensions of the relationship: context, structure, and goals. Context refers to the location of
the meetings, as well as any external circumstances that influence the relationship. Structure
refers to the nature of the mentor-mentee relationship, whether that be one-on-one, peer, or
adult-with-child. Lastly, the goals of the relationship determine the activities, which can
range from task- or skill-development to more developmental or social skills. Returning to
Bozeman and Feeney’s (2007) conceptual considerations for defining mentoring, these three
dimensions provide boundaries for what constitutes youth mentoring in the context of this
study, differentiating it from other forms of youth mentoring, such as school-based or group

mentoring.

With all of this in mind, the definition for youth mentoring that will be used in this
thesis is provided by Keller (2007), with additional insights from Bozeman & Feeney’s
(2007), and commonalities noted by Karcher et al. (2006):

Youth mentoring is a personal, informal relationship between an older, mature,
caring individual and a young person that addresses the young person’s needs
through consistent support, guidance, and the transference of knowledge that is
relevant to the young person in the development of their character and competence.
Mentoring is usually face-to-face, one-on-one and for a sustained amount of time. The

relationship is unique based on context, structure, and goals.

This and related definitions have been foundational to research into youth mentoring
in disciplines such as psychology and social work for some time now (Bozeman & Feeney,

2007). Research points to positive impacts for mentees in that mentoring can promote the



wellbeing of youth and helping them find positive life trajectories, particularly for young
people from socio-economically disadvantaged backgrounds (DuBois et al., 2002). As
previously mentioned, mentoring has also been found to be a cost-efficient response to many
of the psychological support needs of young people living in situations of disadvantage
(Moodie & Fisher, 2013).

The specific benefits of mentoring relationships have been well documented by many
studies and reveal how mentoring positively impacts a youth’s life in different ways. For
example, Brown (2004) found that mentoring could help build self-confidence and optimism
in mentees. Ye et al. (2016) also argue that mentoring promotes self-efficacy and hope (key
resilience factors that will be discussed later), along with reducing emotional distress. This is
often done through the skills mentees are taught by their mentors about coping, stress-
management, and problem-solving (Fried et al., 2018; Kuperminc et al., 2020). These life
skills help the mentee overcome difficulties or disadvantages (Ceja, 2013). Day (2006) found
that mentoring teaches social skills, provides reinforcement, and introduces mentee to diverse
social interactions. They also provide advice and help mentees develop a positive self-image.
Mentoring could be a powerful medium to influence better decision making in youth (Dzoba,
2014), as seen in the reduction of negative or harmful behaviours and the increase of positive
and healthy behaviours (Cavell et al., 2009; Griffin et al., 2009). Mentoring makes a positive
difference in the academic context of a mentee, encouraging greater school connectedness

and improved academic performance (Cavell et al., 2009; Kuperminc et al., 2020).

Much of the literature on mentoring focuses on evaluating formal mentoring
programs, such as Big Brothers Big Sisters (DuBois et al., 2011) usually either through
longitudinal studies of participants in these programmes (Newburn & Shiner, 2006), meta-
analyses of these longitudinal studies (DuBois et al., 2011; Raposa et al., 2019), or case
studies (Dutton et al., 2017; Dutton et al., 2018). In their meta-analysis, DuBois et al. (2011)
found support for the efficacy of such mentoring programs for improving outcomes across
behavioural, social, emotional, and academic domains in a young person’s life. Another
meta-analysis conducted by Raposa et al. (2019) also found support for the efficacy of
mentoring programs, while also highlighting the need for quality and rigour in mentoring
practices. In their case studies that focused on mentoring relationships, Dutton et al. (2017)
found that the qualities of a positive mentoring relationship can be taught, and that gaining
multiple perspectives about the relationship provides a nuanced understanding of these

relationships (Dutton et al., 2018). Newburn & Shiner’s (2006) longitudinal study found that
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mentoring programmes were particularly successful in increasing young people’s

involvement in education, work, and training.

Whilst offering valuable insights into mentoring trends and impacts, previous research
has focused predominantly on the experiences and outcomes of the youth being mentored.
Though more recent studies have begun to incorporate the perspective of mentors and
supervisors (Dutton et al., 2017; Dutton et al., 2018; Fried et al., 2018). More research into
mentor intentions and practices can contribute to a more complete understanding of
mentoring relationships and their benefits, and limitations (Dutton et al., 2018). It is probable
that the answers to how these relationships work well and what factors underly success can
be found in the experiences, knowledge and insights of mentors who build these relationships

with young people.

The evidence of the positive impacts of youth mentoring abounds, as do
recommendations about practice and research. However, | struggled to find evidence of how
these recommendations and findings were being put into practice in mentoring training and
ongoing development. As Aspfors & Fransson (2015) point out, while knowledge about the
benefits of mentoring is readily available, very little is known about how mentors are trained
(Bullough, 2012), their knowledge and needs within the relationship (Hobson et al., 2009), or
how their knowledge and skills develop throughout the mentoring relationship. This makes it
difficult to know how all these general recommendations about mentoring actually apply to
the mentoring training experience. Cordingly (2008) adds further complication to this issue
by pointing out that, even when there are general recommendations and policies about
mentoring, outcomes will be variable. This is because mentors still play an active role in
learning from any training or policies and adapting lessons learned to the dynamic and

interactive setting that is their mentoring relationships.

The highly contextual and dynamic nature of mentoring relationships has been
identified as one reason why it is difficult to translate research into actionable plans for
mentoring organisations (Dzoba, 2014). However, it is still possible to identify effective
approaches, strategies, and skills and provide this information in a more direct and relevant
way to mentoring organisations to allow them to apply this knowledge to their training in a
way that suits their unique needs and focuses (Rhodes & Lowe, 2008). This can be achieved
through collaborative, grounded research with organisations and their mentors that has a
specific focus on providing relevant and helpful insights to the organisation.



Resilience

Resilience is a common topic of interest in psychology (Van Breda, 2018), being seen by
many leaders and researchers as an important trait to foster in people across a range of
contexts, such as work (Arora & Rangnekar, 2014), social situations (Yates et al., 2015),
academic performance (Wittrup et al., 2019), and everyday life (Wu et al., 2013). These
studies raise issues around what does ‘resilience’ mean? What are the links between theories
of resilience, research and practice? In order to study resilience, there needs to be a clear
understanding of the construct that informs this thesis and how this may differ from other
understandings of resilience. This section provides a clear definition of what resilience means

in this study.

Fundamentally, resilience is about adaptive responses to adversity (Lou et al., 2018).
There are various ways to describe this adversity, with stress, challenges, and risks being
common words used to invoke adversity. However, disturbance (Carlson et al., 2012; Masten,
2014), trauma (Greene et al., 2004; Werner, 2000; Windle, 2011) and emotionality (Newman
& Blackburn, 2002) are also commonly used terms to consider as ways of understanding
what a resilient response is addressing. At-risk youth face adversities throughout their
everyday lives, both in big and small ways. These can include living in poor conditions,
struggling to keep up at school, having issues making social connections and friends, and
feeling stressed by external factors in their lives. There are then various ways to describe how
the individual reacts to adversity in a resilient manner. These include learning, thriving,
resisting, anticipating, overcoming, recovering (Werner, 2000), adapting (Ungar, 2008),
coping (Olsson et al., 2015), and managing. Such lists speak to the complexities of resilience

responses.

Resilience is often conceptualised as either a trait, process, presence of promotive and
protective factors, or outcome (Southwick et al., 2014). These are all valid understandings of
resilience, but each lead to different approaches to researching resilience. For example, if a
researcher approaches resilience as a process, they may explore how people and groups
conceptualise their adversity, how they access resources, and how their support systems
respond (Lou et al., 2018). If researching resilience as a trait, researchers may look at internal
promotive factors, including pre-existing personality types, or beliefs and attitudes (Cahill et
al., 2014). If understanding resilience as an outcome, researcher may be interested in how



environmental and social factors influenced the individual's capability to be resilient, or how
the individual differs from the expected norm given their experiences (Masten, 2018).
Identifying what orientation towards resilience is being drawn upon helps narrow down the

various factors and complexities of resilience for a particular research project.

A key consideration in defining resilience is the context in which a person presents
resilience and the typically negative life event or situation to which they have to respond.
This is reflected in how many studies draw on phrases such as ‘in the face of (Wu et al.,
2013; Windle, 2011; Naglerie et al., 2012; Smith & Carlson, 1997; Cahill et al. 2014; Ozbay
et al., 2007; Ali et al., 2010), ‘following' (Wagnild & Collins. 2009; Joyce et al., 2018) and
'despite’ (Werner, 2000; Egeland et al., 1993; Newman & Blackburn, 2002; Lou et al., 2018;
Zolkoski & Bullock, 2012) when conceptualising resilience. The underlying assumption is
that they disrupt the individual's life in a negative manner, with lasting negative effects that
threaten their ability to function in some capacity if a person is less resilient than they need to

be, given the circumstances (Masten, 2014; Egeland et al., 1993).

Accounts of the end results of resilient responses are much more consistent in the
literature, with most sources understanding resilience to be associated with a successful life
(Olsson et al., 2015; Zolkoski & Bullock, 2012), which features some degree of
psychological, physical and relational well-being (Lou et al., 2018; Zimmerman et al., 2013).
What makes this end state or outcome notable as a resilient outcome is that this can occur
after people experience adversities that have typically been correlated with negative life
outcomes and pathologies.

In this research | draw insights from various definitions of resilience as these relate to
the accounts of research participants. This is because each case study (see Chapter Two for
details) highlights the particular conceptualisation that the mentor has and relates this to
relevant literature. All these case studies are about individual relationships within the wider
context of the mentoring organisation, providing the need to unpack how mentors in the
organisation conceptualise resilience, and how this relates to the organisation’s understanding
of resilience. This organisational perspective was gained through a 40-minute video on
fostering resilience provided by BBBSNZ and reading through their website. Because the
organisation conceptualises resilience as something that can be taught to young people, they
see resilience as the presence of promotive and protective factors that help young people

bounce back from adverse experiences and situations. The organisation also conceptualises



mentoring as an opportunity to build these factors into the young person’s life as much as
possible. These factors can be internal, which blends with the understanding of resilience as a
trait. However, | also incorporate the perspectives of the mentors, seeking their
understandings of resilience that shape their personal practices as well. Central to my study
are the aims is to better understand how the mentoring organisation and mentors
conceptualise resilience and to compare this with the academic understandings to build a full

picture of what resilience looks like on the ground in this organisation.

Following the conceptual understanding of resilience as the presence of promotive
and protective factors in a young person’s life that enable them to cope with adversity, I
looked for common factors associated in the literature with resilience. | found that there are
numerous factors associated with the level of resilience to be expected within a young person,
with the two most noted factors being social connections and personal outlooks or what are
often termed attitudes (Newman & Blackburn, 2002; Cahill et al., 2014; Yates et al., 2015;
Van Breda, 2018). Other notable factors included external resources (Greene et al., 2004;
Ungar, 2008; Egeland et al., 1993), multilevel attachments/relationships (Van Bred, 2018;
Southwick et al., 2014; Zolkoski & Bullock, 2012), and problem-solving skills (Werner,
1995; McMahon, 2007; Ellis et al., 2017; Lou et al., 2018). The long list of protective factors
reveals some of the complexities of resilience and how it can be affected by many different
experiences, resources, and environments. While this does make resilience as an outcome
difficult to study, it also presents multiple areas for the development of better understandings

of how to promote resilience as a process of adaptation.

The Relationship between Youth Mentoring and Resilience

As eluded to above, research suggests that mentoring can be a significant predictor of
resilience (Arora & Rangnekar, 2014). Researchers have identified several reasons for why
this positive relationship is evident in different populations (Arora & Rangnekar, 2014; Day,
2006; Dzoba, 2014; Southwick et al., 2007). For example, from the perspective of social
cognitive theory, which emphasises how people learn by observing others (Arora &
Rangnekar, 2014), Dzoba (2014) highlights the ability of mentoring to influence young
people to make better decisions. Mentoring has also been found to offer young people
opportunities to model beneficial worldviews and ways of interacting with others that can
have positive impacts on their future decision making and lifepaths. The introduction of



warm and nurturing relationships is also associated with buffering against depression and
anxiety (Southwick et al., 2007). Day (2006) argues that mentoring promotes resilience by
providing the young person with nurturance, empathy, stability, and a sense of belonging,
perseverance, and resilience (Ledbetter, 2003; Mucci, 2009; Rabe, 2018).

One way in which mentoring builds these factors is through the social support offered
to mentees (Low et al., 2019; Hass & Graydon, 2008), which has been found to be different
from professional support (Stein, 2008). Mentors tend to place more emphasis on offering
warm and positive social support to their mentees, which has been found to promote
resilience (Vance, 2002). Mentoring can provide social connections, external resources, and

multilevel attachments for the mentee.

The ability of mentoring to reduce distress is also important. By reducing the level of
distress in a mentee's life, mentors can contribute to mentees feeling more hopeful about their
futures. One way mentoring lessens distress is through coaching young people to reduce
relationship problems (Zimmerman et al., 2005). Southwick et al. (2007) posit that mentoring
relationships may act as moderator in the relationship between depression and relationship
problems, serving as a buffer to young people developing depression, which is supported by
the findings of Hurd & Zimmerman (2010). Cavell et al. (2009) found that mentoring

programmes improve the relationships mentees have with their parental figures and peers.

Despite positive findings from various studies of links between mentoring and
resilience related outcomes for young people, the relationship between mentoring and
resilience is not a straightforward. Simply engaging in a mentoring programme is not enough
to expect to see positive results in mentees. It has been established for some time that one key
factor that influences these outcomes is the depth of relationship quality (Benard, 2002).
Leugers (2018) found that a positive mentoring experience is what correlates strongly with
resilience. Developing a sense of relatedness was also a key outcome of mentoring in the
study by Altshuler (2013). Sulimani-Aidan & Tayri-Schwartz (2021) suggested that a sense
of belonging possibly mediates the association between mentoring and resilience. Effective
mentors are caring (Beltman & MacCallum, 2006) and provide a sense of safety, dedication,
and nurturance for their mentees (Day, 2006). They are also strategic and purposeful,
developing individual competencies in the mentee to improve resilience (Beltman &

MacCallum, 2006). For example, Wittrup et al. (2019) found that only relationships
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characterised by heightened relational closeness were associated with greater academic

engagement.

Big Brothers Big Sisters of New Zealand (BBBSNZ)

For the purposes of the present study, there is a specific focus on mentoring
relationships that develop as a result of engagements with Big Brothers Big Sisters of New
Zealand mentoring organisation. This research comprised a case-based approach (See
Chapter Two) and a partnership with the Manawatt branch of Big Brothers Big Sisters of
New Zealand (BBBSNZ). This service is part of the international organisation of Big
Brothers Big Sisters. BBBSNZ oversees a national network of 13 branches across Aotearoa
New Zealand. These branches do not work in isolation, but instead share resources,
knowledge, whanaungatanga, and manakitanga to improve the efficiency of each branch and
enhance capability (BBBSNZ, 2022). The formal mentoring service has been operating for 25

years in New Zealand, with the first mentoring match made back in November 1996.

BBBSNZ recruit mentors (who must be older than 18 years) to work alongside
mentees (typically between the ages of 6 and 18 years) for at least one hour a week for at
least one year. The organisation offers both community-based and school-based mentoring to
increase the accessibility of the services. The community-based mentoring offered by this
organisation occurs after school or on the weekend. According to Grossman & Tierney
(1998), this means a focus on vulnerable youth, where the mentor and mentee (structure)
meet in community settings 2-3 times a month for 3-4 hours (context) for at least a year to
develop the mentee's social and personal skills (goals). Herrera et al. (2000) add that when
mentoring is community-based, there is an engagement with social activities, parental

involvement, and a focus on influencing social behaviours.

Before they are paired with a mentee, volunteer mentors must complete rigorous
screening processes and several hours of training. The purpose of this training is to ensure
that the mentor is well educated on the expectations, values, and goals. They continue to be
supported throughout their mentoring experience to ensure a positive and high-quality
relationship with their mentee that promotes the well-being of the mentee through a caring
relationship that provides hope and stability. Staff from BBBSNZ stay involved throughout
the mentorship to ensure that the relationship is safe and strong by providing ongoing support

11



and accountability. The mentors and mentees are encouraged to meet somewhere free and

public for their mentoring sessions, such as the library, the park, or playground.

The organisational mission of BBBSNZ is to “enable life-changing mentoring
relationships to ignite the power and potential of young people/taiohi” (BBBSNZ, 2022, p.5).
They have four key values (BBBSNZ, 2022, p.5) that guide their practices:

e Whakamanatanga, which they practice by "raising the standards and creating
improvements through resources and training."

e Manaakitanga, which recognises the "importance of caring for another person, doing
the right thing for them, and ensuring their well-being."

e Kotahitanga, which refers to "connection, collaboration, unity, and bringing together
as one."

e Whanaungatanga, which recognises the "importance of relationships and networks
with current, future, and past generations through belonging, participation,

community, and depth of relationships."

BBBSNZ use their own Programme Outcome Evaluation (POE) tool to evaluate the
effectiveness of their relationships for the outcomes of the youth. By utilising this tool,
BBBSNZ found improvements in confidence, competence, academic performance, emotional
expression, and feelings of care (BBBSNZ, 2022). Other important statistics about the
relationships include that the average length of a match through BBBSNZ is 869 days, well
above the recommended minimum of a year, with an average retention rate of 75%
(BBBSNZ, 2022).

Research Aims, Questions, and Outcomes

This project has been co-designed with BBBSNZ to enable an open exploration with
participating mentors of their lived experiences of fostering resilience in young people
through mentoring relationships. A key purpose is to translate the information provided by
this research into actionable information for the organisation. Once the empirical materials
have been analysed and developed into a thesis, the findings will be summarised and
presented to the organisation and participating mentors. The knowledge gained will be used

in conjunction with the relevant empirical literature to create a set of recommendations or a
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policy brief for the organisation that will enhance their capability and performance. These

recommendations will be presented in the form of a policy brief for the BBBSNZ.

This project aims to provide insights into the practical realities of fostering resilience in a
mentoring environment within the participating organisation that may be of use to similar
mentoring programmes in Aotearoa New Zealand. BBBSNZ has been offering formal
mentoring opportunities to the young people of Aotearoa New Zealand for 25 years and this
project is an opportunity to conduct research in collaboration with them and use the findings
to help the organisation. Giving voice to the mentors and their understandings can help shape
training material and organisational objectives to provide an effective service to young
people. As previously mentioned, there is strong evidence that mentoring is helpful in a
young person’s life, but more needs to be known about the factors that create a positive
mentoring experience (Deutsch & Spencer, 2009). Therefore, the results of this thesis would
be beneficial for the wider community as it strengthens and improves an organisation that is

valuable to society.

The core aim of this project is to contribute further depth of present understandings of
how mentors (from a particular branch in Palmerston North) understand their efforts to
support the development of resilience in young mentees. This study is informed by the

following research questions:

e How do mentors understand their role in terms of building resilience with their
mentees?

e How do mentors understand resilience?

e How does the mentoring organisation influence mentor understandings and practices

for cultivating resilience with young people?

Thesis Outline

In this chapter, | have provided a backdrop of conceptual and academic information
about the topics of this current study. | have discussed what youth mentoring is and the
associated benefits that have been identified. Specifically, presented is a review of academic
discussions regarding what mentoring relationships. | have also explored the concept of
resilience, including definitional nuances, important factors of resilience, and how such a

broad concept is understood within the context of this study. Provided is not an exhaustive
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review of the literature. I have focused on key highlights from the literature on the
complexity of resilience of relevance to the present study. I introduced the organisation that
provides the context for this study and briefly referred to how this project was developed
alongside the leadership of the organisation, including being informed by their
conceptualisation of resilience, their goals for mentorship, and how mentoring relationships
develop within their context. Further details on the design process and focus of the study is

provided in Chapter Two.

The following Chapter Two covers the methodology utilised in this study with three
case studies of mentors who have been working alongside their present mentees for at least a
year. | provide a detailed account of the philosophical assumptions of this study and discuss
the narrative approach to gaining insights from the participants and making sense of their
mentoring stories. | then provide an overview of the central tenets and values of a case-based
study and how the development of these cases were constructed. The analysis process is also
explained. Ethical and cultural issues are identified and how they were addressed is
discussed.

Chapter Three introduces the first of the three cases and explores Buddy and his
relationship with his little brother. I explain how Buddy understands and fosters resilience in
his little brother. My interpretation of the case is informed by literature on problem-solving
skills and the positive impacts of networks on resilience. A key focus of this case is on how
Buddy incorporates his experience as a serviceman in the Air Force within his approach to
mentoring, and how this influences how Buddy understands resilience and coaches his little
brother to respond effectively to and bounce back from struggles in life. This case reveals
how resilience is fostered through everyday activities and trying new things by providing his

little brother with opportunities and a safe space.

Chapter Four presents Rocket, who is one of the newest mentors, having only been
mentoring her little sister for a year. This case reveals interesting insights into how a mentor
can be situated or fits within the wider networks of a child’s life and the importance of family
resilience for young people. | explore the assumptions Rocket held about mentoring before
she began and how these beliefs impact the mentoring relationship and shape the goals a
mentor may hold. Consideration is given to social discourse surrounding mentoring and

public assistance regarding raising children and how this impacts the resilience of families
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and children involved in mentoring organisations such as Big Brothers Big Sisters. Again, |

attend to how this mentor understanding her role in building the resilience of the child.

Chapter Five focuses on Harrison, who has been mentoring his little brother for four
years now. This case focuses on the intense challenges some young people face in relation to
school friends, family dynamics, and social media environments. How Harrison navigates
these challenges with his little brother provides insights regarding how he works to foster
resilience and why mentoring is such an important strategy and resource for vulnerable young
people. This case reveals how a mentor can foster resilience by being supportive and caring
for the mentee. Harrison’s active listening style and thoughtful, holistic approach to
mentoring his little brother has created a safe and open space for his little brother to ask

questions about life and learn from Harrison’s responses.

Chapter Six concludes the thesis with a discussion about the key findings and insights
gained from the three cases in relation to previous research. More specifically, | will relate
my findings to recommendations already raised by academic reviews and studies to create a
discussion about how mentoring interventions offered by the organisation might be refined. |
consider how my findings build upon the current knowledge about fostering resilience
through mentoring and discuss the importance of applying these findings to both the literature

on youth mentoring and to mentoring training procedures.
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Chapter 2: Method
This chapter outlines the research approach I utilised to investigate the participants’ accounts
of how they foster resilience within their mentoring relationships with young people, and
what implications this might have for Big Brothers Big Sisters in Palmerston North. The
chapter begins with a return to BBBSNZ with a focus on how the present study was
developed and conducted alongside this organisation. This leads to a discussion of why co-
design and ongoing collaboration are important elements for research within organisational
settings (Suarez-Balcazar, et al., 2005). Following this, | consider narrative theory as the
guiding theoretical framework of this research. | adopted a storied case-based orientation to
producing insights from practicing mentors that can benefit the organisation’s efforts to
cultivate resilience among young people. Next, each of the three cases are introduced in
reference to the distinct characteristics of each mentor. | then discuss the analysis process,
outlining how | developed the main storyline or focus for each case. This includes my
advocacy for the utility of my adopting the perspective of the bricoleur in this research into
the experience of mentors and their accounts of how they foster resilience in young people. |
conclude the chapter with a discussion of the pertinent ethical issues for this study.

Research Setting and Participant Recruitment

Chapter One introduced BBBSNZ and its organisational intent. In this chapter, |
outline how the present research was developed and conducted alongside BBBSNZ. Different
studies will approach collaborative relationships in different ways that reflect local
circumstances, interests, and opportunities (Cornish et al., 2023). There are no strict rules to
follow in developing community relationships through research, but principles such as
reciprocity and acting in mutual interest are foundational. Although this thesis does not meet
the definition of Participative Action Research (PAR), | was guided by the relational
principles of PAR outlined by Cornish et al. (2023), even though my thesis may not be
substantive enough to fully engage with all the various reflexive cycles of PAR. According to
Cornish et al. (2023), PAR is driven by an interest of generating knowledge in dialogue with
people with direct experience of the research topic and acting upon this knowledge to assist
efforts to improve related situations. This often involves working with communities who
have lived experiences of the issue for researchers to learn more about the situation and what
might be done to help it. The engagements with a community or organisation in this process

extends from co-design discussions with stakeholders (as I will discuss below in relation to
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the current study) to ethnographic participative projects that can span years or decades.
Regardless of the intensity of engagement, central are efforts to work with communities or
organisations to ensure the relevance of the research focus and appropriateness of any
knowledge production practices for collaborative efforts to improve the situation. This
participative orientation respects the authority of direct experiences, meaning that |
recognised the mentors and the organisation leaders as experts in their experiences. | also
worked with these people to develop suggestions that could enhance the mentors’ experiences
of the organisation, while also showing respect for the hard work the organisation has already

done to provide such a service to the community.

More specifically, I initially approached the Practice Manager of BBBSNZ, Matt
Button, to discuss the possibility of doing a thesis project in collaboration with the local
branch. Through discussions with my supervisor, we agreed that, for this project to be of
practical help to the organisation, it was important to discuss possible thesis topics with the
organisation to learn what they would like to have researched and let the organisation lead
this decision. Therefore, the initial discussion with Matt was about the organisation, its
history, key service goals, and what aspects of mentoring that he would like to have explored
more. Matt has also completed his master's degree, so our interactions were helped greatly in
terms of my developing a clearer thesis focus. It was soon agreed that studying resilience
would benefit the organisation because they have a strong focus on resilience in their
mentoring training. Matt also provided the resources that assisted the organisation in
developing the training materials to give me a clear idea about the underlying assumptions
about resilience that the organisation holds. These materials have been incorporated into this
thesis.

Matt Button then put me in touch with Dean Chapman, the local branch manager for
the Manawatu. We then discussed the study and how we could work together. Dean was
happy to send out an email to all the mentors in the area with a description of the study, the
information sheet, and my contact details. He also forwarded any responses that had replied
to him. Dean also invited me to the branch’s annual general meeting (AGM), which was a
great opportunity to see how this project would best assist the organisation and to learn more
about the organisation. This AGM provided insights about the branch’s concerns and current
topics of debate, which helped me develop contextual and relevant information to assist them

in these areas.
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To recruit participants, an email was sent out by Dean to all local mentors about the
study, describing its purpose and what involvement would look like. The study’s information
sheet (see Appendix B) was attached to the email and all interested mentors were able to
contact me with any further questions. From this email, three mentors agreed to meet with me
for an interview and a subsequent focus group. All these mentors met my participant criteria
of being a mentor within the BBBSNZ organisation and having been a mentor for at least a

year.

This study began with a purpose negotiated with a partnering organisation, a
population, and certain participant characteristics in mind. Therefore, it was important to
approach accessing a group of participants in a way that would ensure that the participant
group consisted of individuals who would best serve the purpose of the study and provide
information and insight that would be helpful (Etikan et al., 2016). The recruitment
specification of at least one year’s experience as a mentor was to ensure that the participants
had developed their mentoring relationships, had some understanding of their mentoring
styles, and could reflect on how they have put the training they received from the
organisation into practice. It was also agreed that insights from their stories of mentoring
would be fed back into the organisation to help the leaders listed above to refine how the
organisation understandings mentoring and trains mentors to promote resilience in young

people.

