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ABSTRACT

This thesis presents an understanding of the experiences and negotiation of curriculum changes by
Foundation Phase Teachers in three urban primary schools in Durban, KwaZulu-Natal. In
documenting the stories of three Foundation Phase teachers lived experiences of the various

curriculum changes, I was able to get glimpses into their personal- professional lives.

The study is located within the qualitative mode of inquiry in the interpretivist paradigm and the
Narrative Inquiry method was used to help me understand and interpret the experiences and
development of Foundation Phase teachers in the context of curriculum change. In the absence of
support strategies and processes by the externally driven professional development programmes to
support teachers emotionally and psychologically, I used Dale and James’ (2013) discussion on
“affective containment” to understand Foundation Phase teachers’ emotional and psychological
tensions in educational reform. llleris (2009) is used to understand how the containment of Foundation
Phase teachers’ feelings, moods and tensions during the change process is necessary for providing the
incentive for learning and effective functioning of teachers. I used Bell and Gilbert’s Model on Teacher
Development to understand how learning happened for Foundation Phase teachers on the personal,

social and professional levels.

The study contributes to our understanding of how the lack of containment of feelings on the personal
levels may have led to tensions, anxiety and stress for Foundation Phase teachers. This study also
reflects on teacher training and development which may not have considered the emotions and feelings
of teachers in the change process. New curriculum changes created a need for Foundation Phase
teachers to re-professionalise and reskill themselves to enable them to implement the reforms in their

classrooms. However, the findings revealed that the cascade model actually led to the de-
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professionalisation of teachers which demotivated and frustrated them. Personal and professional
learning experiences of Foundation Phase teachers are built on commitment and reflection of their

professional practices through self-initiated learning within contextualised communities of practice.
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CHAPTER ONE

INTRODUCTION AND OVERVIEW

Introduction

I am a Foundation Phase teacher. As a young Indian girl, having grown up in a traditional Indian
working class family during the apartheid era in the 60’s, I did not have many career options
other than teaching and nursing. I grew up in a family of five siblings of whom I am the second
eldest. We lived in a little rural village, Kearsney, about five kilometres on the outskirts of the

town of Stanger (now known as KwaDukuza) in KwaZulu-Natal (formerly known as Natal).

Kearsney was a place known for sugar farming and tea plantations. My father did not own any
land and his work as a handyman earned just enough to sustain the very basic needs of our
family. My mother was not highly educated but attempted to supplement the family income also
through working, although payment was low. Her primary motivation was that we children have
a more prosperous and easier life than her own through better education. She tried to ensure,
therefore, that all our needs as school-going children were met, that my siblings and I attended

school regularly and that we were studious.

My father was seen as the head of the household. He set the rules for us girls as housekeepers
and we had to complete all household chores and garden work before commencing our school
homework. Our parents reminded us often, “No matter what degree you have, in life you still
need to know how to cook and how to wash the pots”. This left a lasting impression on me and

enabled me to merge my career with other important aspects of life.



I also fondly remember my primary school principal. He did not actually teach us any formal
lessons but when a teacher was absent he found this an opportune time to take us out of the
classroom and read fairy tales to us under the shade of the beautiful tall gum and ‘gwanja’ trees.
The ‘gwanja’ trees as we came to know them as little children bore lovely red fleshy fruit which
we enjoyed eating on our way to and from school. I remember very well the moral of many a
story that my principal read and explained to us under the ‘gwanja’ trees. The principal treated
every one of us with love and care, even those who were naughty. He prayed for the naughty

learners in his office instead of using ‘the cane’.
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Figure 1: Life lessons

My career choice and values in life were undoubtedly influenced by my life experiences,
especially those that occurred in my early life while growing up in Kearsney in the 60°s. As a

primary school learner I experienced the best years of my life and, consequently, choosing to



become a Foundation Phase teacher was obvious for me. Like my school principal, I love stories,
love learners and put emphasis on teaching values to them. I agree with White (2009, p. 863) that
teacher-identities are “formed within cultural and institutional contexts”. Becoming a teacher
also meant that I could fulfill my responsibility as a woman, housewife and a teacher because of

the working hours and school holidays.

This love and desire for teaching young children has prompted me to ask, as a practicing teacher,
whether teachers’ passion for learners and learning still happens in the context of the multiple
and rapid curriculum changes in post-apartheid South Africa. I wanted to find out, from their
personal perspectives, what challenges these teachers experienced with the changes and how
they negotiated the changes. This led to my study wherein I wanted to research the effects of
curriculum change on Foundation Phase teachers by listening to their personal narratives as part

of a narrative inquiry research.

Why the need for this study?

e Policy Imperatives
There is general consensus that post-apartheid curricula changes were policy driven. The
introduction of Curriculum 2005 (C2005), which saw the advent of Outcome-Based
Education (OBE) in South Africa, was a consequence of the political shifts in South Africa.
OBE was introduced to redress the inequalities of the past in the education sphere and to
promote advancement in the socio-economic sphere. C2005 (or OBE) was a major
curriculum reform in South African schools emphasising the development of skills and

attitudes in learners. This required teachers to change to a more complex and demanding



teaching methodology, different from the easier, transmissive one attached to teaching a

fixed curriculum. Curriculum 2005 was difficult to implement, even for the most experienced

teacher (Msila, 2008).

The Revised National Curriculum Statement (RNCS) came about as a result of a review of
C2005 to improve implementation (Department of Basic Education, 2009). The Revised
National Curriculum Statement was amended in 2012 and a single, comprehensive
Curriculum and Assessment Policy Statement (CAPS), was adopted (Department of Basic

Education, 2011).

However, the pace and speed at which these curricula changes were introduced, as well as
their complexity, may have overwhelmed teachers. As aptly put by Vandeyar and Killen
(2007): “Although the policy changes were driven by the government's drive to "redress past
injustices in educational provision" (Department of Education, 1996:1) they have not
necessarily resulted in major changes at classroom level - some educators still apply the same

pedagogical practices they used a decade ago (Vandeyar & Killen, 2003)”.

