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Abstract

The purpose of this study is to interrogate the power dynamics of academic
mentoring in a university in Vietnam, responding to the need to understand and improve
this practice. Drawing on Foucault’s power/knowledge and governmentality concepts,
the mentoring policy discourse and academic mentoring participants’ narratives are
examined. The findings indicate that the State aspire to maintain the “gaze” by
privileging the institution’s formal Regulation documentation as a means of regulating
the academics. The mentoring participants in this study mobilise their own knowledge
and experiences. By exercising their power, they create additional knowledge in higher
education teaching, subject matter, mentoring, career trajectory, and institution politics.
The mentors tend to navigate the domain as active, knowing, and moral subjects by
proffering their discourse of resistance. Their alternative mentoring, however, does not
appear to be strong enough to disturb the institutional mentoring discourse. The mentees
behave as objects being acted upon, showing a lower level of counter discourse by
critically reflecting on the institutional mentoring policy and practice. The participants
are found to yield to the cultural and social discourse in the way they generally operate
through directive mentoring, although the responsive model might be more beneficial.
Foucault’s power/knowledge and governmentality theories together with Vietnamese
specific governance and culture may explain the flow from power to knowledge and
vice versa, and the reasons why the mentors and mentees navigate the mentoring terrain
in the particular way they do.

Key words: academic mentoring, Foucault, power/knowledge, governmentality,
discourse, Vietnamese higher education policy
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Chapter One: Introduction

This thesis is devoted to interrogating the mentoring policy and narrating the
stories told by ten academics who participated in mentoring programs in a university in
Vietnam. It elaborates the journeys that they took, and the considerations they made in
light of their power relationships with the State, the institution, Vietnamese higher
education (HE) governance and culture, and among themselves. I employ Foucault’s
theories of power/knowledge and governmentality to interrogate the mentorship
process, and how the participants navigated this professional development (PD) domain.
This chapter sets out the background and practical rationale for the research.

Background and Research Problems
The research is to respond to the urgency to examine academic mentorship in
Vietnamese HE in an effort to understand and improve this PD component. In
particular, it is driven by the demands that today’s higher education places on beginning
academics, the new expectations these academics bring with them to the workplace and
the perceived problems with Vietnamese academic mentoring.

Today’s demands and academics’ expectations
The chronic shortage of academics, and plans for the future expansion of the
Vietnamese HE system means 170,000 new academics are needed and the future
provision of 30,000 academics by 2020 has been projected to ensure a better
student/lecturer ratio (Nghi, 2010). Entering academe presents beginning academics a
range of challenges such as familiarising themselves with faculty roles and
responsibilities and keeping informed of student learning preferences. In the context of
world-wide competitiveness, these academics will face the pressure to provide better
quality teaching and research (Staniforth & Harland, 2006). Hurdles of modern era
include business’s, community’s, and government’s pressure on institutions to align
degree preparation with twenty-ﬁrst century skills, and demonstrate achievement in
terms of students’ speciﬁc learning outcomes (Barber, Donnelly, & Rizvi, 2013).
Although concerted effort has been made to align graduate school training with the full
range of responsibilities required by the contemporary academic workplace for the last
two decades, new academics are still inadequately prepared for the multiple roles and
expectations of academia (Austin, 2002a; Helm, Campa, & Moretto, 2012). In fact, as
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found by Golde and Dore, what “the training doctoral students receive is not what they
want, nor does it prepare them for the jobs that they take” (Golde & Dore, 2001, p. 7)
and many postgraduate programs have been found to inadequately prepare future
faculty members for the academic life (Austin, 2002b). PhD holders may have intensive
research training but many do not have access to course preparation, curriculum
development, training with modern technology, service involvement or assessment
(Nyquist & Woodford, 2000). New academics, thus, are not always equipped with an
understanding of the fundamental purposes and values of higher education, professional
expectations for service, outreach, and ethics or an understanding of how to work with
diverse student bodies (Austin, 2002a; Helm et al., 2012).
The trend observed in Western academe is likely to exist in Vietnamese HE but
the situation seems to be more serious in Vietnam where the recruitment tradition is to
hire fresh Bachelor graduates who hold the Dux title at graduation from the same
institution. Due to the shortage of academics, it is not mandatory to have a doctorate to
obtain an HE permanent position (Do & Do, 2014). This suggests that many
Vietnamese early career academics may share the problems found within Western
academe and some are even are further disadvantaged by the lack of a postgraduate
education.
Another factor to consider is the expectations that academics now bring to the
workplace for themselves, the institution, and workplace culture, which do not
necessarily resonate with what previous cohorts expected (Beane-Katner, 2014). The
new academics are increasingly dissatisfied with the traditional academic work
environment, tenure policies, work-life balance, collegiality, adequate support for
research, and leadership (Cullen & Harris, 2008; Trower, 2012). Many expressed
concern over the inadequate academic work life, with its concurrent stress, isolation,
and lack of time to connect with students, family, and the community (Helm et al.,
2012; Nyquist & Woodford, 2000). There is frustration expressed at the perceived
disconnect between their own expectations and the institutions’ (Boice, 2000; Searby,
Ivankova, & Shores, 2009). Faculty members generally want meaningful collegiality,
effective mentoring, and PD support (Trower, 2012). They also expect regular feedback
on performance, emotional support, and concrete direction (Nyquist & Woodford,
2000). In today’s academic setting, new faculty members tend to seek learning that is
interactive, collaborative, integrative, challenging, and empowering (Black, 2010).
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They, therefore, need “creative and intentional mentoring that builds professional
competencies for today’s academic workplace” (Beane-Katner, 2014, p. 92).
As a “communication relationship in which a senior person supports, tutors,
guides, and facilitates a junior person’s career development” (Hill, Bahniuk, & Dobos,
1989, p. 15), mentoring is instrumental to beginning staff’s success (Kram, 1985;
Ragins & Scandura, 1997; Zey, 1991). Designed to ease the transition to academe,
mentoring programs are expected to “enhance recruitment, promote retention, and
create a caring environment that capacitates and enriches the teaching role” (Sawatzky
& Enns, 2009, p. 145). The mission that academic mentorship carries presents some
significant hurdles considering the new demands on beginning academics and the new
expectations that they have, responding to changes in the present context. The need for
innovation in mentoring novice faculty within formal programs is, therefore, relevant
and timely. “If institutions are to be successful in attracting and retaining their ideal
candidates, mentoring opportunities must be aligned with the needs, expectations, and
learning preferences of this cohort” (Beane-Katner, 2014, p. 92). To understand how the
mentorship available to academics in Vietnamese HE addresses these challenges, indepth enquiry into its different facets and intersections was needed. This was best done
within the real-life context of Vietnamese academic culture as mentoring has been
recognised to be contextual (Zellers, Howard, & Barcic, 2008). The description of
Vietnamese state and HE governance together with the academic mentoring policy in
the next section is intended to shed light on the context of this study and the problems to
be examined.

Context
Higher education in Vietnam is under the control of the state and the Ministry of
Education and Training (MOET), which closely reflects the way the country is
governed (Khanh & Hayden, 2010). International reintegration and economic growth
generated by the Doi Moi (The Innovation) policy introduced in 1986 have required
Vietnam’s HE sector to reform in order to better prepare graduates for workplace
requirements in terms of knowledge and skills. Attempts have been made to move this
sector toward a western HE system (Harman, Hayden, & Nghi, 2010). However,
Vietnam’s HE governance, resembling the Soviet bloc’s model in both forms and
structures, has remained almost unchanged (Khanh & Hayden, 2010) and seems to
breed in itself problems similar to those found in the state governance. These problems
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are related to the absolute power of the state, and the inconsistency and ambiguity in
policy making and enactment.
Governance at the state level in Vietnam is generally characterised as having
absolute power. Governance generally refers to mechanisms of activity coordination or
mechanisms to direct activities (Kehm, 2010). Vietnam’s one-party communist state
means that absolute power is possessed by the Party. The “supremacy of the Communist
Party and the ideals of Marxism-Leninism, as well as the Thoughts of Ho Chi Minh” are
enshrined in the Constitution (Hayden & Thiep, 2007). The Party reserves the right to
assess decision-making in higher education so that consistency with the party ideology
is maintained (Khanh & Hayden, 2010).
The Innovation initiated in 1986 resulted in the decision to replace central
planning, following the Soviet model with a regulated market economy (Hayden &
Thiep, 2010). Vietnam has also attempted to apply a top-down steering model – a more
cooperative coordination, involving both state and non-state actors. The Party’s absolute
power, when influenced by the development in the economic sectors, has resulted in
inconsistencies in policy making. For example, there exists a certain level of tolerance
of market-oriented behaviour and private ownership, which are not supportive of the
Marxism-Leninism ideology of socialism (Khanh & Hayden, 2010). The regulatory
roles of the National Assembly prove to be more significant than its legislative activities
(Khanh & Hayden, 2010), which leads to inadequate work on laws and policies, and
ambiguity that follows when these laws and policies are interpreted and then exercised.
As a consequence, approved laws “are often no more than a codification of accumulated
regulatory decisions” and “tend to be written in ways that ensure ongoing ministerial
discretion in their interpretation” (Khanh & Hayden, 2010, p. 130).

Higher education characteristics
Reflecting the state governance, the HE sector has in it many communist HE features
(McCarthy & Bui, 2013, p. 373) and the most obvious could be seen in the state
regulatory and supervisory power over the system of universities.
The governance aspects that have been attracting research interests are the
relationship between higher education institutions (HEIs) and the state, administrative
structures, and management mechanisms within HEIs (Groof, Neave, & Švec, 1998).
Continental European and Anglo-Saxon HEIs have been embracing the new governance
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models evolving around five dimensions i.e. state regulation, managerial selfgovernance, external guidance, market competition, and academic self-governance (de
Boer, Enders, & Schimank, 2007). The consideration of market coordination is reliant
upon the assumption that market forces could result in cost effectiveness in terms of
cost, management, and meeting clients’ demands (Gürüz, 2010). Instead of “steering at
a distance” using legislation, prohibitions and regulations (Kickert, 1995, p. 135), many
countries have decided to reduce state control and increase autonomy by delegating
responsibilities to institutions. They are “shifting from a centrally planned model to a
more self-regulated one” (Donina, Meoli, & Paleari, 2015, p. 215). In Vietnam, the
government’s decision to decentralise the education sector was partly driven by the
trend towards decentralisation worldwide (McLendon, 2003). It also resulted from the
fact that MOET was unable to maintain their “gaze” on the expanding education
system, and because the centralised education represents a too large national budget
allocation (Sack & Saï di, 1997). Illustrations of the changes could be seen in the
adoption of HEIs’ income-generation activities and MOET’s search for an oversight
framework to enable it to steer from a distance (Pham, 2012). All this has resulted in a
new paradigm of management in which the government sets goals and ensures they are
achieved while granting subordinates some freedom in determining how to achieve the
goals (Tran, 2014).
The experiment with the new model has been prudent (Nghi, 2010) and despite
the commitment to innovate, the government aspires to maintain control over the
education sector (Tran, 2014). The HE governance is still in the “traditional mould”
(Nghi, 2010, p. 57), operating under “heavy state control” (Do, 2014, p. 61) and
MOET’s “gaze”. The government actors and agencies exercise their monitoring power
through stringent rules and an extensive control mechanism. This may be based on the
assumption that they have acquired comprehensive knowledge and been capable of
making right decisions (van Vught, 1994). As the HE sector is still dominantly managed
by the State’s prescriptions and directives, Vietnamese institutional management has
little room for innovations (Pham, 2012). The State’s power over HE leaves the
Rector’s Office and governing councils with limited power (Khanh & Hayden, 2010).
The State’s authority over Vietnamese higher education is exercised mainly
through state regulation and management roles. The former refers to the State’s
authority in issuing directives to regulate institutions’ behaviours (de Boer et al., 2007),
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for example in recruiting new staff and conducting probationary programs. The latter
managerial governance refers to the state authority in directing HE policy
implementation, which is symbolised in MOET’s central control. MOET’s line
management covers one fourth of all public universities while other institutions are
under line-management control by a ministry or a provincial government in a similar
fashion (Khanh & Hayden, 2010). State regulation is prevalent, as seen in MOET’s
involvement in important decisions on enrolment quotas, tuition fees and national
university entrance examinations (Khanh & Hayden, 2010). MOET has been granted
the right to control the appointment of the institution President, the Rectors and decision
making processes in matters related to the institutions’ income (Dao, 2015; Khanh &
Hayden, 2010). In addition, it determines curriculum development and delivery,
academic standards and conditions as well as activities related to the recruitment and
mentoring of new academics. HEIs are also subject to direction from the institution’s
Party Committee in terms of human resource development, strategic plans and ideology
(Dao, 2015). The roles of the institutional Rectors are then limited to appointing a
management board, managing teaching and research structures, managing discretionary
fund allocation, as well as making recommendations for professorial and nonprofessorial vacancies (Khanh & Hayden, 2010). Rectors lead the academic
administration while the Party Secretaries are in charge of the Party side. However
many Rectors are nominated to be the Party Secretary (Dao, 2015), which suggests their
leadership is bound by their responsibilities toward the Party. The governing council
has within it representatives from the party committee, the Rector’s Office, college,
union and association heads as well as eminent staff. However, the council’s role may
not be taken seriously in the public HE sector as its responsibilities are believed to be
taken by related ministries and by the Rector’s Office (Khanh & Hayden, 2010).
In summary, the authority over the operation of higher education mainly rests
upon the State, which directs institutional behaviour by means of MOET, other
supervisory ministries and provincial governments. This line management control of
public universities, which has been in existence for more than a half decade, may create
a problem as observed in the Czech Republic, Poland, Slovenia, and Hungary: “… the
core academic staff is ‘appreciative’ of being steered” and “the overall system
underperforms” (de Boer & Goedegebuure, 2003, pp. 228-229). Such excessive
conservatism in governance together with resistance to change on the part of academics
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might make innovations toward sustained academic improvement inaccessible (Bosetti
& Walker, 2010; Umashankar & Dutta, 2007). In Vietnamese HE, the conservative
management mechanism or “centralism” is believed to have hampered the efficacy of
tertiary education because the prevalent resistance to change has thwarted attempts
toward innovative responses to the local needs (Nghi, 2010). In fact, MOET’s control
over HE has been widely believed to be “counter-productive” in the way it is
responsible for “excessive conservatism and adherence to outdated management and
pedagogical practices that discourage innovation by higher education institutions”
(Nghi, 2010, p. 55). Lastly, this mechanism has within it conflicting interests resulting
in confusing legislations and regulations, which may be misinterpreted by parties
concerned.

Academic mentoring
The State’s direction and MOET’s management result in the mentoring policy, which
does not seem to adequately consider the participants’ needs while emphasising the
hierarchical nature. The State’s and MOET’s control over HE means they reign over
new academic recruitment and mentoring and the government steers the HE sector
through the use of policy instruments. Government Decree No. 95/1998/NĐ-CP (from
now on, Decree 95) issued by the Government (TG) and Circular No. 4/1999/TT –
TCCP (from now on, Circular 4) by the Government’s Organisation and Human
Resource Department (GOHRD) are provided to HEIs by MOET. These documents
direct institutions’ compilation of further decisions and regulations to elaborate their
own recruiting and mentoring activity (GOHRD, 1999; TG, 1998).
At Hanoi Metropolitan University (HMU – the pseudonym for the study
university), Decision 960 was effected on 14 August 2002, accompanied by the
Regulation on Probation Applied to Civil Servants Recruited by Examination (from
now on, the Regulation). To ensure the anonymity of the study institution, the
Regulation is not included in the References section of this thesis. It briefly summarises
the process of and guidelines for recruiting and mentoring new staff during probationary
period. The Regulation is intended to be a principal reference for the implementation of
recruitment and mentoring procedure. Decree 95, Circular 4 as well as the Regulation
specify that mentoring is mandatory for academic entrance, covering one to two years,
and involves a mentor of higher hierarchy in terms of age, work experience and position
assigned by the department. In many cases, the mentors are the direct supervisors. They
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report on the new faculty members’ progress using forms with assessment criteria
specified in the Regulation. Their reports are considered by a tenure review committee
in the mentees’ recruitment process that follows mentoring. This academic mentoring is
thus similar to traditionally defined induction teacher mentoring, in which an
experienced teacher works with a newly-qualified teacher in the school context
(Cochran-Smith & Paris, 1995) in, for example Estonia (Löfström & Eisenschmidt,
2009), the US, and the UK (Hobson, Ashby, Malderez, & Tomlinson, 2009).
Although mentoring is generally presented as a developmental process, the
Vietnamese HE mentoring seems to be shaped as a power relationship (Smith, 2001)
with two power problems. The first arises from the control from the state as prescribed
in the state policy texts and this control appears to be enhanced by the country’s specific
governance and culture. Obedient behaviour is, in most cases, expected from the lower
to higher power position (Khanh & Hayden, 2010). This inclination, in turn, may
encourage compliance from the mentoring participants to the institution policy. The
state’s control means all the HEIs need to compile their own mentoring regulation based
on the direction from the decree and the circular. It also suggests departments’
compliance with the State’s directed programs. Although mentoring participants’
changing needs are central to a mentoring program (Beane-Katner, 2014), they may not
be adequately reflected in the policy directing Vietnamese HE mentoring. The
mismatch lies in the fact that Decree 95 and Circular 4 were compiled as probation and
mentoring policy for all sectors and they were not specifically designed for higher
education. They are not based on any needs analysis and the fact that the policy has not
been updated since means that it does not consider expectations from the new
generation of academics.
The second issue with Vietnamese HE mentoring involves hierarchical and
evaluative power. The hierarchy created by the seniority gap in terms of age, experience
and rank in the traditional mentoring pair may disadvantage the mentees in the
competitive academic culture (Boice, 2000; Johnsrud & Wunsch, 1994). Attempts to
alleviate the power issue by assigning mentors working in a different school or
organising peer or group mentoring in Western academic mentoring have been
documented (Chesler, Single, & Mikic, 2003; Pololi, Knight, Dennis, & Frankel, 2002).
In Vietnam, however, the power issue is likely to be further enhanced by Vietnamese
HE governance and culture, both of which are characterised with a hierarchical power
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relationship (Truong & Hallinger, 2015). Higher education is believed to be under the
influence of its societal culture (Dimmock & Walker, 2000). Vietnamese culture has
been influenced by Confucian teaching and it is generally recognised as a Large Power
Distance culture, in which “… both superiors and subordinates expect power
differences to be translated into visible differences in status” (Hofstede, 1984, p. 90).
Status difference contributes to “… the superior’s authority and to the subordinate’s
respect for it …” (Hofstede, 1984, p. 90). This feature is likely to tip the power balance
in favour of the mentors. Additionally, the mentor’ authority as assessor increases
his/her power in this developmental process and concerns have been raised over
potential problems connected with the mentor’ authority over the mentee’s tenure
(Sands, Parson, & Duane, 1991).
The unique power dynamics in the Vietnamese political and cultural context as a
perspective to examine mentoring are my research concern. They kindled my curiosity
to further investigate what actually governs academic mentoring, what are the roles of
different actors, how they assemble themselves and each other under what influence.
First, I was curious to know how mentoring is directed and controlled by the regulatory
gaze of the powerful state and institution discourses. Second, I wanted to find out if
there are opportunities and space to construct alternative discourses around the role and
positionality of mentoring participants. Third, I wondered if the tenure gatekeeper role
of the mentor/supervisor interferes with the way the mentor serves the psychosocial
function of nurturer and caregiver (Anderson & Shannon, 1988; Kram, 1985). The
mentors appear to be granted much more power than the mentees but they may need to
practise caution as the policy together with Vietnamese culture assign them
contradictory roles. The paternalistic feature stemming from Confucian philosophy and
prevalent in East Asian cultures means that the mentor has the father’s authority but is
expected to display fatherly benevolence (Cheng, Chou, Wu, Huang, & Farh, 2004). I
was interested to explore how these features might present a challenge to Vietnamese
mentors in their evaluative role.
Although there is a substantive body of literature related to academic
mentorship, it tends to be focused on the examination of career development and
success in Western contexts (Sawatzky & Enns, 2009). As noted by Allen, Eby and
Lentz, the lack of “…empirical research regarding formal mentoring programs
represents a major gap in the mentoring literature” (2006, p. 126). Understanding why
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certain practices are favoured or thought to be more effective than others in business or
academe is very shallow (Zellers et al., 2008). Although the importance of examining
mentorship in its own organisational or cultural contexts has been acknowledged
(Zellers et al., 2008), there have been limited research attempts heading in this direction.
There is a dearth of publications specifically related to how mentoring participants
navigate cultural, social, political, and professional pressures in such a demanding
landscape as Vietnamese HE in its changing political and socio-cultural context.

Study Overview and Research Questions
This study is intended to contribute to a theoretical base for contemplating mentoring
through Foucault’s (1980, 1991) power lens, which is further explained in Chapter
Three. Specifically, it interrogates the power dynamics in academic mentoring in a
university in Vietnam to illuminate what governs the participants’ activities and
decisions as well as what knowledge is generated in that process. My mentoring
experience and my Foucauldian commitment prompted me to problematise and
deconstruct the taken-for-granted, top-down mentoring agenda by critically examining
the discursive practices involved in the Vietnamese state and institutional policy, and
HE culture. The dominance and perpetuation of rationality in mentoring practice are
deconstructed in this thesis to reveal the ways in which academics are regulated and
controlled. Simultaneously, I interrogated the mentoring relationship from the
participants’ perspectives, to see how they are governed, how they govern each other,
and whether they engage in any form of resistance towards the State’s and institution’s
control. If resistance exists, my intention was to explore whether it is repressed or is
determined by how much participants reverse the state’s “gaze” from a distance? I
sought to explore whether the mentors exercise some agency, independently subverting
the way in which they are positioned and actively position themselves in insular ways. I
examined the perceivably empowering, regulatory “gaze” from the State and the
institution and explore how the actors deal with the demands to meet externally imposed
constructions of professional mentorship in order to engage in more meaningful
critiques of the status quo.
The employment of Foucault’s (1980, 1991) power theories as the conceptual
framework, which will be elaborated in Chapter Three, generated the research
questions. The main research question posed is “How do the technologies of power
operate in mentoring new academics at HMU?”
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The work is guided by the following sub-questions:
1. What knowledge informs the mentoring practice?
2. How does the exercise of mentorship create knowledge?
3. What form of mentor’s subjectivity does the mentorship under investigation
produce?
4. What form of mentee’s subjectivity does the mentorship under investigation
produce?
To engage with this research project, I will review the mentoring literature that
is related to power perspectives. I will explore what role mentors and mentees have
been found to play in mentoring relationships, and other contributory factors such as
mentoring policy and implementation. This review will situate my research in the
previous literature on mentoring and show how the research will extend the existent
knowledge. In Chapter Three, Foucault’s power/knowledge and governmentality
theories are discussed and critiqued. These works form the theoretical framework that is
used in this study to explain what informs a mentoring relationship and how power is
negotiated. In Chapter Four, I will situate my study within the methodology of
qualitative study located within the constructivist paradigm. This chapter will provide
the research design, with elaboration on the data gathering strategies of document
analysis and interview. It will also explain the data analysis tool of thematic analysis, as
well as my position and ethical considerations.
I will present an analysis of the documents to illuminate the academic mentoring
discourse in Chapter Five and then analyse the interview transcripts collected from the
mentors and the mentees in Chapter Six. In the last chapter, I will discuss the major
findings, illustrating how Foucault’s power/knowledge and governmentality theories
help to explain the mentoring in the context of HE in Vietnam. Simultaneously, I build
on this power framework with reference to Vietnamese governance and culture. I end
this chapter with a discussion on the study’s contributions to Foucault’s
power/knowledge and governmentality concepts, research methodology, policy
management in Vietnam, and to the mentoring literature. Potential implications of the
research findings, limitations of the study and suggestions for future research are
included in this final section.
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Chapter Two: Mentoring

The HE challenges and new expectations from academics reviewed in Chapter
One has spurred the search for more efficient and effective mentoring in academe.
Concerns to be addressed in the specific Vietnamese HE sector are connected to the
State’s and institution’s control on academic mentoring and the hierarchical nature of
relationships. This chapter reviews the mentoring literature relevant to these issues with
the purpose of providing background to the research and situating my research within
the context of how mentoring has evolved. I structure the review around three bodies of
mentoring literature. I first explore the literature on mentoring, mentoring functions, and
models. This focus helps to visualise the relationships and roles that the mentoring
participants under investigation assume. I then review the literature on the benefits and
challenges of this PD component. I end the chapter with a review of contributory factors
to the success of formal mentoring, covering what participants bring to the mentorship,
and contextual issues such as policy implementation. This part of the review is intended
to illuminate how these factors work, compete, and/or interfere with each other. Some
of the key questions that direct this review are “What kinds of mentor relationship are
out there?”, “What do these relationships result in?”, “What operates these
relationships?”, “Are there any competing factors and if yes, how is mentoring shaped
by the combination of these factors?” The review aims to develop a much clearer
picture about about the ways in which the questions have been answered, and what is
left unexplored. It is drawn mainly from the literature on formal mentoring in
organisations and academe as universities are generally regarded as state organisations,
substantially shaped by national contexts and histories (Enders & de Weert, 2009).
Some literature on mentoring in teacher induction is also included because, as argued in
Chapter One, academic mentoring in the specific context of Vietnam in many ways
resembles newly-qualified teacher mentoring in several Western countries.

Mentoring
The term mentor is believed to originate from Greek mythology and be connected to
Mentor, the advisor to whom King Odysseus entrusted his son, Telemachus, in Homer’s
Odyssey. Mentor played the role of model, counsellor, and teacher while Telemachus
was his apprentice, disciple and student. The term traditionally refers to the hierarchical,
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intimate and long-term relationship between an older, more experienced individual and
a younger person with less experience where the former provides assistance and
guidance to develop the latter’s career (Kram, 1985; Levinson, Darrow, Klein,
Levinson, & McKee, 1978). Since the first significant exploration of mentoring for male
development by Levinson et al. (1978), mentoring has been defined in many different
ways to reflect the nature of this relationship. The distinction between formal and
informal mentoring relationships has long been recognised and examined (Alexander,
1992). Formal mentoring is deﬁned as “a communication relationship in which a senior
person supports, tutors, guides, and facilitates a junior person’s career development”
(Hill et al., 1989, p. 15). Academe has been slower than business in the way it
formalised faculty mentoring practices to respond to organisational and demographic
changes of higher education (Carr, Bickel, & Inui, 2003; Luna & Cullen, 1995). In an
academic setting, an experienced faculty member is normally assigned to work with a
newer faculty member, which is believed to encourage novice lecturers to seek
assistance whenever needed (Remmik, Karm, Haamer, & Lepp, 2011). Formal
programs are PD vehicles through which mentees not only receive support but, more
importantly, become connected to other networks of mentors (Zellers et al., 2008).
As workplace structures have been affected by significant changes in technology
and globalisation, mentoring has taken a variety of forms, e.g. e-mentoring, peer
mentoring (Goodwill, 2009; Smith et al., 2001; Wadia-Fascetti & Leventman, 2000).
The mentor may be in a reporting role (Johnson, 2007) or a peer with the same status
and level of experience as the mentee (McDougall & Beattie, 1997; McManus &
Russell, 2007). The mentor is not necessarily working in the same institution as the
mentee (Chesler et al., 2003) or in the mentee’s chain of command or profession. Some
shifts have been noticed to take place in the gradual evolution of mentoring observed in
Europe, North America and other continents. First is the move from acknowledging the
mentor as a knowledge source to a resource assisting the mentee’s development, which
means mentoring as one-way learning has been replaced with mutual learning (Higgins,
Chandler, & Kram, 2007). Another shift is from a focus on doing to that on creating
and reflecting and from generating good answers to good questions. These features
mean mentorship is moving away from guidance to dialogue, from one powerful, longterm relationship at the beginning of one’s career to multiple learning relationships
progressing along a career (Chandler & Kram, 2007). Despite the new properties in
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contemporary mentoring, the core feature of mentoring, which makes it distinct from
other personal relationship, is that this developmental relationship is “embedded within
the career context” with the primary focus on “career development and growth” (Ragins
& Kram, 2007, p. 5). Addressing investigators who attempt to examine the
phenomenon, Zellers et al. (2008) argue that the definition of mentoring is of the utmost
importance and they must view these relationships within the organisational or cultural
contexts in which they occur.
Mentoring is generally believed to provide career and psychosocial functions
(Kram, 1985). The career functions aim to teach the new staff to “learn the ropes” and
assist them in career advancement by coaching, sponsoring, and enhancing their
exposure and visibility (Ragins & Kram, 2007, p. 5). This first set of functions also
focuses on protecting mentees and developing their professional skills (Kram, 1985).
Psychosocial functions work on the mentor-protégé interpersonal ties, enhance the
protégé’s professional as well as personal growth, and promote his/her identity and selfefficacy. This can be achieved by the mentor’s displaying acceptance and confirmation
while counselling, role-modelling and offering friendship (Kram, 1985). Some recent
studies suggest that role-modelling serves as a third type of mentoring function and
represents “the mentor’s influence by being someone the protégé wishes to be like”
(Scandura, 1992, p. 171). A cross-cultural study using questionnaires completed by two
diverse groups of American and Taiwanese employees found that mentoring served all
the three distinct mentoring functions of career, psychosocial support, and rolemodelling (Hu, Pellegrini, & Scandura, 2011).
Mentoring functions are found to predict mentees’ outcomes. Compensation and
advancement in organisations are more strongly connected to career functions whereas
satisfaction with mentoring may have a more significant bond with psychosocial
functions (Allen, Eby, Poteet, Lentz, & Lima, 2004). These two sets of functions result
in mentees’ satisfaction in both jobs and careers (Allen et al., 2004). There exist
significant variations in the range and degree of mentoring functions found within and
across relationships. Some mentoring relationships play either career or psychosocial
roles while some others provide both functions (Noe, 1988; Ragins & McFarlin, 1990;
Scandura, 1992). The dynamics of the mentoring relationship are generally instrumental
in determining the satisfaction and professional success of organisational members
(Conrad, 1985; Kram, 1985; Zey, 1991).
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Working outside the US context, Clutterbuck’s (2007) experience reveals a
broad division in mentoring that represents an emphasis different from that identified by
Kram (1985). Sponsorship mentoring is based on the assumption that the mentoring
relationship involves the mentor’s seniority in terms of experience and position. His/her
use of influence on the mentee with an important focus on career progression is
basically a one-way direction. Developmental mentoring, on the other hand, while
suggesting a difference in experience, does not necessarily involve a hierarchical
ranking. This means the mentor’s power and influence could be irrelevant and more
emphasis is placed on personal growth and insight with some objectives on obtaining
mutual learning (Clutterbuck, 2007). This type of mentoring, thus, does not encourage
the use of line manager as mentor as their presence may not bring sufficient
independence to the learning process (Clutterbuck, 2007).
Young, Bullough, Draper, Smith, and Erickson (2005) conducted a study into
teacher induction mentoring and described the participants’ roles in their mentoring
relationships. Three general mentoring relationships are identified based on the analysis
of interview data from 18 mentors and 36 intern teachers (Young et al., 2005). In the
responsive mentoring relationship, mentees take the initiative of setting the action
agenda through raising questions and sharing concerns for mentors to consider while
mentors take a less directive role as an aide, resource, or guide. In the interactive
relationship, both mentors and mentees are expected to recognise each other as peers,
mutually contribute to the relationship, and develop and improve the action agenda
jointly in response to their interests and needs. The purest form of this pattern is
symbolised by “open conversation on issues of mutual concern” (Awaya et al., 2003, p.
56). The mentor in this relationship is in non-directive mode, serving as a friend,
colleague, and advisor. In the directive mentoring relationship, the mentor is in charge,
outlines the action agenda, defines expectations for mentees’ performance, guides them
toward the expected performance through modelling, and provides corrective feedback
with strong recommendations or directives. This suggests that the mentor assumes the
role of a master teacher, guide, and coach. A deficit view of the mentees’ ability is thus
implied although it does not necessarily apply to the mentees’ potential (Young et al.,
2005). The extreme form of directive could be the way in which mentors encourage
emulation from the mentees when modelling teaching and behaviour with fixed
expectations.
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The responsive mentoring relationship was found to be preferred in some
different cultural contexts as it was believed to liberate the beginning teachers to take
charge of their own learning agenda while receiving the support that they needed
(Young et al., 2005). Both Abell et al. (1995) interviews with mentoring pairs from a
formal mentoring program in the US and Löfström and Eisenschmidt (2009) study with
induction teachers in Estonia obtained similar findings. The participants expressed their
preference for a jointly developed relationship based on mutual trust and respect.
A flexible model of mentoring with two critical dimensions of directiveness and
mentee need was developed from Clutterbuck’s (2007) interviews with effective and
ineffective mentors. The model raises some issues for consideration, for example on the
mentor’s use of authority and/or influence in discussing agenda and mentoring goals as
well as managing the mentorship. It also poses questions such as whether mentoring
should include challenges for expanding mentees’ thinking and knowledge, and
nurturing support and fellowship. This model “illustrates the breadth and complexity of
the role” (Clutterbuck, 2007, p. 638), describing mentors’ behaviours at a range of
points on each spectrum. For example, a nondirective, nurturing style with a focus on
counselling and listening may help mentees cope with the problems they encounter
while a directive, nurturing one combines guardian and steering roles. This model
concerns itself with the concept of mentee need, which has been recognised to be very
important in academe (Mullen, 1998) but has attracted limited research interest
(Clutterbuck, 2007).
Both Young et al.’s (2005) findings and Clutterbuck’s (2007) framework offer
important implications for my study. Young et al.’s (2005) study raises the question of
what model the mentoring relationships adopt in the Vietnamese context, which is
different from the original Western location of the study in the US. Given the power
dynamics described in Chapter One, are the academic mentors likely to place more
emphasis on directive mentoring? If the mentees want more responsive mentoring, what
are the implications for the match between the policy goals and actual practice?
Clutterbuck’s (2007) discussion serves as a useful framework to examine a range of
mentoring relationships that helps me to understand the power dynamics in my study. It
directs me to examining the mentors’ and mentees’ accounts related to how they
perceive their own and the other pair member’s role, and space in the mentoring
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relationship. It suggests that I explore whether mentees’ subtle needs, for example in
terms of thinking and fellowship (Clutterbuck, 2007), are considered by the mentors.

Overlapping Benefits for Mentees
The two main career and psychosocial functions that mentoring has been found to
perform suggest a positive relationship between mentoring and mentees’ career
outcomes. It is even believed that this process offers such significant benefits that the
unavailability of a mentor is believed to constitute a severe career hazard (Fagenson,
1988; Ragins & Cotton, 1991). Studies in academic mentoring found that the retention
and success rate is higher among tenure-track faculty who are in formal and/or informal
programs than that among academics who are not mentored (Boyle & Boice, 1998;
Johnsrud & Wunsch, 1994) .
Benefits to mentees in both business and academe include a better chance of
success (Johnson-Bailey & Cervero, 2004; Luna & Cullen, 1995) and accelerated
leadership development (Murray, 2001). Individuals who are mentored are also reported
to reap more instrumental outcomes such as career advancement and higher salary
compared to those without a mentor (Allen et al., 2004; Daloz, 1999; Johnson-Bailey &
Cervero, 2004). A positive link has also been found between this training component
and a higher level of self-confidence (de Vries, 2005), career satisfaction (Carr et al.,
2003; Luecke, 2004), commitment, and expectations for promotions (Dreher & Ash,
1990; Higgins, 2000). Also in the list of positive outcomes is a reduction of workfamily conflicts (Nielson, Carlson, & Lankau, 2001) and it has been found that the
mentoring experience develops “more favourable perceptions … of the organisation’s
work-family culture” (Forret & Janasz, 2005, p. 478). Additionally, this PD component
is connected to the promotion of personal satisfaction and growth (Ehrich, Hansford, &
Tennent, 2004).
Mentoring in academe is critically needed given the problems that early career
academics are challenged with (Kligyte, 2011; Remmik et al., 2011; Simmons, 2011).
They need to juggle home and workplace responsibilities (Dever et al., 2008), develop
teaching competency and research self-efﬁcacy (Sutherland, 2015). Many would feel
“under-prepared for the teaching aspect of their professorial roles” (Simmons, 2011, p.
233). The current diverse pathways, for example from professions or industry, leading
to academia often mean “limited knowledge or skills in curriculum development,
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teaching or assessment of learning” (Matthews, Lodge, & Bosanquet, 2014, p. 112).
Another message clearly articulated to them is that evidence of research output will
ensure contract continuation (Hemmings, 2012). Many struggle with the idea of how
they ﬁt into an academic setting, what being an academic involves, what is the school
culture like and how they should relate to this culture (Remmik et al., 2011). The
societal perception of HE teaching is believed to affect the development of professional
identity (Coldron & Smith, 1999). In Vietnam, the offer of university teaching position
could be seen as acknowledgement of academic success, which seems to create extra
pressure. New lecturers may undergo feelings of insecurity about handling the academic
responsibilities and challenges as found by Remmik et al. (2011) with their Estonian
participants. While expecting administrative staff’s support, they may perceive the
interaction with these staff members as just a formal procedure, which does not result in
quality support (Remmik et al., 2011). Informal assistance from more experienced staff
is sometimes available and always welcome. However, new academics usually feel the
pressure to “manage on their own because traditionally academics have been able to do
so” and their colleagues “are overwhelmed with various obligations” (Remmik et al.,
2011, p. 192).
Mentoring has been found to provide a means for developing early career
academics’ research knowledge, teaching efficacy and conﬁdence to enable them to
excel across a range of areas. Studies into academic mentoring indicate that “faculty
with mentors feel more confident than their peers, are more likely to have a productive
research career, feel greater support for their research, and report higher career
satisfaction” (Carr et al., 2003, p. 34). Mentoring is positively associated with teaching
effectiveness and adjustment to the academic environment of new faculty members
(Luna & Cullen, 1995) as it relieves their feelings of isolation and alienation (Carr et al.,
2003). In academe, “planned, skilful and informed mentoring” has a part to play in
creating “good professional socialization”, which might be “helping colleagues to see
the possibilities they have for fulfilment in work” (Knight & Trowler, 1999, p. 26). The
use of subject-based collegial mentors suggests that this structured and discipline-based
support assists mentees in developing their teaching roles, and facilitates their
socialisation process into both the local community of practice and the more extensive
context of their academic development (Mathias, 2005). A study in a Vietnamese
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university also reported beginning academics’ perception of informal mentoring’s
positive impacts on their confidence and teaching (Hoa, 2008).
The significant role of mentoring in career development of new entrants in
higher education has also been well established (Boyle & Boice, 1998; Johnston &
McCormack, 1997; Menger & Associates, 1999). Mentees are found to assimilate more
easily to the organisational culture (Luna & Cullen, 1995), benefit from being supported
during the college to work transition, guided by an institutional role model and better
informed of their role expectations. They are also assisted with career decisions and
granted access to insider information on research funding, research projects, and writing
opportunities as well as professional networks. All these are perceived to outweigh the
time cost that they invest in the relationship (Menger & Associates, 1999).
A mentor may focus on “engendering trust, issuing a challenge, providing
encouragement, and offering a vision for the journey” (Daloz, 1999, p. 31). How easily
a new faculty member makes entrance to academic life is partly determined by the
willingness of the mentor to assist. Examining the socialisation processes of new faculty
members, Cawyer, Simonds, and Davis (2002) suggest that mentoring relationships
allow beginning academics to establish interpersonal bonds and access support from
more experienced colleagues. The relationship found to be most beneficial to earlycareer faculty is interpersonal bonding – interactions that affirm them through small
talk or surface-level self-disclosure (Cawyer et al., 2002). Social support comes in the
forms of emotional support, practical information, and physical assistance to deal with
stress (Cawyer et al., 2002). These are found to enable newcomers “to cope with the
uncertainties of confronting new environments” (Cawyer et al., 2002, p. 232).
Professional advice, for example tips on departmental internal workings and unwritten
rules about school-level issues, exposes a newcomer to the expectations of the
workplace. Mentoring in this respect helps with face loss issue on the part of the mentee
(Cawyer et al., 2002). Without a mentor, they may suffer from social costs such as
embarrassment when soliciting information from a co-worker. History, involving
disclosure on interpersonal relationships between certain faculty members, the
background of the current power structure, and departmental politics, develops
newcomers’ identity with an organisation. Among all these categories, Accessibility was
found to be the most important aspect of formal mentoring and when it is not available,
the relationship becomes “inconvenient” (Cawyer et al., 2002, p. 235).

30
Findings from a study into 259 communication faculty members associated the
mentors’ tendencies to provide support, encouragement, collegiality, and research
assistance with the newcomers’ connectedness and ownership with the work
environment (Schrodt, Cawyer, & Sanders, 2003). The research confirms the reciprocal
nature of mentoring benefits and related research assistance, protection, collegiality,
promotion, and friendship with the mentees’ sense of department ownership.
Illustrations of friendship and collegiality are found in the terms that the participants
used to refer to each other such as “big brother”, “friendly neighbour”, “counsellor”,
and “guide” (Schrodt et al., 2003, p. 27). By self-disclosing “tricks of the trade”,
promotion strategies, and techniques for dealing with difﬁcult colleagues, mentors
develop valuable skills in the less experienced worker (Kalbfleisch & Davies, 1993, p.
403). By explaining the political realities or attempting to protect novice staff from
undesirable experiences, the senior academicians consolidate institutional ownership.
Collegiality and friendships in professional interactions resulting from mentoring are
found to promote a sense of peer solidarity and demystify full professorship (Davis,
Boyer, & Russell, 2011).
Further, mentoring contributes to the mentees’ power development. Power
within organisations is derived from social networks or connections, and mentoring
serves as an entrance to these informal social systems (Kanter, 1993). Fagenson (1988)
asked equally tenured mentored and non-mentored staff to indicate the extent to which
they possessed three major sources of power in organisations. These sources include
access to important people, organisational policy influence, and control of valued
resources, for example, information (Kipnis, Schmidt, & Wilkinson, 1980). Although
caution is raised over the self-report measures and small sample of mentored women
subjects in the study, more organisational influence, access to important individuals and
more resource power were reported as benefits of mentoring (Fagenson, 1988). Mentors
may contribute to protégés’ awareness of the importance of developing power
resources. They may also offer power promoting skills and influence strategy training.
Allocations of challenging tasks and placement in positions to improve protégés’
visibility are ways to enhance their power in and between organisations (Kanter, 1990).
Among other benefits from mentors are the provision of “reflected power” and
resources, and internal mentors (working in the same organisation) are likely to improve
protégés’ influence with their own organisational influence as well as safeguard them
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from negative forces at workplaces (Kanter, 1993). Mentors may also play a role in
enhancing protégés’ employability and external mentors (working outside the
organisation) may promote career mobility as well as create chances for lateral, interorganisational transitions (Kanter, 1990).
Mentors’ use of their organisational power within and among organisations is
instrumental in promoting mentees’ development (Ragins, 1997). Ragins (1997)
integrated sociological and organisational perspectives and defined power as “control
over persons, information, and organisational resources, which also involve the
development of authority, credibility, and perceived expertise” (p. 487). She argued that
mentoring involves both interpersonal influence internal to the relationship and the
external one connected to power in organisations (Ragins, 1997). Mentors can groom
their mentees for career advancement, provide them with access to inner power circles,
and set them on track for career mobility (Kram, 1985; Levinson et al., 1978).

Overlapping Benefits for Mentors
Some qualitative research reports a range of benefits for mentors including better job
performance, career success and rejuvenation, recognition by organisations, feedback
together with support from mentees, personal fulfilment, and satisfaction (Kram, 1985;
Mullen & Noe, 1999; Ragins & Scandura, 1999).
These positive effects are reported to link with a higher level of job satisfaction
and better commitment to organisations (Eby, Durley, Evans, & Ragins, 2006). Mentors
have better chances of career success and promotion than those who do not play this
role (Bozionelos, 2004). In his study into a sample of university administrators in
England, Bozionelos (2004) found general supervisory mentoring to be associated with
both objective career success (indicated by promotion rates), and subjective career
success. Many mentors seemed to be aware of these benefits. The reasons why some
chose to be in these relationships ranged from selfish (e.g., aiming to increase
organisational visibility and political allies) to altruistic (e.g., leaving a legacy and
making a contribution to the community) (Hunt & Michael, 1983; Kram, 1985; Wilson
& Elman, 1990).
Acting as both collegial partners and formal assessors, the mentors reported that
the mentoring process “has engaged them in active reflection and thinking about
teaching, and had facilitated a more structured professional relationship between
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participants and themselves” in the probationary period (Mathias, 2005, p. 100). They
gained an increased interest and awareness of teaching and learning issues, as well as
the development of closer professional relationships with their new colleagues (Mathias,
2005). Similar positive reports of the opportunity to self-reflect on teaching practices,
feelings of collegiality and connections with other staff were also shared by academic
mentors working in a formal mentoring program for nursing faculty members (Wilson,
Brannan, & White, 2010). Results in a study into job-related variables as perceived by
informal mentors from a US health care organisation also indicated obvious benefits.
The mentors had “greater salary, greater promotion rates, and stronger subjective career
success” compared to those experiencing no mentorship (Allen, Lentz & Day, 2006, p.
272). The experience as a mentor has been reported to generate positive job attitudes,
for example better affective organisational commitment to the organisation (Allen,
2007). In addition, mentoring has been found to revitalise a mentor’s interest in work
(Murray, 2001) and contribute to his/her professional and personal development with
fresh ideas (Alpert, Gardner, & Laing, 2008) and new perspectives (Johnson-Bailey &
Cervero, 2004; Murray, 2001).
A mentor’s power could improve in cases where the mentee’s performance is
positive, leading to an organisation’s recognition of the mentor’s contribution (Ragins,
1997). Job-related information and loyalty provided by protégés are clearly beneficial to
a mentor’s power (Kram, 1985; Ragins & Scandura, 1994). As a mentee’s performance
might reflect the mentor’s ability in selection and training (Levinson et al., 1978),
judgment and competency (Ragins, 1997), it impacts on the mentor’s status and
credibility (Kram, 1985). The mentor’s reputation could also be determined by how the
protégé performs at work, which, in turns, affects the former’s satisfaction and
advancement (Kanter, 1990).
In academe, mentors report more research activities, better networking and more
professional recognition when mentees’ performance is positive (Johnson, 2002).
Besides personal satisfaction (Johnson-Bailey & Cervero, 2004), academic mentors
reflected on a sense of contribution (Murray, 2001) and accomplishment (Fogg, 2003).
Despite these positive reflections on the impact on mentors, caution should be
exercised in acknowledging that the effects, again, may come from the fact that mentors
are mostly high-performing “established stars” with highly potential career success
together with good job and career attitudes (Ragins & Kram, 2007). Another argument
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is that effective mentors may be attracted to workplaces that offer ideal professional
environments facilitating desirable career outcomes (Ragins & Kram, 2007).

