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Abstract

Teachers’ Voices on Their Professional Learning antdearning

Opportunities in the South African Reform Context

This qualitative study sought to capture purpogigelected teachers’ views on the reform
curriculum they are expected to teach, their carkenwledge and pedagogical content
knowledge implied by this curriculum, their accainf the professional learning they
experience, and the ways their professional legreiperiences do and don't facilitate their
learning. Drawing on various elements of case stadgarch designs, the study focused on
six teachers from different school settings in ofithe provinces in South Africa. Through a
cross-case analysis approach, the study indichteddgachers have a clear understanding of
the reform curriculum they are to teach, and awessmf the knowledge base of their
subjects. This awareness is largely influencechbyconditions that date back to the era
before the education reform context. The study sisawed views of teachers on the
professional development programs that work oratonork to enhance their professional

learning.
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Chapter 1
Introduction—Listening to South African Teachers’ Voices on Their

Professional Learning and Learning Opportunities

When South Africa (SA) went through the major poiit transformation that marked
the end of Apartheid — a term that refers to ‘sefgadevelopment’ — in 1994, the nation’s
education system had to undergo the process dfftnanation as well. A new curriculum
policy initially known as Curriculum 2005 (C200%ter known as National Curriculum
Standards (NCS), and recently revised to Curriculigsessment and Policy Statements
(CAPS), was adopted in 1996 as one of the firsbmeglucation policy innovations under the
then newly elected democratic government. This@uium policy, that had its foundations
in Outcomes-based Education, placed great empbasimbitious learning standards for

students, those that would prepare learners fochiaéienges of Zicentury society.

Consequently, there was an urgent need to chaegextbting teaching profession
and develop one that would be able to meet thesnefeal democratic South Africa in the®21
century (SA Department of Education, 2002). Statecther way, to be able to “produce a
learner that is a thinking, competent, and respdasuture citizen” (SA Department of
Education, 2002, p. 11), teachers needed to desplegific new professional knowledge and
skills to be able to fit within the new reform cert. To achieve this, teachers needed to be
re-trained and equipped with such competence (Mizia@009). In the reformers’ original
vision this would happen through engaging in preifasal development that introduced

teachers to the new curriculum and made cleareimtivhat was expected.

Clearly it was necessary to provide comprehensiogtinuous professional

development programs to re-skill the teachersisabntext, many of whom displayed



inadequate content knowledge and pedagogical cokemwledge (Mulaudzi, 2009; Smit,
2001; Botha, 2000; Jita & Ndlalane, 2009; Bantw2@10). Yet no one envisioned the depth
of the new learning that was required, nor whatdatild mean for a teaching workforce
brought up under a profoundly different set of agstions, expectations, and conditions to
embrace the new learning. It appears as if, whieadocing the new curriculum, the
reformers did not consider the existing realitiaglte ground (Maistry, 2007). The series of
workshops that were the government’s initial attetogrovide training support for
professional development did not produce the desesults. Soon it became apparent that
there was no change or improvement in these tesighrfessional growth, even after being

exposed to some re-training and professional dpwedmtprograms.

Among other things, the initial rounds of professl development workshops were
delivered to teachers in a cascade model—in whgtoap of selected teachers are trained
on a particular topic or aspect of teaching, anceqoroficient, this group become the trainers
of other teachers (Griffin, 1999). Because otdst-effectiveness, in that through the
cascade model many teachers can be reached imtgshiod of time, many developing
countries tend to prefer this model to developrttezichers. However, the cascade model did
not seem to engage teachers deeply, nor weredlinéty experiences constructed in ways
that were particularly responsive to what teacti@aght about their practice, or in some
senseneeded to knowPut another way, trgesignandpedagogyof these professional
development experiences perpetuated the technoeret of teaching where teachers were
placed in a passive role. According to Maistry @00.132) teachers were marginalized and
relegated to the role of knowledge recipient. Wliilere were many dynamics at work in
this situation, it gradually became apparent tbatesimportant things had been left out.

Among them, teachers had no voice in their protesgilearning.



As a result, education leaders and other educatakeholders such as teacher
associations, teacher unions, scholars, and rémarevho are experts in the professional
learning field reached a unanimous agreementthais time for teachers to also take
responsibility for their professional developmént,taking initiative and participating in
planning their professional development progranss E8ucation, 2010). This consensus
reflects in part some of the scholarship on pradéesd learning from the developed world
that shows that high-quality professional developni@plies engaging teachers in their
learning by promoting active involvement of teashiartheir concrete learning tasks
(Hawley & Valli, 1999; Garet et al., 2001). Furthweare, there is widespread agreement that
teachers need to embrace a professional standardisiplays continual learning, inquiring
minds, and reflective skills (Leu, 2006; Darling+H@ond, 2006). This norm allows teachers

to be self-cognizant of their professional knowlkedad practice.

The recentntegrated Strategic Planning Framework for Teackeucation and
Planning in South Afric§SA Education, 2010) takes a step in the direadioimproved
professional development opportunities and sudpogrofessional learning. It promises to
link the curriculum content framework and assessmetategies with professional learning
opportunities that are identified by teachers akdlecting on their own knowledge and
practices and identifying their needs. This agrenmarks a laudable effort by the national

government to include teachers in designing theim development.

Yet for the government to take that next step, soraeial things are not well
understood, and deserve a much closer look. Tiewelthe new expectations of the
curriculum, teachers need to be competent in tefrttseir subject matter knowledge and the
ways to teach that subject matter. If professidesining experiences are to engage teachers
more deeply as learners, there is a need to uadérsetter how teachers think about their

practice and how they understand the reform cuurouhey are to teach, and how they



grasp the underlying subject matter knowledge. r&@eea need to better understand how
they approach professional learning itself. Andhasinterested parties do so, they need to be
particularly sensitive to the fact that most ofsiéeachers come from a profoundly
oppressive background that subjected them to paalitg in both schooling and teacher
education. Existing research from developed c@amtan give us some ideas about
teachers’ perceptions of their own learning, butaty not apply to the situation in developing
worlds. Research in the South African context hetdy address the voices of teachers on
their professional learning—that is, to understanch them, in their own terms, what they

know and believe they need to know, to take theticfice to the next level.

The purpose of this dissertation study is to explehat teachers know about their
professional learning, how they experience protesdilearning opportunities, and how they
approach professional learning challenges in fobtthem. More specifically, it seeks to
provide these teachers with the opportunity taaldite their views on the reform curriculum
they are expected to teach, their content knowleagiepedagogical content knowledge
implied by this curriculum, their accounts of thefessional learning they experience, and
the ways their professional learning experienceardbdon’t facilitate their learning. Before
teachers can be expected to take charge of tlaeiitay, it is critical for those who oversee
their work and set the expectations to hear froemtimow they approach and view their
learning and teaching practice. Arguably, no omewaderstand what truly happens in the
classroom or hope to change it until the people areodoing the teaching articulate what

they understand about it.

To begin the first chapter, | elaborate the natdirdne research problem and set forth
the argument for studying it. | set the backgrobpgbroviding a detailed discussion of the
historical overview of the teacher professionati@ay and teacher professional learning

opportunities of South African teachers, partidyléinose in township and rural schools.



With these teachers in mind, | present the focusapdiry in this dissertation, and lay out the
overarching research questions that will be addresBhereatfter, | provide the rationale for

undertaking this study.

Drawing from the relevant literature in South A&iand developed countries, the
second chapter offers a conceptual framework arhtggorofessional learning and high-
quality professional development, in a contextai@ation reform and the local school-
specific conditions that influence teachers’ prefesal learning. These conditions include
teachers’ personal and professional backgrounaosdeadership support, and the school
contexts. Within the literature on education refphwill focus particularly on teacher
professional learning in the climate of educatiaefbrm contexts. And the literature on local

conditions will look at the influences of such caimhs on teacher professional learning.

The third chapter will describe the design and meédtogical approaches that | used
to conduct my research study. The fourth chapt#roffer the main findings which comprise
the discussion on teachers’ understanding of tirefiessional learning, what shaped that
understanding, and what types of professional iegropportunities and supports these
teachers need and believe they need. Finally fthechapter provides concluding reflections
about the findings, design, and contributions efgtudy to the existing scholarship and

practice.

Historical Background: Context For Teacher
Professional Learning in South Africa

In 2012, the population of South Africa was apjpmately 52 million, with Black
Africans as the major racial group, and WhitesaAsj and Coloreds (people with mixed
ancestry) being the minority. South Africa is rashles one of the fast-developing countries in

the continent of Africa. Ironically, it remains onéthe countries that are overwhelmed by



poverty, particularly noted in urban fringes anthtareas. As if that is not enough, the

HIV/AIDS pandemic is also greatly affecting manyop@eople of this country.

Prior to the new democracy that was won in 1994-White South Africans had
suffered for many years under the Apartheid systehwas installed in 1948 under the
leadership of the White-dominated National Partyjthéut any doubt, the most damaging
legislative act of Apartheid that wreaked havothie education of the non-White South
Africans, especially Black people, was the Banatige) Education Act (No. 47) of 1953 by
Hendrik Verwoerd, then Minister of Education. Thid stipulated that Black South Africans
should be exposed to the education designed taderdlwem with skills that were appropriate
to serve their own people in Black ‘homelands’. I$athis ideology pervaded every aspect
of schooling for non-White South Africans for almésur decades, including poor

infrastructure and facilities, lack of proper resms, and inadequate training of teachers.

Most of the current practicing teachers receivertentire school and professional
education under the Apartheid system that was @agdralong racial and ethnic lines (SA
Dept. of Education, 2006). Sadly, the majority Black teachers who were subjected to the
poorest quality of education. Most Black teacheeseatrained in Black teacher colleges and
a few in Black universities, which provided a pgomality of education and with this quality
of education, they were only seen as fit to teadBlack townships and rural areas.
Consequently, most of these teachers have inteehtin image, put into them during the
Apartheid era, that they were not good enoughaohtén suburban schools, serving White
children and, anyway, they did not need to behas tproper” place was to be teaching in
schools serving Black children, who were not thduglfneed” as high-quality an education.
Not surprisingly, teachers in township and rurddads, with few exceptions, were then and
are still notorious for possessing poor subjecten&nowledge and a lack of
professionalism, as evident in their lack of concaout being absent from classrooms or

6



not preparing for their lessons, to mention jufva of the irregularities in these schools.

Apart from the complex circumstances that theaelters are faced with, they are also
facing challenges that come with the educatiorsfamation context. The national
curriculum model was chosen as the most likely metio address the issues of quality and
inequality in South Africa. This model was undergd by the belief that it would improve
the quality of lives for disadvantaged societieshguring that “learner achievement showed
that knowledge and skills they acquire enhancedding learning” (SA Department of
Education, 1997, p.8). While its intended goalsckearly to address the historical
inequalities, what it asks of teachers poses hbg#enges for them in that they are asked to

change without clear support on how to do that.

Since teachers are considered to be the cruciardrof education reform, it was
necessary that they should be equipped with retdereowledge and skills to deal with the
transformation demands. Darling-Hammond (1997 sa@édence that, in order for teachers
to elicit quality learner achievement, it is vifal them to have subject matter knowledge and
knowledge of how to teach. For teachers to gampiofessional knowledge, powerful
forms of professional education, both for novicd aracticing teachers, are crucial. Teachers
need to engage in the ‘what they need to knowhad they learn to teach that’ in their
teacher education as well as ‘what they actualiwkrand ‘how they teach that’ in ongoing
professional development programs. If not, by tlme tthey reach their classrooms, they will

find it hard to do what they are supposed to deethe

Professional Learning Opportunities in the Immediae
Pre-Democratic Era

Under Apartheid, the only form of professional keag opportunity for teachers in

rural and township schools usually occurred inrthrgiial teacher preparation program,



though these opportunities were not very rich, beedhose preparation programs were of
poor quality. Even the literature that addreseasher development prior to the democracy
era, especially for teachers in township and rsehbols, is very limited, if it exists at all; the

professional learning of Black teachers was nositEred a suitable topic for scholarship.

Take, for instance, my own personal experiencetaacher candidate in one of the
universities that was specifically assigned fordBlaeople during the Apartheid era. |
undertook the best teacher education program that de offered to me at the time.
Regarding our subject specializations, the focus mvainly on the theory and less on the
method of teaching that subject. Our teacher edteatlied completely on chalk-board and
textbook methods in their teaching while we, leesneopied notes of what they were saying.
Upon the completion of that program, my careeridgstas already set by the ruling
powers. As a Black girl hailing from the deeperatiareas, | was ready to go out to a

township or rural school to teach other Black peopl

Looking back at the teacher education program tfvest, teacher education
institutions were divided along racial lines. Thaisat served Black people were further
fragmented, for instance, in their curricula anel glualifications they expected of applicants.
Most of Black South Africans who wanted to becoeechers went to three-year teacher
training colleges and graduated with a teachintpdip. Not many Black student teachers

went to universities and graduated with a four-yeaching degree.

Second, the curricula were different in all theggerent teacher education
institutions. Black student teachers who were euhiversities during this era were exposed
to a curriculum model that was based on the assamtitat teachers “developed
professionally by learning theory first, and apptyit in practice later” (Samuel, 2001,

p.402). For three out of four years, the focuseafhing for student teachers at the



universities was on the understanding of the stigj@atent rather than on practical methods
on how to teach those subjects. It was only irfdlieth year that these student teachers took
the methodological courses that focused on therstateling of how to teach their subjects,
yet these afforded little practical “pedagogicahtemt knowledge.” In contrast, for those
student teachers who were trained in the teachieges, the curriculum was focused on the
methodology courses but had more opportunitiessiaching practice than those students
trained at the universities. Unlike in the univies, in a teacher college aspiring History
teachers, for instance, were taught History asthadelogy course and not just as a content
subject, and they spent the whole three yearsiteahow to teach that content subject,

though with relatively little grounding in the seb} matter.

Consequently, teachers who ended up in disenfraedlschools had different
professional learning experiences, yet were equakguipped for the task ahead of them.
Some had theoretical knowledge of their contenjesiipbut were not properly equipped to
teach it, while others were equipped, in some w@igach, but were really not competent in
their subject matter. There was no solution to dilesnma since there were neither
continuous professional learning opportunitiesdistrict support provided to enhance the

teachers’ professional knowledge.

Change in Learning Opportunities in the Post-Demoaatic Era

The shift to the post-democratic era brought thei@uum transformation whose
foundations were outcomes-based and focused orr@antbitious set of learning goals for
students. This shift demanded that South Africachers adapt their teaching practices, as it
was clear that traditional methods of teachingcivhiere teacher-centered and emphasized
rote-learning, would not work. The new era demanua teaching practices that

emphasized learner-centeredness, critical-thin&imd)problem-solving skills (SA



Department of Education, 1997). Needless to saghters needed to develop specific new
professional knowledge and competencies to betalfie To achieve this, they needed to be
trained and equipped with relevant knowledge arnitsgMulaudzi, 2009) that would only

happen through engaging in professional development

As already mentioned, during the curriculum transiation the approach to
professional development was based on the ‘cascao@él. This ‘cascade’ model of PD was
a centralized, top-down approach of providing pssienal development to teachers. First,
the national government trained a delegation céfedly selected education professionals
who had to undergo intensive training on curriculmaterials and training strategies. These
national trainers would then train provincial tetis who would, in turn, train a number of
selected high performing teachers, who would thebark and share information with

teachers in their home schools.

Indisputably, the cascade model of professionatligment is mostly used in
developing countries because it reaches a largepimge of teachers within a short period
(Leu, 2004). It also allows training to take plagetages so that progress can be monitored.
Whilst the cascade model is cost-effective, théityeia that it is widely criticized as
inadequate for delivering effective training (Bawehile, & Boyle, 2003). First, the passing
of new information to other teachers is dependerd emall group of trainers. Second, the
possibility of the information reaching other tearhin a diluted form is highly likely.

Finally, these cascaded workshops are supposeaastogn information about new ways of

teaching and learning, but they hardly engage tyadh active learning.

As eluded to earlier, the cascade approach initieded in the South African reform
context had other shortcomings. Teachers often onga about the trainers that they did

not always understand the new curriculum and teaged to misinterpret the information

10



(Fiske & Ladd, 2004; Ono & Ferreira, 2010). Alsooffered training but with less or no
follow-up structures for teachers who have to @&t the implementation of the new

curriculum (Robinson, 2002).

It was soon apparent that, more than re-traireagtiers for the new curriculum, there
was also an urgent need for comprehensive, contg\poofessional development programs
to re-skill many of the teachers who displayed @wdite subject content knowledge and
pedagogical content knowledge. Lessing & De WiD@Ccite scholarship that describes
continuous professional development as activihes are planned to improve the
professional growth of teachers through orientasind continuous training and support. A
number of different professional development modedge then implemented, that were
comparable to professional development models avgtgms in developed countries (Kriek
& Grayson, 2009) .These included school-based psudeal development (Kriek &
Grayson, 2009; Bantwini, 2010), district professibtievelopment models (Bantwini, 2009;
Onwu & Mogari, 2004), systemic reform initiativdsegsing & de Witt, 2007; Le Roux,
2005), and recently teacher clusters, usually knbyoutsiders as “professional learning
communities” that are currently often used to repldne traditional approach to professional

development (Jita & Ndlalane, 2009; Steyn, 200880

The school-based professional development approdiolved a variety of patterns,
for example, a group of teachers from a single skcboneighboring schools working
together in clusters to improve their knowledge prattice (Leu, 2004). These groups are
commonly referred to as “teacher clusters” in Saifitica (Jita & Ndlalane, 2009). A district
professional development model used a group okstibdvisers (subject coaches) from each
school district to train teachers in their schastritt (Bantwini, 2009). The systemic reform

initiative involved different partners from diffareconstituencies such as the provincial

11



department of education, higher education instingiwithin the province, and participating

schools to carry out the teacher development pregi@®nwu & Mogari, 2004).

Usually these continuous professional developmesdrams consisted of a series of
intensive workshops based on teachers’ contexted$) modelling from university faculty,
and opportunities to engage with colleagues wheg share experiences and solve problems
together. They also displayed sustainable efforisiprove teacher practice through
continued school visits and provision of supportarals. Although research indicates that,
through these various professional developmentosgies, some signs of improvement in
teachers’ professional knowledge were evidenppiears as if there are still missing links in
the design and implementation of these professidealopment strategies (Jita & Ndlalane,

2009).

There are hints about what these missing links treghail. Sayed (2002) argues that,
in developing continuous professional developmer8auth Africa, it was necessary to
acknowledge the history of the majority of its teais and the ways that they were negatively
impacted by the Apartheid era. At the same timeai important to treat these teachers as
professionals who were experienced and knowledgedimut their work and, thus, were
capable of contributing towards their learning. ldoer, a weakness in these professional
development programs was that they regarded temelsdraving deficits that needed to be
fixed, and consequently, professional developerded to use a training model that assumed
training was to be delivered by an ‘expert’ andtdechers were placed in a passive role
(Maistry, 2007). Teachers were not given the ojymities to engage actively in their

learning and, in that way, assume responsibilitytiieir own development.

Different education stakeholders in South Africalsas the national department of

education, university faculty, teacher associatiansl teacher unions recognized that, despite

12



all these efforts of various professional developnapproaches, teacher professional
development remained a huge challenge within thiswty (S.A. Department of Education,
2006, 2010, 2011). They jointly declared that Scfttican education system would only
move forward if teachers assume crucial respoutisilidr their own development. This led

to a development of a new teacher development framieplan, thentegrated Strategic
Planning Framework for Teacher Education and Plaugnin South Africa 2011 — 20Z5.A.
Department of Education, 2010). This framework etathe teacher at the center of efforts to
improve their professional development in that thaye to engage in a self-evaluation
activity where they list their strengths and weases in their subject knowledge and
classroom practice. Then, necessary interventmudvoe given to them by the school and

district leaders.

This dissertation study acknowledges that, dubeo past, most of these teachers
might not even be in a position to identify whagthknow or do not know. Yet, it is
necessary to determine what teachers think and labmut their professional learning before

education leaders can put their professional deveémt programs together.

A Closer Look at the Research Problem

When the education transformation period starteglduth Africa, one might have
expected that some form of effective professiomaktbpment programs would be provided
for teachers to enhance their subject matter krayeeand teaching strategies to make them
relevant for the curriculum reform era. Unforturigté did not happen that way. The initial
form of professional development programs provittedeachers during this stage were one-
week workshops provided in a ‘cascade’ model, atagxed above, which often reached
schools in a ‘watered-down’ form (Fiske & Ladd, 2p0These workshops proved to be
insufficient, especially for teachers in impovedadtschool settings including rural and
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township schools, who had always been exposediteti educational opportunities
(Mulaudzi, 2009; Smit; 2001; Botha, 2002; Jita &l&ldne, 2009; Bantwini, 2010). In short,
these professional development strategies, grosisiydged teachers’ needs and capacity for

engaging in ambitious professional learning.

While these different strategies made room foreddht forms of teacher participation
in their professional learning, and even could &n#iiem to exercise more initiative in it,
these different strategies were still imposed igsvhat ignored teachers’ own perspectives
on their growth as capable professional peoplesd neost-promising approaches were
structures that were created to target teachehsnatheir contexts of practice. For instance,
teacher clusters would allow teachers to collaleooata specific subject matter issue, share
and exchange ideas on their practice with theleaglies. However, it turned out that these
clusters were not focused on developing teach@®Medge. Instead they became the
administrative structures for the Department of &dion that they used to pass important
information and official documents because theyldoeach many schools at once in these
clusters. Another point that was of concern witkstinclusters was that the cluster facilitators
merely passed the information and material reseui@¢he teachers in the cluster without

engaging them.

Research in South Africa on these or other pradessidevelopment attempts still
falls short of providing a clear and detailed pietof what teachers understand about their
professional learning, and does not yet capturie ¢tleen voices on what they believe they
need to assist them in gaining competency suchthbgttake good charge of their own
professional development. Being explicit about ermg@actical knowledge includes: being
able to articulate what one knows about professipractice, being able to reflect on and
critigue one’s own practice so that further leagnieeds can be identified, and assuming the

stance of a learner vis-a-vis one’s own work.
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Whether or not teachers are very articulate attmse issues, current professional
development strategies in this context make ldtleo effort to understand how teachers
view and approach their professional learning.ddit@on to assessing their existing base of
knowledge about teaching and learning in theirecttijnatter, teachers are in a position to
explain what shapes their response to professamadlopment, and what motivates and
guides their professional learning. They may neehaffered such explanations in the past,
nor have been asked to do so. But continuing teysuprofessional development policies
that do not seek a basis in teachers’ own undatistgrof their professional learning treats
them as less than professional people. And gpeeially important to develop that

understanding from the teachers’ viewpoint.

Teachers’ understanding of their learning is likielyake a particularly acute form in
the South African context due to the legacy of Alpaid that largely influenced teachers’
thinking, knowledge, and assumptions about theimimg and capacities, especially among
teachers in township and rural schools. Teachempoverished schools often are not
properly qualified. Before they can be expectethke charge of their learning, it is critical to

hear from them how they approach and view themieg. My research purports to do that.

Focus of Inquiry

There is no doubt that professional learning oflieas in South Africa is a
concerning issue for education leaders and poliggmsa as evident in, first, their continuous
efforts to improve teacher professional developrtiertugh implementing, reviewing and
revising their policy frameworks on teacher deveiept (SA Department of Education,
2006; 2010) and second, the involvement of othacation stakeholders such as teacher

associations, teacher unions, scholars, and rémraraho are experts in the professional
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learning field, to evaluate the policies and prei@sal development programs offered and

recommend how professional learning could be imgadov

However, there are missing steps in this endeavionprove teacher learning in this
context. First, most of the teacher professionakbigpment opportunities still fail to address
teachers’ subject matter knowledge and their issitvnal practices (Ndlalane, 2006). Even
though teachers increasingly engage in an arrgyadéssional learning opportunities, these
opportunities still seem to focus on providing aemiew and information about the new
curriculum (Mokhele & Dichaba, 2012). Consequenttyst teachers still struggle to apply
the learned knowledge into their classroom prac@sgan, 2010). When the education
reforms were initiated in South Africa, much of therature on this conception focused on
the types of the professional development progridwaiswould supposedly lead to effective
professional learning of teachers in this cont@wu & Mogari, 2004; Kriek & Grayson,
2009). Less was said on what and how teachers Velaen they take advantage of these
professional learning opportunities. Much less s&id about learning in their work
environments and the conditions that enhanceehisiing. It is only in most recent literature
that indications on how teachers acquire learrtingugh their work contexts are seen (Jita &

Ndlalane, 2009; Bryan, 2011; Steyn, 2013).

Second, as with all the other issues in educayetem within the South African
context, the main criticism in this context is tpaticy decisions about teacher professional
development originated, and still do, from the legdership and do not take into
consideration what the teachers on the ground aedaxpect from their learning
experiences (Le Roux, 2005; Bantwini, 2009; Robin&®09). Teachers are usually not
involved in the planning and designing of theirfpesional development experiences. The
whole process is about teachers, but without teatmgput, self-assessment or other forms
of engagement that communicate respect for tedgh@fessional status. Furthermore, less,
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if at all, is known about what teachers understmolt the reform curriculum, and their
grasp of the underlying subject matter as well@s to teach it. It is not known whether they
know what they should know, or if there are insenwhere they do not even know that they
do not know. The insight gained from there, whighvhat this inquiry intends to do, may be
useful in giving future direction towards the des@ professional learning opportunities that

may have an impact on this knowledge.

Thirdly, South African teachers needed to devefmxgic new professional
knowledge and skills to be able to fit within themnsformed education context (Jita, 2004).
The inquiry argues that teachers’ change in theawkedge and classroom practice is not
entirely dependent on effective professional dgu@lent initiatives but also on who these
teachers are, where they come from, and how theay themselves both as learners and
teachers. Spillane (2000) refers to this self-kmuolge as teacher identity, which he defines as
a teacher’s sense of self and what teachers tihiolktahemselves regarding their work. This
inquiry pays more attention to the transformedf*s#iat is, the position when teachers are
ready to learn new ideas in their subjects anddoh in new ways. | refer to that position as
a “learning stance.” Exploring how professionariteag opportunities provided for South
African teachers contribute towards creating th&hing stance is one of this inquiry’s

focus.

Finally, the inquiry’s focus is also on conditiossd forces that are likely to foster or
hinder the teachers’ learning experiences. Thegeimstude conditions such as teachers’
personal and professional background, the schadaamnment, the lack of professional

development opportunities, and the organizaticeedi¢rship.
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Research Questions

Developing a much more detailed picture of how heas in the system view their
professional learning will significantly inform filrer efforts to promote and support the
learning of these teachers. To encourage teaaharsi¢ulate their understanding of their
subject matter and professional knowledge, endagya in their professional learning
process, and provide a basis for them to take ressipitity for their own development, my

research will attempt to answer the following qices:

1. What does ‘professional learning’ mean for teachiarSouth African rural and
township schoosWhat do they claim to know about the reform culdm, the
subject matter represented in it, and the classqo@attice that they believe would
make them more accomplished and successful teaichday’s reform
environment?

2. How, if at all, are their ideas about professiotedrning and their
own “stance” towards themselves as learners shapaud-are
currently being shaped—nby their personal and psitesl
background® By the contexts of their work? By their organizaéb
leadership?

3. How do teachers perceive the professional learpiragrams that are
provided for their learningand what characteristics of these programs
do teachers perceive as enhancing or hinderingldaning?

4. What kinds of professional learning programs anppsrts can help

these teachers assume a “learning stanfem their point of view?