I appreciate these writers’ points of view because I had found myself in a similar situation
when the curriculum changes overwhelmed me. I knew of many colleagues who had
difficulty coping with the changes too, and we fell back to past practices in our teaching
although this was not in line with policy imperatives. I relied on past practices that were
based on what I learned during my Foundation Phase teacher training at the Springfield

College of Education. This college, which Wolhuter (2006) described as a college that



trained primary and secondary school Indian teachers during the apartheid era, became
operational in 1951in Durban, Natal. At Springfield College of Education, we were trained in
how to implement the fixed curriculum at school. Throughout our training, we went on
practice-teaching at schools. This gave us hands-on experience in putting theory into
practice. This was of immense benefit to us as students, as it gave us an opportunity of
getting to know what the classroom/ school situation feels like. Despite all the training and
teaching practice, entering the school as a full-time teacher was scary as you now had to take
full responsibility for the learners in your class in terms of their learning and personal safety.
However, the curriculum was prescribed and, as teachers, we found this structure easy to
follow in terms of lesson plans and methods of teaching. Being a novice teacher, I welcomed
this, because it gave me direction through which I developed confidence in the classroom.
This gave me a sense of control in the classroom because I knew what to teach and also how
to teach. This boosted my self-confidence that ultimately boosted the performance of my
learners in my class. Nonetheless I knew that the curricula changes beginning with C2005
sought to bring in a radical shift in teaching and learning. Relying on past methods was not

the desired objective.

Another consideration was the National Policy Framework for Teacher Education and
Development in South Africa (2006) which was designed to equip teachers in meeting the
needs of the educational shifts, specifically with regard to curriculum for a democratic South
Africa. It aimed to ensure that teachers are properly equipped to undertake their essential and
demanding tasks; and they are able to continually enhance their professional competence and

performance. The policy reinforces what writers such as Lieberman and Pointer Mace



(2008) emphasised, namely, that teachers need to be reskilled with new knowledge and

training to enable them to cope in their professional practice.

The post-apartheid education system no longer relied on a fixed curriculum or on the teacher
being merely an implementer of policy. Teaching and learning became dynamic and use had
to be made of learners’ experiences. Different assessment methods were introduced and
teachers had to be properly equipped for the change and be continually developed.
According to Jansen (2001), Samuel (2008) and Swart and Oswald (2008), teachers felt that
the curricula changes made new demands on them for which they were not adequately
trained. These pressures were different from those experienced during the apartheid era,

when teachers found the policy demands less demanding.

The pressures brought on by curriculum changes prompted me to research the experiences of
Foundation Phase teachers in post-apartheid South Africa, including the challenges brought
on by the curriculum changes that caused a policy shift from implementing a curriculum that
was set and fixed to a more flexible and dynamic curriculum. This included exploring how
they negotiated the changes, bearing in mind that policy considerations required a shift in the
way of teaching and learning from that which was applicable in apartheid education. Erden
(2010) argued that teachers would fail to implement the curriculum successfully if they do
not understand the rationale behind the curriculum theoretical framework and if they did not

believe that the change was meaningful, workable or practically implementable.



Contextual considerations

The work of researchers and authors on South African curriculum changes primarily
conceptualises the professional experiences of teachers in implementing policy. They do not
focus on the personal experiences that affected these teachers emotionally and
psychologically. In my study, I wanted to bridge the gap in literature between the personal
and professional experiences of Foundation Phase teachers in the context of curriculum

change.

Adopting change in any situation presents many challenges and consequently, the
transformation of the education system affected all South African teachers in their practice.
Teachers were required to reskill themselves to cope with these challenges through
professional development programmes. According to Meerah, Halim, Rahman, Abdullah,
Hassan and Ismail (2010), effective implementation of the curriculum required teachers to be
well-trained, highly motivated and professionally competent. Collinson et al., (2009) stated
that the change in education requires teachers to have a new shift in thinking and learning.
Dale and James (2013) emphasised that it is important that processes and strategies are in
place to support teachers’ emotional and psychological well-being during the change process.
Change affects the moods and emotions of teachers because they now have to give up on
their tried and tested ways for new ways of teaching, learning and assessment. Effective
management of emotions can help to resolve many tensions experienced during educational
change. On the other hand, if teachers are not emotionally and psychologically supported by
strategies and processes, they can become frustrated and demotivated and will not engage in

any meaningful ways of learning (Illeris, 2009).



In my study, I wanted to explore Foundation Phase teachers’ personal and professional
experiences of ongoing curriculum changes and what support is available or not in promoting
learning opportunities for their professional practice. I wanted to understand how Foundation
Phase teachers are negotiating the curriculum changes, not only on a professional level, but
also on personal and social levels, a combination found to be intricately intertwined by

researchers Bell and Gilbert (1996).

It is clear that curriculum change requires teachers to shift from a current programme which
they are familiar with to a new programme - and that involves changes in knowledge, actions
and attitudes. I highlight in the study teacher participants’ stories of lived experiences
through narrative inquiry. This methodological approach offers the space for teachers’ voices
and their stories, as constructions of self, capture their lives in all their complexities,
ambiguities and contradictions (Pillay, 2003, p. 6). I wanted to know of teachers who work in
schools in one provincial district in Durban, and to generate stories of their lives, to learn
from their lives what it means to think and work within perpetual change in a meaningful and
contextually relevant ways — and to be actively contributing to better ways of thinking about
teacher learning and development in the context of curriculum change. Through this study, 1
want to understand how Foundation Phase teachers affectively managed to contain their
psychological and emotional tensions through the process of learning and development in the

context of curriculum change.

Considering the context in which professional learning and development has taken place post

democracy, | wanted to understand what and how Foundation Phase teachers acquire new



skills, values, attitudes and knowledge. I also wanted to explore the deep emotions that
Foundation Phase Teachers experienced during the change process and how they came to
terms with these feelings if the teaching profession became more stressful and less satisfying
to them. This may assist education authorities to assess whether the objective of the National
Policy Framework for Teacher Education and Development in South Africa (2006), i.e., the
continual enhancement of teachers’ professional competence and performance is being met
from a policy perspective. It may also assist in determining whether greater emphasis needs

be paid to emotional and psychological support to mitigate the impact of change on teachers.

In this study, I took a journey into the world of three Foundation Phase teachers, Nimi,
Sylvia and Nadine who shared their learning experiences in the context of curriculum

changes in KZN, South Africa. KZN is one of the nine provinces in South Africa.

Foundation Phase teachers play a vital role in the education of the child in the most important
years of childhood development. If the teacher is unsure, lacks confidence or does not have
support in solving the complex challenges, problems become unsurmountable and the learner
ultimately becomes the loser. Insight into these matters could assist policymakers in the

formulation of policy and in training and development of teachers.

Focus and purpose of the study

The purpose of the study was to explore Foundation Phase teachers’ personal and professional

experiences as they negotiated ongoing curriculum change in South Africa. I explored teacher-

learning as a process that facilitates specific changes through the acquisition of knowledge,



skills, attitudes and beliefs, which lead to empowerment, development and change for

Foundation Phase teachers on their personal, social and professional levels.

