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ABSTRACT
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B

Mathematics Education in South Africa is in a state of crisis. Due to the legacy of Apartheid,
Mathematics in black schools is in a comparatively poor condition. A number of factors contribute
to. this cr isis famonyst them, it is alleged that there aren’t enough competent Mathematics teachers.
In attemptmg to understand the extent of the crisis it is acknowledged we cannot focus an one area,
but we need to have a col[ecnve uniderstanding of the s:tuatmn at all levels. It is with that background
that I have written this projec

The purpose of this project is to look at the beliefs and perceptions of Grade One teachers in
Mathematics. What attracted me to Grade One teachers was the important role that they play in
creating impressions about Mathematics in 4 child and the low esteem they hold in our society. In
this paper I am Jooking at Grade One teachears as an important initial link in the chain of improving
Mathernatics. This project attempts to analyze and understand their sitvation, bearing in mind that
'we have no formal data on teachers before they are exposed to NGO in-service programmes. Most of
these programmes operate with unanalyzed pteconceptions about thé teacher and her craft.
Facilitators could extract issues that would be of assistance in their intervention with teachers.

Immy data collection I observed four teachers in their classrooms and then interviewed them about
their everyday internal and external activities. In the findings it was confirmed that Mathematics is
also in a crisis state at the elementary school level. The findings reveal that the teachers, even though
exposed to similar conditions in background and teaching, are different and they do things
[differently. What I found to be common was that their Mathematical content- knowledge was
Tacking and t¢hat their perceptions about what Mathematics is, constrained their teaching of the
subject.

thle working with the scI*ooIs I was overwhelmed by the scope of research the data provided. One
of the issues that was fascinating was the issue of changes of roles in the pupils; the role of pupils
changed in the minds of teachers accordmg to time, and place. They were regarded as both competent
and incompetent. There were also issues of terminology which were important. What I found striking
in the classrooms was the way issues are so intertwined, one cannot avoid stumbling into issues that
one-had never anticipated. I found that the real challenge in this endeayour was to remain focused but
still acknowlédging some of these factors,

It working with these teachers I realised that they have been exposed to the language of innovation
that most teachers are psing, but those ideas renain at a superficial level, and are not successfully
integrated into their practics, Having discovered that, I make an appeal to facilitators not fo provide
- teachars with terms that have little or no meaning to them. They shoulc .iot simply replace one form
of indoctrination with another, and should make a long-term commitment to wor king for change with
" individual teachers. Finally, they should personalize their interventions to suif the needs of
mdxv:dual teachers. ‘ :
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 CHAPTER ONE .

- PERCEPTIONS AND BELIEFS IN GRADE ONE MATHEMATICS; THE TEACHERS® PERSPECTIVE

INTRODUCTION AND BACKGROUND

~ “The aim of¢h13 study is to determine what the perceptmns and beliefs of Grade One teachers

in Mathemaucs are. These have been speculations about what the perceptions and beliefs of
teachers are about Mathematics and writers (Adler 1993; Skemp 1972; Breen 1991; Stoker
1991) havi ‘written papers based on these speculations. This study is going to focus on

uncovering what these perceptions and beliefs are. In dealing with the teachers I WOU(,Id like to
o~ " . ! 4

‘stafe that if is not my infention to portray the teachers as being problems or failures in the

learning process. My aim is to, give a holistic perspective of what is happeﬁing in-the

classtoom. The insight that I shall’ reap should help the educationists in their attempts ta .

. conduct informed intervéntion in Mathematies situations.

4]

. :
NETEm=

There has been a concern amongst educationists about the standard of Mathematics teaching

in schools (Stoker 1991, Breen 1991, Adler 1993). Mathematics teaching wa:. charactensedA

by what Stoker (1991) terms “drill and practice” Adler (1993) terms ‘tell and drilt’. The crisis

. isperceived to be created by what happens inside the classrooms where Mathematics teaching

is rule bound and pupils’ innovation is restricted (Adler 1993, Breen 1991, Stoker 1991). The
majonty of teachers encouraged unly mstrumental understanding where their only concem
was “some kind of rule Jor gettivig the answer’ (Skemp 1972:p 21) and paxd less time o

encouraging pupils to understand the ground work or pxocesves leading to the answers,

- Most teachers have been using, in Mathematics, what Freire (1970) refers to as a “banking

approack’. In the banking approach teachers present themselves as being at the opposite end
of pupils, they are knowledgeable whereas pupils know nothing. There iso’t any

acknowledgement of the pﬁpils? background and needs and ‘as a result pupils are alignated O
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ﬁ:on; the subject. The role of the teacher in a classroom is that of transmitting knowledge and

the invelvement of the pupils is limited to “receiving, filling and storing the deposits™ (Freire

1970: p 39) and regurgitating it when required to.

The teachers’ practicé was influenced by ideasisimilar to ‘Qose in behaviourist theories which
argue that human behaviour can best be understood in ferms of Stimulus-Response
(Thomdike 1922 .in Stoker 1991), where there was no cognisance taken of what happens in a

_person between those two processes. Below, we shall see what mediaticn theory can help

extend such 2 limited understanding.

The curriculum that was prescribed by the”Department of Education {DET) before 1995
encouraged teachers to emphasise facts, rules and results. S:I'Ihe schemes of work prescribed
exactly what a teacher should teach on a certain week; théy also stipulate& the time limits for ’
teaching and learning concepts. Examination resuls at the end of the year determined |
whether a pupil proceeded to the followi&}g class or repeated a class. Pupils’ debates on
concepts simply didﬁ’t exist as they were got deemed necessaty. The mode of operation for
*most teac/:hers was 'Ifell, Drili, and Test, ﬁle Interim Curriculurn which was infroduced in
211’995 has, in my observatior{ as a teacher facilitator, bad a limited effect in changing how
miost teachers operated. Eveﬁ though it encourages pupils’ participation it has been met with‘
resistance by most teachers: Teachers still cling to the comfort of the old curriculum. |

i
. '

e = 5 .

In methodology papers for some time, there has been is a shift ‘ﬁomyy a sifuation where _v
Mathematics is perceived as rules and methods which pupils have fo memorise and apply, to
_one where pupils “are encouraged to take a more active role in constructing their own :
Mathematics knowledge (Stephen 1093 Jaworslu 1989 Wheeler 1975, Yager 1991). The
shift among some educationists has been influenced by the relevance und recent interest |
enjoyed by the constructivist paradigm it the field of educa‘aon. Constructivism postulates !

that “knowledge is actively built by the cognizing subject" it is not passively received™ (Von

. Glaserfeld 1989). ‘To know requires active participation in knowledge by ‘the knower.’
‘ People should be given opportumtles o reorganise thelr experiences in an atternpt to solve

. thexr pisoblems, in that way knowledge wﬂl have more meaning and humans, will be able to




use and or apply it in a variety of situations (Cobb, Yackel and Wood 1988).

[CR" . _— X .
Mathematics learning is now perceived as an active process influenced by both the teacher

e

and the pupils where teachers have, to facilitate learning and pupils construct their own

meaning Teachers have to be“encouraged to adopt practices where different ways of thinking

:5%:1 ="

and soivmg problems are encouraged (Jaworski 1991 Adler 1993), and they have to provide
oppormmnes for pupﬂs to explore those ways (Y agcr 1991) To facilitate cliange in the .

armng and teaching of Mathematxcs there is a need to focus on teachers as ‘agents of

ez

L change in schools Teachers’ development is a key to resolving the crisis. To achieve de»per

i)

and j}\gstamable change in Mathematics, teachers will have to change their behefs about what

““Ma ematics is and Fow it has to be taught,

5

Rééearchers {Thompson 1982,1984, Cbo’ney 1988, Feldt 1992) have found that teachers’
. behe}s about Mathemaucs play an important role in shapmg their practice. Beliefs partly

detemne how the teachers view Mathematics and how they are going to teach it. If a teacher ¢z

thinks thaf Mathematics is a dzxcaplme of fixed methods, rules and rote memorisation, she or

he 15 likely - $o empha.,l.e rules ﬁnpose methods and promote memorisation in her teaching.

‘ An example. of this I’happened ina Grade One class where a teacher said “Mathematics
reqmres good mc*m)‘lﬁsano She thouglit it was sufficient for pupils to do Tote counting,
whether pupﬂs unaerstood what they wete counting was not an important issue. I asked her

whether she thinks pupils have a number concept if they count in a correct sequence, and she

ﬁ said they <id. This teacher proceeded to facilitate other concepts like addition where pupils
[ I T Supp("JSEE‘ﬁfG 2-4h 1mber know}edge She was shocked to discover that some pupils

were unable to cope with the activity and she did not know what the problem was, T e e

) g Ernest (1991) found that changes in teachers’ beliefs are always accompanied by changes in
" " their level of consciousness. As teachers become more conscious they tend to reflect more on

their practices and in turn have the opportunity to change them. He says consciousness will
 helpbridge the gap between theory and practice. It will add appropriation on top of mastery.

Thix teachers’ knowledge of the content should not be ignoted, It is a fact that most teachers

3
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in Black schools have been through pre-service (PRESET) and in-service training (INSET)
.which was dominated by ‘tell and drill’ and they were not allowed to question any

\Mathzématics content and processes (Adler 1991}, INSET is a service for qualified teachers

N

which is provi&ed by the Department of Education (DET) and other interested organisation
like Non Government Organisations (NGO) (the NGOs got involved at a late stage). The aim
of INSET was to help teachers to improve the teaching of subjects and to update them on new _

developments in their subjects. Some teachers resort t¢ authoritarian ways of teachiné

~ because they themselves struggle with understanding the Mathematics content. To memorise

rules and methods doesn’t require a person to have a broad understanding of concepts.

G

NS

Rather .what is required is an ability to memorise. When educationists are thinking of

éhanging the teachers” practice they should not ignore the content knowledge of the teachers,

Insecurity about content can easily block innovations.

- Mathematics in elementary classes (Grade One in this study) has untoriunately not been

exethpted from the crisis currently being experienced in Mathematics education as a whole.

PSS

Teaching of Mathematics in Grade One haé been characterised by teachers concentrating on
teaching arithmetic. Teachers focus more on teaching computational skills like how to add,
subtracgﬁivide or multiply than Mathematics issues such as finding relationships between

* numbers, finding patterns, justifying one’s answer or drawing conclusions from activities. In

my experience with Grade One teachers, most believed that Grade bne pupils have to be told
and helped with any number activity they need to know. Teachers spend time letting pupils
memorise and their answers, e.g. 2+3 =5, they test puplls on the sums that they (pupils)
‘ memgnsed Teachers go further to do corrections and let pupils copy them. In contrast a
number of studies done abroad-oi mathematics in elementary pupﬂs have shown that puplls
are able 1o work mdependenﬁy with minimal assmtance from the teacher. They ean find

relanonshlps and patterns in activities (Maher; Davxs Martino 1992), de. mvestlgatxons

I reason and justify their answers (Jones 1994). Teachers have to believe that pupils are able

g “i5 do these things and create situations in their classes where these skills can be developed.
*“Ounr classrooms need to provide more opportunities for conceptual growth and meaningfil

E = garning” (Adler 1993: p2 supplement).
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This project attempts tc look ‘atv' the perceptions and practices of Grade One tggchers, in
. Ma\;hematics teaching. From the research I hope to discover: N

who the typicai Grade Ons teacher is.

how the teacher perceives Grade One pupils

the teachers’ beliefs about Mathematics

the teachers’ perception of how Grade One pupifs learn Mathematics
how teachers teach Mathematics in Grade One
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CHAPTER TWO

LITERATURE REVIEW ~

A

Constructivism as a pb?losophmal perspectwe attempts to answer the questmn of how humans
get to know, how they access knowledge. Constructivism places the burden of knowmg and

the limits thereof on human beings. It argues that humans have to thank themselves for the

. perceptions they have of the world and the knowledge they possess. Knowledge is a tool that

humans actively construct for themselves. Through, constructmg kmowledge humans are
involved in the processes of making meaning of their world. Vo Glaserfeld (1994) sees
knowledge as an instrument that hmans use to organise, gives meaning and stabilise the

world fhéy Bive in.

b

Von Gl;,serfeld’s thinking is a radical zu {ve from the metaphysical realists who argue that,
. through knowiedge one is ablé to unuyver the realities and the 2 *m!ute truths of the world.
Yon Glaserfeld (1994) would argue that what we term the ‘truth’ aor reality is our own

_construction. He uses an analogy of a lock and key to illustrate the difference between |

constructivism and the mefaphysical realists. He says in humans’ endeavour to access

‘knowiedge», the rc"vqncem is ot about finding the right key which matches the lock, like the ’
" metaphysical realists do. People should not be preocéﬁﬁ[\ed with ﬁn&ing the right key that

matches the lock. The concern should not be the lock b‘éi:,;gs‘hould be opening the door using
whatever key that is available to “get to the loot’ Von Glaserfeld (1994: p 21) says, that is
‘what constryctivism is.

£y

Piaget and Vygotskian theories have provided discourses. that are conmsistent with

constructivist thinking in that both of them acknowledge that humans are not passive

receivers of Ichowiedge, they are actively involved in their construction of meaning and .-
knowledge. According to Piaget the construction of knowledge is an individual process which
happéns as a result of the development of mental fuﬁcﬁons Fiumans nezd to have developed

appropnate biological structures to be able to actively make meaning of then world

a
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Teachers-cannot hasten the development of mathematical concept in pupils (Duckworth
“1979). The pupils will only make meaning of the concepts when they have reached the

appropriate devélopmental level.

Piaget’s theory downplayed the importance of social interaction, language, culture and

e
7 oA

context in the construction of mathematical knowledge and gave more priority to individual

development (Stoker 1991, Ernest 1993, Mercer 1995).  Following Piaget’s theory too
literally became problematic in that a number of factors that characterise pupil-teacher
 relationships in the Mathematics classroom are neglected. In-the classroom teachers share
kxiowledge with pupils in the form of new mathematical content. Pupils talk and share
mathematical ideas with ﬂzten" teachers and with peets. Apparatus on its own is not sufficient
1o medxate learning they still need the intervention of a peer or a teacher. Lookmg at these
broader Issues Piaget’s theory is not\\adequate for explaining the dynamics that occur in

Mathem t1cs classroom but on the other lrand, it was never intended to be.

33

(. )
\ Vygotskian theory a,rgug that human Jearning and development is always influenced by and

\based on culture. The learning ‘process-is not an individual process it is a process of

Lmtemctxon of pupils and sharing of ideas and knowledge (Mercer 1995). The school based

9

A cognitive development of pupils is sorething that does not happen on its own, it has to be

facilitated and enhanced by other humans and teools around them It is important fo
\understand that Vygotsky does not imply that human are empty or that they have to be
filled with culture. - Vygotsky made a distiniction between elementary mental functions and
higher mental functions which are also referred to as cultural functions. The elementary
functions appear in a person as a result. of biological evolution. They form the first set of
explanatory prmcxples on which further leammg and development can occur and from which,

. higher niental functions emerge.

The higher mental functions develop out of the person’s interaction with the social world.
They are influenced by one’s cultural and’ historical context. A hﬁman, throu"sh interaction
thh other fellow humans, has access to different types of kns)wledge and actions which will

latel be mtemahsed and owned by that person. The emergenca u‘ higher mental fiinctions

. 7
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does not eliminate fihe elementary functions, they get transformed into cultural functions.
What we see in hi nan activity cannot be explained in terms of elementary functions but

rather in cultural or ]mgherf ental functions.
o Ty

i \
{

»'When one ]ook at "{a Mathematics classroom situation one needs a theory that can reflect the

energy or the prou=ss thit exists in it. It has to be a theory that accounts for the relationship
i,

between thie teacher, the pupil and the Mathematics content, the context and the relationship

between peers. It also has to account for the negotiation of meaning and the use of language

in the classroom.

- Thave briefly looked at both Piaget and Vygotsky as both being constructivist theorists.

Piaget’s theory is not sufficient o explain the relationships that emerge from the classroom.

His emphasis on the development of an individual, and the lower priority he gives to the

influence of the-external on development, limits the applicability of this theory in this project

and conceals its pﬂ‘rpme Piaget perceives teacher intervention in the child’s learning as an act

of dommatmg the children and robbing them of chances of developmg He argues that .

- adaptation plays a major role in the development of a child and not the intervention of a
teacher (Wertch1984).

©

Vygotsky differs from Pigget in that he does not focus only on an individual, he looks at the -
- reciprocal influences that exist between a child and his or her cultural context. Our

mtellecmal developmeht 1mnﬂuenced by the people and thmgs we interact with. Vygotsky-in
Lrawford (1994) used the term\\g rknowledge” to. stress social origins of knowledge. He

(Vygotsky ) argues that we owe our cognitive development to our socioculture as much as our

RN

\\\\ g, /\\h { )m
- The notion of actmty as defined by Vygotsky forms a I N between the development of an

mdmdual and that of the sociocultural, Activity theory wﬂl pmwde a theoretical framework
for looking at the Mathematics teachel in his or her classroom. It is appropriate m that it puts

the teacher in a position where she inflzences the pupxls cognitive development and in turn

he or she has been influenced by his or her saciocultural environment. Let me give an

i

8




> The origins of the concept of activity can be found in Vygotsky’s earliest work (Kozf{ilin

example with a local context. Most of the Mathematics teachers in primary schools heve
be en through college educatlon where Mathemaucs was taught in a authoritarian way. As
coﬁege students they were taught rules and laws of primary school mathematms and
encouraged to prepare “perfect” lessons. Some have been through a schooling system that
puts emphasis on the transmission method. This history has had an impact in their perceptioﬁ

about Mathemiatics and in a way they teach it. They teach rules and emphasise instrumental

- understanding in their classes.

7
i

1986). Vygotsky’s notion of activity has gone through different transformative stages since

its original inception. In 1930 the Kharkovite group of ‘Soviet scholars, which were

» Vygotsky”s disciples came up with their own version of the Activity Theory ©ne of the most

- outstandmg scholars amongst them was Alexei Leontev. At first some scholars f ihought,

Leontev s theory. was the same as Vy'gotsky s, that his was the elaboration ot Vygotsky’s

“work. It is only in 1970 that Leontev’s theory was put under scrutiny by other scholars, They
‘ disg:oVered/fhat Vygotsky and Leontev’é theories had theoretical differences. One of the .

differences was that Leontev downplayed the importance of psychological tools such as
language as mediators c-f human activity. He argued that practical activities are responsible
for the generation-of cognition. Vygotsky, on the other hand dealt with both language and
pract1ca1 tools as being responsible for human action and for the emergence of

COIlSClO\lSIlBSS,

In this discussion 1 wish to confine myself to Vygotsky’s perspective of activity theory as it
contains aspects that are useful and relevant to my discussion. Fuman action can be both

obsewabje (external) or unobservable (internal). It is naive to believe that what counts is what

© we can see. It is not only confined to an individual, it can also incorporate a group. Wertsch
(1995). At the centre of human action is the concept of mediation or what Wertsch refers to ,

- as mediated action. Engestrom (1991) refers to mediation as the “cell” of activity theory.

The idea of mediation enable us not to interpret human- action as a product of either -

‘mental functioning’ or ‘sociocultural settings’, It highlights and emphasises the importance

9
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of the rejationship between an individual and the sociocultural context in human action.

~ Engestrom (1991 pl 1) puts it

from the culture and the society.

o
. :‘///

Wertsch (1995) sees mediation as a mechanism for avoiding the reductionist perspective that

is 'pfevalenft in the copyright age, where human action is either reduced to the mental

7, 4«5ﬁ1ncﬁoning or to the sociocultural setting. | Mediation is able to connect individual action to

collective activity, it accounts for how an individual gets to embrace and internalise the
achvmes of the semiotic environment. It is through mediation that one can explain how the

puplls leatrn and appropriate &cpects (Whether negative or posmve) from the teacher.

Aﬁccording 0 Vygotsky mediation is faciiitated by tools and signs. Tools like needies or saws

mﬂﬁ'hate between objects and peoplﬂ ; fese tools have been in

also determined by man They are outwardly yonentate arid t’hey enable humans to have
control over their physical world.
\' B o ) W \,\

- The other form of mediation is through signs or psychological tools. Vygotsky calls this type
* of mediation semiotic mefliation; (;peech, text, mnemonics and symbols are examples of
- this. Semiotic mediation is what rﬁakes Vygotsky's theory u’niqﬁe or else it could be ﬂlqugilt

_of as an extension of Marx’s or Eng;l’s theory. At the core of semio“tié mediation is how

* signs, e._sbecialiy speech, can, control human activity. Vygotsky views communication as

having some cognitive fmpact in a life of a person. One does not only accumulate new
knowledge but one’s cognition gets transformed and reorgamsed Semiotic mediation 15 :

 ‘ responsible for the psychological reorganmatmn of development It provide an account of »

‘how elementary ﬁmc’uons turn to higher mental functions. How does that happen? As soon
as natural lme of developmem comes into contact with semlotlcally medlated processes they

devclop new meamng and turn into hlgher mental function.

Vygotsky fn Wertch {1983: p 24 ) says

Although chzldrerz s use of tools during the preverbal period is comparable to that of apes, as

¥
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Mediation is an idea fhat breaks down the Carteszan walls that isolate the individual mind -




o

soon as speech and the use of signs are incorporated into any action, the action becomes

transformed and organised along entfirely new lines.

What used to be a meaningless activity in a child can gain new meaning in a child after an

intervention from a parent, a teacher or a peer.

Viygotsky differentiates between two situations of mediation. He argue that there is a

difference beMeen mediation at home and mediation in school. Home mediates everyday or
‘spontaneous’ corcepts and school mediates scientific concepts. He sees mediation at school
as an avenue that intentionally gives a child access to knowledge and metacognitive skills that
she wouldn’t otherwise have at home. Mediation at home is almost never planned, it arises
on a spur of the moment. Jt always emergeé in a context as a responée to some activity
prevailing at that moment or on an object being present, Vygotsky argues that at home.yonly
everyday concepts are mediated and that they are necessary but not sufficient for ¢ognitive ..
development. He reéomniends mediation of scientific concepts for the ultimate development

and transformation of cognition.

Mediation of scientific concepts according fo Vygotsky oceurs at a school situation.
- Mediation at school is ‘always’ planned with a purpose to teach a certain concept in a certain
way. Mediation of scientific concepts is not confined by what is present in the class at that
moment, concepts can be mediated out of their immediate context they transcend any
sn:uatlon, In scientific concepts, concepts are used to mediate ci?:her concepts. Usmg scxen‘aﬁc
concepts one is able to show the hierarchical relatmnship of co:;cepts Furthermore at school
 metacognitive skﬂis can be infentionally devnloped Skills to' Janalys\‘, compare, summarise,
criticise or discuss can be glven as tasks for puplls to do at schoﬁvl However, whether schools

<1
do develop these skills is still an open question.

Another scholar who has made a contribution to the idea of human action is Kenneth Burke.
Burke according to Wertsch (1998) unlike other scholars was not confined to any particular
discipline. It was difficult to locate him in any particular discipline. Burke took human action

as the phenomena to be enQuired about and analysed. According to Burke, humen action

11
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should be coupled with a ‘motive’. There is a motive in any action whether internal or '

external that humans get engaged in. In Wertsch (1%98: p 7) Burke says he is concerned with .

“what is involved , when we say what people are doing and why are they doing it”.

Burke in his analysis tried te cover a wider perspective in which human action is located, his
method was careful not to be limiting. He devised a method called the ‘pentad’ {pent means
five). This method isolate five aspects as orgauising principles. These aspects are the act, the

iy

scene, the agent, the ageney and the purpose.

The act refersito what happened. In the classroom this refers what the teacher and the pupils
did, their unphmt and explicit thoughts. The scene refers to the classroom as an environment

in which the teacher is operating. The scene by virtue of its distinctiveness determines the

type of act that should happen within it. The agent refers to the players in the classroom, the

teacher and the pupils. The agency refers to the mediational means used in the class. In a b

class, talking and gestures using cbjects are some of the means that the teacher use. The
pentad tries to answer the following questions in human action: what is happening, where is it

happening, who is doing it, how is it being done, and for what purpose?

N

“Tihis pentad should not be taken as the sole reflection of how human action is, it has to be

‘seen as one amongst many instruments that we can use to analyse human action. The pentad
in my opinion forms a unit of analysis. If we isolate one aspect of it we won’t get a whole

picture. The individual aspects of the pentad directly or ndirectly have an influence on the

other aspects. A school as a scene will determine the act, the purpose, tne ‘agent and the *

agency. Since I am going to look at the classroom diSCOU"SC my nucleus will be the

reldtwnshlp between the agent and the aoency

Wertschi (1995: p 90) elaborated further on mediation. He argued that “all human action is

mediated action” except of course the early staé'es of development. In his analysis of

human action he made claims about mediation: Wettsch {1995) argues that the relationship

between the agé’nt and the agency is not as simple as we may think. He talks about tensions

that exists between the mediational means and their use by an agent (individual). He argues

i 12
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- that there is an i;leducible tension between the agent and the mediational means. You cannot

understand an agent outside her mediational means and in reverse, the mediational means
cannct cause action on their own, they need an agent to do that. I call the relationship
bietween an agent and the mediational means, ‘a marriage of convenience’. Their being

together is not always harmonious, but their divorce will lead to reductionism.

Wertsch (1995} further sees mediational means as both empowering and constraining. What

he means is: whether we like it or not we cannot use what we don’t have. As Wertsch

- (1891:p 93) says “We cannot speak from nowhere”. We use the cultural tools at our disposal

to discover new things and transform Smselves, but that doesn’t mean there is nothing better

. ‘or different out there, The problem is that as long as we are not conscious of new cultural

" tools we would not care about them, It is only when we become aware of their ﬁ)resence that

we can recogaise how much we have been missing, and how much our present mediational
x;ieans havé been constraining us. Wertsch (1995) alerts us that mediation does not always
produce the results in ‘thich they were i¥énded for. What you put in does net always
puarantee what comq? out. There can be incoherence between the intention, the mediational

\\
means, and the outcomes Mediational means cannot ‘guarantee specific outcomes, some

_unintended outcomes would always be a spin-off.

In 1998 Wertsch further expanded his analysié on mediation. He progressed from his 1995

paper and came up with more characteristics of mediated action. In this paperhe made’ it

- explicit that he was using Burkés" pertad, Wertsch {1998) said he was going to concentrate

on the agent and the agency but if you look carefully at his analysis you can see that the other
three aspects of the pentad are also prominent,
These are some of the claims that Wértsch (1998) has added about meaiated action;

1. Mediational means are material. He argues that both written and spokéﬁ language has

materiality; that is why we can interact with it. The materiality of spoken language unlike .

wiitten langnage appears’ momentarily and can evaporate quiékly Due to the nature of the

materiality of spoken language it is difficult for people to grasp it. Wevtsch (19? /i further

argues that the extemal properties of mediational meanq has fmplication on how the internal

13 e
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processes come into existence. ,

2. Mediated action has multiple simultaneous goals. Wertsch (1998) here taiks about the
goals that we intend to meet and also the goals that we don’t intend to meet but end up
meeting. When we are involved with any activity we may not be aware that there are many
‘ goals that we are fulfilling, some of them might even conflict with other, and some méy

complement each other.

* 3. Mediated action is situated on one or more developmental paths. Mediated action is

always located within a ceitain historical context. If you remove that historical context you
run the risk of rémoving the meaning of the evént or distorting the event. Every action has to
be viewed within its particular context. ‘

» 4. New mediated means transform mediated action. Medlated action is not static, as soon as
better med1at10nal means are introduced in the reiationship, there is a potentnal for the whole
mediated actmn 1o be transformed. When computers were introduced people started to work

«faster and more efﬁclently i
5. The relationship of agents toward mediational means can be characterised in terms of

mastery. Mastery requires an agent to tnderstand the rules of the 'game, and play by the rules.

_ It happens ridre often that a person can follow rules without believing or understanding

them. o :

6. The relationship of agents toward mediational means can be character\i"s")ed in terms of
_appropriation. Appropriation is “different from m"tstery It involves having an in-depth
understanding. It involves ownershlp of the content and the processes.

7. Mediated action i§ associated with power and authcn‘ry Both the agent and the

medlatlonal means carry with them a certain power and authonty

< y
N

Act1v1ty theory has been’ elaborated by a number of educatmmsts -Adler (1993), Scribner

(1985), Jarwoski (1989), and many more in a classroom s1tuat1on In certain instances some

. educatlomsts Breen (1991), Cobb (1991), Frelre (1970), Stoker (1991), Adler (1993) have
. used the concepts arising from activity 4 thes, :ym their writings. Adler (1993 ) wrote about the
K ) student she was supervising. The student used the concept of activity together with methods

of action 1esearch to ilJustrate the dlalectlca] relationship that exist between the his subject’s

actions and the percepiions. In his study the student teacher used & video to reflect on his

14
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‘ action in the classroom. Initially he had thought that he was tfeatiiig boys and girls equally.

’ % _ He discovered that he focussed more on boys than on girls. He disé\?vered some disparities
‘between what he thought he was doing and what he was actually a\\)\ing. Through some

g ¢ reflection on his practice he, for the first time he discovered that he wé"s‘ gender biased and
that he was dominating the pupils’ interaction in the class. The mmghte\\he gained became

g ~ useful m his later interaction with his class. It made -more conscious and\\ it 1mproved the
effectiveness oﬂ his teaching. What the student d&scovered about himself helped him to alter

E his perceptlon Scribner (1985), like Adler (1993), 111ustrates the reclprocal r\\lauonshlp that
exists betwefm knowledge and actions. She argues the knowledge that one po~\ 'sesses has an
ability to gulde the actxons that an 111d1v1dual can take. On the other hand\\actions can

determine the knowledge that one needa \ y
o i

_—

Other writers (Jaworski 1989, Schoenfeld 1989, Breen 1991, Ernest 1993) and d\hers have

theliefs.

*  attempted to show how the teachers’ bchef about Mathematics influence the pupﬂs

Breen (1991) in ‘Concerning Mr Smith and his (very brief) reign of terror’ takes &\ position

of an authoritdrian Mathematics teacher and puts his students %hrough the trauma| of being

¢ their teacher. The students’ feedback affer the lesson reflected how their Mat( ematics

‘ 1
teachers influenced their perceptions. This is what some students said: 'l

=

My parents swear that she (teacher) dzd more damage fo my creativity and normally lautzaus
nature than anything else. (G.L in Breen 1991:. p 33) . '(
i

telming °

My maths class became one of those terrifying dark days in my life which were overw,

 yet which I couldn’t avoid, being forced to atiend (A.X in Breen 1991: p 34).

‘What was comman amongst the studems was that in one way or another their authfjritarian

——

[
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teacher did- alter their perceptions and oehavxours This also shows us the importdpce that

affect plays in mathematics. | /

z
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CHAPTER THREE

SITUATION ANALYSIS AND THE RATIONALE

+ Activity theory enables us to look at a person and try to understand the influences his or her

socio-historical environment has had in his or her beliefs and perceptions. If one looks at
most teachers and tries to understand why they lack competency in mathematics, why they

rely on transmission methods, one can unfold a nwnber of reasons. Education amongst South

 African Blacks has been in a crisis since the 1954V’s, The introduction of the Bantu Education
Act in 1953 by the National Party (government) spelled disaster for the education system..

Some implications for the Act were:

Confrol and denial of accesé 1o some professi;ns, especially those responsible for

economic empowerment.

Limit access fo Mathematics

| Inequality of teacher education

Inequality of iﬁﬁaslﬁxctuie and resources.
Bantu Education ouilined explicitly that that the primary aim of Black Educationwwas o
produce unskilléd workers {(Miller 1987). This policy cont\inuéd, for inore than 40 years: Due
to that Ac“tk and consequence, the level of Mathematics teaching and I.eaming in African

schools becatne poor and the schools never benefited from new methods. Stereotypes around

© OMathematics emerged: it was perceived as a difficult subject which was for the elite, The .

state of Mathemati’cs today is still a hangover from (hat era, I think.

3

The college education that most teachers underwent embodied the policy of the government

which was to Vkma"fntain the status quo. Black teachers were supposed to remain subservient
and diso continue to provide education that will produce doéile and subservient pupils.
Unfortunately that education had an opposite effect on the pupils. The collcge“cd\ﬁcation that
teache;g underwent were divided across colour lines. There was gollege education for Black
tea’l:l:hers which was different to that of white teachers. Prior to 1980 the entry qualification for
Black anary teachers’ course was Std 8 and there was two years of training. Only in 1980

g
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did the entry level become Std 10 and training duratlon expanded to three years. The White
a.ounté,rparts had to have Std 10 as the entry standard and they trained for four years. The

o Mathemaucs syllabus which was done at the college was based on the work of the standards

one had to teach. If, for an example, a ,stuéent was doing Spmor Primary Dlp’oma she or he

=was e)s posed toa Std 1to Std 5 syllabus Instead of the colleges introducing teachers to

\/Ia&ematn; -content and debates that would further i 1mprove their competencies, they were
confi ned to\the content ofthe standards they were going to teach. Issues such as mtegrahon,

and thematic approaches were hardly heard of.

’ Tp my experience at thé training college (I was a student at Transvaal College of Education-

between 1980 and 1983 doing Primary Diploma) more f'mphas1s was put on_’fhe methods of
teaching, how to plan and present a perfect lesson, there was also e'nphasm‘?o’n completing a
register and how to make a mark schedule and reports. The majority of lecturers from my
college were Afrikaans-speaking and they themselves were trained in historically-Afrikaans
universities, These uﬂiversiﬁes had a strong tradition of Fundamental Pedagogics.
Fundamental f’-edagogics‘ perceives itself as a scientific educaﬁcn:&a(l> theory. It regards teaching
as a Science. Like science it attempts to move education away from being subjective into a

sifuation where it is objective, it presupposes the existence of truths in knowledge. Teachers

“as adults had to lead children to adulthood. andamental Pedagngics created an impression

tliat adults know everything and that they have to know the correct way to transfer

knowledge. The system of lecturing was authoritarian; little time if any was spent open-

ended discussions; issues were presented as categorical.
= .,

‘In 19951 was talking to a college student who had come for practice teaching to a school I

was fac1htat1n§., JIn our disc ussmn she told me that at the college they were ta: aght that'there

o
need to be a limit in the numbers that you can teach in Grade 1, she said 1t was 9, one. ,15 not

supposed to exceed 9 when teaching Grade 1 In the same year [ had a pnvﬂege to get into a

" class where a student teacher was presenting her ci{liticisr,p lesson.(A criticism lesson is a

lesson presented by a student teacher at a local school and the lecturer has to evaluate it). It

was _the most organised lesson I have ever seen with pupils bemg quiet, attentwe and sitting

~ inneat rows, the teacher w1th all the teaching aids standing in front teachmg, and the lecturer

By,
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sitting at the back of the class taking notes. I thought to myself “nothing much has changed

N\
%

at the ccllggeé;;;i. .