Narrative Theory

This thesis is based on a narrative theoretical framework, central to which is the
characterization of human beings as storied beings who make sense of themselves and events
in their lives through various storying processes (Kirkman, 2002). The narratives human
beings construct about themselves and their relationships with groups, their place in the world
and the places of others, offer rich sources of contextual information for understanding
human experiences and actions (Hodgetts et al., 2020). It is also through storytelling or
narration that people are thought to organise their experiences of the world, both individually
and collectively (Moen, 2006). People often do this by drawing on various existing story
structures and tropes from within society and articulating these in ways that enable them to

share their experiences with others, including for the purposes of research.
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Central to this theoretical orientation is the assertion that as storied beings, people
exist and grow psychologically within collective meaning systems (narrative structures) that
influence their personal thoughts and actions and allow us to understand one another.
Likewise, the stories we all produce to understand ourselves and others in the world can lead
to refinements in collective ways of knowing and making sense of the world we share. This
entangled association between the personal and the social is often referred to as the dialectics

of meaning making (Hodgetts et al., 2020).

The narrative approach | adopt in this research reminds us of how our circumstances,
socialisation, and values are all intrinsically entangled within our sense of self,
understandings of the world, and the stories we produce in our own minds and in interactions
with others (Riessman, 1984; Moen, 2006). In this way, narrative scholars tend to reject the
“discovery” model of epistemology that understands social realities as set, given or
objectively discoverable independent of human subjectivities (Bell, 2003). Social realities
are approached as storied realities, with features common to groups of people as well as
unique elements to each of us as storied and storying beings (Riessman, 1993).

Though perhaps risking oversimplification, narrative research can be understood as
encompassing inquiries directed at existing human narratives in artefacts such as official
documents and inquiries that produce narrative accounts through direct interactions with
human participants using methods such as interviews and focus groups (Butina, 2015).
Regardless, narrative inquiry explores human storying or sense making, how people and
organisations come to know and tell others about particular experiences and situations, the
implications of meanings people assign to themselves and others, and the particular stories
they construct, hear and share (Connelly & Clandinin, 1990; Moen, 2006). Studies informed
by narrative theory, such as mine, aim to learn more about how people make sense of events
in their lives, such as their efforts to mentor young people. Correspondingly, | seek to
document the meanings participants draw upon and reproduce to understand their mentoring

experiences (Hart, 2002).

According to Moen (2006), there are three underpinning claims for narrative inquiry.
Firstly, humans beings organise their experiences into stories, as discussed above. Secondly,
how these stories are expressed depends on many factors, both within the person and within
the larger context within which their story is constructed. This claim should be carefully

considered when analysing stories and communicating findings within a narrative research
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approach. A key task is to relate personal stories or accounts back into the shared narratives
from which many aspects of personal accounts are constructed. Thirdly, narratives always
contain a level of ‘multi-voicedness’ due to the social nature of storying or narrativity. This
claim requires narrative researchers to consider the broader tropes and shared resources that
people embed in their own accounts. Also of note is how we as researchers are adding
another voice to the stories we study and are producing our own narratives about participant

stories in the form of theses such as this one.

Correspondingly, | approached the three participants in this research as storying
beings who are situated within broader social processes that influence the narratives they
voice. This stance led me to analyse the mentors’ accounts with a view to consider different
levels or scales of narrativity and to explore how broader social narratives and shared
understandings of resilience and mentoring are drawn upon by the mentors as they construct
their own understandings and stories. Additionally, | am aware that this thesis is also shaped
across various levels of narration and in ways of which I am not fully conscious. Murray’s
(2000) work on levels of narrative analysis was influential on my work in this regard.
According to Murray, there are four interrelated levels of narrative analysis: personal,
interpersonal, positional, and interpersonal, and the challenge for a narrative inquirer is to

articulate the connections between these different levels.

For further clarity, the personal level refers to how narratives are portrayed as
constructions of the lived experience of the narrator. The interpersonal level refers to
narratives as co-created through dialogue, such as through the interviews and focus group
conducted with participants during this thesis. The positional level refers to a consideration of
the different social positions held by interlocutors in such discussions. The societal level

refers to socially shared stories that are characteristic of certain communities or societies.

As Murray (2003, p.343) points out, “we live in a world that is mediated to us through
stories that are spoken, written, and acted” at these levels of narration. There is a dialectical
interplay between a storyteller and their world that emerges across these levels. While tellers’
stories do construct and organise experiences of everyday life, they also use socially
embedded language and broader narrative structures to create these stories that in turn can
inform the reproduction and renewal of broader collectivist narrative forms. As such, a
narrative orientation provides a way for scholars to understand the influence of society and

context on individual lives and how people come to understand and represent experiences
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within broader narrative aspects of collective consciousness (Rappaport, 2000). In other
words, the stories human beings tell themselves and others are rooted in societal level
narratives that are experienced and performed within social settings. These processes of
personal and collective narration are constantly re-produced, re-newed and re-constructed

through social interactions as we collectively construct social reality (Bruner, 1984).

Butina (2015) also identifies three defining features of narrative research that have
also influenced the present study. First, the research involves gaining access to and recording
narratives from mentors at both the small group and personal levels (see account of the focus
groups and individual interviews below). Second, there is a focus on developing a sense of
collaboration between the researcher and the research participants. Moen (2006) adds that
this places emphasis on the importance on providing time and space to develop rapport with
the research participants and creating a sense of non-judgemental attitudes and equity within
the research setting. Third, narrative research also exposes the researcher to the identities of
the research participants through the stories they tell. That is, in narrating their experiences,
people often also narrative themselves as particular characters in the unfolding events.

Further details about the specific ways narrative theory guides the methodological
decisions made throughout this thesis is provided in the sections about the interview, focus
group, and analysis processes. An important facet of my application of narrative theory is that
a case-based research design enables me to look at the accounts of each participant in more
depth than if I had tried to draw together the accounts of a larger group of mentors into a
single composite analysis or story of their stories. Each mentor’s particular perspective was
also explored to tease out the nuances of their stories about mentoring to foster resilience.
Also, by looking at the three case stories, it became clearer what differs and remains the same
across mentoring experiences, providing a depth of contextual understanding to the overall

discussion about fostering resilience in a mentoring relationship.

Case-Based Orientation

Case-based research offers an orientation to depth in specificity that is well suited for
investigating social phenomena, often at the micro level in real-world settings (Swanborn,
2010; Yin, 2014). Case constructions are often used to create knowledge that is nuanced,
context specific, and practical in orientation (Radley & Chamberlain, 2012). The focused

depth of understanding that cases provide is often crucial for identifying what might be
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helpful in addressing the needs of stakeholders. Relatedly, a key strength of such research is
its utility in grounding a particular issue in the experiences of relevant persons within
particular settings (Hodgetts & Stolte, 2012). In the present research, a case-based orientation
allowed me to understand the experience of mentoring from the perspective of the mentors as
cases within the organisational context of BBBSNZ. In constructing the present thesis, |
sought to develop a narrative about fostering resilience through the production of cases based
on the stories provided by participating mentors. These cases were also compared and
contrasted to reveal the similarities and differences that can be used to inform the broader

efforts of BBBSNZ to cultivate resilience within young people (Stake, 2006).

The nuanced understanding gained from cases can be helpful in building effective
strategies for enhancing the practices of mentors and the participating organisation. Here | am
invoking the modest action aspect of this thesis within which a key aim is to understand
mentoring as a means of cultivating resilience in young people in order to inform the
practices of the participating mentoring organisation (Bargal, 2008). Correspondingly, cases
can be focused on different scales from a person (mentor), particular group (mentors), to
organisations (BBBSNZ), communities, regions and countries. The aim is to develop insights
directly related to the case situation (Abbot, 1992), with a view to applying insights to
improving the situation (Hodgetts & Stolte, 2012). In this study there are two case levels
(three mentor cases and the organisation as a local case) whereby the findings from the
mentors are used to enhance the development of mentor training and practice within the

organisation.

To understand the benefits of case-based research such as this, it is helpful to consider
Swanborn’s (2010) explanation of the different levels at which actors in a case operate. This
study examines the micro-level, which involves mentors and their interpersonal relationships.
I have constructed each case from the perspective of these mentors and the stories they shared
during personal interviews and a focus group discussion whereby they all came together to
share their stories and learn from one another. These stories were also produced within the
meso-level of the mentoring organisation and the macro-level of the communities and social
environments these mentors encounter in their own lives and the lives of their mentees. This
contextualist focus is in keeping with my narrative orientation and allows me to explore the
meso-level and macro-level story elements that impact how the mentors foster resilience. By
investigating these links, especially at the meso-level of the organisation, I aim to identify

particular opportunities within the organisation for enhancing training and support at the
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micro-level for mentors and to contribute in a small way to their work fostering resilience

among young people.

Case-based researchers also tend to strive to not reproduce top down or evaluative
relationships between themselves and the research participants that are common in research
drawing inspiration from the natural sciences (Small, 2009). Instead, cases are used as a
means of developing joint explorations of a topic such as mentoring by spending time
engaging and sharing in dialogue with participants in and around the contexts through which
they conduct their everyday lives and mentoring practices (Hodgetts & Stolte, 2012). For
example, procedurally, I met with participants and spent time prior to the formal interview
process just chatting and establishing some sense of connection and shared endeavour. At the
completion of the interview, | met with them collectively for a focus group discussion within
which we could continue our conversations and dig deeper into key points that had emerged
from the interviews. Establishing rapport and building a sense of familiarity and openness
took priority at the beginning of each interaction and was a key consideration throughout our
interactions. | also took the time to listen to their stories and to better understand their points
of view. Although admittedly fleeting, these interactions brought me close enough to them

that we could explore key issues openly together.

Cases can also offer rich insights into how systems and organisational structures
manifest in the practices of social actors, such as mentors, and offer opportunities to develop
and apply new or established theories through worked examples and case comparisons
(Radley & Chamberlain, 2012). Through knowledge translation across cases from particular
populations, opportunities emerge for what has been termed ‘analytical transferability’
(Hodgetts & Stolte, 2012, p. 381). This term refers to the process of analysing the relevant
contextual factors of cases in relation to previous cases and other forms of empirical evidence
to establish general trends or findings across cases (Small, 2009). This case comparative
process allows abstractions from findings and recommendations to inform applications in
different situations (Greenwood & Levin, 1998). Whilst cases are not generalizable in a
‘statistical span’ sense from samples to relative populations, cases are generalizable in a
‘virtual span’ sense from the exemplar to similar exemplars and situations for comparative
and explanatory purposes (Radley & Chamberlain, 2012, p. 392). As Flyvberg (2001) notes
we would not have had the scientific advances we have experienced over recent centuries

without such comparative use of cases.
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The Three Cases

This thesis is anchored in three cases, which are analysed comparatively (Small,
2009) in terms of participants overlapping and different orientations to mentoring and the
storying of how they understand and work to cultivate resilience in young people. One way of
understanding how these cases differ and yet still contribute to the larger narration of
mentoring resilience is to consider the subject and object of the cases. This idea of the subject
and object of a case was developed by Thomas and Myers (2015), building on the early work
of Wieviorka (1992). Wieviorka proposes that the subject of a case is the case itself (here, the
mentor) and the object is the ‘theoretical, scientific basis’ of the case (here, my focus on the
storying of the mentoring of resilience). As Wieviorka (1992, p. 160) explains, “It does not
suffice to observe a social phenomenon, historical event, or set of behaviours to declare them
to be ‘cases’. If you want to talk about a ‘case’, you also need the means of interpreting it or
placing it in a context”. So, in this study, each of mentors are the subject of the case, while
their experience fostering resilience is the object. This object, fostering resilience, places the
cases within a certain context that is the same across the cases, providing the opportunity for

comparison and discussion.

Empirical materials for developing the three cases were collated through a personal
interview with each participant and a focus group with all three mentors. Each of these
mentors provided detailed and reflexive accounts of their mentoring experiences and
understanding of resilience, creating a wealth of information to be analysed and constructed
into the three cases. Though three may seem like a small sample, these cases each provide a
particular perspective of mentoring that revealed something different and interesting about
fostering resilience through mentoring. By having only three cases, | was able to work in a
more iterative manner and to delve into these perspectives and do justice to the knowledge
shared by each mentor and share the complexities and nuances of each mentor’s mentoring

relationships and experiences (Flyvberg,2006).

In order to present a case with coherence and a clear focus, | had to sit with each
participant’s story until I found the particular angle for each case. Sometimes this was a
simple process, with the focus becoming apparent in the interview process. Other times, it
took more reflection and consideration before the underlying focal issues emerged and |
could articulate them. Correspondingly, despite noted overlaps, | developed each case from a
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different angle and to complement one another in my telling of a more complete account of
participant efforts to promote resilience among their mentees. Buddy’s case focuses more on
building networks and incorporating life experiences. Rocket’s case provides insights into
family resilience and underlying assumptions about mentoring. Harrison’s case discusses the
different roles and functions of a mentoring relationship. Combined, these cases offer a
bigger picture of what fostering resilience through mentoring looks like, revealing the
complexities of this process, as well as the common encounters and thought processes of
mentors. Below, | provide a brief overview of each of the cases, with pseudonyms used to

ensure anonymity of both the mentors and their mentees.

Buddy has been mentoring his little brother for seven years now and is preparing for
his little brother to graduate the program once he turns eighteen. Buddy works for the Royal
New Zealand Air Force, while also enjoying various hobbies, such as acting, theatre
production, fishing, and BMX. He has seen his little brother develop from a child into a
young adult, overcoming challenges throughout this time. Buddy takes on an active, solution-
focused support role for his little brother.

Harrison has been mentoring his little brother for four years, during which time he has
also had to learn how to juggle new responsibilities, with his first child born a year ago. Even
though Harrison and his little brother come from very different backgrounds, they’ve created
a safe and supportive relationship where his little brother can question things going on around

him and learn to make different decisions.

Rocket is the newest mentor in this study, having been mentoring her little sister for
just over a year. Having raised her son, she is finding having a little sister to be both
rewarding and eye-opening. Being part of the programme has given her a new perspective
about what mentoring is and what it can offer both the young person and the mentor. She’s
learned a lot about the strength of a good family background and has found her place in her

little sister’s life as an external support.

Interview and Focus Group Engagements

In terms of further details on participant recruitment, once | had been given the names
and contact details of potential participants through their response to the recruitment email
sent out by Dean, | reached out to each potential participant and arranged a time and place to

meet, to complete the informed consent process and conduct the initial interview. The
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purpose of the first interview was to gain more personalised stories from each mentor about
their experiences fostering resilience and learn more about their background and personal
insights. These interviews provided more nuanced and personal accounts of the mentor’s
perceptions and practices in response to the particular needs of their mentee(s). The
interviews allowed me to dive deeper into the personal experiences of each mentor to better
understand what they do and what they each find helpful (Hodgetts & Stolte, 2012).

The narrative orientation to the first interviews was guided by the recommendations
of Savin-Baden & Van Niekirk (2007) and Jovchelovitch & Bauer (2000). While 1 did have a
set of questions that | had prepared with my supervisor in front of me (see Appendix D),
these were primarily to remind me of key topics | hoped to address in the interview and
possible questions to ask to prompt further stories should the conversation begin to lag.
Therefore, these interviews did adopt a semi-structured approach (Jacob & Furgerson, 2012)
that was informed by the preliminary findings from the focus group and relevant literature,
which does go against the unstructured nature of a narrative interview (Jovchelovitch &
Bauer, 2000). However, the goal was still to allow the participants to tell their stories in their
own words as a means for me to gain a contextual understanding of their experiences and
efforts to support the resilience of mentees. These questions (see Appendix D) were framed
to work as conversation starters to open up and focus the conversation. | also used them to
encourage the mentors to also guide the discussion according to where they wanted to take

the conversation.

Jovchelovitch & Bauer (2000) suggest five basic phases for such narrative interviews
Preparation, Initiation, Main narration, Questioning, and Concluding talk. The preliminary
literature review conducted before the study began and discussions with the organisation and
my supervisor served as the preparation phase. The interviews provided me with some
understanding of the different ways each mentor understood and fostered resilience in their
mentees, as well as variances in their respective relationships with mentees. As the mentors
expanded on their stories and experiences, | gained a better appreciation for key factors they
reported facing when mentoring and how they each differed in their understanding of
resilience. These insights prepared me for the focus group discussion in terms of
understanding the different positions each participant brought to the group discussion and

what topics might be interesting to explore further as a group.
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Following the advice of Jovchelovitch & Bauer (2000), the initiation phase of the
interview involved formulating the initial topic for narration and initiating the discussion. |
explained the format of the interview to the participant, including my willingness to prompt
and then listen with limited interruptions to their stories. | provided a brief overview what a
narrative interview looks like, sharing why | wanted to conduct individual interviews, how
long | expected the interview to last. Participants were also reminded of their rights, such as
how these interviews would be anonymised via a pseudonym, that they could end the
interview at any point, and could decline to answer any questions. From there, the topic of
interest was shared with the participant, which Jovchelovitch and Bauer (2000) also
recommend should be of personal and of social and communal importance, broad enough to
allow participants to craft deep accounts of their experiences. | then asked permission to
record the interview, letting participants know that this was to allow me to be present with
them in the moment and would ensure that their answers were recorded as accurately as
possible. Once this was understood and any questions answered, the recorder was turned on

and we began the main narration phase.

| initiated the narration phase with a couple of questions about the mentor and their
background in order to gain a fuller picture of their mentoring experience and to help them
orientate themselves to the topic. During the main narration phase, the participant told their
story, while 1 listened without interrupting and providing no comments other than those that
communicate active listening or when asked to comment by the participant. | also took notes
during this phase for later questioning, but only if it did not interfere with the participant’s
narration. | found that | needed to adapt my level of engagement for each mentor. Two
mentors were happy to share their stories and follow the emerging threads of their own
responses. The third participant preferred to answer questions succinctly and as accurately as
they could and struggled to think of specific examples to expand their answers. Before
speaking, | waited for a clear code, where the informant paused or signalled the end of the
story. | then probed into particular aspects of their account for further details and to ensure
that the participant was able to add any details or clarify any issues that seemed important but
remained a little unclear. Only once the informant seemed to feel that they had communicated

their experience did I move to the open questioning phase.

The open questioning phase offered an opportunity for me to gain new or additional
information beyond the self-generated story each participant provided (Jovchelovitch &

Bauer, 2000). The questions were designed to add further depth to the story and for me to
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probe the participant further in terms of key events and relationships within their narratives.
Jovchelovitch & Bauer (2000) recommend only asking “What happened then?” style
questions and offering no opinion or questions, nor posing any contradictions or arguments,
and I did not ask any “why” questions at this stage. I also worked to use the same terms as the

participant in phrasing my probes.

Once the questioning phase was completed, the concluding talk phase of the interview
began. This phase offered a chance for us to engage in “small talk”, which led to further
elaborations on the participants story, including contextual information that proved useful
during my analysis of the interview material. It was in this phase that I asked “Why?”
questions. After the interviews concluded, | immediately summarised or write down the main
points, focusing in particular on any additional content from the small talk phase, along with

any personal insights, impressions, and compiled my notes taken during the interview.

The second engagement with all the mentors was via a 90-minute focus group
discussion. The focus group comprised a guided conversation about participant experiences
in fostering resilience among their mentees and their perceptions of the organisation’s
training about resilience (see Appendix D for focus group protocol). The focus group
provided a useful opportunity to learn more and develop a contextual understanding about
how the mentors conceptualise resilience. | also wanted to draw out the key storylines and
experiences participants had voiced during the interviews. My intention here was to see how
participants dialogued about these experiences, what they understood as resilience and how
they mobilised their knowledge and experiences in discussing mentoring relationships to
foster resilience with young people with peers. The discussion offered a chance to explore
how understandings of fostering resilience were co-constructed within mentor storying
practices and the underlying contexts and meanings that these narratives developed (Lyndon,
2017). In other words, the focus group allowed for the participants to come together and to

share their stories and in doing so co-construct a group narrative.

| had been provided with a training video specifically focusing on resilience by
Button, which was used by the organisation. My initial plan had been to conduct a document
analysis on this video and include this in the study. I had thought that the video provided a
rich set of data to answer my research questions “How does the Manawati branch of Big
Brothers Big Sisters characterise resilience in the mentoring context of their operations?” and

“How does the mentoring organisation influence their understandings and practices for
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cultivating resilience with young people?”” However, during the interviews with the
participants, it became apparent that none of these mentors had seen this video during their
training. Therefore, | showed the video to participants and used it to promote further
discussion and to relate their understandings of resilience to those of the organisation. | also
included quotes and insights from the video to further develop my engagements with each

case.

An additional aspect of the focus group was the use of participant notes while they
watched the resilience video. The purpose of the note taking process was to provide another
means of recording thoughts and ideas as the video was playing that participants could either
share with the group or discuss with me later. This process helped the mentors to cover all the
topics they wanted to without forgetting about them as they continued to watch the video or
as the other mentors raised discussion points. The notes were for the participant’s use only
and was not collected by me at any point in the study. | wanted the participants to feel free to
write or draw anything they wanted however they wanted to without any anxieties regarding
how others might perceive their notes.

Briefly, the focus group discussion was structured around the resilience training video
and the conversation prompts suggested by the video. There were three prompts from the
video. Two were about the mentors’ thoughts and reactions on the six internal and Six
external factors of resilience that are discussed in the video. The other prompt was a
visualisation exercise called “The Running Race of Life”. The mentors also discussed their
mentoring experiences, particular instances with each other, and their experiences in the
organisation, and with me. This allowed me to gather information to inform my answering
the research question, “How does the mentoring organisation influence their (mentors’)
understandings and practices for cultivating resilience with young people?”. Together, the
participants were encouraged to co-create the story of their experiences of mentoring in
relation to the video and the relationship between mentoring and the cultivation of resilience
among young people as it made sense to them (Kirkman, 2002). Though the video
approached resilience as the presence of promotive and protective factors (Southwick et al.,
2014), it was also of interest to note how the mentors discussed resilience, and if they ever
referred to resilience as an inherent trait of the young person, or as a process of reacting to

their circumstances (Southwick et al., 2014).
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Enacting the focus group in this way allowed me to understand how the mentors
reacted to the organisation’s training about resilience, opening a conversation about how the
mentors view this video now, having spent time mentoring, and what insights or reactions
they had considering these experiences. The conversation was also a chance to hear about the
mentors’ other sources of knowledge for fostering resilience and any barriers they had

experienced when trying to foster resilience (Barbour, 2013).

Key insights from the discussion were dispersed throughout this thesis. Some
comments were added to the general discussion at the end of the thesis to answer the research
question, “How does the Manawati branch of Big Brothers Big Sisters characterise resilience
in the mentoring context of their operations?”. This video is the only official document of
BBBSNZ that directly relates to resilience and therefore is the foundational source of
information in this discussion. Additionally, any comments or conversation inputs from
mentors were added to their specific case study examinations to provide more details about

each mentor’s personal story of fostering resilience.

Briefly, the focus group turned into a helpful conversation about each mentor’s
thoughts about their own mentoring journey. The discussion also revealed the importance all
mentors placed on parental involvement, how much the mentors valued meeting with each
other and sharing insights, and how each mentor reacted to the video. These insights will be
discussed in more depth in the policy brief provided to the organisation due to the highly
actionable nature of the mentors’ thoughts and suggestions. This focus group offered a
valuable opportunity to move beyond each mentor’s individual story and create a

collaborative narrative about the organisation and mentoring.

Analysis Process

To analyse the content gained from my interactions with the participants, | used a thematic
orientation to narrative inquiry that focuses on the content of the stories told by the mentors
and the key issues or themes around which their stories were constructed (Riessman, 2008).
The interviews and focus group content were analysed using the same process. There are four
general steps to narrative thematic analysis: selection of subtexts and segments, definition of
analytical categories or codes, sorting the material into these categories, and drawing
interpretative conclusions (Riessman, 2008). This process of analysis was repeated for each

mentor’s interview and contributions to the focus group discussion to develop three
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individual cases. The analytical categories or thematic codes used related to the emergent
angle present within each case. When conducting this analysis, | used both the key thematic
topics predetermined by the research questions, as well as emergent or inductive themes that
emerged from the interactions This allowed me to both answer the research questions while
also providing opportunities for the different points made by participants to be represented in

the study.

As the analysis progressed, all relevant sections from the transcripts for each
participant were brought together or coded according to the categories or framework | had
constructed deductively from the interview questions and focus group prompts and
inductively from my notes and initial reading of the transcripts. For example, all comments or
stories about fostering resilience were grouped together under several categories. Esin (2011)
notes that though these subtexts are often treated as independent from the total narrative,
contextual information should still be provided about these subtexts during the interpretation
stage (Riley & Hawke, 2005). From there, additional key issues, tropes and perspectives were
identified across the subtexts. Finally, the narrative content collected under each category was
used to develop a sense of coherence and describe the meaning of the narrative text for each

case.

Once | had categorised the participant accounts and read over the content of each
category | began to shift to the interpretative level of analysis. This involved adopting a
bricolage approach to the accounts, which is a flexible orientation towards piecing together
insights from various sources to understand the phenomena under investigation (Kincheloe,
2005). Adopting a bricolage approach reflects the complexity of real-life, requiring flexibility
and plurality for the emergent story and employing appropriate methods as each case took
shape. This involved stepping out beyond the data’ to uncover the links between the specific,
personal stories and more general levels of narrativity regarding mentoring and resilience.
This shift was enacted by my drawing links between the mentor’s stories and insights from
the resilience video and from the academic literature on mentoring, resilience, and any other
ideas or concepts that arose from the mentor’s account. The bricolage approach reflects the
development of my interpretation of the events and relationships each mentor storied in
relation to my reading of existing literature on relevant concepts and definitions of mentoring
and resilience (Hodgetts et al., 2020). | worked to place their stories within wider academic
and practice related discussions. In many respects, the analysis process was anchored in my

abductive reasoning and a series of interpretative shifts. Central was the positioning of the
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situations and moments raised by the participants in relation to the organisation and various
societal features that shape participant accounts, including narratives of mentoring and
resilience (Delmar, 2010; Hodgetts et al., 2020). This shift in focus to dig down into,
contextualise and interpret participant narratives was useful in revealing several intricacies of
mentoring and how these reflect aspects of broader social relations and narratives in society

that have become intertwined with the participants own stories.

Ethical Considerations

Once a research plan was formed and articulated into a proposal document, a low-risk
ethics applications (See Appendix A) was submitted to the Massey University Human Ethics
Committee on the 29" of May 2023. This project was lodged as a low-risk ethical
application, with my supervisor, Professor Darrin Hodgetts providing his approval on the 30™"
of May 2023. The project was designated low risk because there was little tangible risk of

harm or danger to the participants.

Below, | provide an outline of the ethical considerations taken in this research and
how each of these ethical principles were applied. Each ethical principle is considered, how it
was addressed in the research process is outlined, and any further strategies put in place to

uphold the principles is discussed.

Mentors who expressed interest in the study were provided an information sheet (See
Appendix B) that outlined the study’s aims, methods, and expectations for participants. This
sheet identified what participation in the study would entail, any risks associated with
participating in the study, the benefits and goals of the study, and their rights as a participant.
Once interested individuals had confirmed their desire to be part of the study, and had any
questions and concerns addressed, a consent form (see Appendix C) was sent to participants
to be read over and a time and location for their individual interviews was confirmed. They
signed the consent form when they arrived for their interview before the interview process

began.

There was a potential ethical issue with one or two participants dominating the focus
group discussion and another participant being ignored or feeling unable to voice their
opinions. In response, | made every effort to ensure that each participant felt that their
opinion or insight was expressed to their satisfaction and that these views were respected and

valued by the group. Any relevant insights gained through the study were used to inform the
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staff training and service development of BBBSNZ, ensuring that the research was beneficial

for all involved.