“Teachers professional learning can be taken to represent the processes that, whether intuitive or
deliberate, individual or social, result in specific changes in the professional knowledge, skills,
attitudes, beliefs or actions of teachers.” (Fraser, Kennedy, Reid, & McKinney, 2007, p. 157).
Bell and Gilbert (1996) in their Model on Teacher Development also emphasised teacher-
learning as a process through which teachers develop their beliefs and ideas of what it means to
be a teacher. They reflect on their classroom practice and attend to their feelings and attitudes to
bring about change on a personal, social and professional level. Kelly (2006, p. 506) viewed

teacher-learning as “the process by which teachers move towards expertise”.

This research study wanted to understand, in meeting the challenges of ongoing curriculum
change, where, what and how teacher-learning was happening for Foundation Phase teachers.
Thus, the purpose of my study was to explore the experiences of Foundation Phase teachers in
the context of curriculum change and how this impacts on their personal, social and professional
development. Particular regard was given to Bell and Gilbert’s Model on Teacher Development
in this research to explore how Foundation Phase teachers negotiate the curriculum changes. This
study was to provide me with a deeper understanding of Foundation Phase teachers’ personal and
professional experiences of curriculum changes and the learning and development that enabled

them to negotiate their professional practice in personally meaningful ways.
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Research Questions

Two key research questions informed this study:

(D

2)

What are Foundation Phase teachers’ personal and professional experiences in the

context of curriculum change?

In regard to this question, I explored Foundation Phase teachers’ personal and
professional experiences of curriculum change and whether the externally driven
processes provided support mechanisms to manage their feelings, moods and tensions to

enhance their capacity to teach and to improve their practice.

How are Foundation Phase teachers negotiating their personal and professional

experiences in the context of curriculum change?

I explored how Foundation Phase teachers make choices about what to learn and how to
learn and with whom, to enable them to change what they do daily in their classrooms

in personally meaningful ways in response to the curriculum shifts.

Research Context

According to Cohen, Manion and Morrison (2007), the field of stories and storytelling is

neglected in educational research. Through my research, I explored whether memory work will

give a different dimension to Foundation Phase teachers’ learning when the participants recalled

their memories and told their stories, as well as whether this created a certain kind of

understanding about their learning.
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Through this study, I enhanced my learning and development, both as a Foundation Phase
teacher and as a researcher. Exposure to the experiences of other scholars, lecturers and
researchers, with memory work helped to further enlighten me. This study, using narrative
inquiry through memory work, was worthwhile as it helped to enhance the understanding of
Foundation Phase teachers’ experiences and negotiation of the curriculum change. I hope that

this will help to bring about positive changes in the education system.

The Methodological approach

This study was located in the interpretivist paradigm. I selected the qualitative research approach
for this study because qualitative inquiry looks at the understanding and meanings people attach
to their lived experiences. The methodology used for this research is narrative inquiry. Narrative
inquiry is based on the participants recalling their own experiences. The researcher then writes a
narrative of the experience (Connelly & Clandinin, 1990). In my study, I reconstructed the lived
experiences of my participants into storied narratives. From this I was able to understand
Foundation Phase teachers’ experiences and their negotiation of the curriculum changes. A
further reason for choosing this methodology is that narrative inquiry is a very naturalistic
approach that allows one to talk freely about one’s life (Clandinin & Connelly, 2000). This
allowed me, as a researcher to understand the feelings, moods and tensions experienced by my
participants in the process of curriculum changes. Through this I was also able to understand
how professional knowledge, skills and values are learnt by practicing Foundation Phase
teachers for their development. Shifting to Narrative Inquiry helped to understand my

participants’ leaning experiences through their stories. Theoretically, Narrative Inquiry would
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have given a deeper understanding of their learning and development on their personal, social

and professional domains.

Organisation of the thesis

Chapter One

Chapter one provides an overview of the whole study. It provides the focus and purpose of the
study as well as the rationale behind it. It also presents the key research questions informing this

research and a brief synopsis of the methodological approach is provided.

Chapter Two

Chapter Two engages in scholarly debate and discussion relevant to my research topic. The
conceptual framework that is used for the analysis of Foundation Phase teachers’ learning

experiences in the context of curriculum change is also discussed in detail.

Chapter Three

Chapter Three presents a detailed explanation of the research design and methodology used to
generate data that produced the life stories of the participants. Narrative inquiry through memory
work was used to explore the lived experiences of Foundation Phase teachers. Section A presents
an outline of the research design and explains the research methodology used in this study,
namely, narrative inquiry. A table that shows my data collection and production is presented.
Reasons for the selection of my participants and the research setting are then provided. In section

B, I offer an explanation of the data production methods used in this study. Section C presents
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the issues relating to the analysis of the data, ethics, trustworthiness and possible limitations of

the study.

Chapter Four

Chapter Four offers the narratives that were created and reconstructed from the interviews and
collage inquiry. The narratives provide us with an insight of their lived experiences of
curriculum change, their learning and development as well as the changes that took place within

themselves on a personal, social and professional level.

Chapter Five

This chapter presents the analysis of the narratives in respect of the two critical questions. The
analysis is presented under relevant themes that were identified from the storied narratives. This
chapter is divided into two sections. Section A responds to the first critical question, where Dale
and James (2013) and Illeris (2009) are used to examine what the learning experiences of
Foundation Phase teachers in the context of curriculum change are. Section B addresses the
second critical question on how Foundation Phase teachers learn in the context of curriculum
change. Bell and Gilbert’s (1996) model on professional learning is used in the analysis of the

data.

Chapter Six

This chapter presents the findings and recommendations of the study. The methodological
reflections and the synthesis of the findings in response to the two critical questions are

presented.
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CHAPTER TWO

LITERATURE REVIEW

Introduction

In the previous chapter, I introduced the purpose and focus of my study, gave my reasons for
undertaking this research study and highlighted the key research questions. This chapter is
divided into two sections (Sections A and B). I examined the existing literature bearing in mind
that the focus is the stories of lived educational experiences of Foundation Phase teachers in the
context of curriculum changes. Section A provides a discussion on curriculum change and
tensions around curriculum change. Section B includes a discussion of debates on and about
teacher-learning and professional development, followed by a discussion on different learning

theories that I drew on to frame my study.

SECTION A
Introduction

This section discusses curriculum changes and the tensions of curriculum change.

Curriculum

The curriculum may be simply defined as the formal academic programme provided by a school
as reflected in subjects on the time-table, which may also refer to a particular course of
instruction or a syllabus (Gultig, Hoadley, & Jansen, 2002). Curriculum is all the learning
planned and guided by the school, whether it is carried on in groups or individually, inside or
outside the school (Kelly, 1983). In other words the curriculum is a guided programme of

learning conducted by schools. Eisner (2006), Green (2008), Pinar (2009) and Reid (2012)
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suggested that the world is complex which involves intuitive forms of thinking and behaviour.
They therefore argued that curriculum is not constant and it cannot be planned precisely. This
implies constant adaptation by teachers to stay relevant in teaching any curriculum, irrespective

of changes and hurdles.