’ - i =Y
The junior primary“school teachers were paid less than the secondﬁry teachers, the feimale
teachers were even paid lesser than the male teachers. The junior p\rml\ary teachers became
more of a female terrain fhan a male one. There is an expligit feeling amongst teachers
themselves that the standard of teaching in a juaior pnmary section especially Grade One

‘was of a ‘lc;gfer quality than teaching in a secondary school. Whether this belief was

- reinforced bv"f':é:‘ disparity in the remuneration is rot known. A Senior Primary school teacher

at a mathematics WOIknﬂ()p at Kathorm coliege said:
“Our children cannot do Mathematzcs in Std 3, because instead of you (junior primary
teat,he)s) teaching them, you play with them
He added that teashers should start teaching pﬁpi]s %he real Mathematics, which iz not what
they are currently doing. When we asked him. to explain wilat- he was saying he talked
aIgonthms, tables, and correct methods of finding solutions. I was made to believe that his
percepnon was a shared by a number of teachers at that workshop because they did not object

to his comment.

T

&

@ § N\, . :
There appears to be & culture amongst cor}l‘ﬁmed (Grade One to Grade Seven) schools’
principals that if a téac?'her is not performing well in senior classes she is demoted to teach

Grade Ones. In a recent Maths Centre for Primary Teache1s (MCPT) conference I attended in

a Soshanguve (22 September 1996) the presenter talked about a teacher who was not doing

her work and the prmmpal demoted her to teach the Grade Ones as “there wasn’t much work

-
» @

there”. a

i i

‘E

If a principal, says thejteachers, wants to block the progress of ateacher, orif a te:ichérris old-

and incapacitated she}f(ﬁn’ncipab sends her to teach Grade One. Mdét Jjunior primary school
teachers are studying {hemséives out of primary schools in order to teach in high schools. As

soomn as they get degrees many seek fioéitions in high schools.
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The Grade One teachers may have low morale because the society they are living in doesn’t

have high expectations from ‘them. They can fulfil the expectation of the society by

themselves having low expectations for their classes and thus not fulfilling their own and the

learners’ potential. It is obvious that this can have a spill-over effect to pupils and subjects
like mathematies. One way in which this can manifest itself is when teachers put no value or

respect on what the pupils know, and in the process deny them opportunities to be

independent and confident, This we see in most primary schools that I have worked with,.

where Grade One pupils are so dependent on the teachers that they don’t even trust their own
answers. There is also lack-of reciprocity between the teacher and the pupils in Mathematics
classes. These pragtices of the teachers inevitably seed a barren ground for pupils’ perceptions

about Mathematics to’emerge.

The previous paragraphs have provided some rationale for looking at Grade One teachers. It
also accounts for why Iam going to look at their Mathematics teaching. I have: chosen Grade
One teachers I;écause thisiis the area that is least written about in South Africa, and thus least
known. These are the teachers that have been mgrginalised by most researchers, and there is
also a perception itxr schools that Grade One téachers are not dnly different but they are
deficient. . = s

There is. relatxvely httle fesearch done on beliefs and perceptions of teachers in Mathematics
in Soum Ah"!ca. Tﬁere 1s reference made by vmtera (Adler1991, Stoker 1991, Breen 1991) to
what the.situation 1s Amongst the papers there was not any study that was devoted to
giving mszght into the beliefs and perceptions of primary teachers in Mathematics a.nd { have

not seen any that Jooked specifically at the Grade One. A study done by Wits Umvers1ty in

 their initiative to introduce computer assisted learning in Soweto the CAAR Project 1982~

1984 discovered that teachers found difficulties in solving the problems that were meant for

Standard Five pupils, Even though the aim of the study was to introduce computers, this was
a revelation about the competenéé of Mathematics in teachers,” A number of teachers were

found wanting in their Mathematics knowledge. That revelation'partly explains why teachers k-

are not inclined fo entertain discussions in their Mathematics classrooms.
“ 19
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A number of Mathematics Non-Government Organisations (NGOs) looking at the situation

have taken the initiative of intervening in the schools, soxﬁe work with teachers in a form of

workshops some using classroomi-hased intensive facilitation. The questions I often ask

myself abolﬁlt the situation is: how much do we knéw about the existing situation with
|

teachers, and how relevant are the interventions? Do these interventions always address the

genuine underlying issues?

I shall use the data that I will gather to give a picture of the classroom dynamics i.e. the

teacher, practice, obstacles, awareness, etc. The results should serve to lay foundations from

PR \ S . :
_which innovations can be implemented.
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CHAPTER FOUR

4.0 METHOD

4.1 Observations

[

shouid"not have had any working backgrdund with any Mathematics NGO. In working with =«
the teacher I used the observations and the interviews. I had a.nk observation sheet (Appendix
| 1) which:1 gave the teachers beforg the actual observation session. In the observation session I
0 used a video camera to capture what was happening in the class. The teachers were ‘gwar“é that
I was going to video-tape their lessons, and they gave their consent. 'The observation i)art took
place during the teachers’ usual teaching time, I did not schedule a special session for doing
it. :
e -

o

_ 4. 2 Interviews

E; The-critérion that T have set for the teachers that I was going to work with, is that they
} L,

The interviews were conducted a fewﬂdays after the video sessions. I did this deliberately,
since I believed that if the interview came before the observation session, I would get a
, distorted picture of their classroom practice, the teachers’ level of consciousness would be
raxsed and thus affect theu' practicz. During the interviews I used an interview sheet
(Appmdlx 2). 1 gave the teachers the questions beforehand. The interviews were done after

school. - During the interviews we followed the questions on the interview sheet. kThere are

instances where I asked follow-up questions, or I requested more clarification, on suck

occasions] deviated slightly from the interview sheet. ' “

o

ltwasa dsz icult and a time-consuming task to ﬁnd teachers thit were willing to work with

me. A number of teacher mentioned “time’ a§ their reasons for not wanting to work with me,
» they said they were busy. Most of the teachers told me that they do not want outsiders to

" observe and criticise their classes.

21

o

o




o

&

2,

The four teachers that I eventually worked with were more than willing to work with me.
They saw this as an opportunity to improve their teaching. It was a coincidence that all the
teachers who agreed to work with me had never been invited to any Gauteng Department of
Education workshop. They knew there were changes in the curriculum but they did not know
much about those changes. Tfley were hungry to know more. Before the beginning of the
research [ visited their classroom to familiarise myself with the pupils and the teacher, The
other reason is that I wanted to minimise the pupils’ sense of novelty on the day of the

observation. During our working period I had a good relationship with the teachers.

In thig paper I shall look at Burkes’ penfad and Wertsch’s claim about mediated action and

use them to analyse the classroom discourse 1 shall also make a brief reference to Pedro da
Pointe’s (1992) paper where he constructed an analysis of the teachers’ practical
knowledge. I have looked at one individual teacher at a time and tried to analyse her

classroom context In my conclusion I shall bring all my insights about the teachers together

.- and-give a broader analysis of them. To protect the teachers’ identity I refer to them as

Teacher 1, 2, 3, 4. The numbers do not indicate any order of preference, they reffect the order
that I followed for my obs°rvat10n The transcripts of the observations and the mterv1ews will

be found in ppendices 3-10.

4. 3 LIMITATIONS

One of the problems that I encountered during in this reseamh was to find teachers who were

wﬂhng to work with me. I approached a number of teachers but in most instances the

teachers had reservatlon in working with me as a researcher. One of the reasons that the

' teachers stated was that they do not have time, they are busv with other things. Other

teachers told me blunily that they don’t want a person whe lS gomg to come into thelrk
classrooms and observe how thcy are teaching. Th/ sub)ect advisors 1eft a legacy in teachers
that when teachers get visits in their classroom the purpose was to behtlk and or criticise the

teacher, not to assist the teacher. This is one of the reasons why teachers Yiave an aversion to
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visito'rs‘ in their classrooms.
1

In the past two decades there were a lot of people doing research in the Soweto schools.
There is an allegation amongst the teachers that these researchers used them to generate
money for themselves and the schools or teachers did not benefit from those researchers.
After doing the research the researchers disappear. From talking to a colleague she told me
that teachers in her case had argued that they could co-operate with her but, when she gets her
degree what are they going to get?

While working with the schools T was overwhelmed by the scope of research the data
br'&‘vided. One of the issues that was fascinating was the issue of changes of roles in the
pupils, the role of pupils changed in the teachers according to time, and place. There were
also issues of language which was important. Whatl found striking in the classrooms was the
way issues are so intertwined, one cannot avoid sfumbling into issues that one had never
anticipated. T found that the real chaliénge in this endeavour was to remain focused but still

acknowledging some of these factors.

Lastly I found that the language that one uses can either make or break the research. The
teachiers asked what language I would be using because they said if they use English they
would not be able to express thernselves well. They suggested that I should use their medium.

It was fortunaté that I was able to use their language, it would have been very unfortunate if a

M

person who did not spealc their language worked with them. .
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5.0 FINDINGS

When I uséd to reflect en the classroom the first thing that came into my mind was ‘the
teacher’. To me a teacher epitomised a school. At times things in the school do not proceed

as expected and the first person to get the blame was a teacher. In most communities the best

B

way of analvsmg the school was “ blame the teacher”. While working with teachers I reallsed

what a reductionist I have been by losmg( S

of the many perspectives within the (,lassroo\m
that are at play. In my endeavour to undelstand ‘ghe classroom 1 realised the complexities and
the tensions that are involved within it. These L;ensxons are not limited to what is observablq

" but they also filter what has become unobservable. If we look at the teacher in isolation we \

S

i

classroom. Gusfield (p10) in Wertsch (1997) says ‘no one perspective in isolation is likely

to provide an adequate account of human action’.

mm

¢/To learn more about what is happening in the classrooms we need to look, combine and
analyse all the perspectives that characterise human action in the classroom so that we can get

closer to a fuller picture. In our attempt at looking at these perspectives we need to link but

not reduce these perspectives to another.

D
N

o
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picture. If we look at the pupils alone we still would not get the whole picture of the

may get a glimpse of what is happening in the classroom, but we won’t understand a full
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5.4 1 Making the teacher real.

. 5.1 TEACHER 1

5.1.1.(a) Who is the teacher

Teacher 1 is 56 years old."She has been teaching for 35 years in the junior primary school.
She has taught Grade Three and Gradeﬁ Four, but she hés been teaching Grade One for 12
years . Shehas Primary Teacher’s Certificate (PTC) as a professional qualification. After
completing her PTC she ,studigd St 10 ( commonly known as (Matric, now called Grade 12)

part time and proceeded to do a teachers’ upgrading course to improve her qualification.

* Teacher 1 said she-enjoyed learning mathematics at schooland at the college, and she enjoys

n .

teaching the subject in Grade One. She said it was her c}i‘ei\ge to teach Grade One unlike

other teachers who did not have  a choice. This is the reason she gave about why she chose

Grade One.

“Ndiyathanda ukubeka I- f‘dﬁndation ndiyapreferisha ukngala abantwana besebancane ~ rather

than ufumane sebegq:bﬂe esxkolwem

1 like laying a foundation in pupils. I prefer to deal with, pupll.s when rhey are stzll small

rather than finding them when damage has been done.

Teadher 1 sees Grade One as a 1evel where she could have a great deal of impact' and
influence in the lives of the pupﬂs "She believed it was important to set a good foundanon,

to make it easier for the pupil to cope in latter Grades.

' 5,1.1.(b) Inside the classroom

In aconference I attended in 1994 which was attended by Nurserif and Gra&'e, One to Three
teacher. Opie of the issues that was discussed was that junior primary schools were not xféady 3

for the pupil. The pursery school and Grade Nought (pre-school). teachers lamerted that they
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wotk hard to develop pupils who are confident, innovative, happy and who have a positive
aftitude to challenges. They observed that there is change after only a few weeks when

those pupils Euoer formal schooling. The pupils become scared, quiet, subservient and are

-scared to venture forth.

‘Their concern was that Grade One teachers always tell them that their pupils are not school

ready, but they believed that it was the teachers who were not ready for the pupils. They

complained that schools are not pupil friendly. At that time I did not fully understand the

“extent of the nursery teachers’ concern, butnow I would like to believe that I do understand ..

and appreciate their concern. Tb;:y/_gi’e nov?: pupils who speak when spoken to by the teacher.

They ere not allowed to interact with their peers. They only give answers. that are “school

friendly”. In Teacher s class I saw how the school has transformed active bodies to

obedient submissive bodies. The pupils I saw in the classroom of Teacher 1 were different
from pupils that I see’ running and playing in the streeis-of Soweto. They were different from
pupils who go to shops to buy goad for their parents aven at that young age. Pupils who sell

4 . .
sweets and vegetables for their parents. Pupils who makes rules and decision about the

...~games they plajr.

Before the start of the Jesson the pupils sat quietly and they were facing forward. They
didn’t even speak or whisper to each other, they waited for “the opportunity to leamn” their
eyes were always following the teacher. It was early in the morning but spme 6f the pupils
looked bored. This is but one of many lesson that these pupils have attended. It is possible
that at the beginning of the year the pupils were sodialised into what is expected in a scﬁool
system. They have to behave the way they have been Ytaught. Lq school they have to sit
down quietly be attentive and listen to the teacher as. she is the only source of knowledge.
This perspective is well illustrated in Macdonald 61990) who went to a school at the
beginning of the year. The pupils were sponfaneous, they came to hé&, held her hénds
pl;lled her skirt and wanted her to kiss them. The principal got embarrassed and said to her
“Carol, I am sorry, if you come again in 6 weeks the children will have learned to behave

properly” (pS)
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If you look at the video it becomes easy for one to pick up that pupils on the left side of the
classroom are slumped and scared whereas those on the right were upright and bold in face.
M}f impression was that the pupils were divided into homogeneous groups. The reaction of
the teacher to these groups showed that she saw them as being fixed. The pupils were placed
into different boxes. On the right it was clear that the pupils were in the ‘intelligent box’, in
the middle they were average and on the extreme left they were'in a ‘less desirable bex® of
the year. The amount of attention the teacher gave the groups was different. Her body
lanpuage and “her questions were Itnore tu the. “intelligent group’. She had to consciously

remember to pose questions-to the less desirable group.

For teac}%gg and learning to occur in the classroom both teacher and pupils will have to. -
understand the .\':‘)uté of the lesson even though not necessarily agreeing on it. Wertsch
refe;s to that as: intersubjectivity. Intersubjectivitj} is a situation where people create a
comrhon situation definition from which they are going start together. In a leaming
situation it is important for pupils and the teacher to agree on the direction they are going
to take. The danger in not estgblishing an intersubjectivity is ihat people may think they are
talking about the same thing whereas they are talk‘ing about different things, An example of

. this can happen when a teacher use the word ‘ithanga’ which is a Xhosa word meaning either

a pumpkin or a thigh. If during the process of teaching the teacher talks of pumpkin and the

pupils think she is talking about a thigh, the discourse can lose some of its meaning.

The @eacher told the pupils that she was going to teach shapes. It was the only time that the

teacher gave pupils access to what they were going to do. The teacher operated in a gate

keeping process, she held the cards of what she is going to teach close to her . As the lesson .

progressed the pupils had to uncover more about the lesson. Throughout the ledson the

. pupils were dependent or: her on which aspects were going to follow. During the lesson iﬁere

was a distinct role division, the teacher was the knower and the pupils did not know. The
pupils had to fry fo establish any additional information for themselves to get tﬁrough the
lesson. They had to be attentive to do that.’ The teacher did not regard it as & priority to
establish how much pupils do understand about shapes, how much can they could relate to

shapes. If she had allowed pupils to demonstrate that they were able, this would have
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threatened her role as the most able, that is, the one who knows. It might have been possible
for her to either abandon that lesson or change it. That was a lot of work and this was
probably the risk she could not take. It was better to assume that pupils do not know anything

about shapes.

“Dueto the implicit ground rules, pupils even though they knew something about shapes they

had 1o assﬁme a position of not knowing anything. They had to look ,interested rather than

confront the teacher with what they know. What they knew was irrelevant in the lesson.

Wh@:t Was important is what the teacher was going to teach. There is an immediate

demarcation happening between what the pupils come with to'school, and what they leamn in
school. In the text there is an instance where a pﬁpﬂ wants to deviate from “scheol
knowledge” and tamper with “home knowledge”. The pupils says ‘a cxrcle looks like a half

moon’. By half moon the pupil mean: 2 moon. Another pupils said ‘a triangle looks like a

© halfbrick’. Instead of the teacher appreciating and bulldmg onthat, she ignored it and senta_

message that she does not need spontaneous answers. Later in the discussion 1 shall 111ustratu,

the school correct answers that pupils give to school questions.

This lesson was divided into three distinct parts. In the first part the teacher introduced
shapes. In the second part the teacher some pupils were called to th'= front to demonstrate
shape pieces and in the third part the pupils had written work. I thmk the concept of shapes
is complex to teachers in that one gets the feeling that it is used synonymously with specific
shapes like rectangles, circle and triangles. I was not convinced that both the pupils and the

teacher understood what the word ‘shape’ meant.

Teacher 1 asked };i\lpils to look at e.g. the door. She asked the pupils to define the sides of the
door. The answer that came from the pupils was that the sides ‘awalingani’ meaning the
sides are not equal. If you look at the discourse one can pick up that this answer was not

owned by most of the pupils, When one pupil has answered the other pupils continued to

- repeat her answer even if the teacher thought it was not desirable. It was as if they wanted to

have a share in thé answer. The teacher asked the pupils to give her reasons for saying that

. the sides are not equal. Reason!! There was this look of amazement in the pupils’ faces. It

28

VY



i

H

1
R
g

o

was difficult for pupils to understand what the teacher meant. This we see in the answers that

pupils give. Some indicated using their hands Eow the sides & ~,

One boy said ‘anje nanje’. [He was demonstrating with his hands].

S

The boy meant: they are vertical and horizontal.

J/
This to me was exciting, I was waiting forthe teacher to use that input, especially for bettar

understanding of rectangles. She was not able to use it. She ignored the answer. I interpreted
that as a lost opportunity for everybody. )

R
\_//
This isthe conversatlon from the class concermng why the puplls say the sides are not equal:

Teacher: “Khawutsho, uwabona enjani Zinhle?
L Zirhle , how do you see the sides of the door?

Zinhle: *Mm.....”

Teacher: “Anjengéntoni anjenge rectangle?”
Are they similar to a rectangle?

Claﬁs: “Yes” \Z\\

Teacher : “Ubona ngantoni ukuthi ayi rectangle; ubor\ayngant&ni Busisiwe? stand upl”
Why do you say they are similar to a rectangle?

A
Busxs1we “Njenge ah. 1. e triangle™ ' : '?J)
They are like a triangle '

Teacher “Ubona nge triangle?” [laughing] “ubani omnye ofuna ukuphakamisa sive ukv.x\thl1 :
ubona nge triangie [sarcastic] Nkosana andiva ndibona abanye basaphakamisile”

You think they are like a triangle, I can sze that‘ soine of you still have their hands
up. Nkosana, what do you say? ..

Pupil:  “Nge circle” . ‘
They are like acivcle .
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The ﬁrevious experiences of the pupils in the class has helped them to develop expectations
about how the next lesson will look like. The pupils have internalised the manner in which
the teache); .t*saches. When you observed the pupils of this class you notice that most of them
h%d expféssiéns of amazement as the teacher was teaching. That led me to suspect that there
was something unusuai they were not used to the way the teacher was conduotmg the

lesson, The teacher had déviated from the way she used to teach. She is asking for seasons!

Huidende (1990) refers fo thxs deviation as “phenomena of interest”. He says when pupils are
tised to a certain expectatmns, when there is a deviation from the norm the deviation stands
out, The pupils can feel it and they will react to it. The reaction of pupxls to the deviation was
thelr expression of amazement as if asking thenselves ‘what is happenmg”’ This deviation

ﬁom the expected is not only problema,m to the teacher but it is to the pupil. It is as if one

- party has broken the rvles of operation without consulting another party. The situation

definition between the parties become different, the pupils bperate in, the situation
predetermixie& ‘i>y previous experience-s whereas the teacher is functioning within a new one .
This creates a delay in estabhshmg intersubjectivity as the pupils have to  struggle to ahgn

themselves wﬂh teacher’s new situation definitio. All of a sudden they have to cope with

.‘questlons‘ that demand skills like observing, descnbmg or defining a shape and using

language to express themselves.

. Some pupils were quick to get onto the bandwagon of the teacher. There was a boy who gave
A -

_ an answer that showed that he has been through cogﬁitivg processes, He used his hiuds to

demonstrates how the door was like. The teacher ignored that response, Another example

,’leacner 1 asked pupﬂs to look at the corner of the school and tell her what they can see.

Most.of the pupils did not know exactly what 1the 7 should 0bse~ve one pupil demonstrated an

o

angle with her hands. In both cases the feacher was not receptive to the answers. Even

uthbugh the teacher put demands on the pupi’is, when some pupils did meet the challenges, |

the teacher did not have the skill to appropriate the pupils’ answers and facilitate further

3
understanding.
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As the teacher proceeds with her teaching, it becomes apparent she is constantly monitoring
or checking as to whether the pupils are listening. The teacher from time will ask question
such as, ‘Do you understand?”’ or ‘Are you with me?’ This happen after a teacher has made a
staternent which she&_ regards dS important for the pupils to note. The pupils will answer in an
affirmative way, ‘Yés teacher’. Pupils answer in & chorus some without looking at the

teacher. The answer is spontaneous. They do not spend time thinking about the question.

¢ This should not be interpreted as meaning “we understand what you are saying” but it is an

indication that they are attentive. I am saying this becansc when the teacher asks the pupils

whether they understand, she doesn’t portray an atiitude of genuinely wanting to see those
pupils who have problems. She uiters the statements while in the process of continuing to

say other things, There is.no time gap between the teacher’s question and the pupils’

resposse. Thc;; teacher uses another gate keeping strategy, she will start a sentence and ﬁnish

it. Her following move would be to repeat the same sentence but she would not complete it.

‘ The puplls know that they are expected to complete it.

5.1. 2 Theoretical Analysis

Teacher 1 defines Mathematics as counting and knowing the four basic operations. Even -

though there are shapes and-colours all those are defined in the context of being counted.

When I asked why she thought it was important to teach Mathematics to Grade Qne she said
because she wants them “ to know how to count”. She saw the other mathematical concept

e.g. shapes in the context of roum\ng Her understanding of Mathematics was cons1stent with

Rzbae P

Arithmetic which dealt with computation. She had a limited and also’a hmmng view of
Q

Mathematics. She did not see Mathematlcs as a discipline, that involves greater skills that

counting. Mathemancs involves patterns and relatlonshlps in padums Itisa dlfferent way of

thmkmg about things - which involves a lot of abstractions. People observe, compare ,

represent things and also draw conclusion. It is broader anud bigger than couhting.

The problem thh this kind of interpretatiah:is\ghat the teacher may ignore the other facts of
mathematics and focus on her own interpretation This explains why the teacher was not able

to appropriate the ‘g‘ood answers that came from some pupils. Her perception about what
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mathematics is, constrained her from accessing and valuing the pupils’ contribution which

were in ny opinion very mathematical.

The teécher sees herself as a custodian of the pupils. She sees pupils as being dependent on
her for knowledge Inthe mtemew she said pupils cannot develop'their strategies, they have
1o depend on her for everything; when handhng new problem she has to show pupils how the
problems are done and let the pupils do the same problems. The teacher’s behef is caught up

in a vicious circle. The teacher does not have high expectations about pupils. Pupils do not.

. ‘perform well besause there are no demands set on them . When the pupils do not perform

well, the teachers’ beliefs about get reinforced. If you look back, you can see that the teacher
directly or indirectly Was responsible for her beliefs. Her beliefs and perceptions“about what
Mathematics is and how pupils learn are a hmdrance to the pupils and their deveiopment shv
closes down opportunities for pupils to demonsttate any initiative. By s0 domg, she gets
trapped to her t{ehefs and it would be difficult for pupils to transcend the beliefs of their

teacher. This is a situation of self fulfilling prophecy.

When we reflect on her classroom practice we can see that her belief about the pupiis has a
great deal bearing on her practice. The new thinking in education is to mvolve pupils, and the
teacher was conscious of that. In her intervention she wanted to bring the two aspects
together, but she failed. She wanted to disseminate power to the pupils but at the same time
she did not have any confidence in the pupils. The mediated action in her classroom shows

tremendous tensmn between her and the mediational means she uses. The purpose of the

ageht was to me not clear, thus the mediational means did not successfully translate the ;

purpose of the agent into practice. The agent-was locked between her beliefs about teaching
Mathemaﬁcs, the pupils and the contemporary ‘correct practice’. \C"o me she lacked integrity
because she wanted fo be fashionable whereas she did not kno\v how to deal with the
situation. In the process she sent messages that were conflicting anu conﬁ;smg to pupils. She
further caused unnecessary stress to herself. My instinet is that w1th this new Outcome Based

Education’ (Cumculum 2005) a number of teachers will find themselves in this sitaation.
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Classroom discourses occur within sociocultural siti 1tions. Sociocultural situations are never ‘
- neutral. There is mediated action happening within them. That in itself indicates that there
are aspects of power and authority interacting. When people talk of power they always
associate it with the agent, in this case the teacher. This is a reductionist view of power
because if you take a quiet emotionless teacher and put her in the classroom, he or she may
generate power in terms of her professional status. She may hold less power and authority
t};an a teacher who uses a stick to control her class. The question then is asked, where is
power and authority actually located in the mediated action? When we talk of a powerful
speech what are we talking about‘7 Mediational means in isolation from an agent? What do
we mean when we talk about a powerful agent, do we talk of it in isolation from the
' mediational means? Can we have a less powerful agent presenting a powerful speech or 2
powerful agent presenting a less powerful speech? These arev some of the exa:npl;as of the
irreducible tension that exists between the agent and the mediational means. In the Teacher 1

situation the welght c;f power rests more on the agent than on the medxanonal means. The
mediational means of the teaching is falling apart but what keeps the class going is the control

and power that the teacher exerts in the class, v

Bakhtin (1981) deals with the issues of Power and Authority m his account on authoritative
discourse versus internal persuasive discourse. The authoritative discdqrse demands that
power and céuthority are vested in certain 'aspects e.g. “Word of a teacher” one needs not to
argue with it or question -it. One needs to agree or disagree with it. In a Grade One éla;s .
pupils can disagree with the teacher only if the teacher has created an environment where they

. _are allowed to. In the abserice of that, the possibility of differing with the teacher is limited.

Internal persuasive diSéSin:se is about the pupil appropriating what is relevant and discarding
wha;t is irrelevant. m ﬂns Lype of discourse one engages with the mediational means. Do
both discourses exist concurrently in the medlatlon situation? If they do, how do they survive
each other? At the begmmng of the lesson the teacher can impose the content and deny pupils,
the opportunity to make contnbl.tlons During the lesson the teacher can allow the pupﬂa to

make:meamngful contributions towards the lesson.’
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Willower, Eidel and Hoy (1967) see control in the classtoom as either custodial or
humanistic. The custodial perspective is characterised by strong inclination to maintenance
of order, watchful mistrust; punishment and ‘lack of respect’. The humanistic perspective is
characterised by self discipline; trust; respect etc. I would like to believe that power and
authority have an implication to control. Henderson (1982) believes that pupils who are used
to custodial control tend to be externally-orientated with their control. They would not

initiate issues, they would depend on external control aspects o control their behaviour,

I am aware that when we look at rnedlated sction there is always an irreducible tension
between the cultural tools and the agents, but for the sake of knowing more about the

discourse we can first analyse the agent and look at the role she plays in the discourse

The teaci;ier by virtue of being the teacher in her class holds special power and a{lthoﬁty. Let
us look at the historical perspective 6f being ‘a teacher’. Teachers were taken in African
communities as secdnd parents, They possess the knowledge and help shape the nation,
Parents knewuthe ‘teacher (;Qx];\thority’, and that was passed to the pupils. Teachers should be
respected, probably in ygung minds they cannot do anything wrong. There are certain
ground-rules in the clyass that both pupils and teachers understand. These were probably not
explaihed in the class but imposed. That is the first level -of power that teachers cover
themselves with. The second aspect of power that teachers utilise in the classroom is the

power of the mediated means, in this case the language that she uses.

The teacher pupil discourse in the Teacher 1 classroom is characterised by what Mehan .
(1979) refers to as ‘“IRE’. Initiation by teacher, Response by pupils and Evaluation by

the teacher. The teacher is the only one who initiates the learning and" who cortrols the

- interaction. She is the only one who gives instructions interaction and asks questions to

pupils. The pupils’ participation is constrained to listening to the teacher and bidding for
turns for answering the questions that the teacher is asking. They also wait for the teacher o
conﬁrm whethef the answer is correct or not. The teacher holds the power to evaluate the
pupils’ responses. After giving the answers the pupils always look at the teacher for

confirmation. This links up with what Henderson (1992: p 82) said about pupils who are -
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socialised into custodial control and locking externally for control. What happens when the

pupils answer is incorrect?

The teacher ignores the pupils’ answer when it doesn’t fit her frame of refereﬁce and fishes
for whatdshe regards as correct. There is another battle emerging in the classroom. Tt is about
studying the teacher and looking for clues and guessing what the teacher wants, not what is
necessarily the correct response. The pupils are shifting from addressing the task to reading

the mind of the teacher.
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Wertsch (1998) argues that spoken lanouage has matenahty, that is why we can interact with

it. The materiality of the spoken language unhke the written language appear momentarily

and evaporates quickly. It makes it difficult for people to grasp.

Teacher 1'has the materiality of a spoken word to pass the new information. The materiality”
.of cultural tools can have diverse effects when it reaches the audiences. It can create the
feeling of “I understand” which happens when there is coherence between the agent, the
mediational means and the purpose. It can also create a feeling of great desperation and
confusion. In the case of Teacher 1 the language instead of bridging the knowledge or
bringing relief, created conflicts within the pupils! She also uses it as a tool to dominate i in
the class. Even though the pupils have the full use of the spoken language at their dlsposal
due to the asymmetrical position that exist in the classroom, they do not use it,
\ 2

Materiality of .spoken languaoe even, though it is momentarily can possess more nower ‘than
the written l§nguage. In the classroom the materiality carries with it the attitude and emotions
of the teachéf, the presence of the teacher, her tone, the pre§encé of claséroom and the history
of previous interactions. Listening to the teacher is different from listening to the radio.

What interacts with the pupils is not only the materiality but it is also the other aspects within

<= the class. If you look at Teacher 1 the pupils’ interaction with the mediational means is

constrained. The teacher dominates the interaction, The pupils’ participation is limited to
passive acceptance of the fact that they have to interact w1th the spoken language and respond

to it as the teacher stipulates. There are instances when the teacher is forced to interact with
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the materiality of mediational means from the pupil. In instances where the pupils’
materiality conflicts with that of the teacher the teacher often ignores the pupils and goes back

.. 10 her own way.

Vjertsch (1998) further argues that the external properties of the materiality of culmral tools
has 1mphcat10n on how the internal processes come into existence. The teacher ma\enmty”
helps shape how the pupils understand what she is teaching. It is no surprise that there is
mlsunderstan,dmg and confusion in the faces of the pupils. I attribute that confusion to |
complexity, lack of organisation and the unstableness of the teacher’s mediational m:e;ans.
When the teacher realises the confusion she has created instead of relieving the pupils, she
providé., cues that allows the confusion tc; slide further into despair. If you observe what the
pupils do, the'y wait for one pupil to provide the answer and consequently all the pupils after
that pupll, wﬂl echo the fivst pupil’s answer. This happens even if the teacher demonstrates

that, thatis npt thelanswer she wants them . to conclude w1th

. The explicn “axm of Teacher 1 lesson was to teach shapes. Did she fulfil her aim? This
cannot be eas;ly answ&.red unless we consider other factors. Mediated action may lock on the

- surface, as if i 1\ contams one aim. ‘To teach shape’ but, there may be many goals implicit and
explicit that the teacher is working towards. Lets look at Teacher 1. The explicit airid was to /
teach shapes bTKIt another aim could have been to present 2 model lesson for me. She could ki\
have wanted to, show me the good relatlonshlp that exist between her and her pupils. She
had a vatiety of learning aids for her puplls to use which I don’t think she uses in her daily

classroom life. \\{She med to involve during her te,achmg pupils that were marginalised but

i

she frequently fc}%rgot tbem She used pet names to refer to her pupils e.g. ‘Ntombazanyana
yarmi, tata, baba’) The pupils looked amazed at what the teacher was doing. I saw her use of
- pet names as a m¥chani$m to ‘soften the blow” and neutralise her impaqt in pupils. Her other
alm was to haye é\(‘Yntrol over the interaction. I ackqowledge that there has to be a measure of

» discipline in" the tlassroom to make the lesson successful. Pupils cannot learn in a chaotic
situation. Some failure of lessons can be attributed to the teachers’ lack of control. In this
class control beciime an inhibiting factor. It took away spontaneity and limited diversity,

Wertsch (1998) mg\ rues in his paper that goals can conflict each other in the mediated action.

\ ; "
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In Teacher 1’s class there was tensions between wanting pupils’ creative responses and

wanting to maintain control. In meost instances the teacher was working against herself,

Do pupils participating in the classroom have aims? I think they do, even though the aim of

‘the lesson is predetermined and shaped by the teacher. We may assume that the aim in this

class was to learn shapes as the teacher’s intention was to teach them. In the course of
teachmg we Were also able to see a multiplicity of aims emerging from the pupils. One heing
to listen or be seen to be listening, to raise their hands even though to repeat the answers of
previous speakers. Raising your hand is associated with knowing the answer and therefore
being intelligegﬁ{ In an ideal situation the pupils have to be crearive in their responses to
answer from the f‘gécher, in this classroom the aim of the pupils is to study the teagher and
come with the ans;xter that may fit with the teacher’s answer. There is conflict be’t@’een the
teacher’s aim and the pupils’ aim.