18



Rationale for the Study

Contemporary education reform initiatives everyveheemand changes in the
education system in order to help students expeziéme best quality of education. Practicing
teachers are expected to have a sound knowledpe stibjects they teach and a deep
understanding of how they teach those subjectefaa, 2002). Unfortunately, while facing
that challenging process, teachers are often desmor no support to be able to do that.
Thus far, even scholarship on what knowledge teaghessess about their subject matter and

how they teach it is still limited, especially imtdeveloping nations.

Faced with the on-going education transformatiwyth Africa is one of the
countries currently focused on improving practiciegchers’ knowledge base (SA
Department of Education, 2006, 2010, 2011). Howeesearch shows that the teachers’
voices are seldom heard in issues pertaining toaunal matters in this context (Smit,
2001). Teachers need to feel that they are regpémtevhat they know and are able to do
(Steyn, 2009). Countless explanations could bengigethat inability among teachers to
express what they know and can do about their teg@mnd learning. On one hand, it could
be that they are not given the opportunities téhéd. On another hand, it could be due to
that internalized image that was instilled in thieyrthe systems of Apartheid era that they

were not good enough and, in that way, developedsklf-esteem.

Research shows that the understanding of profesdigarning from the teachers’
perspective in South African context is yet to bers(Jita & Mokhele, 2012). From my
personal experience as a former township teach#r,gyior to and within the democratic
era, | have no recollections of engaging in anygasional learning programs that were
specifically aimed at enhancing my subject knowéedgd classroom practice during the pre-

democratic era other than my pre-service teacharagwn program. | do not recall a time
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where | had to reflect about my subject and teaghijret alone articulating what | knew and
need to know. Taking the responsibility for my opnofessional development would have

been an unrealistic task for me.

This research study aimed to give teachers an tppty to articulate what they
know, how they acquire new knowledge, and the whagg are learning to do what they do in
their classrooms. To bring about changes in teatkapwledge, a sense of what teachers
understand about their work should be made exjiicthem, for them and others (Davies,
2002). Before teachers are required to take regpbtysfor their own learning, as the new
curriculum policy in South Africa insists—or at &as an initial part of the responsibility-
taking process—they should be given an opportunitgveal what they understand about it.
A critical feature of teachers’ participation irethlearning is that they should have a right to
voice their opinions and be listened to (Lee, 200%)s research provided a context where

teachers could reflect on and critique their paod current knowledge.

The study also contributes towards an emerging lnbdgsearch that considers the
teachers’ active participation in the creationhdit professional development. In a reform
context, the actual design of the professional bgveent and its enhancement may take
good account of the teachers who are the profesisiearners, or may simply make
assumptions about who they are, what they knowhamdthey approach professional
learning. So the ultimate questions about effeqinedessional development design in the
South African context have much to do with how #eresit is to the professional people

who are its target.
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Chapter 2

A Conceptual Framework: Understanding Teacher Profesional Learning

in an Era of Education Reform

This dissertation study is premised on three kegsd first, the imperative of teacher
professional learning in an education reform contiext demands teachers assume a new
stance on their learning and teaching. They aneimed|to teach in ways that induce critical
thinking and problem solving skills and that requileeper subject matter knowledge and
change in their teaching practices (Knapp, 2003)hivWthis premise, the inquiry will also
focus on teachers’ perceptions of their own knogéednd practice, as well as what they
think they need to know in order to change thedicpices. Furthermore, the inquiry looks at
this change that would be referred to as profeasiearning (Evans, 2002) where teachers

learn new ways of working, and develop new belefd ideas about their practice.

Second, this inquiry is also premised on the itiea professional learning is a
process that evolves after engaging in the eveptaiéssional development. Put another
way, the professional learning they need to dor@f@rm context is ongoing, a part of their
practice over time, not just what happens in a sholp or in a facilitated professional
development session. To help teachers assumeeathistance towards their professional
learning, they need to participate in high-quatitgfessional learning opportunities (Garret et
al., 2001). Professional learning environments ltiaate been proven to elicit changes in
teachers’ practices take into account the coniaxtghich teachers learn while they interact
with others on practice-based issues (Lave & Werf#g91; Borko & Putnam, 2000 his
idea draws from the situated learning model thatleamsizes the contexts in which people
interact and the interaction itself as sites wheaening takes place (Putnam & Borko,

2000).According to this model, teachers increas@ #xpertise in teaching practices, as they
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focus with others on particular practices in tledssrooms, school, and professional learning

community.

Third, this teacher professional growth takes plagearticular policy environments,
school leadership, school environments and cults@se of which are not conducive to
teacher professional learning experiences (Clarlkodingsworth, 2002). Therefore, this
inquiry is based on the fact that, successful itatibn of teacher professional learning
presumes an understanding of the school-basedtmmwdihat support or inhibit teacher
growth, as well as the larger policy environmerd arstorical context that gives local

conditions particular meanings to the teachersugstion.

These premises underlie the conceptual framewark Using in this study, which |
will explain and develop during the remainder @& thapter. The informing ideas that | use
to construct my conceptual framework are drawn ftbewresearch and literature in the
United States and other developed countries omézdearning, teacher knowledge, and
high-quality teacher professional learning oppadttes in an education reform era
(Desimone, Porter, Garret, Yoon & Birman, 2001,208upovitz & Turner, 2000; Valli &
Hawli, 1999; Wilson & Berne, 1999; Cochran-Smith_§tle, 1999; Borko, 2004; Penuel,
Fishman, Yamaguchi & Gallagher, 2007; Putnam & Bo2000; Knapp, 2003; Webster-
Wright, 2010). The framework also uses the grovéalgolarship from both developing and
developed countries on recent innovative approatthespporting professional learning that
take place within communities of practice that éostollegiality (e.g., Borko, 2004; Harris &
Muijs, 2005; Jita & Ndlalane, 2009; Webster-Wrigh®10; Steyn, 2013) and reflective
practice (Beijaard, Verloop, & Vermunt, 2000; Eva®802). Finally, | draw from the
research on organizational conditions that haviengact on teacher professional learning

(Clarke & Hollingsworth, 2002; Pedder, 2006; Rideon, 2006; Steyn, 2009, 2013).
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A general overview of teacher professional leagrand professional knowledge will
be presented first, along with a discussion oftieeg self-knowledge and their learning
stance. Following that, | review innovative appitegto professional learning in an era of
education reform. These innovative approachesdeclarious forms of high-quality
professional development, including ones that takeantage of the environment that
professional learning communities can afford. Rindldiscuss conditions that may operate
as influencing forces shaping the learning of teaghincluding teachers’ background, school
context and school leadership, all within condisiaf disenfranchisement set up by the

historical and current context in South Africa.

Teacher Professional Learning and Knowledge

Education reforms often communicate an urgent fieetkachers to change their
existing professional knowledge and skills. Thiamfe can be acquired through a variety of
formal and informal learning opportunities (ParisS@illane, 2010), and it occurs over time,
not only in discrete formally designated profesaldearning events. What teachers learn
here becomes thgrofessional knowledgeat they use in their practice. While engagimg i
these learning opportunities, it matters a great dew teachers approach their own
knowledge, learning needs, and self as a learheacher self-knowledge influences how
they respond to professional development as weheis abilities to implement changes in

their classroom practice as a result (Beijaard|odgr & Vermunt, 2000).

Conceptions of Teacher Professional Learning

Contrary to teacher “professional development,”chiliefers to activities that are
aimed at bringing about changes in teacher pragtieacher professional learning has
usually been defined as an individual internal pescof cognitive changes in how teachers

think, what they know, and how they approach ttesching practice, coupled with a social
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process of actual engagement with new ideas amtigeaalongside colleagues (Knapp,
2003; Paris & Spillane, 2010). Theorists varyha emphasis they place on the social
aspects of learning, with some treating it as aptetaly social process. According to a
situative perspective, teacher learning is defixeti process of increasing participation in
the practice of teaching, and through this pardittgn, a process of becoming knowledgeable
in and about teaching” (Adler, 2000, p. 37). Simgtigted, it is a process by which teachers
move towards knowing after and through engagingjfierent aspects of their practice both

in their own classrooms and in teacher communities.

The focus of this inquiry, as outlined in Chapteislon several aspects of this
professional learning domain. Specifically, thedgtseeks to determine (1) what South
African rural and township teachers think they atlye know and are able to do in their
classroom practice; (2) what these teachers thiek heed to know to accomplish the new
curriculum and meet new expectations for their w@aricluding their awareness of the new
curriculum and what they are supposed to teact){8nwhat they believe would enhance
their understanding of the new curriculum and tlagsvin which they are supposed to teach
it. Therefore, | base this enquiry on Evan’s défam of teacher learning that she describes as
the “the process whereby the teacher’s ideologi@ald epistemologically-based stance in

relation to his or her professional practice, iearced” (Evans, 2002, p. 130).

This focus sits within a broader set of ideas abeathers’ professional learning and
supports for professional learning. Teacher pradess learning is acknowledged as an
ongoing process that continuestmlve after engaging in the event of professional
development (Knapp, 2003). This process is initiatéhin teacher education institutions
and continues within teaching practice itself, &l &s in settings outside the practice. As
teachers engage with each other and in eventdispdgiarranged to promote professional
learning in these settings, growth in their subjeatter knowledge and teaching practice may
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result. Within these settings, teacher professita@hing is both a personal process and
collective act that is appropriately shaped throagtide range of learning opportunities
(Lave & Wenger, 1991). The personal process reéetise internalisation whereby the
individual teacher develops new theoretical ideakreew teaching processes, as well as
attending to their beliefs that are associated ulidinge (Evans, 2002). On the other hand,
the collective act refers to a process where tegadhgout and practice these new ideas over
an extended period of time in a collaborative manteough which they exchange ideas,
develop mutual norms and understandings of theikywand are able to reflect critically
about their practice. The combination of these pnacesses points towards more effective

ways of understanding and improving teachers’ iegréHodkinson & Hodkinson, 2005).

The nature of teachers’ professional learningfiedintiated in that it encompasses
different forms of learning opportunities that ocaudifferent settings (Wilson & Berne,
1999). For instance, prospective teachers parteipeteacher preparation programs as well
as in practice teaching. That is where they leanflormal sense about the school and the
purposes of schooling, what they are expected tiheie, and how they do that; of course,
they have already learned a lot about these thinttiectly, through their “apprenticeship of
observation” as former students (Lortie, 1975) pacticing teachers, they participate in
compulsory or optional professional developmengpams and also learn from everyday
interaction with their colleagues in attempts tasider aspects of their practice in light of

new knowledge and expectations.

Professional learning also takes place in formainieg opportunities and informal or
on-the-job learning opportunities (Parise & Spida@010). The informal learning
opportunities can take place within teaching pcactiself as teachers interact with each other
about their work, asking questions and getting ansywobserving colleagues, and
exchanging feedback, interacting with students,rmadting with parents (Paris & Spillane,
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2010). Most of the formal learning experiencdbio the traditional approach in that they
occur outside the teaching context which is thestlaom, and are often facilitated by an
expert whose aim is to teach the teachers. Thekedm workshops, special courses, graduate
coursework, conferences or in-service days (GdP@ater, Desimone, Birman, & Yoon,

2001; Desimone et al., 2002).

There are some suggestions that formal learningrtypities are not likely to
influence change on teachers’ practices (ParispiBaBe, 2010), at least under the most
common and established designs for professionaldpment. However, a series of
alternative designs for professional learning, ofteferred to as “reform professional
development” (Garet et al., 2001), has emergedaant years. These opportunities may take
place through professional learning communities retdvorks, committees, organized study
groups, mentoring, and internships. In the new \oé¥eachers’ professional development
represented in these alternative designs, teaaheengaged in professional learning
throughout their working hours (National Partnepsior Excellence and Accountability in
Teaching, 1999). This new view emphasizes sitearid activities guiding professional
learning that differ from more conventional fornhedrning opportunities in that they mostly
resemble the teacher’s classroom context, engagbedes actively and collaboratively with
their colleagues, and may even take place duringualcschool hours in teachers’ classrooms
(Desimone et al., 2002). Regardless of the tydearhing opportunity that teachers engage
in, what they learn through these reform professidevelopment efforts becomes a
powerful knowledge base that is useful for theafessional growth and development

(Desimone, 20009).

The broad-based perspectives that frame the contégdcher professional learning
under more recent, alternative designs for profesdidevelopment emphasizes that learning
is embedded in teachers’ everyday working livegr(&wm & Borko, 2000). This idea rests on
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situativity theory, which argues that teachers’wimg and learning are located in their work
experiences (Owen, 2004). Teacher learning thaugadee place in a teacher’'s own
classroom as the teacher reflects on his or hehiteg engages in self-development in the
form of any advanced studies, or when they tedekson (Guskey, 2000). It can also be
situated within a particular school or professicc@hmunity that has developed a shared
understanding, and it is shaped by the physicakanthl contexts in which it occurs (Lave &
Wenger, 1991; Putnam & Borko, 2000). Current redeamphasizes that, in order to
understand teacher professional learning, it shbeldonceptualized within various contexts
which include “both the individual teacher-learnarsl the social-systems in which they are

participants” (Borko, 2004, p. 4).

Teacher Professional Knowledge

By engaging in professional learning opportunitteachers gain a richer
understanding of the subject that they teach, gett@r understanding of their learners, and
develop knowledge and skills to teach in such a thaylearners can comprehend (Knapp,
2003). In other words, what teachers learn becqfessional knowledgeat they can use
in their practice. Teachers’ professional knowledgeommonly viewed as knowledge of
facts and concepts, professional teaching pracicespersonal experiential knowledge that
are attained in various ways from the practice [{®hu, 1986; Higgs & Titchen, 2001).
Possession of this ‘special’ knowledge by teaclsewghat distinguishes them from other
professionals. These different notions of professi&nowledge underpin the way that we
understand teacher professional learning. Currevilgee a shift in the understanding of
learning from thinking of this as just “acquiringdwledge” to developing an understanding
of learning that is embodied in teaching practice.

For teachers to gain this professional knowledgegsful forms of professional
learning opportunities are crucial. It is esserttiak this notion of a special knowledge base
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for teaching should frame the professional learmipgortunities if they are to have an effect
on teachers’ practices (Shulman, 1986; Mulholland/&llace, 2005; Opfer & Pedder, 2011).
However, research recognizes that some profesdearaing opportunities, particularly
those that follow more traditional ‘training’ appches, continue to be ineffective in
changing teachers' professional knowledge (BorR042Timperley & Alton-Lee, 2008).
Researchers in this field continue to wrestle \liik idea up to today, trying to understand
why and how these activities sometimes fail to intp@achers’ knowledge. Thus, a shift in
thinking about how teachers gain this professi&nalWwledge has rapidly grown, alongside
ideas about what kinds of teacher knowledge agtuaditter most for success in the
classroom.

A number of scholars have explored this matteeather knowledge in an effort to
understand the connection between this knowleddeheimprovement of teaching
practices (Shulman, 1986; Cochran-Smith & Lytle99;Driel, Verloop, & de Vos, 1998;
Sawyer; 2001; Eraut, 2007). Cochran & Lytle, fastance, conceptualised the connection
between teacher knowledge and practice, by idemgjfihree domains. (&he knowledge fo
practiceis the domain that addresses the formal knowleddelzeory that teachers use to
frame, explain, and guide their efforts to impraeir practices. It is based on the idea that
teachers have a special knowledge base whose pimssdsstinguishes teachers from people
in the streets. This domain of knowledge is gaitmedugh teacher preparation programs and
various professional development experiencesTle)knowledge ipracticerefers to
knowledge in action—that is, the practical knowlediat is gained from one’s teaching
practice and that is actually embedded in teaclwevs’ classrooms or in situations where
they are able to reflect on their practices sucim &sacher communities or networks. (c)
Finally, the knowledge gfracticewhich alludes to the knowledge that teachers fyam

their inquiries about their teaching and learnifigis knowledge can be generated from
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teachers’ own classrooms and schools as well agdeuthese contexts. When possessing this
knowledge, teachers are regarded as having a breddgéew of their practices.

However, the concepts of knowledge above do natesddeachers’ knowledge of the
contentthey teach and how to teach it—that is, what issttered to be the ‘special’
knowledge that all teachers should possess (Shulb®87). Shulman, a seminal figure in
conceptualizing teachers’ professional knowleddeniifies various components that form
this content knowledge. These components inclugieel pedagogical knowledge;
knowledge of learners and their characteristiceykadge of educational contexts,
knowledge of ends, purposes, and values; theiogdyihical and historical background;
content knowledge, and “pedagogical content knogéed His main contribution centered
on the importance of content understanding amaschi's, which was a shift from the past
research focus of how to teach. Consequently, Siulf987) paid more attention to content
knowledge, curricular content, and especipkylagogical content knowledge.

He defines pedagogical content knowledge as 4patial amalgam of content and
pedagogy that is uniquely the province of teach@rsr own special form of professional
understanding” (p. 8). This knowledge connectsstitgect content and teaching practice
which Shulman felt that it had been missing indbaceptualisation of teacher learning. A
teacher should not only have in-depth understanalirrgsubject taught, but should also be
able to teach that subject such that the learrmriges the same understanding. A teacher
should also be able to provide alternative explanatto cater for student diversity. All these
components are part of pedagogical content knowle®nhulman, by bringing this
understanding of what teachers should know, dousaderstand in their practice, articulates
the process of teacher learning that scholarsietttincept, including this study, focus on in

their research endeavors.
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Teachers’ Professional Self-Knowledge and Learnin§tance

Given these ways of approaching teachers’ profeasiearning and teachers’
knowledge, a third and essential conceptual elemesds to be considered. As individuals
who potentially actively engage in professionatiéag within their practice on a day-today
basis, taking advantage of various formal and midropportunities for enhancing their
professional knowledge, it matters a great deal teaghers approach their own knowledge,
learning needs, and self as a learner. How theytsamselves as a learner and how they
conceptualize their learning process figure promilyan how well they have developed the
tools to reflect on their professional knowledge aapabilities, and how they take advantage
of opportunities for professional learning. Alsmahwilling they are to accept the changes

and implement them in their own teaching practice.

In order for education reforms to be a successhera need to undergo a
considerable amount of transformation in their dmowledge and teaching practice, and as
they do so, assume what | calearning stanceln this stance, teachers change their beliefs
and dispositions about the subjects they teachtendays to teach them—in other words,
they change their professional identity (Drake ||8pe, & Hufferd-Ackels, 2010). A
learning stance can be considered as a positiorevibachers assume a different ‘self,” both
as a learner and teacher in response to the \a$itthre education reforms. It is apparent when
they are ready to apply new ideas in their subjactsteach them in new ways (Evans,
2002). Whether teachers reach this position ofgoediady to be changed, and how they do it,
depends in large measure on what they already kinelieve, and are able to do (Spillane,
2000), although the nature of their organizati@ral collegial surroundings may also
enhance or inhibit their adoption of a learningista Therefore, it is not surprising to
discover that teachers assume this learning stdiffeeently depending on their knowledge
and beliefs, as well as their sense of self.
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To assume a learning stance, teachers need taladgar sense of self (Spillane,
2000). Most studies talk about professional idgmti referring to a teacher’s knowledge of
self in relation to his or her practice (Beijaatak, 2000; Spillane, 2000; Connelly &
Clanindin, 1999; Knowles, 1992; Drake, SpillaneH&fferd-Ackles, 2010). Generally,
identity is defined as a person’s sense of selillé®g, 2000). Thus, professional identity
entails a person’s knowledge, beliefs, dispositiamsl orientation towards their practice
(Drake et al., 2010). Connelly & Clandinin (1998jar to “storied-identities,” where teachers
use stories to understand themselves personallprafessionally as well as the context of
their work. These stories contribute towards urtdeding the response of teachers towards
the changes. This inquiry intends to explore tlense of self” of teachers in impoverished
school settings and how they use this sense toresthe different ‘self’ as expected by
education reformers. The inquiry notes that, inegah it is often not easy for teachers to
express what they know about their practice siheg tire more in a ‘doing’ environment

rather than a ‘knowing’ environment (Beijaard, 204

Certain categories make up the teacher’s priofeglsidentity, according to Beijaard
et al. (2000). These authors assert that teachemtectheir professional identity from a
combination of the ways the teachers see themsat/sgbject matter experts, pedagogical

experts, and didactical experts. These conceptsraaty discussed as follows:

(a) teacher as a subject experteachers construct their professional idenkitpugh
the subjects that they teach. It is crucial fockess to possess the subject
knowledge base in order to be able to executea$iestof their practice

confidently;

(b) teacher as a pedagogical experthis concept encompasses the teachers’

engagement with students. The way teachers reldtdaheir students influences
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how teachers perceive themselves, for instanteaghers have a good
relationship with their students, they might coesithemselves as good teachers

which, admittedly, is not always the case; and

(c) teacher as a didactical expertknowledge of good models of teaching also have
an impact on how teachers view themselves. Theskelsasually guide how
teachers plan, implement and evaluate their les&ésing these models, teachers
explicitly learn to consider relevant aspects atténg. Knowledge of the
perceptions of their professional identity may beful in helping teachers cope

with educational changes.

To construct this learning stance, teachers undia@ough professional
development. Still, the effects of professionalalepment depend largely on how it is
presented to teachers and how they learn from t@amburn (2010) argues that many
teachers fail to transform their practices becaasee of the professional development
approaches that are provided for them do not digenta chance to critically reflect and
evaluate their practices on their own. The conseaswong researchers is that professional
development opportunities that allow teachers tgage in activeeflectionon their practice,
either as individuals or with their peers, arelijke foster changes among teachers (Garet et
al., 2001; Hawley & Valli, 1999; Borko, 2004). Ither words, teachers need to engage in
professional development that allows them to blecéte practitioners (Schon, 1983)

through own inquiry or in their communities of ptiae.

Reflective practice—the embodiment of a profesditesning stance—is described
as a deliberate action (Ghaye, 2011) where a fioacdt scrutinizes his or her professional
practice to identify what has worked successfutigt hat has not worked in order to learn

from that process. Through reflective practicecleas articulate stories of what they
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experience in their professional worlds with th@é&of using those experiences to create
new ones for themselves. Through this process ¢éeadet to understand what is possible
and less possible in their practic8ie concept of the reflective practitioner was papred
by Schon (1983) where he introduced four key ideasgive an image of how practitioners
learn. These ideas include ‘technical rationalifyfiowledge-in-action’, ‘reflection-in-action’

and reflection-on-action’.

This study aims to explore the understanding otelaehers’ views and thoughts on
their professional learning, thus it aligns itsalbre to the idea of ‘reflection-on-action’ that
emphasizes the development of self-knowledge shaseful for future planning. Schon
describes ‘reflection-on-action’ as that purposeittl of looking back that occurs after the
event and away from it. This is done in order tiotlse pace for future action. Practitioners
think about something significant that took placeheir practice or did not take place and
they learn from that and determine what could enged for next time. The study
recognizes that comprehending what goes on in gmiefessional practice does not
automatically warrant the professional growth afttimdividual. However, engaging teachers
in such reflective practice is likely to reveal newights of where these teachers come from,
what they actually learn from their practice an@viibat knowledge can be used to create

better learning for them.

Some teacher learning opportunities allow teacteeengage in reflection and
learning more than others (Camburn, 2010). Thewtlapproaches to teacher learning shed
light on how this is the case. Situated learnimggssts that knowledge cannot be separated
from the contexts in which it is created (PutnarBdérko, 2000). It emphasises the contexts
in which teachers interact as sites where leartsikgs placeThus, learning for teachers,
may occur in some aspects of their teaching petcch as their own classrooms, schools
and in their professional learning communities. ré€he contention that the contexts that
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support collaborative working relationships are enconducive to reflection and open
communication (Argyris & Schon, 1974). Hence, thstfgrowing trend of professional
learning experiences that takes into account théegts in which teachers learn while they
interact with others on practice-based issues (I8&aVéenger, 1991; Borko & Putnam, 2000;
Borko, 2004, Eraut, 2007). Engaging in collabomtdommunities provides teachers with an
opportunity to critique the existing knowledge ayain new one (Sawyer, 2001) that will

inform, and in turn, be informed by their classropractices.

Supporting Teacher Professional Learning in an Eduation
Reform Context

Professional learning in a demanding educatiorrmefmontext, as in South Africa
and elsewhere, turns out to be a challenging tastebchers. While teachers are expected to
develop the knowledge and skills to take on new@gghes to teaching, they also have to
unlearn the old ways that have dominated their imgrkves prior to the reforms. Nothing
matters more for education reformers than changaghers’ capacity for practice (Cochran-
Smith & Lytle, 1999), which they target in theioprsion of numerous and diverse learning
opportunities. To achieve that, they set new peti¢co promote and support teacher
professional learning. These include increasingralyer of hopefully effective or high-
guality professional development opportunities,mupng professional learning
communities, and motivating teachers to also takpansibility for their own professional
learning. Unfortunately, whether these intervergiare made available or not, effective or

not, the onus is on the teachers to change thaatipes as the reforms expect.

In order to make the reformers’ vision a realitghange in the design and provision
of the support strategies for teachers’ learningdied, as the preceding discussion of

professional learning, professional knowledge, laathing stance makes clear. As noted
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above, the traditional “top-down” strategies thaldw an in-service training model (Little,
1993) would definitely not work in the reform eee they are not compatible with the
complex and evolving nature of teaching and le@einvironments, nor do they reflect more
sophisticated understandings of professional legritself. A shift to innovative strategies
that would help teachers assume a new stance teweett professional learning —the
“reform professional development” (Garet et alQPPalluded to earlier—becomes
inevitable. These are the strategies that move d&wwaylearning that is mere delivery of
knowledge to learning that considers the relatignbktween the whole person and their
contexts (Putnam & Borko, 2000; Webster-Wright, 20T hese strategies also allow
teachers to reflect on their practices in ordadémtify their successes and failures which
they could use to adopt this new stance in thamnieag. Current research literature shows
consistently that where teachers can reflect, emgagew ideas and are given opportunities
to work together and learn from each other, a ceamgheir practices will be evident (Harris
& Muijs, 2005). | start the discussion of theseawative strategies to professional learning
by looking at the learning opportunities that argarded as “high quality.” Following that, |
will look at professional learning communities,aasontext and prompt for professional

learning.

“High-Quality” Professional Learning Opportunities

Research in the developed world regards ‘high-gualpportunities for professional
learning as a particularly good tool for changiegahing practices (Valli & Hawley, 1999;
Supovitz & Turner, 2000). Desimone (2009) cautidhsugh, that it is not the professional
learning experiences as such that are linked togd®in teachers’ knowledge and skills, but
core features of these experiences. A number @alachhave established a professional
consensus that professional learning opporturitesbe regarded as “high quality” if they
include many of the following critical features:pdigit focus on subject matter; active
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engagement in learning activities; intense andreddd period of engagement; collaboration
with peers; ‘reform type’ professional learning ides that differ from the traditional ones in
that they include study groups, coaching, and niergpand coherent connections with a
wider set of opportunities for teaching and leagniDesimone, Porter, Garret, Yoon, &
Birman, 2001; Valli & Hawley 1999; Wilson & Bern&999; Borko, 2004; Penuel, Fishman,
Yamaguchi, & Gallagher, 2007; Coenders, TerlouvksDa, & Pieters, 2010). These features

are explained in detail in the following paragraphs

First, numerous researchers affirm tballective participation of teacheis learning
opportunities can foster their subject knowledge iastructional improvement. Working
collaboratively and through discussion, teachezsasate to change their beliefs about what is
important in content subject matter and what theidents are capable of doing (Garret et al.,
2001; Borko, 2004; Penuel, et al., 2007). Garred.g2001) emphasize that if teachers from
the same school, grade, or department engage liedslearning opportunities, they have the
chance in their settings to share information #estes from their professional learning
experiences, and are also likely to share commaicalum materials and information about
the needs of shared students. Research assertsabtlagrs that participate in strong
professional communities are particularly successfimplementing new reform plans,

because reforms have more authority when theyralgaeed by peers.