Challenges
Although research on the downside of mentoring was limited and a high level of
optimism was reported in the majority of examinations into mentoring effects, traces of
doubt and scepticism have led to a stream of research on the negative dynamics of
mentoring (Eby, 2007). Early works documenting the contention that mentoring is
prone to problems include those by Levinson et al. (1978) and Kram (1985). While
Levinson et al. (1978) attribute problematic mentoring primarily to mentors, as they can
possess some negative personality traits such as being over-critical, demanding, and
authoritarian, Kram (1985) points out that potential problems might be caused by both
the mentor and mentee. In his theoretical article, Feldman (1999) notes the possibility of
protégés being victimised but suggests that they can “bring dysfunctional mentoring
upon themselves” (p. 252) and even damage the mentors with behaviour such as
“badmouthing”. Some later studies found that both mentors and mentees have a role to
play in causing the range of issues (Eby, McManus, Simon, & Russell, 2000; Ragins &
Scandura, 1997). Although the literature on mentoring problems mostly focuses on
mentor behaviour, it is generally concluded that it requires both parties to ensure the
relationship’s success (Clutterbuck, 2007).
Studies into mentoring problems from the mentees’ perspective frequently cite
psychological dysfunction as the cause of mentorship termination (Ragins & Scandura,
1997). Dysfunction is reported to root in mentors’ jealousy, inadequate support,
dependency and too-high-to-fulfil expectations (Ragins & Scandura, 1997). Mentors
may be aware of possible costs involved in the mentorships. Some are concerned that
they will gain less than what they invest in the relationship and that mentorship will turn
dysfunctional if the mentees are exploitive or back-stabbing (Ragins & Scandura, 1999).
Some mentors are also worried about the possibility that the mentee is a negative
reflection and the task itself is likely to drain their energy (Ragins & Scandura, 1999)
with time loss and the protégé’s exploitation of the relationship (Allen et al., 1997).
Eby et al.’s (2000) administered surveys for university managers and
professionals ranked discrepancies in values, clashes in personality and work styles as
the most common contributory factors to mentoring failure. The protégés reported a
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variety of negative mentoring experiences ranging from mentor self-absorption, neglect,
and incompatibility, to sabotage and deception. Mentor neglect and lack of interest were
the second most serious causes of termination followed by mentor’s behaviour that was
unfavourable for mentoring such as tyranny, inappropriate work delegation, or acting
for one’s own interests at the expense of the mentees. Negative mentoring experiences
among protégés were more likely to occur when the protégé perceived the mentor as
having dissimilar attitudes, values, and beliefs. The study also suggests the importance
of interpersonal compatibility in mentor-protégé dyads. The issues of mentor’s neglect
and manipulation were also found in the two studies into the construct of negative
mentoring experiences (Eby, Butts, Lockwood, & Simon, 2004). Discussing academic
mentoring, Tenner (2004) challenged the trend toward overvaluing mentors, citing
academics’ successful examples without mentors and in some cases, in spite of having
poor mentors. Alpert et al. (2008) employed the term “tor-mentors” (p. 12) for senior
faculty members who exploit or sabotage junior colleagues’ careers under the guise of
mentoring.
Such negative experiences were found to seriously affect mentees and, in turn,
organisations. There were reports of high levels of stress, intentions to leave a job or
psychological withdrawal from the position (Eby & Allen, 2002; Eby et al., 2004).
These marginal mentorship incidents are believed to be responsible for the decline in
job satisfaction, promotion opportunities, commitment to organisations, and career
choice as well as self-esteem (Ragins, Cotton, & Miller, 2000). The intention to leave a
workplace was even more intense among protégés than that displayed by the ones who
did not have mentors (Ragins et al., 2000).
Eby and McManus (2004) identified protégés’ responsibilities for dysfunctional
cases. An examination of mentors’ narrative accounts attributes a marginally effective
mentoring relationship to the protégés’ unwillingness to learn and inability to meet the
mentor’s expectations (Eby & McManus, 2004). In fact, faculty in their first year of
academe service were found to be less interested in securing mentoring relationships
than the third-year faculty (Olsen, 1993). Examining mentoring tenure-track faculty
members at a research intensive university in the US, Davis et al. (2011) found sparse
contact and challenges in coordinating meeting schedules, which the mentees attributed
to their perceived negative reputation of their mentor, busy timetable, and feeling no
need for the relationship. If those who are perceived to seriously need mentoring reject

35
the opportunity, the desired impacts may not be achieved (Kalbfleisch & Davies, 1993)
and thus it was suggested in this research that mentoring relationships be approached
with caution. These concerns explain why mentors look for protégés with a good
learning orientation, motivation, and competency (Allen & Poteet, 2000; Allen, Poteet,
& Burroughs, 1997).
Other reported unsatisfying experiences with protégés might be betrayal,
opportunism and the possibility that a protégé casts a negative reflection on the mentor
(Ragins & Scandura, 1997, 1999). The list also includes conflicts, disagreement,
spoiling, benign deception, and submissiveness (Eby & McManus, 2004). In
dysfunctional mentorships, negative relations are likely to result from the protégés’
exploitation, egotism, malevolent deception e.g. lying, harassment, and overcompetition (Eby & McManus, 2004). Eby and Lockwood (2005) found a similar range
of problems together with interpersonal miscommunication and disappointment in
formally arranged mentoring.

Influencing Factors
The literature on mentoring has identified several factors that influence the relationship.
They are what the mentoring participants bring into the mentoring dynamics, what they
actually do in their roles, and how mentoring policy and its implementation impact on
mentoring.

Personality, quality and expectations
Scandura and Ragins (1993) conducted a field study of 800 accountants via mailed
surveys, which showed that gender role orientation played a role in mentor functions.
Participants grading high on both masculinity and femininity reported more career
development and psychosocial support than the feminine with dependent, passive, and
nurturant traits or the masculine with independent, competitive, and self-confident
attributes. The feminine may be too dependent on mentors, seeing them as a “career
saviour” while the masculine could be overtly independent and not willing to accept
guidance and advice.
Mentor quality has been acknowledged to be instrumental to the effectiveness of
mentoring relationships (Ragins et al., 2000). Drawing themes and issues from the
previous literature on developing mentoring programs for academic institutions,
Wunsch (1994) summarised several important attributes expected of mentors. Among
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them are people skills such as attentive listening, assertiveness, feedback strategies, and
positive reinforcement. Content knowledge of the discipline and understanding of career
pathways such as how to achieve tenure or promotion are significant for mentors to
assist with academic career planning (Wunsch, 1994). It would be useful for the
mentees’ development if they display productive mentoring behaviour e.g. knowing
what the mentoring goals are or being enthusiastic in identifying them together with
realistic expectations concerning the mentor’s role and responsibilities. Skills to apply
what they learn from mentoring to promote their career are essential to ensuring
mentoring is an effective process (Wunsch, 1994).
The role of mentee personality in receipt of mentoring and career success was
examined using structural equation modelling with 147 managers and professionals
(Turban & Dougherty, 1994). Individuals with internal locus of control (the extent to
which individuals believe that rewards and outcomes are controlled by their own
actions), high self-monitoring, and high emotional stability tend to display proactive
behaviour of initiating and receiving mentoring. Evidence indicates that these internal
locus individuals are more likely to venture to influence the environments, to seek jobrelevant information, and to expect that effort will be rewarded (Spector, 1982).
Additionally, as Noe (1988) notes, because internals are more likely than externals to
believe in their own ability to improve their skills, they are more likely to participate in
developmental activities such as mentoring relationships. It is noted that the results
should be interpreted with caution because they derive from “self-reports of attempts to
initiate mentoring and mentoring received rather than measures of actual behaviours”
(Turban & Dougherty, 1994, p. 698).
Concerning emotional stability, high self-esteem individuals evaluate
themselves more positively and believe they are more capable and competent than low
self-esteem individuals (Brockner, 1988). Older mentors who displayed greater
organisation-based self-esteem, perceiving their mentees as competent, and being
influenced by their mentees, reported serving more vocational and psychosocial
mentoring functions (Mullen & Noe, 1999), which indicates the most intense level of
mentoring (Kram, 1983).
Allen (2003) conducted 259 surveys on dispositional and motivational variables
related to willingness to mentor others and to the provision of career and psychosocial
mentoring. The results indicated that those participants with prosocial dispositions
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(other-oriented empathy and helpfulness) tend to develop more propensity to mentor
others and engage more in mentoring functions. The mentors who scored high on
helpfulness seemed to be involved more in career mentoring while those with otheroriented empathy were more engaged in psychosocial mentoring. Helpfulness reinforces
feelings of eﬃcacy and competence and thus, works better with career functions.
Mentors can demonstrate their skills and validate their influence within the organisation
by providing sponsorship, organisational exposure, and challenging assignments (Kram,
1985). Penner et al. (1995) found that other-oriented empathy strongly relates to
warmth, nurturance, and other general traits, which are more closely related to
psychosocial mentoring. Conveying empathy is noted as a key aspect of the counselling
function connected with psychosocial mentoring (Kram, 1985), which suggests that
highly empathetic mentors tend to better foster intimacy and trust.
In a field study conducted with 176 administrators in three English universities
(Bozionelos, 2004), a positive connection was found between extraversion/openness
qualities and mentoring provided. Openness embraces cognitive and emotional
flexibility and receptivity to new things. Hence, those scoring high on openness should
be more inclined to develop interest in the views of subordinate mentees, accept their
idiosyncrasies, and develop interest in the relationship. Furthermore, mentors with
broad interests and tolerance to diverse views and ideas should attract more mentees.
Openness, therefore, was suggested to be included amongst mentor selection criteria in
formal mentoring. In a qualitative study into a mentoring program for novice nurse
educators, Wilson et al. (2010) found that if mentors had a view of creating a favourable
condition for communication i.e. being open and available, it was easier to achieve a
connection with the mentees and benefit from collegiality and reciprocal learning.
Learning goal orientation was the focus of Godshalk and Sosik (2003) study into
217 dyads of working professionals. The match of mentors’ and mentees’ high levels of
learning goal orientation was found to result in the highest levels of psychosocial
support, higher levels of career development, idealised inﬂuence, managerial aspirations
and career satisfaction. The setting and pursuit of goals for both personal and career
development are instrumental in the transfer of learning in mentoring relationships
(Kram, 1985). Diﬀerent learning goal orientations that the mentor and mentee display
may account for unsuccessful mentoring. These results align with Ragins’ (1997)
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theory, which suggests that homogeneity of the dyad may lead to more likelihood for
provision of psychosocial support, career development, and role modelling.
A questionnaire survey into protégé-mentor agreement (PMA) about the
provision of psychosocial support was conducted on 166 junior administrative and
information technology staﬀ at an Australian university and their matched mentors
(Waters, 2004). PMA refers to the degree to which the pair holds a shared view of the
mentorship. Those pairs scoring high on PMA may be more likely to understand each
other’s needs, be more open to the feedback, and more inclined to adjust attitudinally
and behaviourally to ensure a continued relationship (Godshalk & Sosik, 2000). In
another case study with two elementary mentoring relationships in two US school
internship programs (Wang, 2010), the mentor’s and mentee’s compatible conceptions
of good mathematics teaching helped to develop consistent expectations for each other’s
role in their relationship. These consistencies, in turn, resulted in effective and frequent
communication focusing on developing the teaching expected by the professional
standards.
In a case study, Bradbury and Koballa (2008) analysed the data retrieved from
interviews, observations, and conferences from two pairs in a year-long internship
program in the US. One pair’s compatible initial conceptions of mentoring, expectations
for mentor–novice communication, and beliefs about teaching resulted in a more
harmonious relationship. The other pair had incompatible initial conceptions and they
experienced a more contentious relationship. Interview and observation data from two
mentoring relationships over a two-year period in the US showed that mentors equipped
with effective teaching and mentoring skills could only accomplish positive outcomes
when the junior teachers themselves managed to develop compatible personal history
and dispositions for their role (Norman & Feiman-Nemser, 2005). If the beginning
teacher is “resistant or emotionally needy or slow to take seriously the legitimate
concerns of the mentor”, the desired progress pace may not be achieved even with
serious and sustained mentoring (Norman & Feiman-Nemser, 2005, p. 695).
The literature spurs some reflections on the context of Vietnamese HE
mentoring. The cultural expectations of the mentees may construct them as dependent,
and passive. Are they, in fact, dependent on mentors to such a degree that they are seen
as abusive of the relationship? With the control from the state and institution, is the
mentor’s and mentee’s internal locus of control high enough to ensure a good level of
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mentoring initiating and seeking? With the culturally constrained traits of authority and
benevolence, how can mentors balance these seemingly contradictory features to
develop attributes favourable to mentoring such as assertiveness while acknowledging
the mentees as competent to make the most effective mentoring? I was curious to know
whether state and institution policy would result in homogeneity of the dyad in terms of
learning goal orientations, conceptions of mentoring, expectations for communication,
and beliefs about professionalism to ensure an effective relationship. This study
discusses the answers to these questions.

Hierarchical and evaluative power
A significant concern with regard to mentoring is its historical grounding in what
Touchton (2003) referred to as the hierarchical power model. One-to-one has been
found to be the most common formal mentoring arrangement (Chesler & Chesler, 2002;
van Velsor, McCauley, & Ruderman, 2010). In academe, mentors and mentees are
colleagues but a disparity exists in their experience, knowledge, and savvy. The
traditional mentoring model in which new faculty members are paired with senior
tenured faculty (Savage, Karp, & Logue, 2004) has been under criticism as it may result
in issues of power and dependency (Johnsrud & Wunsch, 1994). It may present a
“power relationship whereby the mentor is older and wiser, tenured and with rank; and
holds all the power... These mentoring relationships are not collaborative, or communal
but rather, hierarchical in nature” (Rodriguez & Sjostrom, 2000, p. 9). Early-career staff
are especially vulnerable to stigmatism in cases when academic mentoring is not
embedded in a cultural value or recognised as a core academic responsibility (Boyle &
Boice, 1998). As academic cultures are characterised with competitiveness,
independence, and autonomy, exposure of professional deficiencies or weaknesses in a
mentoring relationship could derail rather than promote a beginning faculty member
(Boice, 2000). Senior faculty may be perceived as more intimidating than encouraging
to new academic staff (Savage et al., 2004).
The power issue is further related to the mentor allocation decision. They are
either arbitrarily assigned or mentees may select mentors based on a range of common
characteristics as submitted by both parties to program coordinators or heads of
departments (Boyle & Boice, 1998; Gaskill, 1993; Kirk, 1992). Granting the mentees
the permission to select the mentors may ease some of the power imbalance as the
junior staff may bring his/her own input in the process. This is important as the
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relationship, after all, should evolve around what mentees list in their developmental
agenda (Allen, Lentz, & Day, 2006; Wilson, Valentine, & Pereira, 2002). However,
mentees may not be comfortable approaching certain senior staff on their own accord
due to personality differences (Turban & Dougherty, 1994) and they may also find it a
challenge to decide who would be the best match (Boyle & Boice, 1998). Self-pairing
then could be political as there are cases in which faculty members are naturally
attracted to junior colleagues who conjure images of themselves. Novices who show
interest in the senior members’ career trajectories, who have similar interests, and who
are most apt to become accomplished like-minded researchers tend to be selected
(Johnson, 2016). Termed “cloning phenomenon”, this may further the senior faculty
members’ academic lineages but leave the unselected junior ones at a disadvantage,
which is believed to create favouritism (Johnson, 2016).
Another power issue is related to assigning mentoring pairs within one
department and granting the mentors evaluative power. In Sands et al.’s (1991)
research, a preference among new faculty members for senior faculty mentors from
departments other than the new members’ was expressed as this is expected to prevent
potential power problems connected with mentors’ authority over mentees’ promotion
and tenure. Cross-departmental mentoring arrangement can be argued to be less
political than interdepartmental mentoring (Boyle & Boice, 1998). However, the need
for mentoring from within a new faculty member’s department is well documented
(Herr, 1994; Rice, Sorcinelli, & Austin., 2000). New faculty staff especially need
support in pedagogy within a specific discipline, in identification of levels of
importance assigned within the departmental culture to specific professional
organisations, and in learning the department’s subculture.
It is additionally argued that mentor/mentee pairing is not advisable if the
mentor simultaneously has reporting authority over a mentee. A review of mentoring
policy and implementation of teacher induction mentoring (Wang & Fulton, 2012)
shows that more effective professional interaction could be achieved when mentors did
not have the assessing role of the beginning teachers. While mentors in a supervisory
capacity could possibly be effective, unavoidable conflicts of interests in mentors’
playing the dual roles of evaluator and a mentor are likely to arise (Zellers et al., 2008).
The power that the mentoring participants bring to the relationship is further
portrayed in several studies into beginning teacher induction. Drawing on interviews
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and conferences with the participants and their own logs and documentation, Bullough
and Draper (2004) demonstrated a case study on a mathematics intern working with a
mentor and a university supervisor. It was found that how the respondents determined
their own role and that of others shaped the negotiation of power and position. This
negotiation and communication ultimately interfered with the intern’s induction into
teaching. The teacher saw herself as confused and frustrated in the struggle with
contradictory requirements from her mentor and supervisor. They may have shared
similar mentoring goals but the ways they understood mathematics and how students
best learn mathematics were fundamentally conflicting. They, therefore, “positioned
one another as representing opposing interests” (Bullough & Draper, 2004, p. 415). The
teacher at last aligned her teaching with the mentor’s to position herself as dutiful and
striving teacher and the mentor then saw her as competent and promising.
This literature has many implications for Vietnamese HE mentoring as
hierarchical power exists with the academic mentors senior in terms of age, experience
and ranking, in evaluative role and maybe acting as the direct supervisor.

Program policy
Many mentoring relationships are structured and supported through various formal
programs with components such as policy mandates, financial and human resources,
training, implementations, and evaluations (Ehrich et al., 2004). Mentoring program
policies and implementation were found to have certain impacts on mentoring
relationships as reviewed by Wang and Fulton (2012). Boyle and Boice (1998) studied
weekly observations and interviews among 25 pairs of faculty members at a large,
comprehensive university voluntarily participating in a systematic mentoring program.
Well-planned, simply structured, and continuously assessed programs were found to
allow more time dedication to mentoring and both mentors and mentees consequently
derived more benefits from these relationships than in informal arrangements.
Formalised mentoring has been found to serve a range of aims. In a study into
faculty mentoring at thirteen schools, colleges and departments of education in
Colorado, the formal mentoring program’s focus was on socialising new staff members
into roles and responsibilities related to teaching, research, and service (Goodwin,
Stevens, & Bellamy, 1998). In another example, the Faculty Mentoring Network
developed at Purdue University in 1997 and reviewed in 2000 aimed to improve
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teaching, cope with research and service, work toward promotion and tenure as well as
advocate faculty members (Wasburn & LaLopa, 2003). The evaluation of this program
resulted in several important recommendations, which emphasise the need to conduct an
orientation for mentors with clear explanation of expectations of their roles, matching
criteria covering personality and outside interest, the use of an expectation contract, and
ongoing support for the pair. It is argued that effective mentoring programs should pay
attention to three primary components of the mentoring process i.e. career development,
psychosocial issues, and modelling, which could serve to mediate the transition from
vision to reality (Schwiebert, 2000).
Outlining rationale and features of a new faculty mentorship program at a
comprehensive university from a review of literature, Savage et al. (2004) argued that
the mentoring model needs to be flexible and accommodating to individual preferences,
starting with new academics’ orientation and continuing through their first year teaching
experience. It should aim to empower both new and continuing faculty members’
professional growth and renewal (Boice, 1992) while enhancing their satisfaction
(Menger, 1999) in a dialectical relationship (Kaye, 2000). Both peers and senior
academics are expected to facilitate new faculty members’ promotion (Kirk, 1992; Luna
& Cullen, 1995). These aims are to be realised through detailed explanation of the
tenure and promotion systems (Rice, 1996) and by introducing new faculty members to
institution cultures and work responsibilities (Savage et al., 2004). It is possible to
achieve the aims with opportunities for interactions between junior and senior staff to
facilitate mutual respect and avoid counterproductive divisions between junior and
senior academics (Magner 1999). Mentoring should meet new staff’s survival needs by
familiarising them with departmental and university socio-political culture (Johnsrud,
1994) and assist them to balance research and teaching commitments (Jackson &
Simpson, 1994).
Zellers et al. (2008) reviewed some of the most important mentoring program
success factors from the literature. Among them are support provided by senior
administration (Girves, Zepeda, & Gwathmey, 2005; Wilson et al., 2002), alignment
with organisational objectives and connection with other personnel practices such as
performance appraisals, promotions, rewards and recognition (Hegstad, 1999; Tillman,
2001). Incentives in the form of stipend (Boyle & Boice, 1998) or financial
compensation to the department in exchange for its junior staff’s release time (Wingard,
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Garman, & Reznik, 2004) have been offered. The implementation of the faculty
mentoring program in Wingard et al.’s (2004) study was concluded to be cost effective
considering the improved retention rates, which led to a significant savings in
recruitment costs. Examining the ongoing mentoring relationships among full-time
employees, Hu, Wang, Yang, and Wu (2014) found a positive relationship between the
mentors’ perceived organisational support and the mentees’ reported mentoring.
Besides personnel practices, sufficient resources should be allocated to
mentoring (Luecke, 2004) with a coordination team responsible for program oversight
as well as support. The design should instil this PD as a cultural value and emphasise it
as a core institutional responsibility (Boyle & Boice, 1998; Lindenberger & Zachary,
1999). Mentoring participants’ needs should be identified and their input should be
considered in the development of the format (Allen, Eby, & Lentz, 2006; Lindenberger
& Zachary, 1999). Criteria and processes for qualifying mentors (Luecke, 2004),
training mentors (Koballa, Kittleson, Bradbury, & Dias, 2010) as well as matching
strategies based on professional compatibility need to be identified (Tillman, 2001;
Wilson et al., 2002). Orientation is expected to be made available to both mentors and
mentees on the mentoring dynamics with clarification of the mentoring goals,
expectations and roles (Allen, Eby, et al., 2006; Murray, 2001). The program should
also include contingencies for interventions, i.e., no-fault terminations or participant
reassignment (Boyle & Boice, 1998; Tillman, 2001). Formative evaluation could help to
review continuous improvement while summative evaluation is believed to determine
outcomes (Girves et al., 2005). All the success factors are found in Lumpkin’s (2011)
mentoring model of four components – conceptualisation, design and development,
implementation, and evaluation. This model is believed to be capable of delivering
mentorship benefits of socialisation, emotional support, networking, and improved job
performance.

Conclusion
This review aims to develop a better understanding about mentoring, its benefits, and
challenges and the range of factors associated with this PD component. Mentoring has
been shown to bring with it profound benefits for both mentors and mentees but caution
should also be exercised to avoid potential destructive factors. Mentors are, in many
cases, considered more powerful and dominant than their mentees in developing
positive mentoring relationships and bringing about positive outcomes (Allen, 2007).
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However, both groups of actors contribute to the characteristics and functional or
dysfunctional outcomes of their relationships. Substantial evidence has been identified
for the assumption in the literature (Feldman, 1999; Wang & Odell, 2007) that the
expectations, conceptions, knowledge, teaching, and mentoring skills, as well as the
cognitive and emotional preparation that mentor and mentees have could move their
relationships toward functional or dysfunctional directions. The review also confirms
the importance of mentoring program implementation and mentor training in ensuring
the quality of mentoring relationships (Feiman-Nemser & Parker, 1993). Mentoring is
highly contextual and subject to a wide range of interpretations as each program
operates within its own historical and organisational context and is subject to the
influence of its own institutional culture (Zellers et al., 2008). The review further
suggests an emerging link between the power imbalance in mentor and mentee
relationships, which is created by the mentoring policy and/or cultural factors, and a
range of relational problems.
However, how the academic mentorship operates, what informs and constitutes
this operation, leading the participants to the expectations, behaviours, and decisions
that they display, is not yet known in the context of Vietnam with its social, political,
and cultural peculiarities. This emphasises the need to look further into what informs
mentoring participants. It is not clear how their mentoring is influenced by the state
policy and the Vietnamese culture. No research has explored the power operation in the
hierarchical mentoring where the State controls HEIs’ mentoring with policy, and both
culture and governance seem to advocate more power to the mentors as in Vietnam.
This literature review suggests that further research be conducted on mentoring
relationships and practices as influenced by what informs the mentors and mentees in its
institutional and cultural contexts. Such research can help clarify and strengthen the
knowledge base for policy makers and mentoring program developers to create and
operate effective mentoring that supports academics to advance professionally.
Now that the practical need to interrogate mentoring in Vietnam HE has been
identified in Chapter One, further necessitated by the gap in the mentoring literature, a
theoretical framework is needed to operate the study. The review of Foucault’s theories
that follows sheds light on the direction in which power in mentoring should be
approached.
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Chapter Three: Power

In this second part of the literature review, I propose the approach that informs
my research inquiry. My argument is that Foucault’s (1980, 1991) power theories as a
conceptual framework will help to illuminate my enquiry into the mentoring policy and
practice in Vietnamese higher education. It provides the opportunity to examine the
academic mentoring in its political and socio-cultural contexts, to explore how the
participants make decisions while negotiating their roles given the state and institution
control, and the knowledge and experience that they bring into the relationships. I begin
with a description of Foucault’s concepts of power/knowledge (Foucault, 1980) and
then focus on the literature on governmentality (Foucault, 1988, 1991a). I acknowledge
criticisms of the theories, review how they have been used in previous mentoring
research and end the chapter with Foucault’s theories as the conceptual framework.

Foucault, Power/Knowledge and Governmentality
Michel Foucault was Professor in the History of Systems of Thought at the College de
France (Paris) from 1970 to his death in 1984 (Bevir, 1999). He believed that society is
pervaded by powerful forces and individuals are shaped by these forces (Foucault,
1980). Studying the context within which individuals live and develop will bring about
understanding of their behaviour. Foucault studied behaviours such as criminality,
mental illness and sexuality in order to understand himself and philosophy and
examined problems and issues which are normally overlooked (Bevir, 1999). His ideas
about human behaviour resulted in insights into public education, social sciences and
effect upon behaviour, as well as the powerful forces inherent in education institutions
and how individuals respond to these forces (Bevir, 1999; Deacon, 2006).
Foucault’ central concerns are power, knowledge and subjectivity (Townley,
2005) and he significantly contributed to the literature by introducing his own
perspectives, e.g. power/knowledge, power/governmentality, to the treatment of power
(Bevir, 1999).

46

Power and knowledge
Power is conventionally regarded as “a valuable but limited social commodity that can
be given, bargained over, traded, or seized” (Foucault, 1980, p. 92). In other words, it is
a thing that can be possessed and used for organisational or individual purposes. Such a
commodity perspective of power is repressive as it limits analytical attention on how
power serves to restrict certain possibilities in a “zero-sum” game (Foucault, 1982, p.
786). However, Foucault’s wider exploration of the concept suggests that power is not
only “repressive” but also productive (making things happen, building notions of
pleasure and pain, and achieving outcomes). This becomes clear in his outline of
governmentality as explained in the coming section. Power, as posited by Foucault, is
not a disposition, capacity, a resource, or a commodity (Foucault, 1995). It is not static,
a possession, something seized, shared, or wielded by one individual over another, a
binary of oppressed and oppressor. Foucault believed that power is not external or
negative but it retains the integral, productive, or creative characteristics in the way it
creates objects.
We must cease once and for all to describe the effects of power in negative terms:
it “excludes”, it “represses,” it “censors,” it “abstracts,” it “masks,” it
“conceals.” In fact, power produces; it produces reality; it produces domains of
objects and rituals of truth. The individual and the knowledge that may be gained
of him belong to this production. (Foucault, 1995, p. 194)
Foucault believed power is productive, which results in “domains of objects and
rituals of truth” (1995, p. 194) and produces the individual and the knowledge he/she
brings. Power is a set of actions upon the action of others and the capacity to act on
others: “Power exists only when it is put into action …” (Foucault, 1982, p. 788). This
action, unlike a relationship of violence acting upon a body or a thing by breaking or
destroying it, involves a method of action that is not applied immediately and directly
on others (Foucault, 1982). The exercise of power
… is a total structure of actions ...; it incites, it induces, it seduces, it makes easier
or more difficult; in the extreme it constrains or forbids absolutely; it is nevertheless
always a way of acting upon an acting subject or acting subjects by virtue of their
acting or being capable of action. A set of actions upon other actions. (Foucault,
1982, p. 789)
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Power, as Foucault (1980) believed, has its own life in our institutions, our
bodies, and our knowledge. He suggested that power possesses five characteristics: (a)
it is “exercised from innumerable points,” (b) it is “not in a position of exteriority,” (c)
it is not an “all-encompassing opposition between rulers and ruled …” (d) it is “imbued,
through and through, with calculation,” and (e) “where there is power, there is
resistance” (Foucault, 1990a, pp. 94-95).
Firstly, power, as Foucault (1990a) believed, is unequal: it changes and it is
exercised from a variety of points. The benefits on individuals from power are different
as some are more favourably placed and some are less. The person who is thought to
have power over others is himself/herself shaped by other forces whether he/she is
aware of it or not. In any one situation, a variety of powers comes into play, bringing
with them varying strengths. The mentoring provided for beginning lecturers, for
example, is likely to be formed by tradition, research findings about HE teaching,
mentoring techniques, communication modes, by institution’s culture and mentors’ own
experiences and training. Policy makers, mentoring program developers and those who
conduct mentorships would feel the need to refer to the latest research findings on how
to operate a mentoring scheme in a HE setting or on mentor/mentee interaction to
ensure the program success.
Secondly, for Foucault (1990a), power plays more roles than an external
relation. Power, “is ‘always already there’... one is never ‘outside’ it... [and] there are no
‘margins’ for those who break with the system to gambol in” (Foucault, 1980, p. 141).
Power operates through individual agents, institutions, legislation, and cultural
practices, not in isolation but in its epistemic totality and connectivity. Power relations
are “internal conditions” with “a directly productive role” (Foucault, 1990a, p. 94).
Foucault argues that school teachers may exercise certain control over students but they
are not in total control of themselves. Instead, they are influenced by power relations
required by various disciplines such as maths, English, and the psychology of child
development (Enns, 1998). Similarly, mentoring practice in academe is partly informed
by the knowledge areas of HE teaching and the discipline/s that mentors are specialised
in. Power relations are not in isolation within institutions but the effects spill onto and
from other institutions and disciplines. They are reciprocal processes and power
permeates every aspect of social life (Foucault, 1990a). It adopts this feature
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not because it has the privilege of consolidating everything under its invincible
unity, but because it is produced from one moment to the next, at every point, or
rather in every relation from one point to another. Power is everywhere; not
because it embraces everything, but because it comes from everywhere. (Foucault,
1990a, p. 93)
The third characteristic of power for Foucault is that it is not only an issue of the
ruler and the ruled. The permeation character makes power both dynamic and multidirectional, which means power makes top and bottom social bodies influence each
other despite the tendency that power relations are asymmetrical, non-egalitarian and
hierarchical (Foucault, 1995). Normality exists in opposing directions: the acting
subject is turned into the acted upon and vice versa in the fight for influence. Thus, it is
not sensible to think that only dual top-down relationships exist among mentors and
protégés. Mentors may have some power over the mentees: making sure they cover the
assigned reading, provide a satisfactory performance in observation sessions during
their probation period, follow certain procedures while delivering a course but, if argued
as such, mentees are also monitored through other power relations. For example,
requirements to have publications or fulfil service duties, seen as core roles of an
academic (Devos, 2007), are additional forces affecting them. It should be noted that
mentees may even engage in power relations by reporting perceived mentoring
academics’ misconduct to authorities or getting involved in behaviour that is damaging
to their mentors as Feldman (1999) and Eby and McManus (2004) have found. Power
is, thus, more than a dual top-down relationship.
A fourth characteristic of power is that power relations are “both intentional and
non-subjective” (Foucault, 1990a, p. 94). The intentional feature of power relations
arises from the fact that “… there is no power that is exercised without a series of aims
and objectives” even though they are not necessarily “… the choice or decision of an
individual subject” (Foucault, 1990a, p. 95). The non-subjective nature, however, exists
because power is not exercised at an individual’s will but involves some form of
planning; coordinating with a purpose (Foucault, 1990a). Subjectivity is lost as no
outcome can be attributed to any specific individuals: a variety of parties with a range of
interests and motivations are involved in the political process. Power strategies are
always focused on a goal, giving away what actions to expect from others, and how to
deal with others in confrontations (Foucault, 1982). The formation and implementation
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of institutional strategies are informed by surveillance, which produces data to be
analysed, categorised, and formulated, as well as by research findings and discussion of
these findings.
In the context of HE management, mentoring as seen in formal programs
investigated by, for example Benson, Morahan, Sachdeva, and Richman (2002), and
Pololi et al. (2002), generally works towards a set of training aims with planning and
decision-making partly driven by parties of different interests such as administrators,
mentors, mentees, and students. The aims are also composed with close monitoring
(Pololi et al., 2002) and reference to evaluation means, for example in the case of
Vietnamese HE, observation and student feedback. Mentors may expect mentees to
adhere to their principles but mentees could react to this wish in a variety of ways. Their
response is based on their experiences in the institution settings that they have been
exposed to. Some may choose to obediently follow the mentor’s instructions while
others may resist what is perceived as opposed to them or irrelevant to them. In addition
to limiting expectations of how another person might act, power reinforces or generates
expected behaviours. Those mentees who realise that they have been behaving in a way
that is different from the mainstream may develop normalisation plans. The institution
and people involved might focus on guiding these individuals along a path toward
expected behaviour. The grades and evaluation comments that mentors give will create
categories for further behavioural and mentoring refinement. The governments,
institutions, families, etc. are all purposive in forming knowledge/power relations that
shape us (Foucault, 1990a).
The fifth feature of power, according to Foucault (1990a), is resistance existing
in various forms. The result of the fact that power is the action of one body on another,
which is in constant operation, is the asymmetrical and non-egalitarian nature of power
relations (Foucault, 1990a). This gives rise to resistance to the exercise of power. In
other words, the effort to control or influence others inherent in a normative relation
will generate “a multiplicity of points of resistance” (Foucault, 1990a, p. 95).
Resistances form, according to Foucault (1990a), wherever there are relations of power.
Resistance constitutes both a precondition to relations of power and a consequence of
the exercising of power. Individuals as well as groups resist power, making use of
different levels of force and locus.
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Discomfort created by dominant forces may give rise to an opportunity to act
differently. Foucault believed that resistance to power represents freedom to make a
different choice (Foucault, 1997b). However, this choice making is limited in power
relations (Foucault, 1990a). Mentees, for instance, may choose to resist the powers from
mentors by failing to complete assignments, refusing to follow the superior’s
instructions, or displaying many other forms of resistance. Mentors, in turn, tend to
resist these negative behaviours with comments and/or reports, which initiate further
options on the part of the mentees or individuals participating in that relationship. Thus,
Foucault concluded that all power relations are fluid and changeable.
… I mean the relationships in which one wishes to direct the behaviour of another.
These are the relationships that one can find at different levels, under different
forms: these relationships of power are changeable relations, i.e., they can modify
themselves, they are not given once and for all. (Fornet-Betancourt, Becker, &
Gomez-Muller, 1987, pp. 122-123)
Foucault’s views of power offer a new way of examining power and how it
should be studied. To achieve a more comprehensive understanding of power in a
specific setting such as higher education mentorship, efforts should be made to
interrogate the multiple locations from which power is produced, the theories and
systems that affect this dynamic, and possible resistances created by the exertion of
power. Foucault (1980) further introduced the notion of power/knowledge, which
directs attempts into the source of power and how the manner in which power is
exercised help to enrich knowledge.
Foucault’s definition of learning is “curiosity, the need for mastery.... distress
before the unknown...” (Foucault, 1977, p. 201). This strong human urge for answers
can move knowledge well beyond curiosity and in turn, knowledge results in unifying
theories, hierarchical relations, and coercive discourses as well as disqualified
knowledge.
Foucault also believed that there is no final knowledge or ultimate truth about
humans: “the will to knowledge does not achieve” (Foucault, 1977, p. 163). He was
interested in the complexity of options and insisted that no option should ever be ruled
out. The two characteristics of knowledge, as argued by (Foucault, 1980), are producing
options and unifying ideas. As ideas are produced by science, they multiply choices

51
concerning the understanding of the world and human behaviour by offering different
perspectives and generating new questions. The cycle of prioritising, unifying, and
disqualifying ideas continues indefinitely and thus forms new knowledge. Knowledge
in its powerful form in life is used to define how to speak about and interact with
people. In this sense, knowledge limits, details and shapes options. Knowledge can exist
in various stages of use or disuse. When it is “not effectively and explicitly maintained”,
knowledge “falls into disuse” (Foucault, 1980, p. 82). In other cases, knowledge is
“disqualified as inadequate... or insufficiently elaborated” (Foucault, 1980, p. 82).
Mentoring practice comes to the present stage only after having witnessed mentoring
related knowledge being disqualified and replaced by new knowledge as seen in the
literature on mentoring in the previous chapter.
Foucault (1980) maintained that power/knowledge are inseparable, mutually
productive, and together form a modern power/knowledge matrix. Power is inextricably
linked with a modern recitation of knowledge, in which the exercise of power creates
knowledge, which induces power.
Foucault believed “… there is no power relation without the correlative
constitution of a field of knowledge, nor any knowledge that does not presuppose and
constitute at the same time power relations” (Foucault, 1995, p. 27). This is in contrast
to assuming that the exercise of power requires a specific kind of knowledge. Instead,
… the exercise of power itself creates and causes to emerge new objects of
knowledge and accumulates new bodies of information… The exercise of power
perpetually creates knowledge and, conversely, knowledge constantly induces
effects of power. ... It is not possible for power to be exercised without knowledge,
it is impossible for knowledge not to engender power. (Foucault, 1980, p. 51-52)
The apparatus of power is essentially of a strategic nature, which means
assuming that it is a matter of a certain manipulation of relations of forces, either
developing them in a particular direction, blocking them, stabilising them, utilising
them etc. The apparatus is thus always inscribed in a play of power, but it is also always
linked to certain coordinates of knowledge, which issue from it but, to an equal degree,
condition it. This is what the apparatus consists of: strategies of relations of forces
supporting, and supported by, types of knowledge (Foucault, 1980).
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Knowledge illuminates and is integral to power operation (Foucault, 1980).
Foucault argues “Knowledge does not slowly detach itself from its empirical roots, the
initial needs from which it arose, to become pure speculations subject only to the
demands of reason... it creates a progressive enslavement to its instinctive violence”
(Sheridan, 1980, p. 120). For Foucault, distinctions and categories in knowledge create
influential labels, distinctions, as well as unified theories. The distinctions and
categories in knowledge have an impact on behaviour and institutions together with
thinking. Individuals develop themselves as ethical beings by setting goals, practicing
actions, selecting behaviour and deciding on ethical actions, all of which is informed by
the knowledge that they possess or have been exposed to. Knowledge, thus, informs
action and intervention, which is, in essence, the power operation.
Knowledge of how to mentor in higher education or in organisations informs the
mentors’ decisions in how to “label” or categorise the mentees and how to treat the
weak and the strong. This, in turn, informs decisions to group or separate, reward or
punish, in other words, oppress, repress, produce or normalise behaviour.
The formation and traits of truth from a Foucauldian perspective could illustrate
how power creates knowledge. It examines how “régimes of truth” (Foucault, 1995) are
created, disseminated, employed, and altered. “Truth” is socially constructed and
indelibly tied to relations of power/knowledge that generate and sustain it (Foucault,
1980). As Foucault (1980) wrote:
Each society has its regime of truth, its ‘general politics’ of truth: that is, the types
of discourse which it accepts and makes function as true; the mechanisms and
instances which enable one to distinguish true and false statements, the means by
which each is sanctioned; the techniques and procedures accorded value in the
acquisition of truth; the status of those who are charged with saying what counts
as true (p. 131).
Political and economic apparatuses such as the army, media, and university
principally control the production and dissemination of “truth”, and “truth” is the site of
political struggle (Foucault, 1980). In the context of this study, the state and institutions
determine what mentoring should be. They are simultaneously subjects of and
disseminators of “truth”. In addition, they serve to control the access of individuals to
particular discourses (Ball, 2012). This mentoring “truth” is disseminated to academic
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mentoring participants, who could be more authoritative on mentoring than the
mentoring policy maker/compiler and might have totally different ideas about what
mentoring should involve. All these are likely to lead to a political struggle over the
mentoring practice.
The notion of “Knowledge and power co-constitute one another” and the fact
that mentoring involves knowledge exchange means that it inevitably involves the role
of power, which directs research attempts to the investigation into the extent of power in
mentoring relationships (Garvey, Megginson, & Stokes, 2009).
Joining together power and knowledge, or in Foucault’s parlance,
power/knowledge, are discourses, which constitute and are constituted by modern forms
of knowledge, institutions, social relations, and cultural rituals and practices. As
Foucault (1980) maintains:
... in any society, there are manifold relations of power which permeate,
characterise and constitute the social body, and these relations of power cannot
themselves be established, consolidated nor implemented without the production,
accumulation, circulation and functioning of a discourse. There can be no possible
exercise of power without a certain economy of discourses of truth, which operates
through and on the basis of this association. We are subjected to the production of
truth through power and we cannot exercise power except through the production
of truth (p. 93).
Illustrations of discourse effects could be seen in Foucault’s discussion of
sexuality. He traced the history of sexuality and showed that while sex might be thought
of as being “repressed”, the discussions about sexuality or to be more exact, how to
refrain from sexuality, actually arouse sex and these discussions themselves are
titillating (Foucault, 1990a).
Discourse, according to Foucault (1991b, p. 63) is “things said” or language
practiced, produced “by the difference between what one could say correctly (under the
rules of grammar and logic) and what is actually said”. What constitutes discourse is “a
limited number of statements for which a group of conditions of existence can be
defined” (Foucault, 2002, p. 131). With such understanding of discourse, Foucault
(2002) describes the systems of statements that act as foundation for scientific
knowledge. Statements are regulated by complex formation rules, for example the role
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of an academic discipline and the authority of the author, which determine the discourse
circulation (Foucault, 1980, p. 52). Only statements that count as candidates for truth
and falsity within an order of discourse remain while those that do not stand this test are
excluded by the operation of formation rules governing a certain discipline (Foucault,
1980).
Discourse manifests the knowledge aspect of a power relation (Foucault, 1990a)
and it has a governing function. For example, the way discourse defines discussion and
thinking about a certain topic limits alternative understanding of the topic. Discourse,
thus, creates a knowledge that informs individuals how to conduct themselves (Hall,
Evans, & Nixon, 2013). The power/knowledge matrix is enacted through discourses in
which meaning and subject positions are produced and relations of power employed and
deployed. Discourse, simultaneously making up and describing the world and its
subjects, functions “as practices that systematically form the objects of which they
speak” (Foucault, 2002, p. 54). It operates through rules, social relations and practices
conferring authority. It also constitutes what can and cannot be said, by whom, with
what authority and when, who listens, who remains silent, and who is left anonymous
(Dreyfus & Rabinow, 1983). Multiple, often contradictory, discourses variously
constrain the production of knowledge and enable the production of new knowledge.
While knowledge is aimed at solving problems or answering questions, discourse
promotes knowledge by making connections, specifying, unifying, or ruling out ideas.
Foucault (1990a) noted “… we must not imagine a world of discourse divided between
accepted discourse and excluded discourse, or between the dominant discourse and the
dominated one; but as a multiplicity of discursive elements that can come into play in
various strategies” (p. 100). He believed one should set to look for excluded options and
hidden oppositions and, thus, should strive to liberate discourse from coercive and
limiting power. Bringing quieted options into life with the means of discourse will, in
turn, generate more knowledge. Discourse will not yield any gain if it is not exercised as
a power and it only becomes effective when it grows and engages others.
The role of discourse in generating more power from knowledge is most obvious
in Foucault’s description of the two roles of intellectuals i.e. the universal and specific.
The former proposes universal justices while the latter challenges universal theories
(Foucault, 1980). While determining research direction and stimulating thinking, the
universal is criticised for carrying the risk of totalitarianism. In fact, such intellectuals
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are argued to be able to pose a “hindrance to research” (Foucault, 1980, p. 81) as they
dictate behaviour while there exists a possibility of questioning it. The “specific
intellectual”, on the other hand, engages in power struggles by questioning universal
theories and participating in discourse with the dissidents. They “… emancipate
historical knowledges from that subjection, to render them... capable of opposition and
of struggle against the coercion of a theoretical, unitary, formal and scientific discourse”
(Foucault, 1980, p. 85). The struggles with power inherent in existent knowledge lead to
new realms of knowledge. This type of knowledge “… owes its force only to the
harshness with which it is opposed by everything surrounding it…” (Foucault, 1980, p.
82).

