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young and then also perhaps if you socialize together as well. Socializing and 

finding that okay I’m your mentor now …I’m your friend now. So that, I was in a 

situation where, I said this is the mentor mask, this is your HOD, I’m speaking to 

you with regards to work.  

5.1.5 BOUNCING-OFF EACH OTHER- THE ROLE OF KNOWLEDGE IN 

MENTORING INTERACTIONS  

When reading across the data presented in chapter four, one is exposed to instances or learning 

episodes where talk, in mentoring interactions between the mentors and beginner teachers, is 

used for the purpose of learning or knowledge building. I want to highlight two such „learning 

episodes‟ to illuminate the role of knowledge in mentoring interactions. 

   

Learning episode 1- the data shows that the mentor enters the classroom of the beginner teacher 

to do the needs assessment that will inform the BT’s personal development plan. In Vygotskian 

language the mentor in this mentoring interaction assumes the role of the knowledgeable other 

working with the BT as the less knowledgeable peer. For Van der Westhuizen (2015) this one 

way mentoring approach is in line with institutional norms where the mentor is the knower and 

the mentee the learner. For Van der Westhuizen (2015, p. 119) “one would expect mentoring 

interactions to be dialogical and interactive”.  Therefore, one assumes that the mentor is the 

knowledgeable other, favorably positioned, because they possess certain qualities: ‘a passion for 

teaching’, ‘professional work ethic’, ‘being focused’ and ‘having a proven track record of 

curriculum delivery’, whereas the beginner teacher is viewed by the principal as ‘highly 

qualified’ (coming into this mentoring conversation with strong content knowledge) but 

deficiently positioned as having professional inadequacies (see section 5.2.1) and not being able 

to deal with the realities of schooling and is therefore seen here as less knowledgeable.   

 

In learning episode 2- illustrated in the following snapshot taken from my rough notes (see 

figure 5.2)  

 

 

 

https://etd.uwc.ac.za



84 

 

 

 

 

Figure 5.2: A sketch depicting an epistemic conversation  

The sketch in figure 3.4 shows a shift in roles especially as both the mentor and beginner teacher 

meets at the centre of this ‘epistemic gradient’. The sketch shows the initial positioning of the 

mentor and beginner teacher. At the one end of the ‘epistemic gradient’ (Heritage, 2013) the 

mentor is favourably positioned having experience in the real school context with strong 

pedagogical content knowledge, and being viewed as the „more knowledgeable‟. At the other 

end is the beginner teacher (entering the profession) deficiently positioned as having professional 

inadequacies but qualified in terms of possessing strong content knowledge, thus the ‘less 

knowledgeable’. In Lave and Wenger’s (1991) language of description the mentor in this case is 

the „old-timer‟ positioned at the centre and the beginner teacher the ‘newcomer’ positioned at 

the periphery. Heritage (2013) introduced the notion of ‘territories of knowledge’ which can be 

depicted in terms of an ‘epistemic gradient’ (as shown in figure 5.2) ranging from the more 

knowledgeable (K+  ) to the less knowledgeable (K-  )  in terms of what status is presumed. 

Although they start off differently positioned there comes a point, where in the mentoring 

interaction and through an ‘epistemic conversation’ (Heritage, 2013) or through a ‘learning 

conversation’ (Van der Westhuizen, 2015), they both intersect at the middle to ‘bounce-off’ 
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ideas from each other. Van der Westhuizen (2015, p. 1) refers to this idea of ‘bouncing-off each 

other’ as ‘turntalking’ since “mentoring interactions are essentially forms of talk-in-interaction 

(as described by Schegloff, 1997), and characterised by conversational practices of turn-talking, 

sequencing of utterances as social actions…”  At the mid-point of the ‘epistemic gradient’ where 

the mentor and beginner teacher intersect roles change since the beginner teacher is now 

positioned as the knower –the newcomer has now gained legitimacy and is viewed as a full 

participant.    

  

The above discussion highlights the interactional nature of learning and focuses on ways in 

which participants in this mentoring programme used their mentoring conversations to build 

knowledge. Furthermore, it afforded the newcomer (the beginner teacher) to gain legitimacy and 

move from the periphery to the centre which is ultimately the aim of a mentoring programme.  

5.2  CONCLUSION  

The purpose of this chapter was to offer an analysis and discussion of the findings that resulted 

from chapter four. From this analysis and discussion one can derive that beginner teachers enter 

the teaching profession with professional inadequacies which is as a result of their initial teacher 

training. They therefore come into the teaching profession insufficiently prepared to deal with 

the realities of schooling. It is then through various mentoring interactions in overlapping and 

multiple CoPs that learning or knowledge building takes place. Furthermore, the discussion 

illuminated the importance of mentor-mentee pairing in terms of willingness to participate and 

compatibility. Two different mentoring styles were uncovered each producing different results. 