Second, a number of authors agree that profesdeealing requires dual focus on
both knowledge of subject matter content and aretgtdnding of how children learn specific
content(Garret et al., 2001; Penuel et al., 2007; Sup&ifaurner, 2000; Fishman et al.,
2003; Borko, 2004). For instance, Borko refersrafgssional learning activities that focus
directly on the subject matter, engage teachelesaasers, and are followed by on-going
support that can help teachers develop powerfubratanding of the content subject. This
feature alludes to the essential idea of “pedagdgientent knowledge” (following Shulman’s
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notion), and by explicitly addressing pedagogi@aitent knowledge, professional
development is more likely to be high quality. Desne (2009) suggests that it may be

regarded as the powerful feature in changing teatpeactices.

Third, high quality professional learning oppoities are likely to be botimtensive
and sustained over timavolving follow-up and support for further leamg (Garret et al.,
2001; Hawley &Valli, 1999; Supovitz & Turner, 200Bprko, 2004; Penuel et al., 2007).
Garret et al. (2001) indicate that activities thetend over time are more likely to provide an
opportunity for in-depth discussion of content afidw teachers to try out new practices in
the classroom and obtain feedback on their teaqping22). Professional learning
experiences that are of longer duration and tinagé spe more likely to contain the kinds of
learning opportunities necessary for teacherstegmte new knowledge into practice (Penuel
et al., 2007). There is no exact specificity ofatian but research suggests professional
learning activities that can take a whole semestdrinclude more contact time (Desimone,

2009).

Fourth, researchers assert that professionalitepislikely to be more effective
when itengages teachers in concrete teaching tasks aretlbas teachers’ experiences with
students, thus promoting active learnif@garret et al., 2001; Penuel et al., 2007; Jeargie
Oberhauser, & Freeman, 2005; Borko, 2004). Actaning includes activities such as
observing more experienced colleagues or beingredddy them, instructional planning
and discussion, and reviewing students’ work, feld by discussions. Learning is fostered
when teachers engage in conversations about neerialatliscuss strategies for effective
teaching, push one another to experiment aroundméatives, and work collaboratively to
share expertise (Borko, 2004). As such, learninmpagnces that encourage teachers’
participation may be more effective in supportimgpiementation of innovations (Penuel et
al., 2007).
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Finally, professional learning activities are mbkely to be effective in improving
teachers’ knowledge and skills if theyrm a coherent part of a wider set of opportursitier
teachers’ learning and developmefar example, building on what teachers have kedyn
content, and pedagogy aligned with national, statelocal standards (Garet et al., 2001,
Penuel et al., 2007). If teachers perceive thenal@nt between the professional learning
activities and their own goals for learning andlgdar students, they will thus commit to

adopting the innovation (Penuel et al., 2007, 4)93

To conclude this section on high-quality profemaiolearning experiences, this
inquiry concurs with the Ndlalane (2006) argumdatt tit is not yet clear whether these kinds
of high-quality professional learning opportunitigscommended by scholars in developed
countries, can be possible in disenfranchised gts®ich as the one that this study focuses
on. Other researchers (e.g., Bantwini, 2009; MakhelJita, 2012) are in line with what
Ndlalane says, that the contextual factors andhegat various needs in their subjects, that
are the results of the legacy of South African’sadional system, may hinder the success of
high-quality professional development for teachierthese contexts.However, a notable
growth in a number of the professional learning eiedhat carry some of the components of
high-quality professional development, such as gwsibnal learning communities where
teachers can work collaboratively, is evident eirethis context. A shift to the innovative
strategy that emphasizes the collaborative nattileasning will be discussed in the next

section.

Professional Learning Communities

A rapid-growing shift from a focus on individu&drning to collaborative learning,
with particular regard for the contexts in whichdbers learn while they interact with their

peers on practice-based issues, is highly evidergaent years (Putnam & Borko, 2000). The
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contexts may include their own classrooms, schawold,any place where teachers meet to
discuss their practice. A common meeting placestiteetures and patterns of engagement
among teachers in what are referred to as “prairasiearning communities” (PLC’s). A
popular idea capturing the attention of scholarssscthe world, PLCs seek to promote the
professional growth of teachers within a contextahmunity (Stoll, Bolam, Mcmahon,
Wallace, & Thomas, 2006, p. 221). Stated simplytraessional learning community refers
to a community of professional people, in thisamste, teachers who are engaged in
collective learning about their practice. Much leé turrent literature on teacher learning
emphasizes the collaborative nature of the leamingess, and engagement in PLCs is
thought to be one way to encourage this kind dabolration. This approach is different from
traditional approaches in that it moves away freachers who work alone—and who learn

alone about how to do their work—to teachers whokvitoa community.

Professional learning communities can be intergrdtierently in different contexts.
The following terms such as “a reform movemengllying cry for change, a specific
education reform strategy, distributed leadershigchools, teacher collaboration and more”
(Johnson in Mullen, 2009, p. 18) are used to desgrofessional learning communities
generally. For purposes of this research studsefiep to define these communities as
professional contexts in which teachers engagelliatorative work and participate in
decision making with a shared sense of purposeatmbmes (Harris & Muijs, 2005). This
notion of teachers’ collaborative efforts seen a@sd effective in the improvement of their
students’ learning was recognized a while back agenholz, 1989; McLaughlin &
Talbert, 1993; Darling-Hammond, 1996). Howevegatnered most attention after Garet et
al's study (2001) that showed collaborative praf@sasl development to be more effective in

bringing about teacher change.
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There is consensus on the key features that asranshared by the professional
learning communities. | provide a brief discussobithese features as highlighted in Stoll et

al., 2006:

(1) Shared values and visioA vision and purpose is centrally important in
professional learning communities. When teacheesaip from a shared value
basis, they are able to make collective decisiokingathat impacts the learning
of their students in a positive manner.

(2) Collective responsibilityProfessional learning communities are collectively
responsible for student learning. Such responsitgincourages commitment from
all the members of the community. It also helppreventing teacher isolation
which is common in the teaching profession.

(3) Reflective professional inquirylhis includes frequent examination of teachers’
practices that is conducted by teachers themselhvieg their own peers and
conversations about educational issues involviegaibplication of new
knowledge.

(4) Collaboration. This refers to working as a team in order to achigne shared
goals of improving student learning. As teacherskiaterdependently to reach
the shared the purpose, they are able to manadiectoaffectively.

(5) Emphasis on group, as well as individual, leaga As teachers work jointly with
their peers, creation of collective knowledge iglewt instead of learning as
individuals. Through collective learning, teachieteract and participate in
dialogue.

Researchers concur that teachers need to paréigipatich learning communities to

be in a position to take on the new roles thatereanded by educational reforms (Borko,

2004, Jita & Ndlalane, 2009; Opfer & Pedder, 208tkyn, 2013). Professional learning
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communities are necessary for teachers in that wiencome together to work in these
professional learning communities, they have arodppity to discuss problems that they
encounter in their teaching practices and aretaldbare strategies and solutions (Putnam &
Borko, 2000). In that way, they are able to lookhat various ways in which their subject
matter can be taught. Through collaboration, tesclearn from each other between subject
areas, classrooms, and schools. Research evidenws that when teachers engage in a
dialogue with each other about their practices,mmedul teacher professional learning

follows (Harris & Muijs, 2005).

Much of what reformers hope will happen in professi learning communities
embody many of the attributes of high-quality pesienal learning opportunities as discussed
in the section above. In this sense PLCs are ddfexent reform “approach” but a set of
ideas about professional learning and how to supipibrat embraces various approaches and

design features.

Conditions that Influence Teacher Professional Learing

To understand how the process of professional dpuatnt works in a reform
context, it is imperative to pay attention to cdiutis and forces that are likely to promote or
hinder the teachers’ learning experiences and tiagiacity or motivation to realize their
learning in daily practice. This may include corafis that are located within and outside
teachers’ boundaries such as teachers’ backgromadchool context with its support systems
and structures, and the type of school leader&raplihg-Hammond, 1995,1997; Clarke
&Hollingsworth, 2002; Knapp, 2003; Wallace, 201@yriBe & Spillane, 2010; Darling-

Hammond & Richardson, 2009).

Within-school factors such as its leadership, tttesl environment, and the

organizational norms play a huge role in shapireggihality of, and access to, professional
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learning experiences, while also influencing teagiezceptions of teacher professional
learning (Scribner, 1999; Clarke & Hollingswortl)@2). For instance, in schools where
teachers show proficient individual competence sttt the same time they work in
collaboration with their peers (Newman, King, & Yay 2000), are encouraged and given
support to participate in professional learningezignces, and where teachers have support
from their organizational leadership to try out neaching techniques, then teachers usually
encounter no challenges in promoting their protesai growth (Clarke & Hollingsworth,

2002).

In contrast, in schools that are characterizeddpyided-professional environments
(Mushayikwa & Lubben, 2008), in which teachers waith minimal resources, limited
exposure to professional development experienceslagk of support from organizational
leadership, teachers are likely to have difficgliie changing their understanding and teaching
practices. Before looking at how such deprived extstcan have an effect on how teachers
learn and teach, | discuss how the school contexggeneral, contribute towards enabling or
constraining teacher professional learning. Angd #lso important to consider what teachers

as individual participants in professional learnibming to it.

Whatever the school context, the new professigrahing of teachers is inevitably
shaped, to an extent, by who the teachers are hatttey bring as individuals to that task.
Their backgrounds are thus a first and basic cammdibfluencing the professional learning

they are engaged in.
The Influence of Teachers’ Background on their Praéssional Learning

As teachers engage in professional learning oppiti¢g, they do not come as empty
vessels that wait to be filled with new knowledgel zkills that are required by the reform

contexts. They bring their past experiences anéfisghat affect how they learn and teach in
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their classrooms (Richardson, 2003). These pagreqres and beliefs constitute, what |

call, teachers’ background. Teachers’ backgroamdshaped by both their personal and
professional experiences. The professional backgremcompasses how teachers were
taught as students both in their school and teastheration (Robinson, 1999). Knowles
(1992) argued that a number of personal dimensiaol as the teacher’s childhood
experiences, the early teacher role models, theque teaching experiences and other

critical incidents in the teachers’ lives shapeartireages as teachers. Such ‘image of self as a

teacher’ is critical to the development of the teatknowledge and classroom practice.

Also, the beliefs that teachers have or carry abthait teaching and learning
influence their response towards professional legr(Opfer & Pedder, 2011). They may be
motivated to learn new knowledge and new teachiagtjges, or alternatively, resist to
unlearn what they believe, know and know how toldmther words, teachers bring to their
teaching attitudes, values, and images in the samblof beliefs that influence their own

decisions about learning.

Teachers’ knowledge and teaching practice not dapjends on what they know or
believe about teaching and learning (Jita, 2004is also shaped by their sense of self
(Spillane, 2000), that is, thadentity or self-knowledg@s discussed above. Teachers’
identity defines who they are and how they undesthemselves when it comes to their
learners, their colleagues, and their subjects.dNbt are teachers expected to know their
subject concepts, they also need to understandstiiees as specific subject teachers (Drake
et al., 2010). Knowles (1992) argues that thehtees childhood experiences, early teacher
role models, their initial teacher programs, anatier critical incidents all contribute
towards the formation of a teacher’s identity. @héhis inquiry’s aims is to explore how the
participants see to their identities enable or @irttieir development of new knowledge and
classroom practices.
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Teacher professional learning in a reform conteghtbe challenging for some
teachers. This may be the case with teacherssmablearch study as will be elaborated in the
discussion of disenfranchised school contextserfdliowing section. It is challenging in
that the new knowledge and classroom practices dete@chers to move away from what
they already know about themselves and their stdb{€rake et al., 2010). They need to
reject not only that old knowledge of their subgedtut also their beliefs about those subjects
and how to teach them. Consequently, it is cruoiainderstand what teachers know about
themselves as teachers, their subjects, and thesroom practices before the design of their
professional learning experiences aimed to foktr teaching and learning (Drake et al.,

2010).

The Influence of School Context on Professional Leaing

Research has proven that school contexts havepiaity to impact teachers’
professional growth at every stage of professideaklopment, that is, from their access of
professional development throughout the proceshafige (Clarke & Hollingsworth, 2002,
Pedder, 2006). School context, an organizationar@mment unique to teachers and other
school stakeholders (Scribner, 1999, p. 242), isre/heachers are socialized to the existing
organizational norms through the policies and pdaces that give direction of the

organization and also control how personnel indl@ganizations conduct themselves.

Numerous elements in the school context may stigpdrinder the process of
teacher professional growth. Such elements inchagess to opportunities for professional
development, restriction or support for particuigres of participation, encouragement or
discouragement to experiment with new techniqued aaministrative support or restrictions
in the long-term application of new ideas (Clarkéi&llingsworth, 2002, p. 962). For

instance, other schools prioritize other aspe@tdhbcur in schools more than the
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development of their teachers, and thus, do nateage or give them time to engage in
professional learning opportunities. Inevitablyhsals that are characterized by unsupportive
conditions such as the conservation of the traghficulture of teacher isolation, less
collaboration amongst teachers, and a lack of sibmmitment to professional
development impinge on the learning of their teashenfortunately, for teachers who are

the focus of this study, their school settings tenfhll under this latter category.

The quality of teachers’ relationships in a scharglnization also falls under the
influences that foster or impede teacher learn8miliane, 2000). These relationships are
formed when teachers show trust amongst each afttiestrive to work collectively towards
the improvement of their teaching and learning. $tigool’s joint pedagogical norms and
practices, shared beliefs about their teachingeanthing in the school as well as shared
capacity to accomplish shared learning goals dreraichool-level factors that motivate
teachers to engage in professional learning expege(Paris & Spillane, 2010; Opfer &
Pedder, 2011). Whilst improved classroom pracsce riesult of individual teacher
proficiency, the student achievement of the wholesl is made possible through the
collaborative efforts of all teachers in that sdhidewman et al., 2000). This collaborative
effort to improve the students’ achievement ismefe to as the school capacity. Such
schools where teachers hold collective responsilidr student learning and display high

capacity to learn are more likely to influence apeson their teachers.

Regarding the shared norms, on the one hand, shesed norms that support
openness may serve to incapacitate an individaahter’s practice when it is in line with
what the colleagues believe about learning. Orother hand, one’s practice can be
constrained if it goes against one’s colleaguebéfse In light of that, it is obvious that
schools have a large responsibility to adapt thteirctures and practices in order to create the
atmosphere of openness and trust among their tesadfa instance, giving teachers time to
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meet and discuss common issues about their pramticaily or weekly basis can motivate

teachers to open up to their colleagues aboutarigals encountered in own classrooms.

Finally, schools that have enriched technical resssisuch as high quality
curriculum, books and other instructional materikboratory equipment, computers, and
enough work space are able to improve their sctaygdcity in that they have support
structures (Newman et al., 2000). The enricheduress make it possible to execute
effective teaching practice. Sharing teaching tepres and collaborating on the classroom

practice becomes much easier where there is atxressource materials.

The Influence of School Leadership on Professionalearning

As the discussion of school context might imphhea leadership—one of the chief
influences on school context—plays a crucial ralehaping teachers’ professional learning
(Heck & Hallinger, 1996, 2010; Parise & Spillan@1P; Knapp, Mkhwanazi, & Portin,
2012, p. 188). These and other scholars descrébknth between school leadership and
professional learning well, as they state thatgssibnal learning “sits at the heart of
leadership”. The quality of organizational leadgvsh central to the success or failure of
teacher learning. The leadership in schools infdiredearning and teaching of its teachers,

or lack thereof.

A constant suggestion from the scholarship oveptst several decades has been
that the school’s principal is the key element bdhhe high level of performance in a
school. Also, there is contentitimat schools that are known to be effective havaimmon
effective principals, who carry out a clearly antated shared vision within their schools
(Sergiovanni, 2001). The school’s principal wasmee as the vision holder, the keeper of
the dream, or the person who has the vision obtbanization’s purpose (Wiley, 2009, p.

14).
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The traditional conception of school leadershipsged on the role of a school leader
as an administrative one that emphasizes manageivities such as discipline and
community relations (Graczewski, Knudsen, & Holtrrn2009). This conception did not
pay attention to the role of the principal in redatto, and its impact on, the instruction of
learners. Contemporary research, however, reféestsfting landscape in thinking about
school leadership in two ways that depart from fihisis on school administration and the

principal’s role as manager.

First, the school leader’s role has been incresneglefined, with less emphasis on
management and much more on the guidance and iewpent of the instructional program.
In this respect, pincipals have been viewed moiasiguctional leaders, who influence
instruction and other practices such as teachéegsmnal development that lead to

improvement in student performance.

Second, treatments of school leadership have dHifteus from the individual to the
team, from leaders’ actions to interactions ame=glérs and team, from position- and
person-centered leadership to more distributedequmans (Knapp et al., 2012). A growth of
new terms have come to the center of discussiorseimolarship, such asstructional
leadership(Hallinger, 2005)collaborative leadershigHallinger & Heck, 2010)shared
leadership(Marks & Printy, 2003), andistributed leadershigSpillane, 2001), reflecting a
changed landscape of school leadership. Whatenmariseused, this broader conception of
leadership soon became the main focus when tattwogt organizational leadership that has
an impact on the improvement of teaching and legrndrganizational leadership
encompasses all school actions aimed at the imprentof the school that are shared by the
principal, teachers, teacher leaders, adminissand so on. This leadership is treated as the

“shared work and commitment that both shape thection of the school and its learning
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improvement agenda, and also mobilize effort aretgnto pursue that work” (Knapp et al.,

2012, p. 189-190).

Effective school leaders—principals and others wkercise instructional leadership
along with them—affect teacher learning in the viorke in various ways (Paris & Spillane,
2010). They do this by encouraging knowledge skyasimong teachers and creating internal
structures that promote collaboration among teachkstructional leadership includes
activities such as setting regular meeting timeddachers to plan instruction and reflect on
their practice, promoting social trust among staéimbers and practicing distributed
leadership. In addition, those school leaderssbatlear expectations to teachers and

concrete goals for student achievement can enceueaghers to improve their practice.

Also, effective school leaders influence conditiansl practices in their organizations
through their beliefs and actions regarding teapheiessional development (Youngs &
King, 2002). They connect their schools to effeefirofessional development that is
sustained as well as continuous, and provide oppitigs for feedback and assistance in
teachers’ classrooms. Blasé & Blasé, 2001, p. 8@3hasized teacher developmental
strategies that promote teacher professional grdwethinclude (1) emphasizing the study of
teaching and learning, (2) supporting collaboragffgrts among teachers, (3) developing
coaching relationships among teachers, (4) encowgamd supporting redesign of
programs; (5) applying the principles of adult feag, growth and development to all phases
of teacher development and finally, (6) implemegtaction research to inform instructional
decision making. When teachers work under suchatipe leadership, their professional

growth is stimulated.
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Disenfranchised School Contexts and Professional aming

Mushayikwa & Lubben (2008) describe the ‘disenfiiised contexts’ as those school
contexts in which teachers work in isolation witimimal support from the education system.
What is more, they often serve communities thatadlan be described as
“disenfranchised”—lacking power and resources, lauiinlg in circumstances that present
severe challenges. Usually teachers that workisncontext have limited access to
professional development opportunities, lack supfpom the school and district leadership,
and receive little encouragement to experiment wai teaching techniques. In places such
as the United States, such a context is seen iy oréan and most inner-city schools noted
for the highest turnover of high-quality teachevith stressful teaching loads, and limited

professional development supports (Darling-Hammasady).

The participants of this particular study, as mahthe current practicing teachers in
South Africa, are from such “disenfranchised” sefsi. They suffered for a long time under
the Apartheid education system that subjected tloesnpoor quality of school and
professional education (Maistry, 2007). There wexedly any professional learning
opportunities and education leadership suppormk@aece these teachers’ professional
knowledge and growth. The only form of professideatning opportunity for these teachers
usually occurred in their initial teacher prepamatprogram, and often it was of poor quality.
Once they completed that program, they were coreideompetent enough to get into their

classrooms and start teaching.

There was also no support from the building otrdisleadership whatsoever. Instead
school principals and district leaders who weréedainspectors’ served to ensure that the
teacher was executing the well-defined instructitasks as set by the department of

education. It should be remembered that it wasebponsibility of the department to enforce
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the objectives of the then governing system, winelsnot to expose the learners in
disenfranchised settings to the best quality otatanthat would have not “been useful to
them and their people anyway” (paraphrased fronMimister of Education’s speech made

in 1953).

Undisputably, the norms, values, attitudes, aglabts of South African teachers have
been shaped by a combination of influences thatsdadck to the era of apartheid education.
Teachers have internalized images that were iegtifi them during this unfortunate era that
they were not good enough and, in anyway, theydicheed to be. It is no wonder that,
despite a notable improvement in the provisiorhefgrofessional learning opportunities to
improve the quality of teaching and learning irstbontext, there is still a huge cry about the
lack of good professional knowledge and practiceragrthe teachers in disadvantaged

schools (SA Department of Education, 2006, 2012120

Teacher professional development is a crucial efgnm any educational attempt to
improve teaching and learning (Ono & Ferreira, 901IDits process to implement the new
curriculum, South Africa had an urgent demand tufoon the professional development in
order to prepare the existing teaching force ferriaw curriculum. During the initial stages
of the reform, continuous professional developnvead meant to familiarize teachers with
the new curriculum, helping them in this procesganslating theory into their classroom
practice. Nevertheless, as is often the case wlitlcaional reforms, more attention was paid
to the desired educational change rather thamtpeovement of teachers’ professional
knowledge and teaching practices (Bantwini, 20B8)m my personal experience as a
former teacher in this setting, | recall that tlke@rnment, in an effort to enhance their
teacher quality focused more on upgradingghalificationsof teachers to the neglect of

their professional learning.
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As noted in Chapter 1, research indicates thahduhie introduction of the reforms in
South African context, traditional approaches wiggsional development such as
workshops, courses, and seminars that were dativbreugh the cascade approach were
popular (Potenza & Monyokolo, 1999; Kriek & Grays@909). Unfortunately, such
professional development models had limited efiectess for South African teachers who
were mostly affected by the legacy of apartheidcatian and thus were exposed to basic
schooling and inadequate teacher training (Mai&098: 67). It was only after the
recognition that most teachers were strugglingeteetbp learning programs that translated
into their classroom practices (Mulaudzi, 2009} tha professional development programs
that considered the contextual needs of indiviteathers and were focused more on

improving the subject knowledge and teaching skillieachers began to emerge.

Even in developed contexts, scholars point outédacation reform movements
usually flounder in deprived settings for varioaasons, such as being implemented in weak
social, political, and professional scaffoldingadequate support for teacher development
from leadership on the ground; and less recognifdeachers’ beliefs and their capabilities
(Payne, 2008).The schools in these contexts (Heik/nited States urban areas studied by
Payne) are often staffed by new teachers, who Beoame overwhelmed because of difficult
conditions under which they work and less suppornhfthe organizational leadership. These
schools bear some resemblance to disenfranchibedlsdn the South African context, that
are often staffed bynqualifiedteachers or those who are about to retire andldicks

motivation to improve their learning and teaching.

These teachers are expected to learn to teable teforms’ expectations on their
own. What usually happens in such instances isthiese teachers just learn to cope rather

than strive to be the best teachers (Darling-Hamin@897). A pervasive demoralization of
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the teacher workforce is common in such settindggreby they do not believe things will get

better or that their students can be successfyh@2008).

Summary of the Conceptual Framework

Professional learning encompasses the changeshndaxhers’ capacities for their
practice and the practice itself (Knapp, 2003)eféers to the changes in teachers’ knowledge,
skills, and thinking about their professional pieet At the same time, it alludes to the
changes in the practice itself when teachers apely new-found knowledge and skills. The
more recent alternative views of professional legymnd how to support it bring into view a
new set of assumptions about how professional ileguand classroom practice are related.

In an older view, the two would be completely disti teachers would acquire knowledge
first, and then “apply it” in the classroom. Thearer, more situated view would treat the
learning as intimately bound up with classroom fica¢ as realized in the actual new forms

of participation in the classroom.

Teacher professional learning remains a puzzlerésgtarchers struggle to solve, in
that effective change in some of teachers’ knowdealgd practices seems to be unreachable.
Knight, 2002, p.2, as cited by Bantwini (2011) ddses this puzzle as “a never ending story
that is like a religious struggle in an escapeimf AAn attempt to contribute towards solving
this puzzle was the driving force behind this imguThe inquiry intended to explore whether
teachers themselves understand their own knowladdepractice, and if so, what-tieey
understand and what influences that understandingursuing the research questions

presented in Chapter 1, this study’s conceptuatdraork, schematically described in Figure

! As will be discussed in Chapter 3, for this stligyas unable to observe the actual practice btgachers in
the study expressed their understanding of own ledbye in the reform context, they also attemptegive a
picture of how that knowledge link to their clagsmopractice.
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2.1, foregrounds key ideas from scholarship onhieest professional learning, knowledge,
and learning stance, coupled with research on digtlity professional development and the
contexts for professional learning, representeti bothe current and historical policy

environment and local school conditions.

Figure 2.1. Conceptual Framework Regarding Teachers ' Professional Learning

In The South African Reform Context

Societal/historical context: Legacy of Apartheid

Policy environment that demands new professional learning
and ambitious classroom practice

| '

Design of Teachers’ Professional Learning
professional —>

learning
opportunities Teacher' perceptions of

their own knowledge (prior
learning) and learning

needs (subject, pedagogy)
Teachers’
background: |
race, education, . Teachers’
professional Teachers' capacity actual
preparation forambitigus . classroom
\ i classroom practice practice

Teachers’ L » /
_participation Teachers’ stance
in professional towards their own

learning professional

opportunities learning

T 1

Local school-based conditions supporting (or inhibiting)
teachers’ professional learning

In this study, | treat teacher professional leagras the process that evolves both
during and after engaging in the various eventsdbastitute formal, intentional professional
development. This process is initiated when thehier enters the teacher training phase and

continues throughout the teachers’ working expegeithe kinds of teacher knowledge that
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are developed in these phases focus on what teagbded to know and how they learn to
teach that, what they actually know and how thegtie These encompass the knowledge of
practice, knowledge in practice, and knowledgepfactice (Cochran & Lytle, 1999).
However, the crucial knowledge is the knowledgeaitent and how to teach it that is
referred to as special knowledge (Shulman, 1988719 his is the type of knowledge that
distinguishes teachers from other professionalasTitis inevitable for every teacher to
possess this professional knowledge. Otherwisg,fthd it hard to do what they are

supposed to do in their classrooms.

The inquiry also considered how teachers underdtsmiselves as learners and the
process of learning itself—in other words, it megteoth what knowledge they possess and
how they understand or perceive what knowledge kiasre (or don’t yet have). For
education reforms to become a reality, teacherd teeassume a learning stance, that is,
acquire a predisposition to seek and absorb newledge and teaching approaches. To do
that, they need to, first, have a sense of seduiagect matter experts, pedagogical experts,
and didactical experts. Teachers may or may netddeprepared to express what they
understand about their learning due to the legédlyeir past. However, the chance to
articulate what they understand about their legraimd teaching helps them and others
understand their views about the professional Iegrapportunities presented to them. The
insight gained from there may be useful in givintufe direction towards the design of

professional learning opportunities that may bemregiul to these teachers.