Governmentality
Michel Foucault’s view of power/knowledge is illuminated in the governmentality term.
This concept was developed in the late 1970s and early 1980s, and has gained
increasing popularity within social policy in the last decade (Gane, 2008). Before this
period, Foucault outlined two other different forms of power, i.e. sovereignty and
disciplinary power (Lilja & Vinthagen, 2014). Sovereign power, which represents the
power of law and violence, creates subordinate subjects by stopping and limiting certain
behaviour, demanding absolute obedience and transforming one into someone acting as
told by the rulers. It is, thus, a means of deduction, depriving people of wealth, services,
labour, and even life and is exercised through authority and legal mechanisms such as
constitutions and laws (Foucault, 1990a). Sovereignty is distinctive from the productive
side of governing that increases wealth and happiness, multiplies life, and strengthens
the prominence of the state. Like sovereignty, disciplinary power operates on
individuals but it employs a more subtle form of control (Foucault, 1995). It creates new
subjects by normalising them through institutions and scientific discourses while
simultaneously applying corrective or therapeutic systems to fix deviation (Johnston,
1991). This power transforms a person into a tool increasing its productivity and
effectiveness for other interests (Lilja & Vinthagen, 2014). People may be monitored,
trained, and examined according to a program in order to improve and for self-control.
Disciplinary techniques of surveillance, normalisation, exclusion, classification,
distribution, individualisation, totalisation, and regulation have been documented across
four different pedagogical sites in an empirical study by Gore (1998).
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Foucault’s original essay on governmentality is concerned with tracing the
historical shift in ways of thinking about and exercising power in certain societies
(Elden, 2007). This project – a genealogical history of governmental rationality – was a
response to the emergence of the modern conception and art of government. Foucault
noticed a shift in the concern of government: no longer treating territory and its
inhabitants as subjects of the sovereign but seeing populations as the object of
government instead. He observed the emergence of a particular rationality of rule in
early modern Europe, in which the activity of government became separated from the
self-preservation of the sovereign and redirected towards optimising the well-being of
the population, hence making this population potentially more “docile” (Foucault, 1995,
p. 135) and productive (Foucault, 1982). Foucault made reference to what he called
“techniques of government” or “care for the self” (Fornet-Betancourt et al., 1987, pp.
115, 130). He analysed how higher strata people in society try to modify themselves
according to social standards, values and norms. The techniques of the self involve the
practices through which individuals inhabit subject positions and transform existing
subjectivities. Foucault’s argument is that in today’s liberal democracies, what makes
effective government is not forcing the subjects into submission but cultivating them.
Government acts on the welfare of the population, the improvement of its condition, the
increase of its wealth, health, etc. Foucault argued that in modern government this is a
“strange technology of power treating the vast majority of men [sic] as a flock with a
few shepherds” (Foucault, 1990b, p. 63). This is the nurturing biopower that organises
social life and populations. Foucault’s opinion was further extended in Burchell’s notes:
“government in general is understood as a way of acting to affect the way in which
individuals conduct themselves” (Burchell, 1996, p. 20). The people governing process
involves “a versatile equilibrium, with complementarity and conflicts between
techniques which impose coercion and processes through which the self is constructed
or modified by himself” (Foucault, 1997b, p. 182).
In a broad sense, governmentality refers to the power exercised in managing
groups of people such as families or church congregations. The means employed to
attain the ends are immanent to the population (Burchell, Gordon, & Miller, 1991).
Using statistics, predictability calculations and surveillance of patterns within the social
body, biopower is interested in the body of the population (a nation, members of an
organisation, etc.) and social engineering, in which the health, longevity, energy or
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vitality, stability and growth of social life is in focus. Governmentality integrates
sovereignty and discipline (Gorman, 2012). Sovereignty is tied to politics and the
formal apparatus of the state, facilitating a degree of self-governing or governing from a
distance. Any piece of legislation directly affecting people’s practices is an expression
of sovereignty. Disciplinary power aims to get individuals to keep themselves under
surveillance, discipline and train themselves through the values that reflect the interests
of other and not the individual (Lilja & Vinthagen, 2014).
Governmentality is related to the idea of how individuals work on forming
themselves and how what Foucault terms “subjectivation” refers to the actions on the
self required to operate within a particular discourse. Foucault’s study of prescriptive
texts elaborating behaviour rules led him to the conclusion that these texts enable
individuals to “… question their own conduct, to watch over and give shape to it and to
shape themselves as ethical subjects” (Foucault, 1990c, p. 13). The notion of
technologies of the self that Foucault developed refers to the ones which allow
individuals to effect by their own means or with the help of others a certain number of
operations on their own bodies and souls, thought, conduct and way of being (Foucault,
1988). This self-formation of the subject happens in the operation of “regimes of truth”
or “games of truth”, which refers essentially to discursive disciplines (Gillies, 2013).
The purpose is to transform oneself in order to attain a certain state of happiness, purity,
wisdom, perfection, or immortality.
These techniques are also termed “the conduct of conduct” (Gordon, 1991, p. 2),
or the ways in which the individual is governed by both the state and by him or herself
(Foucault, 1991). They are “a form of activity aiming to shape, guide or affect the
conduct of some person or persons” (Gordon, 1991, p. 1). The relation between the
techniques of government by others and techniques of government of the self represents
the essence of the study of “governmentality”. Subjectivity can be viewed as the effects
of power/knowledge on the object of power. A knowledge of something must be
achieved before it can be governed or managed and it, thus, has been acknowledged that
government is “intrinsically dependent upon particular ways of knowing” (Townley,
2005, p. 60). Rationality is made possible by “specific knowledge and techniques of
rendering something knowable and, as a result, governable” (Townley, 2005, p. 60).
The power/knowledge that is working in everyday life turns individuals into subjects
“subject to someone else by control and dependence and tied to his own identity by a
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conscience or self-knowledge” (Faubion, 2001, p. 331). In other words, “subject”
carries the dual meaning of an object being acted upon (a product of discourse) and an
active knowing subject. Care of the self, as argued by Foucault, is “an exercise of the
self on the self by which one attempts to develop and transform oneself, and to attain a
certain mode of being” (Foucault, 1997a, p. 282). It could be seen as a disciplinary
technology aimed at self-mastery and practices of the self are not conducted alone, but
they involve those who participate in this transformative practice.
It is further suggested that “… in the contemporary workplace the management
of subjectivity [of workers] is an essential element of governmentality and the central
task of organisations” (Usher & Solomon, 1999, p. 155). The management does not aim
to repress or inhibit workers, but to create and nurture their capacities and inherent
qualities: “in other words to create ‘active’ subjects with an appropriate subjectivity
who precisely because of this will be more efficient and productive. This is
‘disciplining’ without coercion into a freely accepted particular form of life” (Usher &
Solomon, 1999, p. 157). The governmentality concept raises an issue of whether
governmentality in mentoring is repressive or productive and whether the mentors and
mentees take on responsibility for contesting oppressive governmentality if this is the
case.
There has been criticism of Foucault’s concepts of power as contradictory.
While Foucault (1980) maintained that power is a productive force, which produces
pleasure, knowledge and scientific discourses, his concept of disciplinary power is
argued to be very close to that of domination in critical theory (Anttonen, 1999).
Specifically, it was his belief that the hierarchy of scientific knowledge is to respond to
the need to control society. The voice of people in power constructs scientific
knowledge and the institutions of science produce knowledge required by those power
holders. Still, educational theorists may find new directions from Foucault’s nuanced
understandings of contemporary educational institutions and practices (Deacon, 2006).
Examination of the power and knowledge relations in such institutions potentially
brings understanding of power process in manipulating discourses, structuring teaching
and learning (Deacon, 2006). Many scholars even argue that Foucault actually drew a
clear distinction between power relations from domination (Deacon, 2006). Counter
power and liberty practices can prevent or minimise domination while relations of
power “are inextricably intertwined with pedagogical effects of guilt, obligation and
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verification, and assumptions about ignorance, dependence …” (Deacon, 2006, p. 184).
The facets of Foucault’s remarks on the nature and effects of power and domination in
education are, therefore, worth following up. Criticism has also been levelled at
governmentality with caution raised about the danger that this form of government
analytics might only reproduce “thick description” of the existing liberal and neoliberal
governing practices (Dean, 2002, p. 131). However, Dean (2015) suggested that these
problems could be resolved by, for example resituating the analysis in “different
relations of power and domination” (p. 400).

Applications of Foucauldian Theories in Mentoring Research
Although applied in different ways, Foucault’s works have been embraced as a valuable
theoretical perspective for understanding power across diverse fields (Ball, 2013). His
oeuvre as a significant resource for social, political and educational theorists “deserves
to be mined and exploited more thoroughly” (Deacon, 2006, p. 185). Foucault’s theories
present a range of implications for human resource management (Townley, 2005) and
have been extensively used in education (Deacon, 2006).
There have been a few attempts to apply a Foucaudian approach to mentoring
study and Beech and Brockbank’s (1999) is one of them. They developed their research
based on two concepts: mentoring as power/knowledge dynamics (Foucault, 1980) and
as a panoptic technique (Foucault, 1995), which is intended to render an individual’s
behaviour and thought visible to management, as theorised by Townley (2005). Beech
and Brockbank (1999) employed questionnaires, observations, and interviews in
research into mentoring among thirty-five middle and junior managers from a National
Health Service Trust hospital and their mentors, who were their managers. Research
focused discussions were also conducted with four training and development managers
and four mentor and mentee pairs.
Among Beech and Brockbank’s (1999) major findings was the revelation,
reported by the majority of subjects, that they achieved no career or psychosocial
function benefits. The four stages of the developmental relationship (Kram, 1983;
Levinson et al., 1978) were not completed and premature cessation of effective
mentoring meant only formal, superficial relations continued. A number of psychosocial
dysfunctions typified by the feelings of guilt, anxiety, stress, and defensive reactions
were reported. The mentors were found to be adversely affected and the mentees’
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hidden withdrawal, even with the mentors’ peripheral awareness, could be very
“unsettling” for them. The twin role of being both supporter and assessor of the mentee
was argued to contribute to this situation. Comfort diminished when the mentors had to
emphasise the non-favourite side and carried out behaviours that contradicted the
favourite side.
Power/knowledge was found to both directly and indirectly lead to cessation by
the mentees. The fact that mentees were conceived to possess less skill and knowledge
than mentors created a power imbalance. The mentors were seen as holding power of
determination over the job, career progression, and livelihood of the mentee. The
cessation may have been hastened due to the fact that the mentors’ image as influential
and guiding was confirmed by their expressions of overt power. Discontinued
relationships in other cases were generated by the need to be free from an unneeded
nurturing parent-child relationship. Power/knowledge was found to be “a changing
relational force which operates at the level of assumptions and covert aspects of the
discourse” (Beech & Brockbank, 1999, p. 21) and perceived knowledge could be seen
as another contributory factor in mentoring breakdown. The level of knowledge
possessed by the mentors was a criterion for selection by some mentees and when the
knowledge of the mentees changed relative to that of the mentors, the former may have
had less positive perceptions of the latter’s power/knowledge. As the mentees
increasingly defined themselves as more competent in management, they increasingly
saw their mentors as incompetent. This process occurred simultaneously with the
mentees’ withdrawal of information, feelings and emotion until only the superficial side
of mentoring remained.
Another factor contributing to the breakdown of relationships might be due to
the failure of mentoring operation as a power/knowledge panoptic technique. The
surveillance “gaze”, which seeks to obtain knowledge of the mentee and renders it
visible to management, may produce “the look” by which those being gazed create the
impression of conformity (Beech & Brockbank, 1999, p. 22). The mentees were found
to maintain “the look” of compliance by carrying out a superficial relationship. Having
grasped an understanding of management discourse, the mentees were now able to form
their own judgements based on the interrogation of the mentor’s rhetoric and behaviour.
They “knew” of the mentor’s failings and “protected themselves from being known” (p.
23) by withdrawing from revealing their thoughts and feelings even when the mentors
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expected the most genuine feedback. The mentees formed a peer self-help group, which
represents a form of resistance inspired by their exercise of relational power/knowledge.
This resistance resulted in partial mentoring, “operated in an anti-hierarchical mode”
(Beech & Brockbank, 1999, p. 24) and it was believed to deprive the mentors of the
superior position. The mentors sensed the missing link but were confused about what
actually happened and what phase they were in, which led to a reaction of
“defensiveness, aggression, sorrow, and feelings of loss and guilt” (Beech &
Brockbank, 1999, p. 23).
Another application of Foucauldian theory is Devos’ (2005) study on HE
mentoring. She combined Foucault’s governmentality with feminist theories of
subjectivity to explore how mentoring plays a role in producing women as academic
subjects. Devos (2005) argues that the effects by mentoring are productive as they
promote self-regulating abilities, new knowledges, and discourses of work and of the
self. This is possible as mentoring provides women with the opportunity to self-review
and self-regulate, which could be seen as a “biographical project of the self”. Devos’
(2005) study exemplifies Foucault’s perspectives of power by examining the direction
in which power manoeuvring in academic mentoring could be beneficial and resistance
could be positive. It suggests that the mentoring may act as a governmentality site in the
Vietnamese HE context and it is likely to bring a similar range of positive effects:
enhancing self-review and self-regulating skills among the mentoring participants.
Other than applications employed in Beech and Brockbank’s (1999) and Devos’
(2005) studies, Foucault offers avenues for educational research with new concepts such
as discipline and analytical techniques of, for example, archaeology, and genealogy and
arguments on the intimate embrace of knowledge and power (Deacon, 2006). His
theories bring scepticism, critique, and problematisation as important tools to
interrogate educational discourse (Gillies, 2013). They are useful for addressing policy
and promote educators’ strong professional ethos (Gillies, 2012) – “a mode of being for
the subject, along with a certain way of acting, a way visible to others” (Foucault,
1997a, p. 286). This ethos enables them to probe not only their own practice but also the
educational landscape (Gillies, 2013). Adopting Foucault’s scepticism, educational
professionals are willing to express doubt, for example as to stated aims, to the
effectiveness of chosen means, to the accuracy of claims, and to the nature and status of
knowledge (Veyne, 2010). Motivated by Foucault’s critique, educational professionals
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aspire to challenge and question all that scepticism is expressed about (Gillies, 2013).
Foucault’s problematisation means education related concerns can be raised in such a
way to necessitate improvement and revision (Gillies, 2013). Foucault’s work is, thus,
highly applicable to educational management, and administration issues (Gillies, 2013).
The implications together with Beech and Brockbank’s (1999) and Devos’
(2005) findings led me to focus on several research areas. First on the agenda was how
to address the mentoring policy and how to investigate the way the academic mentors
and mentees respond to it while promoting their ethos. Beech and Brockbank’s (1999)
findings suggest that the Vietnamese participants may comply with the institution
mentoring policy or resist it and hide their resistance because mentoring is operating as
a panoptic site. I was interested to know whether these academics are enthusiastic about
expressing their doubt to the dominant mentoring and challenging what their scepticism
is about. I wished to extend Beech and Brockbank’s (1999) ideas by examining
participants’ behaviour in responding to context factors such as the Vietnamese
governance, institutional policy, and culture.
Furthermore, it could be argued that the academic mentorship that I aspired to
interrogate might suffer from the same adverse effects as what happened to the
managers in Beech and Brockbank’s (1999) study due to similar hierarchical
relationships and dual roles of assessor and mentor. The constraints on interaction
imposed by hierarchical power might adversely affect learning and development due to
the mentees’ passivity and powerlessness (Freire, 1996). It could be argued that as
academic mentoring in Vietnam operates under a specific cultural and political
atmosphere, which highlights hierarchical boundaries and obedient, conforming
behaviour from the subordinates (Pham, 2012; Truong & Hallinger, 2015), mentoring
may dysfunction in a more damaging manner. It would be interesting to see if power
might “actually operate inversely to the hierarchical power structure of the
organisation” (Beech & Brockbank, 1999, p. 24) and how the mentors would then be
affected.
While Devos’ (2005) study exemplifies how mentoring can work as a
governmentality site, many aspects of power as understood and elaborated by Foucault
are left unexplored. Her positive findings among Australian academics might not be
replicated among Vietnamese academics, who are under different kinds of context
constraints. I wanted to explore how mentoring participants position themselves in
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relation to the discourse of Vietnamese HE mentorship, what is expected of them and
how they understand and shape themselves within the mentorship’s game. As Dean
(2015) puts it, “the best understanding of governmentality was as a perspective on how
to investigate diverse practices and regimes of government, … the ‘conduct of
conduct’” (p. 400). At the individual level, Foucault’s governmentality allows for the
study of mentors as to how they make sense of and rationalise their own behaviour:
what they understand of mentorship and what they aim for. Framing of mentoring as a
discourse allowed me to explore how the institution mentoring creates its own terms:
framing mentorship in such a way to make its policy relevant. His views suggested my
investigation should focus on how this governing is conducted by the knowledge
possessed by both parties, what additional knowledge the practice of mentorship
promotes, and how mentors or mentees are governed by each other and by themselves
for the improvement and wellbeing of both parties (Foucault, 1980; Foucault, 1991a).
Adopting a Foucauldian approach for the inquiry into academic mentoring thus
allows for the exploration of how academic mentors and mentees are shaped by the
discourse created by the institution if there is one. It allows researchers to question the
reasons for mentoring status (Gillies, 2013, p. 21): the way in which HEIs are
constructed that bring people together and turn them into the objects of the mentoring
activity. The chance to probe, question, and challenge the assumptions underlying
mentoring conduct then arises (Gillies, 2013). A Foucauldian critique will be
questioning and sceptical of the chosen goal and procedure – why they were selected,
on what grounds, in whose interests, and why others have not been selected to be
involved. Foucault’s (1980) view that power is not possessed but exercised “helps
illuminate the various discursive struggles” and “the ways in which resistance and
counter-conduct operate” (Gillies, 2013, p. 22). It also raises questions about freedom,
about professional autonomy, and about the extent to which, and why, academics can be
compelled to change.

Foucault’s Power Theories as Conceptual Framework
A conceptual framework is essential in qualitative research (Miles, Huberman, &
Saldaña, 2013) as it helps to identify the study participants and describe relationships
likely to be found based on the theories adopted in the research. The framework also
enables categorising general constructs into intellectual “bins” (Miles et al., 2013). It
helped to frame, describe and possibly explain the questions that I set, which were
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related to the progress, issues and possible futures in the mentoring program in a
Vietnamese HE institution related to program content and structure based on the
government and university goals, interpersonal processes and outcomes influenced by
the power hierarchies and culturally constrained knowledge.
I needed a conceptual framework that integrated the areas shown to be central in
my review of the mentoring literature – most important are power, the knowledge
brought to the relationship, the constraints and opportunities in the institutional
structure, and cultural context. Foucault’s (1980; 1995) power concepts had potential
for my purposes as clarified in the previous section. He provides the opportunity to
focus on these central issues integrating governmental and institutional forces while at
the same time catering for dynamism in the negotiation of the power/knowledge
interaction at the individual mentoring level. His theories are potentially universalistic
in the way they are applicable to many areas while at the same time recognising that
particular patterns in the relationship will be culturally influenced.
An initial conceptual framework (Figure 1) based on Foucault’s (1980; 1991)
power/knowledge and governmentality was, thus, developed to guide the development
of the research question. The major constructs are knowledge, power, and
governmentality. This framework was intended to direct the research and produce the
set of data from which a theory that explains the power dynamics in Vietnamese
academic mentoring emerged.
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power

knowledge

Figure 1. Foucault’s concepts of knowledge/power and governmentality. From
Foucault (1980) and Foucault (1991a).
Knowledge of what mentoring should be like (Figure 2) must be achieved before
it can be governed and the mentoring government is dependent on techniques that
render mentoring knowable and governable. Once knowledge is internalised and
becomes a sort of “truth”, mentoring academics and related institution staff are expected
to discipline themselves (Foucault, 1982). The knowledge of which the mentoring
participants are informed, in turn, informs action and intervention in mentoring. It is
believed to actualise, stabilise, redistribute, and modify categories of power among the
academic mentors and mentees.
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Figure 2. Knowledge. From Foucault (1980).
New power (Figure 3) then constitutes the subjects in a new way and by doing
this, incites, provokes, and produces new forms of mentoring knowledge.
Governmentality refers to the power exercised in managing the group of academic
mentors and mentees. The institution management is expected not aim to repress or
inhibit the staff, but to optimise their well-being, making them more “docile” and
“productive” (Foucault, 2003, 2006). The “shaping” of subjectivity is the process of
“educating” or “teaching” of individual academics “who would otherwise remain
unorganised, or inappropriately organised, and therefore economically unproductive”
(Usher & Solomon, 1999, p. 157). Power-producing knowledge is divulged to society
through institutions and this shift towards power/knowledge should not be seen as a
reduction of state sovereignty but rather as a move to more informal government
techniques (Lemke, 2007). This framework is expected to evolve with relationships
between the constructs emerging along the progresses made in the research process.
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Figure 3. Power. From Foucault (1980).
As noted by Bryman (2016), in both qualitative and quantitative inquiry, the
research questions are “prompted and stimulated by the literature” (p. 380). Foucault
has become “the starting, not the end, point for coming to grips with the problems and
problematisations of our present” (Dean, 2015, p. 403). His power theories offered a
lens to examine the power dynamics in Vietnamese HE mentoring and to develop a
theory that explains this phenomenon. In a sense, the use of Foucault’s power theories
as conceptual framework at the research question formulation stage may suggest that I
was testing Foucault’s theories in the context of Vietnamese HE mentoring. As a matter
of fact, it has been argued that qualitative data “can and should have an important role
in relation to the testing of theories…” in the course of the research process (Bryman,
2016, p. 381), which reflects its growing maturity (Silverman, 2014). I need to stress
here that I expected new concepts would emerge from the use of this framework to
direct my data collection. This point will be clearer with my explanation of data
theming in Chapter Four. In that sense, the way I adopt Foucault’s power concepts was
not to treat them as definitive concepts (Blumer, 1954). Blumer (1954) argued that these
types of concepts will operate as a straightjacket in social sciences because they become
fixed in the elaboration of their indicators. Instead, I used Foucault’s power lens as
sensitising concepts, which provided a general reference frame of what data I sought to
find and served to uncover various forms that the power phenomenon under
investigation could assume (Blumer, 1954).
The literature on mentoring further indicated that some works could be
combined with Foucault’s framework because their contributions are important as
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guides to the issues or processes that might or might not be occurring with the HMU
case. They are Beech and Brockbank’s (1999), Devos’ (2005), Young et al.’s (2005)
and Clutterbuck’s (2007) studies. They provided insights to my research in terms of
how to develop theories, select methods, and make interpretations considering the
specific location and culture of Vietnamese HE. For example, if the Vietnamese
mentors were found to adopt directive mentoring, what did this inform me about
power/knowledge and/or governmentality issues? Clutterbuck’s (2007) mentoring
framework and Young et al.’s (2005) findings of the relationship directed my charting
of the mentoring among the academic mentors at HMU. They also facilitated my
conclusions when the evidence revealed different trends. Beech and Brockbank’s (1999)
and Devos’ (2005) findings directed my attention to the impacts of power that the
mentees might exert on the mentors and how academic mentoring in Vietnam operates
as a governmentality site.

Conclusion
In this chapter, I have reviewed power characteristics in Foucault’s views and his
power/knowledge and governmentality theories (Foucault, 1980; Foucault, 1991a). I
used these theories as the conceptual framework in this study as they provide a new
direction to interrogate the academic mentoring under investigation. They provided a
lens to examine the flow of knowledge and power, the facets, and intersections of
mentoring which individual participants experienced and with which they negotiated.
The employment of this lens was expected to cause to emerge a new comprehensive
theory that explains the power dynamics in Vietnamese HE mentoring. The decision to
employ this conceptual framework will be connected to my arguments at various points
in the thesis, for example the choice of methods of data collection and analysis, and
discussion of findings. I make these arguments while evaluating the extent to which
Foucault’s framework has been helpful in understanding the situation in Vietnamese HE
mentoring. I will also consider Beech and Brockbank’s (1999), Devos’ (2005), Young
et al.’s (2005) and Clutterbuck’s (2007) findings in the data analysis phase as they add
to and clarify Foucault’s original ideas of power in the context of academic mentoring.
How this framework and the research questions presented in Chapter One informed my
research methodological decisions will be discussed in the following chapter.
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Chapter Four: Methodological Considerations and Research Design

In the previous chapters, I have presented the research questions, and the
theoretical and practical reasons for asking them. I have developed the conceptual
framework using Foucault’s (1980; 1991) power/knowledge and governmentality
theories to better understand the mentoring process in the particular situation of a
Vietnamese HE institution. The framework will be used to uncover and interpret the
participants’ perceptions of the power and knowledge relationships.
In this chapter on methodology and research design, I will discuss the process of
finding practical ways to answer the research questions. I argue that the epistemology of
constructivism and a qualitative approach allow me to interpret the participants’
perceptions despite its limited generalisability value. In the section that follows, I will
review research paradigms and then explain how a qualitative study is appropriate to
evaluate the conceptual framework and present the case of HMU. I will discuss the use
of interviews and documents as methods of data collection, thematic analysis as the
approach to measurement and analysis, and ethical considerations

World Views and Research
Research is anchored to the researcher’s paradigm, which refers to viewpoints of the
world made up by certain philosophical assumptions that govern thinking and action
(Mertens, 2015). A paradigm is “a loose collection of logically related assumptions,
concepts, or propositions that orient thinking and research” (Bogdan & Biklen, 2007, p.
32). Each represents a shared set of beliefs or principles, a research community identity,
a particular knowledge pursuing way and agreement on what to be interrogated, how to
conduct the interrogation and what is to be accepted as more dominant than the rivals
(Kuhn, 1996).
Early educational research was directed by the two paradigms of positivism and
postpositivism (Mertens, 2015). Positivism is founded on the rationalistic, empiricist
philosophy developed by, for example, Aristotle, Francis Bacon, and Emanuel Kant. In
positivists’ views, only one reality exists and the researcher aims to discover that reality
(Guba & Lincoln, 2011). The researcher and the subject(s) of the study are seen as
independent, having no influence on each other (Lincoln & Guba, 2000). Positivists
believe that the way general principles govern the social world is similar to how their
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counterparts do the natural, physical world (Ary, 2006). It is, thus, argued that those
that exist in the natural world can be used to interrogate human behaviour. This
perspective leads to an emphasis on employing objective techniques in data collection
and analysis in order to test a theory and generalise research results (Ary, 2006).
Positivists, therefore, tend to make use of the natural sciences’ experimental approach in
their interrogations and quantitative research originated from this paradigm. Being
systematic and replicable, this type of research depends on objective measurement
together with statistical analysis in the search for understanding and explanation of
phenomena and thus, normally requires a well-controlled setting (Ary, 2006, p. 24).
In the early 20th century, research in education was predominantly quantitative
(Bogdan & Biklen, 2010). This trend reflected the fear upheld by some faculty who
were sceptical about the legitimacy of the educational sociology field as a science. The
general belief was that educational research must be experimental and embrace
quantification to be “scientific”. Also, empirical inquiry in those early days served to
test out theoretical ideas that inform practice (Freebody, 2003). Quantitative techniques
provided a solution to the need to measure, for example, an individual child’s or a group
of children’s learning, growth and development against the curriculums, a standard
yardstick. Quantification forms such as test scores did reveal some differences related to
educational efforts, material resources, and cultural values (Freebody, 2003). However,
those features in terms of social-cultural make-up, the consequences of the range of
education efforts as well as how the public comprehend the consequences are argued to
be fundamental differences of qualities and they need to be investigated using an
alternative means (Freebody, 2003).
Research interest was drawn to postpositivism before World War Two
(Reichardt & Rallis, 1994) mainly on the ground that positivism limited research to
what could be firmly established and observed while many human experiences are not
observable. It is argued that the possibility of establishing generalisations in terms of
human behaviours is, in fact, questionable. Postpositivists believe that while a reality
exists, the researcher’s limitations will make his knowledge of the reality imperfect.
Thus, reality can be discovered with certain probability (Mertens, 2015). Postpositivists
also maintain that the theories, hypotheses and background knowledge that the
researchers have are likely to influence what they are observing and that facts and
observations are theory-laden and value-laden (Reichardt & Rallis, 1994).
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Postpostivisim advocates attach fallibility to facts and theories, arguing that a range of
theories may support specific observations and facts. As objectivity should remain a top
priority in conducting research, rigorous observation of prescribed procedure is
emphasised because this may help to maintain a neutral stance, preventing bias from
affecting the investigation (Mertens, 2015). Instead of the natural sciences’
experimental design, postpositivists tend to employ quasi-experimental methods as they
argue that it is difficult to randomly assign subjects to conditions in such social world
research projects as those in education (Mertens, 2015). However, despite the claim that
quasi-experimental methods could improve the rigor in conducting research, something
seen as a flaw in the positivist approach, they do not seem to be feasible for the
examination of social issues as it is almost impossible to assign subjects to a particular
condition. Also, doing this means divorcing the participants from their own context,
possibly leading to inappropriate understanding of the evolvement of the practice under
investigation (Mertens, 2015).
Criticising the postpositivists’ non-contextual, non-situational ethics model,
constructivists established their own research tenet: reality is socially constructed
(Mertens, 2015). For constructivists, an understanding of the complex world can be
achieved from exploring its players’ viewpoints because knowledge is constructed by
the people who remain active in the research process “… constructivism means that
human beings do not find or discover knowledge so much as construct or make it”
(Schwandt, 2000, p. 197). The researcher’s values play an integral role in shaping
research (Mertens, 2015). They are made explicit and conformability replaces
objectivity (Lincoln & Guba, 2000). The predominant view of reality is that its
perceptions are changeable in the study process (Mertens, 2015). Rejecting the previous
paradigms’ notion of only one objective reality, constructivists see unpacking the
“multiple social constructions of meaning and knowledge” (Mertens, 2015, p. 18) as
their principal research aim.
The constructivists’ view of multiple realities results in important
methodological decisions. Research questions tend to evolve through the process of the
study (Mertens, 2015) rather than being established before the investigation as in
positivism and/or post-positivism. In addition, the subject background and study
contexts are subjected to explicit description as the constructivism assumption is that
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contexts and individuals other than the investigator generate data, interpretations, and
outcomes.
Having its root in phenomenology, qualitative inquiry holds that social reality is
unique and that the interconnection between the individual and his/her world is essential
(Ary, 2006, p. 25). The qualitative research strategy is characterised with an inductive
view of the theory and research relationship, which means the theory emerges from the
research (Bryman, 2016). Again, I would like to clarify that the use of concepts as a
theoretical framework to direct the research at an early stage is still desirable in
qualitative inquiry. As explained in Chapter Three, that framework may serve as a
general reference for data collection, which is expected to result in a more
comprehensive theory that explains the phenomenon under investigation (Blumer,
1954). Qualitative researchers generally adopt the epistemological position of an
interpretivist and they stress that an understanding of the social world should be
achieved with an examination of the participants’ interpretation. They also put
themselves in the ontological position of constructivists, believing that social properties
result from the individuals’ interactions (Bryman, 2016). This suggests that the only
way to grasp some understanding of social phenomena and human behaviour is by
examining what the events mean for the individual participants, which involves
studying their doings, thinking, and feelings in the events that they have undergone. The
result of this holistic view is an in-depth, comprehensive report that helps to explain the
social reality.
The descriptions of observable everyday practice provided by qualitative
research are theoretically adequate and, thus, they are argued to be theoretically
productive and generative of new practices (Silverman, 2010, 2014). Qualitative
researchers are also motivated by the urge to study rather than to accept or overwrite the
subjects’ descriptions of their everyday experience. In the realm of education, research
can be, and regularly is used both to critique and to legitimate the practical enactments
of education and policy formation, just as surely as to interrupt the conservative urge of
educational practice as a public political and economic activity (Freebody, 2003, p.
216).While quantitative approaches help to solve many types of research problems,
qualitative research is appropriate for different types of questions. Both quantitative and
qualitative methodologies offer valuable directions for doing research in education as
long as high standards of value and validity are maintained and the methodology suits
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the research aims (Ary, 2006, p. 26). Mentoring has attracted researchers adopting both
positivism and constructivism world views as seen in the literature review chapters.
Given the mentoring aspect that I have selected i.e. the power dynamic in the
mentorship and the theoretical framework adopted from Foucault’s power/knowledge
and governmentality, I argue that the constructivism paradigm and qualitative research
were an appropriate approach to my study. First, the ontological position of
constructivism allowed me to examine the power relationships in mentoring Vietnamese
academics as multiple, socially constructed realities. The research intent was to
understand Foucault’s theories in terms of how knowledge informs actions and how the
implementation of the mentoring program itself contributes to the existing knowledge
of mentoring. Power dynamics, as reviewed in Chapter Three, are a socially constructed
phenomenon by individuals and dependent on time and context. There must exist
multiple representations of power, which cannot be observed and examined as a one and
only entity, independent of the actors, who have roles to play in their formation,
reproduction, and/or destruction.
The constructivist epistemology encouraged me to conduct a detailed
investigation into the players’ experience, their viewpoints, and how these might change
according to time and context. The constructivism lens enabled me to examine the
social properties of mentoring as outcomes of the interactions between individual
academics rather than a phenomenon separating from the actors involved in its
construction. This approach reveals different participants’ perceptions (Bryman, 2016)
and I could understand the social world by examining the interpretation of that world by
its participants. Mentors, mentees, and administrators are believed to view mentoring
with different lenses, influenced by their own experiences, viewpoints, status, etc. The
adopted constructivism belief that reality is socially constructed led me to placing a
greater emphasis on aspects not commonly investigated before such as the cultural and
social elements that influenced the mentors and mentees. Constructivism views also
allowed me to be aware of my relationships with the participants and possible effects of
my position as a researcher on the research and data interpretation processes.
Qualitative methods “can be used to obtain the intricate details about phenomena
such as feelings, thought processes, and emotions that are difficult to extract or learn
about through more conventional methods” (Strauss & Corbin, 1998, p. 11). The
qualitative approach allowed me to gain access to interactions and reflective insights
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and examined the actual as opposed to the official perceptions of mentoring. It enabled
me to achieve an in-depth understanding of the power dynamics in the mentoring
program development and implementation, individualised experiences, diversity, and
uniqueness as told by the academic mentors and mentees using their own reference
frame. Examples of multiple knowledge constructions could be the viewpoints of
academic mentors and mentees in mentoring issues. They needed to be unpacked by
idea sharing in more personal, interactive data collection modes such as interviews.
While acknowledging that the quantitative approach may be useful in, for
example, offering measurements of attitude statements by participants about their
experiences, it would not enable me to capture the evolving and interactive nature of the
perceptions of the power/knowledge relationships. Considering the personal nature and
meaning of mentoring, Zellers et al. (2008) suggest that researchers with an interest in
mentoring should embrace qualitative research methods. It is further argued that
qualitative examination of mentors’ and mentees’ actual experience in the context of the
mentorship will yield richer data (Zellers et al., 2008).
While acknowledging how a qualitative approach could fit my study, I was
aware of some criticism against this approach. The personal relationship that I had with
some of the participants might affect the research findings (Bryman, 2016). The
instruments such as interviews might reflect my influence exerted on the subjects and
vice versa. My “subjective reflexivity and bias” (Creswell, 2012, p. 26) had to be
considered when discussing the results as they provide insight into how views are
formed and evolve. I had to be aware that I might bring my experience into this
mentoring context and my values of what mentoring should be like to the research. I
am, however, aware of the fact that as a social researcher in this case, my views and
biases inevitably reflect the social milieu I inhabit. Reflexivity recognises that a
researcher’s background and prior knowledge unavoidably influence their research and
it is impossible to claim that he/she is completely objective (Mays & Pope, 2000). I
made an effort to monitor and report the reflexivity impact by being aware of the
possible influences of the milieu and by reporting reflections on reflexivity in the data
collection and discussion.
I am also aware of the fact that this qualitative study would be difficult to
replicate as it relied upon my ingenuity. Another issue is with generalisation due to the
small number of interview participants (Bryman, 2016). However, it should be pointed
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out that I did not seek to have a representative sample of the population and the purpose
of my study was to generate theoretical references rather than generalise to populations.
Qualitative research is further argued to lack transparency and what I actually did and
how I came to certain conclusions may seem unclear. I addressed these concerns by
examining the issues of research quality and elaborating on the site and subject
sampling.
Having identified the epistemology of constructivism and the qualitative
approach as fitting to my study, I needed to decide who should be the participants and
what would be the appropriate method of data collection, which is discussed in the
following section.

Setting and Participants
HMU was selected based on the descriptive case criterion and consideration of
Vietnamese culture related to research. As the mentoring policy should be applied by all
universities in Vietnam, a specific locale is not identified by the sub-research questions.
The geographic area may be any university in Vietnam where formal mentoring
programs are conducted and I did not consider newly established private universities as
candidates because they may have their own academic mentoring agenda. HMU is a
typical Vietnamese HEI in the way it has developed from the Soviet bloc’s small,
mono-discipline model of colleges and institutes to a comprehensive university. The
institute specialised in foreign language training from its foundation in 1959. Since the
introduction of the Innovation policy in the 1990s, it has been operating as a multidisciplinary university offering BA courses in foreign languages and other social
sciences such as finance, international studies, and business management. Exploiting its
strength in foreign language training, HMU has been delivering most of its courses in
the medium of English and most of its staff have been gaining opportunities for further
studies in countries with more advanced PD training such as Australia and the US. This
staff profile makes HMU slightly different from other institutions, which may affect the
generalizability of the data. The findings, thus, are discussed with my awareness of this
distintion and acknowledgement of generalisability limitation is made in the last
chapter. HMU has been conducting the formal mentoring program with the purpose of
assessing and selecting academics who have succeeded in the academe entry
examination to the probation academic position for tenure as directed by the State.
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The second reason for selecting this university is the consideration of
Vietnamese culture, in terms of trust in sharing information among insiders, which was
believed to facilitate the access to the participants. Respondents often tend to agree to
participate if the researcher is someone “they know, respect, and trust” (Luttrell, 2010,
p. 7). The in-group sense in Vietnamese collectivist culture (Hofstede, 2001; Truong &
Hallinger, 2015) would make the interviews possible in the given limited time frame as
the potential participants would be more willing to assist their colleague – an insider –
in completing the research. They might have felt secure in confiding in me, not an
outsider, details of their profession-related experiences. I am aware of the possible
impact of this decision and I intentionally excluded the department I have been working
for from the list of candidates. I discuss this sampling issue further in the Ethical
Considerations section as well as in relevant parts of the findings discussion.
Purposive sampling was conducted with the selection of the participating
departments. The institution comprises long-established schools, which were founded
with the birth of the university, and new departments founded after the Innovation
policy to respond to the need to expand the institution. These two types of schools are
believed to represent different sets of power dynamics in mentoring. The practicality to
consider was which departments conducted academic mentoring programs in the time
frame of between 2007 and 2012. This selected period was based on the need to solicit
the participants’ reflections on academics’ roles. It allowed me to target the mentees
who had completed mentoring and had had at least two years working in the role of
academics by the time of the interview. I believed that they would be able to reflect on
the mentoring and post-mentoring academic experience. My meeting with the Human
Resource and Administration (HRA) Department head revealed the list of candidate
departments with the exception of my own. Although the number of long-established
departments is larger than that of new ones, the former conducted fewer mentoring
programs during the period of 2007 – 2012 than the new ones as they do not have the
same acute need for new academics. Therefore, one long established and two new
departments were finally selected. The three departments have all been organising
formal, mentoring programs for academic tenure position recruitment directed by the
state policy documents.
I then sought to generate an intentional selection of participants. This was done
with the aim of obtaining subjects who were “information rich” (Patton, 2002, p. 169)
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to best illuminate the power phenomenon in the academic mentoring practice. The
mentors could be any academics who have been involved in a mentoring program but
preferences were made for those who were expected to yield better data. My experience
of more than 20 years working in a HE environment shows that the mentor/supervisor
role in Vietnamese higher education is likely to be assigned to staff members in
leadership positions. The selection of mentors, who have been in the positions of Dean,
Deputy Dean and Course Co-ordinator, served the sampling purpose. The interviews
with these mentors would solicit needed data concerning mentoring policy enactment,
related cultural factors and other professional aspects. The potential mentees’ profiles
were generally similar in terms of experience and academic positions and thus, this
group selection was done based on availability. The basic inclusion criterion for the
mentor included mentoring experience and that for the mentee was the completion of
the mentoring program in the time frame from 2007 to 2012. Caution was exercised not
to select participants teaching in the same department as the researcher. Effort was also
made to exclude the possibility of recruiting a mentor/mentee pair as they might feel
uncomfortable discussing each other.
I contacted the Deans and asked for the list of mentor/mentee pairs in the 2007 –
2012 period. An introductory email explaining the purpose of the research and inviting
participation in the study was sent directly to the potential participants. The follow-up
contacts by emails and/or telephone were made in the two weeks following the
introductory email to confirm participation.There were no material incentives for
participation.
The study sample was a selection of five academic mentors and five mentees in
the selected departments at HMU. This limited number was intended to make possible a
more detailed elaboration of the phenomenon and therefore, the complexity of the
information could be better investigated. Large number of subjects may result in
superficial covering of the issue under investigation (Creswell, 2012, p. 209).
The working definition of mentoring in this study is a formally nominated,
short-term (one to two year), hierarchical, one-to-one relationship between a more
experienced academic and a beginning academic. The former provides professional
support in the process of familiarising the latter into the target HEI culture in Vietnam
during their probation. The mentor has supervisory roles while the mentee is starting
their entry into academe and on tenure-track. The terms used interchangeably in the
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coming chapters for the variety are new and beginning academics, referring to the
tenure-track mentees. Their tenure is considered by the institution’s tenure committee
based on their performance at the end of the mentorship.
The mentors (Table 1) are all on tenured employment and senior in terms of HE
experience, age, and position with exposure to overseas education. All of them have
completed a Master of Arts (MA) with a range of five to 15 years HE teaching. Hai1 has
been teaching at the study university for nearly 20 years and has been the Head of the
Language skill division for more than six years. Her training was in Interpretation and
Translation in Chinese – Vietnamese. Her mentoring experience started after she was
appointed to the Division Head position.
Table 1. Mentor demographics
Name

M/F

Qualification

Department

Hai

F

MA, China

CD2, 16 – 20
years

Division
head

Every 4 – 5 years,
1-5 mentees

Mi

F

MA, PhD,
Australia

FD, 6 – 10
years

Dean

Every year, 6 – 10
mentees

Dang

M

MA,
Australia

Position

IC 1 – 5
years

Present:
Head, IC

FD 6 – 10
years

Deputy
Dean

Mentoring
experience

Every 2 – 3 years,
1 – 5 mentees

Present:
Dean
Loan

F

MA,
Australia

BD 6 – 10
years

PhD in
progress,
Australia
Giao

1
2

F

MA

Dean,
academic
coordinator,
IC

Every 2 – 3 years,
1 – 5 mentees

Present:
PhD
BD 6 – 10
years

Coordinator
Present:
PhD

Pseudonyms are used for all the participants.
Pseudo initials are used for all the departments and institution centres.

Every year, 1 – 5
mentees
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Mi has been on the faculty for approximately 15 years and is currently Director
of the IC at the study institution. She was in the Dean position while assigned with the
mentoring program. Her early training was in English Interpretation and Translation at
the same institution. She then earned her MA in TESOL in Australia and an MBA
provided by an Australia offshore course.
Dang, the only male participant, is currently in the Dean position and was
Deputy Dean while he was engaging in mentoring new academics for his department.
He trained in English and originally worked for another university before joining HMU
and has been with it for approximately 10 years. He earned his MA from an Australian
university.
Loan and Giao are from the same department and currently doing their PhDs in
Australia. Loan started with a BA in English in Vietnam and then earned an MA in
Commerce from an Australian university. During the four years involved in mentoring,
Loan worked in the position of the IC head and then Dean while Giao was working as a
co-ordinator for a Vietnamese – Australian joint-training BA program.
The imbalance in the three aspects of hierarchy, age, and experience was found
to exist in the relationships that these mentors reported. They were all department
leaders involved in the roles of Dean, Deputy Dean or course coordinator while their
mentee profiles were synonymous with the descriptions of the mentees in the next
section: being a fresh BA graduate, having only two or three year experience at HE.
These distinctions, although aligned with typical mentee/mentor pair description, were
likely to add to the imbalance in power between the mentors and mentees as
Vietnamese cultural values are strongly attached to qualifications, experience and
position (Hofstede, 1984; Pham & Fry, 2004). The mentor superiority was also
enhanced by their experience with the mentoring activity itself. Most of the mentors
have worked with a range of probationary academics and engaged in this PD program
every year, or every two-three years.
The mentees’ profiles (Table 2) project them as junior in terms of HE experience
and qualification. As mentioned in the previous chapter, pseudonyms are used to refer
to the participants and initials refer to HMU departments or centres. They are five
academics employed on a short-term institutional contract to instruct in foreign
language (Ha, Thuan and Phan) and business management (Tuan and Bao). They
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participated in mentoring programs at HMU for further career advancement to the
Lecturer level, which is the equivalent to Lecturer A in the Australian context – the
academic entry position. They all completed their BA in the same university and three
of them worked for the same department, which means they were in a working
environment with many senior academics who had been their lecturers. Two academic
mentees undertook mentoring in a newly founded department, where most academics
were under the age of 30 and held a BA. They are all now in lecturer positions with MA
qualifications.
Table 2. Mentee demographics
Name

M/F

Qualification

Department

Position

Tuan

M

BA, HMU

MD

Probationary lecturer

Ha

F

BA, HMU

FD

Probationary lecturer

Thuan

F

BA, HMU

FD

Probationary lecturer

Phan

F

BA, HMU

CD

Probationary lecturer

Bao

F

BA, HMU

MD

Probationary lecturer

Three mentees had mentors who were their university teachers and in the highest
department position, Dean. A large age and experience gap (approximately 30 years)
existed in only one pair while the gap of six to 10 years was registered in two other
mentees’ accounts. Two mentees from a newly founded department were assigned with
mentors who were not very different in the three areas of age, experience and position.
The age and experience gap was reduced to the range of three to five years and their
mentors held the same BA, the lowest qualification required for a beginning lecturer
position in Vietnam. The shortage of senior staff initiated the Dean to assign more
experienced academics to mentor roles although they did not meet the requirement of
holding at least a MA as prescribed in the institution mentoring document. The
following section progresses in a similar pattern to that of the mentors’ stories. It
narrates how the mentees were prepared for the role, how they gained knowledge from
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the mentorship and how they dealt with challenges posed by this professional
development.

Data Collection Tools
Qualitative data collection is generally conducted in a natural setting (Ary, 2006). The
methods are more personal, interactive modes of data collection and the interaction
made possible by their application is believed to render the socially constructed reality
visible (Lincoln & Guba, 2000). Data generated in a qualitative study could come from
multiple data sources such as personal documents (letters, diaries, etc.), official
documents, artefacts, interviews, ethnography and participant observation (Bryman,
2016). These sources are expected to reveal the nature of the case, its historical
background, the physical setting, economic, political or other contexts (Stake, 1995).
Data retrieved from interviews, observations or archives could make generalisations to
theory possible and this qualitative approach is widely used in education (Ary, 2006, p.
32). As my qualitative study situates itself within the theoretical framework of
Foucault’s power/knowledge and governmentality theories, it requires in-depth
information about the context in order to illuminate the power/knowledge operation in
HE mentoring and how it governs the parties involved. I argue that documentary
analysis together with interviews conducted with academic mentors and mentees could
be the most relevant tools to generate the data needed. While observations would
provide insight into the construction of mentoring practices, the logistical limits of this
research in terms of time and location did not allow the inclusion of this tool.
The main purpose behind the use of documentary material was to set out the
official constraints and opportunities for the participants, permissible goals, and
measures of effectiveness of mentoring. Interviews with the two sets of relational
participants i.e. the mentors and mentees, on the other hand, would reveal the HMU’s
perceived realities, which could be used to evaluate the conceptual framework based on
Foucault’s power theories. They disclosed the participants’ perceptions, attitudes, and
possibly their renegotiation of the interactions to produce knowledge and power within
their particular cultural and institutional context. Consideration was made to design the
protocol questions that sought information not merely about the individuals but about
the mentoring dynamics, i.e. how it worked, and why it worked that way. The
conclusions, however, were not entirely based on individual interviews as a source of
information but thoroughly considered the data from document analysis, which brought
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the convergent data. As the main purpose of my study was to better understand the
power relationship in academic mentoring in the specific context of Vietnamese HE, I
believe this understanding needed to be primarily sourced within the academics’ own
voices along with related additional insights that I gathered from the document analysis.
Triangulation refers to the process of cross-checking findings in both
quantitative and qualitative research (Deacon, Bryman, & Fentona, 1998). The
employment of documents and interviews was an attempt to develop convergent
evidence on knowledge, power, and governmentality from two main sources. I will
situate my analysis on the state mentoring documents and refer to the relevant data from
the interviews in my explanation of the themes that emerged from the documents. The
use of more than one source of evidence is intended to solidify the study construct
validity (Yin, 2014) by providing more than one measure of the mentoring phenomenon
and thus, enhancing the possibility of rendering the event accurately. I understood that
repeated queries on the same participants in different times or on different occasions
may have brought a new set of multiple sources better informing me of their distinctive
perspectives (Yin, 2014, pp. 121-122). Again, time and resource constraints made this
option impossible.