Curriculum Change

The post- apartheid transformation of the school education system aimed at bringing equity in
the education of learners irrespective of race and other divisive elements. Prior to this there were
in existence separate and unequal policies on education which were based on racial lines. The
ruling minority formally designated as the White population in the country, enjoyed preference
over the rest of the population, the so-called non-Whites. This was entrenched in a variety of
ways, including legislation based on racial segregation, such as the Education and Training Act,
1979. The effects were, for example, the funding of education was not equal for the population
groups, the content of the curriculum was slanted to White supremacy by distortions of historical
facts, recognition of the culture and traditions of non-Whites was limited in the specified
teaching curriculum, education promoted only Christian values and no emphasis was paid to
providing sufficient numbers of qualified teachers to teach non-Whites (one-third of the teachers
were unqualified). These are all well-known aspects of the apartheid rule covered in writing by

various historians and authors such as Clark and Worger (2004) and Giliomee (2009).

The shift in government policy and practices after the election of the first-ever fully democratic
government in South Africa in 1994 saw a process of change aimed at rectifying the imbalances

of the past. The education transformation process had to be facilitated by new structures and
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policies (Donald, Lazarus, & Lolwana, 2002). Curriculum 2005 (OBE) was introduced from
Grades 1 to 9 in the General Education and Training (GET) band. The subsequent Revised
National Curriculum (RNCS) was developed in the General Education band which made
schooling for all learners compulsory, followed by the present Curriculum and Assessment
Policy (CAPS). These changes shifted the emphasis to skills, values and attitudes as opposed to

the traditional content-based curriculum (Harley & Wedekind, 2004; Maphalala, 2006).

The knowledge of what to teach and how to teach is a complex process in response to changing
circumstances, such as when better teaching methods are researched and discovered, and content
becomes dated by shifts in world trends, or, as in the case of South Africa, by the political
change that provided for inclusive education in a non-racial society. In looking at curriculum
change and why it is necessary, it must be borne in mind that, ultimately, the target and
beneficiary is the pupil, learner or student (Department of Basic Education, 2009). For teachers,
curriculum changes mean a substantial change in their instructional practice. Since what teachers
do in their classrooms depends largely on their knowledge, teachers need to engage in relevant
and appropriate learning and development to be able to enact reform-based curriculum (Borko &

Putnam, 1996; Wallace & Louden, 1998).

Teachers, like their learners, will need support and professional development to cope with the
curriculum changes. As Shulman (1997) reiterated, learners’ knowledge is dependent on increase

in teachers’ knowledge.
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Tensions of curriculum change in the South African context
The following have been selected and identified as some of the tensions of curriculum change

relevant to the focus of this study:

Implementation of policy: Top- down approach in the implementation of curriculum changes
In the political rush to bring about reform in education, teachers’ voices, opinions and concerns
were neglected (Hargreaves, 1994). Changes were imposed without being well thought-out,
which affected the morale and motivation of teachers. Msila (2008) attributed the low morale
and demotivation of teachers to inadequate consultation of teachers by policymakers. Teachers,
he argued, were not part of the policy making decisions regarding curriculum changes. This
inadequate consultation with teachers by policy makers created problems in the implementation
process (Msila, 2008). This led to the situation that South Africa had excellent educational

policies but had no knowledge about implementation.

For many teachers, the implementation of the curriculum in a top-down bureaucratic manner
resembled the apartheid education in schools, as teachers were not part of the implementation
process (Christie, 1999). As Collinson, et al. (2009) stated, participation of teachers in policy-
making leads to better understandings of the implementation of educational policies in schools.
Lack of teachers’ participation leads to them feeling isolated and alone in their practices since
they do not have a voice in decisions that impact on their teaching (Bell & Gilbert, 1996;
Franzak, 2002). It is for this reason that South African teachers’ experienced their responsibility
within this changing landscape as implementers rather than formulators of policies (Carrim,

2003).The involvement of teachers in school reform was crucial to bringing about a change in
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their professional practice (Craig, Kraft, & du Plessis, 1998). This is critical to the focus of this

study.

Lack of training and inadequate support in the implementation process

The previous education system which was dominated by a linear, one-way process where the
teacher imparted knowledge to the child, thus guiding the child to adulthood (Msila, 2008) was
problematic within the changing normative framework within which teachers work. Initiatives
driven by democratic principles, post-apartheid, aimed to change this oppressive structure to one
where all are lifelong learners, seeking to become confident, literate, numerate, multi-skilled and
compassionate with a respect for the environment and the ability to participate in society as a
critical and active citizen (Department of Education, 2002). Thus the curriculum, methods of
teaching and other facets of teaching pedagogy had to change from the previous system.
According to Jansen (2003) and Parker and Adler (2005), the South African government
constructed time frames for the development and implementation of the new curriculum which
created various challenges for teacher education and development. As a result, the changes were

rushed and teachers were not ready early enough to understand and implement the changes.

The changing nature of teachers’ work brought huge challenges in terms of work overload, work
intensity and time management (Hargreaves, 1994). Teachers were faced with “issues that relate
to high failure rates” (Moletsane, 2004, p. 202) and also issues around policy changes and
curriculum transformation (Pithouse, 2004; Samuel, 2008). These teachers had to also teach in

new ways for which they were not properly trained (Lieberman & Pointer Mace, 2008).
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South African Foundation Phase teachers found themselves, like all other teachers, incapacitated
and inadequate, and in need of appropriate and relevant development to cope with the
transformation of the schooling programme. The rapid transformation of the curriculum,
together with large classes, increased workload and the effects of ineffective training was
overwhelming to teachers, leading to Foundation Phase teachers’ feelings of frustration, stress
and anxiety. An increase in accountability to parents and administrators also put teachers further
under pressure. This had relevance for my study which explored how Foundation Phase
teachers, who were under a lot of physical and mental strain despite their teacher training and

years of experience, felt inadequate to respond to the call by policy makers.

Facilitators at workshops merely implemented policy, much to the frustration of the teachers who
attended. Teachers got frustrated when, even after attending the workshops, they were unable to
use the curriculum materials to improve their practice (Bell & Gilbert, 1996). Inadequate
training forced Foundation Phase teachers to teach in ways in which they were experienced.
Craig et al., (1998) conceded that many teachers “teach how they were taught”. Wilson and
Berne (1999) in support of teachers, argued that just changing the curriculum does not lead to a
change in teaching practice. This seems to correlate to Shulman’s (1997) and Bell and Gilbert’s
(1996) views that in order for teachers to be effective in their practice, they need to develop their

pedagogical and curriculum knowledge on a continual basis.