Before the research began, it was established that there were no special relationships
between the researcher and the participants or the organisation. The relationship was purely
based on achieving the goals of the study. However, I did acknowledge the small possibility
of my knowing a participant due to the local nature of the study setting, though there was
little chance of this affecting the quality of the study.
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Chapter 3: Buddy
This chapter presents the case of how Buddy understands mentoring and his efforts to foster
resilience in his little brother, Tom. Buddy has been mentoring for seven years, since his little
brother was ten years old. Both live in Manawatu, where they engage in a range of activities
together, from fishing to mountain biking to theatre and soccer. Buddy works for the Royal
New Zealand Air Force (RNZAF), where, in addition to his other duties, he helps mentor
younger service personnel. During the focus group, Buddy shared how he had been raised in
a tight knit community, surrounded by neighbourhood friends, with both parents who each
had good jobs. Since joining the Air Force, Buddy has moved around with different postings,
with his eldest daughter being born in Christchurch, his second in Blenheim, and them
settling in Palmerston North in 2004. Buddy is a self-confessed optimistic, hard-working

individual, with a passion for supporting young people as they develop.

My analysis explores the key themes that emerged from the interview and focus group
conversations regarding Buddy’s experiences of mentoring. This includes how he approaches
mentoring, his motivations for mentoring, how he conceptualises resilience and attempts to
foster it in his little brother through teaching him problem-solving skills and independence.
Also considered is how Buddy has encouraged his little brother to expand his outlook on life
by engaging in new activities and hobbies. The unique way Buddy approaches resilience and
how he adapts his response in different situations, such as in the Air Force versus in his
mentoring relationships, sheds light on the different ways mentors can influence their
mentees based on their background and understandings of mentoring and resilience. This is a
recurring theme we will see throughout this thesis, in that each mentor offers a unique and
different approach to fostering resilience. Each case adds to the bigger picture of what
fostering resilience in mentoring looks like. Throughout each of these cases, | will expand
upon each mentor’s thoughts and insights with relevant academic literature insights to
introduce key ideas within each mentor’s story and relate academic findings to each mentor’s

experiences.

| begin the analysis below by bringing into focus why Buddy got into mentoring and
how he sees himself in this role. His self-concept appears to have a notable impact on how he
understands the purpose of their mentoring sessions, how he views his contributions to Tom’s

life, and how he goes about fostering resilience with Tom. I then discuss Buddy’s particular
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conceptualisation of resilience, where this comes from, and how he applies it not only to his
mentoring relationship with his little brother, but also in his mentoring in the Air Force. From
there, I explore how the Air Force has shaped Buddy’s view of resilience and personal
development in general. Finally, I finish by reflecting on how Buddy encourages Tom to try
new activities and to handle or manage the frustrations that can come with new experiences
that involve mastering particular skills. Buddy presents these practical learning opportunities
as key moments for fostering resilience in Tom. This case concludes with a discussion on the

emergent insights revealed through Buddy’s storying of mentoring and resilience.

Why Mentoring?

This section explores the specific ways in which mentors approach their mentoring
relationships based on their underlying motivations and understandings about themselves and
mentoring. Buddy approaches his mentoring relationship from a very specific and unique
standpoint, based on his own self-perception and occupational background. From this
discussion, I will go on to consider Buddy’s current mentoring situation and how he
approaches mentoring, including what typical mentoring sessions look like for him and his
little brother.

For researchers, the motives behind why people choose to mentor has been of interest
for some time (Allen, 2003; Eby et al., 2008; Jones et al., 2009; Jansen et al., 2014). Social
psychological theory has been of great benefit to developing a better understanding of this
phenomenon. For example, mentoring has been discussed as a form of prosocial behaviour
(Allen, 2003). Following this line of thought, there are two relevant cognitive phenomena
related to prosocial behaviour to note here: other-oriented empathy and helpfulness (Penner et
al., 2014). People with a high level of empathy tend to be more likely to have concern about
and feel responsible for the wellbeing of others (Allan, 2003) and act upon this concern
through prosocial behaviours such as mentoring or volunteering. Mentoring can be
understood as a helping behaviour that relates to altruistic tendencies. It has been argued that
people who have high levels of empathy and a desire to be helpful are more likely to engage
in mentoring (Allan, 2003). From a social psychology perspective, Liu and Wang (2023)
suggest that people who do not have such prosocial traits may be less likely to devote the
time and effort necessary to donate a significant portion of their time, such as is required for

mentoring. It can also be assumed that the motivation behind choosing to mentor influences
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what functions or purposes are carried out in the mentoring relationship (Haggard et al.,

2011), such as whether the relationship has more interpersonal or career goal focused.

To better understand Buddy’s motivations for mentoring, I asked him why he got

involved. He explained how he sees it as a way to give back:

So, the reason | got into it was, | guess, | had had some spare time - time tends to get
tied up with other things - but it was more, pay it, pay it forward and help our young
people, yeah, develop. And Big Brothers Big Sisters needed some support, needed

male mentors, an, um, so I said, ‘yeah’.
Buddy then went on to explain what he meant by giving back:

Yeah. So, a lot of people - and I'll use the example that you gave from your professor,
he said, ‘Don't be a seagull in life.” And that's really struck with me - stuck with me -
for the last week and I'm just going, yeah, people do take, take, take and they don't
give back. And I think that's part of my personality, very empathetic personality, to

give something.

Just as a brief explanation to understand the context of Buddy’s statement, the phrase “don’t
be a seagull” comes from Professor Drew’s (2006) metaphor of a seagull that swoops into
communities, takes whatever it wants from people, and leaves a mess behind. Eady &
Rifenburg (2023) use this metaphor to promote more community-led research that builds up
communities, rather than just taking from them. | have kept this metaphor and its message in
mind throughout the design of this thesis and shared the metaphor with Buddy when
explaining the purpose of the study. Buddy then applied this metaphor in day-to-day life by

reflecting on how much people just take without giving back or contributing.

As Buddy explains, he sees himself as a very empathetic person, and that it is part of
his personality to give something. This self-presentation is in keeping with key findings from
classic research into mentoring. For example, Haggard et al. (2011) found that people who
were motivated by a desire to help others were most likely to engage in both career mentoring
and psychosocial mentoring. Levine Daniel et al. (2019) subsequently noted that mentoring
relationships are often defined by the mentor’s expectations and efforts. This means that these
people offer both mentoring in terms of life goals and personal development as well as
mentoring in terms of encouraging psychological progress and being a space for more

personal, emotional conversations. In the classical 1985 mentoring model developed by
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Kram, he notes that this type of mentoring, focusing on both types of function, is crucial for

mentees’ overall development.

This explanation of motive also fits well within the categories of mentor motives
developed by Janssen et al. (2016) as “integrated regulation” (p. 271). According to Janssen
et al. (2016), integrated regulation is a form of motivation where mentors see mentoring as
behaving in alignment with their personal values or needs. They understand that mentoring is
important in terms of social benefits, but they also feel that it aligns with their identities or
personal narratives. For Buddy, mentoring was a good use of his spare time, but also, he felt
the need to give back to the community based on his self-identification as an empathetic

person and used mentoring to do so.

Motivations then influence expectations, although mentor expectations are also
shaped by the training they receive from BBBSNZ before they begin their mentoring
relationship. In his video on resilience, Button states that “You're not there to fix and change
a young person. You're not there to have that wide influence and change things that are out
of your control.” Making this clear to the mentors sets them up to focus on what they can
control or influence, mainly, the mentee’s attitude or approach to life. This expectation of
mentoring outcomes lines up well with the findings of previous studies. In their meta-analysis
of the outcomes of mentoring, Eby et al. (2008) found that mentoring outcomes are strongly
related to the mentee’s developing positive attitudes to life. As Buddy puts it, | guess I'm just
providing a different perspective. [ mean, I can't replace Dad, Dad’s Dad. But I think in these
young people’s lives, they need other mentors that they can just, maybe, talk about something

to another person.

As we will see below, Buddy encourages Tom to solve problems as they arise using
the skills and resources available to him and provides him with opportunities to try new
things and meet new people, which builds his personal development. But they have also had
more personal conversations about struggles Tom has gone through, such as bullying at
school, where Buddy coached Tom on choosing to talk about his problems rather than

fighting his bullies:

Yeah, yeah, there was obviously some bullying and bits and pieces. So, we talked
about coping mechanisms and stuff like that. So, you know, ‘What would you do?”’
‘Oh, I'd just go, 1'd just go and punch them!’ ‘So, what's the outcome of that?’
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(chuckles) ... But I think that was that macho-ness. Yeah, because that's what boys do,
you know? Yeah, that's what guys do. And I said ‘No, they don't.” Talk about it.

Even though Buddy has such a practical, solution-focused approach to problems, he also
understands the need to talk through the problem and communicated that to Tom. Buddy was
able to step back from the immediate issue of bullying to see the bigger issue in Tom’s
perspective and how he was approaching the problem with a potentially harmful schema,
namely that boys don’t talk about stuff, they should just act. In this case, acting from this
perspective involved violence. Buddy provided Tom with a different perspective, providing a

space for Tom to talk through how he felt about the bullying.

As previously mentioned, Buddy is employed by the RNZAF. He also mentors within
the Air Force and ties these experiences into how he approaches mentoring with young
people to also help them develop resilience outside of the military. As Buddy puts it “l guess
I'm probably working on my own experiences and techniques from the resilient stuff that

we've sort of done with the Air Force.”

Buddy went on to articulate how he places considerable importance on applying a strengths-
based approach to mentoring that he has developed from his previous experiences of
mentoring and the importance of providing a supportive relationship to mentees. Matt relates
this orientation to the importance of mentors finding what they are effective at and

developing their own style of engagement that reflects who they are as people:

| really encourage mentors to be good at something in their mentoring, and whether
that's to be creative, to be encouraging, to be whatever it is, you know. And put your
own slant on it, put yourself into the mentoring ... Not forcing them, but you know,
just bring that part of yourself, the stuff that you're good at.

Correspondingly, Buddy’s sessions with Tom are usually activity-based, mostly football
because this is something that they both are interested in: “He's mad about football. So, it's a
lot of physical activity. I grew up with football anyway.” Buddy has also introduced Tom to
some of the other hobbies and activities Buddy enjoys, in this case, fishing, mountain biking,

and theatre:

Yep, I've introduced him to theatre, the backstage side of it. We've done a lot of
theatre construction, sorry, set construction, packing and those type of things. And

introduced him to fishing. Some freshwater fishing. So, the Manawatu is great for

38



that, yeah, yeah. ... We've gone for walks through the Manawatu gorge. I've taken him
mountain biking. We've done a little bit of, uh, we cleaned his bike once and helped,

sort of, repair it a bit.

As discussed below, the engagements in fun and shared activities also provide a good
opportunity for resilience-building through affording Tom opportunities to gain new
experiences and learn new skills. Their mentoring relationship creates a safe space for Tom to
try new things and pursue activities that he enjoys. Once such safe activity spaces in which he
and Tom feel comfortable and familiar with one another are established, more pointed
conversations become more possible. Such activity-based conversations have been found to
be central to how men communicate in caring ways with one another (Hodgetts & Rua,
2010). For Buddy, these mentoring sessions are not so much about forcing conversations or
life lessons on his mentee, but more about providing a safe space where his little brother can
just exist and do something outside of the house. Buddy shared feedback he had received

from BBBSNZ about how Tom perceives this time and the activities they engage in:

Well, from the feedback | get from Big Brothers Big Sisters, they keep relating back
to, ‘Hey, look, he enjoys the time with you. It's completely different to the family life
and his other groups and stuff like that.” ... ‘It's just a good space, you two together.’
It's just another realm, | guess, world, you could call it, that he can go to and still feel

safe, do the things that he enjoys, yeah. And then move back into the general routine.

The mentoring relationship between Buddy and Tom has provided Tom with a safe space,
one he enjoys being in. It offers him a chance to get out of his normal routine and spend time
with someone who shows him other opportunities and perspectives. Buddy can be there for
Tom, spending time with him as they enjoy shared hobbies and creating a space for Tom to
share any problems or struggles if he wants to.

Apparent throughout the quotes and discussion of this chapter is Buddy’s practical
orientation towards mentoring. He often relates back to lessons Tom has learned through
tackling practical issues together as they arise during their mentoring sessions. Having
someone in your life who helps you tackle problems and achieve your goals has a significant
impact on one’s resilience by building self-esteem and self-efficacy, feeling a sense of
belonging and purpose, and improving one’s confidence (Dutton et al., 2012). When
discussing his perspective on mentoring, Buddy related it to the ability of a mentor to teach

mentees new perspectives:
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Don't think you don't have anything to offer. We have a lot of life experience. And we
may not have come across the same problems, but the way we go around solving our
own problems, it might seem mundane to you at the moment, but that's quite big for a

young person.

Mentoring is a chance for a young person to learn new perspectives by watching the example
set by their mentor. This does not need to be something extraordinary that the mentor does,
but as Buddy points out, it can simply be how the mentor approaches life and its challenges in

a different way from how the mentor may have seen done before.

In this section, | have explored how Buddy got involved in mentoring and how his
approach relates to key concepts from social cognitive psychology to help explain his
motivates and attributes that have been associated with a willingness to engage the prosocial
act of mentoring. I have also begun to unpack how Buddy’s approach to mentoring influences
the outcomes of the mentoring relationship with his little brother. How his experience in the
Air Force has shaped his approach has also been introduced and will be discussed in more
depth later in the chapter. In the following section, the ways in which Buddy understands and
fosters resilience in Tom through their mentoring sessions will be discussed, specifically how
he teaches his little brother problem-solving skills in everyday situations and provides

encouragement to persevere.

Problem-Solving and Encouragement

This section documents how Buddy understands resilience in the context of his mentoring
efforts. We will look at Buddy’s understanding of resilience and how he fosters resilience
through teaching his little brother problem-solving skills and giving him encouragement
when Tom is trying new hobbies and activities. By basing the conversation on the
understanding of resilience Buddy uses, | can gain insights about the specific ways he fosters
resilience and where that approach comes from. When asked to define what he understood as

‘resilience’, this is what Buddy said:

Yeah, so resilience, | think, is working through a problem and being... proud of what
you've done? No, it's not the right one... Yeah, yeah, working through a problem. And
it can range from, I don't know, changing a wheel in the car to maybe a relationship

problem or, uh, a learning problem
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Problem-solving skills as invoked by Buddy have been established as a key protective factor
in building resilience for a long time (Ellis et al., 2017; Lou et al., 2018; Rutter, 1989;
Werner, 1995). Masten (2001) specifically defined resilience as the ability to overcome
challenges and bounce back from adversity. Buddy also articulates this orientation throughout
our interview that is grounded in engaging Tom in practical tasks from changing a wheel to
coaching him on managing his way through relational difficulties. As will become apparent
from this case, Buddy asserts that skills of resilience can be coached and learned practically

through exposure to solving problems.

The focus group revealed that resilience is something that Buddy is intentionally
trying to teach Tom in response to noticing the way his little brother tends to rely on others to
solve issues for him. What Buddy is teaching his little brother is not only how to solve
problems, but also how to face a problem and not avoid it when obstacles arise to frustrate his

efforts to solve it. Again, he anchors his examples in their practical activities

When we were fishing, we had, um, a tangle. Yeah, and my eyesight's not that good,
especially the close-in stuff. So, I had to get him to untangle it, and that was, yeah,
that was pretty frustrating, for both of us. Yeah, I've had fishing tangles before, so it's
not a biggie for me. But yeah, he did become quite frustrated. I said, ‘That's alright.
Let's take this in chunks. What do we need to do first?’ And, I think, we broke it down
into like 3 chunks and ended up pulling half the nylon off the spool and just cutting it.
That's it. ‘Well, that's effective, isn't it? We can still fish.” So, I guess, getting away
from that task focus bit of ‘Ugh, there's this massive tangle, I need to untangle it.’
‘Yeah, sure. You can have a go at it, but if it's not really working, and the fish are

running, yeah, just pull off as much as you can, snip it, put on a new hook. Go again.

This extract reflects the emphasis Buddy places on coaching Tom to engage problem solving
in positive and pragmatic ways. This account also reflects an understanding of resilience as
relating to not letting frustrations get a hold of you and learning how to break problems down
into more manageable chunks. Buddy proposes that Tom learning to do so aids him in
developing a flexible process to ‘bouncing back’ from frustrations (Ong et al., 2006; Masten,
2001). Through engaging in such material acts, Buddy attempts to teach his little brother to
view and approach challenges in a more positive manner (Garmezy, 1991) that can also help

foster feelings of self-esteem and success in overcoming problems. As Seligman (1995, p.33)
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puts it, “feelings of self-esteem in particular, and happiness in general, develop as a side

effect of mastering challenges... The feeling of self-esteem is a by-product of doing well.”

During the focus group, Buddy shared how teaching his little brother new skills of

resilience is achieved by exposing Tom to new activities and experiences:

I’ve mentioned he's gotten into fishing. We went down and surprisingly caught a trout
in the river! Gave us both a fright! Never catch anything. But now, yeah, he was with
his grandparents over in Tauranga and there he wanted to go fishing with Granddad
at the beach.

It is important for mentors to keep in mind the ripple effect of their time with mentees, where
their interactions may have a spreading effect in being transferred into other domains of their
mentee’s life (Bukko et al., 2019). Because Buddy taught his little brother a new hobby and
built Tom’s confidence with fishing, he was able to go out with his family and enjoy that
hobby with them as well with some success. Bukko et al. (2019) define this as the ripple
effect of building capacity within a mentee and developing their social capital network.
Buddy’s approach to solving problems and building confidence in his little brother has had an
impact on him and provided him with more opportunities to connect with the people around

him.

Buddy seems to engage in a positive, solution-focused approach to problems, role
modelling this optimistic approach to Tom. Buddy often sees obstacles as challenges he and
Tom can solve together, believing that either they possess the skills necessary to overcome a
problem, or that they can learn as they go (Korhonen, 2007). As Buddy states this often

involves learning to break problems down into more manageable chunks:

We may not achieve, we may not solve the problem, but we've bitten off maybe 30-
40% of it and it's made the problem a little bit less and maybe that is just enough for

them to go, ‘Ohh, it's not much of a problem now.

This approach is evidenced by Buddy’s story about the fishing tangle, where he encouraged
Tom to move beyond seeing the tangle as a source of frustration and instead consider what he
needed to do. He broke it down into steps: untangle it a bit, snip off the most tangled part, and
put on a new hook. It seems that Buddy is coaching Tom to move beyond focusing on the
problem itself and instead think about how to solve it or at least work through it enough so

that the problem isn’t such a frustration or obstacle anymore.
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Buddy has quite an optimistic, hopeful outlook towards his mentee and his efforts to
help Tom’s efforts to turn particular challenges into strengths. During the focus group, Buddy
talked about what his little brother wants to do in the future and in doing so disclosed to the
other mentors that Tom is challenged by a hearing impairment. Tom is almost eighteen and
beginning to think about what he wants to do for a career. Buddy talked about how his little
brother has a career in mind that Buddy thinks would be great for him. Buddy is optimistic
that his little brother’s hearing impairment does not need to impede his life and can see how

his little brother is making decisions that work with his hearing impairment:

But he, because he's hearing impaired, he wants to do PE [Physical Education]. And |
think that's perfect for a PE teacher because he can just sign to everyone, and they
can do what he told them. He could be halfway across the gym and not have to say

anything.

Though PE may seem an unusual choice for a person with a hearing impairment, Buddy
views it as something that Tom wants to do and thus Buddy has already begun thinking about
ways in which it could work, such as by signing to the children when he wants them to do
something. As previously mentioned, Tom enjoys outdoor activities, especially soccer, and it
is possible that his career goal reflects his interests. This quote exemplifies the optimistic and
hopeful approach Buddy has towards Tom, where he encourages him to pursue his dreams
and find solutions to any potential obstacles or challenges. Letting Tom share these goals and
providing him with positive encouragement also helps build his little brother’s self-esteem
and confidence in his decision-making skills, further fostering his resilience (Alvord &
Grados, 2005). He is also encouraging his little brother to be adaptable to his circumstances

and find solutions.

In this section, we have learned more about how Buddy views resilience and how this
translates to his time with his little brother. Teaching him problem-solving skills is the result
of Buddy’s understanding of resilience as primarily the result of successfully overcoming
difficulties. The impacts of this approach are intended towards helping build Tom’s
confidence and self-efficacy through their engagements in various activities, the lessons from
which Buddy hopes will transfer to other domains of Tom’s life. In the following section, we
will reflect on Buddy’s insights from the RNZAF, and how his employment has influenced

his approach to mentoring resilience.
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Royal New Zealand Air Force

This section considers Buddy’s employment with the RNZAF as a key influence on the way
he approaches mentoring, particularly in relation to his focus on fostering problem-solving
skills and resilience with Tom. Relatedly, I discuss more in depth Buddy’s perspective about
resilience that he has developed because of his employment. We will see how Buddy teaches
critical thinking to his Air force students and reflects on how this perspective related to the

training BBBSNZ provides their mentors.

Since Buddy emphasises problem-solving skills as a key factor for cultivating
resilience, | was interested to learn where this focus came from. | was curious about what had
led Buddy adopt this emphasis regarding resilience, and whether he felt it was a natural part
of his subjectivity and empathic orientation that he associates with his decision to mentor. Or
does this emphasis come from his work environment? His response revealed that both these
factors, and emphasised that skill development was associated with teamwork and

cooperation:

I guess, maybe getting into, you know, having problems yourself. So, I'll use work as
an example. So, in the back of the helicopter, I sit in the back of the helicopter.
Operate the winch, getting people in and out of the helicopter and stuff like that. And
I'm responsible for, we're basically the pilot’s eyes, anything right to the back of the
helicopter, because they can't turn around and have a look. So, we're describing what
is out there. We're painting that picture through words. So, an example would be that
the helicopter needs to get down in below, into the trees and then under something to
go and rescue someone. So, we paint the picture and provide a suggestion, ‘Let's do
this. Move the tail this way.’ Those type of things ... And then you get in there and go,
‘Ah, that didn't work. Hmm. How do we get out?’ or ‘Damn we can't move the tail
that way. How do we get in and out?’ So yeah, little things like that. So yeah, a lot of
problem-solving. Or there's an emergency with the aircraft. And you just go, ‘Hm,
OK. Are we still flying? Yes, we're still flying. Cool. Let's keep flying, eh. This is
great.’ Yeah, that's a good thing. And yeah, get out and go and get it fixed. Or go
back to base. So yeah, there’s all of these little problems that come up and you just

deal with them.

This account is about the resilience and adaptability that can come through dialogue and

teamwork. One of Buddy’s professed strengths is his way of seeing a problem in relation to

44



bigger issues and how he proposes that it is important to not get stressed and to remain calm
as a means of working through an effective response. It is also evident that he tries to be ‘the
calm head’ who is there to reassure others and to support them to not become overwhelmed
by a problem. This mindset informs his mentoring practice as a reflection of lessons he has

learned from his time in the Air Force.

As Buddy continues, he engages further with how his Air Force experience has given
him a particular perspective that influences how he approaches his mentoring with his little
brother to teach him how to render problems more manageable. Having been in dangerous
situations during his time in the Air Force, Buddy has developed the perspective that most
day-to-day challenges are completely manageable when compared to the challenges he has
faced in the past. Buddy talks around these issues in relation to how the problems and
obstacles that arise during mentoring seem much smaller when compared to challenges in

active duty in that there is not threat of violence or enemy ‘coming over the hill’:

Yeah, no one’s in danger. No one's coming over the hill with a gun and gonna shoot
you. Nah, we’re good. (chuckles) This is great. Yeah. Are you safe? Yeah. These
people are safe. Cool. Yeah, it can freak a lot of people out just thinking about it.

Yeah, you just go, ‘Well.’ You just gotta deal with it at the time.

Here, Buddy is putting emphasis on reassuring mentees that they are safe and so can be calm
and relaxed enough to explore and grow. He helps them place the problem within a context
where there is no danger or threatening circumstances, giving them the opportunity to take a
moment and think calmly about how they want to solve the problem. Implicit to this quote is
the idea that creating safe spaces for exploration are foundational to effective mentoring with
young people. By staying calm, Buddy provides others with an opportunity to also calm
down and work through the problem at a comfortable pace.

One of Buddy’s key methods for teaching problem-solving skills to his little brother is
to not give Tom the solution, but rather reassure him by emphasising safety and encouraging
him to approach problems as opportunities to learn and grow. Buddy’s approach is about
nurturing Tom’s independence by advising him on how to approach problems constructively.
This approach is supported by academic research by emphasising independent thinking and
thoughtful decision making (Widuroyekti et al., 2023). During the focus group, Buddy was
able to reflect more on his perspective of Tom’s growing independence and problem-solving

abilities when he discussed the resilience factors mentioned in the training video:
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| can see a few of those in my mentee. And again, over the time, helping him with
especially the independence, yeah. His fall back to, ‘Well, what are we gonna do
today?’ is “Oh, I'll ask mum... Even now, at 17. So yeah, he hasn't really developed -
and that's one of the things out of my control. Yeah, “When's football?” “I don't
know, ask Mum.” “What time’s the game?” “I don't know, ask Mum.” ... Yeah, yeah.

“Go and get ready!” type of thing. So yeah. Yeah, that was a really interesting thing.

In response to this statement from Buddy, Rocket (Case 2) suggested that perhaps Tom acts
this way in turning to his mother because Tom knows his mother is protective of him due to
his hearing impairment. Buddy agreed that this might be the case. “I think he has been
nurtured a little bit. Yeah, yeah, yeah, helicoptered.”

The term ‘helicoptered’ refers to a style of parenting called ‘helicopter parenting’. This term
was first used by Dr Haim Ginott in his book Between Parent and Teenager. It is understood
to refer to a style of parenting that is characterised by high warmth, high control, and low
empowerment (Nie et al., 2023). It is so named because such parents are seen as ‘hovering
over’ their child, overseeing every aspect of their child’s life. In their longitudinal study,
Perry et al. (2018) found that helicopter parenting styles were associated with a decrease in
self-reqgulatory skills in children. Perry et al. (2018) suggested that this style of parenting
reduces a child’s resilience by reducing their ability to handle challenges in life later.
However, it should be noted here that this is a highly cultural construct, based on societal
assumptions about what normal parenting and child development looks like. It is based on
cultural values of autonomy and independence that may not be shared by Tom’s parents. This

is something Buddy can’t control as a mentor.

So, Buddy uses his time with his little brother to help build his confidence in solving
problems and learning to rely on himself a little more. This approach of offering support, not
solutions, is one that Buddy takes when instructing and mentoring in the Air Force. Below
Buddy outlines key points of crossover between his mentoring practice in both military and

civilian contexts:

When | was instructing and teaching in the Air Force, when you've got your student,
they've got their own problems when they're flying and ... you've already gone
through the exercise lessons, so they know the information, but you were just asking
the questions: ‘So if this happened, what would you do?’ And they go. ‘Uhh, do
this.’... Why would you do that? And what made you say that when we did that?’ ‘Oh,
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we did this and this and this.” ‘OK, cool. Yeah. Have you thought about it through this
angle? Yeah, tackling this problem.’ ‘Ohh no, I didn't.” ‘Cool. Did that make it
easier? There you go.” Yeah. Yeah. So little, little, little subtle things. Rather than
telling them do this, do this, do this.

Evident here is how Buddy uses an open questioning technique to coach his mentees on how
to think critically about trying situation and to reflect on their responses and how they may
have responded more effectively. This approach is presented as a form of nudging mentees
gently or little by little so that they can learn and apply critical thinking skills. Buddy
repeatedly presents this mentoring strategy as preferrable to mentees remaining overly reliant
on him to find solutions for them.

Buddy also emphasised the need to impress on mentees the importance of them not
giving up on the first try. They need to learn from their failings and try again where necessary

by adopting different approaches to resolving problems:

And then also you can give them that support as well, ‘Hey, that’s alright.’, you know,
and relate the story back to yourself and say, ‘Yep, I broke this or didn't achieve this’
and stuff like that ‘And what I did is I went back and learned a little bit more, and

then came back, nailed it’” ... “Don't be afraid, for them, don't be afraid to fail. Yeah,

because that's how you learn. You're not gonna be good at something without failing.