The cgncept of appropriation was introduced by Vygotsky’s colleague Leontev (1981) but it
A N

- was later taken up and deveioped by Newman, Griffin and Cole (1989), Mercer (1991) argues

that Leontev introduced the concept of appropriation as an alternative to Piaget’s
assimilation. The concept of appropriation shows the interdependence that exists within
‘humans, it pbrtrays the ideés of an individual buying into the already developed sociocultural
situation. Mercer . (1995) said humans do not have to reinvent the \;}heel. Appropriation is a
process where a pupil or an adult embraces practices and ideas from the society and make
them her or his own. ‘The process of appropriation in a class happens at different le{fels: at
one level - the kteacher can ‘appropriate the ideas and concepts from other scureces, at

another level the teacHer can appropriate the ideas from the pupils for the sake of helping

" ‘them, and lastly the pupils can appropriate ideas from their teacher. The latter two

processes can ocenr concurrently, Apprf)priation at the first level can determine the latter
two processes levels. b
To say one understands and can apply the knowledge I assume that one has to own that -
knowledge. When Wertsch (1998) talks about appropriation he re\fers 1o a sitvation where

one embraces another person’s cultural tools and progresses to own t' n. The process of
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owning isnota passive process but it is characterised by a process of scrutiny from the agent
which could result in either adopting, rejecting, or improving the mediated action. In the
case of accepting there could be partial acceptance or full acceptance leading to the

assimilation of the new dispensations.

" A situation can arise where there is a conflict between the mediational means and the agents.

In some cases the conflict may not be caused intentionally by the agent. Let us take for
example: language. The agent could have appropriation over the concept but lack mastery in

the language she uses. She can use terms that she is not familiar with and thiis make the
by

* discourse lose its meaning. This was not the case in this Teacher 1, The teacher used Xhosa

which is the language that she is familiar with.
Secondly conflicts can be caused by lack of appropriation and mastery of the concept. The

agent may think that she understand the concept well and can apply it whereas what she has

- is a superficial understanding of it. I think this is the case with Teacher 1. She has a

superﬁéial appropriation of what child centred learning is about, she doesn’t own it. She has
a limiied understanding of the principles underlying Oit and thus she finds it difficult to
implement them. If we look at her we can see that she is aware of the new innovations in
education, but she does not have adequate control of such mediational means. Teacher 1
lacks integrity; her body p‘resentatilon is relaxed she uses warm new friendly language, but all

these are coatings of authoritarian and autocratic thoughts.

I want to use an example of a cake to illustrate Teacher 1 situation The confectioner uses
incorrect ingredients to bake a cake, the end product becomes a bad cake. The confectioner
does not throw the cake aWay, jhe decides to cover it with the best iéing td make it look
exceptio}xally attractive. If one géts the cake and goes past the icing she realises that the cake
is not as good or delicious as it looks.w I take the coating fo be the teacher’s gestuyes, the pet
language she use to pupils and her maﬁner:,of wanting to involve pupils. The cake is the subtle
autocratic way of teaching that she uses and the lack of {ipils’ developmehf that can be seen
in her classroom. If one can reduce the volume of the video and watch her going through her

process of teaching, one can fail to recognise the discrepancy that happens in her classroom.
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Sometimes an agent may possess a feeling of appropriation i.e. she may believe that she
owns the process, but when an audience gives an assessment of the process, the results may

come out negative.

The teacher lacks ‘the skill to appropriate ideas frc.n the leamers. Bruner in Tharp and
Gallimore (1988) in his discussion of classroom discourse utilises the concept of scaffolding.
Scaffolding “represents the kind and quality- of cognitive support which an adult can provide
for a child’s learning” (Mercer 1995). In a classrcom the aim of the mediating process is for
the pupils to achieve a specific skill or understand a certain concept which the teaches. In a
scaffolding situation one of the criteria is that a teacheffias to be sensitised to the level of
competence of the pupils. She has to have; ,competence in what she has to teach, and be
conscious of the development of that concept. She has to have skills that will complement
the pupils’ problem areas. With scaffolding the teachsr doesn’t have to volunteer all the
information, or do everything for pupils as in traditional methods. She has to provide some
information which could help the‘ pupils understand the core concept. Her questioning skills
have to assist pupils to the desired end point. What happened in this cla;s is that the teacher
asked question which ‘neither le@ nor aééisted pupils. One had a sense of absence of
progress. Some pupils gave answers which showed lack of understanding. Instead of the
teacher assistiﬁg them towards better understanding, she simpfy indicated disapproval with
her gestures, abandoned thetn and went for other answer. There were also pupils who showed
that they have an idea of what the teacher was asking “Mzwakhe response”. The teacher was
~ also unable to pick the answer up and use it towards achieving the aim. This resulted in a

+situation where there was a disintegration of learning.

The pupils spend a considerable percentage of time in their classroom. For them to survive,

they have to appropriate behavioural aspects that will ensure their smooth functioning in the
class. One aspect that they have had to Iearn is that: they have to do what pleases the teacher,
not themselves. Even if they are bored, they have to look interested, they should not question
or disagree w1th the teacher. They have to play along with the teacher. Their responses must
synchronise with those of their teacher. The pupils have had to learn that they have to take up

position of not knowing even if they know what the teacher is talking about. I found it
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disheartening when the teacher asked *pupﬁs to describe the shape of the door and the pupils
were not able to dn s0. If these puplls were given the same task at home wouldn’t they be

able to complete it? I thought_ they would but, the constraint put on them in the classroom

constrains them from valuing their experiences and their thoughts. Mercer (1991} found that

pupils will respond to the same question differently depending on where they are. In schools
pupﬂs prowde answers that are “school wise” where as at home they will provide their own

answers, L“/ certain that outside the classroom these pupils would have had more to say

ab}}tﬁe shape of the door. )

o
.V\

Teacher 1 had changed only a certain part of her interacting it she has subconsciously left
her old ways intact, 1 have mentioned st the ‘Beginning of this discussion that the teacher has

not mastered and appropriated the concepts that inform her teaching thus she shows these

~ndascrepan01es Teacher 1 has been within a teaching system for more that 30 years, durmg

that time she slowly internalised that system. She internalised the system to such an extent
that it became her second nature. 1 am saying this becanse when you look at the interview
one gets the sense that there is tension between the teachers” own voice and voice of the
system under which she has been éperating. 1 want to illustrate that with a example when 1
asked the teacher why she has to find ouf the pupils’ prior knowledge before teaching them.

she said “pupils have to move from the known to the unknown”, which is a popular term in

teacher méthodology in colleges. She found it difficult to explain what she meant with that

statement.

What I found alarming with thiis teacher was that she has accepted a position of less power ,
in determining her destiny i.e. acknowledge her power she has compromised her freedom, her

ideas are strongly’ overshadowed by the ideas of the then education system. I Found that she)

had difficulties in providing reason for the answers she.gave me. My interpretation oy’

teacher is that because of her lack of power she is subconsciously trying fo put pupils in 2
position that is similar to hers. She appropriates their power because hers has been

appropriated.
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5.1.3 Summary

Teacher 1 has been a :feacher for 30 years of v “iich more than a third was devoted to Grade
One. Her cIa.ssroom discourse indicate that she stili nolds the authontanan beliefs abotit
teachmg ‘What makes her unique is that she shows awareness of the new approaches but, she
ﬁnds it chfﬁcult to integrate the authoritarian approach with the pupil ceatred approaches.
Both approaches sit in isolation and they do not 1mpact on each other at any point. At first
glance Teacher 1is decezvmg, she can be confused with an open minded teacher. It is only

1l
, whén you spend time with her that you can realise the atltoprat1c way she manages her class. i+

w
4

2. TEACHER 2 oL :

[

IR Teachei 2 comes fromi the same socio-historical background as Teacher 1. Both these tvachers
. have been through the same educatmr\ system and they have been exposed to similar teachmg
E - "ondmoris ‘¢.g. township educatlon However, we raust not assume that because they come

3F

frorn tha same socxo-economc background they are the same. There are multiple factors that

; )‘? are rcsponsxble for shaping an individual,

o -

5. 2 1(a) Who is the teacher b

[ / 7
i, [t
¢

Teacher 2 is 52 'years old She has been a teacher for 30 years. Throuchout her life she has )T

taught Grade One. "Her exposure to other Grades was only when she taught at the rural school

where Grade One was combined with Grade Two. She studied her Primary Teachers’ Course

S (PTC)in 1965. PTC was a two year course and was done after passing Std 8 (thé equivalence
of Grade 10 today). During her teaching she studied Std 10 part time and went further to take
g a teachers’ upgrading course. In our mterullew she said she studied Mathematics wp to W
Standard 10. R \ | S
S Teacher 2 was frank in her interview. She sounded genuine in her responses. Like Teacher 1 y
41
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there are times where she would go back to the rhetoric when answering questions. She

g w expressed that she does not particularly hate mathematics but in her words she said:

~ “Andiyizondi, but hayi ukwhi ﬁdingambula}a umnfv xa engathi ndingatitshi iMaths”

I'would not particularly kill a person if I wasn’t given an opportunity to feach mathematics.

o

iShe expressed the lack of° demsmn—makmg powers that were prevalent in schools. Later she

sa1d if she was given a choice of choosing the standard 1o’ teach, she would have chosen

Grade 1 because she likes it. She said in Grade One pupﬁs play, and they do not held
Ag " grudges agamst the teachers. =

My impiession ébout the teachéf‘g; in that she did not have anything to hide. She-said

community, To me the teacher revealed herself as a person who has integrity.

./,/
e

5.2.1.(b) Insxdeﬂxe «_lass‘xﬂ “g

S nSe

? there were some pupils who had their backs facing the chalkboard. Nevertheles ss, this

slassroom gave mea feelmg of the existence of co- oneratmn betweén the pupils and the
the teacher did not seem to mind.
, -

i e l o
The teacher was going to teach different shapes. She had a variety of matesial on her table

which she was gomg to use far her lesson. She had 2D¢and 3D shapes at her disposal. She had

asked other pupﬂs to turn their chairs, face forward and look at her There was a look of

antzcxpatmn in the eyes of the pupxls { thmk this was brought by the material the tcacher had
‘and also by the fact that they did not know what the teacher was going to teach, The tez;cher

4,

Iy : ) . . Lo . 0 \;“ 3
g S‘\“a' ‘Teacher 2 said she did not choose the class that she was teaching, the pnnmpal gave it ta her.”

everything with good intentions. She believed that she was providing a good service to the

Tmb classroom had a rela\ed and an enjoyable anibience, T here were attractive pictures on....

the wall. The pupils were sitting in groups and they were facing each other which meant that‘

1eacher Before thex Iesson the pupils were copversing with each other ina contmlled way, and :

boxes, a L ball and some chaﬂs $he started her fesson by callmg Al the puplls ta attention, She -

(S}




initiated the conversation by introducing the researcher. That made me think that she

{teacher) had told the pupils that I would be visiting them. I interpreted that as a sign of

==

valuing the pupils as that didn’t occur with other teachers with whom I worked.
Teacher 2‘presented her whole lesson m English. There wasn’t a feeling of despondency in
the pupiis as the teacher on]y used sxmple sentences, and the sentences were in relation to the
objects that the teacher was showmg to the pupils. She started the lesson by using 2D shapes
to explain the properties. She immediately after that used the 3D shapes like the ball and the
box. There was consistency in how she conducted her lesson: She would take 2 shape of ;cemi
and in’trod&ce it to the pupils.

v A\

- Teacher: “Now we are going to learn about shapes”

) ShéC N uld drill what she has mtroduced The drill was mtroduced *1t a form of the teacher

- asking the pupils what she had said and the pupils repeating.

Teacher: “About what?” -
A ’ - Lo
Teacher and class: “shapes” (the pupils repeat five times with the teacher indicating the pace.)

Teacher: “What are these 7”

Class: “These are shapes”.
€S

When the teacher was: ‘satisfied’ she progressed to teaching a ‘circle. The. pattern of ,

~introduction of a shape- pupils’ repetition- properfles of the shape-repetition emerged.

Teacher: “Here I brought a/shape'_' This shape is a circle” (holding a round board)
’ “What is this?”

Class: “Circle” (six times)

43

m SN A s
e NG

>

——
N

A

%

L.

I3

e




&

-y

* gbout asquare box. Ithought to myself that maybe this was not the intention of the teacher.

Teacher: “This circle is round like a ball (four times)

This circle is round like a ......( The teacher does not finish the sentence)
Class: “Ball”

Teacher: “This is a ball. What is this?”
Teacher and class't “This / that is a ball” (five times) (71 y comment: thzs 1s drilling gettzng out

" of hand because the pupzls know a ball)

Teacher: “A ball is round hke a c1rcle ” (Five times)

“‘A:boall is round like 2 ........ (four times W1th fhe pupﬂQ saymg “circle™)
Thxs form of i interaction continued through out the lesson. The +ither shapes conformed to this
‘ pattern of teaching. While the teacher was téaching the pupﬂs were enjoying themselves in
repeating what the teacher wanted. If we recall the classroom of Teacher 1 there was an
expression of unfamiliarity in the eyes of the pupils as if they were saying “what is the

teacher up to today?” In this class that unfamiliarity was not there. My interpretation was thai

the teacher was teaching in a way that the pupils were used to, there were no elements of -

surprise.
o

1 think the teacher was not conscious of the differences between the 2D and the 3D shapes.
She had a rectangular and square prisms. When she was saying “a rectangle has 2 long sxdes
and 2 short, %xdes”, she had pmblems in knomng exactly Wwhere to pomt Ske would pomt at
the edoes and alternate that with pointing to the faces of the rism. She did not have a sense
that a rectangular prism._ is made out of 6 fau:s which are all rectangular That process
continued with the square where the teacher alse dxd not know where to point. At the end of
the lesson I was not sure as to whether the pupils would be able to point out the.differences

between the two boxes or what is rectangular about a rectangular box and vihat is square

P
o W
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~ During the classroom discourse I did not see any frustration in the faces of the pupils, but,
maybe there wasn’t any opportunity for the pupils to show it. The whole interaction was
quick. The pupils were concentrating on what the teacher was saying and waiting for their

turn to repeat it.

+During the teacher’s presentation she faught every shape as an isolated entity. She did not
attempt draw relations between the shapes. She did not pose questions to individuals. She
+ treated the class as 4 singuiaf unit. Whenever she posed a question she posed it to the whole
class. The pupils knew that they had to answer in a chorus: This did not create chaos, in fact
drill was done in-unison, the pupils would be qulet after doing it. THe teacher allowed pupils
to stand up durmg ‘the lesson.”‘There seem to be an understanding between the pupils and the
teagh‘ér of when to stand. When the teacher introduces a sentence, the pupils would all be

seated, But dusing drill they could stand up. This pattern is visible throughout the lesson.

5. 2.2 Theoretical Analysis

Teacher 2 conforms to what we term an authoritarian teacher. She is what Newstead (1996)
will refer to as a tradmcnahst teachier, He says such teachers see Mathematics as a body of
fi xed rul\es and procedures. For successful results to be achieved the teacher has to drill these
rules ani} fav s to the puplls Pupils are taken as objects who have to beheva what the teacher
says and *assxvely absorb and at the appropriate time be abie to regurgltate the mformatmn
that has been taught (p13) When observing the classroom process the teacher in this
classroom has a powerful posmon in that she does not only deterndine the = purposes and
goals of 1eammg but she also determines ways of attaining them.
There ;s & danger wﬂh this teacher in that we researchers might be bhnd to what she was
domg We can reduce everything she does to a stereotype of ‘oemg ’a typical tradmonahst
teacher and miss the richness in the discourse. What we need to do i is, to move our perceptlon

of her away ﬁom the state of being familiar to the state of being unfamlhar (Macdonald pers

45




O

- comm.) to be able to pick ont certain aspects in her practice.

There is a tendency to associate an anthoritarian teacher with a teacher who is being feared
and who causes tension in the classroom Breen (1991). That perception is probably fuelled by
the amount of powel that authoiitarian teachers assume to themselves. This is different with
Teacher 2, there is a happy mood in this class. Even though the pupils assume a Jesser
position they (pupils) are still happy with what they have. They are Spontaneous in their\
interaction with the teacher. During the lesson they are allowed to stand énd move around, the |

,\.:\ .

teacher does not seem to mind, This is welcome release fram our stereotype.

“Teacher 2 unlike Teacher 1 did not have to use any control language and she did not
expetience any disruptions like Teacher 1. Can one deduce that in an authoritarian way of
teaching there are aspects of control that are ‘generic“‘to it? An authoritarian method has a
built in mechanism {or control. Implicit in it is a strong aspect of monitoring and sustaining
aftention. Teacher 2's ﬁuﬁils were always kept on their toes in terms of being kept engaged,
théy dic};\not have an oppartunity to ‘stray’. Sustaining attention and enthusiasm in pupils is
one of ti1e aspects that is responsible for success in the classroom but, it is a complicated
issue. In pupil centred approaches sustaining attention and enthusiasm is the function of both
the pupils’ tasks and the teacher’s mediation. Due to the inherent differences in pupils and
the - increase of the teachers’ workload, the issue of control remains problematic in pupil

( | centred methods, With authoritarianism, contwl is in the hands of the teacher, the qualit}} of

NJ
the task does not have the same consequences for the loss of attention..

“Teacher 2 interprats Mathematics as counting and using operations. In more than one instance
she used Mathematics as synf)nymous with counting. Whenever she talked about
Mathematics she talked about counting. She saw her brief in Mathematics as being to teach
counting and operations.  The teacher did not know why she was teaching shapes, she saw
shépes in terms of counting their sides, This is‘a limited view that excludes some richness fllat
one finds in Mathematics. Looking at patterns, looking at similarities and differences,
aesigning and building things, these are some of the aspects that Grade Ones lose ont. One of

the shortcomings of this limited view of Mathematics is that there can be a transference of

i
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" this behef to the pupils. There is a likelihood that pupils may grow up ‘thmkmg that

mathematics is only counting. This view can further limit the development of other cognitive

~ skills that pupils might have developed had the teacher’s been broad.

The teacher’s view is also a handicap to her, even though at this moment /e is tiot conscious

of it. It constrains her from putting into practice concepts that she would otherwise use had

her views about mathematics been broad. Her views are not a disadvantae only to the pupils

- they also limit her own development in Mathematics. When Wertsch (1998) was talking

about the constraining effect of the mediational means he was referring to such instances. The
agent is bound and ccnstrained by the means she uses. At the same time the agent also
constrains the mediational means she uses. Until one aspect moves out of this vicious cycle

the opportunity to improve will be minimal. When the mediational means is at an equilibrium

 with the agent change in the mediated action is not likely to happen. In relation to Teacher 2:

if the teacher is cdinfortable with the method she uses, she is unlikely to change it.

If the agent gets exposed to different and better mediational means she has ar ﬂoport'mity to
- transform her mediational means. The change in one aspect may result in the change in the
whole ‘mediated action. I want to make it explicit that the change of the meuiated action is
“more complex than the way I have put it at this point. There are always tensmns between the
agent and the medidtional nféans that might put constraints on transformation.

A
’ . o

Y e

Che abave dxscussxon shows the amount of power and authority the mediational means and
the agent c,njoys in the claesroom Through the mediational means Lhe agent is not only able
- to determine what counts as knowledge, she further determines how the knowledge should be
asmmﬂated by the pupils. Through the mediational means the teacher can also stnp pupils of
any power that they are left w1th \Iot giving puplls t.me to engage with the discussion isina
way taking away their initiative to claim respons1b1hty for what they are learning, The

conﬂequ*nces of the teacher’s action is the nurturing of uependency in pupils and the creation

- of a cnchmomy between their knowledge and the teacher’s knowledge.

The explicit aim of the teacher was to teach different 2D shapes. In my opinion the name
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‘shape’ was not given its meaning. A circle, a rectangle, a triangle are antongst other shapes

 that pupils-are confronted with. A shape is a form, a leaf has a shape, a hand has a shape ete.

The teacher portrays ‘shapes’ as if they are specific shapes. Would the pupils know that their
hands or feet have shapes or the designs on their dresses have shapes ? I do not think so. One
of the aspects that teachers are faced with is the lack not only of reflection but also of
appropriate content knowledge. This can result in teachers exposing pupils to misconceptions
that wQuld be ciifﬁcult to remove. When the teacher said ‘shape’ what exactly did she mean,
triangles, rectangles or their build or form? When she said a box is like a rectangle, was she
aware of the little rectangles that make up a box? It is important for the teachets to sharpen
up not only their means but als§§ their knowledge of the subject. Tt is futile for the teacher to
teach in the most beautiful wa“ﬁf but mediate misconceptions. Effectiveness covers both the

‘what’ and the ‘how” of teaching.

o This debate gives us msxght into the debate of the 1ensxons that can exist between the agency

and the agent, In authoritarianism the mediational means does not protect the agent against
mediating mlsconceptxonsi It becomes an accomplice to the misconceptions:,In certain
methods like situations where there is more pupils’ involvement, the medintional means can
sometimes minimise the chances of mediating misconceptions, instead they can expose them.
Pui)ils through explorations can uncover misconceptions and also help:the teacher to uncover

ther. " -

o

It was the opinion of thu;, teacher during the interview tha’r pupils need to understand what they

learn instead of memori smg it. She felt that the use of concrete maierial h\,ip the pupils fo

under°tandnrfr,, b9 the absence of concrete material, she argues, pupils woulu be forced to H

o ’xsheve what th, -+ are being teld and have no opportunity of venfymg I 1ad reservations

abuut the teacher vaderstanding of “understanding’. There was some dxs.,repancy in what

she beheved dnd what she d:d In her classroom practice she diverted from what she said, she o

drilled puplls and encouraged them to memorise. She superimposed her understanding of the
content and the interpretation of the concretc objects on the puplls. Pupils had to memorise
the lirop.ertigs of the shapes the way the reacher wanted them,

. }T
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My impression of the pupils during the lesson was that they were operating in an automatic
mode. They knew when to repeat and what the teacher wanted them o repeat. Tﬁe pupils
were doing witat Macdonald (1985) refers to as Rote Rhythm method. A teacher would say d
full sentence “A ball is round like a circle” She would repeat the same sentence and Jeave out
the last word. ‘;'AL ball is round liti> a ......" The pupils will know that they have to ﬁ:omplete
the sentence by séying “circle”. The teacher would also ask a question “What is ttds?’; and
answer the question hérself *“That is a box”. When she asks @he question again the pupils
khew that they had to repeaf her answer. The teacher indicated the pace that pupils were'
supposed to follow while they were repeating. This viorked like magic in the class. This type -
of interaction did not provide opportunities}or pupils to make any input into the lesson.
Wertsch (1998) distinguishes between mediational means that have permanency and those |
Vthat are temporal such as spoken language. He argucs that the spoken language because of its

* temporality, lacks permanency and it s more. dlfﬁcult to grasp. Teacher 2°s impact on the

classis dependent entirely on the Spoken language. Her emphasis on drilling :>ubconscmusly
acknowledges the fact that spoken. language is d1fﬁcult to. grasp and therefare she has to
1mplement a st*ategy that would ensure some permanency

The teacl\lzer’s\\intentio;ls about the pedagogic value of concrete objects wére valid. The
prestnce of concrete objects g gives pupiis Opportunities fo touch them, smell thém, feel themn

, presnnce of concrete: objects did not pxomote any learning. She was the only person who had

" access to the objects, She supenmposed what she wanted pupils to observe and influenced

the pupils’ mterpretatxon of the ObJBCtS Instead of the objects being tools for the pupils’

learning , ’{hey b“came the tools to remforce the teacher’s ideas. In my opinion the tools

. created misconception instead of creating understanding.
. 0 T

_One of the dangers that our teachers ate confronted with is that, there is a tendéncy to link the
- presence;of resources to effective learning. 1 want to argue that good resources do niot
necessarily, lead to good teachmg They do net automatxcally bring understanding, i in fact -

they can do the opposite. Good and zzlppmpr1 ate resources are necessary for effective teaching
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but, they are not sufficient, something more is required. You need an agent who has to have
knowledge of how to maximally utilise the resources available. Resources should open up
learning opportunities rather than close therm. They should help pupils uncover new concepts
instead of covering old cencepts.
Duriné our intetview’ the teachir acknowledged that pupils are different. They come to school
being different and, their performance inside their classroom is not the same. The teacher was
"k/more articulate in outlining the differences that existed in pupils and she gave reasons for
those diffeeences. Some pupils are generally more intelligent than othérs; they cope well with
school. Some pupils need mere motivating for them to leam, Some pupils do not cope not
beceuse they' are “slow’ but because they are underage. Lastly, some pupils need special
learning, During her teaching as I have mentioned before, the teacher showed litle
cognisance of those differences. She treated pupils as if they were a homogenous group. She
* asked them questions s a group and did not make efforts to differentiate between them.
There was ;a_discrepancy"between the her practice and hef belief. Even though she was

articulate in how the pupils were different, she found it difficult to translate that into practice.

© Her inability to reflect accuratéiy on her heliefs. made it impossible for her to equate her

beliefs to her practices. Tﬁe up side of this approach, not that I am condoning it, is that it is

,{wt Tavour certain pupils and overlook others. Every pupil in the

class gets the opportumty to respond to the teacher. All the pupils take pride and ownership of

the answer, ~ . 0w
o - ) :
On the issue of finding prior knowledoe before teaching, the teacher expressed the view that
it was 1rnportant for a teacher to establish mtersubjectmty before teaching. She said Grade
Onee have to be assisted in organising their schén] knowledge When I uroed the teacher to
i)e mare spec1ﬁc about the importance of prior knowledge in her teaching, she said, “pupils
come with the known and I have to pr0v1de the unknown”. The last response the teicher
gdve made me conclude that she d1d not understand the full implications of the question. That
is why she resorted to what/_I call the thetoric “moving from thé known to the unknown’, This

. . 7 ) . s
is a popular saying amongst teachers, which has never been coupled with meaning.




What the pupils have learned at home or during their everyday interaction with peers in or
outside the school doesn’t count as being of consequence at school. The teacher
unintentipnaliy gives the message what matters is not what pupils come to school with but
what she teaches them. In her interview she said that pupils pre knowledge was important but
in practise she drilled pupils an the word ‘ball” an object that pupils are familiar with in the
township. Daoes this mean that the teacher in question does not value the pupils? At one level
the teacher'is operating as herself a person who is sensitive to things and experiences
around her. At another level she as an agent of the theoretical knowledge she was trained

in.” There seem to be a line separating these two roles and these roles do not join or cross.

They do not impact on each other. He;ﬁp;{peﬁriences about pupils during her years are of no

consequence to her ﬁractice. The teacher undermines her experiences and gives more priority
to what was predetermined for her by the theoretical background she leamned. I do fot think
the teacher does not value the pupiis. What she does in the classroom reflects her theoretical

background not what she embodies as a-person.

The trend in the past and even as I speak has been that what happens at home is irrelevant to

- what happens at school. Compounded to that, there is a wedge drawn between what happens

in the classroom situation and what happens outside the classroom situation but at school. A
teacher would send a pupil to buy thi&\gs for her or him, she would insisf that the child should
chécl; the change. She would have co\» fidence in that child. When it came to interacting with
};he same pupil in a classroom her attjtude towards the pupil would be different, she would
’éake: the pupil as being incapable. Wh\tI want to allude to is the classroom situation has its
own distinctiveness that rend to isola’l\aspects from those that are outside it. Duringvthe
clagsroom time the mediated action “becomes different from the mediated action’ during
break or éfter school. This difference can also be seen in pupﬁs, during break and after school
it is like they say ‘this is our tims, we can now behave as ourselves not learners’, ’

2\

\\\\

Werisch (1998: p 7) says that “the ¢xternal properties of cultural tools have important
implications for understanding how intemnal processes come into existence and operate”. In
simpler terms this means : the way the teacher mediates has an impact in the type of skills

that pupils develop. The skills that the pupils will develop will make it easier for them
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(pupils) to interact with the material. Memorisation in Teacher 2 becomes the most obvious

skill that the teacher is working to develop. Her insistence on drilling bears testimony to that.

_ Her assessment during the end of the lesson required that pupils should reproduce what they

had memorised.
While we understand the skills that.cre being developed, mediational means also has
iinportant,implications in understanding why certain skills had not developed. What we

observe in the classroom is not alt that is happening. While the teacher i5 teaching the goal of

- ‘her teaching may look obvious, but I would to argue that it is not that gbvious. While she is

* teaching there are a number of goals that she promotes that she is not aware of, ' Wertsch

(1998) says that mediated action has multiple simulianeous goals. Her medlatnonal msans

© carries w1th it explicit and implicit purposes that the teacher sometimes may not have control

of. To discuss briefly these simnitaneous goals; through mediating memorisation the teacher

may not be aware that what she indirectly develops the pupils” dependency. By i 1mposmg

knowledge, the teacher may not be aware that she undermines her pupils. She subconscious!:
sends a message that she does not value the “pus experiences. Her act of not .

acknowledging its existence gives a message that it is not important.

It often occurs that the goals that are developed are-in co*‘ﬂtct to each other or they conflict

\l\

the genuine purpose of learning. The teacher did not impost tiessages that are contradictory

to tha pupils There was coherence in her presentation. Her teaching was consistent with the

expectatxons she had on pupﬂs, it wa { also consistent with her assessment at the end of the

(Iesson I want to argue that the styl the teacher was using to teach promoted cex’cam goals

which were contradictory to the goa[s of schooling. I beheve school has to prepare pupils for

the challenges that they are going to face in the world. One’ aspect that is 1mportant is that the

pupils should be mdependent in terms of both the physical material and the cognitive

materlal

N

This teacher is workingsagainst that goal. I do not think the she is aware of it. The teacher has

 directly or indirectly taken away the pupils’ opportunities to be critical and independent

thinkers, They do not have either the pressure or the incentives to be original and creative.
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Both the teacher ar- the pupils are vistims of the theoretical knowledge that the teacher has

been exposed to. Medisted action is not static, it is always in the process of developing. We

have a tendency of focusing on activities, thet are fossilised and try to interpret them as if

they are static. Every mediated action that we see has a history. If we remove the historical

“"context we can run the danger of ignoring the process. Wertsch (1998) cautions us about the
Y

*.danger of looking at a simation and analysing it-as if it is an end to itself. If we can analyse

and reach a conclusion about Teacher 2 withouttaking cognisance of her historical
background we shall be committing an injustice. The teacher is:a result’ of her historical

context, she is also responsible for shaping the historical context of the pupils.

i ¢

< : ' ]

T'would like to give more m51ght into the teacher by looking at what Elbaz in Pedro da Ponte

-~ (1992) refers to as professional knowledge. Professional knowledge is ‘knowing in action’.”

Tt is based on both theoretical knov!zdge on experience and on reflection on sxperience.

Elbaz draws a distinction between academic knbwiedge and profe.,swnal knowledge With

agademic knowledge there is more reliance to rational” argunent than vt} expeuence

Professional knowledge accordmg to Elbaz is structured around three levels Images,,

practical principlés, and practical rules.

N T o §
=0 " a

Images refer to a teacher’s mct\ge of how ber teaching should be like in the classroom (\Pedro ‘

da Pont (1992) argues that images are the less explicit and the most general level of the
teacher’s practical knowledge Thie teacher’s 1mages capture within themsel\es the te¢acher’s

personal beliefs and perceptions about the classroom discourse. The teacher s 1mage° ‘are the

- results of a boiling pot of the teachers’ expenences about the pupils, sub_]eet ,ﬁmatter, Jjer”

' 'perceptiovns The im\lges are organised in'a way that help to o*."anise the teacher’s knowledge

and practice. They lmfluence the teacher’s practice the classroom, how she” relates to the

mathematical content, her rela'nonshlp with the pupils etc. They: become a v1510n\‘ towards

which the teacher aspires. It can occur that a teacher can have a repertoire of i images about
different aspects in her practlce These may be based on different teachmg experiences 1hat v

the teacher has besn confronted with. The teacher can also have different images foi different -

svuatlons - }
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“The second level of professional knowledge is practical principles. Principles are concerned
. with the ﬁiiiposé'. They attempt to answer why thing are done in a certain way. The principles
‘aré shaped by the teacher’s theoretical knowledge and her experiences. One of the aspects
' that Pedro da Ponte (1992) mentions is that practical principies function to portray that every
pra(mce is prmcxpled it does not happen on its own. The arena of practwal principles is where
thmgé are being thought out and crystallised. This levpl has some strength in that it is at this
? level that rmx'mre of thenrencal know, ioe, beliefs, perceptlons and experiences are put
together At the end of puttmg these tug,ether principles which are end products emerge.
These pﬂn(:lples have implicit within themselves some thoughts about rules that determine
; practlce and thev are directly responsxble for the formation of images. It should nct be
. forgotten that these prmcxples are part of the s ystem that functions together. Even though the

puncxples underpm practxce they do not necessarily determine similar practice.

Practical priz;ciplies are strongly linked by their nature to practical rules, the third leglei of
practwal knowledge. The practical rules are concerned with what one does ‘during a practical
situation. They are the standing practices that outline what to do in certam situations, The
prectical rules are the implementation phase. Their aim is to conserve time by eh'minating
- deliberate thoughts dulmg the lesson. It is difficult to forri a trichptomy between images,

practlcal principles and pxactxcal rules. The three levels of professxonal knowledge are not

. 5_eparate and independent, each level has an impact and is dependent on the other ones. If we

Jtry to isolate one fram the others we run the danger of making an individual aspect lose ifs
meaning,

The images that the teacﬁer has about thekiléésroom are shaped bty the practical principles that
she has formulated throughout her teaching experiences. If we look at the p*actical principles
of Teacner 2 one can observe the limited premises from which they have been compiled.

They putmore emphasis on the debates that are put forth by authontanan teaching . They put
less emphasis on the daily experiences that happen in or oufside the learning atmosphere.
Whesn you listen to the teacher’s interview she has views that she expresses about pupils that

are not constrained by the classroom environment. In her own personal capacity there are
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F\J\L not to dismiss certain approaches because we have prematurely concluded that they are bad.

issues that she has access to, but it lookégzlikfb those issues do not carry through to practice.

Her internal and extf;igal practices donot coincide.
‘ K

\\:,

When you compare Teacher 1 and 2 it would be easier to Work with Teacher 2 because of her
obéhness. It would be easy to isolate issues in her practice that require change. With Teacher
1 there is a veil of uncertainty covering her. In my experience with working with such teacher
she is a hard teacher to be pinned down. There are fluctuations in her practice. Her prac’ucal

principles are not wéll amculated

During the process of working with Teacher 2 I had questions that were of some concern to
mg. Why have a number of teachers stuck to an authoritarian teaching style when there have
been talks circulating about its inadequacy? Is it because of the power it gives to teachers? Is
it because it ‘can hide the teacher’s inadequacy? There are some positive aspects that I
managed to observe in this approach that people may not want to acknowledge. It maintains

order and‘the pupil’s attention. It is time economic and it works on the notion that practice

I

means perfect and, it is focused. When we talk about effective learning we must be careful B

p)
“We need to have objective views about different pedagogies and see how we'can benefit from

the advantages they provide.