Whilst there were some teachers who found ways to embrace and negotiate the changes, many
remained demotivated and could not meet the demands made on them. In other words, some

teachers could adapt to the changes, resulting in learning and development taking place for them,
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but others found adapting to change difficult and stressful. After teaching for many years,
Foundation Phase teachers suddenly felt out of control in their classrooms because they now had
to teach in new ways for which they were not trained. Harley and Wedekind (2004, p. 200)
referred to this as a “mismatch between what teachers trained for and the demands of their

practice”.

Foundation Phase teachers found themselves requiring ongoing professional development to
cope with curriculum changes relevant to their professional practice. Teacher development
programmes according to Bell and Gilbert (1994, p. 488), were supposed to provide teachers
with teaching strategies to address their competencies in the class and attend to feelings of
inadequacy. However, the workshops attended by the Foundation Phase teachers were found to
be “a waste of time”. This lack of support and processes led to inadequate training which made
teaching for Foundation Phase teachers difficult. This once-off, top-down cascading model of
professional development for South African Foundation Phase teachers is critical to
understanding how the teacher participants in this study managed to propel themselves out of this

dilemma to improve their thinking, planning and actions in the classroom.

SECTION B
Introduction
In this section a brief discussion of teacher-learning and professional development is presented.
This is followed by a discussion on how Foundation Phase teachers’ learning and change

happens within the context of continuous professional development.

21



Teacher-learning and professional development

Teachers, especially in South Africa, have been faced with curriculum changes over the years.
My study necessitated an understanding of teacher learning and development specifically in
relation to Foundation Phase teachers in the context of curriculum change. One of the questions I
hoped to answer was whether teachers in the Foundation Phase are engaging in learning that
enables them to adequately meet their daily challenges in their professional practice and what
and how their learning happened, that is personally, socially and professionally intersecting and
relevant to their contextual realities. Exploring the literature on professional development and

teacher-learning was, therefore, important in the context of this focus.

Hargreaves (1994); Fraser et al. (2007) and Evans (2002) stated that there is no clear definition
of teacher development. According to Evans (2002), existing literature did not provide a
definition of teacher professional development; and the process of how teachers learn or develop
remained unclear. Her own definition of professional development is that it is a process whereby
teachers’ professionality (status-related elements) and/ or professionalism (knowledge, skills and
procedures teachers use in their work) may be considered to be enhanced. Based on this, she
argued that the process of how teachers learn was complex and not a straight forward process,
because teachers learn in different ways. However, there does seem to be evidence that teachers
learn when they recognise a weakness in their practice and learn a new way of doing something,
for example, a new way of teaching children to read (Evans, 2002). Furthermore, Evans (2002)
explained how change took place at an attitudinal and functional level. Teacher development at a

functional level took place when teachers sought new ways to improve their practice; and change
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of attitude towards their work was development at the attitudinal level. Change that negatively

affects teachers functionally and attitudinally could be detrimental to their practice.

Teacher-learning: Theories of learning

Behaviourists view learning as that which can be quantified and measured, and is seen as taking
place through external stimuli and reinforcement by use of ‘rewards and denials or conditioning’
(Roberts, 1998, p. 35). The individual is not considered in this theory as it claims that the
motivation to learn is external to the learner, whereby individuals respond to external stimuli.
Cognitivists differ from the behaviourists as they focus on the mental processes such as thinking,
memory, knowing and problem-solving activities of the individuals (Mwamwenda, 2004).
Cognitivists claim that people are rational beings whose actions are the consequence of thinking,
and not merely a response to external stimuli. The motivation for learning is intrinsic and it is the

learner that drives the learning (Louw & Edwards, 2005; Smith, 2008).

State-driven professional development programmes used the cascade model to train teachers
(Harley and Wedekind, 2004). The cascade model was problematic because people who trained
at the top failed to cascade training within their schools due to insufficient training, which was
the main problem with this top-down approach. Without question, Foundation Phase teachers
need to engage in continuous professional development and learning to improve their practice.
Whilst the models do espouse theories on how teachers may develop and why, there may be
inadequate research on the impact of the process. For instance, what form of feedback is
obtained from teachers to adjudicate the value and impact of professional development as seen

by the teachers themselves? Are they benefitting from departmental interventions such as in

23



service programmes? Are they adequately and timeously equipped with skills to manage
curriculum changes effectively? The personal experiences of teachers, with specific reference to
Foundation Phase teachers’ learning and development, is the focus of my research to attempt to

answer such questions.

Whilst there are many theories of learning, I will briefly discuss the following which I found

relevant for my study:

Humanistic learning theory

The humanists attribute learning as being self-directed. They argue that learning becomes
meaningful only when it is self-directed (Maharg, 2000; Foley, 2001). For teachers engaging in
self-directed learning means that learning will only be meaningful and holistic when they make
decisions about their professional learning which helps to trigger a change at their personal,
social and professional levels. Exploring how Foundation Phase teachers engaged in
meaningfully relevant learning opportunities in the face of the deprofessionalisation that they
experience within the cascading model of professional development, to initiate their own

learning, is significant.

Social learning theory

Social learning theory bridges both the behaviourists’ and cognitivists’ views on learning. Social
learning theorists claim that individuals learn from one another through observation, imitation
and modeling (Louw & Edwards, 2005; Smith, 2008). Therefore, learning is determined by

social, cultural and historical contexts. In this study, exploring how Foundation Phase teachers
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learn and what support and processes supported their learning, in response to the change is

important.

Holistic learning theory

The theorists of holistic learning emphasise the concept of reflective learning that takes place
within a social context, where the learner reflects on his or her learning (Bell & Gilbert, 1996;
Jarvis & Parker, 2005). Reflection is viewed as an important part of change and the learning
process and change of teachers which takes place within specific environments (Dewey, 1938).
He argued that only when learners interact with their environment, does learning take place. He
stated that teachers’ learning should not be viewed as separate from the teaching environment. In
this study, understanding what reflective practices Foundation Phase teachers adopt to move
them out of their dysfunctional and misaligned personal and professional experiences is
necessary in the face of ongoing curriculum change. Holistic teacher-learning involves the
experiences, feelings and perceptions of the teachers as they reflect on their practice both

individually and collaboratively to improve their practice.

These three learning theories assisted me in understanding teachers’ learning as a process and
phenomenon that goes beyond changing behavior. The holistic, humanistic and social learning
theories focus on teacher learning as individual, social and contextually situated. These theories
helped me as a researcher to explore how Foundation Phase teachers initiated their own learning

and development both individually and collaboratively.
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How learning happens

Learning is not solely an individual activity, it is also social (Evans, 2002; Lieberman & Pointer
Mace, 2008). They argued that learning happens through experience and practice (learning as
doing), through meaning (learning as intentional), through community (learning through
participating and being with others) and through identity (learning as changing who we are).
They recommended that teachers’ social development should focus on learning communities,
since teachers learn in a social context. Van Eekelen, Boshuizen and Vermunt (2005) and Swart

and Oswald (2008) also saw learning happening both individually and collaboratively.