Lastly, I also showcased the interactional nature of learning- how learning or knowledge building 

comes about through talk or dialogue within mentoring interactions which results in the beginner 

teacher moving from the periphery and becoming a full participant in the profession. In the final 

chapter, which follows, I offer conclusions, implications of the study and recommendations for 

further study.  
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CHAPTER SIX  

 CONCLUSION, IMPLICATIONS AND RECOMMENDATIONS  

 6.1  INTRODUCTION  

This chapter gives an overview of the study, summarises the findings in relation to the research 

questions and, considers the implications of the study and offers recommendations for further 

studies.  

6.2  AN OVERVIEW OF THE STUDY  

This dissertation sets out to explore the nature and consequences of an existing mentoring 

programme aimed at assisting beginner teachers make the transition from university graduates to 

school practitioners. The literature showed that research in SA on mentoring and mentoring 

programmes is fairly under-researched even though it achieved global attention. In other words, 

there is a strong knowledge base on mentoring and mentoring programmes especially in the UK 

and the US and this is not the case in SA. The main aim of this study was to explore the nature 

and consequences of an existing mentoring programme aimed at assisting beginner teachers 

make the transition from university graduates to school practitioners.  

  

Methodologically, this study was situated in a qualitative interpretivist paradigm based on a 

single case study. The unit of analysis, the mentoring programme, comprised of three embedded 

cases: the school principal, two mentors and two mentees. Theoretically, the study is situated in 

both the psychological and sociological domain. The theories that underpinned this study both 

methodologically and theoretically were Vygotsky’s (1978), Theories on Learning and Lave and 

Wenger’s notions of Situated Learning. Both of these theories are situated in the domain of 

Social Learning Theory. Vygotsky’s constructs: ZPD, mediation and scaffolding, and Lave and 

Wenger’s notions of CoP and LPP, provided the conceptual direction for this study and allowed 

for a more nuanced understanding of how beginner teachers transition from university graduates 
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to the teaching profession through their engagement in a mentoring programme, which is the 

central focus of this thesis.  

The following key findings emerged from the data collected. The findings are discussed in 

relation to each research question:  

6.3 SUMMARY OF KEY FINDINGS IN RELATION TO THE RESEARCH QUESTIONS  

1. What is the nature and consequences of the mentoring programme?  

2. How does the nature and consequences of the mentoring programme assist the beginner 

teacher to cope with the real school context?  

3. How do the mentors experience the mentoring programme?  

4. How do the mentees experience the mentoring programme?   

6.3.1 WHAT  IS THE NATURE AND CONSEQUENCES OF THE MENTORING 

PROGRAMME?  

The need for the mentoring programme was borne out of the disjuncture that existed between 

initial teacher education and the real school context. The findings clearly show that the beginner 

teacher comes into the profession with a strong theoretical base in terms of content knowledge. 

However, they struggle to cope with the day-to-day realities of teaching (the pedagogical know-

how – curriculum delivery and assessment, time management and dealing with ill-disciplined 

learners). The mentoring programme at Glendarme Secondary was instituted mainly to ‘fill this 

void’.  Mentor-mentee pairing is crucial to the success of this mentoring programme. Mentors 

are selected based on the following criteria: ‘a passion for teaching’, ‘professional work ethic’, 

‘being focused’ and ‘having a proven track record of curriculum delivery’. The mentoring 

process starts with an initial meeting between the mentor and beginner teacher (mentee) and is 

used to conduct a needs assessment and to develop the beginner teacher’s Personal Development 

Plan (PDP). The PDP forms the foundation for further mentoring engagements.  

Various mentoring interactions between the mentor and beginner teacher will follow using one 

or other mentoring approach –one-on-one (dyadic mentoring approach) or a more collegial 

(multidimensional) approach –where multiple CoPs are in action. Learning and knowledge 
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building happens through incremental learning or scaffolding. The mentoring conversation forms 

an integral part of this programme since it is through talk, questions and ‘bouncing ideas off each 

other’ that learning happens.   