Second, as signaled in Figure 2.1, to be ablesonas a learning stance, teachers
need to participate in high-quality professionalelepment programs that are necessary to
support teachers in their reform context. Whay tkreow and the stance they assume is thus
very likely shaped by the design of the profesditesrning opportunities they participate in.
High-qualityteacher professional learning experiences can aaignificant impact on
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teachers’ knowledge and teaching practices, stateatrning and on the implementation of
new educational reforms (Villegas-Reimers, 2003¢hHyuality professional learning
opportunities refer to those learning opportunities carry certain critical features that are
linked to changes in teachers’ knowledge and sKillese learning opportunities should also
allow teachers to engage in critical reflectionatitbeir knowledge and work either as
individuals or in collaboration with their peershus, this research inquiry uses the context-
based lens to view teachers’ professional learapmprtunities that are likely to expand

teachers’ knowledge and learning.

Finally, to fully understand the trajectory and gibdities for their professional
learning, South African teachers’ learning is lik& be pervasively shaped by several
important contexts, also highlighted in Figure 2Fbr one thing, their learning is set in
motion yet also constrained by a current and palgtypenvironment that, on the one hand,
urges them forward to ambitious form of teachinagcgice, yet historically has critically
limited what they could and should learn as profesds. Reflecting that environment,
individual teachers come to their teaching andgssibnal development experiences with
background heavily shaped by their racial roots @t professional preparation and
experiences. Finally, the teachers’ workplace &edsupport they receive from school
leadership will have a great deal to do with whatytcan accomplish as learning
professionals (Darling-Hammond, 1997; Clarke & liwgjsworth, 2002; Wallace, 2010; Paris

& Spillane, 2010; Darling-Hammond & Richardson, 2R0

These elements of my conceptual framework are iaaguide to the findings |
present in Chapter 4. But, first, in Chapter 3g$atibe and justify the design and methods

through which | explored this topic.
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Chapter 3

Research Design and Methods

This dissertation study sought to explore whatheesin South African rural and
township schools understand about their subjectemibhowledge and teaching practice,
particularly within their current reform context.aimed to investigate teachers’ professional
learning process by encouraging them to reflectiidat they know regarding the reform
curriculum they are teaching, the subject mattemkadge it may imply, and how they go
about teaching it. They were also encouraged toesgheir understanding of how they
learned the curriculum, their subject matter and kmteach it, and in particular, how the
kinds of professional learning environments theg been able to access did or did not
facilitate their learning. By doing that, the studiended to discover how to motivate the
teachers to use those elements of knowledge atéxito engage in the creation and design
of new professional experiences for themselvesuin, this study aimed to answer research
guestions concerning South African teachers’ viefsheir own professional learning and
themselves as learners, their accounts of the ssiofieal development they experience, and

the ways these professional development experiararefacilitate their learning.

To answer these research questions, | conductedsic™ interpretive study
(Merriam, 2009), which drew on several elementsasfe study research designs, though it
stopped short of incorporating a full multiple-cassign and analysis process. Qualitative
research was the best way to learn about the isgukse heart of my study because | aimed
to investigate what meanings teachers attributediw professional learning and their
professional development opportunities (Miles & uhan, 1994; Merriam, 2009). Through
basic qualitative study, the researcher strivasterstand and make sense of the phenomena

from the participant’s point of view (Merriam, 2082in this instance, the teachers’ point of
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view, a perspective that has been noticeably ngfsom policy discourse and the design of
professional development in South Africa. The congrds of all qualitative research include
the search for meaning and understanding, thends®abeing the instrument for data

collection and analysis, using an inductive strategyield rich and descriptive data (p. 6).

The type of qualitative design that | employed dmwa case study research strategy
(Merriam, 2009; Yin, 1994) in order to explore thars’ understanding of their learning. In
my research the unit of analysis was the teaclhderstanding of their professional learning
as well as their learning experiences and suppattsres. By focusing on the teachers’
understanding of their learning and learning oppaties, | intended to gain a better
understanding of these teachers’ vantage poingiwhbuld clarify what they need—at least,
what they believe they need—and what they find nmegal in their professional
development programs. Case study provides thends=a the ability to focus on the
particular phenomenon in order to gain a richckhdescription of that phenomenon in a
manner that brings clear understanding to the re@@e, 1994; Merriam, 2009), and in a
classical case study the researcher seeks to gemeidepth description and analysis of a
bounded system” (Merriam, 2009, p. 43). A multiptse design simply adds parallel or
contrasting bounded systems. My design identdiset of contrasting teachers as “mini-
cases” of professional learning in the South Afniceform context, as would happen in a
multiple-case design, but given some significanititions in available data and my overall
analytic goals, | refrained from conducting a fwithin-case analysis” of each teacher in
their school setting. As described later, my asialprocess, drawing from cross-case
strategies, was able to identify patterns, limitbegditions, and important differences among

the teachers.

Specifically, including multiple “cases” and conting a cross-case form of analysis
gave me an opportunity to examine complex unitsliase multiple variables which are of
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importance in understanding the teachers’ knowledgrit their professional learning
(Merriam, 2009). By focusing on six teachers froiffiedent school settings, with varying
teacher qualifications, initial teacher educatigpeziences, and teaching experiences | was
able to explore the wider applicability and crelilipiof the findings, because if there are
more and varied cases, the findings are likelyetddlievable to audiences concerned about
thefull populationof teachers, as policy audiences often are (Y9941 Merriam, 2009).
While case study designs—and for that matter,wlitative research—do not offer the basis
for “generalizing findings to larger groups of peigiants or cases” (p. 45), as surveys and
other quantitative designs may do, by including eramd varied cases, the findings are likely
to be seen as applicable to a variety of contextd,further allow the phenomenon to be
explored more deeply by testing its conceptual daues under different conditions (Yin,

1994; Merriam, 2009).

A qualitative interpretive approach, using multipkeses, was especially appropriate
for answering my questions since my focus was @maxing how teachers articulate their
understanding about their professional learning@oéessional learning opportunities, and
how they came to that understanding. As Miles & étalan (1994) state, the power of
words can “prove to be more convincing to a redld@n summarized numbers” (p. 1). What
an individual says in their own words is much eafkieelieve than numbers that might be

complex to understand and you are unable to pnatblect.

Sampling of Settings and Participants
In order to obtain the required information for gwing research questions in this
study, particular settings, persons, or events weliberately selected as the case to be
studied to set up an array of mini-cases that woefldct my overall concern (understanding
teachers’ professional learning in settings thaepadverse circumstances for teaching) and
that reflect differences among them that mightrbpartant to how they approached their
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professional learning or what came of it. In sandoil was able to uncover the interaction of

significant factors characteristic of the phenomeno

Settings

I conducted this study in two school districtshi province of KwaZulu-Natal
(KZN), South Africa. These are the school distriatsvhich the most disadvantaged (rural
and township) schools within this province resittereby enabling me to get at teachers’
professional learning in school settings that ph#ecult conditions for the practice of
teaching, as well as for any new professional legrthat teachers might do. “Township” is a
term commonly used in South Africa to refer to oftenderdeveloped urban living areas that,
during the Apartheid era, were reserved for nontéghi Townships were often built on the
periphery of towns and cities. Although the purmosktheir origin may differ, townships can
be related to residential “projects” in the US,igesd for low-income residents in urban

areas.

These school districts are King Shaka and llangdridts (pseudonyms). King Shaka
school district consists of approximately five hrewipublic (state) schools that are largely
spread throughout the townships, urban, and selpairuareas of KZN province. It is the
largest school district in this province. The mmiyoof teachers in this district show an
improved qualification profile with the minimum difecation being a 3-year teacher
diploma (SA Dept. of Educ., 2006). llanga schostritit contains four hundred and twenty
eight schools and most of these schools are irutta¢ areas. Due to shortages of teachers in
rural areas, sometimes schools are compelled toit@eople with other qualifications.
However, they are encouraged to enroll for a ore-pestgraduate teacher’s diploma offered

in many of the higher education institutions in ®o#frica.
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Six teachers from different rural primary and tohipssecondary schools (three from
each type of setting) were selected for this retestudy. Township and rural schools,
although not all, usually have teachers that psggesr subject matter knowledge, lack
resources, struggle to get a grip on the curricidianges, and have limited exposure to
professional development opportunities, to menjtish a few of the challenges in these
schools (Kriek & Grayson, 2009; Bryan, 2011; MgsHendricks, & Bisschoff, 2009). The

six schools were targeted as follows:

(1) Three “township” secondary schools (Schools 13)Xrom King Shaka school
district, that are recognized as highly disadvantaged daeute lack of
infrastructure and resources, well-qualified teaslad access to professional
development opportunities. Most often than nothsszhools are under purview
of the provincial education department becaus@@pbor matriculation pass rate
(this refers to Grade 12 which is a point of graduwafrom high school in South
Africa). Such schools are placed under school ingament plans, where teachers,
supposedly, receive more support in the form ofdased professional
development opportunities, frequent school visitsf the district subject advisors

(district coaches) and more funding for teachirgpueces and learners’ materials.

(2) Three rural primary schools (Schools 4, 5, 6) frikamga school districtthat are
also recognized as highly disadvantaged as thestoyrschools above. Primary
schools, particularly Grades 3 and 6, are alscestil to systemic evaluation in
the form of annual national assessment. This as&egds administered to

learners at the end of each pHasemark a shift from one phase to another.

2 The South African education system is referred to ing@s that are as follows: Foundation Phase, Grade 0
(also called reception, or Grade R) to Grade &rinediate Phase (Grade 4 to 6), Senior Phase (Griad®),
and Further Education and Training Phase (Grade 1Q).
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These particular six school settings were chosearding to their performance
rankings in terms of national assessment. Amongvtirst performing schools of these two
districts, | selected the most accessible onesngBenative of KZN province and having
been a schoolteacher for a number of years nealighects that | chose, | had considerable
“insider knowledge” of the settings that | studiedad an established network among
educators as well as school and district admin@tsan these schools that helped me to gain
access to these settings and secure permissiortdrgeted teacher participants. Also, | was
able to make sense quickly of what | heard. In ssettjng selection for this study was both

convenient and purposive (Merriam, 2009).

Participant Selection

Using maximum variation purposeful samplingtelgy (Patton, 2002), | selected six
teacher participants, who were likely to be infotimarich cases, one from each school in
the two settings described above. This type ofpdiaigy allows researchers to explore the
common and unique indicators of a target phenomenorss a broad range of
demographically varied cases (Sandelowski, 199%xiMum variation purposeful sampling
was suitable for this study since, due to time i@sdurce constraints, | was only able to
recruit a small sample of teachers from one previmat of nine provinces in this country.
While acknowledging that this sample does not regmethe general population of teachers
in rural and township schools in the whole courftrgr was that intention of this kind of
study), it helped me to include participants witliying characteristics as discussed below
that form the general pattern in South African disataged schools from all the provinces.
KwaZulu-Natal is in many ways comparable to mosthefother larger and well-populated
provinces in the country, and by selecting botlalrand urban conditions, | included teachers

who work across the range of settings which chareets the whole country.
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Selection was based on the following criteria:

(1)

(2)

Rural or township school experienaelected teacher must have worked only in
rural or township schools, or both. Teachers thatworked in other settings such
as private or suburban schools were likely to Haaak better professional
experiences because such schools were usualljeged, and for that reason,

such teachers were excluded from this study.

Teachers who were initially trained to be teachieefore and after the transition
phase Here | wanted to ensure a contrast used on theenat the teachers’
exposure to the Apartheid-based educational syatefrall that it assumed.
Consequently | selected some teachers who weresedpo limited training and
teacher development opportunities under the Apatthestem, and therefore
entered the profession with limiting ideas aboeirtholes, and themselves as
professional learners (they may have participateathier professional
development experiences since). Other teachereiaample were initially
trained after the transition phase: these teachers exposed to an improved
system of teacher education that sought to give thenore expanded view of
their roles and professional learning (they, toayrave accessed various

professional development opportunities since).

(3) Teachers with a teaching diploma only, and whorareengaged in any advanced

education programs alongside those with a teacdiegree and more or who are
currently engaged in advanced education programshe former category are
teachers who typically show less enthusiasm foravipg their teaching and
learning experiences. A lack of interest in enggginprofessional development

programs is common among these teachers, as cadnjpati®se in the second
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category, who have taken steps to further theifegonal learning beyond their
initial teaching certificate. Although this is no¢cessarily the norm, teachers with
higher levels of education tend to possess moressmnal knowledge and are
more confident in their teaching skills since tieye been exposed to various

learning experiences.

Table 3.1 below summarizes the criteria of theaed teacher informants, and
shows how | was able to vary the teachers’ traihiagkgrounds within the two types of
school settings (though not suprisingly, amongrtital teachers, more limited educational

backgrounds were more prevalent than in in the sbwymbased teachers).

Table 3.1. Characteristics of Study Participants

Period of
School Teacher Level Qualificati
choo ; eve ualifications
Participants Education Taught
Teacher D Rural Pre- Primary Diploma
Transition
Teacher E Rural Post- Primary Diploma
Transition
Teacher F Rural Post- Primary Degree/Degree
Transition & Above
Teacher C Township Pre- Secondary Diploma
Transition
Teacher B Township Pre- Secondary Degree/Degree
Transition & Above
Teacher A Township Post- Secondary Degree/Degree
Transition & Above

The different combinations of the criteria abovenf@wommon patterns of South
African teachers in disadvantaged settings. Fdait®, a teacher who has a three-year
diploma or less is likely to work in primary scheoSomeone with a four-year teaching

degree or more usually works in secondary schdélem the widely different individual
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cases, the common patterns that will appear ifitlkdengs are important in showing the main
shared understanding of teacher learning in thettags (Patton, 2002). To recruit
participants who fit these criteria and are posdlytinformation-rich cases, | made use of
key informants (Miles & Huberman, 1994) such asdtigool administrators and former

colleagues who recommended and secured permissitinthe participants on my behalf.

Data Collection Strategy and Procedures

To provide a sufficientlescription of my cases (Patton, 2002), | colledath from
two sources: interviews and document review. | drdginally intended to include an
observational component as well, but unusual cistantes in the field prevented that
possibility (see discussion in the design limitatidelow, concerning this aspect of the study

design).

Semi-structured Interviews

Given my overall goal of understanding how teaclesggerience and view their own
professional learning, an interview strategy formmdprimary way of capturing that
experience—and as such it was an especially appte@nd flexible tool, allowing me to
“get inside” the teachers’ experience of their pesional learning both at the present time
and in years past. Specifically, | used open-ersgaai-structured interviews to investigate
how these teachers interpreted their day-to-dagmeaqces with their subject matter, how
they learned to teach it, and how they teach itr(dmn, 2009). A semi-structured interview
is a combination of more and less structured qoesti | chose this type of interview because
it allowed me to get specific information from mgspondents, respond to the situation
presented to me by the respondents and at thetsamallow me to probe and follow up on

ideas that they were raising. | conducted two rgurfdopen-ended semi-structured
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interviews with each teacher respondent on diffedates and that gave me a total of twelve
interviews. The multiple interview strategy enabiee to engage longer with my
respondents (Lincoln & Guba, 1985) since this wgsmain source of collecting data.
Through this strategy | was able to identify cotesisy in answering of the questions. It also
gave me an opportunity to reframe the questionshiiped me elicit more responses.
Furthermore, this strategy helped me to developagmwith the teachers which made them

free to divulge even more information than they dade in our first encounter.

The first session was an in-depth interview thageal between 45-90 minutes per
participant. The questions that | asked focusedluat teachers know and think they need to
know about their subject matter and teaching itefample, | asked each individual
participant to talk briefly about the important cepts of his or her particular subject for the
particular class and how he or she learned to tegdsbe Appendix B). | also asked questions
about their professional learning opportunitiestiiteacher education and professional
development programs) and how and what about tinelped or did not help the teachers to
reach the understanding that they have about phefessional learning. The second session
which ranged between 15-30 minutes for each resggingas a debrief interview that was
conducted towards the end of the data collectisiogeo clarify questions that arose from

the first interview session.

All these interviews were audio taped and thenstahed later. | used an interview
guide that included the questions that | askegaticipants, follow-up questions with
probes, and a list of topics that | had hoped tmkmore about from the teachers (Merriam,
2009). (Some patrticipants who had been more aatieuln the interview topics and were
open to further interviews were interviewed updarftimes—acting almost as “key

informants”.) As theories started to build up dgrthe analysis stage, some concepts seemed

65



to be more relevant and needed more informatiaaSs & Corbin, 1998). Those particular

interviews were often very short in duration, lagtfrom 5-10 minutes.

Review of Documents

Documentary evidence served to supplement andigigiwhat was learned from the

interviews. Two documentary sources were used.

National curriculum documents. The South African education system is in its third
revision of itscurriculum; schools across the nation all are etqueto teach this curriculum.
It was launched in 2010 (SA Department of Educat®fiil) and is currently being
introduced in all grade levels. The new Curriculand Assessment Policy Statem@DAPS)
updates the previously revised curriculum. This SA®cument is simply known as the
National Curriculum Statement Grades R-1i2Zaims to provide clearer specifications of what
is to be taught and learned each school term-lmg-tEor each subject it indicates the main
topics that should be taught, the aims of leartiage topics, the requirements for the
teacher to offer and the learner to learn thatiqdar subject, as well as suggestions for
assessment. For example, concerning “Tourism fad€s 10-12,” there are nine main topics
in the curriculum for the whole school year. Thstftopic looks at “tourism sectors”, which
should be further divided into subtopics that caridught for the whole quarter. The specific
aim for this topic is “so that learners will studifferent types of tourists and the purpose of
their travelling” (page # 36). Requirements forrfeas include “a textbook, a road map of
South Africa, and access to a variety of tourisngazenes”. The teacher should have access
to e-mail facilities and the internet and a schstwuld have a permanent classroom for

tourism, not shared with other teachers. Formadsssaent can be a project or class test.
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This curriculum document served as a referencevifiat knowledge and skills
teachers should possess in order to achieve desirddnt outcomes and thus it indicated
what teachers need to learn from their professideaélopment programs. All teachers have
this document; they know what skills and knowletlgey need to be enabled to teach. That is
how they are able to determine the weakness af phefessional development programs if
its content does not focus on enhancing thosesskill

Professional development program documentg.also reviewed thprofessional
development program documents used in sessionmthtgachers had attended.
Specifically, the resource materials (work schedeilester moderation forms) and workshop
meeting agendas that were used by the progranitdwik to give the background and
overview of the whole professional development glirets and requirements. | reviewed a
wide range of professional development programisttiese teachers were exposed to, which
varied somewhat, depending on the professionalldeweent experience attended. For
example, in the “departmental workshops” (thosdifated by staff from the Department of
Education) teachers were usually provided withatpenda that displayed the topics that
would be under discussion. Most often, in the stthguster workshops, they were provided
with ready-made work schedules that contained sofgide taught and the fixed timelines.
These documents helped to confirm the themes anotiich my research questions are
organized such as the shaping of ideas about giofed learning. For instance, most of
these professional learning experiences focusademifying content to be taught given as a
list of topics. There were hardly any experienéesn the reviews | did, that focused on
training the teachers about their content and iagdh Hence, teachers perceived most of
their experiences as not enhancing their knowleatgeskills (to be elaborated further under

the Findings chapter).
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Summary of Data Sources by Research Questions

The two data sources offered different kindsnédimation that pertained to my
research gquestions as shown below. Table 3.2 bdikplays the data sources used for each

research question:

Table 3.2. Research Questions by Data Sources

Research Questions Data Sources

Initial Follow-up Documentary
interview interview sources

What does ‘professional learning’ mean for
teachers in South African rural and township
schools?

-What do they claim to know about their
subject matter and classroom practice?

How have their ideas about professional
learning and their own stance towards
themselves as learners been shaped — and
are currently being shaped —

- by their personal and professional X
backgrounds?

- by their work contexts?

- by their school leadership?

How do teachers perceive the professional
learning programs that are provided for their
learning?

- what characteristics of these X X X
programs enhance or hinder their
learning?

What kinds of professional learning
programs and supports can help these
teachers assume a “learning stance”?
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Timeframes and Events

The interviews that | conducted with the particifzagxplored the teachers’ reflection
on their professional learning and professionailieg experiences prior to and after the
transition phase in the South African context. Phecess of document review helped to
bring an understanding on how teachers gainededtsppctives on their professional
learning. | conducted this study over a 7-monthqaestarting from September 2012 and
ending at the beginning of April 2013. During themths of September and October, |
recruited the participants and secured their pesions | had planned to start interviewing
teachers in November but it turned out to be awiteisle time to engage with teachers. This
was the period towards the end of the school yeat,consequently, teachers were busy with
learners’ examinations. Thereafter, teachers wersichool vacation from December until
mid-January 2013. That was the time | began trexvigws process with my participants and
it ended at the beginning of April 2013. The doewmts for review were collected after the
interview sessions from some of the participants\aare reviewed during the month of

April 2013.

Approach to Data Analysis

The overall approach that | used to analyze the fdatthis study followed the
general inductive approach (Merriam, 2009; Milesi@erman, 1994). When using the
inductive approach, the researcher identifies wfitkata in the form of concepts, themes, or
phrases that emerge and form common patterns. Bgainom my research questions and
conceptual framework on teacher professional leggrits opportunities, and professional
development, | began by identifying the key conseptd themes (Coffey & Atkinson, 1996).
First, | made a list of major themes out of my egsh questions and conceptual framework,

for example, themes on ‘knowledge of subject mattarowledge of classroom practice’,
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and ‘types of professional development experienaesé identified. These themes offered
an overarching organizing framework for findingeedhat was deductively generated from
the initial concerns of the study. This thematigamization provided a useful way to

organize the more inductive process of analysislthadertook, as described below.

In approaching my data, | bypassed a full caseyaisaprocess, which would have
featured a “within-case analysis” phase, followgdicross-case analysis” phase (Miles &
Huberman, 1994). Instead, | went directly into @ssrcase analysis process, treating each of
the six teachers as an independent source of iattmthat could help to illuminate the
phenomenon of teachers’ professional learningenSbuth African reform context, and in
the adverse circumstances of township and ruradsh In a full within-case analysis, |
would have examined each teacher separately itiarele his or her particular school
context and the specific configuration of profesaidearning experiences they were able to
experience. But given the limitations in my dag§ ¢his would not have yielded a
sufficiently more developed picture of the teachexperiences and perspectives.
Furthermore, the cross-case process allowed nakéoitnmediate advantage of the contrasts

between the teachers (e.g., in setting, experibase) as an analytic tool.

The next step was to read each transcript to gehse of what was happening there,
and jotting down the ideas and thoughts that canmeind in the margin as | was reading
(Merriam, 2009; Saldana, 2009; Miles & Hubermar4)9 For example, an early read of my
data, brought to view the notion of teacher backgdy which | noted in the margin of one of
the interview transcripts. This prompted a furtimare systematic open coding process
around this idea. Here, | was engaged in an itergtiocess of open and focused coding.
Using the themes that | talk about above to laieldata (broadly construed as a form of
focused coding) coupled with a close read of tha ttagenerate more grounded categories
(through an open coding process). Thus, | madg afliall the phrases and concepts from the
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data, clustering together those that were simi@raeated a code list. Then | followed these
strategies: (1) using open coding (Strauss & Cort#98), | coded phrases, terms, and ideas
from the data itself, next to the appropriate bmesegments of the data; (2) re-assembling
similar codes that gave more focused and compigtiaeation about the theme or category
(through axial coding), to enable me to scan tlizeedata set systematically for instances of
the themes at work (e.g. teacher as role modal jddschoices, passion for working with
children) which gave a focused theme of “teachesq®al background”; (3) generating
assertions from the themes by linking them togedimel seeing how they related to each
other and what bigger information they providedwhuy study research questions; and (4)
writing analytic memos based on the assertionswhat emerging along with supporting
evidence (Miles & Huberman, 1994), which helpedtmerite a descriptive story that led to
the analytic one. Memos helped me to sort out regscand question myself where these

ideas did not make sense.

Given a much closer read of the interview transsrgmd documentary sources, the
identification through coding of comparable segmaitthe data, and the generation of an
initial round of assertions, | then made extensise of the contrasts built into the sample to
surface conditions affecting teachers’ perspectiretheir professional learning, and the
(self-reported) extent and nature of their learnibigre, two contrasts were especially
important. (1) | compared responses from those kdtbstarted their teaching career and
were initially trained under the former Apartheejime, with those who received their initial
training in the post-Apartheid reform era. Thekstig differences in both the content and
pedagogy of teacher education were useful for geimgrfurther assertions about the power
of teachers’ early professional background for sigfheir learning stance, learning
opportunities, and what they seemed to have gdmetdthese experiences. (2) In a similar

way, | compared teachers in the more and less\diséalged schools to generate the
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assertion about how the lack or shortage of edutaltiresources, types of learners, the
location of the school and its community constthim abilities of teachers to teach as

required by the new curriculum.

To verify and make conclusions based in the assextihat | was generating against
my data, | made use of various strategies as stegtjbg Miles & Huberman (1994)—in
particular, searching for disconfirming evidenegrtgulation, member checking, and setting
up a peer review system. To illustrate searchimglisconfirming evidence, there was one
extreme case where the participant seemed to iséiediwith the professional learning
programs and was positive about his learning.rited out that his case was unique in that he
was the only Science teacher and Science beinggtienal priority, more support was given
to teachers who were responsible for this subject diieia case did not warrant discarding
the assertion that most participants were dissadisind discouraged by their professional
learning programs, though it provided a useful ¢texnase, which helped to identify the
conditions that could enable or inhibit supportgoofessional learning. | was able to
somewhat triangulate what teachers were tellinghmaugh the use of the multiple
interviews especially from those who took on “keformant” roles. For instance, Teacher B
and F (who showed unwillingness to engage in fuithterviews), when talking about the
change of their teaching approach mentioned hoficdif it was with the types of learners
that are in their classrooms. Teacher D, one okélyeinformants, clarified this point further
by explaining, when | probed about this concerat thachers were incapable of actively
engaging learners since in the past, they couldéfachem to engage in their work through
the use of corporal punishment which is illegatha current era. Also to confirm the
findings, | conducted member-checks by going baaky participants and sharing the

findings from their interviews, to verify if | hachptured their responses well. | also sought
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assistance from colleagues by asking them to feadgh one or two transcripts and then

note what they are getting from the data.

Limitations of Study Design and Issues of Data Qudy

Regarding the study design, by drawing from twaetypf data sources (interviews
and document reviews), the study yielded satisfgatata for my purposes (Patton, 2002),
though somewhat more limited than | had originailgnded. Initially, | had planned to use
three sources— interviews, documents review, aisgmations of professional development
events—since triangulating these three traditisoalces (Merriam, 2009) would maximize
confidence in the final results. The addition ofcdaservation component, in particular,
would be particularly helpful in helping me actyake—as well as hear from self-report—
what the teachers were experiencing in professidenatlopment environments, and how
they might be applying this to their actual praetibue to some constraining situations that
were beyond my control, | was unable to conducotbeervations. My data collection
process was conducted during a period when sortedéacher unions were discouraging
their members from being appraised by the educatiticials and other external people.
Unfortunately, | fell into that category of extelpeople. Consequently, | managed to
conduct only the interviews and the documents revigiven my focus on teachers’
perceptions, understandings, and experiences, lewigne absence of corroborating
observational data was not a critical weaknessighat points the way to certain kinds of
further research that need to be done soon, plle@omenon of South African teachers’

professional learning is to be fully understood.