5. 2. 3. Summary

Teacher 2 is what we could call a classical authoritarian teacher, she drills, she tightly

¥ controls the classroom interaction. Despite her style of teaching, she has a good relationship

" with her pupils. She is a teacher who, I think managed to keep her teaching free from the new

approaches not because she is reQiStént but because she does not want to implement

something she does not understand. She is proud of how she works. Amongst the other

. teachers I found that she has integrity and her teaching was coherent.
. \ ,
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5. 3. 1 Making the teacher real.

5.3. 1 (a) Who is the teacher

Teacher 3 is 53 wvears old, She has 30 years teaching experience. She has taught all the Grades,

in Junior anaxy but has specifically taught Grade 1 for 11 years. The highest stanaard she

‘ has passea is what was then called Junior Certificate (7 5y Whlch is today s Grade 10. She also

did Mathematxcs up tb Grade 10. She studied for a Primsry Teacher’s Certificate, (PTC) and

qualified in 1967 after which she Jmmedlately started to teach, Unlike other teachers she -

hasnt had, an’ opportunity of upgradmg her qualification. She told me that she emoyed
learning Maths while she was at school. She enjoys teacnmg Grade 1 now that she is in it,

but it was not her choice to teach Gradel; the schiool allocated the standard toTier.

5. 3. 1.(k) Inside thgﬁﬁssroom

them, They were

groups there were a few wooden blocks on the table but most pup11§ d

. _ ]
them which made me conclude the they had always been there. |

v

-

g _ted in groups gmd
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whole class to count, she then continued by asking individual groups to count. While pupils
were counting she insisted that they should use their hands. For every number that thay were

saying they clapped their hands. T tholi:zht by aflowing the pupils to count in groups was the

imeasure to observe that all the members were able to count. At the end of each counting she

congratulated the group. She progressed by placing a foam plastic plate which had a plus
sign, a minus sign and an equals to sign on the table in front of the pupils. Fhe asked the
pupils What those signs meant. After a pupil had answered she would drill the answer. It was

obvious to me by the look at the gupilé; faces that the lesson was not challenging at all. The

1eason mi,ght~ have been that the teacher had done the lesson before or that the lesson was tao

elementary; it was a waste of time for the pupils. While the teacher was teaching there were a

lot of thmgs happen_i;lg simultaneously, some pupils were paging through their books, some

- were playing and some were having conversations. The teacher did not spend time in calling

for the pupil’s attention to be involved in the lesson, She reprimanded pupils in a ‘by the

way’ style. ‘Her voicé‘ stayed the same and there wasn’t & difference in tone between 2
compliment and a repnmand ‘This is what the teacher said after she had noticed that some of
the pupils had opened then' books :

l

Teacher: By the way ijLt is this sign? (She points at the sign)

&
N

Pupil: Plus.

Class: Plus %3 {The teacher is pomm

repeat)

L

dlfferent from that of the video. In the interview session the teacher used a Iot of ccnporal 5

I
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punishment. What was strange is that pupils were quiet for a short time after being punished
and they would be rowdy and chaotic again. The hose pipe the teacher was using to point at’
things during the lesson is the same pipe she used to punish the pupils. The teacher’s contf'ol
of the classroom was a classical case of what Willower, Eidel, and Hoy (1967) refer to as

custodml authority. This type of authority is characterised by the quest to maintain order, a

¢lack of respect and or punishment. The pupils together with pupils place emphasxs on external

control that self or intrinsic control. Henderson (1982) says pupils who have more custodial

" orientation tend to be more external in their locus of control. Here we observe a situation in

which I think there was tension within the teacher while she was teachmg, she did not have

an alternative plan of déaling with pupils. The strategy she was used to, was not going to be a

good public relations face for the purpose of the research.

The pupils did not have problems in identifying the signs and also translating the vsigns into

their first language. After drilling the signs the teacher went on to write an addition problem

on the boad “2+1=" and asked the pupils to interpret the problem. It was easy for the pupils
“two p‘us one is equals to” she drilled that statement. She selected groups which should solve

the problem The pupils in the groups did -not work as groups rather they worked as

. individuals. In one table there was a boy who had two blocks and he refused to share them

o\

“with the group. At the same table there was a girl who had a block which she also reﬁ{\{"sed 6

share. There are teachers who misinterpret groupwwork to mean that pupils are sitting in a
group even though they work as individuals. For grou.” work to be real there are a number of
important factors to be considered but amongst them is that pupils have to work together to

generate ideas.

The pupils were able to able to come up with the correct answers even though most of them
did not use the objects. There was a girT who came with 5 as the answer. The teacher literally,

ignosed her and focused on,the one who-said 3.The whole class had to repeat the answer.

There was a technical lapse due to the video camen T \x}/as{jusmgvyhat I made the
qteacher aware of. After about two minutes she ‘?‘_or\" { \sc')nALI wés taken aback to
discover that she has abandoned what she had zb\.\ ' ',//tﬁat she was.now handling
a different topic. However, the séme“strategies S’eéé}..\ . .ul in the new topic, therefofe
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" Class: That is ot one A P

Pupil: Two -

Teacher : All of you, -

V. P B 2 R

my description of her practice should be valid.

There is a tendency amougst teachers, after they’ve worked with pupils for some time 1o take

it for granted that pupils understand what they are looking for even without asking them. The
pupﬂs in this «:Lass showed & strength of 1nd1v1duahty and interpretation. It wasn’t clear to
me as an observer ‘what she was looking for. The pupils’ emphas*s was removed from
attending:to the tasI\ the focus shifted to reading the mind of fhe teacker. Different pupils
read her mmd dxﬂetently, at the point were the teacher wanted to agree with a pupil, the
whole class dlsagreed with the teacher, It is-at this point that I thmk she (teacher) did not

know how to Handle the situation, Jhe allowed them, to give an answer that they (pupils)

agreed Whh Imade a ‘hypothesis that the hlS\ orical interaction with the cardboard finally won o
- the day; pupﬂs :emembered howrthe teacher plekusly used thf‘ cmdboard

R

This time she showed pup11 a paper which had the number 2 and the word. Tiwo wntten. She -

said ‘hands up’. There w«ts a confuswn in the eyes of the puplls as they we re not sure what to

respond to. This is how th& conversatxon went.
Pupil: Cardbiox
Pupil: One o

Teacher: All of y"o\;

a

v B . . A

\“ﬁ:;{ﬁi @

&
Teachber: Hands up o,

o
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Class: Two.

i

P

I was not able to figure out what the teacher was looking for. The first answer that the pupil

. provided was in my opinion correct because the teacher was indeed holdmg a cardboard, the

second answer was also correct because QhE was holding one cardboaru }Tere I reahsed that

the teacher was not sure of what she was looking for. After the response of fﬁe second /pu,Al

i
she wanted the whole class to repeat ‘what the pupil had said. The whole clas ‘resmted and

e argued that “what they saw was a 2. The pup1ls at this point deterrmned he d1tect10n of the

1esson When the teacher produced another cardboard box (she also dAd not gwe instructions)

the pupﬂs knew how to interact with it. / / .

)//

/////,
‘When people talk about pupil driven lesscns 1 do not”'/fi/ﬁnk they refer to a situation like this.
Ina pupﬂ driven lesson the teacker still plam/ner lesson and has an idea of when she can say
the Jesson has been suceessful and pupﬂ/ have a clearer understandmg of the direction of the
lesson. The teacher further has.# mechdmsm to deal with issues that she did not expect and

she would know how facilitate them-and curb them. What happened with Teacher 3 is that

. the pupils appropriated her control and direction because she did not have a direction. She did

not have a plan for her lesson thus we saw her attempting to integrate issues in a way that

was not understandable. ;The i)urpoéé of the lesson became muddled as the lesson progressed;

maybe this explains why the pupils were not cooperative and attentive.
This teacher is one of many teachers that I have seen in my experience with working witly
téééhers(.. Teachers’.experience has several aspects to it. One of the advantages of teachers’

experience is that one has a trial andtestéd wealth of knowledge'that one can call for when in

" peed, people say ‘experience 1§ the best teacher’, One of its down sides is that it can Jead to'a

 situation of complacency. It ¢an lead to a situation of routine and a feeling of knowing it all.

The danger comes when one operates in a automatic, mode and thereby créates a comfort
zone in it. It is a fact that some teache: do not take pain to plan and prepare for their lessons :
because they have done this'so many times that it seems to them that this has become
unnecessary, This can lead to uncoordinated, unchallenging and meaningless Aessons which
are 2 waste of their pupils’ ‘:(ime. |

M
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what they do with the filmbers is very important.

5. 3. 2 Theoretical interpretation

Reflecting on how the teacher conducted her lesson’ ‘and her intervigw Teacher 3 fitted within

the stereotype of an authoritarian teacher. Unlike v&:th Teacher 2 who had. «@ goed atmosphere
in her classroom hers fitted the one that was dlscu-ased in Breen (1991), a teacher who was ‘
not only authoritarian but who was also a terror. kae Teacher 1 and 2 she operated in a mode
where she was the only one who mmated conversation in the classroom, she determined what
the pupils should learn. The pupils’ interaction with her were based on responding to her
questions and then wait for another question. This i is one of the ground rules that these pupils
had learned to embrace. Her portrayal of Mathemaucs was that it was uninteresting and

boring and this resulted in the pupils not showing any enthusiasm. The teacher’s

v»understandmg of Mathematlcs v&as that it is a subJect that concerns numbers and the four

basic operatrons her reference to mathemancs was confined to the counting of numbers and
operanons When she talked about the lmportance of mathematms she saw its significance
as hrmted to equipping pupils to be functlonal in counting. The teacher’s view of

Mathematics was problematiz because it immediately limited the richness and the values that

_ the pupils can could from the subject. This perception also constrains the jeacher fromf“

beneﬁtmg from the subject. She did not see Mathematics asa subject that is beyond numbeébm N

.

and operations, She did not see it as atool that could be used to develop cognitive skills in \ >

‘pupils. In my perception pupils need not learn numbers and operations for their own sake but

R
Mo,

BN

" What is unfc;rtunate about this tcacher 8 V)EW 1s that it has the potential to filter down to

Sl

pupils. If we reﬂe«:t at her} classroom pracnce we. saw that it had consistency with the views

she expréssed about Mathematics. The popils’ perueptlons ‘and understanding abont .

* Mathematics may end up being consonant with that of the teacher. The pupils can also grow

up thinking that it they know how to count and can perform operation well then they know

» Mathematics. Recently at a certain school a teacher asked the pupils to, mentxon the '

difference between how a scientific caleulator and a non-scientific calculatm functions.
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~ diverse theones about learning to choose from ;o

During moderation the departmental head asked the teacher to change the question as was

not mathematiéél. He requested the teacher to put in a problem that is expressed in numbers.

What 1 want to allude to is that this perception of seeing Mathematics as only numbers sy

. different views?

When one observes Teacher 3 and listens to what she says about fearning and about pupils we
could conclude that she is a bad teacher. Part of the reality of the situation in South Africa is
that the teacher is as much the victim as her pupils are. Wertsch (1998} says that agents and

cultural tools and the relationship that exist between them have “ a particular past” (p 9) and

they are in the process of further changing. (One of the aspects that we observers tend to do is

to look at the present and make a conclusion about a situation based on it. We forget that

" .what we see has been inﬂuq}med by apast history.

Although it might be tempting to blame the Teacher 3 for ineffectiveness she like other
teachers is a victim of the education system that she has gone through. Ta be just we may .

have to evaluate the teacher in the context of her historical background. I mentloned at the

beglnnmg of"the paper that teachers were trained in situations where the only vigew that was

emphasxsed was that ‘they know’ and that pupils ‘do not know’, They were not exposed to

Al

it

W

0

When Vygot\s"icy talks about novéiﬁ in people he argues that we cannot only focus on the
biological structure to explain it, we also have to look outside the person. The process of

learning is not an individual process, it is a process of interaction with cultural tools and

~ sharing of 1deas and knouwledge (Mercer 1995). A human ﬂn'ough mteraotlon Wxth other

féllow humans has access o different types of knowledge and actions swhich he or she later
internalises and puts into practice. The teacher’s experiences at college not only enabled her
to. accumulate new knowledge but -her cognition should have been transformed and

reorganised. If one looks at the time the teachet has been. schooled; it is fair to make an

- endemic, If senior people also portray | fais belief what chances do teachers have to hotd E

assumption that this teacher teaches in the same way that she was tanght at the college, The

only difference is that at the college, the pedagogy that was used was made more explicit, the

Ny
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-though youf ﬂlo not understand how a car functions. Some teachers do exactly that, they thmk

intention was to deliberately mediate that pedagogy. At a school level it is a tool to mediate
content, the pupils access it by default. The image the teacher had about teaching was
influenced by‘her experience during her school days and her training at the college.

R
The focus of the training in African schools was to absorb as true what was being taught

" and not b analytic and critical about anything. 1 say this because this was a trend during my

years at the colleges of Education (which is much later than this teacher’s experience). We
were taught by mediators who never placed any value on critical thinking but only

emphasised memorisation. Their mentors that is, the advisory services, the principals etc.

- that the.teachers were put under were unfortunately initiated under the same system. Instead

of breakmg the conception they reinforced it. Most teac L»xs mcludmg Teacher 3 had to

operate within that framework. To be effective they had to acquire mastery in what they

have learned. They had to know how to-teach in the way in which they were taught. Mastéry

does not require any intensive interaction with an activity. Mastery requires knowing the rules
and following them gven without understanding them. A good example of mastery 1‘1‘

knowing.how to drive. If you follow the rules about driving you Wwill know how to drive evea/

f

they Jcnovg' what to do, they do_not have to think about it, Like cars, they get into the

classroom’and just drive through the lesson. While driving, they only focus on where they

are going. What they leave behind is hardly their concern.

i
0

. 'Whether teachers progressed to a stage of appropriation is another debate. The question-of

B

apprbp,riatioxi is a complicated issue in that it requires deeper understanding of the concept.

Appropriation requlres much more than following the rules and 1mplementmg what the rules
say. To own something implies that you can account for it. The level of consciousness
concerning what one owns should be high. 1 want to argue that Teacher 3 had partial
appropriation of the method. She was not able to give a rationale for the things she was doing

in her class.

i

Wertsch (f998) talks about mediational means as having a constraining as well as an enabling

‘effect. While the mediational means can allow you to perform certain actions at the same time

63 <)




they rob youlv‘of others. The teacher’s beliefs and perceptions about Mathematics enables the

teacher to be able to implement practices that are consistent with those beliefs eg the teacher

_ knows the tools that will allow her lesson to be successful eg drill. I have acknowledged that

the teacher’s views have defects. Her beliefs and perceptions about Mathematics constrain her

: from explormg other ways  of thinking about Mathematics. The teacher can not transcend the

limits that have been set by her views even though (I think) she has the potential to do so. Shet:

“misses the opportunity to leam and be developed by Mathematics. In the same light the

teacher consirams the pupxls frorn enjoying the cognitive development that they could enjoy

from Mathemaucs. Mathematics is not only about numbers, it is more exriting and ~

"chalienging than that, Tt is about thinking about objects and-numbers in a different way. It is

about, a.nalvsmg data and lcarnmg from it. From my experience as a facilitator I know that
Grade Ones are capabie of showing these skills etc. As she is rﬁ:spons1ble for the process of
shaping her pupils, the -puplls will suffer as the direct consequence of the teacher. This may
be a hard thing to say about'the teacher but if we acknowledge the central part the teacher

implicitly or explicitly plays in the classroom then we can see the fact in the statement.

Do we say then that the teacher is doomed because of her views ? If we see the teacher as

- beihg imprisoned by her views and as having no potential to embrace new ideas then that

could be the-case. As we know, this is not the case, people and cultural tools are constantly in
a developmental stage they are not necessanly fossilised. Wertsch (1998: p 15) talks about
the impact of new medi: a\.onal means to med1 ared action. He says that

“the mtroductzon of new mediational cr eates a kind -of imbalance in -the systemic
organisation of mediated action, an zmbalance that sets off changes in other elements such as
agent and changes ‘in mediated action in general. In some cases an entir ely new form of

mediated action appears™. *

When Wertsch talks about newness he refers to it as.something that was not existing before
like fibre glass pole for pole vaulting. When I talk about new, I’ll be talking about some
things that have been existing but that are new to the teacher. It is possible. for the agent

(teacher) to change if she is exposed to new mediational means. I want to make it explicit that
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change is more ,comﬁlei"'tﬁan only changing the mediational means. Changes in, mediated

_ action requires a reduction in the tensions betw=sn the agent and the mediational means. For

change to occur there has tobea collaboration between these two aspects. The agent can be
introduced to a ne;r mediational means but, if she does not see the need to buy into it the
process becpmes futile and ther¢ may be no change. Sometimes the tensions between the
means ;nd tl;e agent become so great that this can stand on the way of change. To illustrate
this; an agent can wish to adopt new mediational means but may experience difficuities in
approptiating it due to-for example its complexity or its inaccessible language. Thirdly an

agent may aspire to change but feel locked into a practice because of lack of alternatives.

The new mediational means provides the teacher with an alternative t6”change to. If you

create an imbalance or shake the foundation of the teacher’s present belief you need to

provide her with an altemanves The teachermas to be an active participant in her change. ”

She (herself) has not only fo see the need to change her present p{achce but she. has to want

it {o change it. Teacher 3 will have make her normal practice unfamxhar 5o that she can reflect

~ on it. During her réflection she should be able to see aspects in her practice that are

undesirable and those that are wdgking". She should be able to see the Shortcomings in her

. present practice and be willing ta change them. One of the pitfalls of the teachers engaging

new mediational . means without seeing the need to do so is that, there is a'tendency for

teachers not to abandon the old mediational means. A variety sf possibilities emerge;

1.They can 1 both the old and new medaanonal means eoncurrenﬂy This is common to
S

teachers who work with non govemmental orgamsatlons (NGOs). Wh\,n a facilitator is in the

class the teacher would teach using the new mediational means. As soon as the facilitator

o

leaves the classroom the teacher wc;uld. go ‘back to Let or his old iays. This creates tensions -

' m . pupils-as ﬂmy never know what to e_xgect from the teacher. This also creates tensions

within teachers who might view the new mediational means as belongmg to the facilitator and

thc old one as belonging to ber. This éﬁ§timde has resulted in teachers creating a dichotomy in

: I
Mathematics. They talk in terms of ‘their Mathematics’ and ‘our Mathematics’. This’

refleets the different mediational means.
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2. They use the new in an old way. This was typical of Teacher 1 who tried to implement the
problem solvmgm»ﬂmd within the framework of authoritarian teaching. She wanted pupils to
be creative but at the same time imposed restrictions on'iseir creativity. That could result in

tensions within the teacher, These tensions can lead to an absence of change in the mediated

Jaction. . T

3. They simply refuse to use the new one. The total rejection may be a result of a number of ..

factors. Amongst the reasons is that some teachers feel that their present methods work

because “they have produced doctors and lawyers ont of them”. Some may rejet the new

mediational fieans because changing would create stress in their lives. Some may simply

reject the new mediaj_.iohal means not because it is bad, but because it was brought about by
an ‘inappropriate’ agent.

i,

& Y
I woula like us to look at the a» (ns of this leSson. What were the intentions of the teacher in

‘ condu\.tmg this lesson?. Tn che 1ntroduct10n I mentioned . " *he teacher’s explicit aims from

my perspective was to teach addition and in the second half she taught numbers quantifcy and
the numbers’ written form., . The first part of the lesson and the second part were disjointed.
Duripg the assessment at the end of the lesson the teacher was not sﬁre about what she
wanted, s:(hc wrote things on the board and later erased them. She finally drew a circle and
wrote 2 underneath it and asked pupils to fill in the objects. It is not easy to assess the goals

of the teacher but I think we can get some ideas from reflecting:on:her prgctlce In this lesson

I do not think the purpose of the lesson was to teach some new content to the pupils. From

‘ obse;vmg the classroom it looked as if the pupils knew what the teacher was teaching they

were not'chanllengedﬂ by the lesson. There wasi’t any excitement in the lesson so I ruled out
the possibilityaxthat she wa:ited to impress me, I had asked the teacher beforehand that I was

going {0 conie and video tape her teaching Mathematics, she agreed. The goal of this le%scn

was to present that lesson for the video. The teacher knew what I was going to observe. From

my perspective this was a typical ‘space filler” fesson. A space filler lesson is that lesson that

- the teachers present to keep the pupxls occupxed Icall them space fillers tizcause their aim is

to oreupy time, These lessons are teacher centred and they undermine genuine learning.

These lessons do not take into consideration that the pupils have to learn their focus is V'?Liiat the

JRa

e .+ 66

(:\‘; e,
Eae ) ,y"j

;
A -
Sy . b

g

PN




wa W o B R e

- s

i

e

x

M
3

3

'{‘\

3l

©

G

T;/
-

4
\

teacher has to *each The teacher has to fulfil her obligation to teach. I have a good

relationship w1th hns teacher, so she would not be looking for an opportunity to sptte me.

In work situations in general the terms of employment can be based on the time the person

spends at work e.g. a clerk has to work 8 hours a day the work she /he does during that period

is of little concern, In other instances people are employed according to how many good
wares do they produce in an hout. In the first scenario it is not that quantity and quality are
not important, it is that much emphasis is I;ut on being there, This is unfortunately what

happens in many schools. The emphasis is put on the teacher being present in the classroom

. and teaching. The quality of his or her work while she is present is largely ignored. If there is

any ‘control being put in,to,pl-‘\:\,ce by the senior management it is the one that emphasises .

quantity. Some principals and heads of department are concerned with how much work has

been covered. This type of functioning could result in a situation where. quality

accountablht" is corr*pro*msed for quantity accountability. A situation where teaching has

mite pnonty ‘than learning. Teacher 3’s lesson was based on being there, it did not consider

th‘,.quahty and the quantity of the lesson.

,;*\\\,(

I'have seen teachers on several occasions teaching lessons for the sake of keeping pupils

‘busy. These lessons are chaxatfensed by lack of planning and preparation, lack of clear

intentions and focus, lack Df coherence ete. In more mstances than one they are retrieved from

the teacher’s previous yupertoire. These are lessons that are thought of at a spur of the )

moment- Such lessons violate the purpose of teaching irrespective of what iethod the teacher

- uses. They form partitions between teaching and learning. The focus of such lessons is moved -

from developing a pupil to managmg pupils. In the video we saw that puplls knew that there

were no-incentives to be atten'rlve' so they dlsregarded the teacher,

In the previous paragraphs I discussed how the teachers’ historical context helped shape and

direct the beliefs and perceptions of the teacher. What I would like to elaborate on now is

_how the mediated action in the classroom impacts oli the pupils. Teachers are in situations

where they are part of the pupils® history, There are things that pupils learn from teachers

that teachers intend to teach. They are other things that pupils learn that the teachers never
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intended to teach Sometimes teachers do not have much control over what pupils can learn
from a Q1tuat1r / Teacher 3 through her mediation ¢: moses new knowledge to the pupils and
also transforms: and reorgg.mses their knowledge. Lets lock at ‘what the pupils might learn
w1thout the teacher intending it,

L

'Firs'dy, ‘daily exposure to counting and doing operations during Mathematics may result in

puﬁi}/,thinldng that, that was Mathematics.

Secondly, the teacher is the only one that initiates talk and she further sanctions what counts
as knowledge. This can result in pupils accepting that what they know independent of the

teacher does not count. This may further develop into dependency of the pupils on the

<. teacher.

o

Thirdly;ihe teacher’s use of corporal punishment to maintain order: this has resulted in pupils
relying on the teacher to maintain control. When the teacher used her voice while they were
making noise and dlsruptmg the class they 1gnored her. When she went to give them a hldmg
they would pletend to be asleep. After punishing them they would be quiet for a few seconds
and then they will start making noise again. The advantages of playing and talidng

outweighed the fainor inconvenience of corporal punishment, - '

Fourthly, lack of proper preparation in Mathematics could .lead to the pupils”  losing
confidence in what the teacher teaches, This could result in the pupils losmg ,q. slerest in the

I

subject. :

=

What I have mentioned arg a few negative aspects that the pupils can internalise which the

* teacher did'not mean to facilitate. The spin off of these negative aspect could have disastrous

consequences in the pupils’ future interaction with the subject, ™ *
Mediational means afe associated with power and authority. There are some mediational
means that do depend on absolute power to sustain them. In child centredness power is

distributed between the pupils and the teacher. Authoritarianism is sustained by the notion of

{
i
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power and authority. The role of the teacher embodies authority and embodied in that
authority there is power. She is the manager of her class. The teacher’s authority is not only
in terms of managing the class but it transcends to issues of, who makes what decisions in the

classroom. The teacher decides wnat is it thaf pupils have to learn, and she decides how the

pupils are supposed to leam it. In this case she chose the tell and drill method. In her teaching

she is the only one who initiates talk. Pupils interact with her in terms of responding to her

questions or instructions. She is-the one who decides whether the pupils’ answers are
appropriate. In terms of, maintaining order in her class she relies on corporal punishment.
These instances indicate the imbalance of power that exists in the classroom. The teacher

holds more power and has appropriated power from the pupils power. She enjoys pmvﬂeges

‘at the expense of the pupils. I believe that the power the teacher enjoy depend on the methods

she uses to mediate. In certain cases, lesson are so engaging that the teacher doesn’t find it

- necessary-to exercise conirol ot pupils, There are instances that, because of thie nature of the

Jesson maybe it-is unixiteresting, or it lacks focus the teacher will use a stringent measure to
control he'r'i)upils. In Teacher 3 the weight was neither in the content nior _ in her control. As I
mentioned earlier this created a tension within the teacher. It was difficult to teach a rowdy

class but I think she felt that her way of maintaining order would be unacceptable.

I want to argue that the images of teaching that the teacher has are strongly. representative of

 the authoritarian theory. Her practical principles were enshrined in the authoritarian principles

and Sqmethirxg else which was less important. That in my opinion enabled her to close herself

'“to-vexpériences which migh,tthave challenged was she was believing in even though, during

*“ the interview she acknowledges those experiences. Her practical principles which shape her

unaoes does not take into account her experiences with pupils. I think 1f there was an

: m‘regratlon of her experience about pupils iato Ther practical principles, then she would

“interact differently with p‘uplls. I want to emphasise that the practical principles that are

based on superficial understanding of the theory cannot stand the test. Teacher 3 knew about

the prior knowledge but she did not know when or where she could use it. She further could

“not articulate why she was doing certain things. Her practical rules reflected more the

autheritarian ways.
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5.3. 3. Summary

b

My analysis of Teacher 3 is that of the teacher who has been there teachmg for 4 long time.
-She siniply does things i in the way she has been doing things. She does not take pains or effort
"in bringing life into the classroom situation, note that what she was is what we called a space-
filler. The teacher has become part of a denuded school establishment, It looks like she

has seen it all, and can never be excited by anything.
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5. 4. TEACHER 4

5.4 .1 Making the teacherreal

5. 4.1 () Who is the teacher

Teacher 4 is the youngest of 1l the teachers I have interviewed for the research . She is 31

0 yeais. She studied Jumor}’nmary Teacher’s Diploma (JPTD) which takes three years at the

. coliege and completed in 1989. She is at this moment studying for a higher diploma in

Remedial work at a local university through distance education. She has taught all the grades
in Junior Primary school. This was her second year in Grade One. Teacher 4 is the only-
teactier amongst all the teachers who confessed that she hated learning Mathematics during
her school days but she does not put the blame on the teachers. She opted out of the then
Science stream and went into the General stream in Grade 9. Mathematics became an even
bigger §\‘rugg1e for her at the college, and she blames her lecturers for the problems she

experienced. In conclusion; she does not like Mathematics,

It was not Jief chmce to teach Grade 1. She was forced to teach Grade 1 by her principal. If

-she had had a chmge she would have wanted to teach Grade 2. Now that,she is teaching

Grade 1 she has learned to enjoy working with the pupils. Teacher 4 feels that teaching
Mathematics in Grade 1 is different than teaching it in the higher \g:adeé. She’alleges that the
difference is that in Grade One; Mathematics is fun and it is about playing. She does not
have complex Mathematical problems to deal with, In the higher grades when pupils are

supposed to solve problems “they have to be taught steps” to follow. As Mathematlcs

progresses it loses its pleasantry and become rule bound.

5. 4. 1 (b) Inside the classroom

Inside this classroom the pupils are sitting in groups of between five and six. Thé§ are facing

each other. They were talking to each in a easygoing controlled way before the beginning of

/ 7
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the lesson, and the teacher did not seem to mind. There is a good teacher- pupil relationship

in the classroom., The atmosphere in this classroom looks relaxed.

The teacher started her lesson by asking the pupils to count from 1 to 10. She then asked them
to use the counters while they were counting. This has been the trend in all the teachers.
Whlle the pupils were counting the teacher walked around observing and listening to pupils.
The teacher s explicit purpose of the iesson was teach comparisons; greater than, less than

and equals to. She had objects of different sizes and had the bigger than; smaller than; and

equals to; signs with her. The teacher called a pupil to come to the front and asked the pupils

“to compare her with that pupil. The pupils responded by saying the teacher “mihulu” than

59
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the pup)\l and the pup1l ‘mncane” than the teacher. These are problematic terms in this

‘context because “khulu” ‘can mean “bigger in stature” or “older than”, “ncane” can mean

“smaller in stature™ or “younger than”, I do not know what the pupils meant when they said

those terms. The teacher could have used more accurate words qf{}"mother tongue.
' o
)

o A N /4

L i Vi
Ty teacher called another pupil to the front and asked. the ¢lass to compare the two, pupils.

There was Silence.ﬁintthe classroom. The teacher wanted the pupils to say that those pupils

were equal but, 1t was hard for the pupils to see that. One pupil was slightly taller than the

.. .other one, Aftex‘ a long pause of reading the teacher s mind, a pupil responded by saying

‘bayalingana’ thxs can mean the same age” or “the same stature”, It ‘was not explicit to me
what exactly did the) mean d.l’ld the teacher did not enquire more. It was clear by the look at
the pupils’ faces that the answer was not convincing. The teacher sensed that and then
quickly intervened and told the pupils that the pupll are supposed to be eéqual therefore they
must assume that they are equal. This is what she eeid

“Uthi bayalingana noma ke bangeke balingane ncimishi” (touching their heads)

" They are the same size even though they can not be accurately equal

n

She said this in a way that said “I acknowledge why you are confused, these pupils are not

equal but for the sake of progress let us assume that they are™. This reminded me of the
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iéachsx in one school who had different colours on the board, except red. She took an orange
card and told the pupils that they should assume that it is red. The pupils indeed said that the

card was red.

Teaclﬁgr 4 then took balls of different sizes and asked pupils to comipare them. The pupils

. were able to see that the ball were of different sizes, one ball was bigger than the other one. In

reverse one ball was smaller than the other one, The pupils also gave rationales for their
answers. The bigger ball was big because the was holding it with her two hands. The smailer
ball was small because the-teacher was holding it with-one hand. It happened during the

lesson that the teacher subconsciously held the big ball with one hand.

These above incidents indicate the autherity that teachers have in the clessrooms. It shows
* - that the authority of the teacher is not limited to managerial aspect but it also goes the access

£ {) 20 .
to knowledge. When Bhaktin in Wertsch (1997) talks about mediational means as being.

associated with power and authority he makes a distinction between authoritative power and

persuasive Rower.\f[n authoritative power one can either accept something or reject it, the art

of persuéf;sfon is not explored. The ‘appeal’ of Teacher 4 to pupils to believe that the pupils
. were of equal size was in my opinion atcompanied by her recognition of the power she

possesses on the pupils. She knew that pupils would not argue w1th her, they would take

whatever she said. Her usage of this power blinded her from seeing that she was

developing misconceptions in some pupils. She forgot that there are those pupils who

* depend entirely on her for new knowledge.

After working with the balls and using the board the teacher gave pupils.tasks to do. She said
pupils should take the comparison signs and, using objects, the sighs make exampies

indicating smaller thar; greater than; and equals fo. The pupils were given objects to do that.

What I observed with ihe objects is that they were of the same size. That eliminated within

the pupils an opportunity to compare sizes. I think there was an unintentional cof :f'usionf
3 o

. . » . Lf L
within the teacher in terms of comparing size and quantity. The example she worked on with

the pupils were on comparing sizes like: this ball is smaller than that one. When it came to

giving the pupils tasks to do she gave them objects that weré of the same size which limited -
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them to mostly comparing quantities. Pupils started to compare quantities like: three objects
are greater than two. The teacher did not oppose the exampleé— that the pupils gave, she
incbrpoféted them into her lesson. I think the teacher became aware of this other aspéct of
comparisbn %quantities). She did not make an issue out of it, she incorporated it into her

lesson. From an example of comparing size the tasks involved the comparison of numbers.

While pupils were Workmg on their tables the teacher walked around observing what they

were doing. She asked them to indicate with the show of hands if they wanted her to see their

“work. She stopped randomly at the desks and asked pupils what they had been doing. I

observed that pupils were workmg as mdxv1duals pupils in the same group had dlfferent

“ mdlwdual examples. I noticed that puplls talked to each other about what they were doing.

Some;‘puplls would do one example and wait for 2 go ahead from the teacher. When the
teacher asked them to give account of what they had been doing, she addressed them as
individuals, not as groups. She would ask the pupils to take her through all the examples,

and she would ask questions like for example, “if you start from the opposite side what /would

your sentence be like?”. She asked other member of the group to verify whether an individual -

was correct or not. If an individual experienced problems she would ask other pupils from the
same table to intervene. Séme pupils had problems which the teacher and the group were not
able to resolve; the teacher left them to attend to other pupils. ﬂus process took 4 long time
and the teacher wasmot able to talk to other pupils. That resulted in other pupxls startmg to do

.;other mmgs but, the situation did not degenerate into chaos.