  

Regular feedback meetings are held which comprises of the SMT (Principal and HODs) some of 

whom are selected mentors, and beginner teachers. These feedback meetings are used to monitor 

the mentoring of Beginner teachers, where their shortcomings are identified by the mentors and 

addressed collectively by the entire management team. Furthermore, the feedback meetings are 

also a way of ‘grooming’ beginner teachers for management since one of the unforeseen 

consequences of the mentoring programme is that teachers, after they have gained in confidence 

(gained legitimacy as full participants) they become marketable and the school might lose them 

to more affluent schools. To counter this, the principal has a management mentoring programme, 

aimed at identifying and grooming these promising beginner teachers for management roles.  

6.3.2 HOW DOES THE NATURE AND CONSEQUENCES OF THE MENTORING 

PROGRAMME ASSIST THE BEGINNER TEACHER TO COPE WITH THE 

REAL SCHOOL CONTEXT?  

The key to answering this question lies within the mentoring interactions. Two approaches to 

mentoring are revealed in these interactions.  

1) The dyadic approach (one on one) where the mentor assumes the role of the knowledgeable 

other working with the beginner teacher as the less knowledgeable peer. Furthermore, the 

mentor (the knower) is favourably positioned as possessing certain qualities: a passion for 

teaching, professional work ethics, being highly focused and having a proven track record of 

curriculum delivery. In this mentoring interaction, the beginner teacher is deficiently 

positioned as lacking in something and therefore, seen as the less knowledgeable. This one on 

one mentoring approach is in line with Vygotsky’s theories of learning.  The dyadic 

mentoring interaction is needed to fill the shortcomings experienced by new teachers when 

they enter but it still does not explain how they are able to make the shift into the profession.   

https://etd.uwc.ac.za



89 

 

2) Is the multi-dimensional (collegial approach) to mentoring. Although beginner teachers start 

off differently positioned, there comes a point within the mentoring interaction, where the 

mentor and the beginner teacher intersect, they bounce ideas off each other since mentoring 

interaction is in essence talk-in-interaction.  Furthermore, it is at this point, where the 

beginner teacher assumes the role of a knower, similar to that of the mentor. The newcomer 

has now gained legitimacy and can now be viewed as a full participant in the teaching 

profession.  The latter is in line with Lave and Wenger’s notion of Legitimate Peripheral 

Participation. In other words, it is here where mentoring interaction between the mentor and 

the beginner teacher is used for the purpose of learning and knowledge building. This new- 

found confidence, gained by full participation, results in improved teaching practices which 

ultimately improves the teaching and learning environment in the school as a whole.  

6.3.3 HOW DO THE MENTORS EXPERIENCE THE MENTORING PROGRAMME?  

As mentioned, being an HOD and a mentor appears to put the mentors under tremendous 

pressure since, apart from mentoring beginner teachers, they also have their own teaching 

workload in addition to, curriculum, assessments and monitoring the deliverables of the rest of 

the team in their departments. In other words, time management (not finding enough quality time 

to mentor), is a huge problem. These mentors have however explored alternative platforms of 

mentoring through the use of technologies or social media (WhatsApp), subject suppers (subject 

meetings held after-school hours) and meeting during extra-mural activities (mentoring on the 

sports field).  The mentoring style of the mentors is crucial since not all mentoring styles will 

have the desired outcomes. A mentoring style one which is characterised by openness, always 

being available to offer support, guidance and motivation, was essential to the overall emotional 

well-being of the beginner teachers. A mentoring style which is more authoritative where the 

mentor is seemingly insensitive and judgmental, somewhat distant or impersonal and 

unapproachable is often met with resistance. In addition, the mentors and mentees in this case are 

fairly young and close in age. There is, as mentioned, the risk of not being able to discern 

between roles given the fact that the MTs and BTs involved in this mentoring programme are 

close in age and at times socialize together. This could mean that mentors find themselves in a 
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situation of ‘having to wear two masks’- that of HOD/mentor (professional mask) and that of 

colleague and friend (personal mask).  

6.3.4 HOW DO THE MENTEES EXPERIENCE THE MENTORING PROGRAMME?  

Mentees (beginner teachers) welcomed the mentoring programme as a way of dealing with the 

professional inadequacies that resulted from insufficient pre-service teacher training 

programmes. The findings show that beginner teachers, especially in the first year, become 

overwhelmed, emotional and despondent but having the guidance, assistance and constant 

motivation from the mentor teacher helped them to grow in confidence. One of the huge 

challenges they faced was classroom management dealing with ill-disciplined learners, 

especially because of the age gap between the beginner teacher and some of the learners. They 

describe this time period as being ‘horrible’ and they often end up ‘crying’ finding themselves in 

‘deep waters’. Through good mentoring (based on the mentoring style alluded to earlier) and 

constant mentoring interactions (asking questions and showing a willingness to learn) they were 

able to make the shift from the periphery to the centre. By gaining in confidence through good 

mentoring they were able to improve their teaching practices which in turn meant improved 

learner achievement levels.  