Teachers needed to continually reflect on their teaching both individually and collectively in
order to improve teaching and learning (Southwood, 2002; Shulman & Shulman, 2004).
Reflection and collaboration were ways in which teachers learn. Reflection allowed teachers to
share their experiences and feelings with their peers, with the aim of confirming or strengthening
their beliefs about their practice. Collaboration helps teachers to work together in ways that
scaffold and support each other’s learning. Both through collaborating with other teachers and
reflecting on their practice, teachers were able to increase their knowledge and improve their
practice. Knowledge in teacher-learning was important. Ndlalane (2006) supported the view that
knowledge of practice is constructed and influenced by the environment, ethos and culture of the

school.

Conclusion
In this chapter I engaged in debates around curriculum change, and teacher-learning and

development in the context of educational reform. The argument that [ am developing in this
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research is that learning and development in response to change is a challenging and complex

process. It is against the background of these curricula changes that this study explored the

experiences and development of Foundation Phase teachers in the context of curriculum change.

However, no study can be in isolation of work done already by other academics so, in order to
have a wider understanding of the theoretical concepts framing the study, it was necessary to
examine a wide variety of literature on what influenced or could have influenced Foundation
Phase teachers’ learning experiences and development. The next Chapter will focus on the
research design and methodology that has been used to generate data with Foundation Phase

teachers about their lived personal, social and professional experiences.
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CHAPTER THREE

METHODOLOGY

Introduction

In Chapter Two, I presented a literature review on Foundation Phase teachers’ experiences and
negotiation of the curriculum changes as well as the theoretical framework underpinning this
study. In this chapter, I present the research design and methodology that was used to generate
data. In presenting the methodology, I firstly outline the reasons for the chosen research design
and settings. Secondly, the research participants and methods of data collection are described.
Finally, the data analysis procedures and ethical issues are presented. This Chapter is divided

into three sections: Section A, Section B and Section C:

Section A: In this section I discuss three aspects of the research design:
e Narrative inquiry as the chosen methodology and how it relates to my study.
e The research design plan and outline for understanding Foundation Phase
Teachers’ experiences and development in the context of curriculum change.

e The selection of my research participants and the research context.

Section B: In this section I discuss the research plan, which includes:
e The data production methods and tools employed in this study.

e Foundation Phase teachers’ experiences and development facilitated through

unstructured interviews and collages.
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e The tools which enabled me to obtain rich, thick data about my participants’

experiences and development on their personal, social and professional levels.

Section C: In this section I discuss the analytical framing and production of the storied

narratives, the data analysis, coding and interpretation.

SECTION A
Research Methodology: Why Narrative inquiry?
Narrative inquiry is the study of experience as story and it provides researchers a way to think
about and share experience (Hamilton, Smith, & Worthington, 2008). Narrative inquiry employs
memory work which involves examination of individuals’ lived experiences and is a way of
understanding and inquiring into experiences by the researcher engaging in person with the
participants (Clandinin & Connelly, 2000). My intention for using narrative inquiry as a
methodology was to get the participants to express themselves through stories, as a way of

constructing stories of their own learning and development as teachers.

Narrative inquiry was the most appropriate methodology to explore the lived learning
experiences of Foundation Phase teachers in the context of the changing curricula. Pillay (2003)
used narrative inquiry to explore the “lived” experiences of “successful teachers”. This research
is based on the lived experiences of the participants. Through interviews and collage-making, my
participants were able to recall what it meant to be Foundation Phase teachers in the past, who
trained in a different historical era, and also to describe their current experiences of the various

curriculum changes. Narrative inquiry is an appropriate methodology for this study because
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through exploring past and present experiences we are able to make sense of ourselves as

teachers (Connelly & Clandinin, 2006).

Narrative inquiry is a way to understand and rethink teachers’ stories. It is more than telling a

story (Connelly & Clandinin, 1990). “Humans are storytelling organisms, who lead storied lives”

(Connelly & Clandinin, 1990, p. 2). Therefore, stories told by my participants provided deeper
understandings of Foundation Phase teachers’ experiences and negotiation of the curriculum
changes. Narrative inquiry is directed by the notion of how one views and relates one’s
experiences in the form of stories (Gudmundsdottir, 2001; Johnson & Golombek, 2002).
Clandinin and Connelly (2000) state that stories, interviews, journals, photos, and life
experiences are methods of narrative inquiry. Therefore, this fitted in with the qualitative

approach that I employed in this study.

Different methods of data collection are used in narrative inquiry. In my study I used the arts-
based method and memory work. Data was collected through unstructured interviews and the
collage activities of the participants. The use of multi data collection methods helped me gain
different perspectives of the ‘lived experiences’ of the participants regarding their personal
challenges and negotiation of curriculum changes. Listening to and analysing their individual
narratives, where they gave voice to their stories, resulted in the acquisition of rich descriptive
data. By using narrative inquiry as a methodological approach, trustworthiness is established
since they give clear and detailed explanations of what data sources are used and how data is

generated and analysed (Feldman, 2003; Mishler, 1990).
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Qualitative research

Qualitative researchers are interested in understanding how people interpret their experiences,
how they construct their world, and what meaning they attribute to their experiences. I adopted
the interpretative approach to understand the lived experiences of Foundation Phase teachers
through the various curriculum changes. The central concern of the interpretivist paradigm is the
understanding of human experiences (Cohen et al., 2007). As a Foundation Phase teacher myself
and the participants being my colleagues, I found it difficult as a researcher to separate myself
from the research because the issue of subjectivity became more and more relevant. [ had to
come to terms with my own positioning on the issue of Foundation Phase teachers’ emotions and
tensions in the context of curriculum change. Since I could identify and relate to some of the
experiences as recounted by the participants, I endeavored not to let my own experiences of
being a Foundation Phase teacher influence the participants’ stories of their experiences I was
able to do this by not relating any of my own experiences and, rather, just responded to the data.
Therefore, a qualitative approach within the interpretivist paradigm was the logical one to use.
Denzin and Lincoln (2011) state that in the qualitative approach the researcher will use up
extensive time with the participants, personally reflecting and changing what is on offer.
Therefore, the qualitative design was appropriate for the understanding of the perspectives of
other Foundation Phase teachers’ experiences and how they negotiated the curriculum changes.
Qualitative research is also a more naturalistic approach and captures data in a “real world”
setting (Patton, 2014). I was thus able to obtain rich data by interacting with the participants in
their natural settings. In my study I conducted interviews to generate verbal data and I used

collage inquiry to generate non-verbal data.
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“Qualitative research attempts to collect rich descriptive data in respect of a particular
phenomenon or context with the intention of developing and understanding of what is being
observed or studied” (Nieuwenhuis, 2010, p. 50). Teacher-learning involves the process of
teachers knowing their practice in order to improve the learning of their learners (Kelly, 2008).
In my study I used the qualitative approach within the interpretive paradigm for interpreting and
understanding the experiences and what and how learning happens for Foundation Phase
teachers in the context of curriculum change. This approach was appropriate for the construction
of narratives of these teachers. Within the qualitative approach, multiple methods of data
collection may be used (Cohen et al., 2007). In my study, I used collage inquiry and unstructured

interviews to generate data.