The interviews were therefore the main source offiaia collection, and fortunately,
because | was focusing on teachers’ interpretatbtiseir professional learning and views of

their professional learning stance, this sourcetiva®est way to get inside that
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phenomenon. The documents offered a secondargesotiinformation, helpful for

capturing the context for teachers’ practice aradgssional learning, and also to offer
specific reference points for their learning. latteense, they did not directly contribute
towards my understanding of teachers’ knowledgi@if learning. Rather, they served to
give the idea of what the teachers supposedly diadw and learn about their subjects and
classroom practices, and what the educationalmsystal designed to facilitate their further

learning.

Useful as they might be for getting inside the nfatus of inquiry, the interviews
had several distinct limitations regarding the s of this inquiry. Firstt is difficult to
study the notion of teachers’ professional know&edmpirically, because it is often tacit and
contextual, and not easy to verbalize. There i3 @®asiness concerning the ethics of
‘testing’ teachers on their knowledge. In the SoAfitican context, where teacher unions are
fairly strong, such testing of teachers’ knowledgat best likely to be viewed with
suspicion. If I could be given a chance to dofiiedently, | would focus on observing how
teachers are encouraged to engage in their worksdmugh what they are learning in these
contexts (the content). Also, | could observe hbest events were structured and facilitated.
In addition, doing some observation in these teatheorkplaces, would have helped me
triangulate what they told me about the school d¢@r and leadership that my conceptual
framework had identified as important potentialiehces on their professional learning. As
it was, | had few ways to corroborate the teachaesvs of these conditions in relation to

their professional learning.

That said, | was able to do the interviews in a meairin which my informants would
have felt relatively at ease, and likely to haverbBorthcoming about their professional
work, learning, or views of professional developtexperiences. To do so, first, |
conducted the interviews in the participants’ oanguage to make sure that they understood
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all the questions and they expressed themselvely frhen responding. The interviews were
later sent to translation services so they coulttdreslated to English. Also, all the
interviews were conducted in the participants’ hermemy home (informal setting) so that
they would not feel as if they were being evaludtedvork. In addition, | kept referring

them to their consent form and reminding them thatinterviews were for my doctoral
study purposes and would not be used for theirgsibnal evaluation. Second, | persisted
with the questioning where it was possible. Althougt all participants were open to further
interviews after the two consented sessions, twbekix participants were open to further
interviews. Lastly, these two participants madmogsible for me to verify all the facts that
kept coming up in most of the interviews, as wellarifying some general facts that were

mentioned by those other participants who were e available for more questioning.

Concerning the issues of data quality, in quiaainquiry, the human investigator is
the key instrument in data collection and its asiglyPatton, 2002). Therefore, she or he
needs to be sensitive to the data and to have shdt will help them make good decisions on
filtering data as they collect, analyze, and interpMy skills as a novice researcher may
have affected the data quality in that | may hasehbeen able to ask questions in a manner
that yielded relevant information or probe resparisem my respondents in the most
effective way. | noticed that tendency as | condddhe interview with the first participant.
However, through consistent practice and commuioicatith my research peers and
supervisors to verify some techniques, | was abkrengthen my interviewing skills and

gained confidence in doing it.

In addition, as a native of the setting wherestuely was conducted and being a
former teacher in this setting’s education systelnave an insider’s perspective. On one
hand, the fact that the setting was familiar tomas advantageous in that | knew the culture,
languages, and the habits of the participantsignsigtting. For instance, | could tell when the
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participants were withholding information out o§pect, and when they were resisting
‘authority’ since | was in a position of authoray that moment of the interview. In that case,
| rephrased the question or made the participaetsait ease by reminding them of the
confidentiality as well as the purpose of the igwn. As a former teacher in the same
context, | also understand the education systenwasdable to quickly make sense of what |

saw and heard.

On the other hand, as an insider, | had the chggleh staying objective, since | had
undergone similar experiences as the participaots, as a teacher and as a professional
learner. At times | found myself ‘injecting’ my owmews and feelings as | was interviewing
them. Since the goal of this study was to captuee¢al and unfiltered voices of the teachers
in the field, | kept reminding myself to stay asitral and credible as possible as a
researcher. As far as possible, | did member-chedksthe participants during our second
session and constantly with the other two partitipavho, acting as “key informants”,
agreed to be interviewed on further occasionshsuee accurate interpretations of what they
had said. | also used a peer review system wittareser colleagues who were not involved
in data collection, to help double check the pdesiperation of biases. These double checks

and the peer review system strengthen the finddfigisis dissertation.
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Chapter 4

Teachers’ Understanding of their Professional Learmng and How

It is Supported in the Education Reform Context

This chapter presents the findings based on aysisalf the data presented by the
participants. Four themes emerged from their da)ateachers’ knowledge of the reform
curriculum and what it expects of their subject teaknowledge and classroom practice
This theme looks at what teachers know about teaugriculum and how it may depart
from the curriculum they used to teach, as weWhat it implies for their understanding of
subject matter and approaches to pedagogyTh@)conditions that shape how these
teachers’ are developing new understandings ottheculum, content to be taught, and
classroom practiceThis second theme considers various influencabese teachers’
learning, especially those that derive from theheas’ background and initial training, the
school context, and school leadership. T@chers’ perception of their professional
learning programsThis theme is specific to the professional depelent programs that
teachers engage in to promote their professiomalthrin the current reform context. It
highlights the characteristics of these PD progrrasteachers see as enhancing and
hindering their professional learning. {#)e support for professional learning that these
teachers envision for themselvaésis theme considers the types of professiorahlag

activities and other supports that teachers beliesg need.

Figure 4.1 below displays the summarized view efdbove themes:
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Figure 4.1: Themes of findings as identified in data.
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African’s reform context lays the groundwork fordemstanding thdemands placed upt
teachers tengage in their professional learnirSecond| present the views of these teac
participants on their professiorknowledge andearning through the first two themes th
identified after analysing the interview tscripts and the documents highlight what teac
understand abotle reform curriculum, what it implies ftheir current subject matt
knowledge and their ways of teaching it. Third, | reviewdings related to the thd and
fourth themes, concerniribe way teachersxperien@ and envision professional learn
support.The teachers’ biographies and the historical bamku oitheir school settings a

also presented (see Appendix A)
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The South African Reform Context and its Demand
for New Professional Learning
As briefly highlighted in the introduction sectighge curriculum reform in South
Africa was implemented after the post-Apartheidtttas that took place in 1994. Since
then, three national curriculum reform initiativesve been introduced. The first initiative
launched in 1997 was known as Curriculum 2005 ($@dtican (SA) Department of
Education, 1997) Later it was changed to NationatiCulum Statements (SA Department of
Education, 2001), and recently in 2010, it washiertchanged to Curriculum and Assessment
Policy Statements (SA Department of Education, 20L8e common element among these
initiatives is their approach to education whiclosused on outcomes, consequently, it was
labeled as Outcomes-Based Education (OBE). Teaoh#rs study and most South African
teachers often use the term ‘OBE’, whenever tallibgut their curriculum reforms,

regardless of which one they are referring to.

The genesis of Outcomes-Based Education marketiceable shift from a teaching
and learning approach that emphasized the cordehétapproach that focuses on the
outcomes. Outcomes make explicit what learnersldhawow (Jansen, 1999b). For example,
in Mathematics for the Foundation Phag&rade R-3) the first outcome is th#té learner
will be able to recognise, describe and represemhiners and their relationships, and to
count, estimate, calculate and check with competand confidence in solving problems”
(documentary evidence). The old curriculum paidraton to the content coverage and what
the teacher or the textbook had to say (Educatitaration Center, 1996, p.12)—it was
important that learners remembered and repeategithirey they learned, and not whether
they understood and were able to use what theydaaded in different ways or situations.
The new curriculum is learner-centered and exgdeatsers to take charge of their learning,

as well as apply it to problems, situations, oivéats. Needless to say, this change in
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curriculum placed a huge demand on teachers togehreir understanding of mathematical

learning, deepen their subject knowledge, and ah#mgjr classroom practice.

There are many implications of these curriculamgies for teachers’ professional
learning and their expanding awareness of what ¢taeyand should be doing in the
classroom. One set of implications has to do Withrbles that teacher and learners assume.
Teacher B is one of the teachers, with both scandlteacher education experience in the
Apartheid era, who had taught for a number of yegatke old era. She attempted to explain
how they understood these reform changes:

The teaching approach is different because the movent has introduced

many new curriculum changes.....such as OBE, NCShandhis new

one, so now, for example, the teacher is requioeglve learners work

and then learners do more work, like research amd ihformation on

their own, unlike before where we did all the work.

As Teacher B’s comments underscore, both teaclteleanner had to assume
different roles in the new curriculum reform coritékhis expectation was based on the
assumption that teachers were qualified and woeldtte to make sense of such a challenge
(Jansen, 1999b). A departmental document stagefbliowing new roles that the teacher
should assume (SA Department of Education, 20@8)ning mediator; interpreter and
designer of learning materials; leader, administradnd manager; scholar, researcher and
life-long learner; community, citizenship, and paat role; assessor and learning subject
specialist. With or without any form of assistamcesupport structures, it was imperative for
teachers to assume these particular new roles.riuntdely, the document failed to address

the question of ‘how that would happen’.

All the six teacher participants had experiencaxgb-called Apartheid education at

some point in their lives, specifically, their gadchool education. Unsurprisingly, even
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though some of them (Teacher A, E, and F) hadddhin be teachers and started teaching in
the post-Apartheid era, as we were talking they ed$éerred to the pre-Apartheid era because
that is what they knew the most. Whatever theimfartraining after the end of Apartheid,
their “apprenticeship of observation” (Lortie, 197#&ad instilled in them many of the ideas
about teaching and learning that the Apartheidmegdiromoted. Thus, teachers referred a lot
to ‘before,” which means the old era or curriculufieacher D, whose school and teacher
education as well as teaching experience is siruléinat of Teacher B’s and C’s, shared her
thinking about the introduction of the new curriow reforms in this way:

First of all, change is not easy because | wasdming for three years,

then | tried to develop myself privately and thdmlevyou are doing that,

there is curriculum change and then you are expktdeyo and train for

five days and understand all this thing in few daysthis is one of the

challenges we had with these reforms. | rememleecdimfusion, the old

curriculum told us about specific aims and geneiats, but then with the

changes we were supposed to know learning outcamssssment

standards.... Now with CAPS we are supposed to fattise topic and its

contents....what | knew before is that | was supptssethnd in front of

the learners and talk, but now they emphasize grvoulk, diversity,

learner space, yet we are in the rural areas. Somet you find that the

environment is not conducive for that....

Teacher B has clearly internalized the idea thatsstd her students can and should
interact in new ways in the classroom, and that bt of interactions presumes a different
kind of focus on and understanding of the contahthe same time she communicates a lack
of clarity about what exactly it means to do tlishow, and that her attempts to do so

happen in a difficult environment.

As other teachers expressed, the introductioneohttw reforms broughttfe fear of

the unknown because of not knowing what to expecbrding to Teacher E anddnfusiori
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as stated by Teacher D. In general, teachers vi¢he @pinion that the new education
reforms were rushed and did not give them enough to comprehend the new terminology,
changes, and the expectations. The next sectimdeoa detailed look at the teachers’
vantage point on their understanding of the slhiifés they had to make in their pedagogy and

teaching practices during the reform context.

What the Teachers Understand about the Curriculum hey are to Teach
and How to Teach It in Currrent Reform Context

The first two themes emerging from the data helpajoture how teachers thought
about and understood the curriculum they were tagchand also their ways of approaching
that teaching. The data also allow us to iderd#flyent conditions that, from the teachers’
viewpoint, were strong influences on their profesai learning, either enhancing it or

limiting it.

Theme I Teachers’ Knowledge of the Reform Curriculum
and What it Implies for Their Teaching Practice

This theme considers what the participants undedsédbout the reform curriculum,
including the demands it placed on their subjedten&nowledge and how they teach it. Itis
further divided into sub-themes. The first sub-tkelmoks at the teachers’ awareness of the
new curriculum and its subject knowledge demandswamat these demands imply for these
teachers. The second sub-theme addresses how tdaeining practice may have been
impacted by the changes and how they have (and hetvget) adjusted their old teaching

practices to adapt to the new reform context.

Awareness of curriculum and implications for subjet knowledge in the new
reform context. Awareness of the reform curriculum reflects thachers’ grasp of the nature

and sequence of topics set forth in the new cutmaualong with accompanying skills that
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students are expected to develop along the wayowlauge of the curriculum implies, but

does not presume, good “subject knowledge” one¢hehters’ part. | divide teachers’ subject
knowledge into what | call “the elements of undamsling”. These elements include the
subject knowledge base, subject concepts, how thealgiect concepts have changed or not
changed in a reform context, and the purpose &mhi@g those concepts (Verloop, Van Driel,

& Meijer, 2001).

First and foremost, the participants appear cognizd the fact that the subject
knowledge base is crucial to be able to teach gwhjects well; at least, they assert that they
need good subject matter knowledge. Neverthelbeseality is that the majority of teachers,
particularly those that teach in the township amelrschools, are likely to lack this subject
knowledge base required in the reform context bezaf the inferior quality of their past
education. Here, my data do not permit an accuppraisal of the actual extent of subject
knowledge these teachers possess, but their resporeke clear a somewhat defensive stance
on their part concerning this matter. When | astkesin if they thought they had a good base
of knowledge about their subjects, almost all anthfelt uncomfortable to respond to that.
Instead, they gave indirect responses that imphiat they believed they had that knowledge
base. For instance, Teacher C responded like' tea;hing and creating task activities can be
challenging and next to impossible if you have uigexct knowledge Even though this was a
self-report, Teacher A revealed his understandingossessing good knowledge base in the
following extract:

I might be biased because | am referring to mytsetfl think | am a good

teacher because | have a good understanding ofdhént of the subject

that | teach and I think | am, to a great extemstive to learners’ needs

and | am trying to use the updated methods of iegcso | don’t think I'm

boring learners. | try different ways of conveyintprmation to them.
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Although these teachers were not forthright abbeirtown knowledge base, they
showed awareness that a teacher needed to be @ iexineir subject by possessing in-depth
content knowledge. Admittedly, an overarching -seffort question concerning the state of
one’s knowledge in a particular subject area wiit necessarily offer a specific picture of
what teachers actually know about the subject. iBimes reveal the teacher’s stance towards
their subject knowledge. And it points to a key dimaion in planning for support of teachers’
professional learning: what exactly do they knowuwhthe subject matter they are to teach,

and how do they understand the content?

Second, the reform curriculum is now more concdptuaganized and more fully
specified, placing a great demand on being welligded in the subject concepts the teachers
will teach. All participants displayed a specifiadwledge about the nature of the reform
curriculum in their respective areas of teachingd shey were comfortable to talk about
particular subject concepts and easily referreegxamples that applied to teaching these
subject concepts to different grade levels. Forgta, Teacher A, showed the knowledge of

the concepts in his subject, Tourism when he said:

There is a topic of Tourism as an interrelated egstl think | like it because | find it
easy to impart to learners because it involves ficatthings. In this section they talk
about that tourism has three sectors so that wieldravel sector, hospitality sector
as well as the attraction sector. | think anyonerewithout doing Tourism can
understand this. In order to be a tourist you mheste travelled by transport and the
transport is under the travel sector. He must beoatmodated somewhere and get
meals and that is under the hospitality sector.rdlsi he will visit the places of
interest and that is travel sector. So when we ktdlourism as an interrelated system
we look at the relationship at these elements csg | find this interesting to teach
and when | travel | look at sector to see if thesevices are there and see how they

ensure that they provide an excellent service
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What this teacher displays is a confident graspthig concept that is featured
prominently in his part of the reform curriculummdaas such may represent new conceptual
learning on his part. Tourism happens to be onh®fsubjects that were introduced in the
new curriculum. He shows understanding of tourisna@ interrelated system and its related
matters. The teacher is confident about this teghich he is now expected to teach and

shows the purpose of teaching it through his owpedrnce.

Third, teachers are noticing new concepts and timemkions of the subject matter
they have to teach that differ from the curriculoimthe past era. Some of them shared that
there were no changes in their subject conceptg,tbat they were adjusted or adapted to fit
the current times. Others shared that there werecoacepts that were prescribed, and there
were new expectations for teachers as well asdesiriteacher C put it this way:

For example, evolution—it was not there in the padsten you have to

adapt those new topics, the whole content of thiejesti changed

completely. It was quite overwhelming, even tothes were there before,

there were new things that were added. Actuallymet say this, topics

have not changed, just that they have added nemgghilet’'s say, for

example, photosynthesis is still there but moreghihave been added to

it.

Teacher F also shared thiyou no longer do what you like, as from grade & th

learner should know how to write a word ‘nose,’ faotample, be able to read words with
subsequent a’s and o’sConsequently, the new concepts and the adaptesireqeire that

teachers should really know their content; otheswiisey would be unable to convey new

knowledge to learners and set task activitiesdpaty to the new concepts.

Finally, the teachers are finding new purposestéaching their subject matter, and
the expectation is that they will be able to atttel those purposes to the learners. As they

describe their work, they no longer teach subjeatten just so learners can “know” it, but so
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learners coul@pply whatever they learn in their real lives. Teachdrafl this to share about

the purpose of teaching his subject, Business Hoarso
We are given the outcomes that we are expectechieg, but beyond
that, each teacher goes to the classroom with pgse that they wish
their learners to reach. So, for myself the purpok&aching Business
Studies is for the learners to develop the entmnepueial skills, to give
them opportunities to be able to start their owsihass, because
currently in our country we do not have many wagokartunities so if we
can develop our learners and make them understamthiisiness
environment it can make them not rely on being eysal but on being
self-employed, so that is the overall purpose athéng this subject. All in

all, they need to know how to use information fBmsiness Studies so

they could be able to stand on their own in thefufe.

Teachers are now aware that they are no longehiteatearners to memorize so that
they can re-produce what they were taught. Instesylare teaching the learners so they
could apply that knowledge in different situationgheir lives. In the past era the learners
were taught so they can reproduce that knowledgawaisked to do so. There was no

expectation that the knowledge could be usefubmesaspects of their real lives.

In teaching learners to memorize, there was nd f@eeachers to show their
knowledge andinderstandingf the subject, but they could directly transfératvwas in the
textbook to the learners. It did not matter whetherlearners understood the concepts or not,
as long as they could remember them later. Cuyretethchers are expected to use their
content expertise to create new explanations ¢aaiheérs can comprehend, and here what
teachers understand about the subjects they areingebegs questions about pedagogical
content knowledge, and what the new intentionsireaqi the teacher as facilitators of

student learning, to which | turn to next.

86



Teaching practice in the new reform contextTeachers show adequate
understanding of the expectations in their newtagcpractice, even though their capability
to embrace and facilitate it remains unknovis the teachers describe their work and their
learning over time, their teaching practice intieev reform context has been impacted in
numerous ways. As earlier examples imply, teachave been discovering a new role for
the teacher and student in the kind of teachingishaarner-centered, as advocated by the
new reform. The implications are that the newsdte teaching styles, methods, and
approaches, as well as the resources and relaiathty, are required by this new kind of

teaching.

First, the participants were all aware that the nawiculum demanded a kind of
teaching that was learner-centered, in stark csintoathe old curriculum that was mainly
teacher-centered and which all of them had at quoire experienced—for example, now the
learners are actually meantdo research, as Teacher B noted, where before thaidwo
simply passively be told about research. As a tethd participants were under pressure to
assume new roles by changing their teaching stglethods, and approaches. Most notably,
the period in which the teacher training took pJdbat is, before or during the new reform
context, influenced teacher’s understanding ofnne role and the change in their teaching
approachesFor instance, a sense of frustration with the reaehing approaches was
detectedrom some of the teachers that had been trained {e reform context appeared as
evident in what Teacher B expressed:

Our problem is the product of the learners thathaee now, learners these days are

not motivated to learn and follow-up on their wamk, matter how well you have

planned your work but they end up not doing angfiacause there are many
changes that have occurred in education and the lmights now, there’s no

corporal punishment anymore, so now it's easydarriers not do their work if they

don’t want to and it ends there.
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Teacher B, referred to the students’ attitudeslaaithvior when she engages them,
she indicated that it was a challenge. She faltittwas becoming difficult to make learners
participate actively in their learning becausegpto the changes, teachers could ‘force’
learners to engage by administering punishmeritdset that did not want or were unable to.
She clearly felt more comfortable with the extrinsiotivation dynamic that pertained under
the old teaching paradigm, rather than the one dddzkin the reform curriculum that pushes

for the development of more intrinsic motivationgiydents.

In contrast, the teachers who were trained inéfierm context seemed to have an
understanding of teaching in a ‘new’ way which Weerner-centered since they were
introduced to teaching skills and strategies therevsuitable for this kind of teaching in their

training phase, as Teacher E put it..

So with this new approach, learners have to dogion their own like they have to
do research, they also share their experiences w@ittkr learners, which didn’t
happen before; it was our teachers telling us leasrthat it’s like this and that, so
that made the teachers to be seen as knowledgédéile. we have to dig deep when
we are preparing our lessons, and also know thaaweeteaching people who are
able to get that information by themselves, now Hre able to challenge us in terms

of when we ask questions, yet before they nevedasky question.

Teacher E points to various dimensions of the gaastudents expected and helped
to engage actively in their learning, with a capato gather information for themselves and
to pose questions of the teacher and even to ‘@ingdl’ the teacher, all with implications for
what teachers should know and how they would peefia lesson, no less engage students
within it.

Teacher A, another of the teachers trained in ds¢-ppartheid era, illustrates how he

plays his role of being a facilitator rather thateacher who did all the talking, that which he

had experienced in his school education.:
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Obviously I would lead because when | get intoctass, | would tell them
that today we will be talking about the social resgibilities, for instance,
then we would look at what they understand abocibsoesponsibilities
we unpack what we are going to discuss so theydatelllyou what they
understand about that, then we make a common uaaeling of the term,
so we would move to the next term—maybe ‘commursty’I'll be posing
questions obviously because I'm a teacher andabiéthtor of the
learning program, I'll be getting in more oftendtarify some of the things
so but mainly they are going to be involved ang e going to identify
things that must be jotted down as they, so iedifthere that I'm not the
one who has to say, here’s the important infornrmagiou need to jot it
down. They are going to identify the rich areas #meh note them down

for themselves.

Whether or not teachers embraced new teachingigeacilso had to do with their
perceptions of what was possible or desirableeir fharticular circumstances, and what
would “work” with the students they were teachihigre, the teachers shifted attention away
from the actual teaching practice itself, and oth&oenabling (or inhibiting) conditions that
surrounded their work, a topic | take up shortlgeTeachers’ perspective was that the
availability of resources makes it possible fomthi® spend the whole time allocated to the
period engaged in actual teaching instead of rghamund trying to organize lesson
materials. In the previous era teachers spent aidkeir teaching period copying notes on
the board that learners had to copy in their naikboand then the teacher would explain
those notes. In the current era, with the easysadoevarious resources, the teacher can
simply type and photocopy those notes and hand therto learners. However, the
downside to that is that teachers lack trainingsimg some of the resources that are made
accessible to them. Furthermore, there are schivmisre still without resources and teachers
have to fend for themselves. An utterance madedacher D thatteéachers need to

compromise and do things for themselves becayselifvait for the school, then I'd be
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behind with my work, so improvising as a teachemigortant was regularly heard from
these participants. Teacher A commented tregdurces are still not enough, but we do
manage by compromisihigreacher F mentioned it in passing just as weeviersy with our
interview that she needed to remember and buy esgsassment books and pens for her

learners.

In sum, the main finding under this theme can belge way: the teachers show
considerable awareness of the reform curriculum #re expected to teach, and often a clear
grasp of the concepts (both new and old) that alldibg blocks of that curriculum. How
deeply and well they understand the underlyingesttbjpatter is unclear, however, as is the
extent of their professional learning in this rebarhe understanding and acceptance of new
teaching approaches and teaching roles dependgx geriod of initial teacher training.
Those that had been subjected to ‘new’ teachiragesiies in their training (e.g. where their
teachers modelled the learner-centeredness asvitreyteaching them) seemed to embrace
their teaching approaches and roles, accordinghtd they shared. In contrary, those that
were trained in “old” ways seemed to be struggtimgccept their new roles. They believed

in extrinsic motivation to make learners particgattively in their learning.

Theme 2 The Conditions that Influence Teachers’

Professional Learning

Teachers were used to teaching in a way that thewland had learned from their
teacher education programs. In this initial phafstheir careers, they got to understand
themselves as learners as they were learning #ifiusubject matter, and how to teach it.
Their subsequent working environments also contetbto their learning by exposing them
to the professional development opportunities artti¢ir colleagues. Furthermore, as the
discussion above has hinted, the contextual fathatsform part of their school environment

could have a great impact on the extent of newgssibnal learning required or implied by
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the reform curriculum, the teachers’ willingnessability to embrace this curriculum, and
how they actually taught their subjects. Three sétnditions seemed especially prominent
to these teachers: their background, which encesgsaboth personal and professional
aspects; their immediate school context, whichrd#d both resources and constraints, and
which created an overall climate for learning amdgrofessional work; and finally school
leadership, which communicated expectations alamat,offered direct support for, certain
forms of teaching practice. These factors are miealp¢ structures or part of the support
system for teachers’ professional learning in teferm-context era. Unfortunately, the
reality is that these are the factors that mayadigthheighten the teachers’ challenges in
coming to understand the curriculum more deeplydaloping substantially new

approaches to teaching it.

Teacher personal backgroundThe era of Apartheid was a critical period that
affected all South Africans before 1994. All siwdy participants, in some way, had been
personally affected by this era, and it had irdid all aspects of their lives. When talking
about their participation in professional learnegperiences as well as their teaching practice
in the reform context, they often started with hibwas before the reforms. Even when a
guestion was specifically directed to the periadrathe changes, the participants often
referred to how it was before the changes anditt@re to how it is in the current era. This
was mostly noted among teachers that had beerdrairing that era. Phrases such as

“during our times”, “at that time

in the past” were often used by the study participants
Such references were often made to compare, ftarios, how the changes had made it
challenging for them to apply the knowledge andtéaehing skills that they already

possessed.

Most of the participants had chosen teaching mdiatause they did not have many
career options, as evident in what Teacher D egptksin fact it was not my intention to be
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a teacher, if | tell you the truth, it was not easyget other jobs, teaching was the most
accessible job at that time | had no other choigast became a teacher by defaulfwo of
the participants (Teachers A and B), for exampidicated that they had chosen the teaching
profession out of passion for working with childrehhere were other reasons that ranged
from having teacher role models, siblings who weeehers, to choices made by parents.
Teacher C mentioned a teacher role model, as shotie following extract:
It developed, let me just say, from primary schtwdre was a lady teacher who
taught us and she was good, so the way she teachsugh a way that everyone
wished to be a teacher because it was not justsiatwvas a teacher only, she also
served as a parent and go an extra mile. | remeroherday a boy who played
soccer, so he was not good in Maths and corporaighment was used a lot in those
days to, he used be punished because he had aprabith Math. You know what

she did, she bought a stick sweet (lollipop). Ali®we were like hey our teacher is

really like a parent. So we all liked the fact tiedchers are sensitive.
All these reasons could have contributed to thud#s and beliefs they had about
themselves as teachers. It seems as if Teachek€daupon his primary school teacher as
someone who encouraged his learners to learn lwdang incentives and was also kind.

And so, he strived to be like her when he becateaeher.