Emphasis is placed in this account on the importance of accepting and learning from failures,
as well as learning how to preserver until one is successful. Such accounts also reflect the
emphasis Buddy placing on coaching resilience by showing his little brother how it is ok to
fail and pick yourself up and try again to remedy the situation and to learn from it. And that is
what is important to Buddy, that his little brother, and anyone else he mentors, learn skills of

adaptation and perseverance.

In this section, we have considered how Buddy draws upon his own experiences into
coaching his mentees in both the Air Force and his time with Tom to foster their resilience
and independence. Buddy has had to both learn and teach problem-solving skills and
independent thinking through his military job. He reporting trying to pass on this knowledge
to Tom during their mentoring sessions. The practical scenarios in which Buddy learned
resilience seems to also feed into how he coaches his little brother, relying on activities they
engage in to foster a resilient response. In the following section, I discuss in more depth the

new activities and hobbies Buddy has introduced Tom to over the course of their relationship,
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as well as how he is expanding his little brother’s network of opportunities and support.
Central is an emphasis on providing Tom with experiences that can be challenging to him,

and from which he can grow and learn to become more resilient.

New Activities and Networks

This section focuses on the new activities that Buddy has introduced his little brother to and
how they have navigated the challenges that come with related frustrations that can emerge.
New activities can bring with them frustrations for Tom and this is something Buddy and
Tom can work through together. In recounting such activities Buddy emphasises how these
new activities afford the pair opportunities to build Tom’s self-efficacy and confidence,
which further fosters his resilience (Parra et al., 2002). These activities can also be
understood as opportunities to participate in meaningful decision-making and enhance Tom’s
sense of connectedness and belonging, which in turn positively impacts his wellbeing (Oliver
et al., 2006). Wierenga (2003) found that young people have a greater sense of control when
they are involved in decisions that affect them and are given opportunities to participate
positively with others. My exploration of these issues leads to an exploration of how Buddy’s
mentoring has also helped cultivate a network of support for Tom through the pair’s

participation in various activities.

While we have already seen how Tom’s confidence and self-efficacy has been
fostered through the activities he and Buddy engage in, there have also been challenges and
discouragements with some of these activities. How Buddy and his little brother navigate
these is just as important as how they celebrate their achievements. Buddy presents their
engagements in various activities as offering lessons for Tom on how to adapt to different
situations and respond in positive ways. Buddy discussed how his little brother has been
discouraged in his pursuit of acting and is learning to detail with frustrations in life by finding

a ‘work around’ and enjoyment regardless of success:

Yeah. So he's a little bit frustrated. He's auditioned for shows, but he hasn't been
successful in that. He's learned singing. He's got grade... What did he do, grade one?
Grade two, | think, singing. And because of his hearing impairment, it's a different
teaching technique, I guess, from his singing teacher. Yeah, because he hears things
differently. Very muffled. Yeah. So, yeah, I guess that would be frustrating, but again

there's work arounds and he's seems to be enjoying the singing.
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Buddy encourages Tom to learn from smaller challenges and to work on enjoying himself
and gaining the confidence and motivation to pursue something he is interested in despite the
challenges associated with his hearing impairment and setbacks in landing acting parts. More
broadly, young people who are encouraged to be good at something are more likely to be
resilient (Katz, 1994). This is because this encouragement gives them a sense of what they
are good at, which becomes a positive element of their identities. Brooks (1994) also lauds
the role of encouragement in building resilience, explaining how emotional support and
encouragement from a significant adult are crucial for promoting self-esteem and resilience.
Encouragement “demonstrates the existence of people who accept and believe in them”

(Brooks, 1994, p. 551)

Matt Button also discusses this motivation to learn and be curious in the resilience
video as a factor of resilience. He refers to this as “having your eyes up”, seeing the world
around you and having the motivation to try something you have never tried or perhaps your
family has never done. Mentors can be a catalyst for this wider perspective by exposing their
little brother or sister to new opportunities, and this can become a significant part of their
overall development of resilience. As Buddy invokes his opening up opportunities for Tom to
learn how to engage positively with life more generally through the metaphor of opening

windows and doors:

And | guess it's like opening windows, or opening doors. Just a little door and you
have a look, have a peek through it and go, ‘Oh, that looks pretty cool through there.

Yep, I'm gonna go through that door. Or meet someone else.’

The other way that Buddy builds resilience within his little brother is through the trusting
relationship they have built together. By being a positive and supportive person in Tom’s life,
Buddy has also consciously increased Tom’s network of people he can rely on. Relatedly,
Werner (1995) found that resilient children often had a close relationship with at least on
competent and emotionally stable person who was attuned to the child’s needs. She also
found that resilient boys had a male in their lives who served as a role model who could
support them to become more emotionally expressive. As mentioned, Buddy does not focus
on having deep conversations with his little brother just for the sake of it, and has focused on
building trust with Tom through their engagements with various activities, from which open

dialogue often springs. When asked if Tom had shared any experiences of frustration or
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disappointment in relation to trying new hobbies, particularly in relation to theatre, where

Tom must go through an audition process, Buddy stated:

Umm... No, he doesn't. He doesn’t seem that discouraged. I think he is, on the inside,
but, yeah, he doesn't, sort of, wear it outwardly. Yeah. Yeah. It's more from the
parents, ‘Ohh. You know, he might be a bit sad he missed out on this.” and I'll say,
‘OK, cool.’ Yeah, and I'll leave it to him to broach the subject. I'll ask him, ‘How did
it go?’ and he’ll say ‘Ah, I didn't get in.” ‘OK. Yeah, do you wanna...?’ ‘Nah’ ‘OK’.

I'm not going to push it, so yeah.

Evident in this quote is the emphasis Buddy placed on building trust by being attuned to
Tom’s needs and leaving the door open for more depth of conversation or emotional
expression regarding frustrations or stressors Tom may have, but not pushing Tom to open up
emotionally until he is ready. Many of the activities that Buddy has exposed Tom to are
continued by Tom even when Buddy is not around, including fishing and auditioning for
shows. Buddy then checks in with Tom by asking ‘how he has gone’ with such activities and

as a means of engaging Tom in conversations that are anchored in is real world experiences.

Buddy and his little brother have been together for some time now. Tom is the oldest
mentee in the program and getting close to graduating. Buddy also reported positively that he
can see that Tom is beginning to give back to the organisation now that he is a bit older as an

expression of his increased openness to networking with other people:

Yeah, he would be the oldest and he’s getting in there and meeting some of these kids.
Yeah, he can talk to people easily, which is great. But yeah, even helping out, he
helped out on, I think, Esplanade Day. I couldn’t make it. So, he went along and
cooked barbecue and did things. So, there’s that generosity starting to come back.

Yeah, it’s pretty cool.

Zimmerman et al. (2013) refer to these kinds of helping out activities as prosocial
involvements that can become central to mentees growing positively, gain a sense of
belonging and community, and opportunities to pursue shared interests with others, and
acquire personal and interpersonal skills in the process of participating in the organised
activities (Lerner et al., 2005; Mahoney et al., 2005). These times that Buddy’s little brother
engages with BBBSNZ and volunteers his time to help the organisation and to meet with the
younger brothers and sisters, he is building his individual cognitive and behavioural assets, as

well as building connections to resources that foster his positive development (Zimmerman et
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al., 2013). But as Buddy points out, it is also a demonstration of generosity and Tom’s
willingness to giving back to the community. Buddy’s accounts of Tom’s efforts suggest that
Tom has developed resilient qualities and some resilience during their time together and with
the organisation.

Chapter Discussion

This first case has focused on Buddy’s storying of mentoring Tom and how their
relationship has developed over the past seven years. Mentoring is invoked as an extension of
Buddy’s prosocial orientation towards life, as he teaches coping skills and a problem-solving
to his little brother in an effort to cultivate Tom’s resilience. In the first section, we saw why
Buddy got involved with mentoring to give back to the community. This decision to
contribute appears to be central to Buddy’s sense of self that he associates with the decision
to participate in the BBBSNZ mentoring program and apply the coaching skills that he has
developed from his time in the military (Janssen et al., 2016). Buddy’s involvement in the
mentoring program in the RNZAF is also an extension of his values and how he ties his Air
Force and youth mentoring experiences together. How Buddy has introduced his little brother
to new activities and the positive impact of this was also considered, revealing the activity-

focused nature of their sessions.

In the second section, we looked deeper into how Buddy conceptualises resilience and
how this relates to his broader proactive and solutions focused outlook on life. Buddy is
optimistic and his hopeful approach to problems was a key focus on this section as we saw
how this influences his relationship with Tom and their time together (Bukko et al., 2019).
This focus lead into the third section that explored Buddy’s involvement in the RNZAF in
terms of how he developed is positive and solutions focused approach to mentoring Tom that
involves coaching him to solve problems for himself. We saw how the new activities and
networks that Buddy has introduced Tom to opportunities to develop his own sense of
efficacy and resilience in not only solving small problems, but also accessing and extending
his network of support, whilst improving his self-reliance. We also noted how Tom is
beginning to act out the values of generosity Buddy has exposed him to and is starting to give
back to BBBSNZ.

In Buddy’s case, it would seem that his employment influences his approach to

mentoring. Such employment has taught him a grounded, realistic perspective of a problem
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and Buddy has learned to persevere until the issues is resolved. He then passes on this
knowledge to Tom through encouragement and guidance. From the perspective of the BBBS
training, it can be understood that the role of a mentor is not to fix or change and young
person’s life, but rather to support them as they navigate life’s challenges. As Buddy puts it,
mentoring Tom is about providing “another world that he can go to and feel safe.” Buddy
has a strengths-based approach to mentoring, where he encourages Tom in what he enjoys.
He holds hope for him and his future. Having such a role in Tom’s life affords Buddy the
opportunity to help him achieve his goals and Buddy enjoys seeing him succeed. This
relationship can foster resilience in numerous ways (Dutton et al., 2012). We will see that in
Rocket’s and Harrison’s chapters as well, which both provide different insight into the
position of a mentor in a young person’s life and how they each interact with their mentors to

foster resilience.

The most consistent resilience factor invoked by Buddy is problem-solving skills.
Buddy approaches resilience as the ability to overcome problems, bounce back, and being
proud of how you approach life. Through his story, the impacts of being confident in your
ability to solve and overcome problems became apparent. Buddy imparts problem-solving
skills to Tom by engaging him through various shared activities, some of which Tom has
picked up and continues to engage with even when Buddy is not around. Tom branching out
to engage in additional activities such as auditioning for acting roles and taking singing
lessons suggest that he is gaining self-confidence from experiencing successes in solving
problems for himself. Buddy proposes that Tom has increasing confidence to give things a
go, solve problems as these arise and not let things not going his way get him down or
discourage his efforts (Parra et al., 2002). When the concept of problem-solving is applied so
holistically through mentoring, it can have significant positive impacts on a mentee’s quality

of life and sense of resilience (Werner, 1995).

Buddy’s story also revealed the importance he places on mentors adapting to the
needs and interests of mentees, which in this case relates to getting out of the house to engage
in fun activities. Buddy positions himself as offering opportunities for Tom to have fun and
experience success. He is there to encourage and support Tom to develop a positive outlook
and life skills that support his self-efficacy and resilience. This case reveals how a mentor
simply being there for a young person and taking the time to share little moments of learning
with a mentee can contribute to the young person’s overall positive development, revealing

the ripple effect described by Bukko et al. (2019) as central to effective mentoring.
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One recommendation about fostering resilience that arises from this chapter is that
mentors should focus on their time with their little brother or sister as an opportunity to allow
that young person to pursue their own interests and the mentor can be there to provide
encouragement and support. Mentors may begin their relationship thinking that they have to
come up with all these activities and ideas for their little brother or sister, which is something
Rocket mentions experiencing when she began. However, Buddy’s story reveals the value of
allowing the mentee to engage in meaningful participation by being allowed to decide what
they would like to do, thereby building their own confidence and independence within the
relationship (Oliver et al., 2006). From these activities, there may arise further opportunities
to build other aspects of resilience, such as problem-solving skills, generosity, sense of

belonging, and other valuable resilience factors (Dutton et al., 2012).

Overall, this case has highlighted the everyday acts that occur in a mentoring
relationship that foster resilience in the mentee. Simple activities such as fishing or soccer are
still great opportunities to teach problem-solving skills and coping strategies. Buddy has quite
a humble idea of his influence on his little brother, seeing these moments of encouragement
as just a regular part of mentoring. It is possible that a lot of mentors are unaware of the
difference they are making in their mentee’s life or the scope of their influence on the
outcomes of that young person’s life. This chapter has shown how by simply bringing all
their strengths and insights to the relationship, mentors can have a huge impact on the
resilience of a young person (Bukko et al., 2019). In the following chapter, | will discuss
Rocket’s experiences of mentoring a young girl who has challenged all the assumptions she

had about mentoring and what that relationship looks like.
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Chapter 4: Rocket
This chapter presents a case that challenges many of the common assumptions made about
mentoring by focusing on Rocket’s journey as a relatively new Big Sister. Rocket has been
mentoring her 12-year-old little sister, Sally, for a year now and has found this experience to
be both eye-opening and fulfilling. This is her first match since joining BBBSNZ and her first
time mentoring someone as young as Sally, though she has mentored adults and worked in a
youth intervention program before. Sally lives in the small town of Feilding, near Palmerston
North, and they enjoy various fun activities during their setting and sessions together. Rocket
works in the army, where she has had experiences with mentoring various adults. As will
become evident from the case below, mentoring a young child has turned out to be a

completely different experience.

Rocket came from a modest beginning, referring during the focus group to the “below
average public high school” she attended. She values the community in which she grew up,
where everyone knew everyone and there was a strong sense of stability in the
neighbourhood. She reflected on the benefit of that when, during the focus group, Harrison
raised the point that an environment like that would provide a strong sense of belonging and
anchorage. Rocket can see similarities in her Sally’s childhood as well, where Sally has a
strong, close family around her, which has led Rocket to re-adjust her expectations of what

her role in Sally’s life would be, as we will see below.

My analysis for this case explores the insights and observations shared by Rocket
during her interview and engagement in the focus group. Of particular note is how her
perceptions of mentoring have changed since she began, how she sees herself in her little
sister’s support network, and what she has learned about the role parents play in a child’s
mentoring experiences. Rocket’s reflections on these topics provide rich information about
the assumptions we make when evaluating mentoring outcomes and gives food for thought
about the external influences that impact the resilience of a young person being mentored.

Mirroring to some extent the structure of case one, I begin by reflecting on Rocket’s
assumptions about what mentoring was going to be like before she began, and how her
expectations reflect the understandings that many people, including researchers, hold about
mentoring and the life circumstances surrounding young mentees. Rocket’s own experiences,
as well as the internalisation of typical social commentary, appear to play an influential role

in shaping her preconceptions regarding mentoring. From there, Rocket’s understanding of
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resilience is considered, along with the factors she sees in her little sister’s life as resilience-
building. Sally has a strong family network and an enthusiastic orientation to life that seems
to help her move easily through life in the sense of forming relations with others and
navigating social situations. Finally, | delve deeper into the role of parents in mentoring by
reflecting on Rocket’s experiences, both in her personal life as well as her little sister’s life.
This is a topic often overlooked when considering the impact of mentoring on outcomes.
However, it seems to be a key factor in Rocket’s approach and how she presents Sally’s
resilience and coping skills development. The case study concludes with a discussion on the
overall insights from Rocket’s story and how these insights deepen our understanding of

resilience and mentoring.

Mentoring Expectations versus Reality

This section discusses the assumptions Rocket presents about mentoring young people and
what involvement in the mentoring programme with BBBSNZ would be like, both for herself
as a mentor and the mentee. Assumptions about what mentoring will look like has been
associated as either a predictor of success or the underlying force of failure (Spencer, 2007).
This makes pre-assumptions an important consideration for understanding the efficacy of
mentoring. As Searby (2009, p. 10) puts it, “Prior life experience, fears, cultural
interpretations, myths, and core values are wrapped up in the personal packages adults bring
into the mentoring relationship.” All of these factors influence the kinds of assumptions a

mentor will carry and apply to their mentoring relationship, especially at the start.

Rocket started mentoring with preconceptions about what she might achieve in helping a
young person, which were quickly challenged once she met and got to know Sally and
realised that she herself would also gain from the experience:

So, I got into it thinking I was doing like this amazing, you know, thing that | thought
was important and important for somebody else and important for being part of the
community and part of society. ... So, I did it for all of these, sort of, ‘right reasons’.
What | hadn't thought about at the time was how amazing it was gonna be for me as

well.

What a mentor conceptualises as the value or role of mentoring can also influence their

assumptions about what mentoring should look like. Rocket went on to discuss how she
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values assisting in the development of people and how she believes external support is vital

for this development:

I've got a passion about people, yeah, and about development and about all sorts of
things like that ... | guess I value that people need somebody in their lives for different
reasons at different stages of their lives ... Kids haven't chosen what life they've been
born into. And what opportunities that do or don't come with that. So they just get
what they get. So, and I also think that it's really valuable, you know, as kids go into
teenage years that they have people inside their life that's outside of family, you know,
cause even if they've got really close, older brothers or sisters, aunties, cousins,
uncles, whatever that looks like, they're always involved in the whole family
dynamics, the whole family political, the whole everything. You know, so it's

important that kids have somebody in their life that's there for what they're there for.

As we will continue to see, Rocket understands mentoring as an opportunity for a young
person to have someone separate from the family to support them. She doesn’t assume a
deficit within the family, but instead recognises the inherent dynamics of a family and how

having someone outside of that can be beneficial for the young person.

Rocket has been able to realise that, while mentoring is a prosocial behaviour that
contributes to society, it also has multiple benefits for the mentor themselves. As Ghosh &
Reio (2013) point out, effective mentoring is collaborative and reciprocal, and it is not only
the mentee who benefits. While Rocket voiced pro-social motivations for getting involved

with mentoring in the first place, she has also developed personal benefits from it.

Rocket goes on to talk about the fun activities she does with her little sister and how
much enjoyment she gets from their sessions together. They do all kinds of activities, usually
with Rocket letting Sally make the decisions. Rocket talked about how active Sally is and

mentioned how they can end up doing seven or eight activities during their sessions together.

And we do a lot of things. She's into everything and we'll do, like, in four hours, we
might do eight things. It's crazy ... So, like last weekend, what happened? She came
over, we did some quizzes on YouTube. We went out for pancakes. We went to the
museum. We went to the park. We played some board games. Yeah. Yeah. So,
normally it starts at my place. We've done some night ones because I've got a

projector and we've done, like, outdoor movie nights and popcorn and stuff like that.
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Being able to just enjoy her time with Sally and just do fun activities with her was not
at all what Rocket had thought was going to be the situation after the training that focused on

Worse case scenarios:

Yeah, because there was a lot of conversations in the training about what, you know,
as | said, what you can and can't do. What if you come across something that you
don't think is right or is unhealthy? What if you get pressure put on to help out and do
things that aren't part of what that should look like, you know, all of that. But I've had
none of that. ... A lot of discussion on the training is really kind of the worst-case
scenario. And yet | guess you need to be front loaded with what the worst picture
might look like. Versus what, like, particularly mine looks like is none of what we

learned about.

Here, we can see how the training information led Rocket to certain assumptions about what
mentoring would like, most of which related to the likelihood of negative interactions or
difficult scenarios. She was pleasantly surprised that her initial interactions with Sally were

far more positive.

During the focus group, the mentors did agree that the problem orientation of the initial
mentor training was important for the safety of the mentors and mentees. However, it did lead
Rocket to initially approach mentoring with a defensive mindset that she then had to rethink

when the situation proved very different and positive:

I guess, | was expecting it to be tougher than it was. But | guess that was some of my
own preconceived ideas, you know, because we were learning the worst-case scenario

of what we should do with this financial or family or violence or alcohol.

Rocket refers to how the initial training and her related negative assumptions lead her to
approach the initial engagements with Sally more defensively than was perhaps warranted.
More specifically, she goes on to talk about how she was initially wary of the young person’s
family and how they might make it difficult for her to build a relationship with them and

Sally that could enable the mentoring to run smoothly and effectively.

There is also prior life experience that Rocket brought into her approach to mentoring
that also influenced her initial orientation. Some of these preconceptions that Rocket had
about mentoring came from her experiences in the army. She was once posted to a youth

development program, where young people were sent by WINZ because of concerns about
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their life trajectories. Many young people in the program did not necessarily want to be there
and tried very hard to get kicked out. Rocket referred to this program as an ‘ambulance at the
bottom of the cliff’, where so many of the young people were already in trouble or struggling

and were not open to guidance or coaching:

Years and years and years ago, for example, |1 worked at one of our units which is
called One You, which is a youth development unit and we... It was, for want of a
better term, a bit of a six-week army boot camp style training for 17 to 24-year-olds,
that are referred on from WINZ that are off the tracks ... But, you know, I've worked
in that ambulance at the bottom of the cliff ... But you know, definitely learned some
skills in that role. It's really tough to lead people and mentor people that have been
court ordered to be there. Yes, you know, like when you're leading people in the
workplace that have made an effort and applied for your organisation and have
chosen to be there, it is a whole lot easier to lead them than the people who, like,
‘You're going there because if you don't go there, you're losing your unemployment
benefit.” You know, and from day one, they're just challenging the process to want to
get out, you know. But you learn all sorts of things about yourself as a leader and
about how you can deal with stuff, you know, and be a little bit calmer and less

reactive and stuff like that.

Rocket saw her joining BBBSNZ as a mentor as a chance to help prevent young people from
getting to this point by intervening early in their lives with effective mentoring: And, it's quite
nice, |1 saw this mentoring programme (BBBSNZ) as an ambulance at the top. You know,

dealing with kids before they had to come to something like that.

Above, Rocket makes an important age-related comparison between the reluctant
mentees from ages 17-24 in the Army program and her work with younger children like Sally
in the BBBSNZ program. The account suggests that Rocket holds the assumption that
mentoring can prevent negative outcomes by influencing the life trajectory of a young person
towards a more positive direction. Rocket appears to have entered the BBBSNZ mentoring
programme with the assumption that the mentees had likely already begun to follow negative
life paths in response to their adverse living conditions, which could lead them to be subject
to harsher interventions later in life. However, these assumptions were challenged once
Rocket encountered Sally. Instead, she met a confident, enthusiastic young girl with a loving

family and a strong support network:
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So, you know, what | imagined was quite different than what I've ended up doing. So
you know, I, kind of, in the first bit, I was kind of like, ‘Wow. What? What am 1
doing?’ You know, there is this really good support network around there of a young
child or young adult that is resilient and is amazing and social and involved in things.

You know, it wasn't anything | thought it was.

It became clear very quickly that Rocket did not need to be so intervention-focused, but

rather to be a friend to her little sister as another person for her to rely on and support her.

Emelo (2006) categorised assumptions as either prescriptive (what the individual
thinks should happen) and causal (how the individual thinks things should work, and the
conditions under which these things can change). Many of Rocket’s initial assumption about
her role as a mentor were prescriptive, such as when she thought she would be only giving in
the relationship and had not thought about what she would gain from the relationship. Her
causal assumption about the preventative role of mentoring was also challenged when she

met a young girl with a bright future based on her personality and mindset.

What is so important about the assumptions noted above is how Rocket has
consciously become aware of and willing to rethink them. Zachary (2000) and Emelo (2006)
identify this as a process of ‘assumption hunting’ that involves a person becoming aware of
assumptions, examining them, determining their validity, and where appropriate shifting
one’s perspective accordingly. Doing so can enhance the possibility of success in the
mentoring relationships, especially when done early on in the relationship (Searby, 2009).
Rocket has been able to adapt her ideas about what mentoring should like and what her
specific situation is like in order to provide her little sister with the most relevant and helpful

mentoring possible.

Coping and Support

This section explores Rocket’s understanding of resilience. I offer an understanding of how
her viewpoint about resilience offers additional insights into the link between a nuanced
understanding of resilience and such mentor’s approaches to the mentoring relationship. How
such mentors understand resilience seems to reflect their own experiences from when they
have felt resilient or what they have seen to be resilient behaviour in self and others. Rocket
focuses on two key elements when presenting her account of resilience. These are (1) the

ability to cope with life and (2) having a support network. This section begins by exploring
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the first element before moving on to look at the family situation as the primary support

network for Sally, which fosters her resilience.

As noted just above, Rocket talked about resilience as the ability to cope with life,
which is similar to the common understanding of resilience found in the literature, often
described as ‘bouncing back’ (Ungar, 2008). For Rocket, this is about acknowledging
disruptions and trials in life, acknowledging your reactions, and the ability to actively work

through challenges to achieve desired outcomes:

So, it's like the resilience is, like, how do you go. ‘OK, I'm anxious about this change
of what I'm doing. How do | deal with it? How do I get through it? | may still have it,
but how do I get it to a level that | can, yeah, continue to function. How can |
recognise that it is nice and normal and move on from that? And, like, what are those
coping strategies? How do | deal with the anxiety if it's because something that's
happened unexpectedly? How do | process it, acknowledge it and move through that?
How do I work still holding those feelings? Or how do I get rid of them?’

Rocket emphasises the importance of developing the ability to be able to normalise emotions
and feelings about challenges in life or testing situations without letting these interfere with
one’s general functioning or coping. For her, resilience is about processing problems in a
healthy and constructive ways in order to move forward in life. Rocket’s orientation here also
echoes Buddy’s sentiment about resilience being built on a person’s problem-solving skills.
This similarity could be due to both these participants working in the Defence Force, wherein
they both face obstacles on a daily basis and see resilience as the ability to move forward

despite of these challenges.

When asked about how she teaches or models this orientation towards problem
solving resilience in life with Sally, Rocket quickly assured me that her little sister already
shows so many of these aspects of resilience. Rocket proposes that she has not needed to help
build these in Sally. She admires how her little sister copes with life at such a young age.
Rocket goes on to talk about how her little sister is just taking things in her stride and

enjoying the adventure of life:

But, you know, there's probably lots of things | apply that I don't recognise what I'm
doing. But | do say, I've got an amazing little sister, with none of the challenges |

thought I'd have, so there's a lot of things | haven't had to do because I haven't had to
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do it with her because she's twelve and she's enthusiastic and excited and we've got no

behavioural challenges or none of that stuff.

Rocket attributes Sally’s resilience to her positive family situation, which moves us on to the
second core element that Rocket associates with resilience; having a support network. Here,
we take a slight detour from our focus on how mentors foster resilience to look at the
resiliency factors present in Sally’s family. Doing so provides an important backdrop to better
understand Rocket’s contribution in promoting the resilience of not only her little sister, but

the whole family as well:

So, her mum'’s a social worker. So, you know, so her mum's got training and, like, her
mum's really onto it, she’s fantastic. She's got a really tight family group. ... So,

there's a lot of family stuff that's super supportive. Yeah, they just deal with life, yeah.

Relevant here is the literature on family resilience, which shifts the focus away from
individual traits that enable or foster resilience and toward the influence of positive
relationships within the family and with external supports such as mentors (Black & Lobo,
2008). Research has identified multiple factors that contribute to the overall resiliency of a
family. Relevant factors for this case study include optimism, family cohesion, flexibility,

and an extended network of support (Black & Lobo, 2008).

Rocket’s little sister comes from a blended family, with lots of aunties, uncles, and cousins
who are active in the children’s lives. Sally lives close to her grandparents and refers to her
stepdad as her own father and now has Papa and Dad. One story Rocket shares highlights the

presence of these resilience factors in her little sister’s family:

Just in the last few months her stepdad’s, I guess, ex-partner has moved down to
Palmerston North with a stepbrother and a stepsister to her, and they've just moved
bedrooms all around in the house. And she's like, ‘I'm just, just like last weekend, 1
just, like, moved into my brother's room cos now my brother needs to share with my
stepbrother when he stays for the weekends and that.” And she's like, ‘Oh. It was
really cool. We've cleaned out the room and I got a new duvet.” You know, so not

feeling shoved out of her room and like family is family.