Research Context and Research Participants

My study was conducted in three urban primary schools in Durban, KwaZulu-Natal. The schools
comprise the Foundation, Intermediate and the Senior Phases. These are government (State)
schools meaning, inter alia, that the schools receive funding from the State as opposed to
independent (private) Schools. These schools offer classes from grades R to grade 7. Nadine’s
school had learners who were mostly refugees. These learners came from different African
countries and spoke different languages. Nimi’s and Sylvia’s schools were urban schools but
their learners came from the outskirts of Durban such as areas like Chesterville and Claremont
and many of these learners travelled to school by bus. I selected these schools because they were
sites for rich data as they had long-serving trained Foundation Phase teachers with experience in

curriculum changes before and after the democratic change in South Africa.
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The participants for my study were three Foundation Phase teachers, one from each of the three

State-funded Primary Schools in Durban, KwaZulu-Natal.

TABLE1: PROFILE OF PARTICIPANTS
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= = 3 = = © Z
Urban
Foundation
Nimi F Indian 33 1 Yes Primary
Phase Teaching
School
Urban
Foundation
Sylvia F Indian 29 3 Yes Primary
Phase Teaching
School
Head of
Urban
Department
Nadine F Indian 32 3 Yes Primary
Foundation
School
Phase

Purposive sampling permits one to choose “data-rich” informants, ensuring that the data
produced would allow one to obtain sufficient information to deeply understand the phenomenon
studied (Cohen et al., 2007). Through purposive sampling, I chose teachers who have
experienced the various curriculum changes, that is, Curriculum 2005, NCS, RNCS and CAPS.
These experienced teachers were best placed to narrate their educational journeys relating to
professional development and learning during curriculum change, thus highlighting what is

relevant to the study.
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SECTION B
Data production and generation
I used unstructured interviews and collage inquiry to generate data for my research .The data

helped me to examine both critical questions that I set out to explore.

Unstructured interviews

Cohen et al. (2007) stated that an interview permits greater depth than any other method of data
collection. Interviews are less formal and offer face to face contact whereby the researcher can
probe the participants, so that further information is obtained that may lead to a deeper
understanding of the issues being explored (Gay & Airasian, 2000). Unstructured interviews
were conducted between the participants and me. The interviews were audio-taped and
transcripts of the interviews were made for data analysis purposes. The voice recording provided
a precise, verbatim copy of the participants’ words, which could be replayed at any time for
clarification and comprehension. Meetings were set for further discussions, to form part of the
ongoing narrative record. Unstructured interviews helped me to gain an in-depth understanding

of the learning experiences of the participants in the context of curriculum change.

As aresearcher I did not assume a position of power over the participants. In the unstructured
interviews I was an active listener and I did not question or interrupt the main narration of each
participant. In the probing phase I did not ask questions that created an atmosphere of cross-
examination. Negotiating power relations helped me as a researcher to create space for the

participants’ voices. Ensuring that the participants’ voices were maintained was critical in the
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qualitative research methods of unstructured interviews and collage to ensure trustworthy and

insightful data.

Story telling is how people experience the world and it therefore has certain implications. As a
researcher, it is ethical that [ am one hundred percent attentive to the participants and am not
judgmental, over empathetic, blaming or criticizing. During the interviews, I needed to be a good
listener by being in the moment and moving with the story. In the interpretation and analysis of
the story, it was vitally important that the voice of the participant was maintained throughout the

narrative.

Collage Inquiry

Collage 1s an art-based source of data defined as the process of “cutting and sticking found
images and image fragments from popular print/ magazines onto cardstock” (Butler-Kisber,
2008, p. 265). The collage activity was done collaboratively with each of the participants and
me as the researcher. This was a new experience for the participants and me. Each participant
was requested to create an individual collage on the topic “My journey through curriculum
changes”. The use of pictures, symbols and metaphors in a collage help to convey a message and
engage with a topic (Raht, Smith, & MacEntee, 2009). Collage enabled me to delve into the
deeper layers of the social and cultural context of each participant. My active participation in the
collage activity allowed me to negotiate the problem of power relations as [ was engaging at the
same level as the participants. Furthermore, the collage activity allowed participants a free hand
in expressing themselves which supplemented interviews alone for “good” data. The narratives

constructed by the participants and the stories woven by them around collages helped me
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understand the experiences and how learning was happening for Foundation Phase teachers in

terms of their personal and professional development in regard to curriculum change.

Messiness of fieldwork

I did not realise that the fieldwork would be messy. Going out into the field was challenging. My

participants are all full time employees with personal and work commitments. One of my

participants was involved in planning her only daughter’s wedding. It was therefore difficult to

get all three participants to complete and discuss the collage together as a group. I therefore had

to do the collage activity individually with each participant, which was time consuming on my

part as a researcher. I arranged to meet each participant at a venue suitable to them. Sylvia

agreed to meet me at a coffee shop near her gym. We worked on the collage together just before

her gym session. Both Nadine and Nimi invited me to do the collage activity in the comfort of

their homes.

Research design

The following table summarises how the research questions were answered:

TABLE 2: NARRATIVE INQUIRY RESEARCH DESIGN

RESEARCH QUESTION NARRATIVE CONTEXT PARTICI- DATA
INQUIRY PANTS SOURCES
METHOD
1.  What are Foundation Storied Narratives | Three State Three Unstructured
Phase teachers’ Collage Inquiry | primary Foundation interviews
experiences in the context schools in Phase teachers Collage-
of curriculum change? Durban, KZN making
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2. How are Foundation Storied Narratives | Three State Three Unstructured

Phase teachers negotiating | Collage Inquiry | primary Foundation interviews
their personal and schools in Phase teachers | Collage-
professional experiences Durban, KZN making

in the context of

curriculum change?