After working with object she asked the pupils to draw in their books what they had been

[,

doing. She kept on reminding them about what the signs mean and she encouraged them

(pupils) to ask their peers if they Pxperlence problems In the pupils’ books there was a
-mixture of both comparing the slzes ané the quantity. The teacher went around looking at the

pupil work. . -
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5. 4. 2 Theoretical Interpretation

. The expressions from the pupils indicated that there was nothing strange in the way the

teacher was working. There was coherence in the way both the teacher and the pupils were

responding to each other. My impression was that the teacher is used to working in that way
with the pupils. Teacher 4 had similarities and differences with other teachers. Her views

about what Mathematics is and its importance to pupils was smnlar to that of the other three

‘teachers. Her perception about  Grade One Mathematxcs i3 that it is about numbers and

operations. She saw the lrnportance of Mathematics as bemg able to equip the pupils with the \

counting skills.

“Abantwana if, bazi i'number concept bazokwazi ukuthi izitnlo ziyi..... nasekhaya uzokwazi
ukuthi mabekhuluma ukuthi uthenge ibhodlela eli one hathini™.

If pupils have a number concept they will know the number of chairs (thatb are in the

classroom). At home they will understand what a person means if they are sent to buy one

. bottle. ' )

When the teacher talks about the Mathematical pre-knowledge that pupils come with to

school she only makes reference to counting,

S
A8

“Though EibaZL utwo uma ungambuza ukuthi unawo amehlo ayingaki ? Ayi twa,...”

Even though they can not write ‘two’ if you can ask them how many eyes they have, they will

. tell you ‘two’.

The practice of Teacher 4 stood in contrast to hex views abgut what mathematics is. She was
teaching companaonb many, few, bigger than, smalie/ than in her lesson but T also noted that
she dealt with positions e.g. first, middle, and Iast she dealt with direction: Ieﬂ‘ to right. My
impression was that even though the teacher was teaching other skills in mathematics she
was not conscious of them. This is an examplg of the tensions that can exist between an agent

S
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and the mediational means. The agent can operate v7ith a mediational ineans without actually

being aware of its merits. and demerits. The relationship of the agent and the mediational

© means céi\\uld not have transcended the state of subconsciousness, it may have remained
N, C

superficial. .

%

The\above discussion raises the question of the relationship between consciousness and
effectiveness in teachers. Are there teachers who are providing ‘good service without being
aware 0f it? Teacher 4 is teaching more than counting in her class, but she is not aware of it.

Could the service be better if the teachers were more aware of their practices? The answers to

" both questions is’ yes. [ have seen teachers who produce competent pupils without knowing

how that happens. Their pupils ate"just as good as the pupils w]:fm come from ‘reflective’
teachers. The{ cannot isolate aspects or provide reasons that make them successful. Itﬂcould
be difficult for these teachers to be of assistance to other teachers.

The above sitations brings to the surface the differences between the concipts of
appropriation and mastery and the relgtionship they have with good practice in the ¢lassroom.,
There are'teachers th are good teaci;eré but who cannot tell you Why they do a lot of what
they do. These teachers can teach effectively in their class without having insight in their

practice. Mastery on its own can play a significant part the classroom even though we must

acknowledge that it is not enough. Most teachers are operating within a grapevine of '

different information, whern they sit together they have discussions about matters that affect:
them. A teacher may like what she or he hears from other teachers because that may sound
fashionable and constructive. She could implement it in her er his class without having a

deeper understanding it. Her or his Jével of mastery could be advanced even though the level

“ of appropriation m‘ay be low.
/3] .

“High levels of mastery aré:positively correlated with appropriation of the concept”. Wertsch -

(1998 p 24). This is true but it is not always the case. Sometimes mastery exists in the

absence of appropriation. There are teachers who have mastered what I call ‘good practice’ “

without having any -ownership of it. Some teachers have always been having positive support,

in terms of exposure to demonstrations of effective practice. They trust what they hear and

3
e
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want to put it into practice. (There are a lot of people who do things not because they

@

understand them but because they sound good). By following the guidelines even without

understanding them, they can perform well. They have automated good practice without

understanding it. The danger of high level of mastery and the absence of appropriation is that
one could be insensitive to changes in classroom interdction as community practices change.
There may be difﬁcg}ties in adapting to new sitﬁatio_ns if they arise,

:\:‘i\ | ’
W rtsch (1998) talks about mediated action as having an enabling and constraining effect.

Mediated action enables you to perform certajn activities but it can restrain you from

benefiting from the mean$ that you are not familiar with. I want also to discuss the enabling

and the constratining\‘ieffect of internalisation as mastery and intersalising as appropriation..
.;%’T said earlier that mastery can enable good practice and it can ‘/p‘tc))duce good results, If
mastery is as a result of appropriation the practice may eyen be better. If a teacher remains or '
: stays with - mastery, her practice loses the benefits that he or she could have enjoyed from

appropriation. Impiementatxon without ownetshlp denies an individual the opportunity of

"peeo

: mmipuiating whatever he or she has, Appropriation on the other hand has the benefit of :

good practi‘ce and better understanding of why things w&k and why they don’t. These in

et

return can lead to self reliance and mdependence and broad 1mplementat10n< of what you have

appropriated, What has been appropnated can have an effect of ennchmg and transforming

<

o the knowledge that an agent already possesses

y s

Appropriation involves uriderstanding not only the how but also having inéight in the ‘why’

[

o

and the “when’, It is also accompameu by flexibility and confidence i 1n oneself. When you u
own something  you become flexible and mnovauvc in how you use it. You can also -

'nptumse its usage, you know and know wheh 1t is not going to work. Sometimes * lthe .

' ‘.\(\

teacher’s mastery can be decemng because“on the surface it can be confused vshth”

appropriation. It is only when one gets questioned about what one does that sometimes &ne
can pick the difference. It can occur that “the questlons can lead to a certain leveL of
awakening in ones’ practice. Even though mastery can lead to good practice but

appropriation gives good practice an extra edge. If we can mcrea% awareness on the alreﬁiay W

present good practxce then there can be increased chances of appropt'aty .

' 77




1

N,

t
{
t

Teacher 4 like other teachers made a distinction between what she termed pre mathematics
and mathematics. In pre mathematics (whlch is dofie during the school readiness program)
skills like similarities and dlfferences arsfxplored by both the teacher and the pupils, That
“unfortunately:. does not go beyond that. When they start with real mathematics they
concehtfate on counting and operations. I got a sense that the readiness programme was not
seen as having a spin off effect for ‘real mathematics’. Thie issue. of creating dichotomies in

thow teachers operate is a problem. What Grade One teachers do between January and March

\,
%,

‘ is dlfferent and has no rela‘uonsh1p from what they do between April and the rest of the year.

‘This has come up out with all the teachers. Here are some examples of the dichotomies that |
- exist in school: Grade One work is not related to Grade Two wgfk. This is why some Grade
H Two teachers réggat- what the teachers in the previous Grade did. Division is not related to
* multiplication. Issues and concepts are not seen ns progressive. This is one of the negative
aspects that teachers have appropriated from. the education system and that they are
continning to use. Seeing issues in small separate packages instead of viewing them as
interconnected is detrimentai to the pupils’ learning. Mastery does not assist in solving this

proble”i{

f dichotdmies but ‘with appropriation, the teacher can begin to engage with some of

thes° dxlemmas

Teacher 4’s lesson was divided into 3 parts. Her first was where she did most of the talking,

“her second’ part was when pup;ls worked in groups, and the third part was when she allowed

ur

" them to work as mdmduals in their books. The first part of the lesson was a light version of

This part was chala%ensed by ’rhe teacher initiating the talk and askmg questlons the pupils

“ respondmg to theteacher and the teacher evaluating their response, In the first part the teacher

articulated explicitly the direction of the lesson. She s)}tarted her lesson by letting pupils
respond to the questions she had. At this momenf she sirictly controlled the direction of the
.lesson, she eliminated any 6ppo;hmity for deviation from what she wanted. She drilled the
pupils on the language of the comparison. She also drilled the pupils on the meaning of the
signs (the teacher told me that this was her second lesson on these signs). Some pupils were

- siill struggling in understanding, whereas others were comfortable. She gave them cues on
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" how to remember what the signs meant like: an open mouth will eat more than a closed

‘mouth. During this first part the teacher did most talking and doing and the pupil’s role was

limited toxlistening ond responding fo the teacher’s questions.

My immediate response to the teacher was that of disapproval at how she held a tight reign on
the lesson, but as I sat down to reflect on her lesson I started {c have quéstions. If lessons are
started in an open democratic way how much authority does a teacher have in creating focus
and "direction in his or her lessons? Is it a negative thing for the teacher to determine the
direction of the:les;on‘? Is the teacher s authority always a violation of child centredness? 1
am asking these quesuons because the present trend in education- »s towards - child

centredness. There is a taken for granted assumption that child centredness is a concept that

“runs throughout the lesson. Teachers have to start their lessons in child cenired way and finish

them in that fashion. At what level and time do we implement that concept in'our teaching?.
Is there a place for a structure in child centredness, if there is, who is responsible for creating
it? I think these are ateas of tension in teachers. From talking to Teacher 4 and observing her
teaching, she is a person who wants pupils to play an active role in their learning but she
acknowledges that she still has a role to play in their learning. It may be easy for her to

integrate but this could be a dilemma for many teachers especially if this is not clarified.

Teachers are functioning within constrains that they do not have control over. The scene

(school or classroom) and the purpose have an impact on the relationship of the teacher and

- her approach, Teacher 4 and all oth¢r teachers operates within a school which has time

constraints and expéctations. Her purpose is not only to allow pupils to be good debaters but
they havi; to have matherhatical skills tp learn. In ]Jer:hands she has to juggle the pins of: time
constraints, mathematical skill, good Corxlm{micators, expectations, active pupils and more.
These are somie of the realities that teachers are faced with. Without being judgemental, one
of my concem is that a number of educatlomsts {myself included) often talk to teachers about

the theory of c.onstmctmsm asa thmg fo strive for, We sometimes become blind to some of

the constramt‘\; that teachers are working within that construativism would little eff‘ect in.

What we need\\to do is to talk about effective learning. I do not think vonstructivism as a

pedagogy is synonymous with effective learning. Constructivism has a number of good
It
fia 4\’ \
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aspects that contribute to effective learning e.g. active pupil participation. It.also has aspects

‘that are restricted by the constraints that teachers operate within. If we talk about effective

learning we should be broad in our definition of what counts as effective learning. We can,

WA

also be more sympathe*ic to demands of the teachers’ different contexts. oy

In the teacher’s presentation during the first part I noticed that the teacher took a lot for
granted in her content. My suspicion was that it was clear to he1 that she wanted to teach

sizes, but she did not consider how her pupils were going to assimifate it. Her first

k 7 111usttat10n\opened itself to different interpretation, What did the pupils mean when they said

‘the teacher is mkhulu to the pupil’? Did they niean she was “older in age” than the pupil or
did they mean tix}at she was “bigger in size?” That also applies to the other example she used.
This illustratior; highlighfs tie complexities of language that are at play in a é:lassroom
discoluse. What you put in does not always guarantee what will come out. The teacher’s

might have had a clear picture of what she wanted to teach, but she might have overlooked
7 ke

. some of the tensions that can exist within languages. “Khulu” does. not have a single

meaumg in the conte\:t she used it, She might have assumed that the pupils will have the

saine mtexpretanon of khuly and ncane that she has. I do not know what the pupll’

interptetation was but I would not be shocked if most pupils meant the teacher is older than
the pupil. The rol. of creating intersubjectivity was overlooked in this regard that is: making

sure that both parties are talking about the same thing. This iy also a situation where one can’

see multiple of goals at play during mediated action. The goals of the agent can be sabotaged

by her mediational means. The teachet can experience problems in using appropriate
mediational means to fulfil her goal. This can lead to a situation where a flood of unintended

;cnfhctmg goals are being unleashed without the teamhnx meg aware of it. This can further

: lead to the dev elopmenL of misconceptions in the puplls

The second part of the. teacher’s lesson was characterised by’ actxve pupil participation but
that partxmpatzon ‘was limited to certain boundaries which were set by the teacher. She
(teacher) spent time talking to pupils as individuals and not as a whole class. She gave pupils
inﬁ‘.ructibns and asked them to work in groups. When pupils started working with their

objects she (teacher) realised a problem in her presentation in the first part of the lesson. The
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equipment that were made available to the pupils conti:édicted the initial purpose of the
teacher, which was in this case to compare size, The situation did not ‘gén.erate into confusion
becanse of the reiationship both parties have. The teacher handled the situation well, instead
of being hostile towards pupils demanding that they do what she had shown them, she
acknowledged their contributions and started to incorporate their framework in the lesson.
; A

The teacher was fortunate ir this instat..+ because the manipulatives that she provided could
be manipuiated by pupils: If resources are not properly built into a lesson they can create
confusion in the pupils, in“stead of aésisting them in their leazhing. Inappropriate resources

can cause imbalances in the minds of the pupils. They can send messages that you as the

.
. teachet do not intend to send. Tlie perception that resources always guarantee success is in

most cases not true, only properly planned ones have a chance. Resources are not a separate

- bl
LY . .
entity to a lesson, as planning goes to the lesson it has to accommodate resources. Resources

¢ .should complement the teacher’s intentions.

o

The teacher’s goal for the first part was “this is what I want you to leam and this is how it
can be learned”. She had objects and she asked to comment on then1. The goal of the second
part was “to show that you understand, take the lead by demonstrating to me that you do
understénd”. In the first part the teacher demonstrated her mastery of the topic to pupils. She
then took a back seat and wanted pupils to demonstrate that mastery to her. Pupils were given
an opportumty to also feel important. When the pupils came with the aspect that the teacher
probably overlooked the teacher did not become negative, instead she incorporated what the
pu.plls brought into the lesson. There is an implicit message that the teacher can also make
mistakes (I do nét Kngy whether that was deliberate) and that she appreciated and had
confidence in the pupils’ contributions. They are also.important in the learning situation.

The goals of group wor k were in my opinion not achieved. Theie was a conflict of goals

\ within the teacher. There was a dlscrepancy between what she aspire to do and what she did

in group’ “work. The teacher wanted pupils to work co- operatively, to discuss with each other
and help each other. Puplis had their 1ndw1dual resources and they were working as

individuals doing' their own things wlthout recognising their peers and the teacher was
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comfortable with that, Sitting in 2 group does not automatically mean group work. Pupils can
sit in groups and work independently without acknowledging their peers. For group work to
be effective pupils have to bring together their heads, discuss with each other, and share

ideé,s. This applies to both collaborative group work and co-operative group work. This

pi‘ocess does not occur automatically when pupils are sitting in groups. Teachers have to

work on it.” They have to use different means to encourage pupils to work together. Teachers

‘also have to teach pupils the skills that are necessary for making group work successful like

respecting each other, lisiening to each other etc. Teacher 4 did not encourage that aspect of
working together.” Her /’élpproach encouraged individual accountability instead of group
accountability, Immediately that happens, pupils could start to read that as a message that

encourages individuality. Pupils in this class started to focus on themselves and downplayed

- the importance of the coliective.

The teacher took a long time in evaluating individuals in such a way that she did not manage
to te}ik to each gnd every child. Tt was oﬁviously impossible for her concentrate on each and
ever:y ﬁhild, Teécher 4 encouraged those who had better understanding to assist those who
did ﬁ%}" ’understand. If pupils worked together this would have been umiecessary because
generic in the group interaction is the issue of helping each other. In my observation I did not

get the sense that those who did not understand came forward for assistance. It was only

when the teacher discovered a pupil who did not understand that the other pupils came in ‘to

correct him’. Pupils kept to themselves and in some cases, waited for the teacher’s approval

before progressing.

There are more positive aspects to group work than sharing ideas. Pupils can develop skills
' that they can use later in their lives. For the teacher group work can mean creating pupils who

- are mdependem It also means saving time in evaluating pupils because the group members

have an obhgatmn to /asmst each other. The teacher can also improve the quality and the

quantxty of work in the ,lass She can refocus her resources more to pupils who are needy

~while not neglecting the other pupils,

The third part of the lesson co{;sisted of pupils of pupils working as individuals in their

82

Y



:

books. I observed that in their books pupils drew a variety of pictures , some compared sizes
whereas others compared quantities. The teacher went around their desks and looked at their

work she talked to them about their work.

In the first part Téacher 4 héd a tight control on what she wanted pupils to learn. She focused
them on the topic and dominated the talk. She talked to them as a class. In the second part she
loosened up and gave over some power and control to the groups. In the third part of the
lesson she devolved the control further to individuals, The three parts of the lesson

complemented each other. The approaches may have looked different but 1 think the teacher

. had aspects of continuous assessment built into the lesson. During the lesson it was

important for p\'ipils to work together in groups but, at the end of the lesson she knew that
individual pupils’ understanding remain of utmost importance. She had a tool to measure

that iﬁupact. Teacher 4 followed the pattern of class- groups -individuals,

I think this was worthwhile effort to observe and talk to the Teacher 4. If one takes into
account the fact that shé has had no intervention fromq outside Mathematics NGOs or has
had no input from the Education department one must commend her effort. I do not want to
say this is a good teacher but she raises a number of questions for us. The impression that
exists about teachers who have had no intervention is that of incoherence and lack of will.
Teacher 4 even though she has problems she shows organisation and coherence in her

approach, She also shows willingness in trying out things.

S

5.4. 3. Summary

Teacher 4 manages to falsify the perception that is prevalent about Grade One teachers that

they are not coherent and organised. Her lesson had a particular flow within it, she was very
coherent in her practice. If one considers that this teacher has had no formal outside
mathematics intervention one can commend her for her trying out things. I waﬁt o state
categorically that I don’t mean that she does not have constraints; but she has managed to

raise issues that are of importince. We see her integrating, not without problems, approaches
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that were thought to be conflicting in her practice, she knows when to use what, It is also
]

clear that she has managed to integrate her role with that of the pupils.
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CHAPTER SIX

6. 1 CONCLUSIONS AND IMPLICATIONS.,

In my findings I realised that all these teachers had differences in their practices, their
approaéhes were different. tn some of them (Teacher 1 and 4) one could sense when laoking
at their practice that, they are influenced by the contemporary thinking in education. Teachers
1 and 4 are trying to integrate what they have heen doing in the past v}ith the new child-
sentred approaches, but, their approaches are also different. In analysing the teachers I found
that they have common constraints and concerns that need to considered and addressed. In-

this section I shall provide a sumimary of their status in the schools.

6.1. 1 Who is the typical Grade Or{{é teacher?
: i(
My'-lu;‘;cussion inthis section will be based on my experiences of many years in working with

" Grade One teachers and also on the four teachers I have observed and interviewed. What I

‘discovered from the teachers that I have worked with is that a Grade One teacher is not
different from other teachers. She is not a_demotivated, incapacitated, and lowly-qualified
teacher. Grade One is not a g}xmping site as most people perceive it to be. | found that these
teachers have aspirations, Jfﬁappointments. and they bave beliefs like other teachers. They
view their work as ‘work’, not as a place where they should relax and wait for retirement.

They see themselves as being important in the development of their pupils.

Grade One is unfortunately still a female terrain, In the past in black African juniortprimary
schools there was a perception that females (being mothers) could look well after the pupils,
male teébhers were not allowed 1o teach in the elementéry phase. This also had something to
do with status. juniorhprimary teachers used to earn less than other ‘teachexb's. Three of the four
teachers that 1 worked with were above fity years old; only one was in her early thirties.
There is a gradual emergence of young Grade QOne teachers in schools. In the recent past this
class was mainly taught bydolder female teachers. Of the three older teachers two had
enthusiasm, They loved teaching Grade One and they indicated that they wanted to improve
their teaching. All the teachers except Teacher 1 indicated that they did not have a choice in
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choosing their classes, but if they had had a choice, the three elderly teachers said they
would choose Grade One. Only the teacher who is in her thirties indicated that she did not
like Grade One, that if given a choice; she would have chosen another grade. I think the three

older teachers are comfortable with Grade One because of the experiences they have

~ accumulated in teaching it. Three of the teachers had passed Grade 12 and the same three

have done upgrading courses or are'in the process of completing an academic qualification.
All the teachers did mathematics up to the college level, bui as-said e colleges

merely repeated the syllabi of the primary schoot level.

6, 1. 2 The teachers’ beliefs about Mathematics.

Having talked to the teacher and observed how they teach I can cjlaim that 1 had some access
to their beliefs about Mathematics. In discussing these beliefs I am conscious that belief
systems like others arinot static., They undergo changes from time to time depending on the
Jindividual’s new experiences. The picture that | hope to give in this discussion will illustrate
‘the beliefs of the teachers at the moment I was working with them. Beliefs according to
Thompson {1984) t'md Cooney (1985) play an important role in shaping and guiding the
practices of the teacher in the classroom. It does happen at certain occasions that teachers can
féil to trapslate their beliefs into practice. In such situations there can be some dissonance in
the teaching and consequent learning.
‘For it to be Mathematics it has te have number’. This statement captures the beliefs of all
the teachers about Mathematics. When the teachers described what Mathematics was, they all
said it was numbers and operatious. They saw Mathematics as a vehicle to teach pupils how
to count and how to apply four basic operations. During the observations, three teachers
mediated other skills but I noticed that they felt pressurised to reduce. whatever they v}ere

teaching to ‘number” to make the lesson mathematical.
The beliefs do not exist alone. they are supported by-other beliefs. There is a belief in all the

teachers  that Mathemaﬁcs is fixed, | cannot say rule bound, they themselves_ did not teach

any rules. Though the teachers varied in poriraying this belief and if one looked at the what
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the teachers taught and how they responded to the pupils’ answers it is easy to pick up that
they were looking for specific answers, not at the pupils’ answer. Teacher 4 who is
comparatively more liberal than other teachers insisted that the pupils should see unequal
things as equal. This was more explicit in other teachers, Teacher 2 even told the pupils
exacﬁy what to sée and say: If the pupils’ answer did not fit with the teachers’ idea of a
correct answer that answer was thrown out or ignored. The teachers had the power to define
what Mathematlcs st and what counts as Mathematical knowledge in the class. Any input
that did not fit with their definition was viewed with suspicion and the message was

transmitted that it unacceptable,

Coupled with the belief that Mathematics is fixed the question is then asked, what are the

mechanisms that will ensure that pupils learn the correct Mathematics? T have mentioned

‘before that some beliefs do not exist alone and they bring into existence other beliefs. Because

the teacher knows what counts as Mathematics and the pupils do not, it becomes the
furiction of the teacher to impose what counts as the correct Mathematical knowledge.
Peachers were the only fesourcés not the pupils, This act immediately created a division in
the class. There was a teacher who knows and the pupils who do not know. In all the classes
the teachers initiated the talk and they asked questions. There, isn’t any occasion where the
pupils: asked the tetchers questions. In all the classes exce;)t in that isolated incident in
Teacher 3 the teacher was the only person who hiad a final say in the pupils® answers. If she
disagrees with the answer then that is not questioned. If she agrees, that answer has to be
taken in. I do not know whether the teacher were conscious that they were encouraging

N

instrumental undersianding. -

The beliefs that the teachers held, helped shape their images ‘6f what a good mathematics
fessori has to look like, There is always a reciprocal relationship between the images, the
practical experience and the practical rules, one cannot look at one in isolation of another. The

practical experiences of the teachers which can be traced back to their school and college

“helped shape the. teachers’ images about Mathematics. The three elderly teachers were

educated in colleges where the same kind of thinking was promoted. Teacher 4 also came
from the Mathematics background similar to-the other teachers even though it was at a
different time. The practical principles together with the image influenced how the teachers

conducted themselves in the classroom. In  lessons the teachers conducted there was an
. 37
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inclination to make them consistent with this image.

There arte certain beliefs that the teachers held and expressed that they did not know how to
translate into practice. There were tensions between what the teachers did and what they
believed to be desirable. Teacher 1 for example acknowledged  that pupils come with
mathematical knowledge to school and she claimed that she used it in her teaching. She

 further accepted that pupils are important in the success of the lesson. At no time in her

lesson did she-utilise that knowledge. She simply went through the lesson as if pupils knew
nothing. She had problems in making pupils constructive participants in her lesson. Teacher 2

said pupils are different and in their learning they are at different levels. In her practice she

_treated her pupils as a homogenous unit, pupils answered in a chorus, during drill they

repeated the same things. Teacher 3 said pupils’ understanding was important, in her lesson

" but shé never enquired whether they understood things. All the teachers operated as closed

books which pupils had to struggle to read. Pupils spent most of their time reading the

teachers’ mind instead of focussing at the task at hand,

Why did these teachers fail to translate their beliefs into practice? The reasons may range

from par‘xal apgropriation to inappropriate understanding of the issues. Teachers aven though

they have not had any direct facilitation/rive been exposed to information about new ways of :

doing things. They are receptive to that information to an extent that it becomes part of their
beliefs. In most instances the tension begins when there are conflicting beliefs ifia person

existing at the same time.. At one extreme there are old beliefs that have been reinforced by

time, on the other hand there are those that are new and lack sufficient support. With both

these situations present, the teacher is expected to do something, 1f she employs the new she

does riot have enough back up. If she calls for the old there is sufficient back up. The tendency

like with Teachers 1 is to utilise the new belief with the support of the old teliefs, What then

happens is that there are conflicts emerging in the practice. The teacher wants pupils to come
with their answers but she is the one who knows ‘the correct answer’, There was always that

tension with Teacher 4.

When you reflect on this situation you get to understand better the tensions that exists

between the mediational means and the agent. There is a break up in relationship between
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the agent’s image and the ctncal rules. 1 want to argue that in these instances the images
were formed out practical principles which are not solid, The agent finds it hard 1o use the
mediational means to project the image that she wants. This is why Teacher 1 and Teacher 4
had problems in ensuring a flow in their lessons. Some actions to a certain extent éabotaged
others, their actions conflicted with their intentions. In the quest to encourage group co-
operation Teacher 4 encouraged individuality. This is wha? is likely to happen when teachers

have a superficial appropriation of issues.

‘Teacher 3 on the other hand might be speaking in the new fashionable language but that
}anguaﬁe remains in the }anmmﬂe level, it does not carry much meaning in it being U'nﬂS!s’»ted
into p,;'acnce In this mstance the ggent operates with the mediational means that is not

tainted by the new information. The new 1nform1t1on is at a level where it 1s isolated, is has

“not had any engagement with pracucal principles. There is no tension in Teacher 3 in that her *

practice continues in a way.in which it has. Teacher 2 on the other hand is the teacher who

has integrity, she only implements things that she has confidence in, she has to have full:

appropnauon She is aware of the new information, she appreciates it but until understands
sk\e won't implement it. The teacher is particular about the mediational means she uses.
Insiead of tensions being created at the practical level, she sees the necessity for resolving

themat'a pnor stage, on a personal level.

6. 1. 3 Content knowledge and teaching ?.) ;3

N

1 discovered that all the teachers lacked some specific content knowledge, They were not ’

able to translate the content to the pupils in a way that pupils could understand, There were o

some ‘misconceptions that the teachers unintentionally mediated to the pupils. Two of the
teachers did not know how to deal Wwith the pupils’ concerns bécause, i t'ﬁinl; they did not
know much about the topic§ they were” dealing with. That put the teacﬁ:;ers in 2 vuinerable
position, they were not able to take their lessons forward. If a persons’ internalisation of the

concept is in terms of mastéry not appropriation, it is difficult” for that person to have

ﬂemblhty when working with that concept. With appropriatioa a person is able integrate or -

assimilate the new knowledge info the already existing knowledge. When that knowleaae 1s

““being used, it utilises the benefit of the other experiences, a person can have more ﬂembxhty
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in the apphcatlon of that knowledge, Mastery without appropriation on the other hand does
not mtevratP the new Imowledve into the already existing knowledge. What is new, remains
asa sepa:ate entity from the other knowledge, it does not engage with the other knowledge
and experiences. In the absence of appi bpnanon one may be content with the dealing with the
3' material that would not arouse any deb n , OF any cogmnve engagement on the part of the
pupils. Understanding the Mathematics: content aixo gives you authority and confidence in
"teaching. One of the aspects that rmght eA.‘pl/gm the strong inclination that teachers have
towards authoritarian approact;#s may be that\‘:ﬁey are not confident thh what they teach. To
» avoid any discussions or pupil involvem;mﬁ they resort to a tell and test method. Lastly, the
knowledge of the content helps the te “hers to organise the learning material better. If you
had observed the classes the teachers dealt with what they were teaching in a horizontal
fashion. Tl Sir essons were flat, they started and ended at the same tempo, the only difference
was that; ‘the pupils from talking progressed to writing; but the pupils who excelled at
making novel-Tontributions were ignored and, they were tirapped where the other pupils_

were. Teachers 1.2, and 3 all used inappropriate resources for their lessons.

All the teachers knew that Mathematics is important, some even saw it as being more -
1mp0rtant than other subjects. They provided reasons fhat were externally and instrumentally
onentated They saw Mathematics as a tool to equip pupds to be able to use their number
know!edge better in future, and also a tool that could help place the pupils in different Jobs.
The teachers were not conscious of the internal orientated effect of mathematics, that ~

mathematics has “transforming abllmes in a person and that it can help a person think ina |

R

‘ {sdxﬁerem Way. , ,
B «

6.\‘1. 4 How the teacher perceives Grade One pupils.

- Theére is a;ways tensmn between the teachers' definition of their role and their deﬁnmun of
the pupﬂs role, There is also a distinct line separating these roles. The three teachers e

" themselves- as pecple who are responsible for plotiing the d rectton of the pupils,
Unkortunately the routes that pupils plot should be closely ahgned with the teacher’s route;
The consequences of such behaviour is that the pupils as subordinate partners cannot set

themselves free from the mother body. They cannot decide to explore and set their own
" 90
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routes. What 1 find fascinating with the teacher-pupils relationship is that it is sensitive to the

- scene, it changes according to the location, Inside the classroom the teachers portray no

confidence or little confidence in the pupils® ability to explore. Three of the teachers said

they do not think pupils are capable of develbph;g their own strategies when they solve

' problésns. Teacher 1 added that throughout her -experience she has never seen a pupil

developing a strategy. It was only Teacher 4 who believed that pupils can develop their own
strategies, she added that she has seen some. Outside the classroom pupils acquire a different

role in the minds of the teachers, They are capable and independent little people. These

* teachers talked about pupils as if they are capable and able. Pupils cannot be capable and at

" the same fime be inc;,ipable. If these teachers realise that they are dealing with the same

pupils and that what changes is the enviroriment they can start thinking differently about
pupils. B, 1 - unfortunate that the teachers do not realise that there is a relationship between
their’ perceptxon about pupils and their prag nce They relate to pupils in the classroom as if
they arg incapable and dependent pupils appropnate the teachers perceptions and they enter

mto an mcapable mode’. When pupx‘s act as if they are incapable, they reinforce the

. téachers’ perceptlc‘m This is a circle that ftear,,hers have to break, it

6.1.5 The tegi’chers’ perception fbfhow Grade One pupils leamn M’athematics.\\

This section igwinformed bv how the teachers perceive Mathematics and how they perceive
the pupils. What we saw in three of the teachers is that they dominated the interaction in
their classroom. This is consistent’,,'with their perceptions about pupils. Since the teachers
perceive th”é puﬁils as being incapable of doing things for themselves, they bridoe that gap by
doing Thmgs f‘)r the pupils. The teachers come with what 1 would call a ‘ready prepared
Mathematxcs meal’ and feed it to the pupils. These teachels believed that their duty entails
gwmg puplls access 1o knovs lgdge.- There is also something that they do, they closely
monitor the quality and the qu'mtlty of the knowledge that pupils construct in Mathematics.

N,

Teachers set limits in what pupils can learn, and these limits are based on what appea.r 0 be

" arbitrary reasons, . .
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8. 1. 6 The teachers’ perception of how to teach Mathematics in Grade One.

The teachers’ perception of how théy believe pupils learn Mathematics is consistent with
thew percepnon of how they should teach the subject. In teaching Mathematics there is an
unspoken consensus amongst teachers that pupils’ involvement is important. T observed that
the notion of child-centredness is problematic. This word has been turned into a chchcf.. Inall
the classes the pupils had opportunities to be involved at one point or another, whether they
talked in a chorus or as individuals, some stood up to point at pictures or at the teacher, but it
was the teachers who gave them a chance, A number of teachers might interpret that as
genuinely involving the child. What 1 believe éontraly to the teacher, is in the quality of that

interaction or involvement, and also the entcomes. I would like to believe that the teachers

“do not know that, The teachers are §truggling with how and when do you involve pupils in a
- Mathematics classroom, There are also problems in what do you involve yourself in. The}

-could have tensions in how they reconcile their roles and the notion of child-centredness.

All the teachers acknowledge that it is important o use resources when you teach

Mathematics. All the teachers used some form of resource in their teaching. What was

- problematic is how the teachers used their resources and also the appropriateness of those

reso‘ixices ¢ Some teachers used the resources to strengthen to their positions, some like
Teacher 3 used them as a; *’qatter of course. There were certain instances where I believed that
the presence of resources brought, dissonance rather than understanding. I would like to

argue that it is not in every situation in a Grade One Mathematics classroom that'the teacher
has to bring and use concrete resources. Sopetimes the narure of an activity can be a-

resource, for example, pattern series on the chalkboard,

The teachers used tell, question and confirm method. In certain case\sw“‘\ﬁgefer in paﬁi’culér to

Teacher 2) there was drill as an important aspect._ This to me is a “fé}p} proof” method to

ensure that pupils take kome something from school. Even if' it is not tilrbﬁgh understanding,

it can be through memorisation. :
: e

From analysing the; information T have abéut teachers, T discovered that teachers have real

problems in Mathematics that have to be tackled in real ways. By ‘real ways® I mean that we

&
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have to avoid to be bound into a ‘world of clichés’ that has no meaning to teachers.
Teachers need to be given access to the types of alternatives that are thers and be made aware
of the advantages and the disadvantages that they can get. If we wait and hope that teachers
will discover for themselves the alternatives because we thmk, if they discover for themselves
they would understand better, we would wait for a long time in some teschers. The trend:
arnongst most facilitators is that they have an aversion tor telling teachers anything, The
thinking is that teachers and pupils have to discover things for themselves, I prefer to think
that his process is not as simple as currenily conceived, We need ta use a variety of methods
to give teachers access to the contemporary thinking, Another tendency amongst teacher
educators has been that their approaches to feachers have been tainted. They implicitly

market one view as opposed to others. Teachers are exposed to one way of thinking and are
not given a fair choice. Sometimes the situation becomes ‘mine and your mgghod , mine
being pomaj%? as pocd; yours being portrayed as bad. We must avoid polariéation in our

percegtion of such critical issues.