This extract speaks to the way this family can adapt to changing circumstances to ensure that
the whole family is cared for and accommodated. According to Black & Lobo (2008), a

healthy family is able to adjust and shift to accommodate for changes in the family’s needs.
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Rocket mentioned how Sally did not seem to be fazed at all by the recent changes, but rather
took these in her stride and focused on the positive aspects, including her receiving a new
duvet. This optimism is another sign of a resilient family, where possibilities are affirmed,
and members of the family remain hopeful (Black & Lobo, 2008).

Also emerging from Rocket’s account is her understanding of the importance of the
strong sense of cohesion within Sally’s family unit. All members are accommodated and
taken care of. The development of new relationships are facilitated and appear to flow
smoothly. Rocket’s little sister feels safe and included in her family, no matter the changes,
and this also appears to be central to her personal resilience (Rutter, 1987). Family cohesion
enhances a family’s belief that problems that arise are manageable, meaningful, and that they
will achieve a healthy, or even improved, level of reorganisation and adjustment afterwards
(McCubbin et al., 2002; Walsh, 1998).

Rocket also proposes that Sally also displays resilient qualities that are worth
discussing here. Sally is characterized as a confident, energetic, positive girl with a strong
social network of caring adults. When discussing temperamental characteristics of resilient
children, Werner (1984) described them as characteristics that provoke a positive response
from family members and strangers, such as pronounced autonomy and a strong social
orientation (Zolkowski & Bullock, 2012). Zolkowski & Bullock also discuss positive
emotions and exuberance as a strong indicator of a pro-social disposition and behaviour,
which is also strongly related to resilient outcomes. Rocket’s little sister demonstrates all of
these characteristics according to Rocket, suggesting Sally already exhibits a high level of

resiliency.

Rocket repeatedly referred to Sally as someone who “knows her own mind” and
demonstrates a strong sense of self, which is related to positive self-esteem (Fathi-Ashtiani et
al., 2007). This personal disposition is contextualized in relation to Sally having significant
attachment figures in her life, such as her parents, grandparents, aunties, uncles, siblings and
so forth. Rocket characterizes her own efforts as one contribution to a larger familial effort to

support Sally:

| had a really soft landing with mine [mentee]. Mine’s from a fantastic family with
lots of good family support and lots of good independence and her mum’s a social
worker and just recognises that it’s important for kids to have somebody outside of

the family. Because they 've got a very big family that are very, very tight.
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Resilience theory and research emphasises the importance of strengths-based approaches that
purposefully focusing on the strengths and positive aspects of personhood that can be
supported and fostered. This is seen as preferable to reducing exposure to risk or focusing on
negative aspects of a person and their situation (Zimmerman et al., 2013). Rocket’s little
sister has many protective factors within her life to assist her in creating resilient outcomes
and reactions to future adversity. In this relationship, Rocket can focus on providing Sally
with any additional support and helping her continue to foster these resilient aspects of life as
her circumstances change and she develops further.

This leads us to discuss what Rocket’s role is within this network of a child who
already has resilient qualities and comes from such a healthy, resilient family. When a person
or family is already thriving, it can be tempting to see that unit as self-sufficient and question
the need for an external mentor. However, research has found that such an external mentor
often emerges as one of the key factors that help a family stay strong (Luthar et al., 2000).
Supports, external to the immediate family, can serve as another source of information,
respite, services, and information for young people (Seccombe, 2002). Rocket is this external
support for Sally, offering another positive relationship, outside of the family, in which Sally

can also feel supported and cared for:

What | imagined was quite different than what I've ended up doing. So, you know, I,
kind of, in the first bit, [ was kind of like, ‘Wow. What? What am I doing?’ You know,
there is this really good support network around there of a young child or young adult
that is resilient and is amazing and social and involved in things. You know, it wasn't
anything I thought it was. And then it was like, ‘Well, what am I doing? Where do I fit
in this?’ But actually it's, I guess, it's somebody out, like I said earlier, Somebody
outside of the family that I've got no engagement of... doing the right thing because
I'm an auntie or a cousin or this or that. Like, | don't know all of the other dynamics. |
only know what | hear.

This family dynamic was another related aspect of the mentoring relationship that Rocket
was surprised about when she began mentoring. It can be quite difficult for a mentor to find
their place in their mentee’s life, especially when they can see that the role they thought they
would have has been fulfilled. Rocket has been able to realise the value of her role as an
external support for Sally. Rocket sees their relationship as a safe space outside of the family

where Sally can be herself and discuss what is going on at home knowing the conversation
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will be kept in confidence. Rocket’s ability to develop and adapt to the situation is a key
focus in the analysis below, where we will consider how this skill benefits this mentoring

relationship.

Adapting to Change

In their research into what makes for a positive mentoring relationship, Drew &
Spencer (2021) found that there was no specific approach to mentoring that worked best.
Rather, the success of a mentoring match and the ability of the mentor to provide support
seemed to rely on the mentor’s ability to adapt their approach to the relationship in harmony
with the specific circumstances of the match. Rocket has had to adapt much of her thinking
and the approaches she has taken in the past to better suit her little sister’s unique situation.
As discussed, this match was not at all what Rocket was expecting in terms of Sally’s needs
and familial situation. Her ability to change her approach to better suit her little sister has

helped greatly in making this a successful mentoring relationship, one that they both enjoy.

Rocket has taken her little sister’s pace of activity in her stride, accepting her little
sister and her way of spending time without any judgement or control. While this is
something Rocket has done simply because of how her little sister is, this response
orientation towards Sally also contributes to the quality of their relationship. Drew & Spencer
(2021) go on to discuss that they found that a focus on having fun and sharing in the
relationship seems to be correlated with the young person being open to receiving support
from a mentor who ensures that the young person enjoys their time together. Thus, focusing
on just enjoying their time together and engaging in shared activities improves the quality of

that relationship for Rocket and Sally.

During the focus group, Rocket mentioned that the high-speed pace of their sessions
together seems to be slowing down now, with her little sister seeming to shift towards not

trying to cram in as many activities during the time they have together:

In fact, it's been funny, the last month or so, things have calmed down with our visits
... But we seem to have calmed down a little bit lately. Were just managing to do like

three things, not twelve things.

Again, here we see an orientation toward the mentoring relationships whereby Rocket adapts

to the changing dynamic and in response to Sally’s lead. Being attuned to the mentee’s needs
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and changes in behaviour allows the mentor to adapt to this and be responsive to the young
person’s new preferences throughout the match (Drew & Spencer, 2021). Again, we see this
benefit of being adaptable to change, as Rocket’s little sister develops and changes over the
course of their mentoring relationship. Rocket seems to understand that change is a normal
part of life and is happy to accommodate her little sister as their relationship and time
together changes. Even during the discussion about resilience factors in the focus group,

Rocket also noted the dynamic nature of resilience:

Well, 1 think these (resilience factors) change, like, I mean, while they are who you
are as a person, it does also change at different stages of your life depending on what

you 've got going on.

Referring back to Rocket’s idea of what resilience is, she sees it as successful adaptation to
changes in life. And here we can see how comfortable Rocket is with change and how she
can understand how dynamic a resilient response can be depending on the situation and stage
of life.

As Sally enters her teenager years, Rocket’s outlook could well become a significant
source of support as she navigates the different changes in her life, likely relating to school,
social circles, and daily routines. This is something that Rocket is already beginning to think

about:

She’s fantastic, and she’s a bit of a tomboy and she knows her own mind and none of
that terrible 12/13/14 year old stuff is happening yet. But | suspect it will happen.
Cos, yeah, we’ve all been teenagers and we're all a bit feral during that time. I've got

a 24-year-old son, so it’s been a long time since I've gone through it (group laughs).

Anticipation based on life experiences emerges here as a key aspect of Rocket’s orientation to
this mentoring relationship, in that she is already thinking about how to support Sally when
she begins a new stage of life. This preparedness can greatly assist Sally in also adapting to
change in a resilient manner. As Afifi (2018) argues, social relations could be the strongest

source of influence on a person’s ability to adapt positively to change.

Rocket is able to provide her little sister with not only a strong example of how to
adapt and embrace change, but also as a support person for how Sally might work through
life-stage changes. Relevant here is what Matt Button discusses in the resilience training

video about the core, primary role of a mentor:
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How can we nurture a young person? Well, it's really clear. We care. We nurture a
young person by regularly, consistently turning up ... And that's the role of the
mentor, to be like a stake in the ground next to a young person, providing that
stability and a listening ear as they go through this particularly tumultuous time of

life.

Rocket may not need to have as active a role in Sally’s life than she had first anticipated, but
simply being there for her, consistently and with stability, offers Rocket a chance to have a
positive influence in her little sister’s life. Below we will discuss the other source of support

in Sally’s life, her family, and how Rocket can and does operate within this support network.

The Role of Parents

This section discusses the interesting point raised by Rocket about the role parents play in
their child’s mentorship. Often, parents are forgotten in research about mentoring, where the
focus is placed largely on the organisation, the mentors, and the mentees (Rhodes, 2002).
Even research that does focus on parental involvement (e.g., Spencer et al., 2011; Keller,
2005) focuses more on such involvement once the mentoring relationship has begun.
However, parents play a significant role in a child engaging with a mentoring organisation in
the first place. This insight came from Rocket’s reflection on Sally’s situation and how her

family already foster her resilience:

The parents need to make an effort to know about the programme, to want to be
involved, to go to the interviews, to do all of that. Yeah, you know, so there's still a
commitment of a parent that cares enough to have their child in it and also, I guess, is
willing to admit that they recognise that maybe they need that as well, so there's a bit

for not being as willing to ask for help.

As Spencer et al. (2011) point out, often parents are not mentioned in the literature about
mentoring unless it is to speculate about how youth may seek mentors to compensate for a
lack of parental guidance or to discuss how parents can negatively impact the mentoring
relationship. This focus has led many researchers to discourage the involvement of parents in
mentoring programmes (e.g., Miller, 2007; Styles & Morrow, 1992; Philip et al., 2004).
However, parents are a major part of the larger context within which the mentoring
relationship develops. Correspondingly, Dubois et al. (2002) found parental involvement to

be one of the key program practices that are associated with positive youth outcomes. Keller
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(2005) stated that parental involvement can either undermine or support the success of the
mentoring intervention, and therefore included parents in their systemic model of mentoring.

This stance is also supported more recently by Taylor & Porcellini (2013).

When it comes of community-based mentoring, there needs to be someone who
recognises that the child should join the program and who puts in the work to make this
happen. This person is already demonstrating resilience to the child by being able to
recognise one’s own limitations and reaching out for help. Studies have found that parents or
guardians often have their children involved in a mentoring programme because they want
their child to have an additional positive role model. Such role models can provide different
experiences and opportunities than the ones the parents or other significant adults in the
child’s life can provide (Spencer et al., 2011). These are proactive parents and guardians who
are thinking about their child and their resources and actively searching out ways to expand
their horizons. This probably skews the type of children that enter the programme as well. As

Rocket puts it:

Yeah, | guess there's a little bit too that says, like, the parents that have got their
children involved in the programme, are the parents that care. And the ones that
might need it the most, the parents probably don't care enough to get them in the

program.

It seems that mentor training focuses on a particular demographic of children in their training
scenarios. This also creates and expectation within the mentors about the type of children
they will be mentoring. However, it is possible that this demographic of children do not
receive the chance to be in the programme. This could be due to their circumstances and not
having someone in their life who knows about the program and are willing to put in the effort
to enrol the child into the programme.

Possibly also relevant here are issues of pride or shame. Society often insists that
parents should be able to fulfil all their child’s needs and to admit that they cannot do so
could be a difficult step for some parents take. This is an issue that Rocket acknowledged and

expanded upon during her interview:

Yeah. And to own that, you can't be or you - because you recognise they need it or
because you can't, because of whatever circumstances. Yeah, you know, like for some

parents, it would be almost like admitting to failure. Like ‘I could not parent. I could
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not cope parenting completely, of all the things I should’ so, you know, it's a big step,
I guess, for the parents.

Basualdo-Delmonico & Spencer (2016) provide a comprehensive discussion about this issue
of shame and societal assumptions about reaching out for external, public assistance. They
state that there are still undercurrents within mentoring of deficit-based views about families
that reach out for help that ignore structural inequalities or fail to consider the multiple
factors that would lead to a family requesting help. These authors refer to Handler &
Hasenfeld’s (1997) commentary on the issue, where they describe the pervasive societal
assumption that individuals who seek public help are somehow violating the work ethic,
placing them as morally deficient. Deutsch et al. (2013) have also argued that there are class-
based prejudices and middle-class assumptions that need to be overcome in order to build

effective community mentoring interventions.

Rocket was also able to relate this contradiction of assumptions versus her own
experiences of the BBBSNZ program from knowing someone who has engaged in it as a

little brother, which had also been one of the reasons she got into mentoring in the first place:

So, my partner’s nephew is in the programme in Auckland and it's interesting because
| know why they're in it. But I still weirdly didn't put two and two together with some
preconceived ideas of what I thought it was gonna look like. So, his sister’s a solo
mum because unfortunately his dad passed away while she was pregnant ... And so,
you know, | know why they were in the programme, and it was no socioeconomic, you
know, negative sides. It was just purely life dealt my partner’s sister and her son the
raw end of the stick that she solo mum-ed, through no choice of her own. And that she
recognised that her son would really benefit from having a regular male role model in
his life.

This example portrays a parent caring about their child enough to seek out ways to fulfil his
needs that she could not meet on her own. The loss of a partner led her to look proactively for
a solution for her son, which she found in the form of the programme. There was no ‘morally
deficit’ reason for her asking for help. She was working with circumstances she had no
control over and was seeking to provide her son with more opportunities than either she or

any other caring adults were able to provide.

During the focus group, a conversation about each mentor’s background led Rocket to

reflect on how her own parents' decisions and values had influenced her own life. For

68



example, Rocket’s parents set down a strong example of emphasis being placed on hard work
and resilience, an example of positive role modelling that Rocket picked up and carried

throughout her life:

Yeah, like my parents both always worked. So I’d have had my butt kicked if I'd
thought that, you know, that a lifestyle of social welfare was an acceptable behaviour
in my family, you know. So, the generational stuff becomes that.

This conversation reveals how important a parent’s influence is on a young person, acting as
either an advantage or disadvantage depending on the example they set for their child. It also
reflects how mentors can be characterized as additional aids to positive and proactive

parenting for young people.

Chapter Discussion

In this chapter, I have discussed Rocket’s involvement as a mentor in the BBBSNZ
organisation. Rocket is the newest youth mentor in this study, having been mentoring for just
over a year. Her coming out of her first year with the program has led Rocket to engage in a
lot of self-reflection and to re-evaluate her assumptions about mentoring before she began.
Overall, mentoring has been a positive experience for her. Rocket’s story exhibits a lot of
care and respect for Sally and her family. Her insights about mentoring assumptions and
external influences in the mentoring relationship provide much to think about when

considering evaluating mentoring outcomes.

In the first section above, Rocket shared her assumptions about what mentoring was
going to be like. We considered how these assumptions were shaped by her involvement in a
youth intervention programme in the Army, the training she received from BBBSNZ, and
social narratives about the children and families that would engage in a mentoring
organisation. These assumptions were quickly proven wrong for her, and she embraced this
new information that helped her shift her perspective on what mentoring was and what her

role should be.

In the second section, we discussed what Rocket understands to be resilience and the
resilient qualities she already sees as evident in her little sister, both internally and in her
environment. | considered the importance of family resilience and the specific factors that are

evident in Sally’s family that contribute to the family’s resilience and therefore Sally’s
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security. This led to a reflection on how Rocket fits within this context as an additional
source of support for her little sister. Mentors offer an external source of information, care,
and support for a family and having such an external support is also contributing to Sally’s

resilience and the resilience of Sally’s family.

In the third section, we focused in on how Rocket has adapted to a relationship so
different from her expectations and how such adaptability is vital for a healthy and positive
mentoring relationship. Rocket’s little sister is about to go through some significant life
changes. What emerges from Rocket’s account is how she is anticipating this change and

how she will need to be flexible in her response to supporting Sally.

The fourth section looked at the role of parents in a mentoring relationship. Parents
are not often discussed in mentoring literature, often because the focus is on the mentor
mentee dyad (Rhodes, 2002). However, Rocket’s insights about the family revealed the
importance of acknowledging a parent’s role and working with the family to provide the best
support for a young person. This analysis provided insights into what mentoring means to
Rocket and how she can enhance the resilience her little sister already has with support from

her family.

Rocket was very open about the assumptions she had about mentoring before she
began. These may be assumptions that a lot of other mentors or people looking into becoming
a mentor may share (Searby, 2009). Having these assumptions challenged can be either a
positive or negative situation depending on the person (Searby, 2009). Some mentors may
become discouraged when they realise that their ideas about mentoring and what their role
will be are possibly erroneous. Some studies have found that such realisations can lead to an
early termination of the relationship (Searby, 2009), which can be detrimental to both the
organisation trying to create these connections, and to the child who is losing their mentor
early in the process. Rocket was able to embrace this challenge and work on changing her
perspective as she learned more about Sally’s situation. This seems to have enabled her
confidence about what her role is as a mentor in her relationship with Sally. The experience
appears to have led to them being able to build a relationship that is as helpful and relevant to

her little sister as possible.

From the sections above it should be evident that Rocket is aware of the importance
of adaptability in mentoring relationships. Not only has she had to adapt her perspective

regarding youth mentoring, but Rocket also adapted to keep up with her little sister’s pace.
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When | first interviewed Rocket, she talked about how energetic her little sister is and how
they are constantly jumping from one activity to another. However, during the focus group,
Rocket said that this had begun to slow down and her little sister was content doing only a
few activities during their time together. In this way, Rocket has had to adapt her approach to
their sessions to ensure she is accommodating her little sister’s pace of activities. Her little
sister is also about to move into a new stage of life, with new schools and schedules. Rocket
is also thinking about this and preparing to adapt for that as well. For Rocket, being able to
adapt appears to be a key factor of a successful mentoring relationship (Drew & Spencer,
2021). Rocket is also role modelling this flexibility to her little sister, thereby also
contributing to Sally’s adaptability and resilience (Distelberg & Taylor, 2015).

Repeating points raised by Rocket is the value of her little sister’s family and the strong
dynamic that appears to be supporting Sally’s resilience. In contrast, there seems to be a
pronounced emphasis in the mentoring literature towards ignoring the role of parents in
external mentoring relationships (Miller, 2007; Philip et al., 2004; Spencer et al., 2011; Styles
& Morrow, 1992;). However, Rocket’s story demonstrates the value of proactive parents,
both as the people who engaged with the mentoring organisation to provide their child with a
mentor as well as providing ongoing support during the mentoring relationship. This includes
liaising with the mentor to arrange sessions, communicating about what is going on in the
child’s life, and providing suggestions for activities. Rocket was able to reflect on her own
life, where she could recognise that her parents played a key role in her values and life goals.
Family is a key component of resilience (Van Breda, 2018) and it is possible to incorporate
family elements into a mentoring relationship. Rocket also acknowledges that some parents
or guardians may feel ashamed to ask for this kind of help. As we saw, there are various
reasons for this feeling, mostly from societal discourses about the parent’s responsibilities
and the moral judgements within society about requiring external assistance (Basualdo-
Delmonico & Spencer, 2016). This could mean that there are lots of children missing out on
the opportunity to have a mentor. Perhaps this is a societal assumption that can be challenged
in the future. However, there is also a need for more mentors in the Manawatu before this

issue can be tackled, as | learned during the AGM Dean invited me to attend.

The discussion about the role of parents and their influence on their children being
involved in the mentoring programme also raises the point about potential differences in
expectations between the mentor and the parent. Spencer (2007) found that mentors reported

feeling disappointed in their mentoring relationships when their expectations were not met.
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Spencer (2007) proposed that mentors realising the parents only wanted another role model to
widen their child’s horizons, rather than a central positive adult, often contributed to mentor
disappointment in the mentoring relationship. It was also associated with the mentor
experiencing reduced feelings of perceived self-worth in the child’s life. It is important that
the expectations of parents and mentors are clearly communicated before a mentoring

relationship begins.

Overall, this chapter has brought to light the qualities of a mentor who has been able
to find their place in their little sister’s life and been confident in that role in terms of
supporting and fostering resilience. Sally has many resilient aspects in her life, both in terms
of functional internal qualities (e.g., her confidence, exuberance, and curiosity), as well as
external situational supports (her loving family). Rocket has been able to provide another
valuable source of support and a safe space for Sally to be herself and learn from an older
woman. Additionally, this case reveals how a mentor must undergo a lot of internal
adaptation and growth in order to provide their mentee with the most positive mentoring
experience possible. It also reveals how external influences impact the resilience of a young
person and how a mentor can navigate that in a constructive way to either build on an already
strong foundation, or work with the young person to challenge any negative influence and
learn from them. In the following chapter, | focus on the case of Harrison and how he
navigates such challenges with his little brother and how they have built a relationship of

trust and support.
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Chapter 5: Harrison
This chapter discusses Harrison, a mentor of four years to Ben, a young boy aged 12.
Harrison joined the organisation after hearing an ad on the radio and wanting to get involved
in something to help young people. He and his little brother were matched when his little
brother was eight years old. During this time, Harrison’s life has changed significantly, with
his first child born a year ago. He and his wife are also raising his wife’s cousin, who is about
the same age as Ben. While this does make life busy for Harrison, he still finds ways to
interact with his little brother, including bringing him along to events with his family.

Harrison’s little brother has been diagnosed with ADHD, something he has been managing
with prescription medication. This can sometimes be a challenge for both himself and his
grandmother. However, Harrison has not found it to be a problem at all, finding ways to
engage with his little brother that help him, such as high-energy outdoor activities or even
going to the arcade to play games that are stimulating. Harrison knows to avoid activities that
would require his little brother to sit still for too long, instead choosing to work with his
ADHD rather than let it be a barrier or issue.

Harrison and his little brother come from very different backgrounds. His little brother lives
in the middle of Palmerston North, while Harrison grew up in a small rural community. His
little brother lives with his grandmother and her partner, as his parents live in Australia with
very little contact. On the other hand, Harrison grew up with his parents until their divorce,
and subsequently had a stepfather whom he greatly admired. His little brother faces constant
messages about gangs, drugs, and police involvement, and Harrison admits that he
experienced little of this when growing up at the same age. So, what makes this match work?
What can Harrison offer his little brother in terms of fostering resilience? Perhaps, as we will
explore below, this difference in backgrounds is one of their strengths. Harrison can be a
voice in his little brother’s life that is different from those in his immediate environment and

offers support for this young person to develop his critical thinking skills.

My analysis explores Harrison’s perspective on how his mentoring is impacting this young

person’s life. Harrison has shared many stories and thoughts about how they have navigated
through some of the problems his little brother faces, such as peer relationships, day-to-day
problems, understanding differences, and extending to financial education. Harrison’s

thoughtful responses to his little brother’s questions and struggles offers insights into how a
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mentor can influence a young person positively by challenging their assumptions and

revealing other alternative solutions to problems.

Harrison’s Perspective on Resilience

As we will see below, Harrison has quite a thoughtful and applied approach to his
mentoring relationship with Ben. Harrison emphasises the importance of adapting his
approach to the environment his little brother exists in and listens carefully so that he can
offer appropriate and helpful advice. He takes a holistic approach to his mentoring, and his
understanding of resilience reflects this contextualised orientation. Harrison does not focus on
one specific aspect of resilience, but instead focuses on ensuring he has the skills and

knowledge to support his mentee in responding effectively to challenges in life:

Being able to have, | guess, what would you say, like, the skills and the knowledge
and the support to be able to handle life challenges. Yeah. So just, you know,
everyone has challenges come in their life and some people, you know, get more than
others. Definitely. But yeah, just being able to handle them as well, as good as you
can, | guess that that would be what resilience means to me.

Harrison notes skills, knowledge, and support as all important aspects of his ability to support
the resilience of his mentee. He understands resilience as the ability to get through whatever
challenges life offers, regardless of how many issues life throw out. His account also
highlights how a ‘resilient outcome’ can look different for each person, depending on their
own situation, experiences of adversity, and how they choose to respond to challenges in life.
Harrison’s statement “being able to handle them as well, as good as you can” reflects how
one person’s resilient response will not look the same as someone else’s due to the different
assets and resources to which a person has access. Harrison sees his role as doing the best he
can to support this young person in developing his own skills to handle or respond effectively

to life’s problems.

Below, we will see how Harrison is helping his little brother with different aspects of a
resilient response in their mentoring relationship and what the outcomes are or could be
according to the literature. Because Harrison sees his role as one of building his little
brother’s skills and knowledge, it is informative to learn about which of these aspects
Harrison is focusing on with his little brother and why. Since his little brother is still

relatively young, it is difficult to see much evidence of these skills and knowledge being put
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to use. Correspondingly, I use findings from relevant literature to suggest potential ways this
support could benefit his little brother in the future. Beginning with skills, Harrison discusses
how he has seen improvements in his little brother’s communication skills and how the pair

have used real life scenarios to encourage his problem-solving skills.

Research also shows that communication skills are an integral part of resilience
(Nowicki, 2008). The ability to express oneself and seek support all contribute to one’s
ability to bounce back from challenges and maintain a sense of well-being and connection.
Being able to seek help from the people around you when you are going through something
difficult can enable a young person to access solutions and advice that they might not have
been able to discover on their own (Nowicki, 2008). It also builds a sense of belonging and
connection during hard times, developing one’s network of support (Van Breda, 2018). As

Harrison puts it, his little brother has been able to practice this through their time together:

Yeah, I mean, so he’s better at phrasing his questions, you know, if he needs to ask for
help or something, he's better at doing that. He can phrase it in a way where it's, you

know more, that the recipient will be more receptive to that.

Resilience is often strengthened when one feels like they have social support from the people
around them (Rutter, 1987; Goodenow, 1993; Bandura, 1995). Harrison’s little brother
learning how to frame his struggles in ways that people can understand and help him is
central to how Harrison works to cultivate his resilience and ability to access relevant help
when he needs. Additionally, learning how to phrase his concerns into questions is also
building Ben’s emotional intelligence, teaching him how to articulate his feelings and
communicate those in a healthy manner (Cherry et al., 2013). Having a mentor who is willing
to listen and provide feedback is important for this mentee’s development. Harrison sees
himself as his little brother’s friend, there to listen and support him, cultivating his

communicative skills.

Harrison has also used some of the trickier situations he and his little brother have
found themselves in to teach Ben additional problem-solving skills and perseverance:

So, we've gone on some bike rides. Yeah, and so those are fun. Once, when we had
those floods last year, when the rive had been flooded and it was all muddy. And we
went down there to do a bike ride and it was just way muddier than we expected. And
we went offroad and we got stuck and he was like, “Ah, it so muddy!” But, you know,

with a bit of encouragement, we pushed on, got to the end. And we came back and
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cleaned the bikes and everything. So yeah, so that was like, sort of, more, what I’d
say, resilience in like a physical way, like knowing the limits of what he can do. And
you know, like things aren’t always that bad, if you just keep going, you'll come out
all right.