Policy documents
Documents represent a rich source of data for critical policy analysis (Ball, 2012) and a
stable, unobtrusive, and reviewable instrument (Yin, 2014, p. 106). They also provide
exact references and details while, at the same time, covering a long span of time
possibly with many events and settings. An advantage that results from the inclusion of
documentation as a data-collecting tool for this project is its potential in providing
insight into the operation of organisations and institutions as well as the values and
practices employed in the decision-making process.
However, problems may arise from the documents’ biased selectivity, reflecting
(unknown) researchers’ bias or their irretrievability (Fitzgerald, 2012; Yin, 2014). As
the state mentoring texts were used at HMU during the selected time frame and they,
together with other institution documents, are accessible by any institution staff, the two
issues should not be problematic. There was also concern that information retrieved
from documents may only represent selective aspects of the relationship or a particular
view of events and document interpretation requires extensive skill training (Fitzgerald,
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2012). Built-in biases possibly found even in public records require a critical
examination (Patton, 2002), repeated reviews and reference to extensive literature as
well as a well-founded theoretical framework to illuminate underlying values and
interests (Fitzgerald, 2012). The use of Foucault’s power theories, and the examination
of the documents in light of the interview data, is intended to alleviate these concerns
about documentary analysis.
My experience working as a mentor during the period under investigation as
well as discussions with the selected departmental Deans confirmed that the Institution
Regulation on Probation Applied to Civil Servants Recruited by Examination was used
as HMU’s instructions on mentoring. It was compiled based on the state policy
documents. The list of the related documents (Figure 4) includes the Government’s
Decree 95 and Circular 4, HMU’s Decision 960 and the Regulation. This regulation is
accompanied by the mentee self-report, mentor assessment of mentee and observation
forms. It should be noted that there are now some updated versions of Decree 95, for
example Government Decree 29/2012ND-CP, but the section on probation and
mentoring remains almost the same in terms of mentor arrangment and participants’
responsibilities.
Government Decree 95/1998/ND-CP on recruiting,
using and managing civil servants

Goverment Circular No. 4/1999, TT – TCPP

Institution Decision 960/2002QD-TCHC

Institution Regulation (2002) on probation applied to
civil servants recruited by examination

Figure 4. Government and institution documents on mentoring
The institutional regulation was subject to the thematic analysis as it was
actually employed to regulate the mentoring. The two governmental documents were
examined at the discursive level to clarify the mentoring context. Decision 960 was
excluded because it only plays the role of announcing the issue of the Regulation and
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provides the connection between the government texts and the Regulation. All the
documents related to mentoring were collected from the study institution’s HRA
Department after a discussion of the purpose of the research and the need to acquire the
documents with the department’s Head.

Interviews
Practical issues with interviews
I was aware of several traits during the process of developing and administering the
interview that might not be viewed as positive. The first arises from the possible biased
nature of the instrument as the information sought was filtered when I, as the researcher,
developed the questions. I have 20 years’ experience working as a lecturer at HMU and
I spent seven years in a leadership position working as a mentor to beginning academics
in my department. There exists a possibility that my views developed in my previous
academic role have influenced the interview content. However, the extensive reading
required by this PhD study together with Foucault’s strong theoretical framework is
believed to have significantly changed the way I conceptualise terms and deconstructed
the previously developed contemplations about the discourse under investigation.
Furthermore, the researcher’s identity and role in social science qualitative inquiry
should be acknowledged as crucial (Rogers & Schaenen, 2013). This is reflexivity in
research, whereby his/her decisions at every research step “are visible as a part of the
discourse investigation and critique does not stop with social processes, whether macro
level or micro level, but rather extends to the analysis itself” (Bucholtz 2001, p. 166).
To illuminate this reflexivity, I will discuss the data collection and the data themselves
in light of the bias possibility stemming from my previous work, social, cultural and
educational background.
Another drawback lies in the fact that interviewees tend to provide the
information that they believe that the interviewer wishes to hear (Kitwood, 1977).
Caution was exercised to limit this problem as detailed in the Ethical Considerations
section. I positioned myself as a novice researcher rather than a senior lecturer with
extensive teaching and mentoring experience in the study institution. I also stressed the
fact that the research I was conducting was not sponsored by HMU and I was not the
university representative in my research role. Additionally, I compiled and practised a
list of interview handling techniques to establish rapport and motivate the participants
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(Kitwood, 1977). I listened attentively, remained empathetic, tolerated pauses and asked
critical questions following inconsistencies in the replies in a gentle manner (Bryman,
2016). Conversation keeping skills such as the employment of icebreakers and probing
language were employed to maintain the flow of the interviews (Creswell, 2012, p.
218).
Considerations that involved the interview procedure were also required. The
interviewer’s presence might create some undesirable impact on the responses and thus,
care was taken to create the most comfortable setting as possible. The interviewees were
given their choice of the venue and time. I was aware of the fact that the interview could
be hampered by possible interviewee fatigue leading to poor recall (Cohen, Manion, &
Morrison, 2013) and thus, the participants were encouraged to select the time that was
considerably relaxed for them. Recording equipment was set up before the interviews to
limit discomfort as much as possible.
Another issue concerns interviews being intersubjective (Laing, 1967) because
knowledge construction is made possible by all participants when they exchange the
way they interpret the world and discuss situations from their own perspectives. This
seemingly problematic issue actually presents interview advantage to qualitative
research because the purpose of qualitative researchers is to understand the world by
accessing the participants’ intersubjective life-world (Bryman, 2016).
It should be further noted that as a social encounter, the interview has in it all the
constraints of everyday life no matter how objective and systematic the interviewer tries
to be (Cohen, 2013). These could be discrepancies in trust, social distance, and
interviewer’s control, depth of the interview questions, and possible different
interpretations of what appears to arise from genuine communication. The explicit
theory selected for this research enabled me to consider various factors (Kitwood, 1977)
in both the interviews and data analysis and thus, reduced chances of bias.
How to conduct the interviews presents another practical issue to consider.
Telephone and email interviews could offer fair options, especially considering the
airfare for the field trip necessitated by face-to-face interviews, but were not included in
the final list of data collection instruments as these might result in limited
communication affecting the ability to understand the interviewees’ perceptions and
reactions via body language. Email interviews might also raise privacy protection issues
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(Creswell, 2012). One-on-one interviews were, thus, conducted as the participants
might find it more comfortable sharing their personal experiences without the presence
of colleagues other than the researcher. The interview was unstructured as this would
generate more flexibility and freedom when the interviewer could be in charge of the
content, sequence and wording while allowing the research purpose to govern the
questions (Kerlinger, 1979).
Interview questions
The formulation of the interview questions followed the nine steps summarised by
Bryman (2016). The literature on mentoring and power as general research areas led to
the formation of specific research questions, which then directed the drafting of the
interview topics and questions. The interview questions were then reviewed and revised
by referring back to the literature, my background and by examining novel issues
revealed in the pilot interviews. This is also Rowland’s (2013) approach to improve the
interviews. She believed the research process to be “iterative with much interfolding
between engagement with texts, returning to the literature, revisiting theory, and
reengaging with texts” (Rowland, 2013, p. 70). The first draft of the interview questions
are, thus, the result of multi revisions based on this process. Table 3 shows the
connections between the principal research question, sub-research questions, and
interview questions.
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Table 3. Principal question, sub-research questions, and original interview questions
Principal

Sub-research questions

question

Interview questions for
mentors and mentees

How do the

1 What knowledge informs the

1 What training did you

technologies

mentoring practice?

undertake as a mentor/mentee?

of power

2 How does the exercise of

2 What skills, knowledge, and

operate in

mentorship create knowledge?

expertise did you acquire for the

mentoring
3 What form of mentor’s

new
academics at
a Vietnamese
university?

role?

subjectivity does the

3 What did you learn from the

mentorship under investigation

mentoring experience/s?

produce?

4 What benefits did you gain in

4 What form of mentee’s

the mentoring process?

subjectivity does mentorship

5 How were your skills,

under investigation produce?

knowledge, and expertise
extended?
6 What were the most
challenging aspects?
7 How did you address these
challenges?

The two sets of interviews start with background information questions on the
participants’ work and educational background, positions and seniority when they were
participating in the mentoring programs. The main part was aimed at generating data to
address the sub-research questions, which were formulated based on Foucault’s (1980,
1991) power theories. The first two questions – “What training did you undertake as a
mentor/mentee?” and “What skills, knowledge and expertise did you acquire for the
role?” – were to elicit responses to sub-research question 1. The next questions – “What
did you learn from the mentoring experience/s?”, “What benefits did you gain in the
mentoring process?”, and “How were your skills, knowledge and expertise extended?” –
were intended to produce the answers to question 2. The other items – “What were the
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most challenging aspects?” and “How did you address these challenges?” – served
three-fold purposes. They were to generate responses to research questions 2, 3 and 4.
The interview ended with an extra attempt for further information – “What else would
you like to add?” General prompt questions such as “Can you tell me more about that?”
were also used when needed.
My background as an academic mentor and the trial on the interview questions
elaborated in the coming section on the data collection procedure resulted in the
revision of question 1, “What training did you undertake as a mentor/mentee?” to “How
did you prepare yourself for the role of mentor/ mentee?” The question on training was
originally prompted by the mentoring literature (Koballa et al., 2010). However,
informed by my experience as a mentor, I am certain that no training has been provided
to the mentoring participants by the institution. The trial interviews then confirmed that
they did not receive any prior training.
A summary of the research methods is available in Table 4. The document
analysis was conducted on Decree 95, Circular 4, and the Regulation. Interviews were
administered on the five academic mentors and five academic mentees. The interview
data was then analysed using thematic analysis with Nvivo.
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Table 4. Overview of data collection and sources
Data

Document

collection

State documents

and sources

Interview
Institution

Five academic

documents

mentors

Government Decree

Decision 960/QD-

95/1998/ND-CP on

TCHC announcing

recruiting, using and

the issue of the

managing civil

institution

Five academic

servants

regulation

mentees

Circular No. 4/1999,

Regulation on

TT – TCPP, a

probation applied

supporting document

to civil servants

guiding the planning,

recruited by

and implementation

examination

of Government
Decision 95
Analysis

Thematic analysis using Nvivo 10

Data Collection Procedure
The data collection was conducted after I had received the ethics approval (Appendices
A, B, C and D). I conducted the pilot interviews in the first week of the data collection
period. They were administered in order to improve the data collection in terms of data
content and collection procedures (Yin, 2014). Based on the main criteria for selecting a
pilot case – convenience, access, and geographic proximity – (Yin, 2014), two
interviews were conducted on one mentor and one mentee from the selected
departments.
The interview questions (Appendix E) were then accordingly revised as reported
in the previous part and the final drafts were employed for the ten sets of interviews
with the mentors and mentees. The list of interview questions served as a guide and the
interview process was semi-structured (Bryman, 2016), which reflects the nature of
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qualitative interviews. I aimed to capture the participant’s perspectives by directing the
interviews as part of the on-going process, giving them freedom in elaborating on issues
with their own reference frame, deciding their own pace, space and time. I allowed
myself to depart from the interview guide by not always following the same question
order or using exactly the same wording for the questions. This served the theoretical
sampling principle in the way the interviews might bring rich, detailed, unexpected
answers and significant issues might emerge from the interviews (Bryman, 2016).
Taking the suggestions by Rowland (2013), I intentionally scheduled my first
two pilot interviews three days apart and transcribed each interview personally. In the
time between my first and second interviews, I reviewed the transcripts reflectively,
particularly looking at the questions I had asked, the threads of conversation I was
exploring, and which threads I did not follow. The engagement with the data and
subsequent reflections were to refine my interview skills. Interviews with more senior
academics was organised later as this was hoped to result in better use of discussion
time now that some information related to the issue being investigated had been
gathered (Nisbet & Watt, 1984 ). The fieldwork stage lasted two months.

Data Management
The thematic analysis was conducted on the revised English version of the data. This
decision was based on two main factors. First, using thematic analysis for my study, I
was required to search the set of data for repeated patterns of semantic meaning (Braun
& Clarke, 2006), not the language features as in linguistic or critical discourse analysis.
Second, the quality of the translation was guaranteed by the qualifications of the two
translators and the type of quality checking performed on the selected data. Although I
am not an accredited translator, I possess the needed competence to perform the
translation. I was trained as an English-Vietnamese translator/interpreter for my fiveyear BA degree in Vietnam. I am also qualified with a Graduate Diploma in TESOL
and an MA in Applied Linguistics from an Australian university. I have taught
extensively in these two training areas to BA and MA Vietnamese students. Still, I was
aware of the fact that my experience, social positions, and worldviews – my
“autobiographic self” and “intellectual biography” – may have some impact on the
translation (Temple & Young, 2004; Wong & Poon, 2010, p. 151) and I took the
caution of having a second translator, who provided the audit trail statement (Appendix
F). The translator has been working as a professional interpreter/translator for more than
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20 years. Before conducting the thematic coding, I translated the policy documents into
English, the pilot and revised interview questions into Vietnamese and the backtranslation (Brislin, 1980) was done by the interpreter to ensure that they were
equivalent enough. Two random interview transcripts from the mentors and two from
the mentees were checked against the audio files by the same interpreter, who then
performed back-translation of these transcripts for accuracy.
NViVo, a qualitative research software program, was used to manage the data
extracted from the documents, their accompanying analytical notes as well as the data
from the survey and interviews. The mentoring data was first coded manually following
Fitzgerald’s (2012) ten stage guidance. They were then coded again using Nvivo. The
two drafts were compared and review of differences was considered to improve the
coding the third time.
The interviews were digitally recorded, using two separate devices to guarantee
complete and safe recording. In addition to the digital recording, I kept field notes
recording the interview setting, context, and any of my immediate interpretive reactions
as experienced during the interview itself. The digital recordings were then transferred
onto my personal computer into a password-protected file. I personally transcribed the
interviews from the digital recording to a text format, and then sent them to the
participants for member checking. The returned drafts were then saved in my personal
computer, separate from the list of participant names, and the audio files were deleted.
The transcriptions had large margins on the right hand side, page numbers, and line
numbers for the reflective coding done simultaneously with Nvivo coding. Identifying
information was cleaned from both transcriptions and field notes while footnotes were
added to each page to record the pseudonym of the participant, date and time of
interview. Multiple coloured highlighters were then used for coding and codes were
saved in NViVo.

Thematic Analysis
Theme analysis is “a process for encoding qualitative information” (Boyatzis, 1998, p.
161) and a theme is an implicit topic that organises a group of repeating ideas
(Auerbach & Silverstein, 2003). Thematic analysis is versatile in the way it could fit
into different theoretical frameworks, capable of either reporting “experiences,
meanings and the reality of participants” (Braun & Clarke, 2006 p. 81) or examining
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how discourses operating within society affect these experiences, meanings and
realities. Thematic analysis is considered valuable for my study in the way it accepts
individuals’ making meaning of their experiences and the social contexts impacting on
those meanings. It is expected to reflect the reality of how the power technologies
operated in the context of Vietnamese higher education while unravelling the surface of
that reality.

Theoretical and inductive theming
Both theoretical and inductive theming were used in this study. Themes or patterns
within data can be identified in a theoretical/deductive way (e.g. Boyatzis, 1998) or in
an inductive way (Frith & Gleeson, 2004). It is the researcher’s theoretical or analytic
interest that drives the theoretical thematic analysis (Baxter & Jack, 2008). The
adoption of Foucault’s power theories was important in the way they helped to define a
complete and appropriate description of the data (Yin, 2014, p. 28). In contrast, the
inductive method refers to the situation in which the themes are strongly linked to the
data themselves or data-driven (Patton, 2002). Themes might also be generated using
prior research in case the researcher would like to replicate, extend or refute his/her own
or someone else’s discoveries (Boyatzis, 1998), which is not applicable in this research.
The use of inductive theming to look for themes that emerge from the data was
intended to address some potential problems with using theory-driven codes. One of
them is the possibility that it is difficult to obtain accurate interpretation of the data
(Boyatzis, 1998). Another danger found with coding from the theories is that this
process could possibly operate out of context of the materials to be coded, which may
result in the mismatch between the specifics of the operational code and the material
(Boyatzis, 1998). Employing theory-driven codes may further strip the possibility to be
as close to the data as possible (Wolcott, 1994), to name and categorise phenomena by
close examination of the data (Strauss & Corbin, 1998). A combination of theoretical
and inductive codes was, thus, employed on the interview narratives and the documents.
I coded the data elicited by the four specific research questions, mapping onto
the theoretical approach, but my commitment to the inductive approach also anticipated
that some unexpected themes might evolve through the coding process. As my study
was driven by the power theories of Foucault (1980; 1991), they guided the data
analysis with my analytic preconceptions. The theories did not lead the analysis to a
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comprehensive coverage of the overall data, but directed it to specific aspects of the
data, i.e. the relationship between knowledge and power and the governing effect of
mentoring as suggested in the sub-research questions. The theories then mapped my
data coding with the four main themes: Knowledge that informed mentoring, Mentoring
power that created knowledge, Mentoring that created mentors’ subjectivity and
Mentoring that created mentees’ subjectivity (Figure 5).

Mentoring
Power

Knowledge

Inform
mentoring

Create
mentor’s
subjectivity

Create
mentee’s
subjectivity

Create
knowledge

Figure 5. Initial themes
Informed by the inductive theming approach, I examined the data for any themes
related to power and mentoring and coded diversely. I did not intentionally limit my
theme search for, for example, the productive side of power (Foucault, 1980),
mentoring as regulatory site (Devos, 2005), or adverse impacts on the mentors as found
by Beech and Brockbank (1999). I believe this process resulted in a number of subthemes, which may “include, speak to, or elaborate on something” (Braun & Clarke,
2006, p. 84) approximating the themes originating from Foucault’s theories. One of the
themes directed by the theories is how knowledge informs action and constitutes the
actors that are involved in the mentoring. This suggests that the thematic analysis
should not be limited to the regulation content but also include its discursive practice
and social-cultural context (Fairclough, 1992). As reviewed in Chapter Three, discourse
joins power and knowledge and contributes to the creation of a knowledge that informs
one how to conduct oneself (Foucault, 1980; Hall et al., 2013). Details on discourse in
Foucault’s (1980; 2002) works indicate that the themes should include those that

94
determine whether the statements in the mentoring documents are serious candidates for
truth or not. Analysis of the document’s production and dissemination is expected to
reveal how it establishes its authority on the discourse participants (Fairclough, 1992).
Looking into how a discourse is connected with other discourses produced at an earlier
time, synchronically and/or subsequently sheds light on particular actors involved in
that discourse, and any relationships and practices characterising the situation under
investigation (Fairclough, 1992). Social practice is believed to play a role in constituting
the actors (Fairclough, 1992). As found in the literature, policies, resources, and other
social and cultural factors may work well, compete, or interfere with each other in
exerting their forces on mentoring (Flores & Day, 2006; Wang & Fulton, 2012).
Examining the social practice means looking into the Vietnamese HE governance and
culture to illuminate the power connected to the Regulation as an institution document.
Considering the discursive aspects of the text content, discourse and social practice, I
generated a sub-themes, which belongs to the over-arching theme of Knowledge
informing mentoring. It is the control from the State and institution and their
construction of the mentoring relationship (Figure 6).

State’s and
institution’s control

Discursive
practice

Regulation
content

Social
practice

Figure 6. State’s and institution’s control

Identifying themes
Theme identification requires consideration of the theming level and prevalence issues
(Braun & Clarke, 2006). In this study, the thematic coding was conducted at the
semantic level, which means the themes were identified “within the explicit or surface
meanings of the data” (Braun & Clarke, 2006, p. 84). As the focus is meaning, I
conducted it on the English translation of the interview transcripts. However, I analysed
the specific Vietnamese terms that the mentors and mentees used to refer to each other
and themselves, for example terms of address and personal references. These items
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reveal power, hierarchy, and distance (Le, 2016) and thus, they may explain the
dynamic and diverse relationships that emerged from the specifics of each context.
There would be no English equivalents that can carry features implied in the original
language of Vietnamese as such information as age, social position, etc. are differently
encoded in English (Le, 2016). Paralinguistic elements such as intervals between
utterances, characteristics of speech delivery including tone and pitch of voice, nonword sounds and body language, if collected, might have contributed to understanding
of the participants’ identity construction (Jefferson, 2004). However, they were not
included as analysis items due to the limited scope and time constraints of the study. For
the documents, the coding also involved the discursive and social practice discourses
because these explain the issue of power as theorised by Foucault (1980) as explained in
the previous part.
A theme “captures something important about the data in relation to the research
question, and represents some level of patterned response or meaning within the data
set” (Braun & Clarke, 2006, p. 81). A theme is also “a pattern found in the information
that at the minimum describes and organises the possible observations or at the
maximum interprets aspects of the phenomenon” (Boyatzis, 1998, p. 161). I needed to
address the question of prevalence, which refers to both space within each data item and
prevalence across the entire data set when coding the themes. Prevalence could be at the
level of the data item, which refers to its appearance anywhere in each of my interviews
or at the entire date set level, which means it is counted in terms of the number of the
interviewees articulating the theme in the whole data set. However, as this is a
qualitative study, a certain proportion of my data set displaying evidence of a potential
theme did not necessarily result in categorising it as a theme (Braun & Clarke, 2006, p.
82). One thematic item might not necessarily be the most prevalent across the data set in
the way it takes considerable space in some data and almost none in other. It may even
represent a relatively small proportion of the data set. The keyness of a theme is
dependent on its ability to capture something relevant to the research questions.
Therefore, I needed to exercise some flexibility in weighing and judging the potential
themes.

Phases of thematic analysis
The thematic analysis development involved the six steps as recommended by Braun
and Clarke (2006). I first familiarised myself with the data by personally transcribing
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the data, reading, and re-reading it while noting down any initial ideas. Transcribing my
interview data was one step in the process of familiarising myself with the data
(Riessman, 1993). I treated this stage as an interpretative act to initially make sense of
the data rather than simply recording the interviews in hard copies (Lapadat & Lindsay,
1999).
The next step is to generate initial codes by entering interesting features of the
data related to the sub-research questions in a systematic fashion across the entire data
set into Nvivo and collating data relevant to each provisional definition. The unit of
coding is “the most basic segment, or element, of the raw data or information that can
be assessed in a meaningful way regarding the phenomenon” – the power dynamics in
this case (Boyatzis, 1998, p. 63). In the theme searching stage, the codes were collated
into potential themes, which sought to gather all data relevant to each theme. The
themes were then reviewed by checking if they worked in relation to the coded extracts
(Level 1) and the entire data set (Level 2), generating a thematic map of the analysis.
Defining and naming themes contributed to the ongoing analysis to refine the
specifics of each theme (Appendix G) and the overall story that the analysis tells, and to
ensure that an exhaustive set of data to support each category was identified. In the last
stage, producing the report, vivid, compelling extract examples were selected and
analysed and this analysis was related back to the research question and literature.

Trustworthiness
It is argued that to establish the trustworthiness of qualitative research, the four criteria
of credibility, transferability, dependability and confirmability should be observed
(Bryman, 2016). They parallel equivalent criteria of internal validity, external validity,
reliability and objectivity to evaluate quality in quantitative research (Bryman, 2016).
As qualitative researchers believe there could exist multiple accounts of social
reality, the credibility of the one that a researcher comes up with determines whether it
is acceptable to others or not (Bryman, 2016). To secure credibility, research should be
guided by the principles of good practice and findings should be presented to the
research participants to confirm whether the researcher has correctly understood that
world or not. Techniques to achieve this are respondent validation, which is also
referred to as member validation, and triangulation (Lincoln & Guba, 1985). To ensure
the former, I only used the transcripts after they had been read and the accuracy
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approved by the subjects. The time limit of this research, unfortunately, did not allow
follow-up interviews for interpretation reviews. Instead, the participants were invited to
read and give feedback on the summary of major findings. I was aware and cautious of
the possibility that participants might be reluctant to be critical due to the relationship
developed with me in the role of a researcher (Bloor, 1997). However, as my approach
to enquiry only involved very short contact of approximately one hour in the interview,
I believe that bond did not occur. The second technique to establish credibility is
triangulation, which involves the use of more than one source of data to secure that
correct operational measures have been established for the concepts being studied (Yin,
2014). This study involved document analysis, and interviews with both mentees and
mentors. These data collection tools were not intended to collect separate set of data but
converged around a similar set of mentoring themes so that the sense of triangulation
was maintained. Further triangulation could have been achieved with observation.
However, the one-year length of one mentoring program did not allow me to include
this option.
As qualitative research entails in-depth examination of a phenomenon within its
context, thick description of a culture is believed to ensure the transferability criterion
(Geertz, 1973) as it provides a database for other researchers to judge whether there is a
possibility of transferring this set of findings to other contexts (Lincoln & Guba, 1985).
The elaborate description of this study was achieved with the use of Foucault’s
power/knowledge (1980) and governmentality (1991) framework. It incited the research
into how the participants interpreted their social world, the interactions between
individual mentors and mentees, and factors that played a role in the construction of the
mentoring. The set of data is enriched by both the mentors’ and mentees’ interpretations
of the mentoring with which they were involved. It also includes details on the
governance and culture aspects of academic mentoring as revealed by the analysis of the
policy: the discursive and social practice discourses. Extensive details on the
documents, the interviews, coding process with the use of two coders, and analysis
procedures are available in this report. Through this description, I justified the choice of
analysis method, defined the theoretical construct and grounded it in the extant literature
to assist any future attempt toward transferability.
The trustworthiness criterion of dependability, unfortunately, could not be
secured in this study. To further establish the merit of the study, an “auditing approach”
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was adopted (Lincoln & Guba, 1985), in which an audit trail was kept in order to make
sure that the research phases were accessible. Despite my attempt to ensure the
provision of an audit-trail by recording and providing access to data, it was impossible
for me to have a peer researcher, who could co-conduct trustworthiness tests, which
involve respondent validation or feedback on the data set. It should be acknowledged
that due to the demanding nature of examining very large sets of data in qualitative
research, an audit trail is not popular as a means to enhance dependability (Bryman,
2016).
The last criterion – confirmability – aims to ensure that the researcher has not
“overtly allowed personal values or theoretical inclinations to sway the conduct of the
research and the findings deriving from it” while being aware of the fact that complete
objectivity is not possible in qualitative research (Bryman, 2016, p. 386). The strategies
that I used to enhance this criterion are discussed in the Ethical Consideration section as
they are related to my positioning in the relation with the participants.

Ethical Considerations
The first ethical issue revolved around how to select participants equitably so that no
group of academics was unfairly included or excluded from the research (Yin, 2014).
Interviews would display knowledge of cultural norms and questions would expose
participants’ cultural repertoires (Baker & Johnson, 1998) and thus, I needed to consider
Vietnamese culture in terms of the research topic and interview context. The academic
staff in the department where I worked as a division head and mentor were not targeted
as interview subjects. Many academics in my department are either my ex-students or
ex-mentees. They might have felt obliged to participate when being invited simply as a
token of good will and respect saved for the teacher/mentor. Fear might have existed
when the subjects, especially as mentors, revealed themselves as naïve of institutional
and departmental policies. As I had a seniority of 20 years teaching in the same
institution and had mentored a number of new academics, I might be thought of as
knowledgeable about the topic under investigation. The interview subjects, if selected
from the same department, might hide some information that they believed would stress
me, for example resistance to the department policy and/or to the mentors. The mentor
and mentee subjects were not matched to ensure that they would not undergo a feeling
of fear when discussing the other of the pair.
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Another effort to ensure equity in selecting the subjects was to formally and
ethically solicit their volunteerism by gaining their informed consent. In order to impart
information to the participants in the most ethical way possible, all the research ethics
forms, i.e. the participant information form, consent and withdrawal forms, were drafted
and revised many times before being sent to the University Human Ethics Committee,
Research Compliance Unit for review. Besides, a letter asking for permission to access
the participants was sent to HMU President and approval was granted. Both the
application and the letter address concerns of informed consent, protection of privacy,
protection of vulnerable information, and the risks and benefits of the study. All of the
interview documents were translated by me and back-translation was done for clarity
and accuracy by the second interpreter. The participants were provided with the
participant information form, the consent and withdrawal forms so that they could be
alerted to the nature of my study and grant informed consent.
The ethics consideration revolving around the power possessed by an insider
that may exist in the interviews was also addressed. The interviewees might feel under
pressure to provide the information they believed that I would wish to hear. They might
not see me as a researcher but as the institution representative of seniority, conducting
the interview with the hope of accumulating positive evidence about the mentoring
practice in order to legitimate it. Additionally, in my presence, the participants might
feel reluctant discussing examples of resistance from people of lower hierarchy, for
example their mentees, as this presents the cultural issue of face loss sensitive to
Vietnam’s academic community. In this particular hierarchical culture, power and
respect are generally attached to seniority and as such, it is not always easy to reveal
situations where one is resisted by others, especially by those in subordinate positions.
It seems that discussion groups of mentors and mentess or individual responses to
hypothetical mentoring situations may reduce the researcher’s power.
While I was well aware of some issues with the researcher as an insider, I
trusted that being a colleague in a position rank at least equal to the mentors’ would
actually encourage the participants to reveal the truth as they knew that I might have
had similar experiences. Besides, I believe that Foucault’s concepts of power work in
the study context. His views suggest that power is bi-directional: power makes top and
bottom social bodies influence each other (Foucault, 1995). The power from the
mentors was exerted on the mentees and the power that the mentees possessed might
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impact on the mentors. The acting subject was likely to be turned into the acted upon
and vice versa. The resistance that they exercised gave them the chance to make a
different choice (Foucault, 1997b) and, thus, the interview participants might not be
hesitant in expressing their resistance to the State’s and/or the institution’s policy. The
participants’ narratives of their “counter conduct” (Foucault, 2009, p. 260), most of
which were new to me, are evidence that they were not so fearful of revealing the
“truth” to me, an insider. In fact, all the stories discussed in the next chapter contested
against the concern that the subjects should watch what they reported because of my
influence as an interviewer.
In order to further maximise the quality of the feedback, I took lengths to ensure
a sense of security among the participants. As a potential insider playing the role of an
interviewer, I considered in which role participants were positioning me as we engaged
in the interview interaction (Rowland, 2013). To better manage my own representation,
I specifically asked the participants who were familiar to engage with me in my
researcher role. Using any previously established rapport, I asked the participants to
accept my positioning (Davies & Harre, 1990) as a novice researcher, giving me
permission to explore the assumed and taken for granted knowledge of the academic
mentoring in HMU’s specific context. I indicated that I might ask questions about issues
that they thought I knew, but which I would treat as unfamiliar. When interviewing
academics that I knew were aware of my mentoring background and my involvement in
the institution management, I stressed that the mentoring situation could vary in
different departments and asked them to expand on ideas that they might assume we
should share as colleagues. In case an academic positioned me as a senior lecturer
previously in mentor/leader roles while attending to my questions, I added to the
interview transcript with the specific analytical perspective of that positioning. In other
words, the position in which I might be placed was an element of analysis believed to
enrich the inquiry line (Rowland, 2013).
This positioning of myself as a researcher could make me vulnerable, as
Rowland (2013) felt when she went through the same stage of her research. When I
interviewed participants in positions equal to my previous one, I might have appeared
incompetent in terms of mentoring policies. I might have run the risk of losing face
when asking questions about what could be considered a matter of fact, especially when
I interviewed colleagues of less seniority.
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The last ethical concern is the issue of privacy and confidentiality protection as
well the participants’ well-being. Yin (2014) argues that it is desirable to divulge both
the case and the individual participants as long as the constraints for human subject
protection are upheld. This provides the audience with the opportunity to relate to any
other information about the case that they have been exposed to, thus allowing them to
be familiar with the case in light of prior knowledge. Using real names makes review
easier for the researcher/composer (Yin, 2014). However, anonymity on the part of the
participants is justifiable in this study. Otherwise, they might be vulnerable in the
context of the project as they were asked about interactions/relationships with someone
of higher hierarchy in the case of the mentee, and with someone of lower hierarchy in
the case of the mentors. Some needed to refer to unpleasant experiences and might have
felt that these sensitive accounts would disadvantage them if they were identified. Some
mentees may have even feared revenge as a result of discussing negative experiences of
their own mentors, who were likely to be in superior positions now. Some faculty
members might be sceptical of the research methods due to lack of familiarity, cultural
beliefs, or other reasons, such as concerns about confidentiality.
To solve the problem, anonymity in all the related publications was maintained
through the use of pseudonyms. A master list connecting pseudonyms to participant
names and their corresponding consent forms was retained. This list was required to
enable a strategy to track participant data in case a participant chose to withdraw from
the study at any given time. Confidentiality was maintained by keeping the master list
of participant names and their signed consent forms in a separate, locked file in my
home office. The institutional documents were not referenced in any way that could
identify the institution and, thus, were not included in the reference list. The university
and all targeted departments were renamed and the institution together with department
documents were de-identified.
The research revealed some sensitive information about the participants but they
were protected because the information was confidential. The data is stored in a secure,
on-campus, locked cabinet. Raw electronic data is protected with passwords. Other
logistic issues were also taken care of to promote the best possible sense of security. All
the interviews were conducted in Vietnamese to ensure the best level of comfort and a
counselling service was made available at the researcher’s expense in case it was
needed by respondents when discussing issues that were deemed difficult. The
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participants are not on a roster to receive requests to participate in any future study and
permission would have to be sought from the participants again if their engagement is
needed in this way. In brief, I made myself fully aware of risk possibilities in
conducting the interviews to be able to identify the best possible measures to protect the
participants.

Conclusion
In this chapter, I have argued that constructivism as the epistemological stance, and
qualitative study as the research approach would best serve the research aim of
interrogating the power dynamics in academic mentoring in Vietnam. I have explained
how I used theoretical sampling to establish the boundary and select the site as well as
the participants. I have also discussed why the thematic analysis conducted on the
mentoring policy documents and the interviews with the mentors and mentees would
provide in-depth understanding of the multi facets and intersections of mentoring
involving the Vietnamese governance, culture and the mobilisation of the participants’
resources. In the next two chapters, I will present the policy context of academic
mentoring and how the academic participants interpreted that social world using their
own frame of reference.
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Chapter Five: The Policy Context

The literature on mentoring has shown evidence of significant benefits together
with potential negative outcomes from mentoring (Baugh & Fagenson-Eland, 2007;
Eby, 2007). Whether mentoring is beneficial or damaging may be determined by what
has informed the process. In Foucault’s perspective, before something can be governed
or managed, it must first be known (Foucault, 1980; Townley, 2005). Knowledge is
instrumental to power operation and power mechanisms, in turn, are vital in knowledge
formation and accumulation (Foucault, 1980). My argument is that the academic
mentoring at HMU is informed by competing forces. This chapter presents how the
mentoring is made knowable to the academics with evidence from the document
analysis of the Regulation conducted at the three levels of discursive practice, the
Regulation content and social practice.

Discursive Practice
The Regulation was prepared with the institution’s intention to establish its control and
constitute the mentoring participants. It is granted a legal document status and it
consolidates the related state policy documents (Figure 7).

Discursive
practice

Control with
force of law

Consolidation of
state documents

Figure 7. Discursive practice
As the document under analysis is an institution policy document, an
examination of the Vietnamese legal framework will elucidate its discourse practice. In
Vietnam, relevant ministries are responsible for drafting laws, which are then approved
by the Government and afterwards the National Assembly, the highest authority under
the Constitution. Decrees such as Government Decree 95 are issued by the Government
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(Nguyen, 2010), providing rules on the implementation of certain law without referring
to the National Assembly. Policies elaborating on how to implement laws and decrees
are issued by the relevant ministry in the form of circulars and decisions. All the legal
documents bear the force of law and are to be complied with (Nguyen, 2010).
Table 5 illustrates the policy discourse order of the mentoring documents related
to the Regulation. Decree 95 provides rules regarding mentoring and probation as an
essential step in employment recruitment. Circular 4 was issued to provide guidelines
for the implementation of mentoring programs for probationary staff as directed in
Decree 95. The institutional regulation summarises Circular 4 and provides further
guidance such as the observation forms and mentor’s report forms. They all share the
discourse type of official, instructive documents. The two state texts are collective
products, compiled by GOHRD – a governmental body – and they are available in the
public domain.
As government documents, the texts are formal, official, written, directive and
instructive in nature. Decree 95 provides the tenets for mentoring and it was drawn
upon in the constitution of the circular. Circular 4 was written to provide elaborations
on how to manage the probation program as directed in Decree 95, and it was then
succeeded by the institution’s Decision 960, which introduces the Regulation. The
Regulation is also collective in nature and it is available at the institution’s HRA
Department.
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Table 5. Mentoring discourse order

Name of Document

Institution Regulation

Comments

Publication (When

Issued on 14 August, 2002 at

The Regulation was compiled

and where?)

HMU

to direct the mentoring.

Author and

HRA Department providing

The Regulation was

institution (Who was

instructions on

communicated to the parties

speaking and with

probation/mentoring

concerned in meetings and

what authority?)

hard copies were provided.

Cross-referencing

The institution Decision 960

citations

stated that the Regulation was

(What voices are

Government Decree 95, pp.

compiled based on

included in this

5-7

Government Decree 95 and

policy?

Circular 4.

What other policy

Circular No. 4, Article 4:

texts are cited in this

Probation and recruiting, pp.

policy document?)

458 - 463

Addressing whom?

Personnel department,

Parties involved in mentoring

Department leaders,

are required to follow the

coordinators,

instructions in the

mentors/mentees

Regulation.

Key discourses

Mentoring (mentor/mentee
selection, roles), management
(assessment, penalty)

An examination of Table 6 shows the intertextual chain in the three mentoring
documents. The transformation that the texts undergo is minimal and the redefinition
of the state mentoring policy is dominant. The social discourse order clearly defines
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Table 6. Tracing bibliographic references for common statements

Government
Decree 95

Government Circular 4

Institution Regulation

√

Purposes
Length

√

Imitative statement +
examples of special
cases

Imitative statement

Institution
responsibilities

√

Mentee’s
financial
entitlements

√

Imitative statement +
recognised by staff, in
the same rank for at
least six years
Imitative statement +
examples of special
cases

Imitative statement +
more detailed
requirements on
mentor/supervisor
Imitative statement

Mentors’
financial
entitlements

√

Imitative statement

Imitative statement +
details on insurance, and
salary raise

Mentee’s
responsibility

√

Imitative statement +
self-report criteria

Imitative statement +
teaching allocation

Mentee’s can-do list

Imitative statement +
Requirements and
evaluation criteria

Imitative statement +
responsibility for the
report

Imitative statement +
written report every six
months using forms
attached
√

Mentoring
content

Mentor’s
responsibility

Penalty for
mentors
Mentor’s
report
Observation
form
Final decision

√

√
√
√

Imitative statement +
time frame for decision
making

Imitative statement
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the mentors and mentees, seemingly leaving no room to exercise role negotiation. The
Decree elaborates on mentoring length, and recruiting institution’s responsibilities. It
also specifies mentees’ entitlements to a certain salary level and other work benefits.
Further details on mentors’ financial reward, their reporting role, mentees’
responsibility in providing self-report, and institution’s right in making final recruitment
decisions are given.
The Circular repeats the Decree’s information on mentee’s salary level and
mentor’s financial award but provides detailed examples of how salary and probation
length could be worked out in some different situations. It further elaborates mentoring
purpose, mentees’ can-do list, mentor allocation and selection as well as evaluation
criteria for mentee self-report. It is added that the mentor is to be held responsible for
the report.
Circular 4, in turn, is drawn upon in the compilation of the Regulation as
guidelines for the implementation of a probation/mentoring program in the specific
context of the study institution. In fact, the regulation simply re-inserts the information
from Decree 95 and Circular 4 in terms of probation length, salary, reporting role for
mentors, self-report content and institution’s role in deciding recruitment. No new
meaning is created and the connotations are unchanged. However, it does elaborate on
the tasks of probationary staff (the new academics in this case), content of probationary
program, rates which should be achieved at observation sessions, and penalties for those
mentors who do not execute the decision or fail to complete the task.
The series of text types that the three documents are transformed into and out of
are almost the same: all directive, policy, formal texts. There is no sign that the text
compiler anticipated any audience other than the management audience involved in
conducting the mentoring program, the mentors and probationary mentees for whom the
text is supposed to be issued. The compiler also constructs the mentoring participants’
identities, roles without referring to any legal or academic sources.
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The decree discourse on human resource management is drawn into both the
Circular and the Regulation. Circular 4 then develops the hybrid discourses of
management and training/mentoring. The former is presented through the description of
mentors’ task allocation and their responsibility while the latter is established through
references to mentoring/supervising purposes, mentee’s can-do list and their self-report
criteria. In a similar fashion, the discourse on human management is interwoven with
mentoring and training elements in the Regulation (Figure 8).

Mentoring/
Supervising

Teaching
Performance
Assessment

Human Resource
Management

Morality

Politics

Figure 8. Discourses and topics in policy documents
The Regulation is reified into some powerful entity speaking on behalf of the
management. The voices of the subjects about who they are and what they need are
appropriated and absorbed into the rational and authoritative voice of management and
government. They are subjects of “monitoring”, “management”, “reporting”,
recruitment”, “training”, “and enrichment”.
Drawing on both the Decree and Circular, the Regulation seeks to redefine the
State’s power while establishing its own. One discourse topic triggered in the
Regulation is discipline/punishment, which refers to the penalty applied to the mentor
who does not successfully complete the assigned task. It also asserts its authority by
employing the HE discourse to enhance its expert status. Teaching methodology is
drawn in by outlining assessment using the mentor’s report and observation sheet
designed to be completed by mentors/supervisors, which serves to link management to
the specific realms of teaching and evaluation/assessment. Again, a point of note here is
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that the drawing is done without reference to authoritative sources such as research
findings on HE teaching methodology in general or performance assessment in
particular. This lack may affect the sovereignty of the documents and the composers.
In conclusion, the examination of the mentoring discursive discourse shows that
Government Degree 95, Circular 4, and the Regulation are official, formal documents
providing the directives and instructions on the mentoring program. The production and
consummation reveals the fact that the regulation in use goes in the same line as its
discourse members. Specifically, Circular 4 draws on Decree 95 and is reinforced by its
successive member – the Regulation. The Regulation’s further elaborations on the
mentoring program implementation reproduce and reinforce the mentoring tenets
specified in the government policy texts instead of encouraging a deviation. The
government, directive genre typology empowers the document in controlling mentoring
behaviour in Vietnam higher education, making up a conservative, power-laden
discourse on mentoring relationship. The discourse analysis shows that the state was
striving to govern the mentoring activity at a distance by binding the institution with
responsibilities and granting it with the ultimate power: determining probationary staff’s
recruitment.

The Regulation Content
Analysing the Regulation content further shows how it aims to control and constitute
mentoring as the directive mentoring model and how its professional authority can be
challenged (Figure 9).

The
Regulation

Control
participants

Figure 9. The Regulation content

Constitute
mentoring

Professional
authority
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The key components of the Regulation on mentoring are mentor selection
criteria, mentors’ and mentees’ administrative responsibilities and financial
entitlements, procedure and material for assessment, and mentoring content (Table 7).
The mentoring content is brief, stating that the mentees are required to complete all the
requirements related to professionalism, political attitudes, and knowledge required by
the position. The assessment, in principle, focuses on teaching observations, service to
the institution and observance of the institution regulation, the Communist Party’s as
well as the State’s policies. These key criteria are specified in the mentor’s report on the
mentee and in the mentee’s self-report.
The Regulation represents, in a sense, the power and control of the State and the
institution. It includes many statements qualifying the “truth” related to what the
mentors and mentees are expected to do and how they should be assessed. Formally
arranged by the institution, mentoring is emphasised as a core institutional
responsibility. It specifies items to be completed in the mentor report and mentee selfreport, which are performance, moral conduct and observation of the institution’s
regulations, and the Party’s and State’s directions and policies. The topics of moral
conduct and policy observance link politics, management, and mentoring into a unity,
representing Vietnamese political and cultural ideas of individual performance
judgments. This unity consolidates the State’s and Party’s power as well as integrating
the cultural role in mentoring. The reference to political ideologies and policy
compliance requirements added to Circular 4 and the Regulation serves to bind the
mentoring discourses with the law discourse. Staff members will be more easily
accepted if they display merits not merely in terms of work performance but also of
morality, which reflects the influence of culture in HE policy making and management.
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Table 7. Regulation components and details
Component

Detail

Mentees’

 Under institution’s, HRA department’s and school’s supervision for

administration
responsibilities

12 month
 Financial entitlements; Teaching allocation
 Professional development activities

Mentor

 In higher position, at least in senior lecturer position OR

selection

 lecturers of at least five year experience with recognised credit

Mentors’

 0.3% of minimum salary rate

entitlements,

 Report on mentees to department and institution

responsibilities

 Entitlement and teaching award taken away, disciplinary note

and penalties
Mentoring

 Study Employee Regulation

content

 Complete requirements in terms of professionalism, political
attitudes, knowledge required by the position
 Exemplary performance in all service assignments
 At least two lessons observed and rated Good
 Conduct class observations of academics in higher positions
 Mentored and reported by an academic in higher rank/position
 Observation of employing institution’s regulations
 Observation of Party’s and State’s directions and policies

Mentee self-

 Moral conduct, Work performance

report

 Observation of institution’s regulations, the Party’s and State’s
directions and policies.