Teacher professional background: Initial teacher taining. The participants’
experiences of the initial training phase of tluaireers varied widely, depending on the type
of intended qualification (degree or diploma), ¢lade level (primary or secondary), and the
period of training (prior or during the reform erAp already noted earlier in discussing the
teachers’ knowledge of content and pedagogy, théeab of their training regarding their
subject matter, how to teach it, teaching approsicied classroom management skills
differed, with implications for their perception lmbw reform changes affected their subject

matter knowledge and teaching skills. Consequeh#ge teachers had varying perceptions

92



about their initial training and its impact on thigiarning and teaching. The teachers trained
before the transformation noted that the teachiathods their teacher educators used were
mostly teacher-centered. Their teacher educatbesiren textbook methods, chalkboard (a
method where the teacher uses chalk and boardd¢b)tand telling method (same as teacher-
talk approach). Teachers shared that they hatelihsiccess to resources during that phase

and teacher learners got most of their activitiemfthe chalkboard and textbooks.

Yet, those who were trained after the transfornmatiad a differing experience. They
were exposed to different teaching methods sutbaaher-talk, demonstrative (teaching
through showing by examples or experiments), asdudision methods (learning through
exchange of ideas in small or big groups). Theiclers also used different teaching
strategies to engage them as learners such asiyatse and facilitation (methods of
teaching by leading the class in discussions). ciimerast in what teachers shared about their

training experiences is displayed in the followmgtrix:

Table 4.1 Impact of Teacher Education Background m Teachers’

Approach to Professional Learning

Teacher Education during Apartheid Era Teacher Education after Apartheid Era

“There was not much theory, the emphasi¥here were many methods, yes they used
) was on the method from your first year..|.the teacher talk method but they did not
Primary So | did a Method of teaching Math and | believe in teacher talk method a lot; they
English for all those three years, even | believed a lot in group discussions—we
when we were given activities it was would work as groups or in pairs. Then
something like “how can you teach this | in your groups there will be one person
activity?” “how are you going to introduce who will be assigned to do

the activity to the learners?”........ presentation... (Teacher E).

(Teacher B)

The first thing that you were required to | If you remember very well our learning
know was the content, then you had to | at that time, it was always the teacher
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Secondary | master the methods of how to teach talking and we would sit and listen so it
Biology. For the first year it was mainly | was not usually the case that we were
content, and then the second year you deaitvolved. We would sit and listen and
with the methods of teaching your subjectwrite while the teacher

then in third year you combined both talks,.......... (Teacher B)

content and the methods.............

(Teacher C)

It appears as if these teachers tended to replicaielearning in their own
teaching— that is, they teach in exactly the sarag as they were taught, as in the case of
Teacher B noted above, who indicatd3ufing those times when | came to class, | would
teach them, write notes and if there were textbooksuld give them activities to dolt is
only now, in the current reform, that they are cefigal to use other teaching styles. On the
contrary, teachers who were trained during thernefcontext were exposed to a variety of
teaching approaches as Teacher E indicates abwgr.tBough their classroom
environments sometimes did not encourage them piognthose different teaching

approaches, as they shared, they knew about them

Finally, some of the teachers commented abouttledf connection between the
training phase and the work experience. A perenssale in teacher preparation, both in
South Africa and in developed nation contexts, tlegorted experiencing some challenges
in making what they learned in their training togdractical in their classes. The cause for this
may have been inadequate training in that theniauum was short-changed, as it was
always the case with Apartheid-era education;alse possible that their practicum
experiences, as student teachers, failed to offporbunities to “try out” new teaching
practices in circumstances that they would beikelexperience in their future careers.

Teacher D explains it this way:
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At that time, because there was nothing else tkaeW, | was happy with
my training, but now when I look back, | don’t thinneed to be happy
because when | moved from high school to tertievgl, there was no
connection, tertiary level was so different to whatas used to. And again
when | went to work, that was another world, yowl fa class register, the
thing that | cannot even mark; my high school,iéeyt and work
experience did not link, other things you got towras you become more

experienced in your job.

Teacher F seemed to be in agreement with Teaclsevi®V as she mentioned that
she was Happy with her teacher training, just that when yat into your classroom, then
it's a different story, depending on the type @f fmarners that you getExpanding on this,
Teacher F explained that it is common to have Earwho have learning disabilities in
mainstream classes, particularly in primary schddtsas a teacher, even if you were
confident about your knowledge and skills, you tfied it challenging to deal with such
learners—individuals with special learning needsytivere not prepared to address in
productive ways. Although this may be attributegbant to the school environment, teachers
believed that they should have been trained toghlsuch learners as Teacher F added
that: “We do not have training for such things, you justehto be passionate and have a

heart for these kids

School contextsBesides the initial training phase, the school exinin which the
teacher works plays a role in enabling or consimgithe individual teacher’s development of
professional knowledge and capacity to implemenefarm-oriented curriculum. The
participants looked at the school context in vasiauays that had potential impact on what
they did as teachers (or were able to do), and thiegtlearned to do as classroom teachers.

They considered the physical context of the scHika,the availability of the buildings,
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desks, or materials; also, they considered thditotaf the school and the surrounding
community, with all the factors that characterizattcommunity, such as poverty,
unemployment, and crime. In addition to that, tleemked at the availability or non-
availability of the teaching and learning suppedaurces. Regardless of which component
and its impact these teacher participants focused appeared to these teachers as if their
school contexts were far from allowing these teeske be, first, learners, and then teachers

that fit the new curriculum context.

Most of these teacher participants remarked alveuleick of teaching and learning
support resources that largely affect their teagpiractices and student learning. Their
perspective was that lack of resources made itdlffor next to impossible to teach as the
new curriculum requires them. For instance, initegko these teachers, it became apparent
that the shortage of textbooks is still rife initrechools. Learners often have to share in
groups of three’s or more. In other schools theeena textbooks whatsoever. Managing such
classroom situations is often challenging for temshConsequently, teachers choose to use
one teaching method, the chalkboard or teachematkod, which they can easily manage.
Resources such as radios, computers, televisiodspther electronic media tools are just a
dream in these teachers’ schools. The lack of reesiand how it affects their teaching is
highlighted by Teacher D:

Take me, as | am in primary in the rural school. $tfeiggle in English

since there are no televisions here, learners gntdearing from talking in

class and in the book that they share in two’shoe¢’s and read without

any understanding. If we say that we want the leata develop the skill

of speaking English, how is the learner going teedep that speaking skill
if they are not provided with even simple resousigsh as books.

As an example of how student learning is hamperedsider thénglish for Seniors

phase that Teachers D and E teach. This learwciingtg requires that learners brainstorm
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ideas for advertisements (commercials). Teachersxgected to give visual, auditory, or
written examples (Curriculum document, English tHkdditional Language, p.23) to show
learners how to do the task. However, most of tisekeols lack even the basic resources
such as newspapers and magazines, and learners baing them from their homes since
their parents cannot afford to buy them. Consedyeeiachers skip that part or alternatively,

they teach it in an adapted form which they artinats unable to do.

The new curriculum requires teachers to use difteieaching methods and
approaches, including group work and student ptatiens. Due to overcrowding in their
classrooms, however, these methods are sometictesdlange. It becomes impossible to
group learners into manageable groups, and therféeis no space where these groups could
meet. Teachers are still compelled to stand intfobthe classroom and teach by talking
while learners sit and listen passively as tea€higrdicates:“ Not completely that methods
have changed but there are methods that you carivastge like in schools that are
disadvantaged, and have no resources. Because wegerttaspace for groups, we cannot say
we have changed the chalkboard method where yda amithe board and explain, it is still
there”. Even though there is a huge improvement in theigian of learning support
materials, there are still cases where learneredorschool without pens and writing books
as Teacher Bhared that,working as a teacher is challenging these daysyeek with
learners who have big problems and while they aérny those problems you come with

your lessons, you demand them to have pens, wlieteay get these pen$?

Another huge challenge is that these schooltasted in communities that are
overwhelmed by a high rate of poverty, natural stises, crime, and illnesses, all of which
highly impact teaching and learning. Their learr@mnne from homes that have no electricity,
radios, and televisions and, worse, the schootsddsnot have such resources. Teacher C
mentioned that in his school they have resortadftesing homework time into their class
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periods because their learners face various clyggem their homes, such as no electricity
and cramped space, that make it impossible for tiokeemgage in their homework activities.
Teacher F talked about one task activity and ass®ssin Literacy for the Foundation phase
(Grade R - 3) where learners are required to t&tbey about what they saw or heard in the
news and then they are assessed on their spedkiitg & his is how the environment in

which her school is located hampers the achievenfehis objective:

You see, there are kids who are not exposed tmik&lios like at my
school, they don’t even know what is happening rdahem| assume
she’s referring to the newdfvery time before we start class lessons, we
have story time, they have to tell a story aboytling that is on the news
maybe for five to ten minutes. Sometimes they toatedl what the weather
forecast was—where would they get that informafiiom if they don’t
have a radio or TV at home? They have to tell theyof what they saw

in TV. At that time when they are telling the starjorms part of the
assessment; that's Orals. That’'s when you are tbtell that the learner
can speak, there are those who just keep quiehahday anything and
that’s how you know that they haven’'t masteredspieaking ability. The

environment counts a lot...
Her further comment continues to highlight how sigdool context hampers teaching
and learning, in situations that could be espacetiute in the rural settings of some of the

schools:

In this school, proper learning only happens int&irbecause in the
summer...... you know, there is a time where the maath lgy without any
teaching. For each week, sometimes we go to scmoblonday and
Tuesday only and for the rest of the week we cagmbiecause of rain.
The rivers would overflow, there would be mud aadransport to take us
there. Our school is far from the main roads andend up starting school
at 8h30, everything depends on our transport, guet bus a day goes

there, mind you. If it arrives at 9h00 that’s wheatool starts. There are
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17 teachers, sometimes it helped that there wergetivho were local who
would hold the fort while others were still on theiay. Sometimes we
walk for long distances to come to school if thad bannot make it
because of slippery roads. By the time we arrivecabol we would be so

tired that we had to rest before going to our césss

Teacher B, who taught Home Economics, was expdotedgage learners in Cooking
lessons and thus she needed stoves and cookirgjlsitdinis is what she said when asked
about resource availability in her school:

Sometimes schools have resources, then crimingisbordinary people

in the community break into schools and steal tmeseurces and schools

end up not.....like | remember in my first schootehgere sewing

machines and stoves and people in the communitidwteal them so

children ended up suffering because they couldlodheir practical

lessons.

In sum, teachers viewed the conditions in theipsthbontexts as potentially blocking
the improvement of their application of the refazorriculum and teaching skills and
methods it implies. There seems to be no structuresly provision in their school contexts
that may enable teachers to gain more expertigeeinsubjects, or even if it they had been
exposed to new approaches, to actually realize thehe classroom. The circumstances that
surround these contexts and that are beyond tea@uwoetrol make it difficult for teachers to
facilitate their teaching in a manner that the mefe demands, and perhaps to imagine what
reform-guided instruction would actually mean akdike. For instance, the majority of
these participants carry the old assumptions atheubature of the subject matter that is to be
conveyed to students, along with ideas about haaritbe conveyed to them which probably
differ from the knowledge required by the reformeachers had familiarized themselves
with how to apply that knowledge in their adversaditions and it might have worked for

them. | got a picture that teachers were findirftaitd to apply the new knowledge in their
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old contexts. From what teachers shared aboutwwk environments, it looks like the
education reforms were not based on an awarendle obnditions that exist in many
disenfranchised South African classrooms, nor vadaptations might be needed to realize

the spirit of the reform curriculum in such setsng

School leadership The inception of new education reforms in thiateat also
brought a new structure of school leadership andagement. It moved from a principal
being a sole leader of the organization to distetdueadership exercised by school
management teams. This body comprises all educattirsnanagement roles — the
principal, deputy principal(s), heads of departm(&f®Ds) and senior teacheras teachers
faced the new reform’s demands and were even mamvbelmed, they needed more
guidance and support from their school manageneams. They needed support to renew or
increase their subject knowledge and refine tlesiching skills. Regarding school leadership
support, teachers had varying perspectives on hewschool leadership managed to
enhance or hamper their professional learning. &deadership support or lack thereof was
often based on whether or not the school leadetship provided them with teaching and
learning resources, as well as organized profeakd@velopment programs in their schools.
It was also based on whether the leadership teamueaged them to attend, or offered help

to teachers to improve their classroom practicesutih class visits or mentoring.

Some of the teachers acknowledged that their sdbadérship was supportive, and
that enabled them to teach in a better way and grdheir understanding of the reform
curriculum and what it asked of them as teachezacher A recognized his principal for
providing resources, such as money, so he coubthorg more field trips that are a
requirement for the Tourism subject that he tea¢@asriculum and Assessment Policy
Statement for TourisnGrades 10-12, p. 39). He also talked this wayuabow his principal
contributed towards enhancing his subject knowledge
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I'd say the School Management Team also does $igygort although
Tourism is a new subject and not many people hHavenbwledge here at
school. There is support because when | startechiag this subject, |
thought of developing myself, | enrolled in the #&ubed Certificate
Education on Tourism. What excited me was thastheol principal also
enrolled in the same program so | realized thatehie collaboration in
our school, so now there are two of us who knos/ghbject and we can
share what we know about the subject because wethawsame

understanding.

Teacher C, also, had a positive perspective abewupport from the school
leadership. He stated that they were so supparfives professional growth:

It differs from school to school, like in schootté’s a principal, there are

heads of departments (HOD's), so the HODS haveddait that teachers

do attend the workshops, they also have to sddhatitheir teacher

belong to certain clusters. And the HOD must organlike in my school,

maybe let’s say in Accounting Teacher A is not odiable, the HOD has

to invite someone who'’s an expert in Accountingbmadag come every

afternoon and teach your learners. The princifgatésponsible for

making sure that you get the training and you derat trainings. I'm not

saying that all schools have this though.....

Teachers A and C were the only participant who seetm have a positive outlook on
how their school leadership was encouraging theifegsional development and even
recounted how it did that. Teacher B had this toad@out her school leadershipytiat | see
is that the class that our school management temmsfon is Grade 12, where they meet with
Grade 12 educators to talk about strategies anden@&dges of how they will improve
Grade 12 results like have extra classes but timby focus on Grade 12 and not on other

classes”.

Generally, most of them felt that their school leathip did not contribute towards

stimulating their learning and teaching practiceeyr commented about lack of opportunities
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or encouragement to participate in workshops, csupport in their teaching through class
visits or mentoring, and non-provision of teachargl learning resources. Teachers were of
the idea that their school management teams foare wn monitoring that they referred to
as ‘policing’ and ensuring that teachers do thewrkwrather than giving them support to
deepen their subject knowledge and enrich theirsvedyteaching. Teacher A speculated that
the lack of professional support from the head efpaitments may be attributed to the fact
that some department heads are not subject sptsidlihey got to be in such a position
because they had taught the subject at some paiheir lives. Teacher B alluded to the lack
of encouragement to engage in professional leaqriograms. She put it this way:

The thing is, there are different rules, it depefrds school to school that

for workshops only one person should attend peadegent, so if the

department has 12 teachers only one teacher staitédd. So we argued

that because at the end of the day, the informasiarot conveyed back to

us properly and then you find that you don’t knolmatis going onYou

know there’s something that happened when thesteaed, so it

happened that this teacher who had attended th&shop got sick, | am

in Grade 11 this year, | ended up not knowing wtbato, | didn’t have

any document, nothing, no program, | didn’t knovatwvas going on in

my subject.

Asked if her head of department conducts classsvsi follow-up visits to assist her
and her colleagues in their classroom practicecli@aF expressed her view this way:

No, mine is not helpful in those things, she iy @dod in asking for the

lesson plan and what is required by the princif@&e doesn’t think about

other things like visiting my classroom. But | asker recently to come

and introduce the sound of ‘m’ in my Grade 1 cle#Sse came and was

helpful. I was ‘testing her and she passed the. test

Teacher D talked about the leadership’s unwilliregi® offer its teachers the

resources that could help them in their profesgipretice,they would say there’s no
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money and you end up seeing no need to reporythaheed somethingIn sum, most of

the participants viewed their school leadershipregipportive in increasing the capacity of
its teachers. There can be various explanatiarnthéd inability of principals to improve their
teachers’ capacities. The school leaders andiiglaigeteam themselves are often
constrained by many of the same conditions thaties face, and they, too, need (and often
don’t get) support in their leadership work (Knagortin, 2014), a condition that teachers
may or may not be able to see from their vantaget pbhe reform context in South Africa is
also likely to pose for school leaders new kindsefructional leadership work that have
been identified in developed nations (e.g., Knaykhwanazi, & Portin, 2012). Important
guestions remain unanswered in this research d@heutature of the support systems for
instructional improvement and related leadershipkwioat deserve to be further explored in

the future.

In sum, teachers’ grasp of the content they atedoh, their willingness to change
their teaching practice, and their perceptionseirtability to deepen their content
knowledge are all shaped —and often constrainedthdiy personal background and
training, an often adverse workplace environmemd, the quality of school leadership.
These constraining effects are especially pronadifmethose who were initially trained for
teaching under the Apartheid regime, and who aneently teaching in rural settings. Yet,
the education reforms require all teachers, regasddf their learning as well as working
experiences, to assume a new ‘stance’. It looksthle education reformers were not aware

of the conditions that exist in many disenfranctiiSeuth African classrooms.

What Teachers Experience and Believe They Need import
of Their Professional Learning

Two more themes in the data take us closer tongens available to teachers in the

South African reform context to bolster their capafor realizing reform curriculum and

103



teaching practice. The first details the naturthefr professional learning opportunities, as
they see it, including where it may fall short ebwding high-quality and sustained
professional development. The second capturewdlys they envision what they need to

take their professional learning farther than thaye been able to date.

Theme 3 Teachers’ Perceptions of Professional Learning
Opportunities Available to Them

A brief overview of the professional learning optomities that are generally provided
for in-service teachers in the South African transfation context helps to introduce what
teachers have actually experienced, in suppoheif professional learning. These
professional learning opportunities are often meféto as ‘training workshops’ and this
study will use that term interchangeably with ‘@e$ional learning opportunities,” while
acknowledging that such an activity constitutey amle kind of professional learning
opportunity, and not necessarily one that exhaditthe characteristics of high-quality
professional development discussed in Chapter|fbwiog that, | will review how the
participants in this study perceived these workshdpere is broad consensus among
scholars that education reforms and teacher priofeEdsdevelopment cannot exist without
the other. As already mentioned in the introdugtishen education reforms were introduced
in South Africa, teachers expected that they wdelghrovided with in-depth training that
would help them move from their ‘old way’ of teanito a ‘new one’. Particularly, they
faced their legacy of the past which had subjetitednajority of teachers to teacher
education that was of inferior quality and had esqubthem to few, if any, in-service
programs. Instead, they were subjected to one-tvaekng workshops provided by the

department of education.

Therefore, the obvious challenge that South Afriegathers still grapple with 20

years later into the reform context, is the unsteagpport in their professional development.
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Other than the workshops that were provided tostad* teachers for the new curriculum,
teachers participate mostly in two kinds of proi@sal learning opportunities. First are the
workshops conducted in the school districts. Suotkshops are often organized and
facilitated by subject advisors (subject coachEsg subject advisors are based in the school
district offices and are considered district otllsi The organizers choose a central venue
and invite teachers from the same school distdstially teachers are grouped according to
the subjects and the grade levels that they tdackxample, Science teachers for Grades 7-9
will be grouped together. Although it varies withch district, subject, or grade, the normal

occurrence of these workshops is once or twiceschaol year.

Secondly, teachers also engage in a recent tfgmaiessional learning
opportunities, commonly known as ‘teacher clusterSouth Africa. A teacher cluster is
defined in two ways in this context. On the onadiat means a group of teachers from
neighboring schools who work together as a groupth@ other hand, it refers to a group of
teachers who work together on some specific subpatter issues. Apparently, teacher
clusters were originally teacher-initiated and litatied, and were attended on a voluntary
basis. The school district leadership saw how eorent the clusters were as leaders could
visit small groups of geographically closer schadlsnce. Administrators started using
these clusters as well, and the facilitators wdnddhe district officials (usually the subject
coaches). Attendance was then made compulsory.tBesie versions of clusters (teacher-
initiated and district-initiated) operate simultansly and all participants in my study engage
either in district-initiated or teacher-initiateldisters, while some of them participate in both.
Depending on the subject and the grade level tiegtteach, the participants attend

approximately two to three cluster-based workshggysyear.
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The General Perception: Inadequate Opportunities FoProfessional Learning

There is general consensus among all six teach&trshte professional learning
opportunities available to them are insufficientémhancing their knowledge and improving
their teaching practice, along the lines the refoexpect. Specifically, they are disillusioned
and frustrated by these learning opportunitiesthag regard them as‘mess that is
confusing and boring to atteh@Teacher F). Teacher A provides a clear imagtese

training workshops in the following extract:

There are not enough workshops to move a teacber &n old practice to
a new practice. The reason for that is that they @ne day workshops that
sometimes start from 12-2.30pm and usually theyahoeit providing
information to teachers, it's not about the totavélopment of the teacher
to make him ready to teach his subject. When we imehe training
institutes we trained for three years to teach #ipalar subject; now

when there’s a change, | don’t think that changsasninor such that you

need to get it within few hours or a day so they mot enough....

Teacher A, as all the other teachers, impliedttieg needed ample time
to be developed for the curriculum reform. It appess if they believed that total
transformation of the teachers would not be possiith limited development

programs that were of short duration which theyeaaften exposed to.

Even though Teacher C was in agreement with othdicfpants about the
inadequacy of these opportunities, he had a diffeview about the training workshops that
he as a Science teacher attended. A brief exptanatay highlight this unique perception
from Teacher C. Among the six participants, Teaheras the only one who talked about
attending more than six sessions of the PD progralnish were a combination of cluster,
district, and externally-organized workshops. Thesy be attributed to the fact that Teacher

C is a Science teacher in Grade 12. Improving $ei¢gaching is one of the national
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priorities in the South African education systeme do the fact that the number of learners
that pass this subject in Grade 12 is very low.sTInoore support in the form of resources,
professional development, and extra assistance therdistrict is given to the development
of Science teachers. Grade 12 is another priangesthere is a huge outcry in the country
about the high percentage of failures in this giagel. Teacher C, being a Science and
Grade 12 teacher, happens to be inundated withostipphis professional development and

this is experienced by very few teachers in thigext.

Characteristics of professional development that dranced teachers’ professional
learning. Even though these participants were generallyldssdned about their professional
learning opportunities, they still identified sortearacteristics in these opportunities that
might be having a promising effect towards theavgih. These characteristics include the
form of professional learning and its facilitatidrhe most common form for these teachers,
if not the only, is the cluster-based workshop, &usgéemed to be especially popular when
carried out in teacher-initiated clusters. Usuallgluster-based workshops teachers that
teach the same subject meet and identify the topheir subject to discuss. The cluster
leader who is chosen by the cluster often setseting dates and organizes the facilitator.
They share and exchange ideas on how to teachdhitular topic, the challenges they
might encounter, and the activities on the topat they might give their learners.
Consequently, most of the participants talked abiweit teacher-initiated cluster workshops
in a favourable way. They talked mostly about hbese clusters contributed to improving
their teaching practice. That said, the contemthése clusters still leaves a lot to be desired,
as will be discussed in the next section of chargstics that hamper teachers’ learning. Not
much was shared about enhancing the subject kngevleohd this may reflect the general
absence of subject-matter expertise among theg¢eswlho come together in a particular

local cluster. However, the participants shared ¢thusters helped them to communicate and
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set the task activities and assessment with tlligagues from within and outside their
schools. Teacher C illustrates how professionatligment in the form of clusters

contributes to improving their practice:

When you arrive in the clusters, we help each ollyesharing how to
approach each topic, how to assess that topic Exgou cannot say as a
teacher that you are doing well in all 8 topics.uYoay know the content
but maybe you have a problem with your teaching@ggh. As a result if

| have a problem with a certain topic | am ablénwvite the teacher in my
cluster who | know is good in that topic. That isywteachers have decided
that we must have clusters to share the informatimshare the problem
and to share the resources because you'll find yloat school is
advantaged and mine is a disadvantaged schoolfifduhat in my

school | need to do ‘practicals’ but | cannot, lyaiu in your school have

chemicals, for instance, and that's why clustes ianportant.
Teacher D also points to the clusters, when askedtavhat helps them in teaching the new
curriculum:

| would say it’s this thing of meeting togethemasghbouring schools

because let’s say the workshop was at Ndwedwe $lvopkvenue) and |

could not reach there, | have to make sure thagéimy neighbouring

teachers so that | know what they are talking albmdause they would fill

me in. | would know that by this time this is expd@nd | need to have it

ready by the end of the term, | need to have fuighis so that | could be

in par with my cluster.

However, when asked to talk about the differenciaéir teaching practice before and
after engaging in these clusters, teachers wereeatly clear in their responses (and without
observations of teaching at multiple time pointss tstudy had no way of corroborating
whether changes in practice were occurring). Taashattempted to show the difference in

the best way he could:
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| think it becomes easier for you to teach becaume become confident
that you've got the information that you know wigati are going to be

teaching, yes | think it boosts your confidence.

His response communicates little about what clysaeticipation may have helped
him do differently, and even implies that good teag is mostly a matter of “knowing what
you are going to be teaching”. Further study bé@lnecessary to establish what the actual

potential for teacher-initiated clusters might be.

Other than the form or structure of professionakettgpment, the participants talked
about the good facilitation in which they were aely engaged during certain professional
development sessions. For example, when asked fatilitators engaged them in any in
these workshop sessions. Teacher D had this to say:

Yes they do although | cannot remember well whadavieut they do,

maybe they give you an activity and then you’lsprg and then maybe

the facilitators will comment on what you did rigirid what you should
not have done, and then you should do like thils @hildren.

Even though her response was vague and ambigudw@dicated that there were facilitators

who engaged the teachers as they were training them

Characteristics of professional development that hapered teachers’
professional learning Unfortunately, the characteristics of these protesd development
programs that these teachers identified as hinglénieir growth prevail over those that are
said to be enhancing In general, many teachersuthSAfrica show dissatisfaction with their
professional development opportunities, particylére departmental-initiated ones, and
insist on their ineffectiveness in changing theagtice. Many factors contribute to this
ineffectiveness, for example, the fact that thggmoatunities fail to consider the teachers’
needs (Mokhele & Jita, 2012). Teachers consisteadgtify characteristics of these

opportunities that do not have an impact in indreatheir knowledge and changing their
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classroom practice. As expected, teachers in thdyinanimously identified some of these
characteristics, which include limited duration¢l@ar content and purpose, and the poor
facilitation of these workshops. Starting with theation, all six participants perceived the
contact hours and the span over which the workshopspread as not viable for gaining any
useful knowledge and skills from these opportusit@ther than Teacher C, the participants
shared that their average attendance of worksisopstimore than three times per year and
they last, at most, 3-4 hours. This 9-12 hour ttiwa¢ across a year falls well short of
estimates emerging from research on high-qualibjgssional development for what is
needed to substantially impact teaching practidee following extract from Teacher E
illustrates how teachers regard the duration aiitigito their learning and teaching:

If I tell the truth, we had one workshop in Engléstd that workshop was

in May 2012 (the interview took place in Novemb@&t2). | don't think

workshops should start in May because then the dansalready done. |

believe that right from the beginning of the yearstould have a

workshop where we will plan everything , where thlegw us all that we

should teach as well as activities to do and alise gs resources and

other handouts. Because if they say we should aoiay there are

people who have already messed up.