How someone approaches a problem can differ from person-to-person. We have seen how
Buddy approaches problems by encouraging Tom to face a challenge and break it down into
manageable steps to overcome the problem in Chapter 3. In the present case, we can see a
slightly different approach that suits the mentor and mentee. Since Harrison mentors someone
much younger than Buddy’s little brother, he takes a gentler approach to helping Ben work
through problems. Harrison lets his little brother voice his frustrations with situations, but
encourages him to keep going, not allowing the current moment to make him give up. Also,
through the small act of working together to clean the bikes afterwards, Harrison is teaching
his little brother to see a problem all the way through, including the aftermath of a difficult
situation. Harrison’s little brother was able to learn that he could get through the mud and the

difficult terrain and focus on finishing what he had begun.

As Harrison puts it, this is building resilience through a physical situation. Knowing
one’s limits, but also not letting emotions or discouragement stop you from getting through is
a key marker of resilience (Ellis et al., 2017). Resilience is the ability to adapt and see
something hard through to the end with desired results, such as an enhanced understanding of
one’s capabilities and strengths (Ungar, 2008). Harrison turned what could have been a
negative experience for his little brother into an achievement by being there to support and
encourage him and help him afterwards. By being there, Harrison helped his little brother
face the problem, solve it, and learn from it. Relatedly, perceived self-efficacy is a strong
predictor of resilient outcomes (Parra et al., 2002; Ye et al., 2016; Dutton et al., 2018.).
Persons with a strong sense of self-efficacy have been found to display confidence in their
ability to solve problems (Nowicki, 2008). Rutter (1987) found that the enhancement of self-
efficacy is a protective factor of resilience. Bandura et al. (1999) add that a high level of
perceived self-efficacy can lead an individual to interpret successes as an indication of their
capabilities, creating a positive feedback loop. By working together to solve problems,
Harrison is promoting his little brother’s sense of self-efficacy and therefore his overall

resilience.
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Alvord & Grados (2005) discuss the importance of self-control as a factor of

resilience. Referring to Rubin et al.’s (1995) work, they discuss how the ability to exercise

self-control as being at the core of multiple areas of successful functioning and adaptation.

Harrison also emphasised the importance of sharing his knowledge and experience with his

little brother, particularly with aspects of life such as handling money. This is something his

little brother has shown a lot of interest in. Harrison was taught about money from his father,

and he tries to pass on this knowledge to his little brother:

| teach him a little bit about, like, money, money policy. Like, so talking about like,
you know, our mortgage and how we're paying it off and how debt works, you know.
Just an overview, but he's pretty good at math, so he picks it up pretty well. Because |
know that's going to be coming into the curriculum soon. But you know, it's not at the
moment. So, | think that | was lucky that | was taught by my dad, you know, all those
important things about, you know, trying to stay out of debt and, you know, yeah,

those sorts of things. So, | try to pass that on.

Again, Harrison takes quite a practical or life skills orientation to his mentoring, using the

situations that arise during their mentoring sessions to impart to his little brother practical

knowledge about handling money and controlling one’s spending impulses:

Like his grandmother might give him, like, $20.00 for the outing or whatever, and
he'd spend all of it. He still quite often spends all of it, but sometimes I can be like,
“Do you want to save a little bit of that the next time? " Or something like that or
“You wanna spend some of that to get, you know, a present for your grandmother?”
Something like that. He quite likes going to TimeZone in the winter. And, you know,
he gets the tickets on his card, you know, for every game he plays, and he'd always
want to spend all of them, you know, spend all his tickets. And I'm like, “Well, if you
do that, you're not gonna be able to save up for one of the nice prizes. You'll just get a
bunch of lollies each week. And so, yeah, now he buys, like, maybe one chocolate bar
or something. And he’ll save the rest of the points, yeah. It's hard, you know, it comes
down to impulse control, I guess. And things like that but, yeah, just trying to just give
him that idea that just because you have something, doesn’t mean you have to spend

it.

By approaching his mentoring in this way, Harrison can shift his little brother’s perspective

about spending and saving over time through practical scenarios that relate to what his little
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brother is facing. He may not need to know about mortgages and loans just yet, but learning
wise financial habits during his childhood can set his little brother up to think wisely about
these possible decisions of life further down the track. The way Harrison also draws attention
to the idea of getting his grandmother a gift is also an opportunity for Ben to learn generosity,

a resilient factor Matt Button discusses in his resilience training video:

So, you can imagine a picture here of a young person at the start line with their head
down, looking at their feet, They're not able to see even that there is a race in front of
them, Whereas those who have the ability to look up and look around are those who
are more likely to be resilient. So, generosity is an example of that, because to be
generous means that you have to be looking at the world around you and seeing

what's there.

By teaching his little brother to think more deeply about the different ways he can spend his
money, particularly in terms of being generous, Harrison is enabling Ben to learn how to look
around him and beyond the immediate circumstances. This involve Ben learning to consider
other factors or opportunities that are available to him and offer him a different outcome than

what he would have naturally chosen.

Tiet et al. (2010) discuss how fostering resilience involves creating positive feedback
loops, where resilience builds resilience, and early interventions often have bigger impacts on
a young person’s life. Tackling practical issues like money management early on can have a
more influential role in Ben’s life. These lessons Harrison has shared with his little brother

have already made Ben think about what he wants to his future to look like:

Yeah. It's relatively future focused, I think ... Like, he wants to be either an
accountant or a real estate agent. So yeah, I mean, that’s pretty good. They're not
glamorous professions, so he's probably thinking, you know, these are good, stable

ways to make money.

Here, Harrison presents the importance of his mentee developing a respect for and
understanding of money as an important element in cultivating resilience with Ben. Their
conversations have turned organically to this young person voicing positive aspirations for
future work in roles that involve managing money practically. This also invokes the hopeful
nature of mentoring, where Harrison holds hope for his little brother’s future. Matt Button

puts it this way:
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Hope is a great word that is so central to Big Brothers Big Sisters when we think of
what we want for our young people. We have hope for them. We hold hope for them.
We may get disappointed with things that happen in their lives. We may be deeply
saddened by that, but we continue to hold out hope for them that they can do well. Not
in a kind of blind hope, but a kind of, I guess, a belief in them, that they are worth it
and that there is a chance that, you know, with the right kind of input into their lives,
that they still can do well in life. So, we want young people to have that faith and hope

in themselves.

Harrison is offering his little brother encouragement and advice that represents the hopeful
perspective Harrison has for Ben and his life. As Matt says, this sends a message to that

young person that they are worth it and that they can also have hope in themselves.

In this section, | have considered some of the skills and knowledge Harrison feels is
important to passing on to his little brother and how this is helping foster resilience in his
little brother’s life. It also informs us of Harrison’s practice-based understanding of resilience
and how to cultivate it with young people. From this section we can begin to see how
impactful Harrison’s approach to mentoring can be in a young person’s life, particularly
when this mentor responds to events in Ben’s life and uses the opportunities that arise during
their interactions to help him develop skills and knowledge that can foster resilience. The
following sections extend this focus on Harrison’s practical approach to mentoring resilience
to go deeper into the specific support Harrison provides his little brother. This includes
building their relationship by cultivating mutual trust so that Harrison can support his little

brother to navigate his surroundings.

Building a Healthy Relationship

There is not a lot of literature specifically addressing the relationship between interpersonal
connection and resilience or collective notions of resilience (Hodgetts et al., 2020). In their
work, Hodgetts et al. (2020) discuss the relational nature of resilience, and how one’s ability
to become resilient is enmeshed in the lives and actions of other. Mattis et al. (2009) note that
pro-social behaviour and acts of giving, such as mentoring, cultivate resilience both within
individuals and within the communities in which they are situated. From an ecological
perspective, there are three factors that relate to one’s ability to grow into a resilient person:

opportunities, interpersonal support, and structured environments (Reed-Victor & Strong,
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2002). Mentoring has afforded Ben each of these factors, with Harrison providing him with
opportunities to engage in activities and interests, giving him support and encouragement,

and presenting him with strong, consistent values that shape their environment of mentoring.

Scholars working on relationality more generally offer useful information about
interpersonal communication and protective factors of resilience. This includes enhancing the
ability of people to manage stress and promote positive adaptation and personal health. For
example, Afifi (2018) argues that social relationships have a strong influence on an
individual’s stress trajectory due the individual’s embeddedness within larger relational
systems. When those social relationships are positive and healthy, they can influence one’s
ability to positively handle stress and challenges. Harrison’s account positions mentors as one
such social relationship for a young person, influencing their ability to handle life’s

challenges. Matt Button touches on this in his resilience training video:

So close relationships is recognising that young people need a network of people
around them to help them be resilient. The smaller the network, the more of a risk it is
that when one of the relationships within that network breaks down, if you've only got
one or two close relationships and one of them breaks down, you've only got one
other person to go to. If you've got a bunch of people around you, then you're often
going to have other people to go to so that network will support you at different times,
different places in different situations - might have eyes for you at different places and
times as well. And that provides you with kind of like a foundation of support that sits

wherever you go.

Here, Matt is teaching the mentors to see themselves as part of the young person’s social
network, there to offer support and resilience. They can be those eyes for the young person,
seeing them grow and struggle and assist them with their development. They can listen and
offer advice when things are hard. Because these mentors are a separate entity to the rest of
the young person’s life, they are less likely to be affected by the breaking down of other
networks and can remain constant and stable throughout those difficult periods.

For such a mentoring relationship to work, mentors and mentees must put in the effort
to build trust and rapport with one another. This is especially important in the mentoring
relationships that are created by Big Brothers Big Sisters, where the pair are complete
strangers when they meet. The success or failure of a mentoring match often comes down to

how the mentor approaches the relationship and the type of support they are able to offer the
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mentee (Christenson et al., 2020; DuBois et al., 2002; Raposa et al., 2019; Spencer et al.,
2018). A mentor needs to demonstrate their willingness to engage with their mentee, through
the activities they plan, their honesty, and how they listen (Parra et al., 2002). When Harrison
met his little brother, the latter was eight years old. Though Harrison would not have
described Ben as shy when they first met, he has definitely noticed an increase in the comfort
and confidence this young person has developed over their time together. In this section, |
unpack some of the ways in which this has developed and how Harrison’s approach to

mentoring have influenced Ben’s outlook on life and behaviour.

As noted above, Harrison describes his childhood as having occurred in the context of
a loving family. He credits his mother for his development of empathy and a supportive
outlook towards others. Her example to him has shaped how Harrison views his relationship

with his little brother and how he wants to impact Ben’s life:

I think I've got my empathy and kindness from her. Yeah, yeah. So, | mean, | guess,
yeah, | guess that's the gift that she gave me. And yeah, and that that's one of the
things | try and pass on to my little brother. I mean, he was already quite an

empathetic boy when we first met. But just, yeah, just help develop that.

Harrison draws on similarities between positive parenting and the mentoring of young people
(Masten & Palmer, 2019). He also emphasises the importance of kindness and empathy in the
growth of young people. In a sense, how mentoring is invoked here is as a form of paying it
forward or reciprocity for the positive parenting he received from his mother. It also reflects
the assertion that women can grow positive young men who are in touch with their emotions
and can act empathetically towards others in building positive relationships (Taylor &
Conger, 2017). Spencer et al. (2020) found that mentors who demonstrate empathy toward
their mentee are able to relate to what their mentees are going through and understand their
perspectives. Having empathy and kindness for his little brother has translated into Harrison
demonstrating active listening, which will we see in action below, when his little brother
shares anything, understanding what he is going through, and offering support and
encouragement to make the right decisions.

It also means that Harrison sees the best in Ben, and lets him know that, thereby
supporting the development of self-esteem within this young person. This is done through
their conversations and shared engagements in practical outdoor activities that, as noted

above, can help develop self-confidence and tenacity:
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Yeah, building his esteem, but also sort of teaching him how to interact with other
people, you know, in, sort of, a competitive or semi competitive environment. How it's
important, you know, whether you win or lose to, you know, be good about it. And
that will encourage people to want to play with you again the next time, you know.
Like, whether you're a sore loser or sore winner, people won't be as keen to play with
you or, yeah, do whatever with you. So, that's more of a life skill, I guess, rather than

resilience, but it’s an important thing to learn.

Supportive or well-mannered competition can teach people how to overcome challenges by
building their skills and knowledge as well as recognising the skills and performance of
others (Secades et al., 2017). By not letting his little brother win every time, Harrison also
exposes him to experiences of failure and opportunities to learn how to bounce back from
disappointments in a good way. This is part of what Harrison is seeking to teach his little
brother, how to be a good sport, whether he wins or loses, and how to bounce back from that

disappointment and still persevere.

Interestingly, Harrison makes a distinction here between life skills and resilience that
seems to reflect the idea that one develops skills that enable one to be more resilient. Life
skills can be understood as important protective factors for avoiding or reducing maladaptive
behaviours (Sagone & Indiana, 2017). Having perceived self-efficacy in life skills has been
positively correlated with high levels of resilience. Sagone et al. (2020) found that
adolescents with a perceived self-efficacy in life skills were more likely to deal with the
consequences of their actions and adapt their behaviour to suit the situation. This includes
being a good sportsman regardless of the results of the race, as Harrison is trying to teach

Ben.

From the interview and focus group, it would appear that building rapport with his
little brother has been incredibly valuable for Harrison. He himself has been able to
understand his own upbring a little more fully and in relation to how he as the adult can now
also offer support and guidance to a younger person. He values honesty and always tries to
give his little brother a truthful and sincere answer to his questions. In discussing this issue,
Harrison also reveals his own understanding of his mentee as an intelligent, astute and

engaged young person who benefits from and responds well to authentic interactions:
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Because he's a pretty smart guy. Like if I tried to lie to him, I think he would have
been able to tell ... like, I wouldn't want to lie to him anyway because that's not the

relationship we have. But yeah, | think, he could tell if | was being insincere.

Harrison also recounts recognising how this foundation of mutual respect has had an impact
on how his little brother values his opinion of the issues raised. He can see how his time with
his little brother engaged in various activities is foundational to their relationship and mutual

trust:

And just yeah, I think, just maybe building a rapport with him and us going out and
doing fun things led him to respect my opinion in a way that, you know, | could say,
“You know, I would never do that” you know, had more, carried more weight than a

stranger saying that sort of thing.

This relationship might not have worked as well if Harrison had not taken the time to develop
that level of trust with his little brother. As he said, his little brother is a ‘smart kid’, and has
benefited by seeing how Harrison lived. He also invokes the idea that modelling pro-social
behaviour through shared activities can bond persons and form the basis of trust and future
collaborations (Hodgetts et al., 2020). It has led to Ben coming to trust and respect Harrison’s
experience and opinion. His little brother now freely asks Harrison questions on all kinds of
topics, telling him about what is going on at school and at home, and actively seeking

Harrison’s advice on these matters.

Ben lives in a trying environment, which Harrison describes as requiring resilience:
“It's much more look after yourself, you know, always on the defensive environment.”. Ben
often brings aspects of his situation up with Harrison, asking for his opinion on particular
events and relationships. Harrison has learned to navigate this in an honest, sincere manner,
seeing himself as his little brother’s friend, here when he has questions and to provide
thoughtful and careful answers. “I'm just there to be that, you know, be his friend and yeah,
do fun things with him and answer any questions he's got.” As a mentor, Harrison
understands that he cannot control the environment his little brother is growing up in, but he

can offer support and guidance.

Harrison has also supported Ben with his ADHD, choosing to engage in more energy-
focused activities that help his little brother get out some of that energy in a healthy and

educational way. These include races in the park, bike rides, and arcade games. Harrison
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strives to provide his little brother with high energy activities, even if this can be more

difficult during the winter months:

But we, um, | try and do outdoor things, especially once we get into summer, that it's
a lot easier to go and do outdoor things because it's just, you know, then I'm doing
outdoor stuff as well and, yeah, it's just nice to get out of the house. Do something
different.

Finding activities for his little brother to do can be a challenge, but Harrison remains
optimistic and sees the value in showing his little brother all of these different ways he can
spend his time, especially when his little brother tends to spend most of his time playing
computer games. Harrison wants Ben to experience different activities, but is also patient

with him and wants him to find the activities that work for him and his ADHD:

But I mean, I play video games, so I can’t be a hypocrite and be like ‘No, you
shouldn’t play computer games, you know, get off your PlayStation.” But, you know,
it’s about giving him another, wider depth of experience rather than just doing that.
Yeah, so, I mean, we just keep trying new things and seeing what sticks. And it’s

coming into warmer weather slowly, so that’s always nice.

A lot of the life lessons Harrison teaches his little brother are the result of Harrison taking the
time to reflect on their interactions afterwards and connecting those experiences to larger
concepts. Harrison’s ability to step back from the here and now of each session and look for
the bigger lessons has led to some meaningful conversations with his little brother about how
he sees and responds to his lifeworld and the people around him. As Harrison explains, he
takes moments within their sessions to make these connections and then shares them with his
little brother when the opportunity presents itself:

I'll probably look at it at short term. Yeah, like just how will we get through this? And
maybe, you know, maybe on the drive back home or whatever, it might click in my
mind, and I, you know, might relate back to something else that someone else, you

know, has talked to me about.

How a mentor approaches the relationship can be what makes or breaks the relationship
(Drew & Spencer, 2021). An empathetic and attuned mentor offers their mentee attention,
high levels of communication, and responsiveness to their emotions and concerns (Pryce,

2012). Above, we have seen how Harrison does this for his little brother, offering him a
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relationship where he can feel safe, heard and supported. He can work on life skills with
support from an adult he trusts. Ben has his own set of challenges in terms of managing
ADHD and the environment he lives in, but he also has Harrison there to help him navigate

these challenges.

The next section focuses in on the critical thinking Harrison is teaching Ben in
relation to the messages he receives from the world around him. Again, a lot of these
conversations would not have been possible if Harrison had not put in the work to build

rapport with his little brother.

Building Critical Thinking in the Real World

In reflecting on the historical origins of the word ‘mentor’, Shea (2002) refers to Homer’s
Odyssey where Odysseus leaves his son in the care of his friend, Mentor. From this story, the
word mentor has come to mean friend, teacher, and wise person. This leads us to see
mentoring as a nurturing, supportive, and protective relationship and process. And this is
what we see Harrison offer his little brother. Harrison strives to protect Ben as much as
possible from the challenges and pitfalls of the environment in which he lives and offers
nurturing support and wisdom. As I document in this section, central to Harrison’s efforts is

his encouraging Ben to think critically about his situation.

Critical thinking is the ability to analyse, evaluate, and make sound decisions based
on evidence and reasoning. It is often a skill that needs to be taught or modelled to a person.
Critical thinking is beginning to be recognised as the tool through which people can be
mentored to nurture potentials (Behzadi & Noushadi, 2016). Noddings (2007) even
considered the relationship between mentoring and critical thinking as a means of creating
social change in the world. As Behzadi & Noushadi (2016) put it, mentors encouraging
critical thinking equips mentees with three skills: communication, decision-making, and
problem solving. We have already seen how Harrison is teaching Ben these skills. In this
section | focus on the benefits critical thinking brings to Ben interpersonal relationships and

self-reflections.

Harrison emphasises the need to teach his little brother to look holistically at
challenging situations and not just the parts that people around him are emphasising. For

example, Harrison discusses how his little brother hears a lot about gangs at school and from
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social media sources, often from other children who think the lifestyle is cool or something

they would like to be part of:

So, he was seeing a lot of gang media on social media and things like that. And some
of his friends at school were, you know, their parents were members of gangs, things
like that. So, it was just explaining to him that, you know what you see on social
media, that's not what it actually is like ... I mean, what I said to him was, “You know,
| would never be a member of a gang, because if you're in a gang, you have to hurt
people.” And I think, out of everything I said, that was what resonated with him the
most because he hadn't really, sort of, seen it that way.

Harrison’s little brother was only hearing about the positive aspects of gang life, such as the
access to nice cars, money, and activities such as doing burnouts. He had not heard anyone
explain to him the dangers and risks of being in a gang or thought about the implications of
that path. Harrison was able to share his perspective on the issue in a way that his little

brother had not heard before.

Harrison has a perspective that is new for his little brother and provides him with
wisdom and advice that he might not hear from the people in his direct surroundings. This is
how Harrison is able to impart critical thinking skills to his little brother, by opening him up
to a world of opinions that he might not have encountered before, and by inviting him to

think about issues in a deeper way.

Such conversations are not the only way Harrison has taught his little brother critical
thinking. Harrison has also showed Ben how to think about the people around him, seeing
them as complex people instead of understanding them only through a simplistic mindset.
Harrison did so when his little brother shared with him thoughts his grandmother had about

his cousin, who lives across the street from them:

Yeah, so his actual cousin, who lives next door is a bit of a boy racer. So, he keeps
getting in trouble with the police with his car that's too loud and no WOF and things
like that. And his grandmother will say to my mentee, you know, he's a bad influence,
things like that.

Harrison’s little brother asked him what he thought about that. Harrison went on to explain to

him that people are much more complicated than just their present behaviour.
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1 said, ‘Well, you can't put people in a box of ‘they're good’ and ‘they're bad’.
Usually, people, everyone’s in a bit of both. I said to him like, you know, ‘Does he go
to work every day?’ Yes, he does. ‘Does he support his family?’ Yes, he does. Like,
‘Are all of those good things?’ ‘Yeah’ You know, they'd be good things then. OK, ‘So,
what are some not good things that he does?’ You know, obviously, ‘Breaks the law.
Drives cars that don’t have warrants of fitness and are too loud and things like that.’
And I said, ‘So, do you understand from that, that you can admire someone but still

see things about them that you don't like, things like that?’

Such interview extracts reflect how Harrison does not shy away from engaging with Ben
difficult questions that Ben asks in relation to the complicated lifeworld that his little brother
occupies. Harrison responds in ways that assist Ben to think critically about particular
interactions and situations that might be perplexing to him. Harrison knows that his little
brother looks up to his cousin, and so he points out the good things his cousin does, things
worth admiring and possibly striving to emulate, while also separating that from the negative
things. Arguably, by doing so, Harrison aids his little brother to not feel like he must pick a
side between key people in his life, choosing to either only see his cousin as a bad influence
or only see him as a perfect role model. Harrison encourages Ben to see the mistakes his
cousin may be making and choose to learn from these, and to take from such situations
valuable lessons about what success really looks like, and how he can choose success for

himself.

Harrison also role models an active listening style, which is important when engaging
in active critical thinking. He places emphasis on asking purposeful questions and provides
effective feedback to his little brother. Alisson and Williams (2012) propose that this feature
of a mentoring relationship is also key to an effective and helpful relationship. By in
engaging in open questioning and listening, Harrison models these skills for his mentee,
helping him learn how to think through situations and issues and hopefully make informed

decisions for himself.

Harrison can explain to Ben how he can have similar interests as people who are in
gangs or engaging in anti-social behaviour but choose not to pursue those interests in an
unhealthy manner, relating back to their conversations about the gang lifestyle and the
aspects of it that are attractive to Ben. As mentioned, his little brother is most excited about

the car aspect of gangs. Harrison draws aspects of the gang and cousin conversations that Ben
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has raised with him to communicate to Ben see that he does not have to accept a gang

lifestyle or engage in illegal activities to realise his interests in cars:

Especially back when he was talking about the gangs, it was always their motorbikes
and their cars that he is most interested in. Yeah. And he does like, you know, like, he
likes cars. I'm not a car nut at all. But he likes cars, so. Just sort of, yeah, you know,
he'll point out a car to me and | won't know what the car is. So, it's relating that back
to him that, you know, you can be, you can be interested in cars and stuff, but you

don't have to, you know, exhibit anti-social behaviour.

Harrison’s little brother might not have heard this perspective from anyone else, having been
encouraged to see gangs as the way to pursue his interests in cars, rather than seeing it as a
potentially harmful pathway for himself and others. Helping Ben develop his critical
thinking regarding such issue is central to Harrison’s efforts to help his little brother to be
able to think about situations in a rational way for himself, and to navigate his challenging

environment in a resilient way.

Chapter Discussion

This case focuses on Harrison’s experience mentoring his little brother, Ben. During
this time, the pair have been able to share many experiences and activities that have fostered
Ben’s resilience in several ways. In this section, I summarise and discuss key points from this
case as they relate to the broader topic of fostering resilience through mentoring. I will
discuss various aspects of their relationship, including how Harrison is building Ben’s self-
worth and confidence. Also considered is how Harrison fosters a sense of self-efficacy in Ben
and how he is helping build Ben’s critical thinking skills through the conversations they have
about issues in Ben’s life. I conclude with a discussion about the importance of having such a

mentor in Ben’s life before we move on to the next chapter.

There are a few different ways in which Harrison is fostering Ben’s sense of self-
worth and confidence through their mentoring relationship. Mostly, it comes from Harrison’s
positive and hopeful perspective of Ben. Harrison’s advice for Ben always has a hopeful and
positive tone, suggesting that Harrison believes in Ben and his capabilities. For example,
Harrison has begun talking to Ben about fiscal management because he believes Ben can
learn those things and will find them useful in the future. This seems to have resulted in Ben

beginning to think about his future in a positive way, as reflected in his aspirations to become
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an accountant or a property broker. Harrison is also fostering Ben’s confidence through the
activities they engage in, supporting him in what he is good at and encouraging him that he
can overcome any challenges, such as when they went for that difficult bike ride. Ben has
also become more expressive about his feelings and needs, which is a possible reflection of
him feeling confident that those feelings matter and will be heard by Harrison. Matt Button
discusses this ability for a mentor to foster self-worth and confidence in his resilience training

video:

One of the beauties of mentoring is just this profound message that mentors give a
young person that they're worth it. You give them your time and you tell them by
giving them time that they are worth it. And that's a beautiful message for young

people to get hold of and you can see their confidence growing as a result of that.

Harrison is also building his little brother’s perceived self-efficacy, which is a strong
predictor of resilience (Pooley & Cohen, 2010). He does so through the activities they engage
in, such as the outdoor activities. Using the difficult bike ride mentioned above, Harrison
encouraged Ben to see that challenge through to the end, revealing that Ben was capable of
overcoming that challenge. This affords Ben the opportunity to interpret this success as proof
of his abilities, thus providing a feedback loop of positive feedback (Bandura et al., 1999).
Ben is able to look back on that experience and know that he can overcome challenges in the
future as well. As mentioned above, Harrison is also building different life skills into Ben’s
life, such as good sportsmanship, fiscal management, and critical thinking. All of these skills
build one’s perceived self-efficacy, therefore fostering resilience (Sagone et al., 2020).
Another way Harrison is promoting Ben’s self-efficacy is by enhancing his social network,
which provides Ben with resources to be able to overcome challenges that he may have

struggled with on his own (Van Breda, 2018).

Critical thinking is another area where Harrison is fostering resilience in Ben’s life.
Just as Ben has the opportunity to build his confidence and self-efficacy, he is also learning
how to navigate difficult issues with a critical and thoughtful approach. Harrison models this
approach to Ben through his active listening style and demonstrating to him the wider, more
complex view of an issue. Harrison does not shy away from the difficult topics Ben brings to
him, but rather has an honest and sincere approach of trying to help Ben navigate the
situation in a healthy manner. They have been able to build such a relationship by fostering a
relationship of mutual respect, trust, and rapport. Harrison is an empathetic and attuned
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mentor, who models thoughtfulness and consideration to Ben and teaches him to look more
holistically at an issue. This aspect of the relationships is partly due to Harrison’s approach of
taking the time to consider the immediate situation or issue and think about a deeper level of
learning to share with Ben.

Werner (1993) discusses the importance of having a sense of belonging and
attachment on positive effects in a young person’s life, such as improved self-esteem and
self-efficacy. But as Alvord & Grados (2005) warn, the availability of such positive social
supports cannot be taken for granted or assumed. ‘Social support is not a self-forming entity
waiting around to buffer harried people against stressors’ (Bandura et al., 1999, p. 259). In
this case, engaging in the mentoring programme has afforded Ben the chance to have
someone like Harrison in his life. This relationship was a purposeful decision made by the
people in Ben’s life to give him more social support that would be positive and helpful.
Without this mentoring, Ben may not have heard perspectives like Harrison’s and learned the

lessons that Harrison is teaching him.