The 'concepts of conscicusness and reflection are important in the effective functioning of a
teacher, But these concepte on their own cannot address the problems that teachers have.

Consciousness is not a cure-all medrcme for teachers, For it to be effective the teacher shall

 need ta have insight and mformanon of the knowledge upon whlch their consciousness can

\’rm

2 4

i

be grounded. Application, too, is requlred for effective action,

What we are conceme.d with is that, at the end of a period, the pupils must demonstrate that
they have Ieamea To evalitate effectiveness in the learning environment the teachers have to
worl\ from backwards to front, The indicator of the teachers’ success has to be the calibre of
‘ ptpﬂs ihey produce atthe end For pupils to ieam we must realise that there is 1o single way
to follow but there: are many ways that we can use. Sometimes it becomes necessary to
integrate different methods to m&xmuse the chances of success. We should not confuse
eonstructivism with effective learning, Constructmsm as a philosophy has a number of
- positive aspect§ within it. One of g{e aspects is that “knowledge is not passively received, but
it is attively built by the cognising subject” (Wheatley 1991), secondly is that knowledge is
. there to make meaning of the world, it is not there to discover the truths. This is a phitosophy

which has to be translated to practice. If we translate constructivism as a philosophy te a
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pedagogy there are factors that immediately create conflicts. Schools operate within specific
constraints. There are time constraints, there are parental and deparimental expectations, The
world expects certain knowledge for pupils to have access to the world market. It is
unfortunate that constructivism alone cannot solve the problems posed by these constraints,
That is then where I talk about effective learning. Effective learning is not sbout exclusion, it
is about inclusion. Effective learning is not about a speciﬁcvpedngogy but it about a pupil
fearning, it is about looking at the context and being able to take the best out of every
pedagogy and help develop a competent child. We have teachers who allege because they
are constructivist that it is wrong to give pupils information, this has resulted in pupils being
frustrated in certain lessons because they cannot move either forward or backwards and the
teacher is not prepared to help. A teacher has to know what to do when. She should be in
touch with the context and the pupils’ needs at all times. Constructivism as a pedagogy even
thbuvh\having different interpretations has aspects that contribute to effective learning, but so
has authontanamsm and other pedatrogxes Effective learning entails producing quality pupils
at the end, having obvxously taken the best out of a variety of methods.

We should be eareful f:‘"‘zv;at we do not replace one dogmatic pedagogy with another,

authoritatianism with constructivism and in the process forget our priority, I suggest that our

" aim should be about effective learning, which iraplies taking what contributes 1o effective

learning from different philosophies and merging them in the classroom contexts.

6.2 Conclusion.

In this project 1 have looked at who a Grade One teacher is. 1 found that the perception that
exists in the society that alleges that Grade One teachers are teachers who do not have
aSpirations and who are waiting for their pensions does not exist. I found that they have

aspzrauons and visions like other teachers. There is nothing that tells them apart from other

teachers, We also see the emergence of young teachers in Grade One, in the past this ‘was

-~ initially an elderly lady terrain. The project ﬁmher looked and analysed the beliefs that Grade

One teachers hold in Mathematics and their content knowledge. T discovered that teachers

‘hold many beliefs, with some, conflicting. I got the sense that they were not conscious of this.

The challenges that they were facing were; how do they merge thesé beliefs and utilise them
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successfully? Their responses to the challenges were different. Some experienced difficuliies

- whereas some decided to ignore the challenge and carried on as normal. What 1 identified as

being part of the problem is that teachers had partial appropriation of concepts. This led them

to situations of powerlessness and tensions,

We found thai teachers lacked in their content knowledge, Parily, I see this as one of the
reasons why teachers found it difficult to appropriate the pupils’ answers and to develop their
lessons further. The lack of content knowledge had the unfortunate consequence of making
the teachers restrict pUpﬂs innovations because they could not deal with them. This project
also looked at how Grade One teacher perceived Grade One pupils. I found that there was a
relationship between how the leabhers perceive children in their classes and how they teach
them. There was polarisation i in the classrooms. At one end there were pupils who do not
know at the other end there were teachers who know. During these processes teachers,
thoucvh not ‘deliberate, appropriated more power for themselves from the pupils. In all those

situations the pupils played along with the teachers,

There are issues that people tak\; for granted when assisting teachers. The issue of using
terminology which has no méanﬁm or little meaning for the teachers further exacerbates
tensions in the teachers. Elementary statements like “when 1 do I .mdelsmnd’ open up doors

for great misinterpretations by the teachers. " . \

p

<1' ) .
When we use thése terms with the teachers we have to ensure that they do not remain at

terminology level but that teachars should be encouraged to fully appropriate them. |,

wFagilitators should also be careful ‘not  {o replace one indoctrination with another,

aurhontamansm with constructivism. The pnonty has to be that at the end the pupds should
learn."Therg isn’t one pedagogy that can do that, but with Jooking at the contexts that
teachers work in'and being sensitised to the pupils’ needs we can move towards that outcome.

In conclusion, this project has attempted to highlight the situation of Grade One teachers in

 black schools at ground level and it makes a strong case for a consistent * teacher éﬁpport

programmes.
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Appendix 1,

OBSERVATIONS

-
How the teacher presents the lesson
) does she tell most of the time?
~ doesshe allow pupils to discover for themselves? -
How the teacher facilitates learning
when does he or she intervize
how does he o she intervene
how does he or she provoke learning

The role of pupils as determined by the teacher pupil relationship

do they sit and listen?

~ do they initiate questions?

do they discuss with peers? 28 " T .

¢ Resources , }

@ o -, are they used?
. 2
how are they used? »
The nature and status of pupils’ written work

the format : , s 0

-formulation of teachers’ questions

‘tnethod of marking

corrections -

oKen'ehearsal

consistency across books

[‘As soon as teachers start with formal teaching of Mathematics, pupils start to write. They
write numbets, draw pictures different shapes at the initial stages. Later fhey go to different <,

operations like addition and subtraction.]
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Appendix2 '

INTERVIEW QUESTIONS

- 1. The Teacher’s Bg‘oﬁle.

Sex.

Age

Highest standard passed

Highest standard that they passed Math~maiics
Professional Qualiﬁcation o
When were they professionally trained
,Academic Qualification ”

“Years spent teaching Grade One

"« Other classes taught and duration e.g. Std 1-2 years
Did they enjoy learning mathematics at the college/university?

Is it their own choice to teach Grade One?
5 o

If yes, why did they choose it?
If no, why are they teaching it?

~ I shall proceed to the following questions:

e 2.What Grade Gne teachers think about Grade One Mathematics.

Do they enjoy teaching Mathematics in Grade One?

Is Mathematics importanf for Grade One? Why?

100

ol

- o
S
R
et



Do pupils come to school with Mathematical knowIedoe'?

. Givean illustration of your answer gl

G
i

Is it 1mportant to find out what pupils know before you teach them? oo B

o

If yes why? : ‘Q ;

If no, give reasons

7

‘What, Mathematical concepts do you teach at thebeginning of the year?

; E Why? ‘ )
: ... Do ybu have an upper )mut m numbers when you te'u,h pupils?
o If yes, What is it? \ S }
. g ’ e
s - Ifno, why don’t you have it?
, E (‘an you outlme how you can teach addition to the Gxade Ones. i
S : E‘cplam how you handle comecnons in your class?’ o i
§ S ¢ - o N

. Doyouuse 1esources in your classmom"

=

‘ lf yes, why do you use them? .
b o

s, i no, why dor’t you? .
’ g

p - ) . - @ S

[ Rie 7 E -0

3. Commen}ton'the‘fo‘li‘owingfstatements. A ‘ 5 e

<3

- Boys in.Grade One perform better in Mathematics than gitls.
4 :
&

v

There are pupils in Grade One who arevhot meant to do Mathematics. "

o

Memorisation rather than understanding is important in Mathematics.

3.

5

“When giving puplll problemc to solve I first have to show thern ho w 1o solve the problems

i

O
g
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When p.pils are able to write numbers then they understand them.

A

|G -
develop:their own strategies to solve problems.

Pupils who rely on Mathematics rescurces are not good in Matheinatics.
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Appendix 3~ v

Teacher 1: Classroom Observation

Time Teacher - pupil talk. v Comments

05:32 Class: “Good morning teacher”.

* Teacher: “Sit straight Now lets count
from 1 io..., everybody.”
Class: 0, 1,2,3....”

06:00 Class and Teachgr: “32, 33..38, 39,
40

2

Taag:her:"}“,Sukubaka ngomnwe
FHCT:

Some pupils are not

3
47

o

N

4

. sebenzisa isandla 5, 72, 75, 76.* counting, "

e
.

g

I
4

07:32  “Nambhlanje sizokufunda ngezi shapes The teacher intredu ;\s

°  siyabona he.., ke!” the topic of the day:
@ '> : : “shapes”
Class: *Yes teacher.” » , \\
‘ ’ . £
o T & C: “Sizofurida ngezi shapes, ngezi e
“shapes namhlanje.” \‘ \ ‘ (f}‘g S

07:39° Teacher: “Okokugala ngaphambi The teachgi; is poihtihg

Kkoknba siqhubeké, umnti makabheks  at the door and she wémt

o ycange.” " pupils to look at it.
“Look at the door!”.
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“Look at the dooy eVerybody™,

“Masilubhekile ucango sibona
linamacala amangaki, Hands Up}!

Mangaki amacala ocango. Arthur,

mangaki amacala ocango-mangaki?”

)

i

Asthur: Four

Teacher and class : “Four.” .. .

; Teachér: “Thank y6u , good.”

M
B, .
.

(N = Teacher: “Njengoba siwabhekile ,

vl

[s

0816 wabheke askagedi Likuxvabllleke{,

“ e i .
o sizoglubeka ngalolo cango. Niyeva.”

Class: “Yes”

Q

Teacher: “Okay, njengoba eyi four
ingabe ayalingana lawo macala.”

- “{cough)

Class: © No, teacher”
&

W

W @

Teachzr: /‘No, Lift up your hands '

don’t just say no teacher”,

o

na?”’

‘TAeacher,: “Nomthandazo! Ayalingana

She wants to know how
many sides’does a door
have

The class repeats

Arthur’s answer

The teacher wants to

know whether all the =
sides are eqd‘.‘:@

|
|

,~\,
24

o
The teacher wants

o

individuals to answer
not the whole class.

I

-

The teacher continues to
ask the question even
after the class has given

tk‘ie answer. It looks like
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. Nomthandazo: “No” she wants to give most
, ‘ ~ pupils a chance to /’ .
. Teacher: “Awalingani , ubani othi . answer the question. i
! : / '
awalingani, ngubani othi hay mna /
- )t
* ndithi ndiyawabona mistress : //6/
~awalingani?” i
: : . ;//
;
\4 il
> . i
! /f
f

08:35  Teacher: “Nonceba wend, Nemlindelo Notice that the pupllsll
< (

‘ngathi awuphakamisanga nje, anjani”®  answers are the s.am7

oy W They are repeating ﬂ}e

O P: “Awalingani” first pupil’s answer. ||
gan L ’ P P

fadd

1%
n AT

. . {
08:40 Te%x‘c‘:her: “Phaka'misa ke ntombazana * The pupil mumbles H

1
yam hokho ke utsho njalo. Lindiwe something. ° !?
anJam And;va ntombazana andiva.? ’ J'f
P , ' There is tight contr{LI of i\
Pupil; ‘éAxvalingaili” the pupils. {! \
g
Teacher: “Uthini awalingani, ndibona - R };
ungaphakamisanga bhuti wam. . - i |
Awatheni?” oo ] /
: ‘ }f{{
: B 4 ’
) Pupil: *Awalingani” | - ‘/ // k;_ . ;if
. Teacher: “Bathini” ' ,4
; v /

" i f T
" Teacher and class: “Awalingani”-
Teacher: “Ubani ongasixelela ukuthi ~ The teacher is asking for
: A ! ) o e . e
05




njéengoba angalingani nje ame

kanjani?”

“Amekanjani?” x2

o

“Nkosinathi ubona enjani mntanami?”

Pupily “awalingani”
. : ! ]

Teacher: “Awalingani njani ke

; bg‘iba‘ sukumagAnjani Nkosinathi?”

/Mzwakhe awalingani, Andiva sukuma

i

/ sman! uwabona enjani ubona enjani

mfanam?”

) . <

y H

/'V

’ - A /7
v N
A09:10° V?gyabona uydsibonisa
Ly
& 1A

09:40  Teacher: “K hawutsho uwabona enjani
‘wena Zishle? |

u

& ., Zinhle: “Mm.,..”

)
i
o

i

S

wun 3

", Teacher: “Anjengantoni?”

o i

1
o
e
'y
&
A
Y
S

Niosinathi,uwabona enjani? Sukuama -

106

‘a reason why the pupils.

say the side of the doer -

are not equal.

The pupils look amazed.
The pupils seem not to
understand what pupils

wants, they still rfcijeat

* the first pupil’s answer.

The pupil demonstrates
vertical and horizontal

using his hands,

The teacher misses the

opportanity to nse this
pupils’ answer: .

The teacher looks
strained begﬁuéé the

'pupils are not corling

with the answer that she .

wants.
The pupils are also

frustragf}d.
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“Anjenge rectangle?”
£

Pupil: “yes”

»
o 5

ERA
per
3
,

09:48  Teacher: “Ubona ngantoni ukuthi ayi

*rectangle ubona nizantoni Busisiwe?” .

Busisiwe: “Njenge ah ngetriangle
Pt ‘

Teacher; “Ubaona rige triangle he

[%e

“i'* 1ya, ubani omnye ofuna

ukuphakamisa sive uki ™ ubona
ngetrmngle Nkosana andwa ndlbom

abanye basaﬁ}hakamu:’\lé”

Pupil: “nge circle”

10: 17 Teacher: “He! Uthi ubona nge tn"fxgxe
ngubani amnye ongazama
“Ubona ngantom‘?”

Pllpll “\Iglbona rge triangie”

" Teacher: “UBahi omnye ongazana,

oo - bathi abazi njani kanjani”.

This pupil say the sides
are like a rectangle and

the teacher immediately

‘gets excited.

@
The pupils think the
teacher is looking for

the names of shapes.

VL -
Note}é'their responses

laughing,

The teacher is getting

frustated.

Y

Even if the answer s

incorrect, the pupils still

repeat it. v

The teacher is H ©y
continuing to liugh out

of frustraﬁ’on, but she

keepmg a tight conm)i

over the puplls.
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Teacher: “Magret.”
10:36  Pupils: “Ngapha nangapha kuncane”
Teacher: “Ngapha kuncang nangapha
kuncane fnkufu kuphi?

Pupil: “Ngapha” showing using

o

hands.”
, p

H

Teacher: “Nangapha kukhulu ufuna
ukuthini, ufuna ukuthini?”
e
10:49  Teacher: “Khawume ulungise sisi-
i khawuzame” '

i

Pupil: “Ayisquare”

" Teacher “He, anjoni linjani.”

I

PupilyAyisisquare” ¢,

k3

o T

* = Teacher: “Anjanisi?” |
. v =

@
i

i

o Pupil; “Yin]m@ ﬁ,,l\apha yincane

. £33
; ngagh& . A

13

Teachet: “Ngaphambi kokuthi |
e sighubeke masike sibheke apha

. . 0
g . En;ye\{a
& e ) ) . » C’
g of :
b " »
oy

This using her hands
indicate that the sides,

have different sizes.

The teacher misses that

" too.

The pupils are now
struggling to read the

teacher’s mind.

A o
vy o . .
“¥ie lessan is falling

np:{rt. N ;,([-

o

The teacher now, want
to fead the pupils to the

answer that she wants,
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Class: “Yes teacher?”

K3
B

sl

i

Teacher: “Make sijonge ngapha

niyabona, okay siphinde sijonge

B

nalapha siphinde sijonge nalapha.

Zingaphi lezinto endjziphethe”

[N .
g‘t o Class: “Ziyi three”
@y
LU X o
50 ' Teacher: “Ziyi three masizibaleni”
D‘ g ,,0 a ‘ . : )
NS Teacher and class: “1,2,3” -
g o |
D 11:35 Teacher: “Kungaba zime ngokufana,
" i B ¢, .arethey the same?”
) v K ’
?«? o 0 ° T . E
" g . Class: “Np teacher.”
E i Teacher: “He!?*
3 o s o :
7 gy
1} - P - :Class: “No teacher”

", 1142 Teacher: “Njengoba ndiziphethe nje

o

A

¥

EEO

o ingaba ik¥oha efana nocango.” |

©

g

o Class: “No teacher”

u

4 "

W

o .
oo Teacher: “He andizwisisi siyayibona
i . 1?/':“ lg » ‘
gf ;f T o B
' - e ] 109
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The response means we

are Jistening.
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12:15 Teacher: “Ngobani abathi ifana nalo?

Pupil :7 :&31655:

Teacher: “Injani iyafana nocango .

e
Yoo

Pupil: *No teacher.” .

Teacher: “okay le injani iyafana

nocango?

Class: “)iés, No! teacher™;
Teacher: “hayi, hayi”
Class: “Yes teacher™

= by

[eacher; “Masibheke kwelicala,

masibhekisane, kwelicala.
“Injani le | ayifani nayo?”

Class; “Ifana nayo?”’

v

+ Uvume njengoba nawe uyibona, nxa

ungayiboni undixelele ukuthi hayi
andiyiboni mina teachernoma

unamanga, hayi ayifani kakuhle

2

‘Pupils are not sure.

) Mind reading. Look at

23
\

how quick the pupils S
‘ change their answers ;
when they realise the

teacher does not want it

She focuses pupils to

what she wants. i

The pupils are utterly‘
confused.

The teacher si}gmg .
ty?\pped into this
method, «

110
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nocango. Niyabona bantwana bam.
“Yes” not meaning we
agree, but meaning “we

w

P Class: “Yes teacher” are listening”

it
W N
N

12311 Teaehéf: “Qkay, ngokuke ndizobhala ~ Drawing different

Class: “Yes teacher

-12:37. - Teacher: “Asizijongeni, sithe sifunde

ngantoni kanenenge..........

. Teacher and class: “Ngezishapes

1

" Teacher: _“\‘?ery good™. \ . o

P

WA IR

‘ Ndizakuyilinganisa ndibone ukuba
‘ndizokwazi ukwenza leya efana

nucango andithi na? andithi sithe

T

inkulu kusho 1 Ntokozo iphende

‘o

~ibeyincane, ibencane ngakuba iyefana

nocango? . w
e Class: *Yes teacher

) }3:03  Teacher: “Kodwa sigaphela ntoni apha

kuyo, amacala mane andithi sithe

“ mane? Anjani? Niwabona enjani?

T

¢

_ Nontlantla anjani mhlekazi

ezishapes ebhodini niyeva shapes on the board.
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Teacher: “Makhuiu, makhulu! ubani
omnye-othi makholu, Okay okay
Anjani ntombazana yém.”
. AN
Teacher and class: “Made."’??\ K
13:31 Teacher:k“Ub'clkr‘lri,-n;‘\.a"nye othi made,
nonke nithi made”
l'). |
Class: “Yes teaches?”
Teacher: ‘“Hee;usaphakamisfle u

]

Sylvia anjani?”
i Class: “Makhulu?”
Teacher: “Onke?”

. Class: “No, teacher.”
© B B
' Teacher: “Kodwa ndifuna
nindicacisele ningathi nje No
" teacher,asithi no teacher sichaze .
' ukuthi siwabena kanjant. Niwabna
enjani Machiya sungathi
@ ‘ awumamelanga sithandwa ngathi
ungavala incwadi nanayivale yivale
' ntombi yaminiwabona enjani

khawutsho ntombi yami .”

- Pupil: “Made”

There is lack of progress
in this lesson and the .
teacher doesn’t realise '
that. She is sticking to an
approach that is
obviously failing.

£

i

There isa deafening

silence

s

e




|

T

e

s Teache' ‘Kungabe uwabona emade

wonke‘

%
N

LS

Pupil: “No teacher”

E, £7 “P4:12  Teacher: “Andifuni abantwana,
SR abazovela bathi ‘no teacher’ ;
E ' uzabakhomba emva noba umntu, ' S :

zobaxolelaandifunt bavele bathethe

= piyeva. Anjani mntwana, = )

4

=

*®
N

E Pupil: ‘amanye makhtiu 'unanye b 1‘
i i . Q /
J mancane - v G ~/ :’
: ) ' }

= . x . , ‘ . . o i | {
. o ey . i A0
~14:25  Teacher: “Mangaphi la amade because : S

. NIRRT <
ndiyabona anivisisi?” . . .
e 5 (qr‘x ) L (\'*.' . v Y
S : . , . ; , i
. / ; y
Class: ‘One” “five,..” . - o " Pupils are not certain EEIEAY:
¢ Teacher: “Hayl* Umnta Izmela In an aggressive manner. " ot i
LA ' K '*‘ 14 (7 “
- athethe anaal\honjwanua ‘ e ) H
\\’ ! tal
N i .. hd {
The tmcher is Startmo to : Q -

o Pupil; “Five..” - : lose her tempex . @

4 B . : n
=) 5 B A g ) "
. \) - f",—’ o N . =
i

14 39 Teachér: “Nd1qed'ukuth1m ngomnty A remmder fm' - pupils to

N othetha ang’tkhonjwangaumkhonjwa ? taise thelr h'mds when 1
S R ) .
ngizakukhomba muva nje. Mawmda . they want to answer, .~ "
Chaza phela uwuvanga ukutln ndxthxm . T A
P \ﬂ\ - ) H ¥ 7 ’ ' . ;*//‘;/.
LN ) =~ e H e . o
~y Xolani? The teachel is displacing r / san
S < N \\
, = 4 hex frustratlon tothe o
B, ) N R -
: Pupxi “ TWO y : pup;h. A X : ,,1 i ’\
3 y .
14:45 Teacher. “Atheni mfana? Why uthi e W U o
& (‘f} 2
. 3. i
S Y
g N o
, ((r" ! ) <
27 ‘ \") Pocs oy
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~ amade good, nawe y'tsno

mancane, Sthi made amianye anjani”

ayitwo amacala ubani, Yes,

ntombazana yami.”

Pupil: “Ayi two”

Teacher: “Ayitwo, nl:om ? Ayl\two

Pupil: Af:Ayxtwo amade

Yo ,q

\
Teacher; “Goo& Mm...Abanye
bathini phela, abanye bathifi phela
uthini uVuyo ngoba ngathi uyakrekra
rije”

Pupil: “Ayi two amade

Tt is clear to me that the
teacher is working in a
waythat is strange.
There is no flow in this
lesson,

Q
The pattern of repeating

answers is emerging

_again

Teacher: “Okay wena”

Pupil: “Ayi two amancane”,

A\ "
Teacher: “Ayi two amade kaloku

khona into esithi yi big and siall

Kunokuthi big and small ke ngoku

asisebenzisiubig apha abantu bazothi

 kanene?” o =
4 » - .
“Class: “Makhulu” -
Teacher: “eh... made, abanye,
anjani?”

The teacher introduces
the terms *big’ and
‘smalf’

L



Class: “Mancane”

Teacher: “Ah‘f:a:‘{@gancane niyafina
. ndinixelele iga;é? éndilifuuayo,
(pause) mabini anade mabini -
anjani?...amafutshane, Sithole
ungarasi mntwanam, Inde,
imfutshane.” L
“Ndizanibonisa‘ enye i circle, iyafana
nocango? Tfana nantoni? Noma

ubheke phezulu ifana nantoni.”
Pupil: “Nelanga”

Y . . . s
" Teacher: “Ulibele manje ukuthi ndithe
niphakamise izandla, inje ngantoni

ntonlbazana yami,”

* Pupil: “inje ngelanga”
Teacher: “omnye x2 ngifuna ukiba
Khomba bonke abe_ .4

17:14 Pupil: Injengebhola

_ Teacher: Omnye
Pupil: “Ifana ne half moon le

yasebusuku e round.”

N
N

Teacher: “Yeyiphi kanene ihalfmoon
T halfmoon yasebusuku round yeyiphi

The teacher bring in

other shapes, a cicle,

Note: subtle control :

language

The teacher is sareastic
to the child’s response. ; \

She undermines the \

.child’s creativity. \\

Observe what happens



o

o e halfmoon, uthi ihalfmoon®,

17:56 - - Pupil: “Ifana nelanga.”

o

i

Teacl%er: “Busisiwe uthini wena?”
i :

18:10 - . Abantu bathetha nge halfmoon! ifatia
nantont

18:17+ Pupil: “Inkanyezi”.
, Teacher: “Inkanyezi ! yintoni
ngesiXhosa sithini. Ngaba sithi

inkanyezi. Ufuna ukutsho yena athi
('! .

¥ f

Inya,...”
o- “Injani? Bethuhana ma;singathethi
P

- futhi fhasinga.........

~ Siyibonile lenGawo eround ifana .

nantoni?

& Nendingiliza. Nanteni?”

Class: “Nendingiliza”

7 ©

7 Teacher: “Sinayo nenye kanti
19;C0 bant\é;%}n\a{ bam.”

" “Ifana nantoni yona '
Andifuni umntu atsho igama layo.”

i
it

€319:25 Teacher: “Ifana nantoni?” .-+~

Pupil: “Nesitina”

o

next.
1
kN
i
/," i ;k "’
“ 4
,U‘/:I"
“ T
PR
\
ol
Showing a triangle.
K

0

This to me was a good
answer, it was a pity that

the teacher di¥not

realise it, <



syl
=1

19:59

)

¥
E - 20:00
S
B
N
g
|
LT

e M w2 @0

Teacher: “Ifana nantoni? Itsho
mntwanami ifana nantoni ntombazana

yami?” (softly)
Pupil; “Nesitina”

Teacher: “Abantu bayﬂ’f\éshela
Yebantu x2 IKuthefii modl,
ndingayiboni into efana né%biqa.
Ifana nantoni?ﬁyebantu! ndifané:\}
abantu bazondibonisa lesisitina, Wena
uthi ifana nantoni, mntwanami?”

Pupil “Ifana nesitina-esi half”,

Teacher: “Abantu sebe;)hakanﬁle”

Yebethuna masikhangeleni (pointing)

niyabona le € room 7

Pupit; “Yes mem’
Teacher: “Niyabona lecala elisecaleni
lime kanjani linganisa ngezandla.

Nomthandazo sit down!

Lime kanjani lelicala apha linganisa ..»

ngezandla.”

Teacher: “Ime kanjani x2 -
0

J
Kaxj}x abantu -ababhéki‘?

AN

Uke wasibona?”

Ubl}iﬁi oke wabona isikolo esimekanje_. " circles with their hands,

Getting very irritated,
she then corrects her

tene,

Lo i

Getting frustrated i
The teacher is creating i
more confusion, She : :
wants pupils to look at a /
wall outside, but they do A I
not know what to look i

for.

o}

0

Pupils are looking at .

each other and making . \;‘

there’s one pupil making

an angle, but the teacher

118
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22:49  Tedcher “ Grade One niyalibala ne?

" Nijongile kaloku uMistress uzathi

. zininzi. Uvela ngale uphinde uvele

igunores her.

The teacher cannot

47
/V/’ understand why pupils
= W
\i can not see what she is
Y )
\\\\ seeing,

Teacher: “U Kolani utthi-yena uthi The teacher’s attempt

sime kanje, Ni}f)bsiblleka isikolosenu  has failed again. She
kanti anisazi, Ok masihliseni

“bantwana bami”™ - on the pupils.

o
a

Teacher: “Nansi énye. Sijongile na.
Nijongile inttﬁ endiyenzayo.Sijongile !
masijongeni bantwana bam.

Talking to herself.

nenzeni. Nani kufanele ibohakale into

‘eniyenzayo. Nantso ke enye.”

“Niyazibona izinto esizenzayo

“ngale.”

(S
Lo 3
W
i¥ oy
A,

N

Teacher: “Le nﬁasiyibhﬁ}}cile inamacala

f

amangaphi?® . - N

Class: “Four”

,4 \\

Khawutshe inamacala amangaphi?” =~ o7 el %
‘ ~ i - 7 ]
- /,./‘/ 'I‘?\
. [t} ; { U
- Pupils: “Four i Ea
i ™ /":
i N
119 Py

€

puts the blame of failure -

Introducing a rectangle.

I

=




|

1‘ 22: 58‘ Teacher: “Amjam lamacala ayi 4,

il Y
i

\( ' Ntombxzodwa anjani, Sixa uwaboxa Look at the pupils’
ll:l i enjani?” \\ o responses.

“,[ » Pupil‘ “Ayi 4;‘:\‘

]} ea\.her “Wena

! T-?L pils “Ayl 4”

- Teacher: “Anj am Nomthandazo?

Pupil “Ayi 4

l ;
Teacher‘ “Wenq uwabana enjam .

) NfokozoV” ’»

P pipil: “Afana qv box”.

Tvacher. “Wena"

i3

PL;!pllf “Afana ne;‘{ box.”
a8 i

&

\@ ) 5

| ! 3 s . i
Teacher: “Wenauwabona enjani?”
‘ i '

n : s
I

= ) 5 P
- 24:40 Teﬁacher' “Sanul’*ulmvamsana . The feacher is
g} : . Lamacala n;quqba nthiayid - frustrated;

o 'ayahnoana? f\thevn‘ Ayalmaana. ©  “The pupihs are bored

Lluee your books nabani ovule thay are st'n'uncr to open L T
mc‘:.vadx yakhe, chase your books. their bool(s.

i
i !

! There is no response

i . b s i
‘; ) from the pupils. Ceh .
RV i ' ‘ s ’ o el
@ . 24:40 Teac her “Masuongem bantwana bam. Lifting a picture witha ~ - . // : ~
SRS ; Ikhana enye ebodmx . triangle. L
; ’ : ‘ ' « 2
g ! ‘ Y{{, \(,‘: R) . G
) & Clas'*‘ “Y@s teacher.” . /  Pointing at another S e
g . EE - o ’/1 . : ) ‘ E .
. ‘ ' ‘ picture, S DR
g‘ { . “Teacher; “Ikhona le!” i . ‘ . g
gg { Class‘ “Yes teacher”. - J o
: . 25:06 - Teacher: “Ok, U Nonceba aze atpha The teacher wants the
B . 120
: @ I,/ ’ ,;” . ‘ 4
3 7 ; ‘;‘}1; " ‘K\\\ ’ ’
i 4
f ”(y T N o}
; ;a E v i it I—,\\ ’



ayibeke kule eyiyo. Masijongeni u pupil to take 2 shape and

N

Nonceba sibone sibone wkuthi put it ontop of a similar
uzayibeka phi”, shape on the
i
Ngaba u right?” . © chaikboard,

Class: “Yes, teacher™
Teacher: “Let’s clap izandla.” r
25:34 “8izawucela u Gift ukuothi athethe le Gift does the matching

abone ukuthi ifana neyiphi. correctly.

A7

% . Clap hands, Thank you Gift, thank you

my boy.” : Pupils rush to the board.

“Lena. Sit down™ x3  Emphatically

_26:24  “Ubani ongaphakamisanga, make kuze This pupil comes from

g u Niombizodwa. Ubona ukuthi ifana  the neglected group.
g ) j neyiphi?”
L - 26:57 - Teacher; “Andithi njengoba ’nathi s 'The teacher gives the
' 3 ﬁ singabantwana umntwana xa evela = shapes their names.
S o \;,pphEWa igania.’ : Pupils know these terms,\
E ° D Class: “Yes teacher.” - théy have been using
’ 1\:1 vy . Teacher: "Masiziphe amagama ezo. them since the heginning
| 0 -Len%i%mlj yi circle, sithi yiﬁtoni?” , of the lesson. Was this
mT&C':f»‘Cirqle” v . ;ﬁart necessary?
Teacher: “Circle” -
Teacher: “Siyayibona Ie, thisis a -
Gt eyl e 2 : . .
triangle. ’ ) )
T&C: “Triangle” et

Teacher: “Ikhona le enye enamacala
alinganayo. Nonhlanhla bheka

ki3

phambili, Lena sithi sisi......

T&C: “Square?,




(

Teacher: “Namblanje sifunde nge

shapes ezingaphi?”

T&C: “Eziyid:” X2

L4

@ 28:44  Teacher: “Ezi shape sithi zinjani?” Unclear question.
Aniacala ajani?” " Reformulation of the
g ) : ~ ‘question. Pupils can still

N

; T&Cy ““malmgani.” ’ not undérstand then the
R Y

teacher volunteers the
Teacher: “Nazo zigjani.” = - AnEWEY,
T&C; “'Azifzmi"»” TR -
28 .)6 Teacher; “\/Iasxfunde, ‘Rectangle’ Pointing at a rectangle.

Clasgi “Rectangle” | ’ Pupils repeat after the

Teacher: “Triangle™ - téacher.‘

Class: “Triangle™

Teacher: “Circle”

» Class: “Circle

Teacher: “Squa‘fe”

Class: “Square”
29 29 Teacher: “Ukuze singalibazisani, ~  The teacher different
 sizilahla phansi ayikho engekhoyo.” plastic shapes and

) throws them on the

“Sit(c‘io'wn.” - floor.

N
/o ‘ :
' 1«&9:29: Teacher: “Nkolongwana pick up a The pupils come

u

" Nkosinathi pick up a circle and come.  shapes.

~ " Come Sixa pick up a square, take a Sixa is struggling
square. Try. Lillian ,come pickupa 8

rectangle. Come Xola, come Nonceba -

© S V2

5 .- *" triangle and stand there. Come ' forward to pick up the

W
I



pick up a triangle. Thank you thanks
darling.”

31:10 Teacher: “Come! Pick upa square and

&

[
0

standthele LlfL them up. What is
this?”

Pupil: “This is a circle.”

Teachel‘ “What is the colour of the. e

o

e w8 wa

cirele”

S, &g 7 N \
Pupil: “Green. | K\

=

Teacher: SThe colour of the circle is..” \ ) The tc'lchex wants the

green . The colour........ l} pupll to repeat the whole

i
¥

11
i
Pupil: “The colour of miy circle is (Qsentence‘
. \ R
green,” I {(
)?

Teacher: “What is this?”
= Pupil: “This is a rectangle”
‘Teacher: “What is the colour of the
rectangle?”

G g

+ Pupil: “Blue, vtheocoibur of the

a

o

| g
.

PN

LATN
; .,
3

rectangle is blue”

3237 Teacher: “What is this?"

Pupil: “This is a circle™
Teacher: “What is the.colour come,
”

Sixam’

Pupil: “This is a square”.