6.4  LIMITATIONS OF THE STUDY  

For Wierma (2000) limitations are those issues over which the researcher has no control and 

which limits the breadth of the study. Following, I highlight some of the limitations which 

delineated the parameters under which the study was done. The study was limited to 1 principal, 

two mentors and two mentees. This sample size could be considered as small and not large 

enough to make an impact in this area of research. However, according to Masson (2010, p. 1) 

sample size in a qualitative study “are generally smaller than in quantitative studies since more 

data does not necessarily mean more information”. Due to the latter one cannot therefore claim 

that the study’s findings can be generalised. The aim therefore is not to generalise the findings 

but to extend the reader’s understanding of how a formalised mentoring programme could 

benefit new teachers’ entry to the profession to make the transition from university graduate to 
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school practitioner. In other words, allowing the readers who are from similar settings to read 

themselves into the study and take from it what applies to them. Furthermore, given the time 

constraints the study was limited to conducting interviews and drawing on document sources. It 

would have been richer to use non-participant observations of the mentoring of beginner teachers 

in action; observing interactions between mentors and beginner teachers in the different spaces 

where they were engaged in the mentoring process. Empirical studies using observations could 

be considered for further studies.  

6.5  IMPLICATION AND RECOMMENDATIONS FOR FURTHER STUDIES  

Whilst this study focused on a single mentoring programme at a secondary school within a 

particular school context, the findings hold various implications for teaching in general, more 

specifically the retaining of beginner teachers in the teaching profession, which opens up the 

possibilities for further studies. Following, are some implications and recommendations for 

further study:  

  

1. At the heart and soul of any mentoring programme is the mentor-mentee relationship.  For 

the mentoring programme to have the desired effect the pairing of the mentor and mentee is 

a deciding factor.  

   

Implication: Where mentors and mentees are incompatible this could have negative 

consequences as seen in this mentoring programme especially when mentors were faced with 

resistance.  

Recommendation: Schools who decide to institute formal mentoring programmes should 

consider the selection criteria of the mentor and compatibility between the mentor and the BT.  

Pairing mentors with mentees in the same subject area would be favourable.  

  

2. The findings show that beginner teachers enter the profession with professional 

inadequacies, brought about by variations in their initial teacher training at HEI.   

https://etd.uwc.ac.za



92 

 

Implications: Although they are viewed as highly qualified, having a strong theoretical base, 

this does not afford them full participation in the teaching profession, since they cannot deal with 

the realities of schooling, especially how to deliver the curriculum and deal with ill-disciplined 

learners.  Beginner teachers often become emotional, overwhelmed and despondent and in 

certain cases opt to leave the profession.  

Recommendation: The WCED should consider offering formalised mentoring programmes at 

all schools as a way of retaining young teachers in the profession. Furthermore, HEI could 

consider offering courses in ‘teacher well-being’ and ‘classroom management’ in the initial 

teacher education programmes.   

  

3. Not all experienced teachers make good mentors. They must possess a willingness to 

participate, have particular attributes and adopt a particular mentoring style in order to be 

effective.  

 

Implications: HOD’s, who are forced to be mentors, could do more harm than good. Those who 

are willing and able will be more effective. Furthermore, the findings show that a mentor with a 

more open-approachable mentoring style, one who treats the mentee with sensitivity, is 

nonjudgemental and is a motivator, will have the desired outcomes.  

Recommendations: The WCED offers training and some sort of incentives to teachers who 

possess these mentor attributes and who show a willingness to mentor. This will not only help 

beginner teachers’ deal with the ‘reality shock’ of teaching but also add value to the school as a 

whole.  

6.6  CONCLUDING REMARKS  

This final chapter aimed at providing an overview of the thesis by revisiting the initial objectives, 

looking at the findings in relation to the research questions, highlighting the limitations to the 

study and providing recommendations for further studies. I came to realise that not enough is 

being done to retain beginner teachers in South African schools and that very little is known 

about mentoring programmes as a way of retaining teachers in their early teaching careers. 
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Reality is that the teaching profession is at risk as globally beginner teachers, opt to leave the 

profession. From this dissertation, a mentoring programme is suggested as a possible means of 

intervention to support the beginner teachers to be better prepared to deal with realities of the SA 

schools. Structured mentoring programmes for beginner teachers, could aid towards the holistic 

development of the beginner teacher resulting in a more pedagogically prepared educator less 

prone to abandon the profession, in essence, addressing the teacher attrition rate.  
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