One recurring argument made in the literature is that natural mentoring, where the
young person naturally identifies and forms a mentoring bond with someone already in their
life, is preferable to organized mentoring programs regarding short-term or haphazard
matches (Evans & Ave, 2000). This may be true, but the ability to find natural mentors may
not be possible for many at-risk youths. Social networks are contagious, and it can be the case
that most of the older people in a youth's life face the same challenges and cannot offer
different opportunities and perspectives. For this reason, formal mentoring programs have
utility as an opportunity for youth to meet someone different who can encourage them toward

positive development and making different, more beneficial life decisions.

In the next chapter, we will reflect on the learning gained from each of these case
studies presented in this thesis. We will see how each case presents similar underlying
findings about resilience and youth mentoring, as well as how each puts forward their own
insights into youth mentoring. Using these cases, the argument for utilising youth mentoring

as a means of fostering resilience will be put forward.
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Chapter 6: Discussion

Within this thesis, | have engaged with three case narratives regarding how participating
mentors work with a little brother or sister through the BBBSNZ (Big Brothers Big Sisters of
New Zealand) programme. These cases reveal how mentors navigate their relationships and
how they foster resilience within their mentee. There is expansive literature on the positive
impacts of mentoring on resilient outcomes for young people (Cavell et al., 2009; Dzoba,
2014; Ye et al., 2016; Fried et al., 2018). The present study contributes to this literature by
offering three case exemplars through which mentors share their personal stories regarding
how they understand resilience and apply these understandings when working to foster
resilience in their mentees. Each of these storied cases highlights diverse ways in which
resilience can be fostered through mentoring, and the range of factors implicated in these
processes, including family, environments, and the mentors’ personal experiences (Deutsch
& Spencer, 2009). While many mentoring evaluations tend to depend upon meta-analyses
and longitudinal studies (Newburn & Shiner, 2006; Eby et al., 2008; DuBois et al., 2011;
Faruggia et al., 2011), a case-based approach (Mattingly, 1991; Abbot, 1992; Hodgetts &
Stolte, 2012; Stake, 2013) such as that adopted in this thesis provides further contextual

nuance regarding mentor understandings and mentoring practices.

My aim with this study was to explore and understand the experiences of mentors in
fostering resilience among young people from the perspective of three mentors in New
Zealand. Each of the participants had been engaging with their mentees for at least a year and
offered unique and specific narratives about how they fostered resilience through mentoring.
| also set out to learn more about how the mentoring organisation, Big Brothers Big Sisters of
New Zealand, trains and assists their mentors in achieving resilient outcomes and how these
mentors have put the concept of fostering resilience into practice. To do so, I interviewed
three mentors from the Manawatii branch and drew upon academic literature, the
organisation’s resources about resilience, and the insights and stories shared by these mentors
to construct the three case studies. This approach allowed me to engage in detail with each
case and to compare similarities and differences in the participant narratives and factors that

influence their practices.

In this chapter, I return to the research aims and questions presented in Chapter One
and answer these questions as they relate to the three storied cases. Below, the key findings of
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each case are presented comparatively. First, I discuss how these mentors conceptualise
resilience, revealing the factors that influenced these perspectives, and how this sheds light
on links between how a mentor understands resilience and how they foster resilience in their
mentee. Second, | compare the many ways in which the different mentors strive to foster
resilience in their mentees. Third, I highlight and expand upon insights from the cases as
these relate to how mentoring can work to foster resilience among young people. As I discuss
these key topics, | will relate key insights from the cases back to relevant academic literature
as a means of considering the wider implications of this research. Finally, I consider how
findings from this thesis can be used by Big Brothers Big Sisters of New Zealand to assist
their mentoring training and ongoing support for young people. Throughout this study, |
embraced Drew’s (2006) approach to community psychology, seeing my study as a means of
assisting the organisation and ensuring that their approaches can be informed by the

experiences of their mentors.

As a form of conceptual generalisation from these cases (Hodgetts et al., 2020), | will
inform my final interpretation of the general lessons from across the three cases to previous
theory and research in the area of mentoring resilience. Central is my use of
recommendations made by the authors of previous research that may be pertinent to Big
Brothers Big Sisters of New Zealand. This incorporation of other academic voices positions
this thesis and the experiences of the mentors within existing knowledge regarding youth
mentoring. This is not a top down, prescriptive process, but rather a dialectical practice that
enables me to position the present thesis in relation to existing knowledge and to inform the
recommendations | make to the mentoring service from my thesis with insights from previous

research.

The Mentors’ Understanding of Mentoring and Resilience

One core research question for this thesis related to how the mentors each understood
resilience and mentoring. From participant stories, it became clear that what these concepts
mean to each mentor featured both similarities and differs. As Levine-Daniel et al. (2019)
point out, mentoring relationships are often defined by mentor expectations and efforts,
which suggests that different mentors can have unique perspectives on what mentoring means

to them in the context of their mentoring relationships.
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Below, I discuss each mentor’s conceptualisation of mentoring and resilience in
complimentary ways (Bartlett & Vavrus, 2017). Individual accounts of each
conceptualisation have been covered in the chapters about the mentors. This chapter affords
an opportunity for bringing these perspectives together and compare these for similarities and
differences. My aim here is to answer the research question in a way that maintains the
individual, nuanced accounts of each mentor, while also providing insights about how
resilience can be understood in the mentoring context. | will begin with a discussion about the
mentors’ understanding of mentoring before moving on to discuss their understanding of
resilience. As discussed in Chapter 1, more insights into the underlying factors of successful
mentoring relationships could be found in the experiences, knowledge, and insight of
successful mentors (Dutton et al., 2018). In this thesis, each case discussed how the mentor
understands mentoring and the underlying factors that influence these understandings.

At the beginning of this thesis (see Chapter 1), I discussed resilience and youth
mentoring and provided a working definition of both based on academic sources. These
discussions created the foundation for any comments or insights | had about resilience and
youth mentoring. Creating or finding a definitive definition of either youth mentoring or
resilience proved difficult due to nuances regarding context, culture, purpose, and philosophy
(Keller, 2007). I used Bozeman and Feeney’s (2007) definition of mentoring as a starting
point, emphasizing the transmission of knowledge, social capital, and psychosocial support as
a means by which resilience is fostered. At a fundamental level, resilience was positioned as
adaptive responses to adversity (Lou et al., 2018), and this study was interested in how young
people learn and develop these adaptive responses. I did not simply assume that these
understandings from the academic literature would be fully shared or replicated by the
mentors. There were overlaps, but each mentor had their own understandings and approaches

to mentoring, which are discussed below.

Asking each mentor to explain what they understood to be resilience and effective
youth mentoring at the beginning of our interviews proved to be helpful for several reasons.
By asking them to conceptualise these key terms, | was able to open up our dialogue in
relation to participant experiences and draw out their understandings in that context, as well
as linking the accounts to my engagements with insights from relevant literature (Hodgetts &
Stolte, 2012; Small, 2009). This open-ended strategy led to me understanding more about the
underlying factors that influenced participant understandings and approaches to mentoring.

For example, in relation to resilience, I was able to learn more about how Buddy’s
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employment in the RNZAF (Royal New Zealand Air Force) had influenced his perspective of

resilience as primarily about problem-solving.

Both Buddy and Rocket raised their self-concepts as a key influence on their
understanding of effective mentoring. Buddy discusses how he sees himself as an empathetic
person who wants to give to others. This self-concept seems to have had an impact on how he
understands the purpose of the mentoring relationship with Tom. Similarly, Rocket discusses
how she values the development of people and finds satisfaction in assisting with this
development. Harrison discusses how he was influenced by his mother to show empathy and
compassion and how he tries to pass on these values to his little brother. Such self-concepts
that orientate towards helping others have been found to influence how these and other
mentors interprets the purpose and function of mentoring relationships. While Weiler et al.
(2014) did not find a correlation between self-concept and mentoring strategies, they did note
that the wide variability of self-concepts raised by their participants reflect the depth and
diversity of mentors in general. However, there is an argument to be made that since
voluntary mentoring is a prosocial behaviour requiring time and effort, it is plausible that
people who choose to mentor already have prosocial values, such as the ones raised by the
mentors here (Liu & Wang, 2023; Allen, 2003). For example, Haggard et al. (2011) found
that there are correlations between certain types of self-concepts and the motivations behind

becoming a mentor.

Across the three cases, an altruistic orientation to community engagement emerged as
central to participant understandings of mentoring. For example, Buddy storied mentoring as
a chance to give back to the community. Rocket saw it as a chance to support the community
in general and as a great opportunity to support young people in particular. Harrison also
raised empathy and compassion as core traits he recognised as influencing his approach to
mentoring. These positive community values appear to influence how these mentors engage
in mentoring, usually by developing a more holistic approach, encouraging both
psychological progress as well as personal development in their mentees (Haggard et al.,
2011).

Rocket’s case also raised the point that personal assumptions can impact one’s
understanding of mentoring. These assumptions can come from sources such as personal
values, self-concepts, personal histories, and social commentary on mentoring that populate

broader societal level narratives (Murray, 2000). Relatedly, Spencer (2007) found that mentor
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assumptions can either predict success or failure for a mentoring relationship, and that
success depends on mentors being open to shifting their assumptions as relationships with
mentees develop. For example, Rocket seemed to hold an assumption that mentoring is a tool
for preventing negative outcomes for a young person by influencing their life trajectories.
This assumption was anchored in her service experiences in the army. However, this
assumption was challenged when she met Sally, who was not on a negative life path. This led
Rocket to rethink her assumption, adapt her understanding of mentoring to take a more
general support orientation to how she worked with Sally. The presence and influence of such
assumptions and the willingness to reflect on and shift one’s perspective regarding mentoring
highlights the active role mentors play in their relationships that often are more successful

when rendered flexible and responsive to mentee needs (Cordingly, 2008).

Another consistent topic, which was expressed in various ways by the three mentors,
was that effective mentoring relationships feature supportive care. What this support looked
like differed between the mentors, highlighting the way mentoring can look different in each
relationship. Buddy supported and enacted care towards Tom by teaching him problem-
solving skills and being an encouraging and safe space for him to ask questions about a range
of life development issues. Harrison supported and cared for Ben by engaging in active
listening and offering guidance. Rocket supported and cared for Sally by being an external
figure outside of the family for her to engage in fun activities and have some one-on-one
attention. Each of the mentors understood their role as a mentor to be primarily about
supporting them and it seemed that a fostering of their mentees’ resilience resulted as an
extension of this support. All participants emphasised social connection and support in ways
that reflect Keller’s (2005) conceptualisation of mentoring. Keller’s (2005) model of youth
mentoring depicts the interconnected network of relationships in a child’s life that all
contribute to the outcome of the mentoring relationship. The model serves as a reminder of
the way these networks and relationships can serve to either inhibit or reinforce the
relationship.

All the mentors saw resilience as a means to foster mentee capabilities in coping and
thriving in life. Buddy and Harrison both viewed mentoring such capabilities in their mentees
as focusing on a challenge or a problem that they could consciously work at. They discussed
challenges such as difficult terrain on bike rides, or flat tires. Buddy saw this challenge as
anything from something small, like changing a car tire, to something more significant, like

relationship problems. Such an approach echoes what Rutter (2012) discussed as the ‘steeling
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effect’, referring to how vulnerabilities can be decreased through exposure and successful
adaptation to adversities, thus fostering resilience. Harrison would add to this practice-based
learning process by discussing how some people have more challenges in life than others and
that it is important to learn to deal with what life presents you with. This orientation also
speaks to the idea that resilience can be cultivated via mentees learning how to solve
problems, with problem-solving skills being a well-known factor for resilience (Ellis et al.,
2017; Lou et al., 2018; Rutter, 1989; Werner, 1995). On the other hand, Rocket viewed any
change in life, both positive and negative, as an opportunity to choose an adaptive response.
This perspective reflects the notion that any disruption, whether positive or negative, can
require a resilient response since a disruption requires a person to adapt and can cause

anxiety.

Each mentor differed on what exactly they understood as key factors that enhance
mentee resilience when faced with adversity. Buddy understood resilience as the ability to
work through and respond effectively to problems. Similarly, Harrison discussed skills,
support, and knowledge as key aspects of a resilient response to problems. Rocket added
another element to a resilient response that neither of the other mentors noted. That is,
dealing with the emotions that may arise because of the disruption caused by life problems,
including anxiety and feelings of inadequacy in response. Rocket discussed how a resilient
response could include acknowledging any such negative feelings about the challenge,
change and figuring out how to cope with those feelings or work through them as to respond
effectively. However, all of these accounts reflect an understanding of resilience as a process
(Southwick et al., 2014). All participants worked to support mentees in learning to be
resilient persons by developing the skills to conceptualise their problems, access resources to
enable effective responses, and gain support from the people around them. As a whole, this
layered conceptualisation also reflects Cahill et al.’s (2014, p. 14) conceptualisation of
resilience, which is conceptualised as: “The capacity to cope, learn and thrive in the face of
change, challenge or adversity ... the ability to '‘bounce back’, recover or rebound from

adversity, or as the ongoing and dynamic process of coping”

Each mentor differed somewhat in terms of the key elements they highlighted when
conveying somewhat similar understandings of resilience as a process of effective adaptation
and response to problems. The mentors’ different responses seem to mirror that of literature
(Werner, 2000; Olsson et al., 2015). For example, each mentor discussed different factors of

resilience, but all mentioned social connections and personal outlook, which are the two most
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noted factors in the literature. Mentors had similar perspectives, associating resilient with a
successful life. All three agreed that the goal was to equip their mentees to be more effective
in working through problems, adapting to challenging situations. Rocket saw a resilient
outcome as a person being able to continue functioning well afterwards, or returning to a state
of equilibrium. Her account resembled Olsson et al.’s (2015) conceptualisation of a resilient
outcome as ‘coping’. Buddy discussed the importance of a person feeling proud of how they
worked through the problem, reflecting the positive feedback loop of self-efficacy building
more self-efficacy. Werner (2000) refers to this type of outcome as ‘thriving’ or ‘learning’

from exercising resilience in the face of adversity.

If we were to combine all participant conceptualisations into one idea of resilience, it
would be as follows: Resiliency is the ability to handle or work through challenges, problem,
or change processes, or bounce back effectively. The chances of being able to cope and
bounce back is related to mentees developing their personal skills of coping, knowledge of
how to respond effectively to problems, and being supported in coping and developing
adaptive strategies of problem response. Acknowledging, working through, and managing
issues of self-doubt and associated emotions (e.g., anxiety) was acknowledged by all three
participants as central to effective problem solving and meeting challenges effectively to
return to a balanced state of functioning, with can feature feelings of pride and achievement.
Throughout the three cases, we can see how each mentor emphasises the need to support their
mentees to achieve a sense of resilience. Often, they do so through how participants engage

in various activities together and how they respond to any emerging challenges.

Overall, examining the mentors’ conceptualisations of resilience and mentoring has
provided a grounded, lived understanding of how these participants have understood
resilience and their roles as mentors. The way each participant has developed their own
approach to mentoring without resilience-specific training from BBBSNZ is probably a
recurring process that every mentor in the organisation has gone through. It may be beneficial
for BBBSNZ to consider ways in which they can better equip their mentors for the
uniqueness of their relationship and teach them about fostering resilience during initial
training. Accounts such as the ones in this study could be used to evaluate and structure

future training to better reflect the shared reality of these participants’ experiences.

In this section, I have compared key elements of the three mentors’ conceptualisation

of youth mentoring and resilience. This comparative approach mirrors that of Bartlett and
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Vavrus (2017) who suggest that comparison is done along various axes: horizontal, vertical,
and historical. Bartlett and Vavrus (2017) discuss the process of case contrast utilised here as
comparing along the horizontal axis, where we contrast one case with another while also
tying in other external perspectives and insights across this comparison. This horizontal axis
of comparison focuses on how similar phenomenon, in this case resilience and mentoring,
unfold in distinct contexts which are both “socially produced (Massey, 2005) and complexly
connected (Tsing, 2005).” (Bartlett & Vavrus, 2017, p. 14). This discussion reveals how each
mentor views these key concepts in shared and slightly unique ways. | found it helpful to
keep each mentor’s conceptualisation separate within their individual cases and then bring
these cases together comparatively. This chapter provides the opportunity to consider further
the nuances of each person’s understanding and begin to think about the bigger picture of
mentoring and its impact on the resilience of the mentees. Having comparatively discussed
the different conceptualisations each mentor had about youth mentoring and resilience, the
following section explores how each of the mentors understood their role in fostering the
resilience of their mentees. This focus continues my exploration of the horizontal axis of
comparison to deepen our understanding of how participating mentors foster resilience in
their mentees. The different, yet complimentary approaches of each mentor mirror their
shared, but divergent understandings of resilience discussed above. To recap, this parallel
discussion highlights the way each person’s conceptualisation of resilience influences their

approach to fostering it.

How Mentors Foster Resilience

The second question guiding this research related to how the mentors understood their
role in terms of building resilience with their mentees. Asking participants to discuss their
understanding of their role assisted in the development of mentee resilience brought further
insights. These related to what participants saw as important for effective mentoring and how
they each uniquely approached their mentoring relationships. Further, it also helped me avoid
relying overly on my own assumptions (also informed by the literature | had read e.g. Rutter
1987; Werner, 2000; Windle, 2011) about how the mentors fostered resilience. Participant
responses to this question also provided worked, practical exemplars about the diverse ways
the mentors were assisting their mentee with difference aspects of resilience (Radley &

Chamberlain, 2012). This question also revealed the scope of the mentor’s ability to foster
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resilience, as they would often discuss what they were and were not able to do in their
mentee’s life (Eby et al., 2008; Drew & Spencer, 2021). Participant responses revealed
additional factors influencing their mentee’s resilience, such as family and environmental
influences, that they were either working with or accepting that they would not be able to

influence.

My aim in this section is to compare and discuss each mentor’s account of how they
foster resilience in their mentees. These accounts form the foundations of my attempt to
develop an understanding of how participants thought their approaches and activities achieve
resilient results with their mentees. As is evident from the three case chapters, each account
of mentoring is different because each mentor and mentee combination is different, and these
pairs often face different situations and issues. This section involves my taking a further step
in the interpretative process | discussed in Chapter 2, where | go beyond each participant
narrative to uncover the links between these mentors, further developing our understanding
and interpretations of their participant stories (Kincheloe, 2005). | position these stories
alongside each other to reveal the intricacies of mentoring as an adaptive social process for
fostering resilience in young people (Bartlett & Vavrus, 2017). The aim here is to use all
three cases to develop a broad and contextual understanding of what fostering resilience

looks like for these mentors.

Buddy shared how he focuses on the cultivation of problem-solving skills with his
little brother. He uses real life situations they find themselves in, such as during fishing trips
or when going for BMX rides, to help his little brother face a challenge and produce a
solution to overcome the challenge. Buddy also provides opportunities for his little brother to
engage in other activities such as theatre to expand his worldview and consider alternative
life pathways. This is also a chance to build his network of people and opportunities, which
has led to his little brother trying new things, like singing. Buddy also shared how his little
brother has begun to volunteer more with BBBSNZ as one of their oldest mentees during
training nights and community outreach events, which builds his resilience through social

connection and community engagement (Zimmerman et al., 2013).

From Buddy’s perspective, mentoring is not about providing the answer or solution,
but rather teaching the mentee to engage in critical thinking so that they learn to solve
problems and articulate plans for themselves. This approach relates well to the findings of
Kuperminc et al. (2020), where they discuss how the positive outcomes of youth mentoring
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are usually a result of the skills mentors teach their mentees. Ceja (2013) found that these
skills help the mentees overcome difficulties and disadvantages in the future. Considering his
little brother is now reaching adulthood, Buddy’s approach represents a more hands-off,
supportive role as his little brother begins to decide what he wants to do in life and how he
wants to achieve this. This could be the result of the years of mentoring and role-modelling
Buddy has already provided him with. Buddy’s story is an example of how fostering
resilience in such a practical, grounded way has shaped his little brother’s approach to life

and his personal development as he now becomes an adult.

Harrison’s case provides a story of how Harrison is fostering resilience in his little
brother primarily through the support and guidance he offers his little brother (Gilligan,
1999). Even though his little brother exists in a challenging environment, Harrison can teach
him critical thinking skills and practical life skills, such as fiscal management. He also
teaches his little brother problem-solving skills, through role modelling a thoughtful approach
to issues going on around him. Emphasis is placed on the young man learning to decide how
he would want to act and think in those situations, including his cousin’s behaviour. As
Keller (2007) points out, youth mentoring is based on the intuitive understanding that young
people understand themselves and their world through their relationships with older adults.
Harrison’s position as a source of support for his little brother fosters resilience by also
helping him cultivate his support network and by role modelling positive behaviours and
worldviews (Day, 2006). In contrast to Buddy’s case, Harrison’s little brother is still quite
young and still has many questions about the issues and situations going on around him.
Harrison can foster resilience in him by teaching him early on in his life how to think
critically about the people and issues around him and begin to think about what he wants his
future to look like. Thus, this relationship reflects the early intervention aspect of youth
mentoring that both reduces the likelihood of engagement in negative behaviours as well as

increasing the chance of engaging in positive behaviours.

Rocket fosters resilience in her little sister’s life by being an external support outside
of the family. She sees herself as simply there for her little sister, ready to support her in
whatever way that looks. Rocket’s story sheds light on the importance of family on a young
person’s resilience. It also demonstrates how a significant support person can also foster
resilience in a young person by being there to listen and support them (Luthar et al., 2000).
Rocket’s optimistic perspective of her little sister and family reveals how having someone

like this in a young person’s life can encourage them to have hope in themselves and self-
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worth (Ye et al., 2016). Rocket tries to show her little sister that she cares about her and is
invested in her life, thereby fostering resilience through that consistent source of support and
encouragement. Rocket is also ready to adapt and be there for her little sister as she goes
through changes in her life, such as beginning high school. Having that solid and reliable
person in her life fosters her little sister’s resilience by providing her with a person to go to

with questions or concerns and receive care and advice from.

Rocket raised a relevant point to this discussion during the focus group about how
resilience factors operate in a person’s life can change as they changed as a person and what
they have happening as their life develops. This perspective speaks to the need for a mentor
to help a young person adapt to their situation and to foster relevant aspects of resilience in
response to their needs (Spencer, 2021). Having a mentor to provide external support and an
outside perspective can help a young person foster relevant factors of resilience in response to
different challenges (Eby et al., 2008).

In this section, | discussed how the mentors view their role as mentors and how they
foster resilience in their mentoring relationships. Each mentor approaches this slightly
differently, which reveals the separate ways and opportunities there are for fostering
resilience through mentoring. What this demonstrates is that when a person chooses to
mentor and fully engage with their mentee and their life, they can offer support and guidance
in specific ways that foster resilient factors such as problem-solving skills, communications
skills, community engagement, increased network of support, and enhanced self-esteem and
hope. These mentors all admitted that they had never specifically considered their actions or
responses as fostering resilience, suggesting that resilience is a natural by-product of
successful mentoring (Beltman & MacCallum, 2006). This suggests that if resilience were
specifically focused on, these outcomes could be enhanced, and the mentors could have a
more specific approach to how they handle the challenges and issues they encounter as
mentors. Their insights about fostering resilience and how they have done so could be helpful
for other mentors seeking guidance and direction about how to approach mentoring. In the
next section, | discuss BBBSNZ’s conceptualisation of resilience and how the mentors in this

study view the merit of their training and ongoing development opportunities.

BBBSNZ and Organisational Influence on Participating Mentors
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My final research question sought to understand how BBBSNZ influenced the mentors’
understanding and practices for cultivating resilience with young people. Since the mentors
did not receive resilience-specific training, they were not able to answer this question
directly. However, watching the resilience training video during the focus group did provide
an opportunity to discuss the merit of the video and how the mentors believed it could be
better incorporated into any future training or ongoing development in the organisation.
Participants also discussed the organisation in more general terms, talking about the benefits
they have received from the meet ups and training nights that BBBSNZ have organised in the
past. Overall, the mentors’ feedback about BBBSNZ and the resilience video was proactive
and encouraging, indicating that the organisation is doing well supporting their mentors and

mentees.

In this section, | discuss insights and suggestions made during the focus group and
within the interviews about BBBSNZ and the resilience video to demonstrate the merit of the
mentors’ training and ongoing development through the organisation. I begin by discussing
the mentor’s reactions to the resilience video during the focus group. This is followed by the
suggestions made by the mentors regarding the video, such as ideas on how to distribute this
among the mentors in an efficient manner and how its content could be better incorporated
into the mentoring relationship. From there, | share the feedback about the organisation that
the mentors gave, both in their interviews and during the focus group. This section provides
the information and context necessary to develop the recommendations | make in the next
section below, where | will bring together the information from this study to create

recommendations for the future.

All the mentors agreed that the video would have been a helpful resource at the
beginning of their training. References to specific factors when conceptualising resilience
was also noted by Buddy as helpful for grounding resilience in real life. Rocket added that it
would also be helpful to watch partway through the mentoring relationship once you have
gotten to know your mentee. She suggested the video could be used as an opportunity for the
mentor to reflect on the resilience factors that they do or do not see in their mentees and come
up with some ideas about how to foster resilience more. Buddy agreed, saying that he would
be happy to watch the video again to gain more insights.

Newburn & Shiner (2006) raise the issue of under-theorising and the lack of explicit

models as reasons why mentoring programs do not see the outcomes they may be seeking.
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Karcher et al. (2010) also found that mentors and mentoring organisations would benefit from
clearer terminology about the mentoring relationship and expectations. By having such a
clear model of resilience and making the mentors more aware of this model, it is possible that
BBBSNZ would see a more consistent improvement in the resilience of their mentees. If the
mentors have a clearer idea of what resilience means to the organisation and have ideas about
how to foster resilience through their mentoring relationships, they may well see improved

outcomes for these young people and a heightened sense of self-efficacy among mentors.

Rocket suggested that the video could be sent out as a link for mentors to click on and
watch in their own time so that the training sessions still have space to prepare the mentors
for any negative or difficult situations. She suggested this link could be sent out before the
training so that the mentors could watch it before meeting with the facilitators and other
mentors to encourage a discussion about it during the training. Improving the accessibility of
this video would be beneficial for the reasons discussed above and, considering this video
was not seen by the mentors before the focus group, it appears to be a tool being under-

utilised right now.

As noted above, the mentors’ feedback about the organisation was positive. Buddy
highlighted the motivation and passion of the workers to encourage the mentors and mentees
to get together and spend time as a larger group. Rocket discussed how she and her little
sister had enjoyed going on a nature walk with the other Big and Little Sisters as it gave them
both a chance to chat to other mentors and mentees. Harrison added to this saying it helps
normalise the relationship for his little brother by seeing other mentoring relationships within
the organisation. Here we can see the emphasis BBBSNZ places on improving relationship
quality, which is one of the strongest predictors of the success of a mentoring match. As
Benard (2002, p. 27) points out, the “successful development and transformative power (of

mentoring) exists not in the program per se, but at the deeper level of the relationships.”

Rocket put forward the idea that it might be worth having parents watch the video as
well so that they can be on the same page as the mentors about the young person’s
development. Buddy agreed with this idea, saying it could also encourage consistency
between the parents and the mentor in terms of supporting the mentees in the program. This
is an idea shared by DeWit et al. (2016) who suggested that mentoring programmes would
benefit from parental involvement in the ongoing training sessions and outings. Keller (2005,

p.169) phrased this as recognising the “mutually reinforcing (or inhibiting) network of
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relationships” within a child’s life and working with a more holistic perspective. As the
mentors in this study point out, this would improve the consistency of expectations between
the parents and mentors about the purpose of the mentoring relationship and could help them

incorporate these factors of resilience into the child’s life at home.