The school year in South Africa starts in Januay @nds in December. Teacher E
had an opinion that workshops should be providglt firom the beginning of the school
year, that is, in January. It became apparenthiese teachers were concerned about the

timing of these workshops, as is evident in Teaét®comment as well:

| don’t enjoy attending workshops because you geetho be confused,
because what they do, is the workshop’s durationldvbe 30 minutes
sometimes. The people who workshop you, theyqust @nd read papers
like this, and then after that they say we shoulidd ourselves into
groups and that’s the workshop. And even if the@eknows what she

has come to say, time is limited.
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It seemed like teachers did not think that theyledtearn and be in a position to change their
practice within a few hours and few instances oéting in these workshops, compounded

by poor quality of workshop facilitation that colddcompany the short time.

The next characteristic that teachers viewed ag morrisome was the purpose and
content of their training workshops. What seemisedhe case is that, according to what
teachers shared, workshops generally focus onveview of the new curriculum,
“assessment and moderation” activities, instegataffessional development activities that
teach about the subject content or how to teacRégarding those workshops that focus on
the assessment and moderation, what normally happéehat teachers in each cluster,
particularly the district clusters, set a commast fer a specific subject. After administering
it to their learners, they meet in order to analysetest results. That is what they refer to as a
moderation process, a variant on “data-driven” heag practice that is common in many

nations’ educational reforms.

The outcome results of that moderation activitppmsedly, help teachers to identify
their weaknesses as shown by low learner perforenand their strengths as evident in high
performance. Thereafter, a workshop is planngaduide teachers remedial training on
that particular topic with low performance. Thesaerkghops are usually conducted in the
middle or towards the end of the year. Due to stga$ of district facilitators, sometimes,
these remedial workshops do not occur in some $chstoicts. Teacher-initiated clusters are

often a solution in such districts.

Usually at the beginning of the year, teachersalied for workshops that provide
information about the new curriculum. The implenagiain of the new or revised curriculum
is carried out in phases and not simultaneousalltdass levels. For example, if new

curriculum was introduced to Grade 1 in 2013, timeP014 it will be introduced to Grade 4.
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The agenda for one workshop of Tourism GradelOujhent evidence) included the content
such as the definition of CAPS (new curriculumpits, time frame, and suggestions for

assessment activities. Teacher A expresses hisabewt this workshop clearly:

The purpose must be to support teachers, provigia thith what they
might require to provide quality education. | tkithat should be the
purpose, but in reality, that is not the case. Eséy with our Further
and Education phase the workshop is now for modsrand they are for
disseminating information if there is a particullarm that you have to fill
and since we are going to be starting CAPS in Grb2l@ext year, we are
supposed to be taken step by step because sohetopics will be new.
Last year before we started implementing in Gratletiiey called us at
the beginning of the year and they called it thee@ation workshop. In
that workshop they were just outlining that thigitois new and we will do
it so | did not find that developing, it was reatisientating in that they
were telling us what to expect and not to expetieMas the content is
very important because some of the teachers, eslyeici Tourism, they
did not specialize in tourism. As a result, if tlzeg not capacitated by
being provided with content, they might not be ablprovide quality

teaching.

One would expect that, with constant changes o€timgculum, as mentioned in the
first paragraph of the introduction, teachers wdwddrained on the topics of their subject
content and new teaching strategies related to.tleher than Teacher C whose unique case
was explained above, none of these teachers talkaak participating in subject-focused

workshops.

Finally, poor facilitation of these workshops wésoaviewed by these teachers as
limiting their chances of improving their knowledged skills. The participants remarked on
how their facilitators often lacked knowledge ofavithey were presenting and how they, as

teachers, were not properly engaged in the prets@mia Teacher F’s earlier comment about
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the “people who workshop you just coming and readingpajke this.”. captures a style of
workshop facilitation that offers the teacherdditt
You don’t benefit anything in these workshops bgeeaune tells you this and then
another facilitator comes and contradicts thatahcsay everything is a mess so far.
They arrive with a work schedule already donepsihat way, there’s nothing that

they will be facilitating. They give you that fitied product and then you have to go

and file it, you don’t even know what you are fgjin

Teacher D commented almost in a similar way ashieaF:

There’s this tendency that you go to workshopsthey read the
document for you as it is, this thing that | canatomy own at home you
find that the facilitator for English say the satheng as the other subject
because it's the same document. So you end upgséighbecause we are

provided with the documents | won't go.

The facilitators presented the information aboetghbject and presented the
classroom activities in the exact manner in whithdocument stipulated, according to what
the teachers shared. It appears as if teachersted® be taught as in the classroom and
maybe coached on how to teach their subject m&teme of the comments in the next
section that discusses the type of professionaldpment that these teachers envision attest
to that expectation. This section also looks attvdrad of supports these teachers viewed as

would be helpful in order for them to reach a l@&agrstance.

In sum, the findings related to this theme demanstthat teachers were dissatisfied
with their professional development opportunitigasticularly those that were initiated by
their department. Teachers emphasized the ineféewss of these opportunities in changing
their practice. Teachers in this study unanimoagheed about the characteristics of these
opportunities that hindered their envisaged growthich include limited duration, unclear

content and purpose, and the poor facilitatiorhese workshops. However, cluster-
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workshops, especially those that were teachegtet, carried some of the characteristics

that may contribute towards a change in these &acprofessional learning.

Theme 4 Teachers’ Visions of the Types of Professional laening
Opportunities and Support They Need

The teachers in the study expressed their viewsoantheir professional learning
opportunities could be designed so that they anmgful to them. They had different
suggestions on how the characteristics that cansttaheir learning, as highlighted above,

could be improved in order to effectively suppbeit professional growth.

First, the teachers’ view was that these learnppatunities need to equip them with
new subject knowledge and teaching approachedititia¢ expectations of the new
curriculum. In other words, the content of theirrkghops should focus on the subject matter,
for example, upgrading their knowledge of concelptsy to make those concepts relevant to
their learners, and how to present them in an wtaledable way. Without using the term,
they were seeking a more robust exposure to theagpegical content knowledge” implied
by the new national curriculum. Teacher A illumigst broad image of the professional

learning opportunities that they envision:

They’ll focus on the topics, maybe say today’s slook will focus on
Tourism geography and travel trends so the eduoattbknow that we
are going to focus on the topic that will capacitats on this particular
topic. So we will look at that particular topic andpack all that is
involved in that topic and ensure that educatordarstand that topic
clearly. And after that on that topic again, welhalok at the questions
that might be used to assess the understandirfgedéarners, maybe say,
for instance, learners might be given a case studthis topic, so what
kind of case study they might be given? What curessthey might expect
and how also to answer those questions. | think tae focus on such

things, workshops could make an impact.
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Here, Teacher A seems to be saying that if therksiwps could focus on particular
topics in each subject where they could discussahie and how they could engage their

learners in that topic, then that can make an impacheir knowledge and teaching practice.

Second, teachers were consistent in expressingri&ed for learning opportunities
that allow them tgarticipatein their learning, and not those where they siétiyias the
document is read to them by the facilitator. Teaédheemarked above that their non-
involvement in these training workshops is exauathat discourages them from attending.
They also talked about needing facilitators who tesmth them as if they are in a classroom.
Both Teacher A and Teacher F asserted that thigdsmis needed to be subject specialists
who possessed the content knowledge and teachpegtese. Teacher F added that the
facilitators should be in a position to model amtndnstrate what they were teaching. This is
how she puts it:

Maybe they could come to our schools or alternativibey could call us

to a big venue and there are learners there they tlvould teach for the

whole day, maybe they could help. Let's say 3iexar and the subject

advisor/facilitator could teach them, maybe, thisiid help instead of

telling us what to do in our classes.
One gets an understanding, through these teaaeenarks, of what would make them view
a professional learning opportunity as meanindfidhould be content-focused, engage

teachers actively, and have facilitators who cashliemodel, and coach them

Third, these teachers also perceived that the pigrand the design of their
professional learning opportunities used a top-dapproach where school leaders and
outsiders planned what the teachers should beettain. Teacher B argued that because she
and her colleagues are the people who teach iddakeroomshey should be involved in

designing their own training. This is how she ptts
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What | would like to see is that they need to medéachers a lot, in the
planning of all this, the content of these workshapteacher who is in
Post level 1 (classroom teacher) should be thevdm&#s more involved
because they are the ones who know what actugtipdres in class. The
workshop facilitators just tell you do this and yfind that it's impossible
to implement those things in class. So it'd be gbttky could involve

teachers in their planning and systems.

Finally, the participants acknowledged a need thepsupport systems in stimulating
them to become highly knowledgeable and skilfutless who are able to teach as the
reform context demands. As to high-quality proi@sal learning opportunities, external
support was identified by teachers as other wayeéaled to enhance their learning. Teacher
A suggested intervention from outside subject etspgich as faculty from higher education
institutions who could facilitate these workshops @ven train the trainers. This intervention
would help to equifteachers who were not really trained on the subgaed those who did
not get good training” Teacher F talked about the district leadership stpfometimes
teachers feel pressured by the district leademshipexpect teachers to produce high

achieving learners without guiding and providingaerces to make this possible.

In summary, the teachers pointed to a varietytobates of the professional
development experiences they would like to havélae to them that mirror closely what
the literature on high-quality professional devehgmt has identified in other, more
developed national contexts. They wanted morelaegxperiences that engaged them as
active learners, modeling good practice in the &ioficlassroom settings in which they
taught. They wanted to develop a deeper graipeasubject matter they were expected to
teach, and an understanding that would take a signdicant investment of time as they
participate in professional learning opportunitiest extend over time. The teachers

suggested what the professional development pragthat might work for them may look
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like. Most significantly, these teachers indichtieat they needed to be directly involved in

designing and planning their professional develapme
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Chapter 5
Discussion and Conclusion

This study sought to explore key elements of puveds selected teachers’
understanding of their own professional learniragngd after reflecting on their teacher
training and professional experiences, in the caircentext of reform in South Africa. Stated
another way, the study sought to determine whahtya understood about the curriculum
they were expected to teach in the reform contelxat it implied for their knowledge of
subject matter, how they currently approach teagthie curriculum, and how their
professional learning experiences were or werenabling that teaching, within the various
disadvantaged settings in which they worked. Itheen established that when teachers are
able to articulate and examine their insights dratesgies that they bring into their practice,
improvement in their teaching is evident (Harrid/uijs, 2005; Camburn, 2010). This study
acknowledges that comprehending what goes on ii$ pnefessional practice does not
automatically lead to the professional growth @ittimdividual. But it is an important first
step: engaging teachers in such reflective praitikely to reveal new insights into where
these teachers come from, what they actually lzam their practice, and how that

knowledge can be used to create better opportaridgretheir learning.

The study was conducted against the backdrop afatital reform in South Africa,
in which research has not yet attended to nor cagtilne teachers’ voices concerning their
professional development and the assistance tHeywbdhey need in order to gain
professional competency (Mokhele & Jita, 2012). Tihdings of this study indicate that
teachers have a growing awareness of the reforrcolum and what it implies for their
practice and future growth, and furthermore, theysin various ways that they can see

what teaching this curriculum implies for the pssi®nal learning that they must do, in some
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ways implying substantial departures from the whgy were taught. They are clear about
how the professional development opportunities wiley have so far encountered fall far
short of this mark, and how their workplace envinemts are often not as supportive of their
further learning as they could be. At the sametithey are able to identify elements of
effective professional learning programs that aeanmgful for them. Above all, they are
articulate and self-aware about their professiteshing (or in some cases lack of it), and as
such they offer an important voice informing theida of professional learning opportunities

that can be meaningful to them.

| start the discussion of this chapter by summiagizhe study findings that were
presented in themes in Chapter 4. Next, a largeung of what the findings say or mean will
be presented. Then, | discuss unanswered quediioitations to the findings, and possible
directions for future research. Finally, | conclureconsidering implications of the findings

for practice and policy.
Summary of the Findings

The study pursued the following research questi@)s/Vhat does “professional
learning” mean for teachers in South Africa’s ruaat township schools? What do they
claim to know about their subject matter and clamsr practice, that they believe would
make them more accomplished and successful teaichday’s reform environment? (b)
How are their ideas about professional learningthaet own “stance” towards themselves as
learners shaped by their personal and professi@tkigrounds, and the local conditions that
they experience? (c) How do teachers perceivertbfegsional learning programs that are
provided for their learning, and what charactersbtf these programs do teachers perceive as
enhancing or hindering their learning? (d) Whatkiof professional learning programs and

supports can help these teachers assume a “leatainge”, from their point of view?
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Following is a summary of the findings presentethemes that were drawn from the

data in relation to these questions.

Theme 1: Teachers’ Knowledge of the Reform Curriaal and Its Implications
for Subject Matter Knowledge and Teaching Practice

The first theme considered teachers’ understanafinghat they are expected to teach
and how they do or can go about teaching it, iir thew reform context. Teachers attain this
understanding from their teacher education phasgoing professional development, and
from the informal learning they derive from theliagsroom experiences. The findings
indicate, first of all, that the teachers haveeaachicture of the reform curriculum they are to
teach, grasp it as a sequence of topics and “sutpecepts”, many of them new or more
developed than what they would be expected to kaaavteach in past years. All were aware
that the reform curriculum made new demands om thliject matter knowledge—and as
such posed a significant challenge to their prodess learning. All six participants showed
awareness of the knowledge base of their subjgriggh the depths of their understanding of
their respective subject domains (and especiadli thedagogical content knowledge”) is
hard to say from a study such as this. That sila&y, seem to be clear about the subject
concepts that are now emphasized in the refornicalmm, which they have learned in their
teacher training programs or elsewhere, how thalsiest concepts have changed or not
changed in a reform context, and the new purpagegéching those concepts. Furthermore,
these participants were cognizant of the factahgwod grasp of the subject knowledge base
is crucial to be able to teach one’s subject wlsuch, though they have much still to learn
about their knowledge base underlying their teag;itimey have taken important first steps in

that direction.

Along with their growing awareness of the contduait the reform curriculum expects

to be taught, they were discovering in various wiags the reform curriculum implied a
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different relationship between teacher and learrgerd new roles for both parties. In various
ways, they were able to point to interactions witthie classroom were becoming, or needed
to become, more active (or at least expected toftwegxample, involving learners in asking
questions and doing research in various arrangenfert., group discussions and projects),
and the teachers in a more facilitative relatiopsbistudents’ learning. For some of the

teachers, these changes were substantial.

The extent of these teachers’ learning about éinéenit of reform curriculum or new
forms of classroom interaction were heavily infloed by the period in which their initial
teacher training took place and when they startdkiwg, that is, before or during the new
reform context that started with the ending of Apeaid. That difference seemed to affect the
depth of their understanding of their subject cpisethe way they taught them, and even
their willingness to embrace these changes. Inrgértee participants shared that they
tended to teach their subjects in the same wawghich they were taught. For example, those
whose teacher educators often used the teachen&hod mostly employed that method in
the classrooms where they currently teach. Als@retthey had used memorization to learn
their subject concepts, they also expected the samretheir learners. However, those
teachers who had trained after the changes hadexgeased to other teaching methods such
as group discussions and presentations and thayatttd to use them in their classrooms. In
short, the extent of thectual change in their practice (which this study washle#o observe
directly) is likely to vary greatly, from those whave changed relatively little to those who
are making substantial changes, by comparisonprébtices before the reform era. Despite
all that, they were collectively conscious of tleuvroles that they as teachers have to play in

the new learner-centered teaching required by tieir reform context.

Theme 2: The conditions that influence teachers'gbessional learning
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Second, it was clear from these teachers that golWerces and conditions in their
working history and local circumstances were shgypiieir understanding of the reform
curriculum, their new learning about content andgg®gy, and their teaching practice—in
particular, the teachers’ background, school cansend school leadership. Teachers’
background included personal and professional démes, including the initial and ongoing
professional learning programs in which they hadigipated. Regarding their personal
background, the critical events such as their lggdiche past and childhood role models

might have had implicit impact on the learninguége participants.

Regarding the initial teacher training phase, tkeeences of these participants
varied according to the period of training—espégiathether it occurred under the
Apartheid regime or after that time—and, along wité time of training, the level of
qualification they had aimed for, and grade lewdbe taught. Thus, their perspectives on
how this phase shaped ideas about their profeddearaing also differed. For instance,
some of those that were trained prior to the refoomext seemed not to consider their initial
teacher training as impactful, in terms of theiingay new understandings and approaches to
teaching (in fact, the pre-Apartheid training mayd had the opposite effect, by suppressing
their expectations, limiting their conceptions obgct knowledge, and unnecessarily
constraining ideas about how to engage studemémining). Those that were trained during
the reform context, by contrast, thought that thwiining had begun to prepare them to
assume the roles required by the reform era. Thergéconsensus among all these
participants, however, was that their initial teercéducation and ongoing teacher learning
opportunities, taken together, were not adequai@poove their subject knowledge and

teaching skills (as | discuss further under Theine 3

Second, regarding their school contexts, all sitigipants work in disenfranchised
school settings marked by minimal resources farhtees to work with; lack of infrastructure
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such as proper school buildings, desks, or equiprtiemted access to professional
development resources; and poverty in the surregncdommunity. Although the mentioned
aspects of these participants’ school context inguhthem in varied ways, their collective
thinking was that their school settings hinderegrthrofessional growth. For instance,
shortfalls such as lack of textbooks and crampasiscbom space for learners dissuaded these
teachers from using various teaching styles anthodstencouraged by the curriculum

reform.

Finally, the findings also established that thepgupof school leadership can play a
helpful role in renewing or increasing teachersjjeat knowledge when, for instance, school
leaders provide opportunities for teachers to ledaout their subject with internal or external
peers as well as being mentored or coached insbkools. Two participants acknowledged
school leadership support as contributing towands professional growth, through
supportive resources that help in their teachirgieze and some mentoring from the head of
department. In contrast, the remaining four pgréints agreed that their school leadership did
not contribute towards stimulating their learnimglaeaching practice. They identified lack
of opportunities or encouragement to participateramkshops, lack of support in their
teaching through class visits or mentoring, andmavision of teaching and learning
resources as impeding their professional learnitgjead the school leaders paid more

attention to monitoring that teachers are doing therk.

Theme 3: Perceptions of the extent and quality obfessional
learning opportunities

The third theme looked at how teachers perceiveil firofessional learning
opportunities and also what about them was seenoasoting or blocking their learning. The
professional learning opportunities referred tcelheme those that contribute towards
continuous development of teachers throughout theiking experience, chiefly taking one

123



of three forms: workshops serving large numbertsathers (e.g., in a similar grade and
subject area across a district) led by the SA deyeant of education, “cluster-based”
workshops led by district staff, and cluster-basedkshops initiated by and led by the
teachers themselves. The study participants cengligtindicated that the professional
learning opportunities provided by their departmareducation left much to be desired,
whereas the cluster-based activities sometimeseaffimore to teachers, especially when

initiated and guided by teachers.

All these teachers were in unison about the dbariatics of these departmental
workshops that they viewed as not contributing talsdhe improvement of their
professional knowledge, and here their observati@as out much of what the literature on
high quality professional development asserts. ®ieyed that these programs were not
really focused on promoting their subject knowledgd teaching skills, and were often
characterized by limited duration, unclear contard purpose of these workshops, as well as
poor facilitation. Regarding the duration, the gapaints reflected the contact time and the
distribution of these workshops as not giving tremugh chance to learn more about their
subject and how to teach it in a better way. Aleese workshops are not usually focused on
the subject content and related teaching practespnly a few teachers are lucky enough
to engage in workshops that took that focus. Rmétie participants remarked on how their
facilitators often lacked knowledge of what theyravpresenting and how they, as teachers,

were not properly engaged in the presentations.

Teacher clusters were viewed in a much better Wag.participants remarked that
they acquired new understanding of their subjentepts and how to teach them through
exchanging ideas with other teachers. Echoing ipettdat have begun to be apparent in
developed countries, they shared that networkioldglworation, and sharing among teachers
was fostered in the clusters, and that these lohdstivities had exposed them in a more
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helpful way to different ideas about their teachifiat said, the depth of the subject matter
understanding in such encounters was uncertathegsarticipants in a cluster grouping
might not bring to it much expertise in the suhj@@achers’ subject knowledge in this study
remained at a topical level, as was evident irr thecount of the topics that they are teaching
in the reform context and the purposes for teacthiegh. However, that knowledge does not

particularly go deep into the subject domain.

Theme 4: Types of professional learning opportupki
and support that teachemsnvisioned

The fourth theme considered what teachers saidt@abeuypes of professional
learning opportunities that they envisioned as nmedul to their learning and the
improvement of their teaching skills. They alsogegted other support structures that could
enable them as they strive to heighten their stBj@awledge and teaching expertise in order
to fit in their new reform context. The majority thie participants reflected a need for
professional learning programs that center diremtiysubject matter content and how to
effectively teach that subject content to learn@ssthey see it, these programs should focus
on the subject topics that teachers teach in thesisrooms, in settings where facilitators
would teach teachers as they are going to tea@hl¢laeners. Another general perception
from the teachers was that they are the peoplekmnbws exactly what works and what does
not work for their teaching practices. Thus, thegato be involved in the creation of their
professional development programs, through a mxquioit attempt to listen to and consider
their needs. Teachers also believe that assisfeoroeoutside, such as higher education

institutions and their school districts, can cdnite towards improving their learning.

Summary
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To sum this up, the collective voice of these teashvorking in South African
township and rural schools suggests that teachersveare of the nature of the reform
curriculum and what it demands of them, have beguncorporate its content into their
teaching, as well as to appreciate their need ¢avkihe new content more deeply, and to
learn how to engage young learners in the subjattemin an effective way. As the
teachers see it, this awareness and their ahilitydve beyond initial awareness to deeper
professional knowledge and changed practice istantislly influenced by a convergence of
influences that date back to the era before theagan reform context and that are
embedded in their workplace circumstances. The vigithe participants on their
professional development programs reflect that k¥mew what works or does not work to
enhance their professional learning. They alsoeaom what they think could be done to

make these professional learning programs meardifgfthem.

Discussion: Listening to Teachers’ Voices and
Strengthening Professional Learning

Since the participants in this study are curremmtignersed in the process of education
reform, it was necessary for them to engage ingsibnal development in order to learn
new knowledge and teaching approaches (Garet, &08l1). Certainly, teacher professional
development is a crucial element in any educatiattampt to improve teaching and learning
(Ono & Ferreira, 2010).Fear of the unknown’, ‘confusing’, and ‘frustratinggere some of
the phrases that were articulated by the parti¢goiarthis study when asked about their
views on their education reform. The conceptuaiiework of this study reflects that, in
spite of inconsistent support, education refornesqgect teachers to teach in ways that
stimulate critical thinking and problem solving l&kiand that require intense subject matter
knowledge (Cochran-Smith & Lytle, 1999). The sanaswxpected from the participants in

this study, yet the support for teachers to chavaelimited. Unsurprisingly, these
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participants seemed to view their process of chaisgeard. These facts prompt some further
reflection on what these teachers are saying, drad ivmay mean for the ongoing

improvement of education in South Africa.

“This is what we know about what the curriculum askis to teach,

the underlying subject matter, and ways to teach.it”

Generally, the literature on teacher professiosairiing in the South African context
suggests that many teachers in this context poadassted knowledge base (e.g., Mestry,
2007; Jita & Ndlalane, 2006; Bantwini, 2009). Thedy findings showthat teachers had
internalized aspects of what the reform curricubsked of them—at least at the level of
topics and key subject concepts—had some undeistaotithe underlying subject matter,
and had begun to visualize appropriate teachingoagpes, The latest scholarship shows that
subject knowledge contributes to a part of the Kedge base (Verloop, Van Driel, &
Meyer, 2001). The total knowledge base can reféngcskill of using this knowledge to
change programmes, create task activities, andjladite to detect learners’
misunderstandings and misconceptions. In thisrdegiais not yet clear what the “total
knowledge base” of these teachers comprises, parghcontribution to it, to date, of their

professional development experiences.

To be sure, the participants in this study revealéar knowledge of the content of
their curriculum and explained ways they go abeathing it. Even so, the study was only
able to gauge this through the teachers’ self-etan and not from the observation of their
classroom practice or actual task activity thaunegl teachers to apply their subject-matter
knowledge. It was evident in their confident exgsien of their subject concepts and
descriptions of how they apply them practicallygarners so they can understand, that the
teachers see themselves as professionals whoildg@ stronger repertoire, and are able
to do more than in years past they or others wbaie expected them to do. But how much
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more? How much deeper into their respective stidi@mains have they pushed their
understanding, and how much farther would be ne&wldd justice to the reform curriculum
as it is now conceived? Here there is a distinssitmlity that, while they have a clear
appetite for further subject-matter learning aralize they have more to learn, there are
important areas of the new curriculum and its ulytiey subject matter that they have not yet
begun to imagine. And they may still be teachinthvai prior set of assumptions about
knowledge itself (e.g., treating knowledge as ao$édpics topresent tastudents, as opposed

to a set of processes in whicheiegage studenits

The findings of this study can help designers efgiofessional development to
realize that teachers possess some knowledge aaqgpatite for more, which they could
build upon when designing the professional learpragrams. At the same time, the
designers can continue to explore the range antth @épvhat teachers are coming to know
within and underlying the new curriculum, and t@agime how best to help teachers
encounter these new ideas, or to visualize howaott them. And here, the designers of

professional development have a long way to go.

Sadly, most of the participants indicated thatwioekshops that they often attended
did not emphasize the subject content or teachifig.sAt least in some clusters, according
to what teachers shared, they tackled the subgetent directly. Thus clusters were
perceived as enabling their learning and teactsind,they were motivated to attend them.
This is in line with Guskey’s (2001) remark thaatbers are often attracted to professional

development programs that they believe will exptir knowledge and skills.
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“What influences our grasp of the reform curriculum
and how we teach it?”

Listening to the voices of South African teachemaerning what they know and
know how to teach, in relation to reform curriculuonings one quickly to the circumstances
in which they teach, and a series of related imib@s on them as teachers and as learners. In
particular, the professional knowledge of Southidsin teachers in impoverished school
settings is substantially impacted by teacherst pasial background, prior learning
experiences, lack of a support system, and poactsties within which teachers work. It has
been well established that teacher professionatilegis shaped by different classroom
contexts in which teachers work, which in turn sinaped by their school culture, society,
and community in which the school is located (OgfdPedder, 2011; Beijaard et al., 2000).
The study participants indicated that indeed tleselitions played a critical role in
determining what they believe about their profassiadentities, how much they see
themselves as capable of learning new practiceshaw well these practices apply in the

day-to-day world in which they work.

Here, the study findings suggest that the legadypafrtheid runs very deep, and the
continuing challenges presented by impoverisheddgiy circumstances are likely to exert
an enormous influence on the possibilities forréferm curriculum to take root. Research
suggests that a number of dimensions of peopk&s lIhave an impact on their teaching and
learning (Richardson, 2003). From the findingglmse teachers’ backgrounds, it is possible
that they still carry internalized images that werstilled in them during the Apartheid era
that they were not good enough for some jobs. Gpresgly, they bring to their professional
learning attitudes, beliefs, and images that impaet the teachers respond to their learning
opportunities. Also, the findings reflect dissaiition among the participants about their

initial teacher education programs, while at th@esaime acknowledging its power over their
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current way of teaching: experiencing “teacher’tpidagogy leads to the same practice in
the next generation. They felt that they were mapewered well in their subject theory and
classroom practice. Teacher D’s reflection on igssie highlights this point when she shared
that she learned many things about her teachirgipeson her own when she was already a
teacher. In her teacher education program (whiehusiderwent prior to the end of
Apartheid) she and her colleagues were taughtxaet subject concepts that they would be
teaching their learners. They learned those coatbptugh memorization, and had to
reproduce what they were taught exactly as if isot, they were considered unsuitable to
teach that subject and they were encouraged tcsehmamother subject. One can speculate that
such incidents may have affected the views of thasticipants about their own learning and
teaching, and even more to the point about the@aatuknowledge itself (as a fixed body of

facts and concepts to be transmitted from teachiearner).