Mentor report

 Political awareness, moral conduct, manners, performance
 Rating and recommending tenure nomination or contract elimination

Observation

 Lesson content, Teaching methodology, Lesson schedule

form

 General comments; Rating (e.g. Satisfactory, Excellent)

Final decision

 Institution’s evaluation of mentees, recommending recruitment and
salary rate for mentees who meet requirements
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The Regulation binds the mentoring participants with the requirements to
conform to the policy and conduct the mentoring as directed. Rewards for ensuring the
mentoring’s success (meaning following the instructions) and discipline for not
completing the task are personnel practices that further bind the mentors and mentees.
Several lexical strategies of functionalisation, impersonalisation and functional
honorifics (Machin & Mayr, 2012) found in the Regulation illustrate the attempt to
further establish control. The academics are functionalised by being defined in terms of
what they do. They are addressed in functional items such as “probationary staff”,
“probationary lecturer”, and “mentor”. This representation technique serves to highlight
their roles. Examples of impersonalisation are found in “institution” and
“department/s”, “unit/s”. This feature gives extra weight to the Regulation as it suggests
not a particular person but HMU or the department requires that the directives be
followed. Functional honorifics show the degree of seniority or a role, which implies
respect reserved for an important figure. The use of “Institution President” in the
Regulation “signals the importance of a social actor” (Machin & Mayr, 2012, p. 82) ,
making the text appear more authoritative.
The mentoring relationship is shaped toward a directive mentoring model where
the mentor is depicted as someone of seniority and reporting power, who would be in
charge of the action agenda, define mentees’ performance and direct them toward the
expected performance through correction, recommendations or directives (Young et al.,
2005). This suggests that the mentor would assume a master teacher role. There is no
reference to t h e mentees’ role in the program, or how they might take the initiative
in making their needs known. This could refrain the mentees from contributing to the
mentoring, the mentors, and the institution. As noted in the literature, mentees have
been found to be capable of benefiting both the mentors and organisations (Baugh &
Fagenson-Eland, 2007). Mentoring modes such as peer mentoring or university-wide
mentoring with mentees and mentors from similar disciplines but different departments
are encouraged to promote the sense of reciprocal benefits contributed by both mentors
and mentees (Quinlan, 1999).
Despite the intention to control the mentoring, the Regulation fails to establish
its professional authority as a directive for HE mentoring at HMU. Examination of the
Regulation against the standards reviewed in a number of academic mentoring programs
in Chapter Two reveals several concerns.
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The document analysis first reveals that the Regulation does not dictate
important operational details such as the program purpose, which should be aligned
with the institution goals, and connected to personnel practices (Tillman, 2001), steps to
secure administrative support (Girves et al., 2005), and program oversight. The
Regulation posits regulatory standards to regulate the academics but it is inclusive of
neither their voice nor any PD literature to explain its choice of content. The
conceptualisation component of a mentoring model emphasises the importance of
exploring the mentees’ needs (Beane-Katner, 2014; Lumpkin, 2011) together with what
they can contribute with their strengths and attributes. However, their possible
contributions to the mentorship (Alpert et al., 2008; Johnson-Bailey & Cervero, 2004)
have been largely removed from the frame of reference.
Second, mentor preparation for the role or activities to enhance relationships,
which is deem important for mentoring programs (Johnson, 2016; Johnson & Ridley,
2004; Lumpkin, 2011), is not found in the Regulation. The lack of specific activities in
the document may present certain problems to the mentors. As reported in a mentoring
program for probationary academic staff in the UK, some mentors wanted to see more
structure built into the program so that they clearly understood what undertakings they
were expected to engage in (Mathias, 2005). In the context of HE, the sense of
mentoring as an adult collegial relationship cautions the academics against “overdirecting” the mentees as this could mean that they are abrasive to the mentees’ needs
(Mathias, 2005, p. 101). The Regulation makes no mention of an advisory committee,
who could provide their authoritative guidance to the operation of the mentoring
program. The supervisory organ is understood to be the HRA department, which does
not seem to be capable of counselling on professionalism issues such as teaching,
course preparation and interacting with the students. Other important components such
as an orientation course to introduce the participants to the mentoring dynamics (Allen,
Eby, et al., 2006) and evaluation procedure (Girves et al., 2005) are not available either.

Social Practice
An examination of the social order shows that Government Decree 95, Circular 4 and
the Regulation represent a continued reproduction of the social matrix of Vietnamese
conventional management discourse: centralism and hierarchy in the broader social
context of state and higher education governance (Khanh & Hayden, 2010) as well as in
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its culture. These elements play a role in consolidating the policy’s authority and
constituting the academic mentoring as directive mentoring (Figure 10).

Social
practice

State
governance

Social
cognition

Figure 10. Social practice
As reviewed in the Introduction Chapter, the state governance in Vietnam is
dominantly characterised by centralisation: the Government’s absolute power in
legislation making and enactment of its policies. Attempts to decentralise have not
succeeded due to the political party’s unwillingness to release its absolute power (Tran,
2014). Forces that press for a redefinition of the government’s power in allocating tasks
or restructuring of management hierarchy are not present despite recent efforts made to
renovate HE governance (Pham, 2012). This explains why HE management in general
and mentoring in particular are subject to instructions from the Government while this is
not the case in Western countries. Limited deviation is noticed in the previous analyses
of the discursive practice and the social discourse further indicates that there should be
no chance for any struggle to exhibit opposition or resistance to the established power
of the central government. The mentorship ordering in the HE context in the study time
frame of 2007 – 2012 is dominance, directed with legal documents of Decree 75,
Circular 4 and the Regulation that strictly specify mentoring participants’ roles and
relationship. The portrayal of their identity and relationship constructed in the three
documents confirms that social relations and identities are based on stable social
positions, not built on negotiation as argued by Giddens (2013) or as found in the HE
context in the UK (Fairclough, 1992).
An examination of the cognitive interface of power and discourse (van Dijk,
1993) will further illustrate how the social practice controls and constitutes Vietnamese
HE mentoring. Power exercise may involve the role of knowledge, beliefs, ideologies,
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norms and values in managing the mind. Social cognition refers to socially shared
representations of, e.g., groups and relations, as well as mental operations such as
interpretation, thinking and arguing (Farr & Moscovici, 1984; Fiske, 1991; Fiske &
Macrae, 2012). The way social cognition operates in HE mentoring in Vietnam
combined with the control power of the policy expects compliance toward the State
policy and drives HE mentoring toward the directive mode.
The Confucian philosophy, together with the traditional cultural definition of
Large Power Distance and paternalism in teacher/student relationships in Vietnam
(McCornac, 2012; Truong & Hallinger, 2015), seems to work toward enhancing the
boundary between the established and the novices. The Vietnamese HE representation
of this relationship is in itself an unbalanced one in terms of power, which works the
mental operations in favour of the mentors in giving important decisions while
disadvantaging the mentees as subordinate and dependent. The cultural features expect
obedience, conformity, and reverence from the mentees toward the mentors. The
allocation of reporting role to the mentor, which seems to be in line with the traditional
conception of teacher/student relationship, further defines the mentees’ subordinate
position.
The production and interpretation of texts are based on mental representations
of, for example, experiences and situations, as well as the opinions formed by
individuals about them (van Dijk, 1987; van Dijk & Kintsch, 1983). The academics
under investigation involved in the mentoring discourse developed their perceptions of
mentoring and what it should be like based on their experiences with their own mentors
or by referring to colleagues’ experiences. Being shared and presupposed by group
members, the Vietnamese academic circle in this case, these social cognitions monitor
action and interaction in the academic mentoring domain. The socially shared
interpretations of the mentoring participants’ roles are likely to gear the mentors and
mentees toward acceptance of their pre-supposed hierarchy and make their attempts at
resisting this pre-perceived role fixation futile. This further explains why the policies
were composed in favour of the mainstream policy and why the influence of these
dominant texts is expected to be readily accepted, creating power reproduction on the
part of the institution and the State.
In brief, the Regulation is aimed at controlling HMU’s mentoring while
reproducing ideas first inscribed in the government policy texts. The mentoring
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participants’ identities and relationships are strictly defined in the documents, leaving
little space for negotiating roles or exercising resistance. Hegemony is present with the
State’s intention to control HE mentoring and it is enhanced by the social cognition of
the mentoring actors’ roles and relationships.
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Chapter Six: The Mentoring Participants’ Voices

The last chapter shows that the State and HMU have the intention to control the
HE mentoring with the policy documents and this control is consolidated by the
Vietnamese governance and culture. In this chapter, I will present how the mentoring
participants respond to the policy and how they choose to operate the mentoring. The
literature recognises mentoring as essential in staff development in higher education
(Zellers et al., 2008). For mentoring to be effective, many important attributes on the
part of the participants (Allen & Poteet, 1999; Baugh & Fagenson-Eland, 2007) and
preparation for their roles on the part of the organisations should be available (Johnson,
2016) or a range of dysfunctional issues may happen (Eby and McManus, 2004). I
argue that the academic mentors in the current study are resourceful in the way they
exhaust all means possible apart from the directions from the Regulation to conduct the
mentorship. The additional knowledge that they gain originates from their operation of
the task, interaction with the mentees and from their own resistance. The mentees
operate in the directive mentoring, dependent on the mentors but striving to succeed in
assigned tasks. I will start the chapter with the mentors’ backgrounds and then relate
their perspectives. The mentee section follows a similar pattern. I trace the ways in
which these academics are informed and how they navigate this PD domain. I elaborate
how the participants prepare and are prepared for the role, the problems that they
encounter and how they overcome the challenges presented by the mentoring
assignment.

The Mentors
Knowledge that informed mentors
This part progresses around the three main themes addressing the research question on
what knowledge informed the mentoring practice. Although the Regulation seemed to
be powerful as revealed in the document analysis, it was reported to lose some of its
control in the way it was managed and interpreted and this constitutes one sub-theme. It
is apparent from the interviews that the mentors turned to their own experiences and
knowledge of mentoring as well as related sources for guidance while guided by their
cultural perspectives (Figure 11).
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Figure 11. Competing knowledge that informed mentors’ mentoring
Regulation’s power
The perceivably poor policy content and inadequate management of the institution
mentoring were recurrent features in the mentoring participants’ accounts. In the words
of Hai, Language Skills Division Head and Dang, Deputy Dean.
There was never a chance for a training course for the mentoring assignment. (Hai)
Neither the institution nor the department organised training workshops for this
[mentoring] skill. (Dang)
Mi and Loan as Department Deans received the directions on mentoring in
formal meetings with the HRA staff while Giao and Hai in the role of Division Head
and Course Co-ordinator were assigned the task in meetings with the Department
Board. In their first-hand experience, the mentoring – as elaborated by Mi – was
“communicated [to her] orally”. The mentors understood that there was a time frame,
assessment for the mentor to complete as supervisor and observations to be carried out.
They did not have the Regulation with its accompanying materials i.e. the report on the
mentee and observation forms until the deadline to submit the evaluation documents. In
other words, only when the tenure committee needed to review the report for a decision,
did they disseminate the Regulation with the attached report forms to the department
leaders and/or the mentors. Dang was the only academic who received the mentoring
policy set from the Dean when he was assigned the task.
Questions may be raised on the reason why the department leaders did not ask
for instructions on mentoring and why the institution supervisors did not provide them
with the policy document. There was no follow-up question in the interview for
elaborations but there might be several ways this could be explained. In a culture with a
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Large Power Distance as Vietnam with the governance tradition of being willing to be
directed from the superior as discussed in Chapter One, “respect for hierarchy means
that the subordinate will wait for the superior’s direct or indirect message …”
(Hofstede, 1984, p. 91). The mentors might believe that there was no further direction
other than the oral directives. They might be used to the situation in which they are
given orders on assignments but need to figure out how to do them as shortages of
resources and guidance are common in Vietnam HE (Harman & Bich, 2010). It is also
possible that the mentors were aware of the new governance paradigm: the State and
institution only control the outcome, not the process of how to achieve that outcome
(Tran, 2014). There was the additional possibility that the mentors welcomed this
oversight as they would be liberated to conduct mentoring at their own will. On the part
of the institution staff supervising the mentoring participants, there was a chance that
they felt certain oversight should be exercised, acknowledging that the policy
documents may not ensure the program effectiveness. They might trust that the mentors
were capable of operating the mentoring in their own department or they might share
the mentors’ awareness of the new governance paradigm of providing an oversight for
the mentoring process.
Mentors’ mobilising of resources
Even when having the institution directive at their disposal for later mentoring
assignments, the mentors mostly referred to the documents as administration guidance
as they felt that the policy failed to provide them with concrete objectives and adequate
content. They then seized the initiative by exploiting their experiences in mentoring, HE
teaching, and the knowledge of culture to establish what they believed to be more
legitimate mentoring. Other reference sources were reported to be the people with
whom the mentors worked such as their own ex-teachers, supervisors, colleagues and
administration staff. The way they conducted this professional training program for pretenure staff was also driven by how they understood the department human resource
needs.
Mentors’ experiences and knowledge
The important sources of knowledge that informed the mentorship included the
mentors’ experiences, knowledge, and understanding about the assignment itself and the
perceived roles (Figure 12).
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Figure 12. Mentors’ mobilising resources
The mentors’ mentoring and professional experiences informed them of the
professional content i.e. the mentoring purpose and activities. Dang was the only one
who was provided with the Regulation during his first time mentoring, but he confirmed
that it was the mentor who determined what the mentoring should be like, not the
document. For him, mentoring was to actively fulfil all the tasks following the criteria
set out by the department, e.g. criteria for observation and evaluation on manners,
teaching, and lesson delivery. The way to complete all these tasks “… largely depends
on the mentor’s personal experiences” (Dang).
The mentors all developed the mentoring activities for their individual use. Hai
had this to share:
[Mentoring is] totally dependent on my experiences…. I drew lessons from my own
teachers. All came from learning, gathering experiences.
Mi and Loan were in alignment:
I was mainly guided by my perception [of mentoring]. (Mi)
I think the way I mentor the new teachers may have been influenced by my prior
experiences…. most of what I have done is based on what I have learnt,
experienced. (Loan)
Dang added that his own experience being mentored and reflections on what a
new academic needed mostly directed his mentoring.
I assisted them in familiarisation [with the teaching], shared with them knowledge
about lesson plans, teacher manners, methodology, classroom etiquette. Also
included was practical steps when delivering a class. I guided them how to meet
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the institution’s requirements to ensure that their [tenure-entry] path would be easy
and to facilitate the subsequent administration of their recruitment.
Although working with a mentor in a business outside the academe, Giao
reported that her on-the-job training experience offered many lessons on her subsequent
mentorship
If there was something that I did not understand … he [her mentor/supervisor]
spent about one or two hours everyday explaining it to me. Or when I needed to
prepare a document … he brought the World Bank Manual for me to read and spent
one, two hours a day explaining that stuff.
Giao applied that model to her mentoring: find out the mentees’ needs and
dedicatedly worked on them.
The way the mentors conducted their professional undertaking was further
directed by their own experiences and knowledge of their discipline and HE teaching.
For Hai, what she accumulated in her BA study played the most important role in
making decisions for effective teaching in mentoring because it provided the
foundation, the “root” for assisting the mentees in teaching. As the major that she
instructed in is a foreign language, the BA knowledge helped her visualise the lesson
content and what should be done to deliver the lesson the most effectively. Hai believed
that her MA and other short PD courses were the extra “touch-up”, resulting in further
improvement in her guidance role. As she was delivering courses in Chinese, her
knowledge of the targeted culture guided her to work on “psychology, communication,
how to develop understanding among the students and colleagues”. Her experience
working for a Chinese tertiary program led to her selection of the detailed observation
forms for her own mentoring. Loan also agreed that the discipline had a role to play in
the way she conducted the mentorship. As she has a background in both foreign
language teaching and business management, she could see the differences in the way
the two subject areas informed her mentoring. The former focused her more on the
teaching aspect while the latter encouraged her to develop the human resource domain.
I think … my academic background had greatly influenced what I had been doing
subconsciously. … For example, guiding the mentees specialised in English
involves how to teach best in a foreign language …. Human development was built
in management. (Loan)
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In terms of HE knowledge, the mentors were generally informed by their
involvement in post-BA, short PD courses, and lessons accumulated from their own
mentors/teachers. Hai further developed her HE pedagogy, education management and
foreign language teaching methodology in professional enrichment programs provided
annually to Vietnamese academics. Giao had the chance to participate in a one-month
course provided by an American academic on teaching in HE using English as a
medium, which she found very useful. All the mentors also agreed that they learned to
mentor by both formally and informally observing and reflecting on what their own
teachers/mentors did.
Directed by an understanding of the need to develop the human resource from a
cohort of academics junior in terms of age and experience in a newly established
department, Mi designed the departmental mentoring program, then organised and
managed it. The time she was informally mentored when first starting her academic
career gave her some ideas about what mentoring should be like. The knowledge and
skills that she gained doing both a MA in TESOL and a MBA plus her four years spent
teaching for an Australian training project informed her of concrete activities and
assessments required for the mentoring. She developed her own strategy to pair mentor
and mentee, organised workshops, working lunches and feedback sessions, and
developed the procedure as well as materials for observation and evaluation. Her
engagement included department-need focused, global undertakings such as conducting
a needs analysis survey on new academics and assignment of senior academics to
mentoring tasks. This was not only necessitated by the school needs but also derived
from her experiences and her perception of the mentoring she was required to do. This
suggests that the mentors having no Western education and training experience may not
come up with such innovative agendas.
Attitudes to academic roles
The mentoring was further informed by the mentors’ attitudes toward the trifecta roles
of teaching, service, and research. Their perceptions of academic duties explained their
allocation of time and effort to these three components in the mentoring programs. The
narratives show how the mentors handled the conflicts between the State and HMU
policy and their own views of university lecturers’ roles.
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Certain aspects of governance have long been included in Western faculty work
(Kathryn, 1998). Service elsewhere – in the USA, for example – refers to institutional
service and professional service. The former includes all the activities that indirectly
contribute to teaching and research such as university administration (Mancing, 1991).
The latter is usually done in support of the various academic disciplines, e.g. holding
offices, serving on committees and boards in professional organisations, organising and
chairing scholarly meetings (Mancing, 1991). There has been concern that the growing
service obligations such as chairing committees and counselling students need to be
rewarded (Fogg, 2003). As I have observed during my 20 years working in Vietnamese
academe, service exists in a different sense and is generally limited to activities to
promote the institution, assisting the student union in organising their activities and
departmental administration routines. Though believing that service took a minor role,
Hai felt that all the junior staff needed to participate in institution, department, and
student events because:
I think it [the academic role] is an entity unifying all the activities. All components
are integral part.
In a similar vein, Loan argued that it was important for the mentees to contribute
to service as it made them part of the organisation and offered them the opportunity to
learn about the department working culture.
[I need to] make the mentees feel part of the organisation. So, service is very
important.
Research, as one academic role, covers formal forms of research recognised in
Western academic settings. It could be scientific research (both basic and applied),
humanistic scholarship, and artistic creativity (literary, visual, musical, and theatrical
works) (Mancing, 1991). In most HE research institutions, active scholarship and
securing external funding are integral parts of faculty members’ roles (Edgar & Geare,
2013; Middaugh, 2001). It has been argued that a research orientation in academe has
been reinforced from 1992 (Arimoto, 2014) and expectations for scholarly productivity
are increasing (Schuster & Finkelstein, 2006). In Vietnam, however, higher education is
based on the Soviet model, which places research responsibility in research institutes
rather than in the HE sector (Harman & Ngoc, 2010; Nguyen & Meek, 2016).
Consequently, the mentoring policy limits beginning academics’ responsibilities to
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teaching only, as specified in the Regulation. Giao explained why she did not involve
any mentees in research:
We are instructed to only focus on teaching during that [mentoring] stage, w.
The development of teaching skills for a novice staff member, especially in a
new department, should be prioritised and thus, Dang believed that the mentees’ time
should all be allocated for teaching and PD. On the contrary, the other mentors felt the
urgent need to engage new academics in research. Despite noticing that for many tenure
academics, research is an obligation that is sometimes done just for the sake of
completing it, Hai still asked the mentee to be involved. She saw it as both
responsibility and obligation for academics. The MA experience in Australia may
explain Loan’s stronger attachment to the research component:
The [mentoring assessment] criteria Iset include some forms of research by both
mentors and mentees. Because they need to update the knowledge in the books,
which could be out of date very quickly. Teachers need to update and research so
that they can be confident giving a class.
Loan encouraged all the mentees to take part in research in whatever form it is
available e.g. evaluation surveys, discussions on how to use the data. She believed this
promoted an understanding about academic roles and was the best way to update
knowledge in her subject areas (foreign language teaching and business management).
She also encouraged the new academics to participate in seminars with PhD students
and other academics or in software coaching projects. Aware of the constraint on
research due to the shortage of quality resources, she insisted on “setting them on the
course”, by which she meant familiarising them with the idea that research is part of the
academic role.
While the mentors’ effort in including scholarship in the academic role should
be acknowledged, it is worth pointing out that their reference to research, which
includes locating, reading and using materials relevant to professional needs, is not the
formal research expected from academics in Western academe.
The State’s and institution’s policies on academic roles seem to be unfavourable
for research promotion while this component, given its central place in academic work,
should receive support from “both centralised units (such as educational development
centres) and from departments” (Reid & Petocz, 2003). The neglect may prove to be
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detrimental to the Government’s goal to achieve industrialised country status by 2020
(Harman & Ngoc, 2010), which, in effect, requires HE to be more involved in research.
It is clear that to improve HE research, the State, and institutions should have a policy to
improve the academics’ attitudes toward how they define research to be relevant to the
rest of the academic world.
Mentors’ cultural lens
While the mentors relied on their mentoring and professional experience to work out the
program objectives and activities, the Vietnamese and department culture was reported
to govern the way they related and communicated with the mentees (Figure 13).

Mentors’
cultural lens

Vietnamese culture

Department culture

Figure 13. Mentors’ cultural lens
Dang’s and Hai’s stories show how they observed the Vietnamese collectivist
cultural norms, which seem to support the relationship and the mentees’ growth. They
made an effort to consider the matters from the mentees’ perspectives, avoiding
aggressive or radical decisions to ensure the new academics’ sense of well-being and
maintain harmony, an important feature of collectivist cultures (Hofstede, 1984).
… I put myself in the mentee’s shoes. I myself went through such a stage and
understood how they felt. I tried to create certain intimacy so that they could feel
comfortable and I always encouraged them … I conformed to the norm. I mean my
supervisor was pretty supportive and constructive and they normally created
opportunities. So I tried to do the same … (Dang)
Hai believed that to convince the mentee, it is important to build rapport and a
sense of fairness rather than creating hierarchy and trying to prove that she had the
upper hand or was an authoritative figure as inscribed in the Large Power Distance
culture code.
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[I] was never bossy … [I] need to be friendly, then they [the mentees] would listen
to me, love and respect me … [I] never try to prove that because I am senior they
must listen to me. The key here is to provide guidance so that they will always try.
… “I help you to be better. It is not that I require you to do this or do that”. It [the
relationship] has to be fair. [I] never look down on others; [I] need to build a good
relationship.
Similarly, Mi tried to be open, giving the mentees chances to experiment with
their opinions even when they contradicted her own. Reaping positive results, the
conclusion she drew was:
Whether things are right or wrong depends on the [teaching] situation… If I am
open to the junior staff’s contradicting ideas, I can build a good working culture.
Culture is also reported to play an important role in how Mi communicated her
feedback to the mentees. Mi felt the need to soften her not-so-positive comments to the
mentees and to the mentor (in the role of the Dean). She observed
sitting with the boss is already very threatening, let alone giving personal negative
comments face to face.
When dealing with a negative report, she found herself making use of peer
appraisal, self-, and student evaluation to back up her criticism as these means would
soften her critical comments. In her opinion:
That way could be more acceptable in Vietnamese culture. That approach seemed
to be more relaxing than the top-down.
In spite of all these accounts, it is worth noting that the mentors aligned with the
Regulation’s guidance in the way they conducted the mentorship largely in the directive
model. They generally saw themselves fitting into the role of master and coach.
Referring to the mentees, Hai, Loan, Giao and Mai employed the term “ngoan”
(obedient), which is commonly used for submissive behaviour by children toward their
parents. When Hai discussed the mentee, she expected them to “to try hard [because
they were mentees]”.
Senior academic staff with family might not join [non-academic] activities. All
young members [must] participate. [They] had to leave home even in the evening
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to organise student events, guiding them. They had to do everything.… Being young,
they needed to try harder.
The mentors frequently employed addressing terms indicating the mentees’
subordinate rank in a friendly, affectionate manner such as “these young teachers”, “các
em”, “cô ấy” (terms for students, people with less seniority).
The mentor’s expectation of the mentee to be “obedient” is also exemplified in
Mi’s metaphor and Giao’s account. Mi used the metaphor of “a plant that needs
watering” when discussing the mentees. As for Giao, a young academic, who “jumped
queues” when reporting departmental issues or gave comments that did not seem proper
in the Vietnamese academe setting, was immediately invited for a talk. Giao referred to
her behaviour as “rather rebellious”, “still young and in need of guidance” and to her
way of thinking “too blatant, like in the business world”. Giao explained the institution
hierarchy and “proper” manners to the mentee and included guidance in terms of
socially accepted behaviour towards other senior academics in her mentoring agenda.
She added that this feature is necessary and makes the academy different from the
business world where some of the mentees used to work. This individual mentoring,
which has not been reported in Western academic mentoring, may stem from the Large
Power Distance feature and from Confucian culture (Hofstede, 1984), which emphasise
in-group harmony and respect to the senior staff among the Vietnamese teaching
community.
Different traits of Vietnamese and department cultures seemed to be
instrumental in informing the mentors of how to operate the relationship and
discouraged them from observing some mentoring practices found to exist in other
HEIs. What influenced their behaviour and decision-making, as narrated by the
mentors, mainly stemmed from the department culture, which was, most of the time,
perceived to be different from the mainstream HE cultures. Mi, Loan and Giao in the
role of mentors believed that they did not follow some negative practices prevalent in
the mainstream culture and that their attitudes as well as behaviour differed from those
observed in some other institutions and departments. Loan noticed the hierarchical gap
in some institutions to be much larger than that in HMU.
Each department has its own working culture and the mentoring procedure depends
more on the department’s culture and values. In many other institutions, mentors
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are holders of very high titles and qualifications while the mentees are just
apprentices.
Both Loan and Giao noticed that the significant gap between the two players in
some universities could result in the fact that mentees were even asked to “run errands”
such as administration or marking for the mentors. However, Loan believed “in my
department, the staff conform more to our culture. … The mentor and mentee hierarchy
is downplayed”.
This perception of mentor/mentee relationship determined the way the staff
communicated to each other, creating their own communication code deviating from the
more hierarchy-focused norm in other departments. Loan argued that the ease in
communication would facilitate mentoring.

Mentors’ extension of skills, knowledge and expertise
The mentors’ role and their self-governing were reported to generate a wide range of
knowledge about mentoring itself, the subject matter, HE teaching cultures, the
institution, other departments and human resource development (Figure 14). Additional
knowledge was generated through the interactions with their colleagues and mentees.
The mentors’ effort to improve professionalism was driven by the mentees’, the
institution’s, department’s, and colleagues’ “gaze”, by their own motivation and their
resistance to the practice. Working on the mentoring assignment initiated chances for
the mentors to exercise all the manoeuvres within their power: try novice ideas, and
learn lessons on how to mentor, which, in many cases, were different from what is
prescribed in the mentoring documents. Specific strands of knowledge gained were how
to work with mentees and what areas to operate in: only teaching or including course
development or how to manage the student/lecturer relationship. They also covered very
practical aspects such as how encouraging or critical a mentor should be when giving
feedback.
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Figure 14. Extension of mentors’ skills, knowledge, and expertise
Interactions in mentor’s role
Additional mentoring and professional knowledge were reported to derive from the
interactions with other mentors and colleagues, with the mentees and with the students.
As training for mentors was not provided, Hai said that discussion with her colleagues
generated many ideas about how to mentor. Loan added
Each academic has his/her own strengths and knowledge that I can learn from. …
It is a learning circle.
The only male mentor participant, Dang, believed the mentorship was a win-win
experience and he reported on his experiences learning from the mentees. He learned
new teaching methods and drew lessons from their performance problems.
Some new teachers … had interesting ways [to deliver the lesson]. They had some
new techniques, new approaches which I had never thought of before. ... Being
young, they had the opportunity to access updated teaching methods, making them
an interesting resource and they can teach me in the role of the mentor. … Even
when they made mistakes, I can learn from the mistakes…
The mentees were junior in age and thus, were exposed to a different set of
knowledge and skills and this knowledge generation was noted by Giao. These
narratives are in the same line as what was reported in the mentoring program for
probationary university teachers (Mathias, 2005). The process is found to be mutually
beneficial as it engages the mentors in reflections on teaching (Mathias, 2005). Dang
additionally reported on benefiting from certain knowledge on mentoring and teaching.
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I gained knowledge, experiences for the next time mentoring and I can work more
effectively, removing redundant details, know how to approach the task more
directly, how to make it more effective and clarify [mentoring issues] to both sides.
These positive narratives confirmed the findings on the reciprocal benefits of
mentoring as reviewed in Chapter Two (Alpert et al., 2008; Mathias, 2005; Murray,
2001). Dang further explained that he was enriched by lessons, tips and techniques
accumulated by observing the mentees’ problems when they closely followed a
methodology book in terms of staging the lessons. It dawned on him that strict
observance of teaching steps prescribed by teaching specialists did not always bring the
best results and that students’ needs along with the context were to be taken into
consideration to ensure the lesson’s success. This finding of the mentees’ helping role is
in line with the eagerness that new staff often display in sharing teaching methods and
resources (Gloria, 1998). Mi found the practical lessons gained from mentoring very
useful for her teaching of postgraduate courses. For Loan, observing mentees other than
her own elucidated mentee behaviour, which facilitated her decisions about how to
circulate the information and made her aware of the need for readjustment.
… Even observing other mentees helps me understand my mentees’ needs and what
they are trying to express.
In addition, informal chats with the mentees provided an important channel
about the situation, assisting Loan in understanding what she did not see actually
happening. She came to the conclusion that the creation of a trusting relationship
crucially facilitated sharing and confidence. She also understood that mentorship should
not operate with too much focus on the mentor-mentee gap, which suggests an
unbalanced relationship in terms of power, ranking and knowledge, but more with
collegiality. The knowledge about how to initiate and maintain intra-departmental
relationships was not imparted in the more orthodox, traditional way but through more
intimate interactions like private confidence as shared by Hai. This is especially obvious
in her department, which provides training in Chinese and has been affected by Chinese
culture. There exists an expectation to observe the context and the players involved in
making decisions. This once again shows that the way the superior lessened his/her
power could make way for more knowledge to be generated and shared.

131

Other types of knowledge gained by the mentors are related to mentoring and all
the five supervising academics valued the accumulation of knowledge in this area. Hai
believed:
I gained experience for mentoring. “Master of one hundred trades is not as good
as master of one” [Vietnamese proverb]. I found things that need improving. With
the lessons learnt, I will mentor better.
Hai treasured each mentoring opportunity, which gradually improved her
understanding and handling of the task. Not being informed by the policy documents,
the accumulation of mentoring experiences led to formularising and systematising this
assignment for future use as observed by Loan
I gradually formalised it [the mentoring procedure] with the experiences gathered.
And Mi
I failed in some first cases and I learnt from them.
Mentors’ self-governing
The mentors felt that their engagement in mentoring new academics elicited them to
endeavour to improve their own subject matter knowledge. Hai was aware of the hard
work presented by the mentoring assignment
It was an obligation to be good, to set an example … She is my “face”.
There was no alternative but to carry the mission to the best. If not, her face
would be lost and the department reputation would be affected. Also, only by improving
herself could Hai convince the mentees with her instructions and guidance. Hai referred
to this Chinese metaphor:
If you want to give away one tub of water, you need to have ten.
This reference shows a very traditional view of teaching and teachers in Asia.
Teachers are knowledge givers and thus need to be much more knolwedgeable than the
students. The pressure to be the master by the mentorship was also felt by Loan and
Giao, who believed that a mentor should never stop improving his/her own knowledge
of the subject. Loan felt the constant need to read and research to facilitate her
knowledge impartation while Giao remembered being motivated by a mentee who was
a perfectionist.

132

She would ask for all the details … and try until she got the answer, which pressured
me to do more preparation so that I could respond to her queries … I needed to
prepare much more.
Training a new comer, who might have fair mastery in the subject matter but
was inexperienced in HE teaching, meant the mentor needed to revise and practise
lesson planning and teaching methodology including how to communicate effectively
with the students and understand the targeted culture. Loan said:
When mentoring, I need to read, to research … do something like enriching my own
knowledge.
Not having access to the “proper” observation sheet, the mentors juggled
between a simple system of note taking while observing (Loan and Giao) or making use
of what they considered more professionally appropriate forms borrowed from overseas
institutions (Hai and Mi).
Handling the delicate relationship with the “subordinates”, Loan and Giao
further acknowledged that they gained precious lessons in human resource management.
They referred to understanding the mentees/colleagues, staff working styles,
management, interpersonal and leadership skills (Loan), and teamwork (Giao). The
mentors also gained knowledge by resisting the mainstream mentoring as elaborated in
the coming section.

Challenges to mentors
Several sources of tensions surfaced as the mentors engaged in the mentoring process
(Figure 15). These sources included power relations between the academics and the
institution mentoring and those between the mentors and mentees. The former refers to
the policy and the institution’s execution of the policy, which involves the mentoring
content, the dissemination, and supervision of the Regulation. The latter was the
mentoring relationship, which operated under the “gaze” of the policy and culture. By
creating resistance, the mentors generated significant, additional knowledge and how
much knowledge was created seemed to depend on how strong the resistance was and
how active the new discourse was.
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Figure 15. Challenges and mentors’ subjectivity
Mentors’ interaction with institutional mentoring
Being asked about their first time on the task, the mentors all agreed that their early
experiences were fraught with unexpected challenges. One particular onus, as reported
by the participants, involves the untimely dissemination of the policy documents, lack
of supervision of the mentoring process and the Regulation’s inadequate content.
The mentors except Dang recalled memories of their first time mentoring not
having access to the Regulation and recounted the frustrations they experienced.
Additional challenges arose from the program content and supervision of the policy
document execution. Most of the negative narratives related to the regulation content
revolved around its lack of instructions on important components of a mentoring
program. Guidance in the form of mentoring objectives, mentor/mentee pairing, graded
tasks/assignments or activities, etc. was not available, which confirms the findings from
the document analysis.
There is no specific guidance or instructions on what the mentors and mentees
should do. (Hai, Loan and Mi)
The instructions from the documents and institution leaders are mainly on
administrative aspects of mentoring, for example, how many observations to conduct
and how to assess them. The focus is not on one of the important objectives of a
mentoring program: facilitating mentors’ ability to develop new academics’
development (Johnson, 2016). As discussed in the document analysis, the lack of
instructions on mentoring activities may make the mentors experience the same feeling
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of bewilderment as those in Mathias (2005) study did. They might wonder “If I create
and run this activity, does it mean I am over-directing the mentees?”
Furthermore, structural injustice as can be seen in the lack of release time,
professional incentives, and very little monetary entitlement means mentoring
significantly adds to the already excessive workload shouldered by Vietnamese
academics. As reported in 2011, the student-teacher ratio in Vietnam was close to 29:1
while the ratio commonly found in the USA, Japan and the UK is less than 20:1
(McCornac, 2012). In Hanoi, the average number of teaching hours is reported to be
over 150 percent of the required allocation due to the severe shortage of academics and
with this workload, these lecturers are entitled to an average of approximately 200 USD
a month (McCornac, 2012). This modest sum may not be sufficient for family support
given the recent inflationary pressures. The combination of these factors may be
associated with reduction in mentoring activity. Only six out of the 31 beginning
academics in a Vietnamese university reported to have mentoring and the experience
was informally arranged (Hoa, 2008). This seems to contradict the State’s policy of
formal mentoring for new academics. Weighed down by academic administrative
responsibilities (McCornac, 2012) and the added caretaking roles of home, children and
finance expected of females (Nguyen, 2013), the participants, four of whom were
women, found it hard to allocate their limited time budget for this PD activity.
Mentoring then was often conducted after school on an irregular basis as acknowledged
by Ha, one of the mentees.
The lack of incentives presented another hurdle for the department leaders in
assigning the task. Mi observed that some mentors did not seem to be well prepared for
the workshops or meetings although they frequency spoke of the need to spend more
time on the assignment (as they were aware of its importance) in order to keep up the
required pace. She shared this:
Obviously, if she/he [the mentor] works for a long time, there should be some
incentive. ... without a monetary incentive, the quality can’t be ensured. ... If they
do not do a good job, I will [hesitant] just give a friendly reminder, then adding “I
will help if there is a problem”. Can’t compliment as there is no money to go with
it. Can’t criticise as bad criticism may offend them, preventing them from working
[for the department].
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Up to half of the academic mentors participating in Mathias (2005) study shared
similar concerns about the added workload to their roles and the lack of recognition by
their departments. Mentoring, when less frequently conducted than desired, may leave
negative consequences for the development of a trusting and empathetic relationship
between the mentor and mentee. As found in a study into the role of mentoring in
socialisation in a new faculty, accessibility is the most important facilitating factor as it
generates interpersonal bonding and social support (Cawyer et al., 2002). If the mentors
cannot afford the time to be with the mentees, as in the case of this study, the mentoring
relationship becomes “inconvenient” (Cawyer et al., 2002, p. 235).
The structural injustice also affected the mentees’ contribution of their time and
this, in turn, had some adverse impact on mentoring. Reflecting on the mentees, Mi was
concerned about the level of resistance displayed by some of them when they were
required to attend PD events with the mentors. She associated their lack of enthusiasm
with the lack of time and finance incentives.
It is a dilemma. PD is obviously important but people are very hesitant. They may
shout “Yes! Right! It is important” but they think “I need to do extra teaching to
make money, not to sit here, listen to you”
In a similar vein, it was found that first year academics, who are perceived to
need mentoring most, in fact showed less interest in this development of relationships
than the third-year academics (Olsen, 1993). The unwillingness to participate may
impede the mentoring’s desired impacts (Kalbfleisch & Davies, 1993). In Wingard et al.
(2004) study reviewed in Chapter Two, the departments purchased “release time” for
the junior staff members to counter the negative financial consequences in consideration
of their reduced clinical hours in clinical departments. If similar considerations were
given to the excessive workload that academics are assigned with in Vietnamese HEIs,
finance incentives should apply.
These problems may persist in many HEIs as they all share the same mentoring
directives from the State and I argue that this may work against the establishment of
systematic and collegial mentoring for the development of new lecturers. The findings
have certain implications for the institution policy on incentives for both mentors and
mentees if the human resource development goals are to be achieved.
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Resistance
The interview data reveal that the problems with HMU’s mentoring may be an agent for
the formation of negative attitudes toward the institution mentoring and of alternative
mentoring. The Regulation’s governing power, which should have shaped the mentoring
process, was consequently reduced to an administrative step by the mentors. The
mentors also created a mentoring agenda for their own use or for their department
(Figure 16).
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policy power