Teacher: “What! What is this

Pupil: “That is a blue”

He is holding a blue

circle. ..

Teacher: “That is a blue! What is it x2

Hands up .Tell”

a

Pupil: *Circle”

Teacher: “That is 2 circle, come on tell

them, what is it Nomvula?”

The teacher gives an
answer that the teacher

Ieast expected.

~
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35:24

R PSR

i o=
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hs F-4N
35:58
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N
o
a
“
2
o
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Sy Shapes?” | o

Pupﬂ: “This is a square.”

Teacher: “Lets clap hands for them.

“Lillia;1 says this is a rectangle.”

Class: “No teacher”

T&ch “Xoliswa what is it?’f
Pul:;ﬂ: “Circle” |
Teach,erz *Very good, 'dxgn’t be shy,

° What is this®,

: "Pupilz “Circle
Tedcher: “What is this.”

Class “This is a triangle.”
 Teacher: “What is this?”
Class: “This'is a rectangle.”

Teacher: “Can you draw ﬂ1esé
ot "v “‘U .
Class: “i':}‘?-fs, teacher” !
“Te'acheri'j’ “Open your books and take
:;6\\1?1’~%;4€_)J5S.” d
§

Teacher: “Drawme arcircle,”

&
s
,‘,1
=, y o AR
i e
N
iU
N
Sy
"= 124
- -

The teacher is holding a
circle, she wants other

pupils to correct Lillian.

While this is happening
the other pupils ai'e
playing at the back of
the cinss.

\ -
Holding a tri:‘.))gle.

"Rectangle.

Pupils prepare

themselves for writing.




> Iyou can'put two chalks infront of them, they will tell you fhat they are fwo. At home they
_are given sweets, well we don’t know whether they come from pr e-school but they are not
" blank. They know 2’ even thozzgh they cannot write it.

s

Ap p'en‘dix 4

Teacher 1 : Interview.

Did you enjoy learning Mathematics at college or at the university?

Ewe

Yes

Was it your own choice to teach Grade One?

Ewe

Yes

7 After so many years of teaching why did you decide to teach Grade One?

- ‘Ndiyathanda ukubeka [-foundation. Ndl} a pxefeu;ha ukuqala abantwana besebancane. Rather

- than ufumane sebegqgibile estkolweni.

1 like laying a foundation. I prefer to deal with pupils when they are small rather than
decling with grown-ups.

De you enjoy teaching Mathewatics in Grade One? _
Ewe, ndiya enjoya. : , ) /;\
Yes do o , ‘ ' ‘ Y

Is M':themancs important for Grade One?
Yes, very important (emphatic)
, N .

Why?

. Kwenzele ukuthi bakwazi ukucounter, abanye bazoya nasesibhedlela or baye ezikholejini.
« S0 that pupils may be able to count soipe are gom‘v to work in hospitals, and some will go to

colleges. ? //\\

Do pupiis come to school with mathematxc.ﬂ knowledce’
Ikhopa. - , . . }
Yes . T ) -

kéive an illustration of your answer.
Noma ungabeka I-chalk bayazibona ukuthi ziyi 2. Ngoba baghelile nasekhaya ukuphiwa ama

~5Weet .even ke asazi noma baza esikolweni bavela e pre-schiool okanye be....Kodwa abafiki

he- nlank as.such. Into abablank kuyo ukubhala. Noma uyambuza ukuthi amehlo akho
mangaki, uyakutshela vkuthi ayi-two.

125
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Cay

K4

How do you use that knewledge?

Mna ndi adder from what they know. Ukuthi ngibone ukuthi bazi kanjani. I move from the
known to the unknovn. Ndithola le knowledge abaza ngayoekhaya iyandinceda ndithatha.......
Most of them know how to count. Kodwa xa befika apha they can’t write ukuthi 1+ ubani:
kodwa bona into abangayazi ,into efana ne addition ne signs.

When they come to school they can't write 1+1. They do not know addition and signs

What Mathemafical content do you feach at the beginning of the year?

. Ndithenda-I-colours,kodwa ngoba ndiyazi ukuthi iconcept ekufana udibatitshe yona zi shapes.
Ezi shapes ndifuan: bazazi zizicolows. So if ndifuna ukutisha I shape e blue bavakwazi
wkuthi, this is a blue shape.

1 like colours but I know I am szzpposed fo teach shapes. I want them to know the colours of
shapes. If I want to teach a blue shape ,the pupils will know that it is a blue shape.

Why do you te'ach shapes? : &

Ndithanda I-colours x2 and to teach from 0 to kanjalo, ngoba xa sesingene kwi..., xa sibatisha
~u2,3,00 4, fanele sazi ukathi baphi kanye.
llove colowrs (the teacher is incoherent)

\‘Joo}\u ama coiours uwasebenzisa phi throughout the year?

Izeze do you use colowrs throughont the yegr?

\No’ Mandjthi apha kwa A kukho lento abathi yi bridging . Thina apha kwa A from "
ayary to March khona into abatlii yi-brdging. Ukugala nje ukutisha siqala ngo April . From
Janu\m*y to March banencwadi zabo andazi wkuba ndingakubonisa.

« In Grade 1 we do a bridging course from January to March. We start teaching as f rom April .

From January March they use cez tain books. Do you want fo see them.

«Ndiyayazi lenewadi othetha hgayo.
I karow th book you are talking about.

)

‘ :‘%

” [ y
Do you havean uﬁper‘limit in numbers when you teach pupils? C /
Nokwaka Grade 1 bona ubatisha up'to 9. U 10 asimtishi, its ﬁom 0-9.
., gicca;'rlmg to Grade 1 you teqch up to 9. N
! . " »
N\dxbonc abantwana bakho becounter up to 100.
I imvc seen your pupils counting yp fo 190.
vaku counter bayafika ku 100, kodwa ezibalweni kabasiakwenza 10- H. or 11+1. Ngokwe
syll\abus estyinikwayo ngokwe addition or subtractionit only 1-9. ‘ s
49;1'\?1 ‘ding to our syllabus you add and subtract numbers below 9,
4
Can! you cutline how you teach addition i in your class?
I uselsticks and bottle tops. If pdlzawutlsha into eziyi 2 ndiyazuthatha ‘izinto ndibabonise
\zona iNgenye ioveki ndiyazithatha nditnana ndxsusa ndenze T addition ngenye iveki ndenze
\ﬁcubtmctlon. |
CII wam\io teach 2 things I take the 2 apparafzrs and show them to pzapzls In-one week I do
B .
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addition in another week I do subtraction. -

Uphawu

Sign

Ndiqala kanjalo nophawu sebenalo bayalwazi nasebhodini . L)yababekela u phawu nokuthi u 3
ungakanani . I sign nazo bayazazi. ,

From the onset [ introduce a sign, while they work they alr eudy know fhe sign,

How do you ‘d2al with corrections?

Siyaya ebhodini. Eh....... Abanye bayakwazi ukwenza ezincwadini, kodwa most of them

siyaya ebhodini sisiphinde isibalo, then abasibhali ezincwadini. Uyabona ezinye izinto

sizenza from July. From January_to April balibali yilencwadi. Kugukela ngo Juae . Its only

Apul May nje ngoba kuwu June. Izinto ezifana singena kuzo deep as from May, ngoba
1goku sxsangcambazxsqna nale addition. Sivule late ngo April,

We do corrections on the chalkboard, Some pupils do them in their books, but most of them

"o thein on the board to redo the problem. Don’t allow them to do corrzctions in their books.

We start doing most of the work after July. From January to April we do the bridging course.

s from May e start With the corrections. As Jor now f am taking them slovly Ih. ozzgh

add:l:un

Do you use resources in your clas, “N’/bm" : C A
Ndnmseben?xsa kakhulu , ngoba ﬁ"fn lencwadi eslylsebenz'mvo ﬁo T'muzu}, to M'uch iza
naza'ezizinto zonke. - ' (54

I use resoiwces a ‘lot . The bridging course that we implement encourages the use of
resourees. ‘ »

)

o8 4

Cominent on the followirg statements,
i
i. Boys in grade One perform better in M:;thematics than girls.
Ngamantombazane aperformer bhetele:

Girls perform better. v

Why?

Ndibona kunjalo. Amantombazana akhuthele kunamakhwenkwe oko ndibona kunjalo.
Girls are more getive than girls. 7y« ? o

Anjani amakhwenkwe.
How are boys.

i)

7

: R
Inkwenkwe noma uyibona I bright izakancane nje. Intombazana if I bnght ihamba !
kwenkwenkwe. ¢ o ‘
Evenifaboyis zntellrgent he zs“usuall} out peifor med by gir Is

2. There are pupxls in Grade One who are not meant tv do M‘zthematlcs.
Andikaze ndidibane nalo problem ‘unless umntwana ndibone ukuthi fanele aye kwi specia
school.

o

. KN
SR VAN




I ha%en 't met that problem unless a child needs special care.
Umb\m\na kanjani umntiana ofanele aye kwi special school.
How dn you determine a-pupil who needs special education.
Uyabonakala nje nezinye I subjects uperformer badly.

That child performs badly in all the subject.

3. Memorisation rather than understanding is important in Mathematics.
Ndibona ku important uku understander. \Idxplefeushal understanding.
Its important to undersiand.

4.When giving pupils problems to scive I first show them how to solve them and let
: them solve similar problems. \\\ ‘

Yes. )

Y

\

© 5.Grade Onc pupils can not develop their own str ﬁté‘frles to solve problems.
Ngokwabo! { g )fa d

On their own! ’

Andikaze ndibone. Bongbantu okufaneie ubanike into then babuze ukuthi yenzxwa kanjanis

Abanakuza nge problem bayi solve nook\vabo Kodwa abantwana abafani, khon’abazamayo.

I have not seen any. Pupils abways need assistance, They cannot solve pr oblems on their own,

they need a teacher. Anyway, pupils are different, maybe some can do that.

N

6. When pupils are able to write numbers then they understand them.
Yes

7. Pupils who rely on Mathematics resources are not good in Mathematics.
Naba good bayaziphatha. Bonke baba better xa ubanika izinto eziphathwayo.
Every pupil even the good one like to handle resources.

B e B

)
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Appendix3

Teacher 2: Classroom Observation

Time
39:26

Teacher -pupil interaction

Teacher: ‘Good morning.” 3
Class: “Good morning teacher and good

morning classmates.”

Teacher; “How are youtoday.”

W

Class : “We are fine and how are you

teacher,”

Teacher: “Be quiet. x2. Look at nie. x2.

Nowswe are going to learn about shapes.”

Teacher; “About what?” x5

- Class: “Shapes.” x5

N

Teacher: “Now these are éheibes. What are

these?”

- Teacher and class: “These are shapes.” x2.

Teacher: “Right, heze 1 brought a shape.

This is a circle, ©

Comments

" ‘The erosses ‘X’ indicate the

number of time the teacher

repeats the sentence.

Drilling

The teacher introduces the
sentence and repeats the same
sentence with the pupils,

‘The teacher is pointing at the
objects on the taple.

Holding a circle. ’

The teacher alternates the

]




@

T

. Teacher and Class: “Rectangle” x4 each

a

i

(%)

“YWhat is this?” X6

Class: “Cirgle.”

Teacher: “Now listen at me.”
This circle is round like @ ball, x4

This circle is round like a ...

Class: Circle. x8

Teacher: “A circle is round like a ball.” x4

Cless: “Ball” 1

]

Teacher: “This is a rectangle. What is
this?”

“That is a rectangle.” x4

!

* Teacher: “@Lrectangle has 2 long sides.”

“A rectangle also has 2 long, short sides..”

“Listen.” x2,

- “What is this?”

(k‘llass:k “That is a rectangle.”

~ sentence and repeat the same

talking with the pupils. The
pupils and the teacher are
getting excifed.

Pinning the circle to the wallk

The teacher will say the whole

sentence but leave out the last

- ward for the pupils {o say.

Pupils are pointing at a ball and

they repeat the name ball.

v

“holding a rectangle

. Pasting the rectzingle on the

i
board, *.

2x each sentence

B

Pupils mimie the teacher,




46:00

1]

46:18:

[x)

. 46:00

rectangle.”

Teacher: “How many

Teacher: “What has a rectangle.”
“A rectangle has 2 long sides.”
“A rectangle has 2 short sides.” x2
“A rectangle has short long sides.”
*A rectangle has short side.” x2

Teacher: “How many short sides has a

5o

Class: “Four.”

“Two.

rectangle.™

Class: "Two, fous) three?”

! ‘:!‘/i . . ‘
“Ha! How mangi®™ . .
‘ Y

v
- 0

Teacher and class: What is this

“That is a box.” x5.

“Teacher and class: “A hox is like a

 rectangle.” x4

Teacher: “A box has 2 long sides. x3 and

2 short sides.” x3

“Thank you.” %

<

e
0

T(r(:achér: “That is a square,” x3.
“Thatis @ v %4,

Class: Square. x4 -

" The teacher poses the question

and answers it herself,

This is an interesting statement.

The pupils show signs of
cunfusion. They say the answer
and look for the teacher’s

approval.

Pupils are not sure,

The teacher is amazed,

Teacher’speaking together with . Vi
the pupils.

“Thank kj‘mu’ indieates the end of
teaching’ a shape and the

beginning of another ‘

Drilling.




N

. 47:?4
ug -
g 49:10
B |
E 49:30
E 4947
g 50: 00

Teacher: Listen. A square has 4 equal
sides, %3
“This is a square.” x4

“Again,”

*A square has 4 equal sides.” x3

“How many sides has a square,”

““Hands Up?” x8

Pupil: “Four sides,” x4

Teacher : “Four sides.” x4

o

Teacher: “What is this?” x2

a

Class: “That is a box.”

“Again, all of us.” x6

Teacher: That is a box, right.
Teacher: “Aboxislikea.l.... x6

hands up.” X5 .
Class : “Square.”

Teacher: “A box is like a square.”

“A square,” x4

HA box IS 1IKE & uverriarns

3

“Again.” L

Teacher: “A box has 4 equal sidles.”

“Again.” x7

. The pupils should finish the

.\"\;
)
The teacher repeats the patterns ;
of the other shapes.
The teacher uses the ruler to
determine the space, Rote- Fa
. : g
rhythm. ' et
B R i
1 // ‘\\\\ 7

sentence.

Pupils are alternating talk with

the teacher.




51:11

31:19,

i

i
1 B
i
i

Class: “A box has 4 equal sides.”
Teacher: “Very good, right.”
Teacher: “This is a triangle,

“Triangle.” x4

“What {3 this?”

- Class: “That is a triangle.” x7

Teacher: “Again,”

, § “Triangle.”
o 51:53 . Teacher: “That is a triangle.” x5.

[ 3 . . - o

E S . A triangle has 3 sides.” x4 24

g i Teacher and Clags: “A triangle has.3

ﬁ N ‘sides,” '

| - e \>\

, ;. 52154 :.Aga]:h‘n =

E' § Class: “3 sides.”
o “Right.”

E ° 52¢54  Teacher: *What is this?”

. o N ‘

‘ Class: “That is & triangle”

S" “Again.” x8

=53:13  Teacher: “What is this Zwane?”
g “How many sides has a triangle.”
& E ,\
o Class: “Three sides.” Y
g B 53:27 © Teacher: “A triangle has 3 comers.”x3 . |
N P “Let us count the corners, 1,2,3....”
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55:41

55:58

56: 14

“Apgain.”

!7!!

“How many sides has the triangle?

1]

< Class: “3 corners.”

Teacher: “Again.” x3.

“Very good.”

Tevm er;, ‘Now tell me, what is in the
classroom like a rectangle”

“Hands up.” x6

Right.

Pupxl’ “I'mesee thc cupboard,™

Teac. her and Cl ass: ‘Cupbomd is llke a

rectangle.” x3
“Again.” x3

“Very good.”

Teacher: “What else do you see in your
classroom like a rectangle?” x4

“Mpucuko!”

Teachers ‘”\(vifer'e is a circle, show ug,”

“This is a circle, but I want & rectangle, 1
want anything like a rectangle.” x5

“What is in the classroom that is like a
rectangle.”

“Is this one like a rectangle?”

Pupils are pointing at 4

cupboard.

A pupil is pointing 2t a circle

The pupils cannot find anyﬂﬁing

that looks like a rectangle, they

are struggline,

N

e




ST

] L
g 57: 50
g 5813
g 5841
g 59:10,
& U ?L\

“Go and point and touch it.”

“A cupboard!”

“This cupboard is like a rectangle.” x4
p

(using a ruler)

like a rectangle.” x3

B

“No! We have seen a cupboard.”

k P’ﬂpilét “Tafula”

Teacher: “This is a rectangle.” x4

“Again,”

Teacher: “T want you to show us a circle.”

X2 0

“Very good.” ,

Teacher: “A circle is round like a ball.”

X3.

“A trectangle is like a table, cuphﬁoard door

is like this table.”

G

9]

Watch! What! What! P

o

’

© “What else do you see in your classroom

w

“

Pointing at the

tencher is happy.

Pupil points at a pictureof a

circle -

W

A pupil points at a watch,

table. The



L
R R

“This watch is round like a circle.” x3

00:15  Teacher: “Show me a thing like a circle.”

X3

“Show me a thing like a square.” ,

|
I
"

=

it

Class: “Square. That is a square. X3

Teacher: "Again,”

-y

00:39  Teacher: What else do you see 'in your

classroom ghiat is like a square.

ya

“Is that a square?”

“No, No! I wani a square.”™

. “Four equal sides?.”

“Yery good!”

“Thg: picture has 4 equal side.” x6

: i i
5.

“ “This is a square. Is there anything you

i1}

S€e.

>

02.12  “[eacher: “A box is like a square.” x3

“A book is like a what?”

~

“A book is like a square. Ha!”

Class: “Rectangle.”

- 137
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The teacher is pointing at the

watch.

Pupils pointing a circle,

A pupil points at a picture.
Mind reading exercise.
Tupils are looking around to see

whether they can't find anything

that looks like a square.

Pupils point at a hook. .

‘Mind reading the teacheri”

©

l\



i*ﬁxcited.
Teacher: “A beok is ike a rectangle.” x2

02:40  Teacher: “Two sides are long and two
sides are short.”

© ®Two sidesare. ... e For the pupils to complete.

 “Thank you™. x2 = = h
“Yery goad.” . pointing at a cirele.

“Now lets! read from the board.”

03: 13~ Teacher : “What is this?" The teachesr is holding a

“That is a circle.” cardboard circle.
*Again” x3
03:29 Teacher: Now hat is this She is now holding a square,
“That is a square”
“Again Z\Qﬁhe."’ x3
03: 40 Teachér: “Now what is this.” She is now holding:a triangle.
Class: “That is a triangle.”

“Again,” x3 o

i Teacher : “What is this?"

“That is a circle.”
“Again.” X3
“Very good,” ‘
04:49:  Teacher: “Now what is thisé..” The teacher is asking a quéstion.
* Class: “That is a triangle.” ' Nota‘;‘,’the way she phrases her

“Again.”’ X3 : questions,

e
k-

J Teacher: “Now what is this,”
“Thatisa......" 7

- ' 138
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“Again” x3

“Lets clap our hands.” x3.

4130 Teacher: “Open your books and write

m"mf s

T \ ‘ s
@ N your name,

“Do you like your names?”

‘

Class: "Yes teacher I like my name.” X2 Pupils write theifr names and

Teacher : “Write your pames you say you instructions,

“like your names.”

- Teacher: “Have you finished? X2

g T , ‘ waif for the teacher's

W . £
6:29  Teacher: “The date is 09. 06. 97. Pupils copy the date intoﬁthéii"‘*”{"

oy

s " undetline.” ; books

“Now jump a line and next to a line write  The pupils are going to write

@ a beautiful square.” * what they have been doing in

- . their books.
“Have you finished a square?”

oo

Class: “Ves teacher,”

‘

i

10:27  Teacher: “Jump a box and write a
beautiful triangle.” =~ ) ( \

@ l‘}

.

B
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Appeniix 6

Teacher 2: Interview

A DuLyou enjoy le'xmvaqthcmat;cs at schooi?

Bengingaku enjoyi as much, bengi medium nje. Ohondﬁ gamzondi wmntu oyitishayo but not
ukuthi ndingaspecialiser kuyo. Angivizondi but hayi ukutht ndingambulala umutu Xa engathi
“ ndinga tis }“ : Maths. '

1 neither Ilked it nor: hated it. 1 did not hate the person who was teaching it, but I ywould not
specialise in it. I 1 wasi't given Muathepatics to teach at a school {svould not necessarily kill
@ person,

Wais it your own, choice to teach Grade One?

Adizi’khethé!} ndifike nje kukhona le post. Asithi wena utisha le class. Wahamba ndiske
ndifike: mna ndicele lomsebebenzi kuthive umntue vhambile. T vacancy esinayo kuthive
sifuna whintu ongtisha w..... Ufhambe wazi ukuthi uzongena endaweni kabani Hayi
awugzikhetheli, e A

2021 don’t have a choice of a z:f(mdm o you teach. When you come to the school you just

R

) Joecupy Hze vacancy that is open

Xﬂ, .bébengnthi uzikhethele ubuzokhetha u Grade One na?
li yowwere given a Lhoxce witich Gmde w ould ycu choose? o
Mangifika esikolweni bengmoakhclha u Grade q, e because ndimtrainele, ndikendamtisha,
Ndingamtisha x2. Nam ndmgazzkhethela nje. & y

[ W ould chome mde One, I hrave an experience in teaching Gr ade One.

Xa bengathi nanka amaclass,..
l\(ljdingazikhet,hela u Grade One. Ayikho into engiyithandayo, okumnandi apha kuyadlalws.
Abantu abangaqumbi noma ubabethile abanandaba nalonto, uthi , uthi ubabone bephinda
sebahleka, - | |
In Grade Oné Pupils do not hl;’ld grudges, they czre4 Jorgiving that is why I like Grade One.

‘ . 4o %

R




v}

» uthi zingaphi-ezi chalk, ndizele nechalk ayi 1.

} i
Uya enjoya ukutisha iMathematics ku Grade One?
Do you enjoy téaching Mathematics in Grade One?

Ndiyaku enjoya.

\ Ido.”

Is Mathematics important for Grade One?
Ewe. '
Yes.

Why? o

Into yokugala kufimeka ukucounter. Okwesibini bazi o plus no minus. I Maths yiyona into

‘esiyisebenzisa all the year round. Noma use shop yi maths, noma usesikohveni yi Maths.

noima use taxini yi maths, itshiitsh’imalti uyabala,

Its important idlula amanye ama subjects. Uyabona ingena kuwo wonke amasubjects.

It is impor?’()nr that pupils should know how to add or subtract. You use Maths all the Jear

round and for purposes of shopping, changing money elc,

Do pupils come to school with mathematical knowledge?

Ewe.

Yes.

Give an illustraticn.of your answer. = _
Some, some they come, but some angezi ayazi. Mhlambe nazi ichalk ziyi 2, omnye xa ubuza

“ukuthi zingaphi lezichalk, athi 3. Ubone ukuthi kuyanange age. Kuye ngengqondo

nangesiphiwo sakhe, apha ngaphakathi ukuthi unjani. Ngoba omnye ubona ukuthi akekho
normal kahle for the class. Kukhona ic]ass{,gkufzmelele labantwana babe kulona, iremedial.

Enye into ebalulekile angezi emncinei e under age, I Grade One'ts from 6-7 years. Kufanele

0

 Pupils are différent some come t¢ knowing how to count they can tell you how many chalks

you h}}‘ve. Some people do not have that knowledge because they are under-age. There are

141 (N
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' those who need remedial attention.

' How do you use the knowledge that people come with to school?

g Ku important. Kufanele bazi ngoku ukuthi ndibatishi maths. Mawuvela nje usukeleke omnye

" akazi nokuthi uthini. Uthi niyabona ke bantwana bam, ngokﬁ sizakwenza izibalo. Asifunti

g into enye apha eclassini. Baqonde l‘ukuthi benza maths. Uyazi ukuthi maths into ethetha
ngama ﬁgures. \

E Pupils have to know that I am now teaching thent mathematics. There are a lot of subjec

[l

ﬁ that Grade Ones do, you need to help them o differentiate between them.

B

Kufuneka ugale ufomane iknowledge vabo ubabize buze imibuzwana ukuthi right apha

ﬁ eclasini ekuseni kukhona abantwana abayi 2, kwahamba oyi 1, bangakhi abasalayo.
Its important to find out what pupils knosw. They ¢ame svith the known I bring the wnknown,
E You have to usk them questions,
E Wh‘lt \I‘lthcmqtmﬂl comepts do you teach at the beginning of the year?
@ Ama ObjECtS‘ stones, ice cream sticks etc, "
Why” |
E Mabemndn noemc; ephathel\'lyo oavakh'u\ulemsw uku understander phezukwe memorisation.

When pupils have object they understand bet/er. .

o - ! . ki
Ubafundisani ngama objects?

' a : thlt do yout teach with theose obxects"

Maybe sxfundal numbers ukuthl how man; 2 How many tins are there? 2\ How many sticks

'axe there? _‘5’, okanye take 1 stick akwazi, take 2 sticks, akwazi. I numbers kakhulu azi and
. then: mal\ubn l\uhamba ixesha nayo I addition siyayenza okanye ne subtraction: 2 tins utata

wazxthatha how many areleft‘? IR
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Do yofﬁ; have an upper limits in numbers when you teach pupiis?

Ewe ikhoria inumber ongaggithi kuyo. Uphela ku 9 ngokwe syllabus. Tkhona inumber onga
gqithi kuyo at a later stage. Njengoku uyabona yi fourth qﬁarter. Nako ungadiula uthi 10, 11,
12. Kodwa dplla kwi Maths simana sithi 2+2; 2+3=, Decomposition up to 9.

The syllabus stipulates that you have do not kave (o exceed 9, but during the four[ﬁ term you

‘ Yan do 11, 12....(The teacher looks uncertain)

Why u};hciela ku9?

Indaba yokuphelela'ku 9.”Ngathi nje yi standard. Istandard sethu.(unsure}

It is besause of owr standard. / g
: N i ) iy Ll

Uyitishamjani F-addition?

» How do you teach addition?

y

Lets say maybe ndifuna ukutisha 1\1"\?:;,5", I édditicm Ka’*5". Ndithatha ke ngoku u 1+4=5. Utisha -

ke ngoku ngama objects kanye nge t\ms amapaniki. Uyatsho ke . thatha zibe yi 5, Uno 5 ' 3
waklie unento ézininzi bese uthi thathia 2, tphinde ndithathele 3, zingaphi mazidibene? Abale
3:Aweek utreater lento ka 5, 2+3; 5+0=5. .

If Fwent io tedeh 3, ] take 1 and 410 make 3. You use objects such as tins and counters. You

<

instruct the pupils to take 5 counters and fromthat 5 they should ke 3 and 2 to make 5. You

have towo this the whole xgeek‘
)

iz

+ How ¢ you handle corrections in your class.
Siyawaphindaphinda kwakhona, sisukume sime -around."Mna ngoku ndithathe ama objects

ndi demonstrate kuqala. Ngi demonstrate kwathi... X3 (demonstrating for me) masviphindeni.

W

Masenzeni nani ndibone ukuthi niyakwazi. thatha zibe kangaka ubeke x2. Zidibanise .

zingaphi xa zihiaggene, kuphume inani elinga,

understander. 5 e a

aybe nalowo ebengacacelwanga a

a

We yrepeaf the problems all over Nagain until the pupils understand. We stand and do the

. problem again. 1 then tell or instruct pupils exactly what to do.
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B. Comment on the following statements

1. Boys in Grade One perform better in mathematics than girls.

Yazi ukuba mem.... (siience). Ok mna ndmuathl ... Mna ndiyavuma ukuthi amakhwenkwe a

o perfounex bhetele kun'unantombuam Isizathu ukuthi amakhwenkwe apantu okungathi
\ bathanda ukudlala ubuklly, abekho inside. Bathanda ukuba outside bayadlala nge sticks,

4 everything ‘outside, Bazidialela bodwa so. lento iyabenza bakhawuleze ukucounter bakwazi,

s
e

unlike.,. especially be blacks asinazo nezi toys ezikuthi umtwana aye kwi toy room, Thina

* abantwana bethu (amntombazana) if ulileli apha endlini uhleli nje. Uzamane ethunywa

~kuthiwe yiza salento yiza nalonto x2. Mna ndithi iboys zi pherformer bhetele, why/ bayadlala

kakhulu phandle badlala nge objects bona bengaunderstandi ukuthi bakwi Maths. Kanti fonto
izibanceda eclassini.
Bajy ave. b/(mglzz up to lm (m’remm'oz/s‘ 51731 p/(/) ouside the ln)zue whereas givls staye inside

ihe /wuse amd perform mmnm ;ob? BO)S tend {0 pe/}’mm I)euel in Valhenmncv than girls.

2. There are pupils in Grade Ong who are not meant to do Mathematies.

Ubaboge ukuthi abayazi? Mna anditsho! Ukuthi yinyani nmina ndike ndiyithathe otherwise,

i | okanye yi slow learner,abafuna nkuqhuq wa Kukhona aba fast abantwana ubone: ukuﬂn lo
usiow kufuneka v understander . Mna ndmﬂntha ukuthi akanabe akazi yi slow learner.

Yabona lomutwana noma emncinci xa 1.1111:1{1:.& i-3cents wazi kakuhle xa umirobhile.

Awwnmikanga icent kodwa xa uthi makubhalwe ubona ukuthi, hayi.
1 disagree with that statement, pupils are different, some pupils are slov learners whereas
- some are fast. When you cheat a smell child especially with money they usually notice.
3, Memorvisation rather than understanding is important in Mathematics.
- Hayi iwrong 1meu1ousanon kune undexstand‘n 7(

3
uuemm isation is wrong L

v

“ v

4 When giving pupﬂs problems fo solve I-first shosw them how the problems should be,

%

solved and then let them solve similar problems.

Ama problems kuya depender, hay mna manditshio ukuthi ndlyababomsa mandibona ulauthi
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bayahiuleka. Ndibabonisa ukuthi kﬁgufanele siyenze so! solso!

1t depends, (not certaz‘fz) Ijust Shm& the pupils hofw to solve the problems.

v
i

V i ' ;
‘5.\When pupils are able to write numbeors then they can understand them.
Ama numbers before abhale uthatha iobject athi 1, 2, 3, 4 azi vkuthi 4 uminishani. Kukhona
abant\\’ana abakwazi ukubhala u'4 bengazi ukuthi uminishani. Kukhana abanjalo bakhona.

There are pupils yho can write 4 without understanding the meaning.

) 5 . - L v
6. Grade One puplls cannot develop-their own strafegies to solve problems.

Andazi andiboni kusengathi bafuna vkugayidwa. U g

Thave never seen o pupil developing her strategy they alivays need guidance,

"

7. Pupils who rely on Mathematics resources are not good in Mathematics.

No. Kufuneka u use iconcrete for I understanding.
Every pupil need concrete material to understand.

i

& . )
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Appendix 7

Teacher3: Classroom Observ'ltwn.

k\ Time Teacher- Pupil discourse

1:11:42°  Teacher: “Masibe sibhala logama.,” e
/‘J . » ) 3 -
esayilungisa sibala one, zey

Class: %0, 1,2,3.4....7 i

’(

group,”

“Class: “1. 0, e 207

leya”

. Group: “0, 1, ..., 20.7

1o
A

Teacher: “Very good, makubale le
Class: "0, 1, ,..,20.7

Teacher: *Makubale zonke igroups.”
Q
Class: *0, 1,...,20.7

Teacher; “Very good.”

lam?”

*Kanene, ngubani lo ? Hgnds up!”
- Class: “Plus” (+) |
“ Teacher: “All\gff&;‘ou"’ ’

Class: “Plus.” 2x

U
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o]

1:12:19  Teacher; “Ngatht angivanga mal\ube leya

1:12:36  Teacher: “Very good, very good, masive

Teacher: “Masijonge apho kweliphepha.

Comments
Pupils start counting as a
group, then they progress

fo counting as groups.

Pupils count in thejr

groups and the teacher is

‘walking around their

desks.

All the pupils count

simultaneously.

The teacher is holding a
hard board with
operations written on it.
The teacher does not ask
questions, she just looks

at the pupils and they



-

1:14:30

o

1:14:51

ed

N

-

£

Teacher: *“Very good, masivale incwadi.”
" “'Le, vintoni le, Ntombi?”

Pupil: *Susal”
A

Teacher: “All you, again.”

Pupils: “Susa.” 5x >

Teacher: “Wenat”
Pupil: “Susa!” | ‘
Teacher: “Ledsho ukuthini!”
Teacher: *Siyabonga.™
Pupil: “Is equaf to.” .
Teacher: “All of you!™
Cf’upils: “Is equal to.” '
Teacher: “Agai}ni?‘ V

Pupils: ".[&equﬁi‘ib.”

Teaclﬁé[': “Very good ¢hildren,
ndizokubhala ke isibalo sam?”
. )
LPupil: #2 + 1 =" (two plus one is equal to)
Teacher: “Masike sifundeni sonke.”
« Pupils: “Two plus one is equal to.”
Teacher: “Sifunda sonke.”

Pupils: *Two plus one is equal to,”

Teacher; “Ndifufia ke la group ike
indenzele esisibalo sibohe ukuba ingaba
ngubani na, Nale grolip isenze ’
: hgamékhulu ethu,” 2x,
" “Umuntu abe yi one.” 3x
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know they have to i

answer.
Some pupils are nat even
looking at the teacher,

they are reading their

books and someare i
playing. : \\\

Pupils ave identifying the o \\\‘

operations. : ‘ X

The teacher writes a sum

on the bpard,

Pupils read the problem
which is written on the
board.

The teacﬁiel' instructs a
specific group to sol‘};e the
px’ol?lem, Ny :
Th other pupils ﬁ{‘e not
conéentrating, théy are : L

i
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1:'16:30;;,.,_‘1‘¢acher: “Singabhali.” 2x

1:17:13

1:17:44

~.

Q

“Class: “Zenza three”

S

*Usenze ngoba senzeka two plus one.”

“Senzabani? hands up.” 2x

Pupil 1: “Zenza five.”
Pupil 2: “Zenza three,”

Teacher: "All of you.”

Teacher: "twa + one. zingaphi zizonke.™

3
Y

|0l

X
Teacher: “Celisiwe.”

Pupil: “Zenza three.”
Teachor: "All of you.™
Pupil: “Senzo three. again.”