It is not clear that the South African DepartmeinEducation has fully appreciated or
considered what the legacy of Apartheid and impslied schooling circumstances may
mean for teachers’ learning—or for ways that tHerma curriculum can most productively
be adapted to work in these circumstances. Comsgldre new curriculum policy
framework that requires learners to critically eefland engage in problem solving (SA Dept.
of Education, 2011), a process which the teachers facilitate, one can be tempted to
speculate that education reformers had never speme time in South African classrooms
and schools with poor physical and educationaliess. In this study, the participants were
consistent in that they were expected to teachnew’ way, yet they faced many challenges
in their classroom setting that, in their view, quetled them to revert to their ‘old’ ways of
teaching. It is hard to say how much of their rémgrto old ways was absolutely necessary
and how much reflected their demoralization orrthbility to visualize how new teaching

practices could be adapted to the difficult classr@ircumstances.
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Recent scholarship shows that many reform effegsrsto fail because teachers are
not supported, and if so, they abandon the newoagprand return to what they know
(Verloop et al., 2001)t looks like there was assumption on the partefreform framers
that their existing structures will allow teach&rysnake the reformers’ vision a reality
(Cochran & Lytle, 1999). Also, another assumptiaswhat teachers in all school settings
were highly competent to make sense of such aertgdl As the participants in the study
shared how their school conditions blocked thedfgssional growth, the researcher detected
a sense of frustration and hopelessness. Payn8)(a88erts that pervasive demoralization of
teacher workforce under deprived professional envirents can result, and there was clear
evidence of this kind of demoralization among #chers in my study. Whatever the
reasons for teachers’ failure to implement refomestted teaching strategies, it was clear

that the absence of a good support system wastaledgimg factor.

“This is how we view our professional learning opgonities...”

Participants shared disheartening utterances abeintprofessional learning
opportunities‘They are a mess”, “l don'’t like going there’and“Why attend if all they do
is read the document?leacher professional learning is defined as tbeqss of gaining
new knowledge and changing how teachers think, thew approach their teaching, and
ultimately how they participate in their professabwork. To attain this learning, teachers
need to participate in high-quality professionarieng opportunities with certain
characteristics (Garet et al., 2001). A consensubat set of characteristics that are highly
likely to increase teachers’ knowledge and impribnagr teaching has been established, at

least for the developed world (Desimone, 2009).

Unfortunately, South African teachers, despiterthestory of weak subject

knowledge and teaching skills (Maistry, 2008), weog offered such high-quality
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professional learning opportunities at the begigrahtheir reform era. They were mostly
subjected to a traditional approach, in the forrwofkshops that were offered in a “cascade”
fashion, with individuals who were increasinglydescpert offering the training at successive
levels of the “cascade” (Kriek & Grayson, 2009).I¥Drecently have the teachers, as the
participants shared, start engaging in innovatpf@@aches that carry some of the above-
mentioned core characteristics of high-quality ssfonal development. And noticeably, the
teachershemselvetook on an important role in shaping some of th@rséessional learning
opportunities. The study participants were all pateacher clusters that they considered as
the best for their learning. They agreed that tj@ped more knowledge by sharing
information about their subject with other teach@étss is in agreement with Villegas

(2003), who argued that teacher professional contiaar{teacher clusters, in this case)
bring teachers together to tackle the subject problthat they experience in their
classrooms. In that way, the participants promtted own professional learning as
individuals and groups. However, they recognized ttot all clusters are impactful, as one
of the participants commented thatdepended on how knowledgeable is the cluster leader

or facilitator”.

Seemingly, despite inconsistent support for pradess learning from their leaders,
the teachers | studied are motivated to upgradekhewledge and skills by engaging in
advanced studies. The issue with this self-initigteofessional learning is that it is only for
those teachers who are willing to learn. What Uguedppens when there is no support
during a reform context is that many teachersdeetotivated and lose the desire to strive
for innovation and improvement in their profess{@amoff, 2008). However, some teachers
are motivated by uncertainties that they face arg strive to improve their learning on their
own initiative. But reformers may too easily “tyest’ teachers such as the ones | studied as

demoralized and unmotivated to improve. Accordmdita (2004), reformers have not paid
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sufficient attention to a teacher’s will to leamdrder to enable the required changes in their
teaching. Briefly, he talks about the teacher'speal transformation, that alludes to
teacher’s personal efforts to transform themsebyeislentifying and considering their
personal identities or biographies as motivatirgdes in their participation in professional

learning programs.

The majority of the participants in my study, déspheir sense of discouragement at
the poor quality of available professional learnapportunities, showed a sense of desire to
learn, as evident in their involvement in advansedlies that they identified as impactful to
their increased knowledge. They also networked tighr peers through the teacher cluster
arrangements and with those who work in privilegeldool settings. To that effect, this study
finding supports Jita’s assertion in that it reféecow the participants’ will to learn helped to

stimulate their learning.

In my discussion of high-quality professional deyghent opportunities in the
conceptual framework, | noted that it has not yasrbestablished that such opportunities will
be effective in a South African context. To thdeef, Mokhele (2013), driven by her study
findings on a particular innovative professionalelepment, proposed an adapted version of
Garet's model of effective professional developntaat might be suitable for developing
worlds. This refined model would have added fezdwabove the six core features, which are
personal transformation and the context of teacmnmpoverished settings. Mokhele
suggested that carefully designed professionalldpmeent experiences that combine
different activities, such as small cluster (fevighbouring schools) as well as larger (many
schools in the district) workshops, coaching frotpegts such as university faculty, and
study visits (schools in the developed world) haymotential to bring about personal
transformation and growth. The context factor ietera consideration of lack of resources
when designing content for the professional devalemt programs. Desimone’s model
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emphasizes the focus on the content, accordingoid®le, when developing teachers in
township and rural settings, the examples and resswsed to explain the subject content
should fit these contexts. Scholars interestedafegsional development in South Africa
might have to listen to teachers’ experiences amtirtue to explore and make sense of these

experiences in search for suitable models for irepetaed schools.

“These are the types of professional learning oppaonities
that we envision....”

Even though the participants recognize promisiitiptives towards their
professional development, they still felt that thgriofessional learning opportunities are not
designed for their needs. In other words, in pgttogether teachers’ professional
development programs, participants feel that the&ds were and are still not considered.
Consequently, they are not confident to teach“imesv” way, not because they did not want
to, but they do not know how. In most of the pssienal development events they
encountered, little or no time was spent demonsgair modeling the new approaches, and
working with the teachers on ways to adapt the “nemay to the specific classroom
conditions they were facing. Teacher B reflectas ithher commentthey just tell you, do
this, do that, and you find that it's impossiblartgplement those things in cldsés
participants shared about their current professi@aaning programs, they drew a picture
that they were feeling as if everything was imposa@n their own learning. Take for
instance what Teacher A (one who had come to tegditer the end of Apartheid) shared:

So | think if | was a facilitator, | would not tete teacher that this should be done

like this, but I'll put the problem to them and feém work on it on their own because

| think they can develop quite nicely from one haoinstead of being told. And |

know teachers do not want to be told, because sbriem think they know, so if |

come and tell them, they’ll say ‘oh, we know tHasut when they discuss their
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understanding, share their experiences, share ttieitlenges that they are facing, |

think it could be interesting.

When told what to do, it appears as if teachersuiedermined, as if they do not
know anything. When given a chance to show what km®w as they work on a certain
problem with each other, they feel involved and thair knowledge is considered. When
teachers feel involved, they show willingness e In contrary, when new knowledge and
skills are imposed on them, and they feel as ¥ tieve been excluded from the development
of new initiatives, teachers tend to resist oraejee new knowledge (Hargreaves, 1995). In
a sense, the teachers are reflecting back themibiaa, if treated like professionals, as
capable of improving a complex practice throughemive problem solving with other

professionals, they will rise to this expectatiom succeed.

Research indicates that teachers participate iiegsmnal development for various
reasons (Villegas, 2003). It may be for improvimg® skills in performing one’s job, for
career development or promotion purposes, to imgpome’s professional knowledge and
skills, for motivational purposes, or to help teashprepare for transformation in education.

It is noted in the South African literature thatlze early stages of education reforms, teacher
professional development opportunities were aimeaa@moting teachers’ skills so they

could be in a position to fulfil the new agendarahsformation to reconstruct the education
system (Mestry et al., 2009). Considering thigppears as if the assumption of the reformers
was that all teachers in this context already ldstjaate knowledge and skills to fulfil the
transformation agenda. However, as my respondeatie rolear, the participants reflected a
need for programs that focus on increasing theisgiof subject content and ways of
teaching it. Grundy & Robinson (2004) argue thatters who show limited content
knowledge can only benefit in professional learminggrams that aim at the extension,

growth, and renewal of the knowledge and skillseimphasizing programs that focus on the
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content for their envisioned professional learropgortunities, as some of the participants

did, they show the support of Grundy & Robinsonsdel.

In conclusion, the findings in this study suggéstt in order for professional learning
opportunities to be meaningful and helpful from thachers’ point of view, they have to
consider the needs of the participating teachengdewreating the teachers as legitimate
sources for understanding those needs. Also, tbegl to consider what teachers already
know and allow them to participate actively in th@iograms. The teachers’ direct
involvement in their professional development thgrean accomplish several agendas:
guiding their learning towards areas of profesdipnactice where they feel weakest, and
reinforcing their initiative in recognizing, andkiag ownership of, their own professional

learning.

Concluding Remarks

The study planned to provide these teachers wittnéext to examine their
professional knowledge and teaching practice, disaseheir approaches to professional
development. To conclude this dissertation stuayilllhighlight what my study has and has
not achieved, the limitations of the findings, am@&nswered questions as well as possible
directions for future research. Furthermore, | Vailk at the implications of the findings for

practice and policy.

What the Study Has and Has Not Achieved

This study provided an analysis of what teache&aunth African township and rural
schools understand about the curriculum they gped®rd to teach and how they teach it, and
in relation to it their professional learning andfiessional learning opportunities. The
underlying purposes behind this study were to iy ereate a picture for scholars with

interest in the field of teacher professional l@agnand reformers in this context, of the
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knowledge of the reform curriculum that teacherthenmost difficult teaching conditions
possess, its implications for subject matter kndg#e and how they approach delivering it to
their learners. Another purpose was to determinat wiese teachers think of their current, as
well as envisioned, professional development oppiaies. The insight gained from there
would be useful for the planning and designing @ssfonal learning opportunities for
practising teachers, informed by what the teactenmselves identify as their professional

needs.

This dissertation study attempted to contributestals the most uncharted territory
of this field, that is, teachers’ reflection of wiiaey know about their subject and how they
apply that in their practice. Teachers around thddvdo not usually express what their
knowledge base is, nor are they often asked t@dbisst, the study highlighted teachers’
awareness of the importance of coherent knowleflgalgect matter and teaching it. The
study showed that, in varying degrees, teachersargng to understand the nature of a
reform curriculum, have begun to appreciate th¢esilonatter demands and what it may take
to teach it, as well as the conditions that infeeeor block the development of this
knowledge. Second, the study conveyed that teaett®wshave perceptive insights into what
is and isn't facilitating their learning and whaaynenhance their professional learning. In
this way, this research study offers some insigtat ihe design of both their pre-service and
in-service professional learning opportunitiesetommends a further review of initial
teacher education programs in this context thaides on the development of teachers’
knowledge base, and that considers the historgaafiters such as their biographical contexts,
which includes their previous learning and expéatatfor the future. The study also has
suggestions for continuous professional learnirgpaypinities that consider teachers’ input

and that focus on the subject matter content ariladse of teaching.
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However, this research study only begins to exploecfull extent of teachers”
existing knowledge. It did not manage to show thgrde and depth of teachers’ subject
matter knowledge in a comprehensive way for angmgisubject area, with respect to specific
topics and the knowledge of transforming thosecd®mto terms that they are understandable
to learners. It also did not pursue knowledge etdx instructional strategies that increase
the learners’ understanding of particular topias.dd so would have taken subject-specific
research, organized around a map of the full aulatcdomain. Rather, the study’s
exploration of what teachers know about their @si@nal learning is limited to self-
reflection shared through the interviews that @ditiillustrative examples of what they know

and do as teachers.

Furthermore, the study did not examine these teacpeactice directly. Because
there were no observations of classroom lessonsawthe subject concepts were presented to
the learners, the degree and the depth of contentlkdge of these participants and how
they present it to their learners could not befiegtiby the researcher. Also because there
were no observations of the professional learnppatunities that these teachers
participated in, the researcher could not determinat, exactly, about these workshops

caused teachers to assume the views that they have.

This study also did not address the differencegeapced by teachers in their subject
knowledge and teaching practice after participaitmipeir professional learning programs;
lacking two timepoints, with a baseline time peradl subsequent time point to establish
change, the study could not show convincingly heachers may or may not have changed
their thinking and practice over time. Even thotigise teachers mentioned that most of their
workshops were not focused on improving their kremlgle and changing their practices, they

alluded to clusters where they shared ideas aheirtgubjects and classroom practice with
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their colleagues. It would have been informativexamine how the participation in teacher

clusters actually influenced thinking and practice.

Unanswered Questions and Possible Directions
for Future Research

Most researchers on South African education asagediducation leaders
continuously mention the weakness of teachers’ kedge base in this context, especially
among teachers who teach in impoverished schaimget{SA Dept. of Education, 2006,
2010; Jansen, 1998; Maistry, 2008; Jita & Ndlal@®86; Steyn, 2013). The underlying
purpose of this research study was to reveal, ilustrative way, the actual grasp of the
reform curriculum and its associated subject kndgéebase that a group of these teachers
possess—to see how confident and comfortable temerexe with the conceptual material
presumed by the current national curriculum, ansiggest how aware teachers were of
particular knowledge gaps they might have in refatp this curriculum. It was my hope that
that revelation would provide vital information tavds the planning and design of future
professional learning opportunities for these teashHowever, the study only managed to
show what teachers claim to know about their psitesl learning as well as their views on
the importance of possessing the knowledge baseadtual subject-matter knowledge with
regard to specific topics and the knowledge ofdfamming these topics in their classrooms
remain unexamined. Future research focused orcpktisubject areas could use interviews,
reflective journaling, inspection of lesson plans @ther unit-related materials, and
observations of lessons to examine how teacheuslactinderstand their subjects and how

they try to transform it into teachable content.

Closely linked to above, another research studjdceeek more direct evidence (with
some suitable pre- and post-measures) of how \&kimals of in-service education programs
affect teachers’ subject knowledge and pedagogy,ishhow these programs elicit the
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knowledge mentioned above and its application ¢octassroom. Observation of teachers’
lessons before engaging in these programs coulidie, followed by observation of the in-
service programs to see how teachers are engadeaining about new subject content and
instructional strategies, and the characteristite@programs that cause teachers to assume
a learning stance. Lastly, following the in-serveogperience, interviews could be conducted
on what teachers consider as they create theorigdans and choose the instructional

strategies to use, coupled with post-observatidtsaching.

Finally, this research study provides an understendf professional learning of a
small group of teachers with characteristics tlaaywidely (their school settings, township
or rural; their qualifications and the grade lewealsght). These different characteristics might
have contributed different effects on their leagniim that way, there can be no certainty if
the effects are raised by one or two teachersutéyé study that | plan to undertake in order
to extend and refine this research study will eegatarge group of teachers with similar
characteristics, for example, primary or secondaayh teachers who participate in one
cluster. It will be conducted over extended timd il utilize the interviews, observations,

and reflective journaling to increase the richrefsthe data.

Implications of the Study Findings

As already discussed earlier in this chapter, tbery of these teachers disclose that
they do have insights about their knowledge anchieg, and what might further facilitate it.
What is more, their insights articulate and undenesedeas that a body of research on high-
quality professional development (in developed toes) has come to, even though these
teachers have no exposure to that research bas®hlhg else, the thoughtfulness of these

teachers conveys seriousness about improvemeritcantb get there that policymakers
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should listen to and respect. These findings adiffgrent implications for policymakers and

designers of professional development programwiedisas the scholars of this area.

First of all, the study suggests a somewhat diffeveay of viewing the teachers in
rural and township schools, who are the “recipieatsaind participants in professional
development. Rather than concentrating on theicideicies—what they don’t yet know—
policymakers might take an “asset-based” view ekéhteaching staff, built on a perception
of them as competent and caring professionals.aVhi$ easy to take a “deficit view” in this
kind of circumstance, doing so may only diminisa tihance that these teachers assume and

sustain a learning stance in their approach to tireik.

More specifically, the study revealed what a preif@sal development program that
works may look like from the perspectives of thesachers. The study findings suggest that
in order for professional learning opportunitiebtosuccessful, they have to be meaningful
to the participating teachers. While the needeathers may not necessarily be the same for
all teachers even in similar contexts, an import@sgon learned for policymakers, who are
often also the designers of these programs, isdenstand what teachers want and what they
find meaningful. Also, the findings suggest thasiimperative that teachers are directly
involved in their professional development, a basisign principle. Accordingly,
policymakers might start to consider a more “botigori approach in the planning and
design of their professional development programsch prioritizes a careful assessment of

teachers’ needs—in the teachers’ own words anbegspterceive these needs.

Findings from this study might also lead scholhet have interest in teacher
professional learning issues to work on productigpfarship that incorporates the voice of
teachers in the design of their professional le@roipportunities, and in particular, what

those voices may be saying that reflect the pdatictircumstances of disenfranchisement
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that pertains in a place like South Africa. Therendication that research, particularly in the
developing world, lags behind in capturing the \8envf teachers on the assistance they need
in order to gain professional competency. And tistg carefully to teachers may be a first

and vital step in motivating and supporting teasluer that difficult learning journey.
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APPENDICES

Appendix A: Participants’ Biographies and

their Schools’ Background
(1) Teacher A

This is a high school teacher who teaches in a stwmnschool. He started teaching in 2007. His
teacher training took place in the new transforroatiera. He holds a four-year Bachelor of
Education (B. Ed) degree, a one-year Advanced fXeté in Tourism and is currently furthering his
studies towards the Master degree in Educations sfiecialisation subjects were Business Studies
and Accounting. He chose these subjects becaugewie his favorite subjects at school and he
excelled in them. He teaches mostly in the Furltducation and Training (FET) (Grades 8 - 10)
phase and has a teaching experience of 7 yearsséfisol has a population of approximately 908
learners. There are 28 teachers and the school gemant team consists of one principal, two
deputy principals and 4 heads of department. Teaét® school is a no-fee paying schodrhis
school is located in a poverty-stricken environméstcommunity is characterized by the high rdte o
unemployment, crime, and HIV/AIDS diseases. Mosteofamilies are headed by grandparents who
live on a state grant. The school buildings are lbrhat they are in a satisfactory condition. The

school has some resources such as a computerepant a photocopier.

(2) Teacher B

This is a high school teacher who teaches in a stwgnschool and has a teaching experience of
17 years. She holds a three-year Secondary Teactliploma which was obtained prior the
educational transformation era. Her major subjeatsthe college were Home Economics and Zulu.
Her choice of Home Economics was influenced bypaession for cooking and sewing. Later she
improved her qualifications and added an Advancesttificate in Adult Basic Education and
Training (ABET) and a certificate in Tourism. Cuntly, she is engaged in Honours degree in School
Guidance and Counselling. She teaches Home Ecorpfmavel and Tourism, and Zulu in the FET
phase. Teacher B chose this profession of teadi@oguse of her passion for working with children.
Her school is one of the biggest schools in thignghip with a population of 1400 learners. There
are 44 teachers with a school management teamstmade up of a principal, two deputy principals

and five heads of departments. The school has baibdings, the classrooms are in good condition
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with adequate teaching resources and well-kept adtnation office. However, it is situated in a

poor community that is characterized by crime. Mastilies here live on a state grant.

(3) Teacher C

Teacher C is another high school teacher who teadah@ township school. He has been teaching for
26 years in the same school. His teacher trainouaktplace prior the transformation era. He holds a
3-year Secondary Teachers’ diploma, Further DiplomaEducation and an Honours degree in
Business Management. His specialisation subjecte v&ology and English and he has been
teaching Biology, currently known as Life Scienéessthe past 15 years. His choice of these subject
was influenced by his primary school teacher whes tia role model. In addition to that, he had the
highest marks in these two subjects in Grade 1t Thfluenced him to choose them as his
specialization subjects. He teaches in one of iggdst school with a learner population of 1400.
There are 43 teachers, the school management teasists of a principal, two deputy principals and
five heads of departments. The school has enouigifys that are not in good condition. Some of
these buildings have no windows and others haveowos. Teacher C’s school is supposed to be a
fee-paying school but the parents cannot affordap as expected. The school has an administration
block which is fairly resourced i.e. it has compsiea telephone and printer. It is situated in a
working class community (not comparable to workahgss in suburban areas), however a large

percentage of the community live on state grants.

(4) Teacher D

This is a primary school teacher who teaches inuealr school and has 24 years of teaching
experience. Her teacher training experience alsoktplace prior to the transformation era. Her
qualifications are a 3-year Primary Teachers' Dipla, Bachelor of Education and the ABET
certificate. She specialised in Math and Englishrréntly she teaches Math, English and Zulu to the
Intermediate (Grade 4-6) and one of the classead€r7) in the Senior (Grade 7-9) phases. The
teaching profession was not her first choice butat the most accessible job at that time of hgh hi
school completion. Teacher D’s school is locatedemote rural community that is surrounded by
poverty and high rate of illiteracy and unemploymeénis a small school that has a population of
approximately 300 learners. There are 7 teacherd tre school management team consists of one
principal, one head of department and one seniactier (Teacher D). The school buildings are just
two rows of buildings with four classrooms in eathe school has a computer, photocopier and a

printer that they do not use because they havdeubrieity.
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(5) Teacher E

This is also primary school teacher who teachesimural school and has 18 years teaching
experience. His teacher training experience toacelin the education transformation era. He holds
a 3-year Primary Teachers’ diploma. His speciali@aatsubjects were English and Zulu but he has
never taught Zulu. Although his initial teacheritiag was for the primary phase, he taught English
to the FET phase for fourteen years. He is cutyeteaching all subjects except Maths, Social
Sciences and Zulu in the intermediate phase ansl iithe & year. His choice of the first

specialization subject, English, was influencedhisyEnglish primary teacher who was his role model
and spoke English well. Also, he comes from a fawiilo had passion for English, his older siblings
are also English teachers. His school is also s#&ddn a remote rural community that is very poor
and has a high rate of illiteracy and unemployméiris also a very small school with a populatidn o

about 200 learners. There are three teachers arg aiprincipal in school management team. There
were four classrooms that are poorly resourced and small room that was used as a principal’s

office. The school has no electricity, computersiters, and photocopiers.

(6) Teacher F

Teacher F is a primary school teacher who teaches iiural school. She has 14 years of teaching
experience and has been teaching in the currenvaicfor the past 4 years. She holds a 3-year
Primary Teachers’ diploma and a Further Diploma Education. She was in the middle of her
teacher training experience when the education dfamation. Her specialisation subjects were
History and English. Currently, she teaches infoandation phase (Grade R — 3). Her choice of the
teaching profession was influenced by her aunt hém a passion for teaching. Teacher F's school
is big with a population of 1200 learners. There &6 teachers and the school management consists
of one principal, one deputy principal and 4 heafislepartments. This school is situated in a rural
community that is not very poor. The school bugdiare in an adequate condition. The school has

two computers, a printer and a photocopier.

"No-fee schools refer to South African schools that are in the lowest 40% of poorest schools that allow learners to enrol
without paying fees. The government funds expenses that were previously covered by school fees. Otherwise all state
schools in South Africa still charge fees. All the schools in this study are no-fee paying schools

Appendix B: Interview Protocol for Teachers
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Thank you for giving me this opportunity to inteewi you about your understanding of your
professional learning (subject matter knowledgetama you teach). | am interested in finding out
what you know, and what you need to know about woibject matter, how you teach it and how you
learned and continue to learn to do that. | am ialsvested in knowing your experiences of the
professional learning approaches that you havécpeated in, and how, if at all, they may have
helped you reach the understanding that you have.

1. Tell me about your teaching background (how longehgu been teaching, grade levels and
subjects taught, schools you have taught at, etc.)

2. Share with me your journey towards becoming a tefach
¢ What made you decide to choose the teaching pioféss
o Tell me briefly about your teacher training expece
(Where did you train? How long? Your subject splemtion/grade level?)
o Why did you choose to teach this subject/gradd ievearticular?
o Talk to me briefly about your experience of leaghyour subject matter at school.

3. Talk to me about your learning experiences asehtgarainee (specifically about your subject
specialization/grade level and learning to teakch it

e Specifically, what were you required to know abypatir subject matter (the
concepts/objectives)?

¢ What strategies (teaching methods, resources) wget to help you attain that
knowledge?

¢ What did you learn about teaching your subjecicfiesy strategies, lesson design)?

¢ How was that taught to you?

¢ What other supports (besides your teacher) were fbe you as you were learning to
be a teacher?

e What did you find challenging about learning youbject? And learning to teach it?

¢ How have your learning at school, college/univgrpitepared you for your teaching
experience?

4. Now, let us move to your teaching experience, @apgin this current period of the
curriculum transformation which is marked by drasthanges in what is expected from you as
a teacher and your learner.

o Talk briefly about the education transition perad! how it affected your subject
matter and teaching experience? (Do you still tehetsame subject as before? Were
there any changes in your subject? How have thegds impacted your classroom
practice?)

e What do you understand as the purpose of teaclingsubject at school?

¢ How has teaching your subject changed from bef@idtat are you now required to
know about your subject matter? What are your E@rexpected to know — concepts,
skills - about your subject?)

e What strategies (methods, resources, planningpdaige to help them reach that
knowledge?

¢ What do you think is “missing” in your subject thatu think your learners should
know?
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e How have you come to understand the changes ioutieulum and the changes that
are required from you as a teacher in this refasntext?

e How have your learning at school, college/univgrsitorkplace prepared you, if at
all, for these changes?

5. Can you give me a full picture of the professiaha@elopment (PD) programs that you are
currently participating in?

e How often do you participate in PD programs? Whbatns of PD? What is the usual
focus of your PD?

e Talk about the specific-subject PD programs thatlyave attended (For example,
what was your last PD session concentrating ont\itlgyou all do as part of that
session? What did you take away from that sessadyout your subject matter,
teaching it, assumptions about your students amdthey learn your subject?)

e What features of this PD program have contributedtim to your understanding of
your subject and teaching it?

¢ How have those features helped you with that unaieding and the changes in
teaching you have just described?

e How and how much do these PD sessions get ahitingstyou are most challenged by
in teaching your subject?

e If there is anything that you would change or adthese PD programs, what would
that be?

o Besides the PD programs that we have talked aiuai, are the other things that
have supported your subject learning and classqatice during this transformation
period and, how? (Probes: Your workplace envirortth&chool leadership? Prior
learning experiences?)

6. Now, take me back to your classroom after parttaigan any session of this PD program,
and talk to me about what you have tried thatffedint about your approach to teaching,
planning lessons, dealing with students, etc.?

7. Again, think of a recent PD session and somethiagdtruck you as useful, doable, and
important to try? What was it you tried to do? Hdwmt it turn out? (e.g. what was the students’
response?) Would you be likely to do that again¥® \Whwhy not?

8. If there is anything more that you would want mé&mow about your professional
development programs and your professional learmithgt would that be?
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