Other
mentoring

Fear

Figure 16. Resistance to institutional mentoring
Dang believed the institution’s recruitment board was only interested in whether
the observation form was filled, the observations were sensibly scheduled, and the
report was completed using the criteria provided:
Mentoring was more or less an administrative procedure. A step to complete in the
whole procedure. … Meeting all criteria? O.k. Done.
He felt that he was not responsible for providing a more detailed explanation but
just the required information according to the criteria. Under the pressure to submit the
right forms and the need to provide the best mentoring as well as following the
department’s practice, Dang employed all the observation forms and procedures
specified by the department and then selected relevant information to fill in the
institution form. The way he commented on the department and institution forms
showed how he denied the institution as professional monitor and how he downplayed
the institution’s role in professional promotion while embracing the department
mentoring:
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It [My mentoring assessment] combined both: one is a truly professional guide
provided by the department and one as administrative formality regulated by the
institution.
This resonates with the criticism Mi had for the provided forms:
Those forms [are] … only administrative procedure. It is more of a procedure than
of assistance to him/her [the mentee].
Giao, the youngest mentor being interviewed, also reduced the institution’s
“distant gaze” when saying:
… the forms are just a formality to work with the HRA department and the like.
They have, I think, a very general description
In a sense, she suppressed the supervising power of HRA department and the
institution:
I don’t think the HRA needs to know about [my] mentoring.
Inadequate mentoring content and negligent supervision on the part of the
institution led to the fact that the mentors conducted their own mentoring by applying
their experiences (Dang and Hai), following their intuition, driven by the department
needs (Mi), and progressing by trial and error (Loan).
Dissatisfaction with the institutional mentoring prompted Mi to accomplish the
demanding task of developing a totally new training program for a newly established
department with only a small number of senior academics. Her background in TESOL
and MBA assisted her in developing a mentoring agenda with a training system of
workshops, working lunches, feedback sessions, and evaluation.
When receiving the observation and assessment forms attached to the
Regulation, Mi did not see much value in them as they were not formulated in the way
that the information collected could be useful for the mentors and mentees in their
attempt to improve performance.
I myself did not have a high opinion of the forms because they did not give me a lot
of information [about the mentees and how they conducted the class]. They did not
tell the young teachers [the mentees] how to improve, either.
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Mi’s choices in mentoring represented her commitment to what she believed to
be beneficial to the new academics. She developed all mentoring policy for her own
department and a set of mentoring documents, i.e. the observation sheets and
performance appraisal form. The evaluation that she used included multi assessments
involving self, peer and mentor, which she believed to be more comprehensive than the
mere use of the mentor report.
Our department developed our own observation procedure and material together
with performance appraisal form. What we called Performance Appraisal Form is
intended to provide more thorough assessment of young academics’ performance.
For example, how they communicate to colleagues, manage teaching, their
inclination to acquire new knowledge, ability to cooperate and teamwork,
contribution to non-academic activities … willingness to undertake MA, to advance
professionally …
All these initiatives, while assisting the mentors in completing the tasks, did
generate a range of problems. The way the mentors waged their own mentoring
program without professional and financial assistance from a higher level of
administration meant there were problems with the mentoring and inconsistency in
policy execution across the institution.
The fear of losing face (but not fear of the penalty inscribed in the mentoring
document) if not completing the assignment for a senior academic in the leader position
pressured Hai into doing a successful job. However, Hai said that the way she
conducted the training program by reflection on her own experiences, consulting
colleagues, and trying to learn from errors meant that activities andtasks were not
properly graded. Steps were missed out, especially when what she did was dependent on
her intuition, not on a rationally developed and tested schedule as it should have been.
Her dissatisfaction with the policy and the way the task was assigned to her was clearly
seen in the way she repeatedly (three times) mentioned the issues:
I will tell all the truth: I was told to mentor this academic for a year. I had to figure
out how to. … No training, no forms or requirements telling me what to do, even a
form saying what I will do and what she will do. …. But required me to write a
report at the end. … a detailed report covering all criteria. . For the first time
mentor, this presented a tremendous challenge. [The forms] should have been
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provided in the first place so that I would know what to do. … In my opinion, I
should have had guidance on what specifies Good or Satisfactory. … [The
observation form] is really necessary. Without it I was guided by my perception,
which means if I remember [steps] I would do a good job. But sometimes I forgot.
The way Hai “hedged” with phrases like “Should I tell the truth?”, “I will tell all
the truth, then” and “I will tell the truth as it is” indicated a certain level of reservation
to overcome to communicate what she felt about the institution management of the
mentoring.
Loan reported in the same line:
I think the most serious issue is that the [mentoring] procedure is not standardised.
… I did it while learning [how to mentor] and so I missed some stages without
knowing it.
Without detailed instructions from a “proper” mentoring program, some mentors
found that they did not organise certain steps, e.g. evaluation for the mentoring
program. Mi said:
As a manager, I should have organised follow-up. If I only say A will be mentoring
B for this long, then let them go until the end of the year and then ask for a report
at the meeting, then people will do it for the sake of completing it. Without followup, there will be no quality for mentoring.
The mentors expressed serious concern about the lack of training, which is
justified by empirical research findings in teacher education, supporting the value of
mentor training. Being an expert teacher does not necessarily ensure successful
mentoring. New teachers mentored by trained mentors were found to display better
performance in lesson planning, instruction, and reflective practice (Giebelhaus &
Bowman, 2002). Training has also been found to facilitate mentors’ responses to the
mentees’ problems (Koballa et al., 2010).
Despite investing effort in designing and operating a new training program,
which gained a great deal of support as reported by some mentees, none of the mentors
managed to blend their innovative mentoring into the mainstream. Mi felt certain
pressure from other departments, which were not so keen on the mentoring task. The
fact that the execution of the mentoring task, important as it was, was not supervised by
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a specific academic member or body led to inconsistency across the departments,
creating a form of disconsensual environment.
The first challenge was that there existed no consistent mentoring policy. If the
International Relation Department or the English Department does not do it
[conduct the mentoring program] while our Department does, we will become an
odd-one-out. It will then create problems for us. People will look around, compare
and say: “Gosh, young academics there [in other departments] are carefree, have
nothing to do while here all the time is spent coaching and mentoring.
Mi noticed that the negligent supervision from the institution meant mentoring
was not made viable the way it should be in some departments. As noted by Tillman
(2001), the assignment of a mentor and a tenure review committee to submit reports to
the department on the progress of the junior academics were commonly seen as
constituting a “mentoring program” but it actually does not. That situation existed in
some departments at HMU. The “extra” effort Mi invested in the departmental
mentoring program could well put her in a disadvantaged position as her own
department seemed to work against the norm and her staff had to work harder than their
peers in other schools. The strong emphasis given to the mentoring program in one
department could lead to the fact that some staff exhibited jealousy of other departments
where the equivalent program operation was much less active. This problem was
compounded by the fact that mentoring was not allocated with extra time or funds and
the more the participants engaged in this task, the less time they had for family and their
responsibility for income generation. Mi imagined that the department staff could have
dubbed her innovations with such negative terms as “rách việc” (literally: create more
work, causing more troubles), “rỗi hơi” (literally: spend time on something useless,
irrelevant). They might say “sĩ diện” (literally: try to show that she is good to gain more
respect) or “cứ vẽ ra cái này, cái kia” (literally: improvise unnecessary things) when
“khoái chí lên, hứng” (in the mood). They may even blame her for not considering the
fact that “the (staff’s) salary stayed the same”.
Mi felt “ngại” (literally: not wanting to go ahead with the intention, being put
off by the possibility of risk). As the innovation was her idea, not supported by the
institution’s management or aligned with the mainstream practice, she felt the people
involved only “performed an evasive act” and her “departmental mentoring was
fragmented.”
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Mi believed
To create a large scale impact, the institution needs to have a detailed policy.... If
there were such a policy, I would feel “I am following the institution’s instructions
and other departments would do the same, not just me” … I think that would be
more favourable [for her department’s mentoring].
Mi’s voice about how mentoring policy should be revolutionised was powerful
in her department as the workforce behind her (including academics and administrators)
fulfilled her initiative and they ran a mentoring program totally different from other
departments. However, there was notable silence from other departments or the
institution on whether what had been developed by the interviewed mentors should be
included in a policy review to improve the mentoring. The plethora of Vietnamese
conservative and centralised governance arenas within which academe is located
obviously seems to pose a direct challenge to the academics wishing to present critiques
of the way they practise PD. Taking the risk to realise critical ideas may carry a heavy
price. This, in conjunction with the traditional Vietnamese culture, which supports
hierarchy in academe (Truong & Hallinger, 2015), means critique has become
increasingly unpopular and is likely to be banished from public discourse. For Mi, the
cost of overtly challenging the policy agendas that appear powerful and persuasive at
the document analysis level and striving to integrate her department mentoring
discourse into the institution’s is risky for her career. She, thus, still used the institution
forms for fear that rejecting them would create criticism from the administration. Mi
explained:
I was a new leader. I thought “Alright I will just conform to the institution norm so
that things could be easy”. I was not strong or brave enough to protest. And I think
if I had protested, they would have hated me more. … to tell the truth, I just did
[used the forms and followed the institution procedure] to get away with it.
Policy’s and culture’s “gaze” on mentors
The policy’s and culture’s constitution of mentoring was reported to result in problems
related to the mentor’s conflicting roles,fear and submissiveness on the part of the
mentees (Figure 17). The role of supervisor/mentor is an issue related to the Regulation
content but it is also discussed in this section because it represents challenges to
mentoring relationships and is related to the issue of hierarchy.
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Figure 17. Policy’s and culture’s “gaze” on mentors
Conflicting roles of supervisor and mentor
In retrospect, all the mentors readily identified the dual role of supervisor and mentor as
a significant barrier they faced when assisting junior faculty although Loan did
acknowledge an advantage:
Generally, mentors should take the role of evaluators…. Mentors work most closely
with the mentees. Mentors, many times, can have an important opinion to the
manager. … mentors understand whether the mentees are really weak, could be
trained [to be better at the job] or not. .. I believe it is important for mentoring as
mentoring is not elimination. It is a training process for a decision to be made.
Mentoring is the time for them to show, to perform and … to see if their performance
can be accepted or not.
In the same line, Hai admitted that the bond developed between the pair could
help her understand the mentee better than other academics in leader positions. This
could, on the positive note, enable her to have better judgement of the mentee.
These two mentors, however, shared with the others their accounts of the
challenges related to the dual roles that they played. Hai reported the pressure she went
through when completing the assessment report as a mentee’s performance may reflect
the mentor’s judgement and competency (Ragins & Scandura, 1997). The Vietnamese
cultural implication is that the mentee represents the mentor’s face and her success
determined Hai’s reputation as a teacher, supervisor, and leader. This dilemma made it
incredibly hard for the mentor to write a negative report. Additionally, Hai felt the need
to give a great deal of consideration to the high stake decision that she was to make.
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[A negative report] would affect her/his career, life; affect the department’s
performance, etc. The probationary period could be extended to another six months
or one year.
Another dilemma is the fact that the position of a subordinate being supervised
and reported might place the mentee in the alert mode so they were forced to strive to
show the best in the presence of not only the mentor but also the other department
members. Hai commented that it requires many year experience of life and teaching to
understand the true self of some mentees. She recalled cases in which the mentees tried
some ingratiation strategies and she admitted that it was difficult for her to identify
these incidents. Hai also recalled that the bond developed between the pair did create
certain pressure on her at the report writing stage. Dang shared a similar note:
If they [the mentees] are not really good, then I still try to give feedback and
encourage them to keep trying. I would not resort to requiring them to extend the
trial time. I would not resort to saying “No” to such cases. … It is the issue of
feeling, emotion here.
What was reported by Hai and Dang resonates with the high-context, collectivist
and paternalistic features of Vietnamese culture discussed in Chapter One. It does not
reject rationality or pragmatism, which are upheld by individualistic cultures (Kim,
Triandis, Kagitcibasi, & Choi, 1994). However, as a high-context culture it attaches
great importance to a caring oriented mentality of considering all variables to maintain
harmony, which is found among individuals, groups and organisations (Nguyen, 1991).
This derives from Confucian philosophy, which criticises individualism and emphasises
the importance of acting for the greater good of the collective group (Gelfand, Bhawuk,
Nishii, & Bechtold, 2004). A balance, thus, must be achieved between “ly” (rationality)
and “tinh” (approaching the problem with a caring mentality to maintain harmony)
when making judgements (Nguyen, 1991). Another complication is the fact that
mentors – like teachers – need to juggle their authoritative and benevolent roles in the
relationship with their mentees/student (Cheng et al., 2004).
Mi, as the Dean, reported the stress she endured when writing reports.
Our culture involves consideration of “face”, which resulted in hesitance [when
deciding a Fail]. It was easy to compliment but criticising someone, even in oneto-one situation makes me hesitant. Especially [this criticism] would affect their
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future. .. I was very hesitant … Submitting a [negative] written report means they
will lose “face” ... “Oh my God! Everyone would know [about my failure]”.
Pressured by both the leader’s responsibility to follow the institution’s policy
and observe cultural face loss, Mi took resort to writing reports only for the academics
who were graded Successful after the probation. She explained that completing a
negative report in black and white would double the shame of the mentee’s failure as
now this would make the news school-wide. To four or five probation academics who
never managed to be in the shortlist, she encouraged them “You need to try harder”.
The pressure to maintain harmony in Vietnamese collectivist culture was on Mi when
she saw obvious problems such as improper preparation for PD workshops. She was
obliged to communicate her dissatisfaction in the softest way possible.
Loan had another strategy. She followed the institution’s procedure to terminate
cases which received very negative feedback from both the mentor and students and she
felt the need to clarify to the mentees the problems that led to the failures. She believed
that this would help them to understand the reasons why they did not achieve what they
set out to and would save them from feeling confused and angry.
Further elaborating on the same dual role issue, Dang felt the pressure to provide
a fair report as it might result in an inappropriate recruitment decision, which would
later affect staff quality. He noticed that without the supervisor role, the mentor would
have made the mentees “feel much more comfortable, willing to be true to themselves
as well as show their own weaknesses”, which, in turn, proved to be helpful to the
mentoring support. There were some cases where he regretted authorising “passes” in
his report.
If … the mentee were not really good, I will try to advise and … encourage them …
I was not tough enough to force them to extend the challenge time. Not tough
enough to say No to these cases.
The expectations from the mentees, the recruitment board and staff members
were that the mentees, who were successful in the first academic assessment round, only
needed some time to familiarise themselves with the new HE teaching and proving that
they matched the teaching practice requirements and they would be recruited.
Compounded by the bond already developed between the mentor and the mentee, the
former would find it even harder to deprive the latter of the employment chance.
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However, in the leader position, Dang could then see some staff members actually
performed “under par … or much more poorly” than they did under his supervision and
they even received many complaints by students. He put this down to the fact that his
mentoring was, to some extent, a formality of an encouraging and supportive nature, not
“eliminating” as it should have been. He also attributed the inadequate judgement to the
bond developed between the pair that stopped him from doing something “radical”. One
more observation that Dang made was that all academics on probation would try their
best for long-term recruitment:
If attitude is considered important, they would all display good attitudes, they were
all punctual, enthusiastic, willing to meet the mentor any time, anywhere and they
were not foolish to reveal their true self as someone so amateur.
There seemed to exist a conflicting fact: Mentoring is reduced to a formality
required by the recruitment body but in fact, it is an important step as the recruitment
board expect the mentors to do the elimination job well. Dang believed that what he did
was “constructive” but that the mentoring process would be better if it were done “in a
more decisive way” and that he should make his voice heard when he felt that the
performance was in fact not satisfactory.
Mentees’ fear and submissiveness
The reporting role and the hierarchy in the relationship were perceived to breed fear and
submissiveness on the part of the mentees. Dang noticed that some would make a point
to present their best self and this actually worked against them as doing so they failed to
show areas that need improvement and thus, failed to obtain the right support from the
mentor. He commented that the mentors’ attitudes and behaviour may determine the
level of submissiveness.
If the mentor is open, willing to share or friendly, not pushing, he/she will receive
the true responses. If he/she is authoritarian, or stern, not open to change, then the
other will be a robot, following all instructions, even when there is something
he/she is not content with. He/she will not dare to voice anything unclear or
unconvincing for fear that something unfavourable may happen.
Dang shared that he tried his best to level out the hierarchy and create the
highest level of comfort, saying “I am always willing to listen to your opinion”, “If
there is any problem, contact me, please” and “You can ask me if there is anything
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unclear.” The other mentors’ intention to create comfort in the relationship can be seen
in the way they often employed addressing terms connoting a more casual relationship
in a friendly way such as “chúng nó”, “nó”, or placed the mentees in an equal position
with “bạn giáo viên” (fellow teacher), “các bạn ấy” (buddies). This is very different
from the formal address terms used in the Regulation showing the function of the staff
like “mentor”, “supervisor”, “mentee” and “probationary employee”. However, Dang
admitted that how much ease the mentee felt would depend on how well he/she
perceived the mentor’s true intention.
If they feel that I am sincere, they will have a fair response. But if they think I was
just paying lip service, then they said “Yes” while hiding their weaknesses and fear,
trying to be obedient to make the mentor happy and obtain the desired report.
Hai saw that the mentees were “very obedient, very submissive” and “trying
very hard”. This could be beneficial in a way as cases in which mentees were unwilling
to learn or unable to have been found to harm the relationship (Eby & McManus, 2004).
However, when having conflicting ideas, many would not “dare to talk back” while
some might attempt to “exchange opinions in a tactful way”. Hai highly appreciated
those academics who knew “how to communicate their opinions”, seeing them as
potentially good academics.
As a Dean, Mi felt the fear the mentee experienced: “they are afraid of my
position” and she felt that some faked agreement because they did not want to have the
bad reputation of “fighting again the boss”. She noticed:
Only very brave mentees would contradict my opinions. Or those mentees who are
not too junior in terms of position or qualification.
Loan and Dang had the same observation and Loan attributed the “hidden
conflicts” to the fear of sharing contradicting opinions with the mentor. Like Mi and
Dang, Loan believed that some mentees thought they should not talk or talk a lot when
in that (low-ranking) position of probation staff.
The mentors, as reported in the section describing the influence of Vietnamese
culture on the mentors, tried different strategies to encourage the younger colleagues to
be more open and confident. They approached them in a friendly manner, provided
them a chance to try their own ideas (Mi), prioritised communication with the mentees
and encouraged them to share their opinions in meetings (Loan).
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The Mentees
Knowledge that informed mentees
The mentees’ narratives show how their mentoring mostly derived from the mentors,
their own experiences, knowledge and culture perspectives (Figure 18). The Regulation
was reported to lose most of its power and was deemed useless as directives and
guidance for mentoring. Similar to the mentors, the mentees were active in their role but
their engagement in resistance was limited compared to that displayed by the mentors.

Knowledge that
informed mentees
Dependence
on mentors

Mentees’
cultural lens
Mentees’ experiences
& knowledge

Figure 18. Competing knowledge that informed mentees’ mentoring
Dependence on mentors
All the mentees except Phan, who received assistance from her father, recalled similar
accounts about their access to the institution policy on mentoring. They were not given
adequate information on the mentorship objectives, content or assessment criteria. The
four mentees confirmed that they did not receive any written instructions on the goal,
objectives, activities, mentor selection, or assessment.
No guidance document was provided by the department, as far as I know. There
might be but was not delivered to me. I don’t know. (Bao)
Their understanding of the mentoring procedure was generally made possible by
the Dean’s brief explanation in the department meetings. They understood that to be
recognised as tenured staff, a probationary academic needed to successfully complete
the mentoring/supervision phase.
There was a formal announcement but not written. ... In one meeting, the Dean said
that I would take a probation period. … A staff member would be assigned to
support me. I would be working on the course that my mentor was delivering. The
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mentor would do, e.g. observations, provide guidance in lesson plans or assistance
if I have problems. (Thuan)
Ha and Thuan were able to acquaint themselves with the mentoring
administration in informal conversations with more senior colleagues. The highlight of
the briefings they managed to have access to was mainly the procedural information i.e.
the length, purpose of the mentoring program, and assessment task (observations and
report).
What mentoring should involve was then mainly communicated to Ha, Thuan,
Tuan and Bao by their mentors.
Normally … the mentor would orally inform ... what you must do and what you are
encouraged to do. (Tuan)
The mentees were then dependent on their mentors in terms of mentoring
activities. Tuan recalled that what informed his mentoring mainly originated from a
supervisor, who used to be one of his university teachers at the study institution.
I was totally dependent on the mentor and I did what I was told.
This could be counter-effective for the mentoring purpose as one of the
relational problems reported in the literature was the over-dependence of the mentees
(Eby & McManus, 2004). In fact, protégé’s exploitation of the relationships was found
to be damaging (Allen et al., 1997).
Phan was the only mentee who received a copy of the institution regulation from
her father. He had worked for the HRA Department for approximately 20 years and had
gathered good knowledge about the materials that she needed to read and the stages that
she was required to complete in order to be recruited as tenure staff.
I consulted my father because he had been a staff member and he knew all the
procedure. … He has experience and would show me what to do. … In fact, I did
not need to read [the document] because my father is knowledgeable in this
(probation/mentoring). Even when I was writing the reports, my father helped me,
preparing forms for me to fill in. (Phan)
Mentees’ experiences and knowledge
Very much like the mentors, the mentees’ understanding of what constitutes academic
roles determined the level of their participation in teaching, service, and research. Their
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understanding of the academic trifecta that directed the mentoring is similar to that of
mentors. Reflecting on their background and the work they were expected to perform,
the mentees were well aware of their lack of experience in HE teaching and worked
hard on it. They all emphasised the importance of learning how to teach, how to prepare
for class, how to work on the materials and develop a course. The five probation staff
members showed much less involvement in service and research compared to the other
role. Tuan pointed out:
I am 100% sure that young teachers and even senior ones did not have a strong
awareness of the research component as one of the academic roles.
Ha believed that scholarship was not necessarily relevant to the new academic’s
role, explaining:
Familiarising with the school norms and teaching already took a lot of time.
Some mentees gave evidence on the lesser weight they attached to the role of
research, suggesting that academics in the mentor role should be allocated with less
research:
Suppose the school could count mentoring as 20 hour research allocation, for
example. (Ha)
Mentoring was almost like a research project so it is best to offer incentives such
as halving the mentor’s research allocation. (Thuan)
This attitude to research, an essential role of academics in a Western institution,
resulted from the State and institution policy, which specifies that probationary staff
focus on teaching and PD. It may affect the HE quality as well as the research
productivity index of Vietnamese institutions because mentors are generally academic
staff with good qualifications, which means they are more productive in terms of
scientific and scholarly publishing than other staff.
Regarding service, Tuan saw his own engagement as rather limited although he
was encouraged by the mentor.
I know I must participate, I need to, I should but I did not do it much. … only
selecting few events.
On the contrary, Bao and Phan were enthusiastic with service as they felt that it
was their responsibility and it promoted their bond to the schools. Similar to the
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mentors, none of the mentees commented on how they worked on the political attitudes
and how the mentors assisted with that aspect of institution mentoring.
Mentee’s cultural lens
While the Regulation text and talks about it gave the mentees several ideas about the
administration aspect of mentoring such as assessment tasks, their cultural views
seemed to inform them of expected behaviour and communication in their relationship
with the mentors.
The young and inexperienced academics are expected to treat the more senior
staff, some of whom used to be their university teachers, as a source of wisdom rather
than openly dispute their opinions. The culture repercussions were there when Tuan
shared with me how reluctant he was when he felt the need to disagree with the seniors,
some of whom used to be his university teachers.
Sometimes I went with the decisions which I myself did not prefer …
The cultural effects seemed present in the way Thuan described how careful and
nervous she was when being among other department staff. She felt subconsciously
compelled to watch her posture, voice projection, and opinions.
I was “gone with the wind” … I was nervous and kept being polite. Kept looking
around, afraid of everyone. [I would] say hello – very loud – to everyone and watch
what I said. Kept wondering if saying such a thing would be alright or not.
This commonly observed fear and submissiveness could, in fact, result in
relational problems and even termination of a mentorship (Ragins & Scandura, 1997;
Scandura, 1998). Mathias (2005) found that mentors actually expected the probationary
mentees to be more proactive in directing the relationship and work progress. Mentees’
submissiveness can also play a part in breeding controlling behaviour on the part of the
mentor, which, in turn, may negatively affect mentees’ growth and individuation (Kram,
1985).
Expected to be obedient and try hard, some mentees even attempted to be
“useful and helpful”. Bao revealed this vein when commenting on the cultural role.
It [The mentoring] is under Vietnamese culture’s influence. … I should know what
the supervisor expected me to do, help her … There could be some unnamed errands
but I was still willing [to do]. … I tried to be most friendly and considerate.
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The mentors’ dependency on the mentees when it comes to “errands” as
described above is, in fact, one of the most cited reasons for mentoring dysfunction
(Ragins & Scandura, 1997). It could be as unfavourable to the mentoring as sabotage
and jealousy because it means acting for one’s own interests at the expense of the
mentees (Eby et al., 2000). While this could be considered a form of power abuse in a
Small Power Distance Culture like Australia (Hofstede, 1984, p. 85), this paternalism is
expected in such a cultural setting as Vietnam (Truong & Hallinger, 2015). Considering
themselves as subordinates, who respect the cultural norm, none of the mentees saw
these behaviours as negative. They all insisted on the view that power abuse and
corruption did not exist in their departments.
Although showing evidence that they were under the cultural influence in terms
of behaviour and interaction with the mentors as well as with other staff, all the mentees
reported that they were aware of but deviated from some negative practices commonly
found in some other HE institutions, which was in line with the mentors’ accounts.
Thuan had heard about certain behaviour codes expected of the mentees toward the
mentors:
[The mentee] must be sweet, must ingratiate. If not, she/he [the mentor] may be
upset and that will ruin the recruitment chance.
Tuan noticed
I think regarding our Vietnamese culture, we should always respect the senior.
There may be even some negative incidents like ingratiation, under-the-table money
to smooth things out.
Ha shared a similar narrative about mentoring in some other universities, adding
issues such as total submissiveness toward the mentors, mentors’ taking sides, and
sabotage on mentees who seemed to outshine them. Tuan’s parents advised him that he
“should know better” as the mentor used to be his university teacher, had been a
coordinator, then Deputy Dean and was Dean while mentoring him. What they implied
was that he should do what he was supposed to do: show a great deal of respect to the
mentor and maybe even execute some negative acts like using money. This comment
was not exaggeration: the “gatekeeper” entities controlling HE resources and
opportunities have been found to result in rampant corruption among faculty and
administration in return for assistance in shaping contract outcomes and gaining other
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favours (McCornac, 2008). Corruptive practices, for example involving gifts in the
disguise of cultural expectation are “the norm rather than the exception” (p. 269) and
“may be interpreted by some as a reasonable adaptive response to a difficult (financial)
situation” (McCornac, 2008, p. 270).
Despite all these influences, Tuan, Ha and Thuan said that they were all more
driven by their faculty culture practice, which, they believed, is decent and transparent.
It was the reason why they wanted to join these schools in the role of an academic and
they were proud of the institution. Ha explained that the institution and department
cultures rather than the mainstream HE exerted a stronger level of influence on her
experience. She was fortunate to be immersed in an environment that she perceived to
be more egalitarian and motivating than in some other HE settings. Instances of
ingratiation and total submissiveness toward teachers were not what she had observed
since the days of her BA study. Ha recalled that she “never knew the teachers’ address”
(literally: “never paid them a ‘visit’”). The institution and department cultures were
strong and the influence from some negative aspects of the mainstream higher education
was not felt. Working in the same department, Thuan shared similar accounts,
explaining why she felt valued in her work environment:
But in our institution environment, especially in my department, it is a relaxing
culture. Ability counts ... No such thing like the senior bullying the young. Our
opinions are given equally fair consideration. The effectiveness of the option
counts, not the seniority.
Tuan added
This is a “clean” department and I value it. It is more of a “foreign” [Western]
culture.

Mentees’ extension of skills, knowledge and expertise
Similar to the mentors’ accounts, the probationary academics undertaking mentoring
listed interactions in the mentees’ roles, self-governing in completing mentoring tasks,
their own effort to improve their professionalism and the way they are critical to the
challenge among the most significant sources of additional knowledge (Figure 19).
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Figure 19. Extension of mentees’ skills, knowledge, and expertise
Interactions in mentees’ role
The beginning academics reported a range of benefits that they reaped from the
interactions with the mentors, other colleagues, and the students. Bao and Thuan both
believed for young, inexperienced teachers, how to make the students “trust and
respect” is very difficult. The experience with the mentor made her feel that the
teaching task was “less baffling”.
Sharing experience [with the mentor] made a novice teacher feel more confident
and secure in those stressful beginning years. (Bao)
The exchanges made with the mentor also benefited Tuan greatly as it was a
very close relationship and he felt a high level of comfort when needing to raise queries.
He explored and enthusiastically shared with the mentor ideas during feedback sessions
with the wish to be recognised. Tuan even attempted copying the mentor, whom he
“greatly admire[s]” – a behaviour serving the role-modelling function (Scandura, 1992).
He then discovered that the emulation failed as her style did not suit him but this trial
contributed to discovering the style that worked better for him. The findings of
Vietnamese mentees reporting the role-modelling function – wishing to be like the
mentor – are similar to those collected from Taiwanese participants (Hu et al., 2011),
which may suggest a certain influence from similar cultures.
Bao’s observations of and discussions about the lectures, tutorials, students and
the courses provided her with essential lessons. She also learned from the mentor’s
teaching style, manners, and techniques on how to motivate the students, what to focus
on more in a lesson, and how to ask a series of questions that promoted thinking and
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discussions. Reflecting on similar points, Ha reported receiving detailed guidance in
lesson planning, communication approaches to students and teaching methodology.
Tuan, on a different note, stressed that the mentorship provided him the chance to share
what he had and that the aspiration to have his performance recognised promoted the
process of learning in the new environment. What Ha, Thuan, Tuan and Phan learned
was summarised in Bao’s elaboration:
I observed my mentor and then exchanged opinions with her about how to teach
that lesson, asking the mentor about her experiences concerning students and the
course.
Although it was not so clear but we learned … class code, how the mentor taught.
We also took notes of the lesson focus, what was not emphasised, how to motivate
the students. [Teaching involved] not just disseminating the knowledge but we need
to ask, actually ask more than explain. Instead of explaining first, we will have a
set of questions to guide the students so that they can find the answers themselves.
Ha reported the informal feedback sessions after observation as well as the
report by the mentor enriched her experience as they were all constructive learning
opportunities, free from harsh criticism. She even found the mentoring tasks more
practical than the PD workshops as they were more focused on her needs. The mentor’s
feedback and report organised and guided by the department mentoring offered her the
chance to review and assess her own performance, thus generating reflections.
With respect to career trajectory, the mentees’ frequently mentioned vignette
was that working with the mentors informed them of their strengths and weaknesses,
and provided a level of assurance that enhanced the choices that they made for academe.
This developmental relationship showed the academics in the pre-tenure stage that
tenure was a strong possibility and help them envisage their future career path.
As recalled by Ha, delivering several courses with the mentor’s guidance helped
her “go in the right direction, not getting lost, realising [her] strengths, finding what
[she] should work on more.”
Phan was the academic benefiting most in terms of her career trajectory thanks
to the interaction with the mentor, who was in the Dean position with marked seniority.
Their discussions brought her understanding of the career path in terms of the shortterm goal: to be recruited. The Dean was knowledgeable of the college processes and
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policies with extensive experience in terms of both professionalism and life. He
witnessed her progress from the BA stage and what he had experienced in life and at
work helped him to clearly understand the continuing contract process, the goal as well
as how to reach it. He provided specific strategies for achieving her career goals, and
offered specific advice on tenure and promotion.
He told me what to do, work toward certain achievements, and he guided me to
achieve my goal, showed me how go [about tenure] …. He wrote a recommendation
letter to the University, commenting on my teaching …
Thuan and Ha also reported similar positive stories in which the mentor
explained and familiarised them with the political realities of working at the study
institution, which in a way assisted them with career progress.
Mentees’ self-governing
The mentees’ repeated themes are positive narratives of what they learned in terms of
professional knowledge and skills, career trajectory and their institution’s politics when
governing themselves in the mentorship. Tuan felt that he acquired a lot of professional
knowledge from engaging in the tasks required by his role i.e. constructing a first term
course outline and finding out how to teach. For him, being mentored and on probation
was a chance to find out his strengths, understand his own needs (the lack of HE
teaching methodology) and maintain his motivation with the variety of courses and
tasks to which he was assigned. He confessed that his worst fear was boredom and thus,
he enjoyed the challenges posed. He was motivated to “observe any classes … , learned
from this or that teacher”.
Ha also felt that the most beneficial aspects yielded from the mentorship
revolved around teaching and she added that the benefits lay in its induction to the
academy, helping her as a new academic negate feelings of uncertainty and alienation.
Thuan and Bao appreciated the exposure to HE teaching and the mentors’ support.
I was so unsure in the first year, very nervous and unfamiliar with problems
typically found in HE teaching. (Bao)
Despite the fact that she had some background teaching in high school, Thuan
found that:
Tertiary teaching required a new approach different from that for high school.
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There was a sense of insecurity as the students were all adults, who could be
critical and judge intellectually. She needed to know how to manage and motivate them,
“how to approach them and deliver the lessons effectively”. Commenting on a similar
point, Bao said that the teaching demanded her to read extensively as she not only
needed to deliver what was in the book but also to know how to, for example prove a
formula. Working in a department with individuals who excelled, Bao set herself on
achieving important goals. She learned about course outlines, lesson plans, evaluation
development, strategies to cope with students with characteristics specific to each
cohort, and how to expand knowledge of the specific subjects in each lesson. Time and
effort invested in the teaching assignments also helped Phan to be aware of her
strengths, understand the student profiles and how to make the lessons more effective.
The mentees’ striving in lesson preparation, teaching, and other professional
tasks generally improved their confidence and inspired them with a love for the
profession, which could then motivate the students’ learning.
While highly acknowledging the benefits from the mentorship, the new faculty
voiced concerns about the hurdles that they grappled with during their probation. The
struggles with the challenges, on a positive note, provided them with space to try their
own resources and bred in them ideas about how to improve the mentorship as
explained in the next section.

Challenges to mentees
The recurrent themes in the mentees’ accounts are dissatisfaction with the
implementation and content of the mentoring policy and the pressure created by the
policy’s and culture’s “gaze” on the mentor and mentee relationship (Figure 20).
However, the mentee interview transcripts show their subjectivity deviating from that of
the mentors. The latter struggled with the challenges posed to the mentoring
assignments and generated alternative knowledge while navigating this difficult path.
Meanwhile, the mentees seemed to accept the situation and learned by reflecting
critically.
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Figure 20. Challenges to mentees
Mentees’ interaction with institutional mentoring
The main challenges perceived by the mentees are the informal nature of mentoring and
constraints from observation as assessment for the tenure decision, with which they
expressed their dissatisfaction by narrating what they believed should be done to
improve the institution mentoring (Figure 21).
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Figure 21. Interaction with institutional mentoring
Informal mentoring
As narrated by the mentees, the untimely dissemination of the policy, the institution’s
failure in maintaining consistent mentoring across the schools and the indirect guidance
received from colleagues transformed the mentorship into an informal arrangement.
This mentoring was reported to confuse the mentees, limit their access to the mentors,
and diminish their visibility and exposure.
Tuan reported that he did not ever look for HMU document on mentoring as for
him, there seemed to exist no publications about what to do in the role of probationary
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academic. Ha and Thuan perceived the role of the institution in communicating the
mentee’s and mentor’s responsibilities as minimal. They even believed that the mentor
assignment was executed out of the Dean’s initiative and enthusiasm.
There was almost no contact at the institution level. Only the department talked
about the policy… (Ha)
Thuan and Bao shared the feeling that the mentorship they undertook seemed
more like an informal arrangement considering the way the task was assigned. Bao
learned from other (more senior) academics who had completed probation that the coordinator of the course that the new faculty was delivering would be the mentor.
There was no announcement or guidance from the department or clear assignment
like Mrs Ngoc [pseudonym] will be my mentor. The precedent was that the mentee
will learn from the senior staff in charge of that course.
As she worked in the business world before joining HMU, Bao recognised a
significant difference in the way her academic mentorship was arranged and the way the
mentor organised and structured this training component. In her previous business
position, she was formally introduced to the mentor, who inducted her into the
mentoring program and followed a detailed protocol until the end of the mentorship.
Interactions “that affirmed the protégé, acknowledging her importance as a new faculty
member” were found to establish the interpersonal bond, an important factor in
academic socialisation (Cawyer et al., 2002, p. 231). Unfortunately, like Bao, neither Ha
nor Thuan experienced these important interactions in the institution mentoring.
Reflecting on the experience, the mentees partly attributed the informal nature of
the mentorship to the lack of institution supervision, finance incentives, and time release
for the mentoring. In a newly established department with many young faculty
members, where the Dean was very enthusiastic about mentoring, mentoring activities
were frequently scheduled at weekends. Ha recalled:
We regularly had training workshops and felt so exhausted. [We] had to go to
school even on Saturday and Sunday to work, participate in workshops, working
lunches. We even rushed our lunch. Thinking back I don’t think we could do any
better with the time budget.
Ha felt the impact most obviously in the feedback session where they could have
only approximately 45 minutes.
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The lack of incentives might disadvantage the mentees because the mentors,
who are instrumental in maintaining the younger academics’ interest in the job by
supporting them, enhancing collegiality and workplace ownership (Schrodt et al., 2003),
may be discouraged from performing these functions. Another complication brought by
the perceived informal nature was the mentees’ feeling that mentorship was a favour
granted by the senior staff and they were indebted by it.
It [The mentoring] was a kind of informal arrangement based on sentiment,
[mentorship was reduced to] help negotiated by individuals.
The prevalent vocabulary used to describe the mentees’ attitudes toward the
mentors has positive connotations, for example “very thankful”, “grateful”, “helped me
a lot”, “fortunate [to have such a mentor]”, “greatly admired [the mentor]”.
The recurrent theme of the informal mentorship was woven throughout the
mentees’ narratives and indicates the extent to which they expected the professional toll
on staff. As commented by Cawyer et al. (2002), new faculty members normally expect
that mentorship allows them to access the mentor without feeling like they are bothering
them or their approach is an unwelcome interruption. In this study, the mentees saw the
mentors’ assistance as acts of kindness and altrusim, for which they felt grateful. They
restricted approaching the mentors for clarification or support as they did not want to
appear abusive. Thuan was always under pressure to consider whether the question was
worth asking or not and only consulted the mentor when encountering a very serious
problem such as being unable to manage a class. She resorted to “tackling the problems
by [herself]”.
The informal nature of mentorship was further reported to deprive the young
academics of the possibility that they could be made more visible within the discipline.
Bao noted that it was difficult for her to claim her experience working with the mentor
although this could bring an advantage as the mentor is a well-recognised academic and
leader in her field. That reluctance arose from the fact that her mentorship did not have
the formal and professional sense that it should have had.
If the mentorship had been more formal, the mentor’s role and reputation would
have contributed to the reputation and status of the mentee. …. The mentoring
experience with Mrs Ngoc [pseudonym], who was widely recognised in the
discipline, could have brought more chances for recognition. (Bao)
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Similar experiences were cited as unrealised expectations that the mentors
would have opened the doors for more networking (Eby & Lockwood, 2005).
Mentoring is often associated with opportunities to develop a broader base of contacts
(Eby & Lockwood, 2005), which is important in order for individuals to remain visible
both within, and outside of, their organisations (Eby, Butts, & Lockwood, 2003).
Unfortunately, the way the mentorship was managed prevented Bao from receiving the
oopportunities to access faculty members other than her assigned mentor for a better
professional network.
The informal feature was also evident in the execution of the mentoring policy
across the institution, leading to the fact that it was neglected by some departments.
The Dean of my department was self-motivated [by mentoring] but not all [leaders]
could be the same. If Deans took initiatives, the staff would be active and take
mentoring more seriously. If the institution lets it loose: “It depends on the school”
or “Here are the new teachers. If you train well, you have good staff. If not, you
suffer the consequences”, then the impact of the policy will diminish. (Thuan)
These stories seem to support the findings that adequately planned mentoring
programs with simple structure and on-going assessment might result in more time
contribution to mentoring and better results compared to informally arranged mentoring
in an institution (Boyle & Boice, 1998).
Constraints from observation
Observation as one assessment aspect of the mentoring assignment presented a certain
level of fear and uncertainty among the mentees. What could be counted as the most
restraining experience, for Tuan, was class observation done by the supervisors as it
brought him an “uncomfortable feeling of having someone watching [him]”. This
negative feeling prevented him from doing something that was believed to be
beneficial: inviting more senior lecturers to his class to receive feedback about his
strengths and weaknesses. The observations for the purpose of assessment brought him
the worst fear and thus, failed to provide the accurate assessment that they were
supposed to be able to. This fear may further put young teachers off performing in
observations even in front of a more constructive audience such as peers or other senior
staff who have the best intention to help a more junior colleague’s professional growth.
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Related to assessment is the fear that the mentees had of eliminating themselves
if they did not try hard although they had initiated the academic position with a very
confident attitude toward the chance of the employment. The unclear mentoring policy
and assessment procedure sustained Tuan’s feeling of confusion as to what to do and
what to expect from the senior academics. While confident with the chance (as she was
qualified to be on the shortlist and be mentored), Thuan still exerted a level of stress on
herself to make a special effort. The mentees all recommended that a better policy be
developed for the mentoring component with clear procedures and training for mentors.
This recommendation is supported by Sorcinelli (2000) emphasis on performance
expectations that are explicit, stated openly, and subjected to frequent review. He
elaborated that expectations for tenure, including number and quality of publications,
teaching requirements, and service commitments should be clarified to demystify what
is needed to be successful.
Critical reflections
None of the mentees recalled any resistance to the arrangement of the mentoring and
they accepted the lack of administration support and incentive. They believed “The
teachers [the institution leaders in charge of recruitment and mentoring] are occupied
with too many things” (Ha) and “[They]’re used to it [having no incentive]” (Thuan).
This reinforced the perception that the mentees voluntarily placed themselves in the
dependent position, perceiving mentoring as an extra privilege from the institution and
department, not as an important PD strategy, which should be ranked as a priority in the
institution agenda. However, the exposure to the mentoring problems helped them to be
critical about improvements that could be made in the future, which, in a way, created
an alternative discourse of mentoring. Like the mentors, their repeated recommendation
was to maintain academic mentorship as a formal PD activity to make it institutional.
If possible, this mentorship should be maintain [emphasis added] as a formal
activity. … Academic staff may be too busy making money or find that this task is
time-consuming, hard work for leaders, leading to neglect. …. “Time saving” [by
not engaging in mentoring] would be a big loss for the young academics. (Ha)
It should be noted that institutionalising and sustaining mentoring programs
presents a challenge to institutions (Girves et al., 2005). Support from senior
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administration as well as funding are integral to mentoring success in both business and
academe (Zellers et al., 2008).
Regarding the mentoring content, the mentees raised their concerns over what
they perceived as inadequate mentoring components such as procedure, content, mentor
training and assessment. Their worries are critical considering the fact that formal
mentoring programs’ features such as good planning and continuous assessment are
found to lead to more time dedication to the mentoring and more benefits (Boyle &
Boice, 1998).
Tuan mentioned this three times:
I would like to recommend that the institution have a clear procedure.
The mentees stressed the need for a clearer role assignment, which should have
been included in the guideline:
The [future] guidelines should ensure better communication. They [the mentees]
would not be reluctant or unsure because they knew the parameters for mentors
and mentees. (Ha)
This is a sound recommendation as conditions favourable for clear
communication of either party’s expectations have been found to enhance the sense of
collegiality and mutual learning (Wilson et al., 2010).
Tuan and Thuan also pointed out the need to train mentors and Thuan made an
interesting observation of some senior staff’s resistance to training:
Senior staff may be resistant. [They might say] “Oh, I don’t need it [training]. [I]
already have heaps of experience.”
The perceivably inadequate mentoring content meant some areas, for example
career direction, needed more work. While Phan was fortunate to have detailed
guidance on career trajectory, some mentees felt they needed more help. Being a
graduate from the same department where she completed her BA, Bao was still baffled
by the structure and availability of courses as well as how she should navigate them.
She was not introduced to the department divisions and she wondered how she would
know whether she could fit into one or not. Inadequate knowledge of the divisions and
the courses was neither beneficial to the school nor the mentee. In a way, this missing
component affected the career function of mentoring (Kram, 1985). Bao said:
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There should be more exploration by the mentor and me to see which area would
suit my ability, specialisation, and interest. It would be better than trialling to see
what would suit me most.
Bao added that more elaborations would benefit the mentees as they would be
better informed and more focused on a certain range of courses.
Regarding the mentorship content, the mentees were not satisfied with the
mentoring assessment criteria, either, stressing that they should be clarified, as narrated
by Bao:
… there was no detailed guidelines or methodology at the department. Without a
good benchmark, it is very difficult to grade [myself] to be good or not yet. …
[Mentors] need to check a staff member against the criteria. What was the student
feedback? Did she regularly update her knowledge by reading books? Improved
lesson plans or just repeated them? Did she participate in research?
Ha added:
There should be standard assessment criteria to ensure consistency across
departments so that all the mentees know what they should try to achieve. All should
be made transparent and detailed.
Discussing incentives, the young academics all felt that there should be some
policy introducing professional or financial incentives at least for the mentors. Ha said:
The institution should have had some incentives to motivate the staff.
Policy’s and culture’s “gaze” on mentees
The mentees seemed willing to conform to any form of mentoring made available to
them by the mentors (Figure 22). Although acknowledging that the mentors did make
an effort to create a more balanced power dynamic, the new academics tended to accept
the mentors’ reporting role. Perceiving of themselves as weak, inexperienced,
subordinate, and dependent, the mentees displayed responses ranging from total
acceptance to refrainment from voicing their disagreement to the mentors or asking for
assistance when needed.
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Figure 22. Policy’s and culture’s “gaze” on mentees
Conforming
The mentee who represents the best example of total acceptance is Phan, who was in the
largest age and experience gap mentorship. She was a graduate just two years from
graduation and the mentor was her university teacher,was then in the position of the
Dean and about 30 years her senior. While the mentor’s friendliness and the mutual
understanding gathered over the time made her feel secure and relaxed, the gap
presented certain hurdles. Her respect to him in terms of knowledge in teaching and in
life led to her rigid belief that he could never go wrong, especially in professionalism.
She believed that she needed to be receptive and made a point of following his advice.
She was not in the position to be able to “express [her] opinions to a figure with such
extensive knowledge and title”. She found all his guidance to be “right” and she always
strived to obtain what he wanted her to.
An obvious challenge perceived by the mentees was expressing their opinions in
institutional meetings on administrative issues or when their views conflicted with the
mentors’. The belief that being academics on probation, nobody would listen to their
views restricted the mentees from engaging in discussions on policy matters. Tuan was
not very enthusiastic about sharing his views in department meetings on leadership and
training policies as he believed that being young and junior in the profession, his
opinions about those macro issues “would not be considered”.
Showing hierarchy and reverence to the mentors, some of whom used to be their
university lecturers, should be a socially acceptable mode of communication (Truong &
Hallinger, 2015) and thus, Tuan, Thuan, Ha and Bao all recalled the uncomfortable
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feeling of not agreeing with what the mentors said but not being ready to have their
voice heard.
… there were certain problems when I progressed from the student position to that
of a colleague. … many times I was too soft ... I was tired in the situation where I
felt people were more senior, better than me. They used to be my university
teachers. (Tuan)
Being graduates who had recently emerged from the BA study, where debating
on academic matters with seniors was rare, the mentees felt they were not well prepared
in terms of skills and not in the position to argue against their own teachers/mentors
either. Bao shared this reservation about expressing disagreement with the mentor, who
used to be her BA teacher and then in the Dean position:
It is about how the mentor judges your contribution of ideas. They appreciate it or
not. I do need to consider what kind of feedback I will have after that contribution.
It is a barrier to mentees [showing opposing viewpoints to the mentors].
The fact that the mentors were friendly and encouraging toward idea sharing and
that the two newly established schools nurture more liberal cultures (“Western culture”
as in Tuan’s words) did encourage some mentees to build up more power on their side
and redraw the boundary. Whenever Tuan was not absolutely convinced by the mentor
on some academic issues but he did not have sufficient sources to refute an opinion yet,
he would search for information later and seek discussion with the mentor.
I will be baffled for a while, trying to figure out why it is A, not B. I tried to
understand the way she [the mentor] put it. Then I will spend time finding the
answer. Sometimes it took me a term to come back to [discuss] the same point.
Similarly, whenever there was a disagreement, Ha would spend some time
looking for further support to validate her opinion and then get back to the mentor.
Thuan later found that she could be involved in a “heated debate” on academic matters
such as what method, material, or theory to use for a certain teaching context. The
insignificant experience and age gap between her and her mentor in an environment of a
newly established department with many young staff members made her more secure.
What Thuan liked most about the department is the fact that opinions carry equal weight
and decisions are made based on the effectiveness and feasibility of the option, not
dependent on seniority. She believed that the comfortable, supportive environment
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played an important role in staff retention as the mentees felt they were accepted by the
school. This acceptance was conditional on their willingness to modify their behaviour
and exhibit conformance to the school norm.
The mentees seemed to present little resistance to the cultural construction of the
mentor-mentee relationship. They were willing to accept the dependent, subordinate
role, saving the utmost respect for the mentors. The respect that the mentees had for the
mentors reflected the mentor’s maternal role as seen in the situation in which Tuan’s
mentor tried to protect him from having his progress towards tenure damaged by a
teaching incident. He called:
It was kind of interesting. I startled because immediately after the incident, I had a
phone call from the mentor. The mentor wanted to say: “I know about what
happened yesterday and I was interested.”
This incident shows how the mentor performed the primary function of social
support: letting the mentee know that they are cared for (Kram, 1983; Ragins & Kram,
2007). The narratives also show that the mentees expected the mentors to perform a
very traditional role of “big brother” (Schrodt et al., 2003).
Phan, who worked with a much more senior academic, had this reflection:
Being young, making tea [running errands] is what I should do. It only shows a
Confucian value. Nothing should cause concern here.
The mentees’ conforming to the culture constitution of their role is also clarified
in addressing terms such as “older brother”, “older sister”, “teacher” that they used to
refer to the mentors. The choice of word that the young academics employed shows
affection and respect (Le, 2016).
A similar pattern can be seen in the way the mentees employed lexical terms to
describe the mentoring relationship. They “respect”, are “grateful”, “soft”, and
“accommodating”, following the Confucian teaching: respecting and revering teachers.
Although being in a fairly close, friendly relationship, where the two parties knew each
other well, Bao still felt she needed to exercise a certain level of reservation and
hesitance. Dubbing themselves as “non (tre)” (young, needing care and guidance) while
working with senior figures, who “cannot be wrong” (Phan) in professionalism as well
as in life making decisions, they were “hesitant” to ask for help or to confront when
having a deviation in opinions. This is in line with what is observed in the documents
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and the mentors’ narratives. The documents constructed the mentors as superior while
the mentors described the other party as “obedient”, always “taking advice and trying
hard”
Advocating reporting role
Commenting on the dual role of the mentors, while acknowledging certain strains, the
mentees’ reflections are mostly positive. This is partly due to the way the departments
detached from the Regulation direction to write reports based solely on the mentor’s
observation of the mentee’s performance. They employed a combination of peer,
student evaluation, and mentors’ feedback for their recruitment recommendations.
The fear created by the mentor’s supervising role was present in Tuan’s
narrative about how nervous he was in the supervisor’s observation class and Thuan’s
reluctance when having to ask her “silly questions”. They did not show their
weaknesses to someone who was going to decide their tenure track. This attitude
matches what Feiman-Nemser (2001) found. The beginning teachers were reluctant to
reveal problems or to ask for help as they believed that good teachers should work
things out for themselves.
On a more positive note, Ha said that the mentor’s evaluation did not necessarily
cause her concern as it was accompanied by the student evaluation, peer and Dean’s
feedback to make the final decision. Commenting on similar lines, Thuan noticed that
the way the department leaders referred to sources of information other than the mere
reliance on the mentor/supervisor’s report might have lessened the pressure on both the
mentor and mentee.
When assessing the mentees, the department leaders will refer to many information
sources. The mentor was important as she/he signed [the evaluation report] but did
not sign the recruitment decision. She/he only reported on the observations of the
mentee’s performance, attitudes to job and potential for career development. I think
… the leaders also look into, for example, opinions from division heads, peer and
students.
Based on these observations, Thuan preferred the dual roles. She acknowledged
the advantage of the sole mentor role:

168

The mentor role only could create more sharing from the mentees as they would
not fear the assessment power. They would not think that some was supervising and
being critical. It was just an older colleague.
However, she said
Sometimes [the mentees] would not take the mentor’s advice. I know they were good
but they would not do what the mentor advised them to do
The supervising role – as argued by Thuan – could create certain “power” for
the mentors, leading to mentees’ taking their advice and instructions.
Examining the two roles, both Phan and Bao also voiced their preference for the
combination:
The combination of the roles would be best. If the supervisor is also the one who
witnesses our progress, then it would be very good. If only guiding but then no
report, no recommendation, it would become useless. (Phan)
If not given the supervising role, the mentor would feel that there was no value in
what they do, no acknowledgement of the result. Anyone working would want the
result to be recognised by the organisation or an individual. Mentors are those in
a good position with limited time budget and thus if their comments were not
considered despite their time and devotion to the mentee, they would not feel the
need to invest time in [mentorship]. (Bao)
For Phan, she attached the utmost importance to the mentor/supervisor’s report,
seeing it as a recommendation letter:
I think it [the mentor’s report] was the most important to the institution. It is like
having a godfather. There should be someone who guides us. Especially for
someone with no contact [with the university employment staff], having such a
mentor will give them confidence and they know what to do, not just do things
aimlessly. (Phan)
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Chapter Seven: The Power Dynamics in Mentoring

In this study, I set out to explore how the power dynamics operated among
beginning academics within the epistemologies and practices of HE mentoring in
Vietnam utilising a Foucauldian lens. I examined the policy texts, the discursive and
social discourses, to see how the mentoring under investigation was informed by forces
from the State and institution policy, Vietnamese HEIs, and cultures. In addition, five
mentors’ and five mentees’ reflections were examined to understand how they
navigated and negotiated the assigned landscape directed by the policy, the cultural
norms, as well as their own experiences. I interrogated how new knowledge was
generated, especially the knowledge resulting from acts of resistance, or in the parlance
of Foucault (1982, p. 789), “modes of action”. Additionally, I set to explore how the
participants’ subjectivity was formed while participating in the mentorship.
In what follows, I will discuss how the findings that I have presented in Chapter
Five address the four research questions and add to the broader representation of power
in mentoring. I will contextualise the findings within the literature presented in Chapter
Two and Chapter Three as well as newly identified literature that will further
substantiate the findings and shed light on pervasive issues. The chapter starts with the
discussion of competing factors to identify the various knowledge sources that inform
the mentoring practice. It then progresses to the argument of how knowledge is created
through the exercise of mentoring power. I end the chapter by arguing that the mentors’
and mentees’ subjectivities are produced differently by the mentorship under
investigation.