Pause

Teacher: “Make sibaleni sonke,
sibhaleebhodini singa longi, phaya, vala
in.ciyadi makhe sigaleni %ero, one
khawulezisani.”

Pupils: “0, 1, ... 20" 2x

Apgain,

iy
i
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.playing.

The teacher doesn’t want
pupils to write the

problem deown, she also

does not want them to

deviate from the way she
has written it on the |
board.

The teacher ignores the
first pupil’s answer

beeause it is wrong and

© jumps to take the second

pupil’s answer.

The teacher does not
show any excitcnient in

her lesson and the pupils o

-de not ook interested.

There was a pause of a

few seconds due to some

technical problems. After
the problem was sorted
ouf e continued.

The teacher wants the
pupils to start with
counting again. The
teacher has yritten ‘2’ on
the board. When she says

“hands up” she is asking



T

1:21:04

v
- =

Teacher: “Very good.”

“Hands up.”

Pupil: “One.”
Teacher; “All of you.”

Class: “That is a not one.”

S

Teachet: “Hauds up!t”
Pupil: “Two.” -
'R:\?Cht‘:l; “All of you,”

Class: “Two miss.”

Teacher:"Ngubani lowaya, hands up,

Lerato.” S
Pupil:“One.™?

T.ea%lu,er: “All of you”

Pup"ils: “One.”

Teacher: “Sizom’bhala ngokwamagama,”

Tegcher: *One.” 2x
Class: “One.” 2x

Teacher: “One triangle, All of you,”

« Class: *“One triangle,” 2x

Teacher; “Agaim: Very good.”

Class: “One triangle,” 2x

“*Feasher: “Siyadlula, ndiyavala,

ndimbhale naye, fiithi ngamagama.”
Teacher and Class: “Two, two and two
triangles.”

Class: “Two, two and two triangles.”
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a question. The pupils
seem to understand the
question.

The teacher looked happy
with the answer but the
pupils are not happy.
They disagree with the
answer,

Thé teacher senses the
dissatisfaction from the
pupils and changes her

mind.

The teacher has
completely changed her
lesson, instead of
continuing with addition,
shie starts with something
new. Pupils have to write
the numbers in words.
The teacher has written

‘I’and drawn 1 triangle

on the board.

She has written 2 and
drawn 2 triangles on the

board.
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Teacher: “Again.” | -

» Pupils: “Two, two and two triangles.” 2x

Teacher; “Very good.” 0

i o . . I
Teacher: “Ngubani endimbhaliyio.”
B ¢ ?'z
" S
Class: “Ngu three,” >

Teacher: “All of vou.”

Class: "Ngu three.” _
i

Teacher: “Sonke sijonge ebhi/dini.”
. i

* “Sifunde, ..., Again.” [/

Pupils: “Three, three, thres rf['iangles,“ 3x

Teacher: “Siphinde ke sifunde.” (again)

Class: “Four. four. four wiangles.” 2x

" Teacher: “Ubani ke lo endiiiblalavo.”

"« Clags: "Ngu four.”

Teacher: “Sibale.”

Pupils: “One, two, three, foiyr, five,”
“

Pupils: “Five. five. five triangles,”

.Teacher: “Very good.” il

b
i

. > \\\ . a
Teacher: “Kanye kanye sithe ¥gubani lo.”

Class: “Neu p);us."

Teacher; “Hands up, lo ngubani?”
Class: “Ususa.” «

Teacher: “Okanye ngélinye igama sithi
un“gubani?" o

Class: “Minus.”

Teécher: c]:‘:[{41];1(13 up, ngub-anj ld\"::
Class: “Is equal to.”
Teachér: “All of you.” (again)

“Class: “Is equal to.” 2x
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Number 3- three-3
triangles are drawn,
The pupils are not
interested in what the

teacher is doing,

They do number four.

I8

5 triangle are drawn on
the board, Pupils have to

coint them,

i
[

The teac':ler goes back to
addition and subtraction.
She has plus and minus
written on the board.

It looks like she is going
back to her original

lesson.

The teacher has sritten

an ‘equals fo’ sign on the

board.

i
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“Teacher: “Very good.”

"‘"(M)ut of what the teacher

Teacher: “Nguko ndifuna nindkjvulele

izincwani zenw . Open your books,”

Teacher: “Nindenzele ezizibalo

nindénzele izinto enizithandayo bhala

eziyi two.”

Cmeer

"\

N
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has done, the pupils have
to develop 2 problems of

their own.

o
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Tegcher 3: Interview : ~
G4 .

- A. Khawutsho e college njengoba ufunda wawuyi enjoy iMaths?

-

s Too much, ndandivi enjoya kakhulu.

L'used (o enjoy Maths

Kwakuyi choice yakho ukuthi utitshe u Grade One.

1t was my own choice.
o . N

N

v

Akukho ichoige, uyaxelelwa nje ukuthi hamba uyotitsha iclass engubani. Mna ke noba

o bengathi ndiyotish eyiphi iclass ndingshamba ndivotisha kuyo because ndiyitrainele. o)
SA j

There isn't any choice, you are instructed to feach that partieular class. I don't mind teaching j

il

. any class.

lt bengathi - khetha - dclass  ovithandayo kuwo -wonke ama  class, éyiphi fclass

obungayikhetha? ' ‘

o

7 PJdix1gan1kl1etlia uGrade One (tentative)

R

I ean choose Grade One,

2

B imthd
- ”\@{mnthanda

l | = =
‘ 5 ~ Aly class eh... ndiyamthanda.
8 oo 3 . .
% . Ilike teaching any élass.
. ~ Oh! any class.
o
g . Any class kodwa ke ndiyamthanda u Grade One. b i

o

g
B
o
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Very much.

s

cuGrade One?

g/impox tant na iMathemutics kuGrade One?

= Ttis very very nnpmt'mt iMaths ku Grade One, . =

Ng obha? o - ¢

. Ikhona ks}klmlu.

Neoba iba.... iyenza L\l\le’L babe ne memory ab'mmmm. Ngoba siyababalisa nje. nale
countmv 0 1;2, 3, njalo (x3) and nje ibavulela luwo w onl\e ama subjects. bawa undetsmnch.
1\[6{!/1"’.‘)1[1(!05‘ enables the pupils to develop memory becanse we allow them to count, Ii also

s , e it o
qpcnscrhe pupils’ minds

S
o N

" A,
Ivula Mnjam ke nvoku
How does it do that
Ivula ngokuthi ybna, aphé kukho kuba (2\) Inggondo apha iyasebenza ,n'alapha iyavuleleka =
Jkwezinye xsub;er‘ts. |

The miiid function here more than it does in ()I/l(.’l sub, j(f(_l.S

o

Ngoliu mem abantwana mabeza esikolweni esikolweni ikhona imathematical knowledge
abaza nayo. '

Do pupils come to school with Mathematics pre knowledge

Yas. ' Ly ' .

I,

N
Khawuchaze kemem.

i

T

i

Can ymi explain further -

Aban&vana beza benayo kﬂvasemakha\"a aba xa unibuza' uthi nibangakhi kokwenu, uyatsho
umntwana athi ngiyi-one kuphela. Ngob'un abanyy abakhona ekhaya banoaohl uyaphendula
ke wnntwana bathathu, babini, Umann notata nam sibathathu,siyl three, Uva nje une

knowledge.

Q

qunz‘l& wf?l ]chow how many there are in a family. If. yozf ask them they will el you.
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Fow do you then deClL ) ‘ T ,

{

. Ngoku leyo knuwledge uyisebenzisa kanjani?

How do you use that knowledge

B
1 knowledge yonntwana?

The pupils' knoyledge?

Eiwe, :mdithj uthi baza nayo, uyisebenzisa km}jani? " "
You say pupils come with some pre knowledge, Tiow do you use if 7
Ndiyisebenzisa ngokuthi ndiyababuza.
Lask them qugstions.

I\/Inkcsekgxclc[c o . o L
When they have answered ydﬁu what do you do.

Andixelele kebese ndithatha khonapho ndiyatisha. [

L usevhat they huve fold me 1o reach... ; I

Uth(slm lsdil jani

it

~\Idi'thisln nje o plus no- minus ngoba uyatsho ¢ nchthl ndiphiwe llLl\t)L ol\mm, nje zibe vi

three okanye mb"t \'o‘ Omnye umntwana W"msekhaya uyewaphiwa yayi one njalo wjalo.

\m

ng:tphx ezo. ‘ . ' ’ o

I reach addition, [md sz/btmctzon. 1 use example of sweels. (the teacher iy axpcz iencing soite

0

dzﬁ‘ culties) = rfj i
Yintoni into oyitisha ekugaleni konyaka. \\\ q
What concept do you teach at the beginning of the year k\\ _
LLuqalun konyaka, ndithisha.... . ) g\ U
Al the beginning of the year I feach. ... L
ey . B b. Q“ B w
Twe 22

o

. . - 5 . . Y i )
- Nditisha isigns ndibafundisa isigns ndisebenzise ne apparatus,” ezinjenge bottle tops,
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ndibathishe nemithetho yendlela.

Lteach them signs, I use apparatus such as bottle tops.

Why ugala ngesigns.
' 'Why do you start with signs?

Ndenzela ukuba siza eh...kuzibalo igama lawo.

(meohc) ent)

Mjengoko ku Grade One ikhona inamba okumele baphelele kuyo xa abatisha?

Do you have an upper limit in nambers when you work with teachers?

- Abayibhatayo.

LA .
N\ Do you mean when they write.
N ,,
N : :
\i\\ o : “(

1:}?\ LT

? \?\
Y s, N\
‘\

~
7

P

Ewe phm\' lu.lfanelc baphele ku 9. U Lubalfl l\\\c Lountus baplmleh kuyao.

They have (ft Slop al 9,

W

Y

Why ikubhal\u'p phelela ku 9, kodwa ikubala baphelela baphelela ku 20.

Why do they have to stop at 9 when they write and yet theydount up to 20.
Intoba kaloku ingqonjane, kuyasuka kuye ku addition,
Iis bec;az?se they have small minds.
Khawundx\ele)e 1 addmonl Xa uyitisha uyitisha L.’mylm"
" "How do you teach addntmu inyour class?

"I addition?

o3

=7 Ewe
Ndiza nezi apparatus,

I use dpparatus.

I



.
o

Py

7

Uyitishe kanjani?
How do you teach it? _
I addition xa ndiyitisha ndiza ne apparatus ﬁdiﬁke ndizibeke phambi kwabantwana,
Ndibabonise I;ilqala isign engu plus ndibaxelele ngu plus, ufike yongeza, dibanisa ndibaxelele
onke Ia\wm'\gama Eidva koko ndithi kubo masibaleni icounter siphelele ku20. Emva koko
qldithathe.i ..... (silence)

When I teach addition I ‘gm apparatus to the pupils. I start by shosving them e “plus sign™

cmcl Iel[ them ywhat it stanedy /m' [ then let thent eotnt counters up (o 20,

. Sigeine kuphi mem? ;.

~Where were we? y . t
Ku addition. Emva koko ndithi ke ndithi masibaleni babale baphelele ku20, 1 addition
izawiiba ngu 342 whickh is equal to 3. Ndithatha T bottle tops eziy ,lldlZlbL]\L’ Sizibale
launye nabo. Sendibh;‘xlilc ukuthi isibalo sethu ngu 342 I\od\\'\ u equal to '1blml\\n_ abie yedwa .

.

I answer mrrabhah\ a. Emva koko ndibeke 1 bottle tops zibe vi 3 ndiphinde ndithathe zibe vi 2

ndlzl plise, Babal e[u. abantwana zizonke balg(o ukuthi zmgaphx na? Sibe sesivabhala to

/

number I answer, N 1yazitshintsha tshmt/c'da iinumder kodwa I answer izenza u 3, ibe
naabantwan'\ _dbanno}ml\\mho aba7en7ex zelayo, Mbhlawumbe 144 direct noba vithina
abaylbel\c. Omnye athathe eziyi 4 . zibalwe zonke, kubhalwe sebezenzela ke ngoku |
combination of 5.
; o

Hhen dﬂaluzg uzrh 3, L take 3 and 3 counters and put \r}/zem' in firone afithe pupils, by that time
I have alr eaa!y written the sum on the board, Throughout I use bottle tops. While Tom dning o
this , I encourage the pupils to count. I change the nzmzbe;'s but the sum will remain-3.when

pupils have obsgrved what I have dene 1 let them do their ovwn sums but stiil vorking with 3.

Niwenza kanjani ama correction eklasini yakho.
Hovw do you deal with corr ections in your tlassroom 3

"

Ama coxrectlons ndlbal\cnelusha ngoku bebhalayo, ndiyajikeleza , bavabala bayabhala.
Ofumene” I wrong ndinienza wiong, \(wenznve I corrections after. Baaenza bona ebhodini.
Kuthi ezmzxma ndizenze ebhodini.

Icorrect them while they are writing. After that they go to the board to do their corrections.
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B, Comument on the following statements

1 Boys perform better in Matheiaties thin girls.

In cases where the problems are difficult, I do correction on the board ' for them.

Do you use resourct:s in your teaching?

Ewe. Kukhona 1zmto abazisebenzisayo ama bofttle tops. Zezona zinto ezi common
Why do you use them"

Ndinzela ukuthi bg‘\ enze 1 pl'lcth'l uluze izongena kubo.

D want what they a’() to penetrate fnto their miids

T : '

Andizuthetha  ndingase  ndithi  bayafana  okanye - bayaggithwa  amakhwenkwe
ngamntombazana. Kuyafiwa, Nawo wmntombazana awazibeki phansi. Apha ku Grade one

L . I
kuyabanjwana, Amakhwenkwe namantombuzana,

What T ean say is that they are the same ...hat io, they are not the same. (The teacher is mor

@
sire.) Te

i , ;
\
2. There are pupi[s in (\jm(lc One who are not meant (o do Matheniatics, ‘
Bakhena abntwanaiabanjalo. Kui Yalo nje ukubakho kwam ndif undisa nr“’\\{\c‘ndkla yasl
Kuyacaca ukubg kubemh ukukopa. Ukuba yena angabala hayi akakwaziynoma sibeka 1
apparatus, Umana akakwazi wl\wbomsm )
Yes, I think there are pupils \who ﬁ.'.s/ can not cope it doesn’t matter how much you felp f/wm

8O : 5 .
I}n} just cannot Lope : G

"

3. I memorisation ibalulekile na ukogqitha Iinderstandingkwi Mathematics.

* Ewe. I important ukuba ivele automatically kanje ngokuba kudala kwakwenziwa 1 time table

njenge 2x1=2; 2x2=4, Lonto umntwana noma ubuthi 2x7 athi 14, 1.417616 nje lento nwokuba

I
< i;

uyimemorisile, . ‘ i

i

I think memorisation is more impor tnnf In lhe olden days puptls used to memm ise tables,

v

they became sharp, answers-came up automatically. j =
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4. Xa unika abantwana isibalio uqalza ubabonise ukuba senziwa kanjani, wandula
’ ubaml\e xsxbalo esxfana 1neso ubulbabonlse sona.
EWP uyabomsa abantwana X& ubdtxshd ukuthi T probIPm isolviwa k anjam Lena ke xa ncrabe
bayoyisal\ala ndim lo ndiyababonisa.
Yes you heve the show /]J,ek pupils fiovw io solve problems.
5. Xa umntwana ebhala inamba yinto UX;SI& ukuba uyagernds lonamba na, 8

Bayayazi 1 numbers gbamtwana - bangelazibhali, Mabe counter” ba counter bengakwazi

ukuzibhala. Okwazi ukuizibhala uyazaz. |

w

Pupils know numbers before thex can write them, buy those for thuse who can yevite them, it* ™

meuns thejr understand them.

y

6. Can pupils dayelop. their own strategies to solve problems,
Bakhona abant\vana abanenggondo. ke bayakwazi uku solver amaproblems Bavazensela
indleta yabo.

? i !
The g‘g are pupils who are intelligent. they cun develop their strategies.
o g
§ ' ’;'

ol

7. Thipils wha 1eh on Mathcm.ltlcs regources are no(’«rood in Matheniatics, -
Pupils who lel) on mathematies resouttes are nood. Ndibabona apha eklasini batqho TR
'vm resollrces. B'woocl k\\aph'n a. Ndibabona bebhalela abanye abantwana. Baba ngompetlm.

Baba good abo bantwana,

Pupits who use resources hecome even better.

b
o

" :
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Appendfx 9

i

Teacher 4: Classroom Observation.

S

Teacher -Pupil Talk '

Teacher: “Niphethe ama counters:

“ ezandleni zenu, masiwabekeni sibale

ngeminwe from 1-10.7

% .

“Right akesibaleni ngamacounters ethu.”

~ Tégeher: “Konje mina ngingubani?”

Class: “Uwu Mrs Mzwazwa.”
Teacher: “Woza la Tisetsa. Lona
ﬁbani?”

Class: “U Tisetso.”

Teacher: ;‘Mina ngiyaliﬁi\}fma no
Tisetso.” h
Class: “No teacher.”
Teacher! “Ngingakanani mina?"
Pupil; “Umkhulu.”

Teacher: “U Tisetso ufigakananifﬁ

Pupil: “Umngeane.”

Teacher: “Woza la Skhumbuze. Ubani

. T

Class: “U Skhumbuzo no Tise_ts/
Teacher; “Ubani ongangitshela ukuthi

bayalingana.”

A

Comments

The teacher is asking the pupils
to use their fingers to count.
Lfhe pupils should now use
counters. All the pupils have 10
counters each.

She is calling a pupil te come

forwatrd,

The teacher wants the pupils to
compare her with Tisetso. It is
not clear whetlier the criteria is
age or height, lingana could
mean beoth those two. The terms
that the teacher uses are

problematic.

The teacher has called two

more pupils to use as examples.

Silence. It seems the pupils do E
not know what to say. The only
sign they had not t~""zed about
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. Pupil: “Bayalingana.”

Teacher: “Uthi bayalingana noma ke

. bangeke balingane ncimishi. Hialani

phansi.”

Teacher: “Lingakakani?” ey is the

«xi‘ze Qfl]lé ball

o

Class: "Likhulu?" x2. Jis hig

Teacher: “Why nithi likhulu? x3
Nonhlanhla. Yini lithi likhulu?

Nelly 1y do you say the ball is big

Pupil: “Ngoba ubambe nge Zandla eziyi

77

L

Because you are holding it with two

hands iz

Teacher; “Good.”

Teacher: “Linjani, j'ini lokhu.”
Pupil: *Yibholo.”

Teacher: “Lingakanani?”

What is the size of the ball

Class: “Lincane.”

Its smqll

160

was the equals to sign.

A mind reading exercise
started.

The teacher is using the pupils
to illustrate the sign “is equals
to'. The problem is that these
pupils differ in their height.
The teacher can see that. She
tells the pupils that they must
assumie that these pupils are

equal.

The teacher is asking for the
A
reason why they say the ballis

o

big.

There is silence.

The veason the pupils give is
that ‘the ball i$ big because the
téacher is holding if with two

hanils. &

© The teacher is showing the

pupils a small ball.
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" Teacher: “Why?”
Pupil: “Umbamba nge sandla esiyi
one.’{;[/
“Lingakanani lele.”
‘Cla\,ﬁss: “Likhulw.”
‘Teacher: “Leli.”

vy v Y on
Pupil: “Lincane.

@

20:27  Teacher “Kimophawo esilisebenzisayo

{
h\
A\

masifunda izibalo masibonisa irto
~enkulu nencane. Linganisa ngathi u

phc(he I bhola. elikhulu nelincane .

Kwizibalo sinophawu esilisebenzisa

N iy
;i masihonisa into enkulu fencane,

[

Lophdwo lusho ukuthic...... Konje

masifunda siqala ukofundafgokwesiphi

isandla?”
“Siqala ka lefl siye ka right” x2

o

“p

28:29 - Teacher: “Nasesibalweni sigala

ngakuphi?”

Class: “Ka right.”

Teacher: “La akukho e China x2 la

bagala eright ubani le sondla

engisiphakamisile u right lesi.

Masiphinde, siqala kuphi nakwizibalo,
A siqala ka right siye ka left.

Loluphawu lusho ukuthi kuncane

kuna... mawubheka lusho kuthini?

Kuncare kuna, kucifile.”

4 160

She is showing the pupils both

balls.

PO
At this time fhie teacher is

holding the big hall with one
*hand.(The big ball fit into the
reason given for the small ball)

AN
B i

The teacher has “smulier than”;

“higger than™; and “equals to™

~ tard board signs.

She emphasises the importance
‘of the correct yeading and
writing direction. They should
ahways start reading from left

“to right.
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Teacher: “Izglu luthi kuncani ku no......
Lolu silufun21a kanj éni.oLolu luthinf?”
Sbusiéo. o

Pupil:’ “Kuncane kuno...”
Teacher: “Uqinisile?”

Class: *No.”

Teacher: “Bavaphika Sbusiso.”

Pupil: “Kukhulu ku no..”

-

Teacher: “U Tisetso no Noxolo sitieni?
Class: “Bayalingana.”

Teacher; “Eui balwe@, sinalo uphawu
elusho nkuthi bay alingana,”

Teacher: “Xola awusitundele lophawu
oluphezt,”

“Ubani ozosefundele otuphakathi.”
“Peggyl!”

S,
o

“{hani ozositundela olusekugeineni.
Shongile!”

Pupil: “Kuyalinga.”

i

The teacher falks about the

meaning of the signs.

silence

She is using the ‘equals to’ sign.
g 1 4

The teacher vwants the"pupils tu

read the sign from the board.

Teacher; “Nge group yakho sebenzisa It is the end of the first part.

thatha ama counters akho. E groupiri The pupiis have to werk in
siyasizana ngifuna ukunibona nisizana,”  their groups. The teacher

encourages pupils to help each

Pupils are busy working with their
counters. Even though sitting in
groups, the pupils are working as

individuals,

other.

teacher is talking to them. Some
pupils are talking to each other,
discussing what they have been

doing. -

‘Pupils are working while the

T
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5

Teacher: “Very good, very good -

Bala 1, 2,> .... Ncedisani phela

. f
et

needisani. Nibasize nabanye.

< Ubani?”

“Kodwa bekumele ukuthi kuyalingara -
angithi?” - '

o

“Right. ake asibalele ]omt

&

. Uqinisile? Ya.

. Pupil: “g};phelile.”

Kunj'mi lakhu. kunjani?”
Ieadm “Wokuphi c\l\u\ i3

Dimakatso, 111\&!»,*’“‘“0‘10"’:-\

“Qhubekani P un s mntum uku

drawer?” ¢
S Awuthj 1'1Qibnnc."
“Thathake nanst upha\\ u’ S

= o
? Ol\'l\"

3

uwabeke la, Nawe;gq ((.ln. okwalapho.”

“Théla amagama™ l
5]

“Aphi amaphephc sy h'mdle"

9

Teacher: “Awesekhn amanye?. _°
QogasRight, kuleliphepha engikunika
lona , ngifuna ungindwebele izinto eziyi
three ne!™

Teacher: “Qléuy'i one okulinganayo,
okidyi one okukhulu kunokunye,

okuyi one okuncani kunokunye ne.”

. Noma rigabe kurﬁngi, I:Iomgpgabe

qoqa mtc ama cowniers

{though the pupils do not talk, in S

The teacher is?)s’ziii{ing around
the classrao;ﬁ and looking at
what the different groups are
dl';ing and facilitating
individual pupils. Sheis
encouraging the nmm"g'crs of the
group to help each other. The

pupils are not working in

groups, thiey are werking as

individuals.

- The teacher while facilitating is “

asking individual pupils
guestions, She is walking

around their tables. ; g .

This is the start of the third

part of the lesson, the pupils are
going to write doivn what they

have been doing.

. o ' . )
Its importart Yo note that even

actual Fact vhooare busy .

*working,

The teacher wants pupils to
make drawings ill‘ustrating ‘ .
smaller than ob]ecfs,‘,blgger :

thau nbjects ami lastiy objects




kuyi otle miore  kvngalingani that are equal.

siyezwana?”’
Class: “yes.” This means ‘are you listening’?
-Teacher: “Phendula wena.” TNy

(048 7T cacli§§f; "‘L\/»"Iase ukhohli\\:g ubuie Pupils are starting to draw

| abaﬁ’/_fe baktlsizc siyezwam;." pictures in theiv boq;\ks‘ The

g ‘ )
“Ngizophinda ngizibeke lezimpawu ’ teacher insists that the pupils
uninguklmhl\\‘u,“ . shoubd be able to read what

“Dweba phela ngituna ungifundele.” = they have weitten.

“Ngifuna ubhale noma vini ozokwazi

i
- . . iy
“uungifundela yona sjvezwana, 4
»\ ) . i - 4
09:00  Teicher; "Ogedile aka phakamise Those who have finished should”
o ’ , At
Bsandly isandla,” indicate with the show of hands,
0 Why uneashe ukuthi 11;];:dile‘?“ The teacher &s looking atthe
_::\,\\‘ i ; : A LY
‘\\ 2 . ‘ pupils’ work and making~
s Rany] {‘Z\‘, "" K o
0 * commenty. The pupils ace busy
“Uqinisile makebhale ama apula ayiten  working,
bese abhale uphawu lofu. olukhulu
. T oluncang, nolulinganayo, s
“Kusho ukuthi uginisite? Very good.
- 06:29  Teacher: * Lotu right loluphawn The teacher wants other " S
alubhalile. Lalelaninina.” members of the group to
I . o iy .
- © Group: (Nodding yes) ‘eonfirm whether the pupil’s
- Teacher:“Ya” © answer is correet. The teacher
: it I : ‘
5 insists that the other p-pils
A o o : G o
i should listen when a pupil is
talking,
e V s The teacher wants the pupil to
" ~ - oo
R Teacher: “Funda Sizwe. Lusho vkuthini . explain what he has written.,
loluphawu olubhalile fara. Lisho ukuthi
ERTE R 164
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W3 Tencher: U, Qkwakho kuncane.”

ama apula akho anjani?”

. Pupil: “Ayalingana.”

Teacher: “Uginisite u Nelly Uginisile.
< 1

makethi avalingana? Right”

¥
%

[0 ) - M TN )
To another pupil. The teacher

is commenting about the size of
the pupil's drawing,

“Tuthi Sibusiso kukhuly, ubhale uphawu

ofu right Ea? Ukuthi nje udfx.\;b:{’ a
kaneana, kuthi kukhutu lokw, khona  # @
ol Uginisile. kadwa kuncane
okublalite,”
R o
R
4
N .
o
gy,
A &
\ FEAN
Ay A !
. % . J -
2 4 H i
’ { {/ {\/\l
G
.
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Appendix 10

Teacher 4; Interview, .

kY
Hoe /

Did you enjoy }earnina Mathematiss at the college. ! /

_(

Eh... ukul\lum‘nw iginiso. 1 never enjoved it. I don't know mhlawumbe bekuyilecturer. Ka 1)

course One no courss T \\o siy emihn\m l:.umu* vebhulu u Davel, So at least uvewasitihsa w

case nuaqala ngahong. ul\utlr [ dnn do it
I suspect. it wus nie course ot lecnrer who made me not to ejov meis, Ve hed o good

lecturer in course hvacawho made (Fiags easier for me,

So uthc. Ll-.uqa‘lcm hekuyi lecturer so u hlamier i lecturer or vour past teachoers. !

A
T don't thmk ‘esikalweni bekuvmmblem because ngesikhathi setlm besi -rmnp'xm)nt Tiwe

&

- umunti xml\gva ¥ home economics enze i Functional Maths. Sn ko spgmdard 4 vilapho

nzay g cina khona i Maths and hengepza i mxcuoml maths, So if n 11\‘;11\3"mi r‘k‘lasini"h.), hone

: EC()I]OIHIC\ ubung k ll\l\(.ﬁ?l. i maths, Su nuithe mangihlangan navo &q*) e

1

‘ 1\ laths vwas not a problent «t sc/z()u/ during our time e wenl into /ili'rcn/ streeins. 1 alid

Ma/hs up 10 smzu/w(/ 8. (-\r i v

©

" Kyvaba umzukuzuka,
Kawaba tmzukuzukus
It weas dificnlt

Q¥

Was it your own choice to teach Gradﬁ One.

e

=

o

No. it wasn't” x2 Usho manje, this ¥ear no it wasn't < o Y

i3
&) Ay

So gan you tcil me why? " _ :

{¥

94 no 96 ngcs tisho u Glade One and then 93 nge'n sha u Grade Two. Kusho ukuthi I was told
ukuthi u txsha u remamer in a standard at least fox three years. So mangitisha kusho ukuthi
had one year ku (xrade 1 ne one year to ku Grade Two so bafina ukungl tshintsha bathi
* ngizohlala ku Grade 2 for at least three years so ngithole ukuthi ukushmtsha noma ngifune

A 166~
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ukuhlala some more years ka Grade 2. So mina bengisafuna ukuthola i exp >rience ku Grade

base bengishintsha u principal, but anginankinga.

Ifyou had your own way you would be teaching u Grade Two?
Ja

1g Yathematies, do you enjoy teaching @2

=

Now that you are tepchin

e .
o g
Why doyou enjoy it? )
I\us ho uI\uthn a\ inu ]dnmplohlnlh anzima zmcl zonke izinto sizenza practically, %mmtm
kuba ph) fulbut newri ukuthi bayalunda, '
» szz/e One doen’t hetrve igfivuds ;vn/licm. pradlems are done prociicaily. o

Kwa Grade 4

T more serious. wenz' isum yonke nama steps. unlike v Grade One, Ngathi amia problems a

starter after second term. Ama operations viyo iproblem enzima.

In Grade 4 you huave o perfarne steps. .

- ™ :
pe S o

Js Mathematies important for Grade One
Yes, Abantwana if bazi inumber bazokwazi ukuthi jzita l’o\z\iyazi uluthi siyi..... Nasemakhayva
mabebathuma nasekhaya uzokwazi ukuthi mabekhuluma ukhthi uthenge ibhodiclaeli 1, .

If pupils knorw how to count he shall know how to pepform house chorés.

3

~ g

Is it imporfant te find out what pupils know before you teach them?
Yes. "

&

m m"

O,

Why?
. Though bazi u 2 i number concept. Mawungababuza ukuthi unawo amehlo ayingaki, ayi 2.

" So angazx noma vi background ye pre-schoal, but kwa Grade One abantwana bayakwazl

ukubala up to 5. Though mhlawumbe kuba ne problem YOI\uthx akakwazi ukubhala. Ukutm

IRl

" kugalaphi ukubala ngama fingers akhe, but bayakwazi.

167
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~Pupils know the number 2 even if they do not know how to write it..

Whnt mathematical concepts do you teach at the bewmnmc of the year.

Ionn/ short, okugewele nol\uncam.

\\ h\
Ll\ml babe ne anvareness i size ukuthi jzinw d/mn 0t Qu_tmmxshapf‘s and calours vinatiyf azd

ulcuthi lc

g - Sigala nee reading programs i pre maths of which senza kakliulu i shapes, celours. quantity,
E aye Masenza § square kufanele ukuthi even i amasidé made kwenye awalingani

l\ulxhona Nama corngr ne »‘m:w‘ s

v

- Do you have an upper limit in qumboers 'ughcn vou teath pupils?

g . Lsyllabus ithi senza -3 [rap: Lamugry to March, 1-10 11 fovember.

“ey @ : :

o B i

@ Do youstick to tl&atlﬁﬁ’xit?

No. T don't stick to: the Hmip becouse abantwana bayghala up to 10 though kane pn".‘l"‘l’
E yokubhala inumber bayaphambanisa bt bayazi ul\ubqja xm) can count up o to s abamx,

even 100, ° . ’ ' Y A
’ ‘ i ¢ : g

Caht you outlmc ho“ you teach ad:hrlon to Grade Ones,

Sidlala JSILQIO I\h\\ uthenga- mhcnua u adder 1oklm on d\ho or uthola oI\hu ongetiako, So

esikhathini e{ ning nlmww\ amaswidi omun)e abe }1 shop keeper, Ubumnnua k. uthenge -

aymo'll\e'? Senza 'nmcoumus. wanke umiau u3 azwzela After sesibekile. ezi 3 ubeka
S

uphawtrubeke 3 sihlanganise (laughing). - ]
- ; . i
IFe role play a shop keeper scene ff(’*(wn a chitd buy\s; 50

B\pl'un how you hfmclle corrections in your class? ”

nethuzg she knows that she is adiding,
v'
-

Abantwana abab'lmbl nmkutana kubu khona i gmu“) esalayo 2 oy 3. Labo sihlala nabo
C phans1 Y capemm mqalele phdnm stbale \101ye ncvlshlrutshe ama metliods. Mnglkhuluma ngo

+.or - senza kanjani, Do you use resources in your ‘classrooni. Abakhohlwa abantwana if
& 2] i R
: ?{ i
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i
I
F

E benza. Abantwalpa baba ne interest kuma blocks ngoba e colourful. Sometimes bayadlala
53 babuilder. If kukhona izinta abazithandayo, abzzisebenzisayo abakhohlwa,
g f ~ Comtment on the following statements

I

1. Girly perform better than boys.

I apgabheka kahle amantembaaana o mawrer faster than boys, Amantombae
E -y ‘
E avolunterayo,

=, g

b 2. There are pupily in g b' {ude One who are not meant to do ‘»Iathc{nnucx.

g Ix'uya ngomutwana, aba developi ngekufana esiyl one, i\[’ll\ufﬂ\t\ isil Im(u bayi wapar, N
i ‘
-, * 0 Unmbwana o normal ngeke shivhve 31 i aths ka Grade One. )\z

CPupils develop ot different mites A weraad i i ale toado grade One Mathem?. .

3. When giv mg pu;nls problems tg solve | iu\t show them how to solve them.
Sometimes ngiyave nnlbakimmhm kodua .1\\um‘nmu UmMNHvena ul\uml mm R aly
method yokuselver, Sametimes uke uthole ax. s method, avela Limnu\and ze usho i
uyenza kanjzmi e "

[ yometines show thew, nﬁ\r‘e::i\gt

pupils can comewith-innovdtive me//mcl.sx

i 3 When pupxls are able to w me number then mty can understand them.

1 don't think abant\vana bangabhala into abangayazi. yT
ﬁ 1don't think pupils can swrite what thepdon't understand,
,5.Ghde Oue pupils-.cannot de\ clop their own steategies to solve pr oblems

Abantwana can nC\ eiop ‘thmr strategies. . A

N I/
N4 tT v

6. Pupils who rely on Mathematics resources are not good in Mathematics
No" 0o :

b
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