Even though Harrison and Buddy could not remember the specifics of the training
received, Rocket had undergone the training more recently and could recall specific details
about how the training was run. Despite the difference in how much they each remembered
about the training, all of the mentors demonstrated a high level of self-efficacy as mentors
and referred to things they remembered from the training when discussing their approaches.
This indicates that the training may aid self-efficacy in mentors and made them feel ready for
their mentoring relationship (Parra et al., 2001). Rocket said that she really enjoyed the
training, saying that it was interactive and engaging, with a good balance of fact-based
discussion as well as stories from the facilitators” experience to ground the teaching in real-
life scenarios. For example, all three mentors raised the point during their interviews that they
recognised that they were not alternative parents for their mentees. Rocket attributed this self-
positioning to the clear boundaries they were taught during their training about their
involvement with the family. This includes how mentors cannot be part of any punishments
at home or how they should not feel responsible for making sure the child finishes their
homework. Rocket believed that not only does this take a pressure off mentors, but it also
sends a message to the child that no matter how things are going at home, their relationship

was separate and would not be affected.

All the mentors raised their struggles to be able to attend the ongoing training sessions
available to the mentors due to work and life commitments. Buddy mentioned how this can
be a bit frustrating. Harrison also pointed out that he would not even know what training he is
missing out on and if it was something that could have been helpful for him and his little
brother. While he does feel prepared as a mentor, he cannot know what he does not know.
These training nights consist of one hour of engaging a specific topic, such as introducing and
educating the mentors to organisations that offer help for young people. They also feature one
hour of socialising and networking, which provides the mentors with a chance to swap ideas
and ask for advice from each other. Parra et al. (2017) specifically highlight ongoing training
for mentors as a strong predictor of relationship success, suggesting that this inability to
attend the meetings is something that should be addressed. It is possible that BBBSNZ should

consider alternative ways of sharing this information with mentors who are unable to attend,
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perhaps by recording the sessions and sending this recording out for mentors to watch in their

own time.

In this section, I discussed the mentors’ perceptions of BBBSNZ and the training and
support the organisation offers mentors. The mentors had a lot to contribute in terms of praise
for the ways the organisation trained them and continues to foster their relationships with
their mentees. They also provided much food for thought about ways the organisation could
improve their service delivery and promote the resilience-fostering aspect of the mentoring
relationship. These participants appreciate the support they do receive from the organisation
but could think of ways this could be improved considering common obstacles or factors in a
mentor’s life. Key considerations included work and life commitments preventing them from
attending ongoing training. This conversation was a constructive and positive one, offering

practical and grounded suggestions for recommendations for the organisation.

Recommendations

To follow, | pose recommendations anchored in key insights from the accounts of mentors
participating in this research and are informed by previous research. All recommendations
relate specifically to the practice of youth mentoring and aim to assist mentors and mentoring
organisations with their practices. As mentioned in Chapter 2, | have shared a policy brief
(see Appendix E) based on insights this research with BBBSNZ. This chapter offers general
recommendations that relate to youth mentoring practices in a broader sense. First, I discuss
how mentoring organisations need to keep developing a practice-grounded and contextually
orientated approach to mentor development to better reflect the unique approaches different
mentors take into and develop through their mentoring relationships. Second, | discuss how
mentoring organisations could make training and ongoing development of their mentors more
accessible to encourage more consistent engagements from mentors. Third, | address the
point raised by Harrison about the barriers for men choosing to mentor and how these barriers
could be overcome. Fourth, I discuss the benefit of making the discoveries of studies such as
this one more public to improve community awareness of the benefit of mentoring
programmes such as BBBSNZ. Finally, | consider the point initially raised by Rocket and
further confirmed by the other mentors about the benefit of including parents and family in

the mentoring process.
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The unique approach to mentoring narrated by each mentor demonstrates the value of
engaging in more contextual, practice-focused approaches to the further development of
effective practices (Evans & Ave, 2000; DuBois et al., 2002; Karcher et al., 2006; Raposa et
al., 2019). As emphasised throughout this thesis, each mentoring situation can be different
and can only be assisted so much by general tips and guidelines, especially when these
emerge from different cultures (Faruggia et al., 2011; Green, 2017). As the mentors agreed
during the focus group, being able to get together and swap stories and advice has been
incredibly helpful for their development as mentors. Mentoring organisations and their
training and ongoing development programs may consider adopting more of a contextual
approach to their mentors’ development. This involves creating further spaces (including
online), whereby the mentors can share the approaches and learning they have gained with
their little brothers or sisters. As Ramani et al. (2006, p. 405) put it, “Mentors need a forum to
express their uncertainties and problems.” This mutual support group approach, facilitated by
senior mentors and assisted by external experts in particular fields, can help other mentors

adapt to their own situations in a positive and sustainable way.

This recommendation is not necessarily a new one. Weller et al (2014) called for
more focus to be placed on the mentors’ perceptions and strategies to guide and promote
successful experiences for other mentors. Within the context of Aotearoa New Zealand,
Evans & Ave (2000) encouraged mentoring organisations to take a considered approach to
the development of their programmes so that they would better suit the unique culture of
Aotearoa New Zealand. Taking a more contextually informed approach to the ongoing
training of youth mentors would allow BBBSNZ and other mentoring organisations to ground
their principles and training within the culture and values of their mentors, thus promoting a
successful experience for the mentor and positive outcomes for the mentee (Weller et al.,
2014).

In relation to the networking and training nights discussed above, the mentors
discussed the difficulty attending these nights due to work and life commitments. Strauss et
al. (2013) found that an inconsistency of training among mentors results in an inconsistency
of mentoring effects and approaches, which could result in a negative experience for the
mentee. It may be beneficial for this mentoring organisation to consider how they can make
these events and the information shared during these more accessible to all the mentors.
Recently, mentoring organisations have been exploring online training as an alternative to in-

person training to improve mentoring outcomes (Garcia-Melgar, 2018; Rogers et al., 2022).
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Rogers et al. (2022) found that providing this alternative increased the number of training
hours among mentors, which was positively associated with mentoring outcomes. This
association indicates that more training does improve mentoring outcomes. However, Rogers
et al. (2022) point out some issues with adopting online approaches, such as the loss of
conversation opportunities and the ability of participants to request further clarification.
Therefore, perhaps the best way for mentoring organisations to utilise online training would
be to record and upload presentations or information from the training nights online for any
mentors unable to attend these nights and continue to offer them in-person as well. This

would also ensure that the networking aspect of the training nights is not lost.

This study included two male mentors who spoke about their experiences. Whilst
generally positive about their experiences, male mentors remain comparatively scarce within
youth mentoring organisations (Henderson et al., 2022a; Soklaridis et al., 2018). Harrison
proposed that feedback he receives from his male friends about why they do not mentor is
that they are nervous about being alone with a child due to dominant social narratives and
media portrayals about such situations that can be stigmatizing for men (Hodgetts & Rua,
2008). Harrison proposed that it would be helpful for society to work on changing this
stigmatising narrative as part of a broader processes of removing barriers for men wanting to
become mentors and positive role models in boys' lives. This is a complicated issue, and one
that is not well researched or discussed. | was unable to find any articles or studies directly
addressing this issue of detrimental social narratives or assumptions that stop men from
mentoring young people. When Henderson et al. (2022a) engaged in a systematic literature
search on voluntary male adult mentoring using five academic databases, they were only able
to find 29 relevant publications. However, in a later study consisting of semi-structured
interviews with male mentors, Henderson et al. (2022b) made the point that it is stories like
theirs that challenge masculine gender norms and change narratives about socially
appropriate behaviour (Adegbosin et al., 2019). Hodgetts & Rua (2010) support this notion
through their critical consideration of the role media portrayal of masculinity impacts men’s
lives. They suggest that since masculinity is a social construct, it can be challenged through
the portrayal of men engaging in positive social activities, such as youth mentoring. There is
no simple solution to this problem of the lack of male mentors. However, promoting and
sharing stories like Buddy’s and Harrison’s may assist in empowering men to engage in

mentoring and change the social narrative about male mentoring.
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Along similar lines of thought, it may be beneficial to improve community awareness
of the benefits of mentoring organisations such as BBBSNZ for mentors and mentees
(Tierney, 1995). BBBSNZ does advertise their need for mentors. Harrison’s report of hearing
an advertisement for mentors on the radio and Rocket mentioning that she learned about the
program via a Facebook post attests to that fact. Promoting the purpose and outcomes of
youth mentoring may assist mentoring organisations further. By normalising an intervention
approach such as youth mentoring, more people may consider becoming mentors. This would
also assist in the shift of social narrative about male mentors by normalising men getting
involved in mentoring programmes. All three mentors had positive experiences with the
organisation and their mentoring relationships. These positive experiences could be shared
more broadly to encourage the community to engage in a more active way with young

people.

Finally, another aspect of healthy mentoring in New Zealand could be the more
formal inclusion of family in the mentoring relationship. Rocket’s story has brought forward
the value of a strong family in the life of a young person. Correspondingly, Rocket proposed
that she struggled to figure out what her role was when there were already so many positive
adult role models in her little sister’s life. Though she did eventually realise that her role was
to be an external source of support outside of the family, she still values the support of that
family, having now met many of the aunties and uncles and grandparents. It is possible that
mentoring in New Zealand should reflect the whanau value within our eclectic culture,
embracing the support of families and working with them to provide the young person with a
consistent, connected network of support. Organisations such as BBBSNZ may benefit from
exploring ways to incorporate this within their training and ongoing support and social events
(DeWit et al., 2016).

This section presents five recommendations based on insights from this study to assist
mentoring organisations. These recommendations are specifically aimed at mentoring
organisations because the purpose of this study is not only to learn more about how mentors
foster resilience. Recommendations reflect the practice-focused approach of both the study
and the mentors’ insights and could also assist organisations in designing programmes and
practices that promote this aspect of the mentoring relationship. It is also aligned with the
collaborative and transformative values discussed in Chapter 3 (Drew, 2006), where | use the

findings and discussions of this study to give back to the organisation by highlighting their
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strengths and suggesting ways they can further empower and support their mentors. Below, |

will provide a concluding statement as a close for this study.

Concluding Statement

This thesis documents mentor experiences of fostering resilience in young people. When so
much of the literature on resilience emphases the importance of social relationships and
support (Vance, 2002; Hoss & Graydon, 2008; Maldonado et al., 2008; Goodrich, 2020), it is
vital to consider how we can utilise social relationships to build resilient outcomes in young
people. When done well and with care, mentoring can provide young people with a
supportive adult in their lives who can assist them in their development (Day, 2006;
Southwick et al., 2007; Greeson, 2013). In today’s socio-economic climate, where there are
various stressors in the lives of many young people, such as personal struggles, political
unrest, online pressures, and global events such as the pandemic, it is important to ensure that
these young people have the support and guidance necessary to foster their resilience. The
need for more preventative measures in supporting the positive development of young people
has been well documented (Osterling & Hines, 2006; Cavell et al., 2009). Engaging with a
mentoring service such as BBBSNZ can provide such preventative measures and give a
young person and their family the support they need. Though there are arguments in the
literature for the benefits of mentoring for a variety of factors, in this study, I have argued
specifically for the benefit of mentoring for fostering resilience. Recognising the positive
influence of a mentor and their ability to be a source of resilience is important for the

development of society and creating communities of support and care.

In closing, greater emphasis should be placed in public discourse on the importance of
mentoring organisations such as BBBSNZ and their training of mentors. BBBSNZ must
compete with a range of other social services to gain the funds necessary to maintain their
service, and this has resulted in a reduced ability to expand their reach to vulnerable youth.
Additionally, they struggle to recruit people to become mentors, making it difficult to create
matches for the children and families who are looking for one. Building the sustainability of
such organisations could assist the young people of New Zealand to build their resilience as
well as providing a chance for adults to perform such prosocial roles. In this thesis, | have
attempted to shed more light on the benefits of mentoring for both the mentor and the mentee,

with the intention of assisting the organisation in their work. As mentioned, a policy brief
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was written for BBBSNZ to communicate the recommendations that | developed considering

the findings of this thesis. This policy brief is provided below (see Appendix E).
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Appendix A

Project title: (Maximum of 25 words): Resilience in the Mentoring Context

Recruitment/Data collection start date: 30 May 2023

What date do you expect data collection and analysis activities to be completed by? 10
July 2023

Project type: Postgraduate student research

Aim of the project: The core aim of this project is to contribute further depth of present
understandings of how mentors (associated with a particular service in Palmerston North)

understand their efforts to support the development of resilience in young people.

Project summary: no more than 2000 characters in lay language (What you are doing,
how doing it, who you're doing it with):

A case-based approach will be conducted in partnership with the Manawatii branch of Big
Brothers Big Sisters of New Zealand (BBBSNZ). This service is part of the international
organisation of Big Brothers Big Sisters, which recruits mentors to work alongside mentees
(typically between the ages of 6 and 12 years) for at least one hour a week for at least one
year. The organisation offers both community-based and school-based mentoring to increase

the accessibility of the services. The service has been operating for 25 years in New Zealand.

This research has been co-designed with the Practice Manager of the service. The
organisation has also committed to supporting the recruitment of mentors for this research by
liaising with the local branch manager and has provided their training materials and service

support documents for analysis.

The Manawatii branch of BBBSNZ provides the case for this research that encompasses three
primary information sources: organisational documents (specifically, training materials, the
content of outcome evaluation forms, and annual reports) and a focus group discussion with
up to six mentors from the organisation, and individual interviews with the same six mentors.

Insights from each of these different sources will be used to corroborate findings from other
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sources to build a fuller picture of the meaning of resilience within the service. Such
information allows us to not only better understand the present situation, but to also gain a
better idea of what the future could look like and how scholars can assist organisations in
creating positive alternatives. The materials and analysis will be used to create a policy brief

for the organisation to help them develop their training materials and mentoring model.

This project aims to provide insights into the practical realities of fostering resilience in a
mentoring environment within the participating organisation that may be of use to similar

mentoring programmes in Aotearoa New Zealand.

Describe the peer review process that has been used to discuss and analyse the ethical
issues in this project (4000 characters): My supervisor (Professor Hodgetts) has helped me
to conduct the risk assessment and to complete the low-risk application. The draft application
plus a brief proposal was sent to Dr Amanda Young-Hauser and Dr Veronica Hopner. The

points they raised were as follows:

Dr Amanda Young-Hauser supported this project as a low-risk study, raising only points
about the need to clarify certain pieces of information in the documents and ensure
consistency across the documents. These points were acted upon, and the necessary changes

were made to the wording to provide more clarity and avoid any confusion.
Dr Veronica Hopner also found no ethical issues and supported this as a low-risk study.

Summarise the ethical issues considered and explain how each has been addressed (2000

characters)

Autonomy: Participants will be autonomous in their decision to participate. They will be
given an information sheet and informed consent (see attached) that includes information
about research aim, design, goals, and their rights. | will clarify to participants their right to

withdraw from the research up to one week after completion of individual interviews.

Non-Maleficence: While there are no direct risks of physical injury, nor does this research
encourage participants to undertake dangerous or harmful acts, care will be taken to ensure

that each participant feels safe and respected.

Beneficence: Insights gained from this research will be used to inform staff training and

service development of BBBSNZ.
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Special relationships: There are no special relationships between the organisation and

researcher.

Justice: There is no discrimination towards selection or recruitment. However, the purpose of
this research means that only persons who have experience as mentors within the

organisation will be asked to participate.

Te Tiriti o Waitangi: This research does not focus specifically on Maori. However, relevant
aspects of Te Tiriti o0 Waitangi are that the research has been co-designed with BBBSNZ and
is being conducted in partnership with this mentoring agency. Although not specifically
aiming to recruit Maori, if a Maori person show interest in participating, I will speak with
them openly about what their involvement will encompass, how the information they provide
will be used and if they have any particular issues that they feel are important to cover in the
research. | will also strive to demonstrate manaaki towards all participants by engaging in an
open manner and offering refreshments during their participation. In terms of mana, I will
show respect towards participants and work to not bring the participants or the organisation

into disrepute.
With whom did you peer review the ethical aspects of your research (2000 characters)
Dr Amanda Young-Hauser is a Lecturer in the School of Psychology at Massey University.

Dr Veronica Hopner is a Senior Lecturer in the School of Psychology at Massey University.
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4w MASSEY UNIVERSITY
TE KUNENGA KI PUREHUROA

"= UNIVERSITY OF NEW ZEALAND

School of Psychology
Psychology Building
Turitea Campus
Massey University
Tennent Drive

Palmerston North 4474

Resilience in the Mentoring Context

INFORMATION SHEET

Researcher Introduction

| am a postgraduate researcher at Massey University undertaking my Master’s research in Psychology
under the supervision of Professor Darrin Hodgetts. The aim of this study is to research the experiences
of mentors and produce anonymised accounts that can be used to inform the training and mentoring

that is offered by Big Brothers Big Sisters of New Zealand.
Project Description and Invitation

You are invited to take part in this research by sharing your experiences of mentoring young people
and fostering resilience in them. Your contribution will help build a clearer understanding about how
mentors understand resilience in young people and engage in mentoring relationships to foster such
resilience. The aim of this study is to research the experiences of mentors and produce anonymised
accounts that can be used to inform the training and mentoring that is offered by Big Brothers Big Sisters

of New Zealand.
Project Procedures

This study involves participation in a focus group discussion and one individual interview. The focus

group will take place in a pre-determined location, while the interview will take place at a mutually agreed
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location. Before you take part in this study, you will need to sign a consent form to confirm your

willingness to participate.

The focus group discussion will involve a group of five to six mentors. You will be provided topics for
our group discussion about mentoring. The discussion will focus on the group's understandings of
resilience, and your experience in working with Big Brothers Big Sisters to promote resilience in
mentees. The focus group will be approximately 1.5 to 2 hours long and will be audio recorded and later

transcribed into written text. Refreshments will be provided during the focus group.

You will also be asked to take part in a follow up open-ended interview during which you will be asked
to share your experiences of mentoring and fostering resilience in young people. The individual
interview will take approximately 1 to 1.5 hours in duration. Each interview will be audio-recorded and

later transcribed into a written text.
Information Management

All information gained in this study will be used solely for the purposes of completing the master's thesis
and creating a policy brief for Big Brothers Big Sisters. The information you provide will be stored on
two password-protected computers, one being the researcher’s and the other being the supervisors.
No one else will have access to these research materials. Once the study is completed, the information
will be kept by the supervisor for five years and then destroyed. You will be asked to provide a
pseudonym that you will be identified by in relation to any quotes that appear in the thesis or policy
brief. Only other participants in the focus group would be able to associate you with any quoted

responses in the thesis or policy brief.
Participant’s Rights
You are under no obligation to accept this invitation. If you decide to participate, you have the right to:

e decline to answer any particular question;

o withdraw from the study up to one week after the completion of the individual interview;

e ask any questions about the study at any time during your participation;

e provide information on the understanding that your name will not be used unless you give permission
to the researcher;

e be given access to a summary of the project findings when it is concluded;

e ask for the recorder to be turned off at any time during the focus group or interview.
Project Contacts

If at any point, you have questions or concerns about this study, please do not hesitate to contact:

Elise O’Shea

School of Psychology, Massey University, Manawatu

Email: [
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OR

Professor Darrin Hodgetts
School of Psychology, Massey University, Auckland

Email: D.J.Hodgetts@massey.ac.nz

This project has been evaluated by peer review and judged to be low risk. Consequently,
it has not been reviewed by one of the University’s Human Ethics Committees. The

researcher(s) named above are responsible for the ethical conduct of this research.

If you have any concerns about the conduct of this research that you wish to raise with
someone other than the researcher(s), please contact Prof Craig Johnson, Director,
Research Ethics, telephone 06 356 9099 x 85271, email humanethics@massey.ac.nz.
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Psychology Building
Turitea Campus
Massey University
Tennent Drive

Palmerston North 4474

Resilience in the Mentoring Context

PARTICIPANT CONSENT FORM
Research Team: Elise O’'Shea (Researcher), Professor Darrin Hodgetts (Supervisor)

We would like to invite you to take part in a focus group discussion followed by an individual
interview. If you agree to participate, you will be asked to share your experiences of mentoring
and fostering resilience among young people. Both the focus group and the interview will be
audio recorded and then transcribed by the researcher. In order to take part in this research,

we ask you to sign this consent form.

| have read and | understand the Information Sheet for this research. | have had the details
of the research explained to me, any questions | had have been answered to my
satisfaction, and | understand that | may ask further questions at any time. | have been given
sufficient time to consider whether to participate in this study and | understand participation
is voluntary and that | may withdraw from the study at any time up to one week after the

individual interview.

1. | have been informed about this research and understand my participation in it.

2. lunderstand that my participation in this research is voluntary, and | can opt out at any
stage of the interview process and withdraw from the study up to one week after the
completion of the interview.

I am aware the information | provide will be used in a thesis, a policy brief and reports.

| understand that | can choose not to answer any particular questions.
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5. 1 understand that | can request the audio recorder to be turned off at any time during
an interview and any information | have provided to that point can be withdrawn from
the research.

6. | understand that | have an obligation to respect the privacy of the other members of
the group by not disclosing any personal information that they share during our
discussion.

7. 1 understand that all the information | provide will be kept confidential to the extent
permitted by law, and the names of all people in the study will be kept confidential by

the researcher.

| confirm that:

e | agree to take part in this research, both the focus group and the interview.

¢ | understand that anonymized information will be used in a master’s thesis.

¢ | understand that information will be stored securely for the duration of the study and
then deleted.

We encourage you to consider your participation in this study and raise any concern about
the study with the research team. Please get in touch with the researcher listed at the bottom

of this page if you have any further questions.

Declaration by Participant:

I hereby consent to take part in this study.

[print full name]

Signature: Date:

Elise O’Shea

School of Psychology, Massey University, Manawatu

Email: I
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For any concerns regarding ethical issues, you may contact

Nga mihinui! Thank you in advance for your time and consideration of this project
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10.
11.

12.
13.

Appendix D
Focus Group Protocol
Step 1: Welcome and thank everyone for coming. Re-introduce myself and then open
the floor for the mentors to introduce themselves.
Step 2: Re-introduce the topic of the study and the purpose of the focus group. Point
out the notebooks as a chance to write down any thoughts throughout the session.
Remind the mentors about the focus group being audio recorded and then turn on the
recorder.
Step 3: Introduce the training video about resilience, explaining the general content of
the video, and explain how there will be prompts for further discussion within the
video that we will engage in.
Step 4: Play the video.
Step 5: Pause for the first prompt. Allow the mentors to guide the discussion and wait
for a natural and clear end before playing the video again.
Step 6: Resume the video.
Step 7: Repeat Step 5 for the second prompt for discussion.
Step 8: Resume the video.
Step 9: Repeat Step 5 for the third prompt for discussion.
Step 10: Once the video has ended and the mentors have finished discussing the
content and any other topics that arise, signal the conclusion of the focus group and
turn off the recorder.
Step 11: Thank the participants for attending.
Step 12: Once everyone has left, engage in a written debrief and take notes about the

focus group.
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Resilience in the Youth Mentoring Context

A Research Brief for the Management of Big Brothers Big Sisters of

New Zealand

Elise O’Shea

Resilience is an important aspect of life that enables people to respond effectively to
adversity and grow from the experience (Arora & Rangnekar, 2014; Lou et al., 2018; Wu et
al., 2013). Youth mentoring has shown promise as a strategy for cultivating resilience,
wellbeing, and future prospects with young people (Arora & Rangnekar, 2014; Dzoba, 2014;
Southwick et al., 2007). Researchers (Day, 2006; Ledbetter, 2003; Mucci, 2009; Rabe, 2018)
propose that mentoring promotes resilience by providing the young person with nurturance,
empathy, stability, and a sense of belonging, perseverance, and resilience. Mentoring can
offer young people opportunities to model beneficial worldviews and ways of interacting
with others that can have positive impacts on their future decision making and lifepaths. The
introduction of warm and nurturing mentoring relationships is also associated with buffering
youth against depression and anxiety (Southwick et al., 2007).

Approach & Results

Approach

This brief draws insights from an in-depth case-based investigation of the understandings and
specific ways three mentors fostered resilience in young people. Also considered was how
formal mentoring organisations such as BBBSNZ can support further resilience among young
people. All three mentors worked with Big Brothers Big Sisters of New Zealand and inform
the recommendations for enhancing this service that are presented below to the management
of Big Brothers Big Sisters of New Zealand.

Results

The key finding of this study was that the mentors took unique, but overlapping, approaches
to promote resilience, wellbeing and positive future aspirations among their mentees. All
involved their mentees in activities where they could overcome problems, develop problem-
solving and communication skills, and experience positive community engagements that
enhanced their sense of self-esteem and hope for the future. The three participating mentors
utilised practical challenges and reflective conversations with their mentee to teach them life
lessons, offer advice and guidance, and model a proactive and optimistic approach to life.

Whilst sharing variations on this strategy, each mentor also conceptualised and worked to
foster resilience in their mentees differently. One mentor focused more on building problem-
solving skills and critical thinking. Another on regular engagements in difficult, but important
conversations to teach his mentee the importance of taking different perspectives when
thinking through problems in life. The third mentor focused on acting as a reliable and
external source of support and encouragement to the mentee’s family. These personalised
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approaches reflected each mentor’s unique relationship with their mentee and the different
challenges each mentee was facing. Their approaches provide insights about how resilience
can be fostered through everyday interactions within a purposeful and thoughtful mentoring
relationship.

Also evident from the accounts of these mentors were gaps in the use of the BBBSNZ
resilience-focused training (including a video resource). These mentors had not been shown
the video or provided with an opportunity to work through it with a guide. This suggests that
BBBSNZ may not have utilised this resource or peer support and training opportunities as
effectively as the organisation could have.

Implications & Recommendations

Recommendations below are anchored in the three case studies as well as insights into best
practice from relevant research.

1. Mentors may benefit from more training with explicit frameworks of resilience that
offer clear and well-communicated expectations about how mentors can foster
resilience. Such frameworks need to be used flexibly to supplement the mentors own
organic approaches and personal styles as mentors. The flexible use of such
framework has been associated with improved overall outcomes from mentoring
relationships (Newburn & Shiner, 2006; Karcher et al., 2006).

2. The way each mentor has created their own approach to mentoring without resilience-
specific training from BBBSNZ is probably a common process. Considering the
resilience-specific video was provided by the organisation with the understanding that
it was currently being used for training, it is possible that there are inconsistencies in
the training across branches. Mentor access to helpful resources likely varies
substantively across branches. The organisation and its mentors may benefit from
ensuring that all branches have training resources and are facilitating access to these
for their mentors, both during initial training and during ongoing development events.

3. Seeking and incorporating insights from more experienced mentors about how new
mentors can foster resilience would also enhance the organisation’s training efforts.

4. This thesis and previous research suggest that mentors may struggle to attend in-
person networking events due to work and life commitments. BBBSNZ should
consider alternative channels through which open networking can occur for mentors
to share insights and learn from one another. These could include a moderated online
chat forums and pre-recorded instructional resources to assist mentors with the
application of the training recommendations. Such a forum could be trialled on a
social platform or the organization’s website and offer ready access to shared training
resources.

5. The organisation should strengthen the networks of relationships within a child’s life
and consider ways in which they can cooperate more with family in the mentoring
process (Keller, 2005). Reflecting the whanau value within our eclectic national
culture, mentors and families could be guided by BBBSNZ on how to embrace the
support of one another and work together to provide young mentees with a consistent,
connected network of support (DeWit et al., 2016). This could occur through
organised social events, initial training, or ongoing support review meetings. This
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strategy would likely improve the consistency of expectations between the parents
and mentors about the purpose of the mentoring relationship.
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