Competing Factors
I am using the polyhedron of intelligibility to illustrate the complex nature of
heterogeneous forces that come together to form the mentoring practice. As Foucault
(1991c) maintains “we must abandon hope of ever seeing ‘the big picture’, the whole
truth, and remain content to recognize multiple axes of meaning forming a ‘polyhedron
of intelligibility’” (p. 6). This term reflects the multiplicity of rationality facets and
intersections in the mentoring under investigation. As in the polyhedron of
intelligibility, the number of mentoring facets is not “given in advance and can never
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properly be taken as finite. One has to proceed by progressive, necessarily incomplete
saturation” (Foucault, 1996, p. 277).
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Figure 23. Competing knowledge that informs and constitutes mentoring
Figure 23 summarises the myriad knowledge sources that inform and constitute
the mentoring. The main sources are the mentoring discourse revolving around the
Regulation, the mentoring participants’ experiences, knowledge, and understanding of
their roles together with their cultural perspectives. The institution discourse establishes
the State’s and institution’s “gaze” through the Decree, Circular and Regulation to
construct mentoring and create sovereign subjects. The Vietnamese governance
operating with the Communist Party’s absolute power and social recognition of
hierachy seem to enhance the elites’ power. However, this force is in competition with
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what the mentors and mentees brings to the mentorship, which shapes mentoring
activities and relationships. What they know and what they have experienced direct
their decision in terms of important PD issues such as mentoring activities and
relationships. Their cultural lens scanning through the prevalent Vietnamese traits of
paternalism, collectivism and large power distance as well as HE practice and
department culture further inform how they interact with each other.

Sovereignty
The analysis of the mentoring discourse and some interview data revealing the
participants’ attitudes toward the policy illustrate the Government’s and institution’s
intention for a particular form of control. While informing the actors involved of their
mentoring responsibilities and assessment, the policy texts, with their discursive and
social practice attempt to constitute the actors. This State’s control over higher
education is generally not observed in the Western academy. The questions raised are
“How do Foucault’s power theories explain this behaviour?”, “Is this control aimed to
optimise the well-being of the population?”, “Are sovereignty and discipline present in
the State’s policy imposed on HE mentoring in Vietnam?” I argue that sovereignty and
discipline exist in the government mentoring discourse but the intention is to force the
academics into submission. The power in this case is distinctive from the productive
governing that Foucault (1991a) believed to be connected to today’s liberal
democracies. Sovereignty is established to facilitate the State’s governing from a
distance. Observation, normalisation, and examination techniques (Foucault, 1995) are
present for the academics to keep themselves under surveillance and train themselves
through the values determined by the people representing the State.
Evidence of sovereignty is the ultimate authority over the HE mentoring
participants, secured and exercised through the legal channels of state legislation and
institution regulation. Legal power is lent to the institution regulation’s discursive
construction by the fact that the Regulation is based on a government decree and a
circular. This connection to the formal apparatus of the State fosters self-governing and
the State’s “gaze” from a distance. Failing to follow the instructions from Decree 95,
Circular 4 and the Regulation will result in penalties such as job termination.
The analysis of the Regulation in Chapter Five indicates that the State is
employing the observation technique to control mentoring in HE and the other state
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sectors. Observation refers to Jeremy Bentham’s design of the Panopticon prison, which
allows for constant observation even when no guard is present (Rabinow, 1984). The
Regulation – as a policy text – was written from a position of authority, using
instructive, directive management lexis to reinforce the power of the text itself, its
compilers, and policy regulators. It sets the mentoring participants under the
institution’s “gaze” by binding them with academic and administrative responsibilities,
rewards, and punishments. The rigid mentor and mentee relationship described in the
Regulation is to be adopted and the requirements to follow the instructions on the
mentoring content as well as assessment are to be strictly adhered to. How mentoring is
constructed by the Regulation is also consolidated by other related policy texts and
socio-cultural factors. The administrative leaders i.e. the HRA Director and the Rector
Board are placed in the central position of the Panopticon, occupying a key reporting
position on the mentoring policy agenda. They can exercise the power to penalise any
staff member who ignores or resists the tenets set out in the policy texts. The mentors
are assigned the observing role, which requires them to supervise the mentees’
professional performance, ensuring their conformity to the cultural expectations of the
academics’ roles and their observance of the State and Party’s policies. The mentoring
discourse creates a situation in which the academics might feel that they are under
watch and become their own guards, supervising their own doings and checking them
against the requirements given.
The way that the mentoring discourse sets standard expectations of the
mentorship can be seen as the State’s utilisation of a normalisation technique. It
operates on the basis that there is a set of behavioural expectations to follow and this
means adhering to a set norm (Gore, 1998). A discourse can shape thinking on an issue,
placing and excluding items on the agenda of public discussion (Dreyfus & Rabinow,
1983). The discourse, as shown in all the levels of text content, discursive, and sociocultural analyses, seeks to frame in readers’ minds the notion that what is available as
directions and guidance from the institution is “truth”. It attempts to reinforce the idea
that the academics are subject to following the instructions and accepting their
discursively formed identities. Through the mentoring policy, the State and the
institution map a discursive landscape where mentoring participants are constructed as
subjects or entities that have little or no autonomy. This evidence of the government’s
inclination to maintain centralised control (Tran, 2014) is enhanced with the social
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cognition of the mentoring discourse. Vietnam is identified as a Large Power Distance
culture where people are more willing to accept a hierarchical order (Hofstede, 1984, p.
83). The analysis in Chapter Five portrays how the mentoring participants are
objectified as obedient conformers to the state and institution policy. They are expected
to conform to the institution norms, to act and behave in line with other academics in
the other schools and institutions. This normalisation acts as a system for separating and
ranking individuals (Dreyfus & Rabinow, 1983) and the system then either rewards or
punishes individuals it classifies with tenure contract or employment termination.
Furthermore, the policy-makers seek to establish a “correct reading” or the
promotion of certain discursive “truths” in how the new academics should be assessed.
Examination technique (Foucault, 1995) is then present in the mentoring discourse,
combining both observation and normalisation power. The assessment standards and
procedure set by the Regulation reflect the cultural and political influence on
Vietnamese HE. Under the direction of Decree 95 and Circular 4, the Regulation sets a
surveillance not only on professionalism but also on culture conformity and policy
observance as specified in both mentors’ and mentees’ report forms. As mentioned in
Chapter One, Vietnamese HEIs are led by Rectors and Party Secretaries. The Party
Committee, which is in charge of personnel appointment and ideology, is “the ‘leading
force’ of the institution, providing a socialist direction, ensuring the leadership of the
Party, and rewarding those who are loyal to Marxism, Leninism and Ho Chi Minh’s
thoughts” (Dao, 2015, p. 748). This explains why ideology is included as an assessment
criterion: To be accepted, one must be faithful to the State by strictly observing its laws
and regulations. The inclusion of cultural conformity requirement shows that Confucian
ideologies reflected in the past discourses (Truong & Hallinger, 2015) are reproduced in
this contemporary context of higher education.
This surveillance makes it possible for the institution to “qualify, to classify, and
to punish” (Foucault, 1995, p. 184). The use of class observations and reports with
rankings of Excellent, Good, Satisfactory or Unsatisfactory as a form of examination
may turn the academics into the target of disciplinary power. Documented reports and
performance ranking make them describable subjects and differences among the tenuretrack academics shown by this examination are later used for the tenure decision or
employment termination.
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The discipline analysis resonates with Foucauldian ideas around “docile bodies”
(Foucault, 1995, p. 135) that yield to the discourse. The docile bodies, the mentoring
participants in this case, are created by the panoptic gaze and the normalising power of
the State and institution. These bodies also navigate the mentoring with the influence
exerted by Vietnamese governance and culture. Located within the discursive
landscape, where policy-making reigns supreme, the subjective identity that the
academics fashion should be inflected by the wider discourses. The form and nature of
mentorship that are subjected to policy engineering should take on unquestionable
primacy. The state discourses are to be taken as normal and alternative constructions of
power and identities are supposed to be silenced or dismissed as lacking in authenticity.
The use of disciplinary techniques is intended to result in subject positions and
compliance and Foucault (1995) contended that the discipline would increase “aptitude”
and “capacity” (p. 138). However, the mentoring discourse and interview data analysis
suggests that the use of sovereignty power and disciplinary techniques does not
necessarily serve the purpose of improving the population’s “care for the self” and is
not necessarily productive as argued by Foucault (1991a). Doubt is cast upon positive
outcomes if docility training as specified in the policy is embraced, as many flaws with
the institution mentoring have been found in Chapter Five and Chapter Six.
Cultivated as “truth”, the normalising discourses around the notion of academic
mentoring aim to work the participants’ consent to self-regulate according to the
internalised norms and rules set by the State. However, this “truth” is found to be based
on “crumbling soil” (Foucault, 2002, p. 153). The Regulation was compiled using the
directive dated 18 years ago. It neither bears references to any authoritative sources nor
is developed from a needs analysis to securely establish its professional authority. This
is not in line with the current practice in which mentoring may evolve from a theory
(Chesler et al., 2003; Pololi et al., 2002) or is proposed based on lessons learnt from the
mentoring literature and participants’ needs (Allen, Eby, et al., 2006; Lumpkin, 2011).
Further problems are found in the way the Regulation constructs the mentoring
relationships and in its content as discussed. Both Vietnamese state and HEIs recognise
the symbolic significance attached to working with the mentees in the early years in
academe with the knowledge that the need to increase the number of academics in the
years to come is critical (Nghi, 2010). The Regulation highlights the importance of
mentoring to enable beginning academics to enter the academy and participate as active
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members. Mentoring potential benefits involve “… handing down knowledge,
maintaining culture, supporting talent and securing leadership” (Darwin, 2000, p. 197).
However, in the study context, the mentoring relationship has been framed in what
Darwin described as “a language of paternalism and dependency”, which “stems from
power dependant, hierarchical relationships aimed at maintaining the status quo” (2000,
p. 198). The hegemonic constructions of mentoring are formed by the management
discourse, which expects the participants to respect and accept this construction.
Hierarchy has been recognised as a feature of traditional mentoring (Kram,
1985) but there have been concerns over its possible damaging effects, especially in
academe (Boice, 2000; Savage et al., 2004). In this study, the discursive construction
maximises the mentor-mentee hierarchy gap to such magnitude that it needs to be
addressed. The State and institution have a vested interest in orchestrating a particular
discursive landscape, which heralds the mentors as central actors to the success of the
mentoring program and “watchdogs” an in evaluative role whilst the mentees are
represented with obscurity in the policy terms, discursively placing them in a
submissive position. Authority is to be granted to the mentors and silence to the
mentees (Foucault, 1982), which is understood to drive the mentoring toward the
directive mode. It promotes the ideas of the mentors as distinguished and learned
individuals with significant expertise and reporting power. The probationary staff, being
“weak”, inexperienced and in need of help from more senior mentors, are then placed in
a subordinate role, being assessed and reported by the mentors. Chances for the mentees
to redefine their identities are not present or encouraged in all the three policy
documents. Constructed as such, the mentees may suppress their inner desire to be true
to oneself and to the mentor and if this happens, their weaknesses cannot be identified
and they miss the chance to improve themselves. This is documented in the interview
with Dang when he narrated how hesitant his mentees were when discussing points they
needed to improve.
The prevailing discourse that shapes the direction of the various policy texts
fails to incorporate the mentees’ needs or their potential to contribute to the mentoring
relationship as identified in the literature (Allen, Eby, et al., 2006). The mentee
interviews show that the academic mentees were denied the opportunity to access the
policy in time, were discouraged from questioning the policy or presenting their action
agenda. This is in opposition to the principle that “developing reciprocal relationships
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… is essential for successful mentoring” (Wilson et al., 2010, p. 669). The construction
of the mentees in policy discourse implies that they are currently “lacking”, not yet
efficient and in need of parental guidance and transformation through top-down
measures to become capable of carrying out tenured academic duties. A concern to
improve the image and status of the mentee is reiterated throughout the various policy
texts.
The examination technique employing assessment such as observation is
reported to be repressive by the mentees. The lessons that the new academics delivered
were observed not only by professional staff such as the mentors but also by interested
parties like those who work for the HRA department. The administration staff have the
right to participate, give feedback and rate the new academics. Those staff members
may not be qualified to provide professional comments that would contribute to
classifying the probationary academic staff. Their presence is likely to create a certain
level of fear as reported by Tuan and Thuan. These new hires were not well informed on
how to secure a good score for their academic performance while teaching under the
“gaze” of those who might not be equipped with the subject matter or HE teaching
methodology. Furthermore, under the direction of Decree 95 and Circular 4, the
Regulation set unclear assessment standards on not only professionalism but also
culture conformity and policy observance. The requirements to grade the mentees using
these three criteria are accompanied with no elaborations or samples.
Regarding the mentors, some form of examination is to apply to them and it
seems to produce repressive effects as well. There are tensions between the institution’s
rigid requirements, high expectations and the inadequate preparation as well as limited
resources that the mentors receive. They are charged with the responsibility for leading
the mentoring, enabling the mentees to have the best start in their career. They are
constructed as the guardian of the mentees with the capacity to protect, nurture, and
educate them in appropriate ways. The mentors, however, are also given a supervisory
role, requiring them to be critical so that fair tenure or elimination decisions can be
made. This extra role does not necessarily work toward the mentors’ advantage but
could be tricky for them because they need to learn how to handle the unclear
assessment. Dang more than once referred to the tenure decisions that he regretted
making. Bound by the responsibilities and mentoring content, the mentors are placed in
a position where they should conform to the institution’s policy and they must succeed.
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In effect, a great deal of pressure rests upon the mentor’s metaphorical shoulders. Being
charged with the execution of government policy, the mentors know that the stakes are
high. As shared by Hai, if not passing this examination, the possibility of losing the
annual award and having disciplinary notes entered in the academic record might bring
face loss. It is doubtful as to whether the policy could instil mentoring as a cultural
value at HMU as it should (Lindenberger & Zachary, 1999) with the many issues listed
above.
With these operational and content problems, I would argue that freedom should
be given to the participants to interpret and conduct the program as they see fit.
However, the Regulation is aimed at strictly constituting the mentoring participants. The
mentors are bound to the responsibilities specified in the document by the discipline
warning if they fail to complete the assignment. The mentees are constrained by the
assessment and by the reporting role of the mentors framed in the policy. The insertion
and re-contextualisation of evaluation criteria in morality and politics aspects are in line
with Vietnamese perceptions of social and cultural models and the strict guidelines of
the Communist party in human management (Tran, 2014). The social practice further
establishes that the control of the power elites and power gap between the mentors and
mentees should be there, suggesting that no efforts should be made to dismantle the
process that reinforces the control and the gap. Nowhere in the Regulation can
evaluation and review be found as a step toward including the participants’ voice in the
discourse and offering them an opportunity to improve the mainstream mentoring.
These two components, in fact, have been found to be vitally important to mentoring
programs (Girves et al., 2005; Wasburn & LaLopa, 2003).
As explained, discipline does not seem positive in the way it should create what
is desired (Foucault, 1995) but rather it represses the mentoring in the HE context of
Vietnam. Foucault’s power/knowledge and governmentality theories do not justify why
applying sovereign and disciplinary techniques does not result in compliance and
desired positive effects. It is the specific characteristics of Vietnamese governance and
culture that explain this variation. This theme is elaborated in the section discussing the
mentoring participants’ subjectivity.
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Participants’ knowledge sources
Strong as it seems in its informing and constituting power, the mentoring discourse
loses some of its control power through its management and it is competed with by
other knowledge sources. As narrated in the interviews, the Regulation was not
disseminated in time and the institution mentoring was not closely monitored across the
departments. In fact, there was no mention of punishment when the mentors deviated
from the mainstream mentoring, which could be attributed to a level of oversight from
the institution management. HMU’s behaviour in relation to its role in academic
mentoring as a PD component may be argued to represent the recent state governance
paradigm (Tran, 2014). The State and institution aspire to maintain the “gaze” by setting
and controlling the outcomes while partially keeping the promise to provide more
freedom by creating an oversight of the process to achieve that outcome.
The inadequate management and the fact that the document is based on
“crumbling soil” (Foucault, 2002, p. 153) as explained in the previous section might
have encouraged the participants to mobilise their own resources. The mentors and
mentees bring to the assignments their own individuation: their knowledge, experiences,
and understanding of mentoring-related issues together with their cultural perspectives,
which reject the Regulation’s mentoring as the “truth”. They all reported how they
reflected on what they had undergone in the role of mentors or mentees, probationary
staff or department leaders, inside or outside the academy. The interaction with
knowledge and experiences results in individual and/or the departmental mentoring
agendas. What has made the participants who they are plays a role in making mentoring
decisions such as what to focus on, how to achieve that, and how to interact with the
other pair member under what context. These internal sources of knowledge were
reported to direct the mentors’ choices in mentoring goals, activities, evaluation, and
assessment. The experience gained by being exposed to a range of relationships in the
workplace facilitates their understanding of how to maintain harmony. Their cultural
perspectives are believed to guide them in managing the pair relationship. It is
interesting to note that the mentors in a more powerful position often display
Collectivism and the benevolent side of paternalism in the way they downplay the
mentor and mentee hierarchy. The mentees in a subordinate role, on the contrary, tend
to conform to the Large Power Distance traits and authority side of paternalism as
illustrated in the way that they show reverence to the senior partner and thus, distance

179

themselves even more from the mentors. The distinction may be attributed to the
mentors being exposed to Western academe, where mentoring is shaped toward a more
egalitarian relationship.

Creation of Knowledge through Exercising Power
In Foucault’s perspective (1980), the exercise of power itself generates new knowledge.
The exercise of mentorship in this case achieves this by offering the participants the
chance to interact with each other and with colleagues, to self-govern in professional
activities and to respond to challenges encountered in the process (Table 8). The
mentoring itself and the way the participants choose to negotiate their roles with
influencing factors help to produce additional knowledge in terms of HE teaching
methodology, course development, career trajectory, PD related to mentoring and
institutional politics. It seems that the more the participants are involved in “counter
conduct” (Foucault, 2009, p. 260), the more knowledge they generate. The process of
knowledge production exemplifies power as portrayed by Foucault (1980) and
illustrates how the three mentoring functions (career, psychosocial, and modelling)
operate in the context under investigation.
The mentoring participants reported gaining knowledge when they were
involved in completing tasks related to their roles and engaging in talks, discussions,
and feedback sessions. Tuan, Bao, Thuan, Phan, and Ha were all highly engaged in and
driven by new professional tasks such as preparing and delivering lectures, developing
course outlines and materials, and responding to the student needs. Their observations
and discussions about the lectures and tutorials, students and the course provided them
with essential, first-hand HE lessons. It should be acknowledged that the knowledge and
skills in research are not enhanced to the level expected in Western academic culture
due to the unfavourable conditions established by Vietnamese HE policy on
scholarship (Harman & Ngoc, 2010). The mentees also learned more about the
institution and school politics, certain level of hierarchy to be observed and expectations
to be fulfilled. They reported being intrigued by the novelty nature of the tasks, and
strived to perform well with their own motivation, motivated by the mentors and under
the perceived “gaze” from the institution and colleagues.
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Table 8. Knowledge generated
How mentorship generated knowledge
Interactions with


tasks related to their roles



other pair member



colleagues

Self-governing


driven by each other



driven by own motivation



under institution’s, department’s and colleagues’ “gaze”

Responding to challenges presented by


interaction with mentoring policy



inadequate management of policy document



inadequate mentoring content



inadequate preparation for mentors and mentees



structural injustices e.g. lack of incentives and supervision



dual roles of supervisor and mentor

What knowledge was generated
Professional knowledge and expertise


teaching, preparing lectures



developing course outline and materials



subject matter

Knowledge on mentoring


alternative mentoring



critical lessons on mentoring

Knowledge on department culture and politics


maintaining and promoting relationship within and across departments

Knowledge on career trajectory
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Dang, Mi, Hai, Loan and Giao reflected on the additional HE teaching
methodology and mentoring knowledge that they gained when working on the
assignments and with the mentees. The status and pride that they own are the driving
forces behind their striving to acquire knowledge, to set a good example for the mentees
as culturally expected. The mentors under their supervisors’, colleagues’ and culture’s
“gaze” also self-govern in their own mentoring. Feeling “under the watch” as reported
by Hai and Dang and the pressure to succeed leads them to invest extra time and effort
into the mentorship, which in turn generates more professional and mentoring expertise.
While acknowledging the gain in HE teaching, none of the mentors mentioned
whether they worked with the mentees on political awareness or any problems that they
found with the mentees’ observation of HMU’s regulations or the Communist Party’s
and State’s directions. In a similar manner, none of the mentees reported that they
received mentoring for or improved the political component that is specified in the
Regulation. As politics is not the research objective and the participants might find it a
sensitive subject to discuss to me – a researcher conducting a study in a Western
country – I did not seek elaborations on why the mentors neglected the political
component. I register this behaviour as a form of resistance to the institution policy.
This “counter conduct” may result from the participants’ belief that the Government’s
and institution’s specified requirement of conformity to the Party’s and the State’s
directives is not relevant to the academic mentoring.
A channel of knowledge is reported to generate through resistance. The
dissatisfaction with the Regulation and its enactment prompted the mentors to develop
alternative mentoring for their own individual use (Loan, Hai, Dang, Giao) or for the
department (Mi). Dealing with the problems presented by the dual role of supervisor
and mentor led them to experiment with a range of coping strategies, based on which
important lessons on mentoring relationships were drawn. The unique way that each
mentor or mentee chose to walk through the mentoring with the knowledge of the
hierarchy gap in terms of age, rank and seniority also presented them with a source of
knowledge on the mentor and mentee relationship.
The lessons both the mentors and mentees learned from responding to the
mentoring assignment represent a possibility of future resistance. Mi, Dang, Loan, Giao,
Hai and several mentees (Bao, Thuan, Tuan and Ha) outlined possible future agendas
with mentor training, mentee needs analysis, standardised, formalised and regulated
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mentoring procedures with a detailed to-do checklist, and proper financial award for
those nominated with the human resource development task. They believed that the
structural justice, for example incentives, must be integrated in this PD and that the
institution could be better involved by the appointment of an advisory committee. This
is in line with what has been suggested in some Western mentoring models (Lumpkin,
2011).
While providing no elaborations on the political component, some mentors were
enthusiastic when narrating how they provided the mentees with training in research as
opposed to the Regulation’s “no research” rule imposed on beginning academics. This
resistance to the State’s and institution’s directive should be embraced for several
reasons. Firstly, Vietnamese HEIs have been scoring low in research capacity,
productivity and quality (Hien, 2010; Nguyen, 2014). With research traditionally
allocated to research institutes, Vietnamese universities in the Soviet model have
focused more on the training of an “educated workforce rather than innovation”
(Harman & Ngoc, 2010, p. 88), resulting in a weak research culture. The less strong
focus on scholarship has also been found to result from heavy teaching loads, high
lecturer/student ratio, lack of research resources and expertise with only 1.5% of the
staff in professor rank as in 2005 statistics (Harman & Ngoc, 2010). Although the
Government has recently been attempting to involve HEIs in research (Nguyen &
Meek, 2016), this academic role still does not receive the attention it deserves. There
have been limited financial incentives (Harman & Ngoc, 2010) or promotional policies
(Nguyen, 2014) to engage university staff in research. Theattempt to provide first-hand
training with some basic research skills was reported to raise the mentees’ awareness of
this academic role in the mentee interviews.
It should be acknowledged that the mentors did not take the necessary step to
popularise their alternative mentoring across HMU. The new knowledge of mentoring is
not “effectively and explicitly maintained” and thus, that knowledge “falls into disuse”
(Foucault, 1980, p. 82). The aspirations for power which has disqualified that
knowledge as “inadequate or insufficiently elaborated” (Foucault, 1980, p. 82) probably
originates from the State and institution’s will to maintain centralised power and
indirect influence from Vietnamese hierarchy culture.
Examining the narratives of how the mentorship causes the emergence of
additional knowledge reveals several features of power as understood by Foucault
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(1980). Knowledge gained is not merely top-down but reciprocal: both the mentors and
mentees reported gaining additional bodies of knowledge from the mentoring
experience. The mentorship is a “win-win experience” in Dang’s words. Power is found
to be in constant operation, of asymmetrical and “non-egalitarian” nature and is met by
“a multiplicity of points of resistance”(Foucault, 1990a, pp. 94-95) presented by the
mentors and, to a lesser degree, the mentees. Discomfort created by powerful forces
may liberate people, encouraging them to experiment with a different choice (Foucault,
1998). In the case of the mentorship under investigation, resistance is seen in the way
the participants made liberating decisions on their assignment, freeing themselves from
the policy documents and the culture “norm” while creating alternative discourses. The
deviation they displayed range from gradually formulating and systematising the
mentoring procedure for their own use (Hai, Loan and Giao) to single-handedly
orchestrating the mentoring program for the department accompanied with professional
workshops and other PD activities (Mi). The mentors only used the institution’s
observation and report forms to complete the mentorship by filing them to the HRA
Department while developing other required components from their own resources.
The accounts on the process of gaining knowledge reflect the career,
psychosocial (Kram, 1983) and role-modelling functions of mentoring (Hu et al., 2011;
Scandura, 1992). By assisting the mentees in identifying their strengths and weaknesses
so that they could choose a certain sub-discipline to pursue in the future, the mentors
play a role in mentees’ career trajectories. The senior academics’ involvement in
coaching the probationary staff in syllabus and material development, lecture
preparation and delivery was reported to be instrumental in the process of “learning the
ropes”, which refers to mentoring career function (Ragins & Kram, 2007, p. 5).
However, it was acknowledged that the informal mentoring nature produced by the
institution’s policy enactment prevented the exposure and visibility effects to take their
full force. Perceiving that mentoring is an act of kindness and altruism rather than a
formally assigned responsibility, the mentees were hesitant in accessing the mentors.
Bao regretted not having the chance to improve her visibility with more defined
acknowledgement of working with a mentor of substance. Also playing a role in
diminishing mentoring’s positive effects is the Large Power Distance lens that the
mentees adopted to show due reverence to the supervisor/mentor. It reduces
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accessibility, a quality considered to be the most important in academe socialisation
(Cawyer et al., 2002).
Psychosocial functions are exemplified by the stories by Tuan, who was
provided protection by the mentor, or by Dang, Giao and Loan, who narrated how the
mentor-mentee interpersonal ties enhanced each pair member’s professional as well as
personal growth. The mentors’ acts of acceptance and confirmation were reported to
promote the mentees’ identity and self-efficacy. The mentors’ counselling and offering
friendship, while providing a sense of security and confidence in the mentees, also
improved their own understanding of how to best approach the departments’ human
resource development. It is interesting to note that none of the participants recalled
incidents of psychosocial function operating inversely or accounts of mentoring
dysfunction when the mentees became more powerful with new knowledge as reported
in Beech and Brockbanks’ (1999) study. The cultural expectations of reverence for the
mentor in Vietnamese Confucian culture might have prevented similar events from
happening or discouraged the participants from sharing the stories.
The third mentoring function, role-modelling (Scandura, 1992), was reported by
several mentees, who admired and respected the supervisory academics for their
professionalism. This behaviour may be attributed to Confucian and paternalistic
features in societies such as Vietnam and Taiwan (Cheng et al., 2004). The filial piety
norm – loyalty, respect and devotion toward parents – is expected from the students to
the teachers (Hofstede, 1984, p. 90). The mentors, for example Dang, narrated how they
fulfilled this function by making an effort to be a fatherly, benevolent figure taking care
of the mentee’s personal welfare, which suggests that they were conforming to the soft
side of paternalistic culture (Cheng et al., 2004; Gelfand, Erez, & Aycan, 2007).
However, modelling the mentor’s behaviour is argued to be a more passive form of
mentoring and the prevalent reports on role-modelling suggest that the mentees, like the
Taiwanese participants, “may be less willing to directly approach the mentor for career
or psychosocial support” (Hu et al., 2011, p. 275). This hesitancy is likely to stem from
the fact that the Large Power Distance cultural norm “emphasizes respect and loyalty in
hierarchical work relationships” (Hu et al., 2011, p. 275). It, thus, discourages the
mentees from persistently seeking career and psychosocial support from the mentors.
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Mentors as Active, Knowing, and Moral Subjects
As reported in the research, the mentors, most of time, played their role as active,
knowing, and moral subjects although at some intervals of the journey they were found
to perform as a product of the discourse (Foucault, 1991a). The mentoring discourse, in
which the policy documents, Vietnamese governance, and culture play an important
part, enacts the power/knowledge operation by producing subject positions and power
relations. However, “… hierarchical observation is neither reducible to mere
domination, nor does it nullify dispensed knowledge, skills, and values” (Deacon, 2006,
p. 184). The mentors were both subjugated and constituted through power and were the
actors who disseminated power. Mobilising their own resources, they redrew the
mentoring boundaries and navigated the mentorship by watching over the governing
impacts from the policy, governance, and culture while finding space for exercising
what they understood about mentoring in the mentor and supervisor role. By applying
the technologies of the self (Foucault, 1988), those academics were able to effect certain
operations on their own mentoring practice independently and/or with others’ assistance
while watching the distant “gaze” from the State and institution. They did this in order
to achieve a state of satisfaction over the professional assignment they were entrusted
with.

Resisting institution’s mentoring discourse
Being exposed to the inadequacies in the mentoring enactment, the mentors reacted with
ambivalence and resentment. These academics were under enormous pressure when
assigned with mentoring because they were not adequately supported by the institution
policy and were expected to perform well. Mi, Ha, Loan and Giao all recalled their first
time experience when they walked a path that was new to them, carrying the
expectations of the university administration, the mentees and their colleagues without
the guidance or support that they needed. Unsure as they were of what to do, these
mentors were charged with responsibility for training and assessing their subordinate
colleagues’ professional performance. Already shouldering other academic and
administrative tasks, the mentors were required to succeed irrespective of the untimely,
inadequate guidance and limited resources. This certainly presents challenges as
mentors normally expect more structure built into their roles so that they have some
ideas about what specific tasks they are supposed to undertake (Mathias, 2005). It
would seem that the mentors were in a precarious position and if they did not succeed,
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the face loss would be even worse. It appears from the transcript that although Mi was
in a powerful position (as a Dean), she was also powerless in this situation. She was one
of the four female mentors and as Fitzgerald (2014) observed “the (institution) gaze is
particularly intense on ambitious and successful women” (p. 70). Assuming a formal
leadership or management role instantly projects female academics into the institutional
spotlight and public scrutiny. Conscious that they have been successful in obtaining
various promotions based on their achievements and reputation before, they face even
more fear of failure in this new domain: as Hai commented, “They [the colleagues] will
laugh at me [if I do not succeed in the mentoring assignment]”.
The dilemma is that the mentors were under the pressure to conform to the
institutional norms to “successfully” accomplish the mentoring while simultaneously
feeling the urge to project an image of innovation and initiatives when assigned with the
mentorship. The interview participants indicated dissonance between what they hold
dear in their professional conduct and what the institution envisions and determines to
be, for example, standard assessment and incentives. Negotiating the mould that the
State and institution tailor and their experiences, the participant academics demonstrated
both resistance and compliance to the mentoring agendas.
Aware of the gap between the mentoring content in the Regulation and the
mentees’ needs, the mentors found space to organise PD activities and make decisions
about their professional practice that would allow them to see themselves as active,
knowing, and moral subjects. They conducted the assignments as they were informed
by their personal and professional experiences and were confident that their academic
background would enable them to take up the mentoring role. Innovating in Vietnamese
HE is both risky and demanding but the mentoring academics actively negotiated,
challenged, and reformed the discourses through which they were positioned and
worked their own personal and professional subjectivities.
The mentors’ accounts reveal the struggles and contestations between various
competing entities as they aim to establish the authority and legitimacy of mentoring.
These academics deviated from the State and HMU mentoring and relied on their
experiences and knowledge to create their own mentoring. Considering the mentees’
needs, these academics focused the mentoring more on professionalism (HE teaching
methodology, subject matter, etc.) and culture aspects (elaborated in the coming part)
while downplaying the political domain prescribed in the Regulation. Besides, realising
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the importance of research, some mentors ignored the HMU’s policy, which decrees
that the only focus for new academics be teaching, and encouraged their mentees to
experiment with scholarly work. Involved in these acts, the mentors challenged the
State’s and institution’s “expertise”, questioned the mentoring policy’s authority, and
resisted the practices produced by the authorised policy actors. What the mentors
include in their own mentoring, in a sense, is likely to be better than the guidance from
the Regulation as it is directed by their careful consideration of the mentees’ needs,
which is essential to the success of a mentoring program (Beane-Katner, 2014).
During the interview, Mi spoke enthusiastically about her mentoring
experiences. What she found as viable and just mentoring directed by her knowledge
and moral resulted from her struggle with the resistance from her own and from other
departments. A school’s professional practice has been found to shape both mentors’
and mentees’ attitudes (Cochran-Smith, 2001; Johnson, 2004) and Vietnamese culture
emphasises harmony even in performing every day speech acts such as compliments
(Nguyen, 1998). The way the leaders in other departments and institutions were not as
enthusiastic as she was toward mentoring sometimes makes Mi question what she has
been pursuing. She understood that the mainstream apathetic attitudes to that
professional practice would affect the attitudes of the probationary and mentor
academics in her own department. She felt a certain level of resistance from both the
mentors and mentees but managed to wage what was viewed by some interview
participants as “successful and innovative” mentoring. The mentors’ different approach
is similar to what Dang (2013) observed among Vietnamese academics who actively
employ information and communication technology in their professional work. Despite
the inhibiting factors such as the lack of training, guidelines, and leadership support,
these academics turn to technology partly because they believe its use will be beneficial
to the students. In a way, they are directed by their own moral concerning the academic
role. The mentors may be viewed as acting “irresponsibly” by the institution but they
are actually taking responsibility as active, knowing, and as moral subjects of their own
actions and in doing so make clear that social reality is not as inevitable as it might
seem. This is a starting point of specific resistance forms and the practice of resistance
may work “as a chemical catalyst so as to bring to light power relations, locate their
position, find out their point of application and the methods used” (Foucault, 1982, p.
780). It should be noted that as their mentoring is informed by the participants’
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knowledge and experiences, academics staff from other Vietnamese instituions who
have not been exposed to Western academy may not present such innovative mentoring
or strong resistance to the State’s and universities’ power. The Vietnamese new
academics in Hoa (2008)’s survey reported limited informal mentoring with a very
small range of activities and no structure.
The active, knowing, and moral mentors, however, were sometimes found to
yield to the dominant discourse as subject being acted upon. Their performance should
be upheld as significant achievements, especially for female academics because there
has recently been a clear mandate for innovation considering the situation of Vietnam
HE (Harman & Bich, 2010). In addition, for women managers, there is a heightened
visibility and an overwhelming pressure to perform successfully (Cohn 2000). Their
“counter conduct” can then change or destabilise the relations of power and open up
new possibilities for conducting others (Foucault, 2009, p. xxii). I imagine the mentors
might ponder questions such as “What should I do with my alternative discourse?”,
“Should I report to the superior in hope that it could be blended in and improve the
institution mentoring? and “Will my effort be recognised and rewarded?” Responding to
the Regulation as a prescriptive text, they have questioned their own conduct, have
watched over and shaped themselves as ethical subjects. Their practice has made the
HMU mentoring discourse become unstable and diverse and now there is a chance that
these “intellectuals” could force a change for progress. Should they “give shape”
(Foucault, 1990c, p. 13) to the mainstream mentoring? Unfortunately, the State, the
institution and culture “gaze” is so strong that it discourages even the strongest mentor
from attempting to renovate the institution mentoring.
Power is exercised from a variety of points (Foucault, 1990a). Its “dynamic and
multi-directional” (Foucault, 1995) character means that it is capable of making top and
bottom social bodies influence each other with the chance that the acting subject is
turned into the acted upon. The mentors, who seem to have more power, may feel that
they are performing under the critical gaze of the mentees, over whom power is
exercised, their colleagues and supervisors. Knowing the institutional culture and its
expectations implies knowing what is explicitly and implicitly expected of them. In her
new role as a Dean and courageous enough to orchestrate a mentoring program with
regular workshops and working lunches, Mi was well aware of the fact that she was
exposed to her superiors’ and colleagues’ intense scrutiny. These PD activities had not
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existed in other schools and she knew that any deviation from the norm would be
termed “fighting against the boss”. Mi doubted whether she had a “thick enough skin”
to rupture the institution mentoring practice or to cope with alienation and isolation
from other Deans, who seemed to conform better to the norm by not experimenting.
Some oversight from the authority has recently been noticed in the state governance
(Tran, 2014) and reported in the interviews but the pressure to conform to the common
practice is there. The surveillance power prevented Mi from disseminating her practice
to the other departments, which would equal rupturing the whole institution structure in
terms of mentoring policy and practice. She was also aware that showing innovations in
her execution of the mentoring policy might expose her to criticism and undermine her
credibility. Strong and authoritative as she is in her own right, Mi was afraid of
accusations from her colleagues that she was trying to make a good impression to work
her way up. None of the other mentors mentioned any attempt to make their mentoring
known to the HMU leaders and practised institution wide, perhaps for fear that this
blatant resistance thrown in the institution leaders’ faces would be futile. If the mentors
had joined forces to disrupt the mainstream discourse in a more powerful manner, they
could possibly have created the potential to change and improve it.
What was told in the mentors’ vignettes shows that they are, to some extent,
assimilated into the institution practice. The dominant system of cultural beliefs and
professional practices dictate the “fit” (Fitzgerald, 2014, p. 74) with the prevailing
institutional culture. The leader position implicitly requires these senior academics “to
act in certain ways, to be seen to be capable of doing the job … ” (Fitzgerald, 2014, p.
76). Decisions to reject the rules, or opt out are never easy and these leaders know
rather than having the initiatives embraced, they may be punished for violating the
institutional scripts. The situations where autonomous professionals capable of
responding flexibly and practically to perceived needs are not fostered by the
Government are commonly observed (Do & Do, 2014). For their own survival, the
mentors, while rejecting the rules and setting their own game, did not dare to remain all
the time on the outside but sometimes adhere to the edict they have been given. They
could not help but comply with the regulatory demands being placed on them; therefore
replicating acts (Butler, 2011) and playing out familiar roles often expected of them.
Giao, Loan and Mi all quietly understood and followed the rule in order not to
destabilise the natural order of this treacherous professional terrain of mentoring and to
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survive in this context of Vietnamese academia. They constructed a self that conformed
to the institution norm and projected themselves as subordinate to the leaders’
expectations. Similar to the female academics struggling to fit in the “traditional male”
world of academe (Fitzgerald, 2014), the mentors were playing a range of roles in order
to survive. They made an effort to conform to the institution norm, trying not to upset
their colleagues or “rattle” the institution “cage” with the deviant mentorship. They did
not share their experience with the conformers as they might be afraid of being
ultimately caught in a paradoxical situation in which their innovation (and also their
resistance) produced a level of condescension and discrimination.
The mentors responded to the institution mentoring in a way similar to the
mentees’ behaviour toward their mentors in Beech and Brockbank’s (1999) study. The
surveillance “gaze”, which sought to render the mentors’ activity visible to
management, produced “the look” by which these mentors created the impression of
conformity. They maintained “the look” of compliance by carrying out the
administrative part of institution mentoring while doing the rest of the task as directed
by their own knowledge. The mentors were able to form their own judgements, knew of
the institution mentoring’s failings and protected themselves from being known by
withdrawing from sharing their initiates with other HMU staff.
The mentors also acted as subjects of the mentoring discourse in the way they
showed evidence that they were conducting directive mentoring. While resisting the
policy and its implementation, which guided the mentoring toward the directive model,
the mentors sometimes switched to this very approach. Conformity to the cultural
element rather than conformance to the policy may help to explain this behaviour,
which is further discussed in the coming section.

Negotiating paternalism and reporting power
Vietnamese HE governance and culture seemed to impart invisible advantages to the
mentors and accordingly, disadvantages to the mentees in the way they constructed the
hierarchical mentoring. However, the mentors engaged in “counter conduct” (Foucault,
2009) to this construction, striving to downplay the hierarchy in this relationship by
negotiating the patronage role and reporting power.
The mentors’ narratives show that they all deliberately made an effort to create a
better sense of equality in the relationship. None of them identified themselves with the
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traditional view of mentors with authority observed in many other HEIs. Loan, Hai, Mi,
Dang and Giao most of the time employed friendly, equality generated terms like
“buddy”, “younger brother” and “younger sister” to address the mentees, which is
confirmed by the mentored interviewees. The use of such terms has been found to create
positive emotions such as enthusiasm, collegiality, and empathy (Schrodt et al., 2003).
This strategy is useful to counter any alienation that the entry to academe could cause.
The mentors also endeavoured to manage the emotions of their junior colleagues – to
calm, soothe and encourage during their times of alienation by displaying the most
favourable condition. Both Giao and Loan believed that it is important to encourage
open communication with the new academics. Dang sought to disassociate his authority
and create more chance for the mentees to confide in him problems that they
encountered. Mi experimented with some communication strategies, which she believed
to be less “face threatening” to the mentees. She even gave them a chance to prove that
their recommendations would work. By striving to close the seniority gap, the mentors
maintained a safe space in which insecurities could be disclosed and discussed without
judgement. In Tuan’s narrative, his mentor adopted a protective role and engaged in
protection when he had a problem with a teaching situation. She made sure that he
could avoid any mistakes that might deprive him of tenure opportunity. The mentors’
acts were reported to lessen the fear for their Vietnamese parent figure. By
acknowledging the mentees, some mentors managed to catapult them from the margins
and Tuan, together with Thuan, was confident in engaging in conversations with his
mentor on academic matters by the end of the mentorship. In a sense, the mentors’
effort in downplaying the hierarchy might switch the mentoring to the responsive mode
as the mentees probably become more voluntary in setting up the working agenda.
While acknowledging the mentors’ inclination to encourage responsive
mentoring, in many narrative segments they were found to operate in the directive
mentoring model. The lexis that the mentors used to refer to the mentees shows that
most of the time, they pictured the junior colleagues as dependent, in need of parental
guidance, which prompted them to maintain the parent’s directing side. They believed
the mentees were “green”, “like a young tree needing water” and they expected them to
be “obedient”, not too “rebellious”. Their stories show many times they modelled an
academic act and expected the probationary staff to learn the act. Some mentors
provided corrective feedback on the mentees’ behaviour.
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The supervisory mothering role was not reported to impart an advantage but in
fact created a very uncomfortable control on the mentors. As shared by Dang, he was
placed in an untenable situation; as a buffer between the staff and the institution.
Ultimately, Dang’s struggle was with himself as a caring individual and himself as a
person with power. The mentors were expected to promote their trusting, compassionate
bond with the mentees while at the same time managing their disciplinary self toward
their children/mentees to the point that a harsh but just decision of saying No to a tenure
appointment could be made.
The incident recalled by Dang further illustrates some of the ethical and
professional dilemmas that confronted the mentors. Dang did not feel comfortable
enough with his evaluative role and yet, he was aware of the institution expectation of
him to exercise his power to aid the institution’s most important decision of tenure.
Bound by the developed bond with the mentees and the pressure to accomplish the task,
he passed some “almost unsatisfactory” cases. The personal and institutional cost in this
situation was high: a stressful and painful incident for mentoring participants, human
recourse problems for the university, disappointment, and uncertainty across the
department.
The mentors’ handling of the relationship illustrates their struggles with the
contradictory facets of Vietnamese culture. Vietnam is generally characterised as a
collectivist, Large Power Distance culture influenced by Confucian teaching (Hofstede,
1984; Truong & Hallinger, 2015). It is interesting to note that the mentors seemed to
conform to the collectivist features of Vietnamese culture while they showed a certain
level of deviation from its Large Power Distance code (Hofstede, 1984) and shied away
from perceivably authoritarian mentoring practices observed in some other HEIs.
Paternalism under the influence of Confucian teaching grants the mentors with a
father’s authority but also expects them to display benevolence (Cheng et al., 2004). As
reported in the interviews, the mentors did not always conduct the authority side of
paternalism. By portraying caring attitudes toward mentoring and considering mentees
as an in-group, they observed the soft side of paternalism and the collectivist features,
which emphasise loyalty, harmony, and conformity with group norms (Ralston,
Terpstra-Tong, Maignan, Napier, & Nguyen, 2006). They may have been aware of the
fact that looking after the mentees might later bring “unquestioning loyalty” (Hofstede,
1984, p. 83) but they might have been driven by the belief that their practice would be
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beneficial to the mentees. The indirect, soft approaches that Mi applied when
communicating the mentees’ weaknesses was seen by her to be more effective than the
individualist’s direct and open confrontation. Indirect moves are believed to save face,
which represents a person’s dignity (Hofstede, 1984). In Vietnamese culture, face loss
should be avoided at all cost as it could be more damaging than maltreatment of the
body (Hofstede, 1984). This deviation from what is considered a norm in the superior
and subordinate relationship should be seen as constructive to the mentoring because
tyranny has been identified as one mentor’s behaviour unfavourable to mentoring (Eby
et al., 2000).
The instances in which the mentors switch to directive mentoring may be linked
to the Confucian teaching and the authoritative side of paternalism. Some reported
behaviours resonate with features of Vietnamese Large Power Distance, where “status
differences contribute to the superior’s authority and to the subordinate’s respect for it”
(Hofstede, 1984, p. 90). Hai’s narrative shows that her mentoring relationship was
modelled after the pattern of subordinate dependence and both mentors and mentees
should be comfortable with this paternalistic pattern. The authoritative paternalism in
this culture also means that respect for the more senior in terms of age is the norm
(Hofstede, 1984).
Another factor that might make the mentors cautious with their power is the
possibility of the mentees’ exercising their own power. Although constructed by the
policy documents as having utmost power, and this spotlight status has been
consolidated by the cultural and social discourse, some mentors reportedly found
themselves under pressure exerted by the mentees. The power that the mentees have is
in the established fact that their performance, to some extent, reflects the mentor’s
ability in training (Levinson et al., 1978) and thus impacts on his/her reputation (Kram,
1985) and ultimately, satisfaction and success (Kanter, 1990). The concern about face
loss pressured Hai, for example, into doing an excellent job. The interaction with this
kind of mentees’ power together with the established bond between the pair, in some
cases, bred some undesirable outcomes. As shared by Dang, he wrote a positive report
while not definitely convinced of the junior academics’ ability to succeed and then
regretted it when observing the young colleagues performing so “poorly” or “under par”
after being granted tenure.
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Mentees as Objects Being Acted Upon
Unlike the mentors, the mentees are “sovereign subjects” and did not present so strong a
fight to the institution’s and culture’s construction as the mentors did despite their
critical voices raising objections against the institution mentoring. They seemed to let
the institution and department culture shape their behaviour and became dependent on
the mentors.
Being seen as “green” and depicting themselves as “weak” and “immature”, the
mentees felt that they were in need of supervision and acknowledgement. They reported
the pressure to place themselves in self-surveillance about their language and conduct.
Thuan, Bao and Phan all recalled watching their manners when around older colleagues.
Thuan and Tuan further remarked on the alienation that they experienced, which leaves
the impression that for them the university sometimes does not feel a culturally safe
place. The mentees also reflected on the many occasions in which they were not ready
to be involved in institutional discussions or establish their own ways of working. Tuan
was so sure that his opinions, especially on the macro, institutional issues, would not be
considered that he would not bother to raise them in meetings. Acknowledging the
seniority gap in terms of experience, rank and expertise in the mentoring relationship,
Phan found little ambivalence about what was required: just accept the role, speak and
act as implicitly required. She readily accepted the mentor as a figure of ultimate
knowledge and experience, whose credibility and authority she could never question.
The mentees’ stories highlight the challenges they faced and the underlying sense of
lack because they were young, new to the institution and academic roles.
Present in their accounts are the cumulative effect of the institutional and
cultural power. Their subjectivity may have been strongly constructed discursively and
the discourses of power seemed to endlessly “speak through” (Foucault, 2002, p. 138)
them, situating them in subordinate positions. As recent arrivals to the role and
university, the mentees might have found themselves visible to the cultural expectations
and academe panoptic. The immediate dilemma they confronted was the expectation
that they would perform in particular ways. The mentees may have felt their
performance, their emotions, language and behaviours were highly scrutinised and
differently interpreted because of their subordinate positions. Individuals assimilating
into a new work environment will negotiate their role in the organisation, and adjust
their behaviour in the hope of achieving membership status (Bullis, 1993). What is
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evident from both the mentors’ and mentees’ accounts is that senior colleagues held
cultural beliefs about how the junior ought to ideally behave. Framed within
Vietnamese cultural traditions, to be accepted as “good”, the mentees had to exceed
their more senior colleagues’ expectations. Behaviour that deviated from the expected
would be seen as rebellious and not fitting in the academy, which might even cause a
disturbance to the already accepted discourse. This could be seen in Giao’s accounts
when she tried to “correct” what she termed as “rebellious” behaviour by a mentee who
“jumped queue” and used “inappropriate” language when commenting on some
incidents in the department’s intranet forum.
The cultural panoptic means that these new hires were of the lowest rank, and
thus perceived as possessing the least power. The beliefs generally formed within
institutions consequently worked to assimilate the mentees into the dominant culture
and to conform with the organisational norms as they sometimes did to the mentors. For
the junior academics, survival was, ultimately, about appropriate manners and
performance. They placed themselves under the institution’s and their own selfsurveillance, consciously aware of the need to establish their “fit” and credibility within
HMU. Tuan’s vignette could be read as a subtle form of institution control being
exerted on him. As a mentee, he was acutely aware of the need to be visible, but that
this visibility took several forms. His account speaks to the multiple identities and
intersectionality of identities that the mentees confronted. As Tuan’s story shows, to be
visible he had to transcend boundaries between himself and the school and institution
together with more senior academic staff. It would seem that for Tuan, the price of
institution membership was conformity to the norms through his silence and enforced
marginality at meetings. Tuan was subconsciously aware of the observed “pecking
order” (Fitzgerald, 2014, p. 76). To fit would have required him to adopt the expected
behaviours: to insert himself into the natural speaking order of the meeting. Tuan
limited his opportunities to be heard and accepted being relegated to the periphery
without trying to prove his worth and commitment. The mentees’ power to be
acknowledged, listened to or to speak might be reduced with the submissive pattern.
This further emphasises the invisible boundaries that surrounded mentees and their
continual struggles to be visible.
As they were not clearly informed of what the mentoring involved or what the
assessment criteria were, the mentees reported being dependent on the mentors and
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attaching to them the paternalistic role. Such dependence fostered in them a form of fear
despite feeling confident of their subject knowledge. Not being sure of how to achieve
rewards and desired outcomes, they may have had low internal locus of control (Turban
& Dougherty, 1994) and thus, may have doubted the possibility that they would
succeed.
The mentees’ narratives about their dependence on the mentors is illustrative of
ways in which academics are conceptualised and operationalised in the cultural
discourse. The junior colleagues expected their mentors to “mother”. The metaphor of
familial patterns of authority is evident in Confucian conscious societies like Vietnam,
where mentors are usually seen as the “master teacher” whose status equals that of
parents, with mentees as the apprentices – the children (Cheng et al., 2004). This
perception suggests that the mentees seem to align with the Large Power Distance
culture. This mother figure is also granted with the ultimate power of giving what is
professionally vital to the child/mentee: tenure. The expectation that mentors will
behave like an authority figure of power could be argued to be a way to control the
mentees by seducing them into believing that maintaining the relationship unbalanced in
terms of power is beneficial for the recipient as well as “good” leadership. However,
this caring and nurturing should not be highly valued in the managerial context
(Fitzgerald, 2014). Many senior academics would have liked to see the mentees’
involvement in driving the relationship and the sense of an adult collegial mentoring
suggested that they did not wish to be over-directing (Mathias, 2005). Furthermore, the
supervising role acts as a form of gatekeeping that has a dual function to exclude and
control and it emphasises the invisible boundaries that surround mentees and their
continual struggles to be visible with their weaknesses.
While behaving as subjects of the mentoring discourse, the mentees proved to be
moral subjects when negotiating diverse cultural forces. Quan Hệ, which refers to close
relationships characterised by high exchange rates, is critical to career success in China
(Tsui, Farh, & Xin, 2000) and it is embraced in Vietnam. The mentees felt the need to
project the best culturally acceptable image so that they could achieve their ultimate
goal of obtaining tenure. Besides positioning themselves as dutiful and striving as the
mentee in Bullough and Draper’s (2004) study did, they also tried to “sell” themselves
as helpful, kind and considerate. However, they remained moral subjects when drawing
the line between ethical and unethical practice. Being aware of the fact that the
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“envelope (of money)” could “make things go smoothly” (Tuan) in many institutions,
the mentees refused to adopt that corruptive practice. Their ethical stand was reported to
be initiated and supported by the perceivably “clean” department environment.
Commenting on how to battle the high level of corruption in HE in Vietnam,
McCornac (2008) recommended that staff “be exposed to systems in which corruption
is the exception, not the norm” (p. 272). The “decent” and “clean” environment at HMU
may result from the fact that many of its staff have been trained in less corruptive
Western academe. The way the mentees valued their perceived incorrupt departments
validats McCornac’s (2008) recommendation.
The directive mentoring that the mentees expected to have, which matched the
institution’s views, was not necessarily justified by their needs. I would argue that if the
relationship were conducted in the responsive model (Young et al., 2005), both the
mentors and mentees would benefit more. The model would allow the mentees to take
initiative in, for example, setting the action agenda and encourage them to be critical
through actively raising questions and sharing concerns with mentors. These are the
areas where the mentees seriously needed assistance. As reported by Thuan, Tuan and
Bao, they were afraid to ask questions, were not sure if the questions were appropriate
and most of the time waited for the mentors’ voluntary direction. The responsive model
would also help the mentors – in aide and support role – understand more about the
mentees’ needs while providing them the chance to cross the boundary and bring their
own potentials to the relationship. Reflecting on Clutterbuck (2007) flexible model of
mentoring reviewed in Chapter Two, the mentees’ professional and psychological needs
would be better catered for with the mentors’ non-directive, nurturing style. It would
accommodate the mentees’ needs to pursue their own learning and ensure them of the
chance to seek support whenever needed.

Summary of Responses to Research Questions
Research question 1: What knowledge informs the mentoring practice?
The mentoring at HMU is informed with competing knowledge sources from the State,
the institution, Vietnamese governance and culture as well as from the participants. The
State aspires to maintain the “gaze” by unduly privileging the institution regulation as a
means of regulating the academics while partially keeping the promise to provide more
freedom to the education sector by creating an oversight of the process to achieve the
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set outcome. The institution mentoring is discursively formed as “truth” with sovereign
and disciplinary techniques of observation, normalisation, and examination. The
intention is to cultivate sovereign subjects but the dominant discourse is proved
contingent, fragile, and contestable when the participants mobilise their resources. They
use their own knowledge and experiences to guide the professional aspects of their
individual or departmental mentoring. Their cultural perspectives inform how they
conduct the mentoring relationships.
Research question 2: How does the exercise of mentorship create knowledge?
By exercising their power, the participants create additional knowledge in the areas of
HE teaching methodology, subject matter, mentoring, career trajectory and institution
politics. This process involves the participants’ performing career, psychosocial and
modelling functions. The exercise of mentorship exemplifies power with its key
characters as defined by Foucault (1980) and this showcase suggests that the more the
participants engage in resistance, the more knowledge is produced. Under the cultural
and governance “gaze”, the mentors do not take a step further to fight for a legitimate
place for their individual mentoring in the mainstream mentoring. This knowledge, thus,
remains outside the dominant discourse.
Research questions 3 and 4:
What form of mentor’s subjectivity does the mentorship under investigation
produce? What form of mentee’s subjectivity does the mentorship under
investigation produce?
The academic mentors tend to navigate the mentorship as active, knowing subjects by
not passively accepting the mainstream discourse construction and proffering their own
discourse of resistance. The mentees, on the contrary, are found to submit to the power
relations, showing a lower level of “counter conduct” (Foucault, 2009) to the regulatory
“gaze” than the mentors do. The mentors take advantage of the administrative oversight
to wage their own mentoring, using their knowledge and experience. However, their
alternative mentorship is not strong enough to disturb the institutional mentoring
discourse, which suggests that in some way they yield to the dominant discourse as
docile bodies. This is also seen in the way they switch between directive and responsive
mentoring. The mentees are less strong in their resistance, depending on the mentors for
guidance and aligning with directive mentoring. Their narratives rarely show situations
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in which they experimented with the responsive mode, which might better serve their
needs and potentials. The positive note is that they have well-founded critical reflections
on the institutional mentoring policy and practice, which suggests that they may later
establish their own alternative mentoring, deviating from the institution’s.

Contributions, Limitations and Future Research
In the introduction to the thesis and the explanation of the conceptual framework, I have
proposed to develop an understanding of the power dynamics in Vietnamese HE
mentoring using Foucault’s power/knowledge and governmentality lens (1977, 1980,
1982). I have reviewed some mentoring models by Young et al. (2005) and Clutterbuck
(2007) and predicted that mentoring in its specific context of Vietnamese HE would
operate in a way different from that observed in the Western setting. I will now revisit
the framework and predictions to more clearly see the connection between my study and
previous research. In the coming section, I will present contributions that the study can
make to the relevant fields of Foucault’s power theories, research methodology,
Vietnamese policy management, and mentoring. I will also discuss limitations and
future research directions where relevant.

Contribution to Foucault’ power/knowledge and governmentality theories
I am interested to explore the flow from power to knowledge and vice versa in the
specific context of HMU and the ways in which the subject positions of the mentors and
mentees are produced and negotiated. Foucault’s power/knowledge and
governmentality theories are useful in the way they provide insight into how the power
dynamics operate in the academic mentoring under investigation with all the five
characteristics that Foucault (1980) identified as reviewed in Chapter Three. This power
permeates throughout the mentorship with more strength on the mentees than on the
mentors. It is found to be imbued in HMU, in the HE culture and the mentoring
relationships. It is being produced in multiple locations, from the mentors to the
mentees but also vice versa. The power is intentional and normative as a purpose always
exists and directs, for example, a mentor’s acting on his/her mentee. It is met with
various resistances from the mentoring participants and this feature makes it productive.
The conceptual framework based on Foucault’s works further explains how the
mentoring discourse is intended to establish the State’s control, and how the participants
respond to it and mobilise their individuation in their mentoring. Foucault’s lens also
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helps to explain how the participants’ exercise of power creates additional knowledge
and why they navigate the mentoring in the particular way they do. The
power/knowledge and governmentality concepts provide a way to make visible the
heterogeneous forces and knowledge practices at the discourse level that are subtly
shaping the mentoring conduct – action at a distance – and affecting the beliefs, choices,
and actions, both resistive and compliant, of mentoring participants. This study, thus,
provides original supporting evidence for the applicability of Foucault’s theories as the
conceptual framework. In that sense, the findings of this study generalise to theory
rather than to populations and this study, thus, remains faithful to the principal tenet of
qualitative research.
While validating the application of Foucault’s power/knowledge and
governmentality theories in explaining the power dynamics in Vietnamese HE
mentoring, this study identifies some factors that Foucault’s theories do not help to
address. As reviewed in Chapter Three, Foucault argued that today’s liberal
democracies mean that effective government would not force subjects into submission
to self-preserve the sovereign but cultivate them, optimising their well-being, hence
making them more “docile” and “productive” (Foucault, 1982). These features do not
seem relevant in the mentoring site investigated. The negative side of governing –
sovereignty and dominance – seems to prevail and it does not result in productive
effects i.e. nurturing the participants’ capacities, inherent qualities, and welfare while
improving the mentorship. The disciplinary techniques are reported to repress and
inhibit the mentoring academics instead. The participants are too fearful of possible
punishment to speak up about their “innovations”. The Government, in this case, fails to
create “‘active’ subjects with an appropriate subjectivity who precisely because of this
will be more efficient and productive” (Usher & Solomon, 1999, p. 157). The lone
journeys that the mentors take when negotiating their mentoring and the fear they
display toward not revealing their “counter conduct” or striving to blend their mentoring
with the mainstream’s may be interpreted as the effects from domination and coercion.
Foucault’s power theories, thus, need to be combined with the Vietnamese politically
and culturally constrained aspects to fully account for the State’s and institution’s
controlling behaviour as well as the hegemony deriving from this culture and
governance.
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I am aware of the criticism made towards the use of poststructuralist frames of
thought, particularly as espoused in the writings of Foucault, suggesting that these
frames are unduly deterministic, denying individual agency (Weedon, 1997). My
employment of a Foucauldian frame of analysis posits that agency and intentionality
exist. My study shows a range of subject positions and forms of subjectivity, in which
individual participants intentionally engage in meaningful actions and behaviours,
making choices according to their moral values, and in the knowledge of potential
rewards and punishments (Cherryholmes, 1988). My examination of the Vietnamese
HE mentoring in the power relations of discipline and sovereignty reveals points at
which the welfare government’s emphasis on empowering individual academics is
replaced with coercion. The institution mentoring practices that might be useful to the
mentoring participants as “technologies of the self” are actually disciplinary
technologies or to be more exact, technologies of domination.
Contribution to methodology
Contemplating this study helps to understand the strengths and constraints of the
poststructuralist epistemology and methods employed. First, construed as a qualitative
study, my research is inherently limited in size and scope, employing analysis on three
policy documents and a small number of participants (five mentors and five mentees).
This means it cannot represent the discourse of academics engaged in Vietnamese HE
mentoring programs. Instead, the inquiry is limited to the representation of mentoring
practice as collected from selected participants and documents regulating new academic
mentoring in Vietnam based on Foucault’s theories of power/knowledge and
governmentality. This limits the generalisability of its claims and the findings do not
represent many Western or other non-Vietnamese mentoring nuances in academe.
Furthermore, as discussed in Chapter Four, HMU has many staff members being trained
in Western academy. This distinction suggests that the study may also miss certain
nuances in Vietnamese institutions other than the one under investigation.
It should be noted here that generalisability to population is not the goal of my
work; instead, the study does generalise to theory as explained in the previous section.
Furthermore, designed as a qualitative research project, the study has produced rich data
into the multi facets and intersections of the academic mentoring under investigation. It
enables me to thoroughly understand the manner in which the participants reconstruct
their identities and guide their performance in relation to the mentoring practice of this
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one institution given the control from the State and constraints from the institution and
culture. The findings could be argued to represent some versions of truth, which are
applicable in other HEIs in Vietnam.
This current study is limited by my own biases and assumptions from my
professional and mentoring experiences, which may influence my interpretation of the
data. It relies on a willingness on the part of the participants to explore their conceptions
of mentoring and reflect on how they position themselves in relation to the institutional
knowledge articulated by their administrators and embedded in the institutional culture.
Such willingness depends upon my ability as a researcher to build a relationship with
the participants based upon trust and respect. I have detailed how I achieved these in
Chapters Four and discussed the influence of my bias in Chapters Five, Six and Seven.
I am aware of the possibilities of conducting the study using other methods. If I
had used critical discourse analysis, for example, I may have gathered a different set of
data that could illuminate the power of the policy documents at the text level. Linguistic
tools such as nominalisation and passive/active voice (Machin & Mayr, 2012) may
illustrate how the actors are constituted by the policy makers. Quantitative direction if
used for my study could have brought understanding on, for example, a range of views
on how the competing factors operate the mentorship. I only make suggestions on the
mentoring models used by the participants based on their side of the story. Real-life
mentoring could be more accurately portrayed with the data from, for example,
participants’ diary, observations, and interviews spread over the mentoring period.
Another practical direction could be an exploration of the administrative staff’s and
institution leaders’ opinions on the human resource development issues using group
discussions, responses to hypothetical scenarios or interviews. These possibilities could
be future research agendas.

Contribution to understanding Vietnamese policy implementation
The present study has contributed in an original way to the understanding of
Vietnamese policymaking and enactment. The adoption of Foucault’ s
power/knowledge and governmentality concepts helps to explain the particular context
of academic mentoring in a university in Vietnam directed by the State and institution
policies. It pinpoints how the State and HMU employ legislation and management
mechanisms such as normalisation to establish their power and control over the
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institutional professional activities at a distance. It also shows how the dominant
mentoring is consolidated by the entrenchment of social and culture elements and how
the actors make use of their social, personal and professional knowledge and
experiences to complete the assignment. This work, thus, illuminates policy
implementation in Vietnam and exemplifies why and how resistance to policy is made.
With this study, I have sought to add to a growing body of critical literature
exploring the control of Vietnamese HE governance on academic activities and how the
participants navigate their way in this domain. The context under investigation is a
critical time when Vietnamese HE is undergoing significant changes with the
introduction of the market mechanism and the State’s reluctance in giving up some of
its centralised power (Tran, 2014). Unpacking the discourses of mentoring may clarify
the ways in which these discourses and practices serve political interests as well as work
to maintain the status quo. The present study has done its job of illustrating how the
dominant policy discourse is disturbed by exposing the way the academics involved
mobilise their own resources and re-negotiate their roles. These academics, regardless
of being aware of the new state’s governance paradigm – controlling the outcome, not
the process (Tran, 2014) or not – have made the most of the mentoring opportunity to
create an alternative voice. Unfortunately, the fear of being punished and alienated
prevented further effort to blend the innovation into mainstream mentoring.
In showing how the attempts to reconstruct the mentoring discourses are formed
and fail, the study identifies opportunities created by the recent governance paradigm of
controlling the outcome and “figure it out yourself”, as well as its shortcoming. Active
subjects could make use of the State’s and institution’s oversight, liberating themselves
from the unfairly privileged practice and creating their own discourse. Before the
Innovation policy, this situation was not feasible and any attempts to deviate from the
state policy would be reported and punished with very strict panoptic surveillance.
However, institution oversight on such an important PD activity is not necessarily
beneficial to all parties concerned. As noticed by Boice (1992) and pointed out by
several participants, relying upon mentoring to occur on its own may mean that there is
no mentoring at all. The “figure it out yourself” attitudes and the lack of guidance and
support may mean that new hires to Vietnamese academe will never have the chance to
benefit from effective mentoring. Negative practice involving the use of money for
favourable comments in mentoring reports as mentioned in several interviews is vivid
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evidence of the consequence brought by institution oversight on this PD. A bottleneck
in policy execution and a major hurdle to progress are also identified, since pathways
for improvement of policy and acceptance of other voices are not available. Foucault
argued that other voices are excluded by hegemonic discourses, and it is the role of the
intellectuals to make sure they are heard (Foucault, 1980). Mi, as a “specific
intellectual” engaged in power struggles by questioning universal theories (Foucault,
1980) – the mainstream mentoring in this case – had her voice stifled. This is because
the mentoring discourse seeks to construct mentoring basing solely on the policy
maker’s view and make no attempt to draw potential critics into its domain or let them
address the predefined mentoring, thus excluding alternatives on the public discussion
agenda.
Based on the descriptive nature of this study, I argue that this could be the case
of other HEIs and organisations and I argue that the new state’ power paradigm of
watching over the outcome would not work as it only results in individual efforts to
innovate, which are too frail to disturb the mainstream. If the State and HE governance
in general and academic mentoring in particular are to advance, channels of
communication for alternative roles should be opened. Furthermore, while individuals
engage in struggles with established ideas, they should take caution against being
overtaken by the power of established theories and forced to be quiet (Foucault, 1998).
This would ensure that possibilities for changing politics, economics, and practices in
institutions are achievable (Foucault, 1998).
This work further suggests that by providing insight into resistance and its
benefits in opening up more authentic innovations, alternatives to the State and
institution-determined policy should be seen as a potential asset, rather than as a
problem. More importantly, the significance lies in the study’s focus on the professional
issues of mentoring among Vietnamese academics, at the point where power is
exercised, resistance is formed, and possibilities of change arise and are nullified. As
described by Foucault (1982), social change is not generated by people’s consciousness,
but in the relationship between power/knowledge and the political, economic, cultural,
and institutional production of truth (Foucault, 1982). In addition, as this study makes
clear, despite localised resistance, the pervasive assumptions of the dominant culture
discourse remain influential, permeating the philosophies, practices, and interactions of
the mentors and mentees.
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The findings in the present study have demonstrated that there exists a critical
need to review and rewrite the mentoring policy with consideration to the need of the
new generation of academics, the need of Vietnamese HE and the resources available.
The policy should create space for innovations while making room for important
components of mentoring programs such as mentor selection and training, incentives for
mentoring, needs analysis, and evaluation. To allow alternatives to blend with the
dominant discourse, the policy cycle should include agenda setting, policy formulation,
decision-making, implementation, and evaluation with impact analysis. Channels of
alternative negotiation should be open for updated information and knowledge and
evaluation feedback should be considered (Teirlinck, Delanghe, Padilla, & Verbeek,
2013) in how to amend the policy or whether to terminate it. It is hoped that recent talks
about delegating more autonomy to HEIs (Dao, 2015; Tran, 2014) will eventually allow
them to make their own decisions in training in general and mentoring in particular.
Mentoring then could be in more equal arrangements such as cross school, peer
mentoring and would no longer be evaluative. Inter-departmental mentoring could be
another good option as mentors’ subject background is not critical in mentoring but
shared knowledge of how to organise and plan the teaching is (Remmik et al., 2011).
This study also poses a fundamental, critical question concerning how to
introduce and promote alternative discourses as a means to make them available to a
wider community. Consideration of a realisation of innovative mentoring and the effects
on it from Vietnamese HE governance’s conflicting mandates for compliance and
innovation entails a further implication for related, future studies. These research
agendas will lead to fuller discussions of, and reform efforts towards more authentically
alternative mentoring practices.

Contribution to mentoring landscape
So far, it has been established that mentoring participants’ personalities and their
attitudes, the policy and its implementation and institution culture are main contributory
factors to the success or failure in mentoring. The peculiarities of Vietnamese
governance and culture together with Foucault’s power concepts complement one
another to theorise how academic mentoring in Vietnam operates. The findings from
this study adds to the body of mentoring in the academy, further pointing out that
mentoring operates under myriad heterogeneous factors such as the policy, the
discursive and the social practice. To understand why the actors perform the way they
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do, it is important to understand the competing factors that they need to negotiate. This
study also extends what Young et al. (2005) and Clutterbuck (2007) have found by
providing some ideas on how mentoring operates in a country with a very different
political and cultural background from Western academy. The participants’ narratives
suggest that directive mentoring was the main model being operated although the
mentors were sometimes found to encourage the responsive mode. No examples of
interactive relationship were reported and I assume that the Vietnamese hierarchy may
prevent mentors’ and mentees’ recognising each other as peers. The documented
mentoring pattern is not determined by individual preferences as found by Young et al.
(2005) but it is likely to result from the cultural influence. It reflects the struggles in
which the participants are involved when negotiating Collectivism, Large Power
Distance, Confucianism and paternalism. It is interesting to note that while there is a
possibility that the mentees benefit more from the responsive model, it is their
attachment to Large Power Distance culture and Confucian teaching that switches the
directive mode on. Future research may look into the actual mentoring process to
determine its features and contributing factors. Investigations may start with questions
that are left unanswered by this study such as how to secure the needs base of entrant
employees, how to prepare mentors, and what is the impact of the dual role of
mentor/supervisor. Action research with trialling models of inter-departmental
mentoring, group mentoring may reveal how these more Western modes would work in
the Vietnamese context. Gender issues, which were not accommodated for in this
research due to the small number of male participants (only two), could be another
research direction.
This research additionally advances knowledge that is related to power
relationships in mentoring. It extends Beech and Brockbank (1999) research inquiry and
illustrates how the power balance works within the mentor and mentee relationship,
how the players’ interactions and beliefs influence the power that each player possesses.
It adds to the literature on power/knowledge and governmentality in academic
mentoring and advocates the inclusion of alternative views and approaches to this PD
task. This study also extends Devos’ (2005) study by showing how the academics
working in the unique social and cultural context of Vietnam expanded mentoring
knowledge by acting as agents of the dominant and their own discourses. I position the
mentors’ and mentees’ knowledge and performance as a form of hidden or disqualified
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knowledge that has been historically given a low status in the hierarchy in relation to
institutional and official forms of power/knowledge. By exploring how the academic
mentoring participants accepted, ignored, resisted, challenged or subverted the State and
institution’s claims to power/knowledge, the study has taken a substantial step in
granting this knowledge a renewed status.
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Appendix B – Participant Information Statement
and Vietnamese Translation
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Education

Victoria 3086 Australia
T +61 3 5444 7885
F +61 3 5444 7899
E education@latrobe.edu.au
www.latrobe.edu.au/education

PARTICIPANT INFORMATION STATEMENT
Project:
POWER/KNOWLEDGE AND GOVERNMENTALITY
IN MENTORING NEW ACADEMICS IN VIETNAM
Ethics Approval No:
Researcher:

Minh Nguyet Nguyen

Principal Supervisor: Professor Tanya Fitzgerald
Co-supervisor:

Associate Professor Catherine Lang

Course of study:

Doctor of Philosophy

The project Power/Knowledge and Governmentality in mentoring new academics in
Vietnam is conducted by Minh Nguyet Nguyen during her PhD candidature under the
supervision of Professor Tanya Fitzgerald and Associate Professor Catherine Lang,
Faculty of Education, La Trobe University, Melbourne, Australia.
The project is not an evaluation of the academic mentoring but an exploration of what
shapes this particular practice. Specifically, the participants will be asked about what
informs and governs their academic mentoring and what knowledge is created in the
process.
A group of five mentors and five mentees with relevant experience is selected. Caution
will be exercised not to select a mentor/mentee pair currently working together.
Written ethics approval from La Trobe University and permission from Hanoi University
have been sought and granted.
A brief survey asking for demographic data in Vietnamese will be sent to the participants
prior to the interview to be completed at a time convenient for them. The interviews will
be conducted on campus of the selected university in an informal setting and the language
used will be Vietnamese. Each interview is expected to last approximately one hour and
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will be audiotaped. In case a level of stress is there, counselling service is available. A La
Trobe corporate gift will be available for each participant as a token of appreciation.
After the interviews, the researcher may contact the participants via email, telephone,
Skype for follow-up interviews to further clarify the interview transcripts/notes.
Pseudonyms will be used for the participants in any publications and the institution as
well as the faculties is de-identified. The information that the participants provide in the
interview will be kept confidential throughout the study and after its completion.
Transcripts will be made available in Vietnamese and translated into English for the
purpose of the thesis. Once the data transcribing is completed and the transcripts have
been approved by the participants, all the audio files will be destroyed. All the hard-copy
data (e.g. interview notes and transcripts) will be stored in a safely locked cabinet at La
Trobe University. After the completion of the study, all the data will be stored either
electronically on a password-protected computer or in hard copy in a locked cabinet for
five years.
The results of this project will be used in the researcher’s doctoral thesis and may be
presented at conferences and published in journals or future research projects. They will
be available to the participants on request.
Participation in this project is entirely voluntary, and you are free to withdraw from active
participation in the project at any time and, further, to request that data arising from your
participation are not used in the research project provided that this right is exercised
within four weeks of the final receipt of the revised and approved transcripts. In case you
wish to withdraw from the project, you are asked to complete the “Withdrawal of
Consent for Use of Data Form” or to notify the researcher by e-mail or telephone that
you wish to withdraw your consent for your data to be used in this study. There are no
disadvantages, penalties or adverse consequences for not participating in or for
withdrawing from this research project.
Any question regarding this project may be first directed to the researcher, Ms Minh
Nguyet Nguyen, PhD Student, Faculty of Education, La Trobe University, Email:
nmnguyen@students.latrobe.edu.au, Phone: (+61) 414 897 899
If the participants have any complaints or queries that the researcher has not been able to
answer to their satisfaction, they may contact the Secretary, Education Faculty Human
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3552, email: educationethics@latrobe.edu.au.
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Translation (Vietnamese)

THÔNG TIN DÀNH CHO NGƯỜI THAM GIA ĐỀ TÀI NGHIÊN
CỨU
Đề tài:
QUYỀN LỰC/KIẾN THỨC VÀ QUẢN LÝ TRONG CÔNG TÁC HƯỚNG DẪN
GIẢNG VIÊN MỚI TẠI VIỆT NAM
Giấy phép Đạo đức số:
Người thực hiện:

Nguyễn Nguyệt Minh

Giáo viên hướng dẫn chính:

Giáo sư Tanya Fitzgerald

Giáo viên hướng dẫn phụ:

Phó giáo sư Catherine Lang

Khóa học:

Tiến sĩ

Đề tài Quyền lực, kiến thức và quản lý trong công tác hướng dẫn giảng viên mới tại
Việt Nam được thực hiện bởi Nguyễn Nguyệt Minh, hiện đang là nghiên cứu sinh Tiến
sĩ dưới sự hướng dẫn của Giáo sư Tanya Fitzgerald và phó giáo sư Catherine Lang, Khoa
Giáo dục, Đại học La Trobe, Melbourne, Úc.
Đề tài không nhằm mục đích đáng giá hoạt động hướng dẫn giảng viên mới mà nghiên
cứu những yếu tố hình thành hoạt động này. Cụ thể, những người tham gia nghiên cứu sẽ
trả lời các câu hỏi về việc công tác hướng dẫn giảng viên mới hình thành trên cơ sở kiến
thức nào, quản lý người tham gia ra sao và công tác này đóng góp những kiến thức gì
trong quá trình hướng dẫn.
Một nhóm gồm năm giảng viên hướng dẫn và năm giảng viên được hướng dẫn với trải
nghiệm phù hợp với nghiên cứu được chọn tham gia. Các cặp giảng viên hướng dẫn và
được hướng dẫn hiện tại đang làm việc cùng nhau sẽ không tham gia nghiên cứu này.
Giấy phép đạo đức của trường Đại học La Trobe và trường Đại học Hà Nội đã được cấp
cho nghiên cứu.
Một phiếu điều tra các thông tin nhân khẩu học bằng tiếng Việt sẽ được gửi đến người
tham gia nghiên cứu trước buổi phỏng vấn và điền trong thời gian phù hợp với người
tham gia. Buổi phỏng vấn sẽ được thực hiện bằng tiếng Việt tại khuôn viên trường trong
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bối cảnh thân mật. Mỗi cuộc phỏng vấn được dự đoán kéo dài khoảng một tiếng và sẽ
được ghi âm. Có dịch vụ tư vấn tâm lý sẵn sàng cho trường hợp người được phỏng vấn
cảm thấy căng thẳng.
Sau cuộc phỏng vấn, nghiên cứu sinh có thể sẽ liên lạc người tham gia nghiên cứu bằng
email, điện thoại, Skype để làm rõ các câu trả lời trong cuộc phỏng vấn.
Tên giả sẽ được sử dụng cho người tham gia phỏng vấn trong các ấn phẩm và tên trường
cũng như tên khoa sẽ được thay đổi. Thông tin được cung cấp sẽ được bảo mật trong suốt
thời gian thực hiện đề tài và cả sau khi đề tài kết thúc. Các bản ghi lại nội dung phỏng
vấn được viết bằng tiếng Việt và tiếng Anh cho mục đích của đề tài. Khi quá trình ghi lại
nội dung phỏng vấn đã kết thúc và các bản ghi lại nội dung phỏng vấn đã được người
tham gia thông qua, tất cả các tệp âm thanh sẽ được hủy. Tất cả số liệu dưới dạng giấy
(ví dụ ghi chép trong khi phỏng vấn và các bản ghi lại nội dung phỏng vấn) sẽ được lưu
lại trong ngăn khóa an toàn tại trường La Trobe. Sau khi nghiên cứu được hoàn thành, tất
cả các số liệu điện tử sẽ được bảo mật bằng từ khóa và các số liệu trên giấy sẽ được bảo
vệ trong ngăn khóa trong năm.
Kết quả của nghiên cứu này sẽ được sử dụng trong luận văn Tiến sĩ của người thực hiện
đề tài và có thể được trình bày tại các hội thảo, hay được đăng tải trong các tạp chí học
thuật hoặc sử dụng trong các đề tài nghiên cứu sau này. Kết quả sẽ được gửi đến người
tham gia nghiên cứu nếu có yêu cầu.
Việc tham gia vào đề tài này là hoàn toàn tự nguyện. Thầy/cô có thể rút khỏi đề tài bất cứ
lúc nào và có thể yêu cầu rút lại dữ liệu phỏng vấn trong vòng bốn tuần kể từ ngày nhận
được bản ghi lại thông tin phỏng vấn đã được sửa và thông qua. Trong trường hợp thầy/cô
muốn rút khỏi đề tài, thầy/cô hãy ký vào tờ “Rút lại dữ liệu phỏng vấn” hoặc thông báo
cho người thực hiện đề tài qua email hay điện thoại về việc rút lại dữ liệu phỏng vấn. Sẽ
không có bất lợi, hình phạt hay hậu quả gì xảy ra với việc không tham gia hay rút lui khỏi
đề tài nghiên cứu này.
Nếu có bất kỳ câu hỏi nào liên quan đến đề tài này, xin thầy/cô liên hệ với người thưc
hiện đề tài, nghiên cứu sinh Nguyễn Nguyệt Minh, Khoa Giáo dục, Đại học La Trobe qua
địa chỉ email nmnguyen@students.latrobe.edu.au hoặc số điện thoại (61) 414 897 899.
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Nếu có gì phàn nàn hoăc thắc mắc mà chưa được trả lời thỏa đáng, thầy/cô có thể liên hệ
với Thư ký, Ủy ban Đạo đức Con người thuộc Khoa Giáo dục, Đại học La Trobe, Hộp
thư 199, Bendigo, bang Victoria, 3552, email: educationethics@latrobe.edu.au.
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Appendix C – Consent Form for Participants

and Vietnamese Translation
Faculty of
Education

Victoria 3086 Australia
T +61 3 5444 7885
F +61 3 5444 7899
E education@latrobe.edu.au
www.latrobe.edu.au/education

CONSENT FORM
Project:
POWER/KNOWLEDGE AND GOVERNMENTALITY
IN MENTORING NEW ACADEMICS IN VIETNAM

Ethics Approval No:
Researcher:

Minh Nguyet Nguyen

Principal Supervisor: Professor Tanya Fitzgerald
Co-supervisor:

Associate Professor Catherine Lang

Course of study:

Doctor of Philosophy

I, ........................................................................................... , have read and understood
the information provided in the Participant Information Statement, and any questions
I have asked have been answered to my satisfaction.
a. I agree to participate in the project, realizing that I may withdraw from the study at any
time and may request that no data arising from my participation are used, up to four weeks
following the final receipt of the revised and approved transcripts.
b. I agree to provide the information required in the survey questionnaire.
c. I agree that the interview will be conducted face to face and audio-recorded.
d. I agree to participate in any follow-up interviews by email, telephone or Skype.
e. I agree that research data provided by me or with my permission during the project may
be included in a thesis, presented at conferences, published in journals and used in future
research on the condition that neither my name nor any other identifying information is
used.
f. I understand that a copy of this Consent Form will be provided for me to keep.

Name of Participant (block letters): ...................................................................................
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Signature: ...........................................................................................

Date:

……/…

Date:

……/…

/…...
Name of Researcher: MINH NGUYET NGUYEN
Signature: ...........................................................................................
/…...
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Faculty of
Education

Victoria 3086 Australia
T +61 3 5444 7885
F +61 3 5444 7899
E education@latrobe.edu.au
www.latrobe.edu.au/education

Translation (Vietnamese)

MẪU ĐỒNG Ý THAM GIA ĐỀ TÀI
Đề tài:
QUYỀN LỰC/KIẾN THỨC VÀ QUẢN LÝ TRONG CÔNG TÁC HƯỚNG DẪN
GIẢNG VIÊN MỚI TẠI VIỆT NAM
Giấy phép đạo đức số:
Người thực hiện:

Nguyễn Nguyệt Minh

Giáo viên hướng dẫn chính:

Giáo sư Tanya Fitzgerald

Giáo viên hướng dẫn phụ:

Phó giáo sư Catherine Lang

Khóa học:

Tiến sĩ

Tôi, ....................................................................................... , đã đọc và hiểu thông tin ghi
trong mẫu Thông tin dành cho người tham gia đề tài nghiên cứu, và mọi câu hỏi của
tôi đã được giải đáp thỏa đáng.
a. Tôi đồng ý tham gia đề tài, và hiểu rằng tôi có thể rút khỏi đề tài bất cứ lúc nào và có
thể yêu cầu ngừng sử dụng dữ liệu mà tôi đã cung cấp trong quá trình tham gia đề tài
trong vòng bốn tuần kể từ ngày nhận được bản ghi lại thông tin phỏng vấn đã được sửa
và thông qua.
b. Tôi đồng ý cung cấp thông tin trong phiếu khảo sát.
c. Tôi đồng ý việc phỏng vấn sẽ được tiến hành trực tiếp và ghi âm.
d. Tôi đồng ý tham gia các cuộc phỏng vấn tiếp theo nhằm mục đích làm rõ nội dung
cuộc phỏng vấn đầu tiên bằng thư điện tử, điện thoại hoặc Skype.
e. Tôi đồng ý dữ liệu nghiên cứu mà tôi cung cấp và cho phép sử dụng trong đề tài này
có thể được sử dụng trong luận văn, trình bày ở các hội thảo, xuất bản trong các tạp chí
chuyên ngành và sử dụng trong các nghiên cứu trong tương lai với điều kiện không được
sử dụng tên của tôi hoặc thông tin xác định được danh tính của tôi.
f. Tôi hiểu rằng tôi được giữ một bản Mẫu đồng ý tham gia đề tài.
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Tên người tham gia đề tài (in hoa): ....................................................................................
Chữ

ký:

…………………………………………………Ngày…….tháng……năm………
Tên người thực hiện đề tài: NGUYỄN NGUYỆT MINH
Chữ
…………………………………………………Ngày…….tháng……năm………

ký:
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Appendix D – Withdrawal of Consent for Use of Data Form

and Vietnamese Translation of Form
Faculty of
Education

Victoria 3086 Australia
T +61 3 5444 7885
F +61 3 5444 7899
E education@latrobe.edu.au
www.latrobe.edu.au/education

Project:
POWER/KNOWLEDGE AND GOVERNMENTALITY
IN MENTORING NEW ACADEMICS IN VIETNAM

Ethics Approval No:
Researcher:

Minh Nguyet Nguyen

Principal Supervisor:

Professor Tanya Fitzgerald

Co-supervisor:

Associate Professor Catherine Lang

Course of study:

Doctor of Philosophy

I, ………………………………………….., wish to WITHDRAW my consent to the use
of data arising from my participation. Data arising from my participation must NOT be
used in this research project as described in the “Participant Information Statement” and
“Consent Form”. I understand that data arising from my participation will be destroyed
provided this request is received within four weeks of the final receipt of the revised and
approved transcripts. I understand that this notification will be retained together with my
“Consent Form” as evidence of the withdrawal of my consent to use the data I have
provided specifically for this research project.

Participant’s name (block letters):
…………………………………………………………
Signature: ………………………………………………………………………………
Date: ……/……/………..
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Faculty of
Education

Victoria 3086 Australia
T +61 3 5444 7885
F +61 3 5444 7899
E education@latrobe.edu.au
www.latrobe.edu.au/education

Translation (Vietnamese)

MẪU RÚT LẠI DỮ LIỆU
Đề tài:
QUYỀN LỰC/KIẾN THỨC VÀ QUẢN LÝ TRONG CÔNG TÁC HƯỚNG DẪN
GIẢNG VIÊN MỚI TẠI VIỆT NAM

Giấy phép đạo đức số:
Người thực hiện:

Nguyễn Nguyệt Minh

Giáo viên hướng dẫn chính:

Giáo sư Tanya Fitzgerald

Giáo viên hướng dẫn phụ:

Phó giáo sư Catherine Lang

Khóa học:

Tiến sĩ

Tôi, ……………………………………., xin RÚT LẠI dữ liệu mà tôi đã cung cấp trong
quá trình tham gia đề tài. Dữ liệu tham gia đề tài của tôi sẽ KHÔNG ĐƯỢC sử dụng
trong đề tài nghiên cứu này nữa như nội dung ghi trong mẫu “Thông tin dành cho người
tham gia đề tài” và mẫu “Đồng ý tham gia đề tài”. Tôi hiểu rằng dữ liệu mà tôi cung cấp
trong quá trình tham gia đề tài sẽ bị hủy bỏ nếu như yêu cầu này được gửi đi trong vòng
bốn tuần kể từ ngày nhận được bản ghi lại thông tin phỏng vấn đã được sửa và thông qua.
Tôi hiểu rằng thông báo này sẽ được lưu cùng với mẫu “Đồng ý tham gia đề tài” của tôi
để làm bằng chứng cho việc tôi rút lại dữ liệu mà tôi đã cung cấp cho đề tài nghiên cứu
này.
Tên người tham gia đề tài (in hoa): …………………………………………….
Chữ ký: ………………………………………………..
Ngày……tháng…..năm........
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Appendix E – Interview Questions and Vietnamese Translation

Interview questions for mentors/mentees
(English version)

1. How did you prepare yourself for the role of mentor/mentee?
2. What skills, knowledge, and expertise did you acquire for the role?
3. What did you learn from the mentoring experiences?
4. What benefits did you gain in the mentoring process?
5. How were your skills, knowledge, and expertise extended?
6. What were the most challenging aspects?
7. How did you address these challenges?
General Prompt Questions
1. Can you tell me more about that?
2. What did that mean for you?
3. What happened because of that?
4. What would you like to have been different?
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Interview questions for mentors/mentees
(Vietnamese version)

Câu hỏi phỏng vấn cho giảng viên hướng dẫn/giảng viên được hướng dẫn

1. Xin thầy/cô vui lòng cho biết thầy/cô đã chuẩn bị thế nào cho công tác hướng dẫn
giảng viên mới?
2. Thầy/cô đã có những kỹ năng, kiến thức, chuyên môn gì cho vai trò này?
3. Thầy/cô đã học được gì từ công tác hướng dẫn giảng viên mới?
4. Công tác hướng dẫn giảng viên mới mang lại cho thầy/cô những lợi ích gì?
5. Kỹ năng/kiến thức và chuyên môn của thầy/cô được mở rộng thế nào?
6. Xin thầy/cô vui lòng cho biết những thách thức khó vượt qua nhất của công tác
hướng dẫn giảng viên mới?
7. Thầy/cô đã xử lý những thách thức này như thế nào?

Các câu hỏi gợi mở:
1. Thầy/cô có thể nói thêm về vấn đề này được không?
2. Điều này có nghĩa thế nào đối với thầy/cô?
3. Xin thầy/cô cho biết hậu quả/kết quả của việc đó?
4. Thầy/cô mong muốn sự việc/vấn đề diễn ra thế nào?
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Appendix F - Statement of Audit Trail
Melbourne, 15th July, 2016

I have reviewed part of the data collected for the study Power Dynamics in
Mentoring New Academics by Minh Nguyet Nguyen, La Trobe University and hereby
certify that:


I have conducted back-translation of the study documents (i.e. the
Interview questions, Information sheet, Consent forms and Withdrawal
forms) and found that the meanings of the two versions are the same.



I have randomly sampled two interviews in Vietnamese and found that
the transcripts accurately match what is said in the respective audio
interview files. I have also performed back-translation of these
transcripts.



The selection of interview quotes to be used in the thesis is a fair
representation of the respective interviews.



The English translation of interview quotes reflects accurately their
meanings.

For further information, please contact:

Dr Xuan Thu Dang
Research Fellow and Academic (Sessional)
School of Education, Faculty of Arts & Education, Deakin University
Melbourne Burwood Campus, 221 Burwood Highway, VIC 3125
Email: xuan.dang@deakin.edu.au
Website: https://www.researchgate.net/profile/XUAN_THU_DANG
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Appendix G - Complete Set of Themes

Overarching theme

Sub-theme

State’s and
institution’s control

Discursive practice
Control with force of law
Consolidation of state documents
Regulation content
Control participants
Constitute mentoring
Professional authority
Social practice
State governance
Social cognition

Competing
knowledge that
informed mentors’
mentoring

Regulation’s power
Mentors’ mobilising resources
Mentors’ experiences and knowledge
Attitudes to academic roles
Mentors’ cultural lens
Vietnamese culture
Department culture

Mentors’ extension
of skills, knowledge
and expertise

Interactions in mentor’s role
Self-governing
Resistance

Challenges to
mentors

Mentors’ interaction with institutional mentoring
Management of policy document
Inadequate mentoring content
Inadequate preparation for mentors
Lack of incentives
Resistance
Reducing policy power
Other mentoring
Fear
Policy’s and culture’s “gaze” on mentors
Conflicting roles of supervisor and mentor
Mentees’ fear and submissiveness

247

Complete Set of Themes (continued)

Overarching theme

Sub-themes

Competing
knowledge that
informed mentees’
mentoring

Dependence on mentors
Mentees’ experiences and knowledge
Mentees’ cultural lens

Mentees’ extension
of skills, knowledge
and expertise

Interactions in mentees’ role
Self-governing
Critical reflections

Challenges to
mentees

Mentees’ interaction with institutional mentoring
Informal mentoring
Constraint from observation as assessment
Critical reflections
Policy’s and culture’s “gaze” on mentees
Conforming
Advocating mentors’ reporting role

Note. The themes are grouped according to the order in which they appear in the text.