SECTION C
Analysing the data
My data coding was inductive because I could not develop the categories to code my data in
advance as it emerged from the data (unstructured interviews and collage). In analysing and
interpreting the data obtained I tried to elicit changes or growth related to teacher development
and teacher-learning by reconstructing the teacher stories according to the emplotment-narrative
analysis. The reconstructed stories were then thematically interpreted and subjected to an
analysis of narratives using Bell and Gilbert’s (1996) Model of Teacher Development, Dale and
James’ (2013) discussion on affective containment of feelings, moods and emotions and Illeris’s

(2009) model of the field of learning as analytical framing.

In this section I present the analytical framework used to analyse the storied narratives in this
study. I used Bell and Gilbert’s (1996) Model on Teacher Development to analyse Foundation
Phase teachers’ professional learning related to teacher change. They argued that in order for
development to happen, professional development programmes must address the personal, social
and professional components of teacher development. In the next section, I discuss their model

of professional development.
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Personal Development

According to Bell and Gilbert (1996), personal development is the first phase of development,
which involves teachers’ realisation that there are aspects of their teaching practice which are
problematic. Foundation Phase teachers’ experiences with the curriculum changes were very
challenging. The externally driven professional development programmes did not support
teachers emotionally and psychologically in the context of curriculum changes. The curriculum
changes created both physical and mental tensions for the participants. As a result all three
teachers underwent great physical and emotional strain and pressure in the classroom. Teachers
need to be emotionally and psychologically supported in the change process (Dale & James,
2013). Illeris (2009) stated that there must be a continued balance between the incentive and
functional dimensions of learning. Dale and James (2013) stated that there must be strategies
and processes in place to support teacher moods, feelings and tensions. If these personal feelings
are not supported, then learning can be unpleasant (Illeris, 2009). The majority of these
programmes were geared to meeting policy demands with very little or no connection to

classroom practice or to the teachers’ personal and professional needs.

Teachers in the context of curriculum change had to make shifts in their teaching which was
totally different from their training (Jansen &Taylor, 2003). Practicing teachers drew on their
practical knowledge to cope in their classrooms (Eraut, 1994). Teachers are faced with a “culture
of compliance” and given a “one size fits all” professional development workshops (Lieberman
& Pointer Mace, 2008, p. 227). Bell and Gilbert (1996) conclude that before effective
development takes place, a willingness to develop must be present in the teacher and the interest

and motivation of teachers need to be addressed.
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Social Development

Bell and Gilbert (1996) stated that social development showed how teachers relate to other
teachers in collaborative ways to improve their practice and their learners’ results. Bell and
Gilbert (1996) added that there are certain social aspects that affect personal learning. Teaching
in isolation was seen as problematic; therefore teachers valued collaborating with their
colleagues in the workplace and with other teachers. Communities of practice were seen as a way
forward in this regard (Lave and Wenger, 1991). In this way they networked and shared ideas
and beliefs to address problems and concerns about their teaching practice. Through the process
of networking and collaborating, teachers were able to develop their self-confidence and ability
to critically reflect on their practice, which manifested in their professional development. In this
phase, teachers began to initiate activities and relationships with their colleagues. In doing so,
teachers felt good about sharing ideas and volunteering their time and energy for the betterment

of their practice.

Therefore, school-based professional development practice was seen as a more consistent
strategy for teacher-learning and development (Day & Sachs, 2004). Self-initiated, school
initiated staff development programmes and learning from contextualised communities of
practice could range from peers cascading information from workshops they attended, sharing
ideas and information with the aim of enhancing their teaching and learning. These kinds of
cluster professional development programmes were more popular than the State- initiated

programmes, as colleagues looked to each other for support and guidance (Fraser et al., 2007).
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Professional development

Closely related to social development was the professional development of teachers. According
to Bell and Gilbert (1996), professional development for practicing teachers should be ongoing,
and it was of considerable importance for successful teaching. Due to external and internal
processes, schools are continually changing. Therefore professional development activities

should be geared towards building the “capacity of the individual professional” (Fergusen, 2006,

p. 2).

Bell and Gilbert (1996) postulated that tensions exist between teaching and learning in a school
context. To resolve these tensions, Dale and James (2013) argued that there must be affective
containment of feelings on the personal and professional levels of teachers. Only when there is a
balance between the personal and professional levels can teachers function effectively in the
classrooms (Illeris, 2009). Schools as communities of practice were also situated within a
geographical and social context, where teacher-learning could be influenced by socio-cultural
factors (Evans, 2002).Therefore the themes in my study were organised around what Foundation
Phase teachers experienced and how they negotiated their learning and development from
personal, professional and social (learning spaces, socio-cultural conditions) perspectives in the

context of curriculum change.

I spent many hours trying to write-up the material. The fear of writing something that was wrong
or the fear of changing the participants’ stories was overwhelming. Using other peoples’ stories
and writing in the passive voice was daunting. I then decided to work on concept mapping for

each critical question. This process eventually helped me get started with writing. When I started
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writing, concept mapping allowed ideas to flow that made the analyses of the data interesting and
enjoyable. Concept mapping helped to show rigour and believability in the narratives and was

useful to determine themes for Critical Questions One and Two as per the following illustrations:

(a) FIGURE 2: CRITICAL QUESTION 1 CONCEPT MAPPING

|

4 h
PSYCHOLOGICAL & EMOTIONAL TENSIONS
Change was difficult
I'm up to my neck with it
Disillusioned, irritable and demotivated

Drowning in the deep end
.

(
PROFESSIONAL TENSIONS
Tried and tested approaches

VAN

Adjusting to a new way of teaching was difficult
Changes were policy driven and de-contextualised
Lack of support structures

Increased workload for teachers

. J

What are Foundation Phase Teachers' personal and professional
experiences in the context of curriculum change?

|
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(b) FIGURE 3: CRITICAL QUESTION 2 CONCEPT MAPPING

THE PERSONAL DOMAIN

- Seeking ways and methods of improving my practise

- Developing a positve attitude towards learners

THE SOCIAL DOMAIN
- Collaborative learning
- Networking

THE PROFESSIONAL DOMAIN

- Learning new skills and knowledge

- Learning from practice

experiences in the context of curriculum
change?

How are Foundation Phase teachers
negotiating their personal and professional

Data from each interview was transcribed and coded according to themes. I developed themes
and categories to recognise Foundation Phase teachers’ experiences in the context of curriculum
change. The actual words were transformed into data. Codes were used to study the interview
transcripts of the participants. I colour-coded the data, creating themes and integrating codes.
“By means of sampling, coding and comparison of data, the researcher discovers what is relevant
to the study” (Cohen et al., 2007, p. 491). The similarities and differences of the coded data

allowed me to group the related codes and themes into categories until coding was concluded.

Possible Limitations and Challenges of the study
This was a small scale, in-depth qualitative study that took place in three primary schools with

three teachers. It was, therefore, not possible to make generalisations to other contexts. Being a
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full-time employee, time was crucial and, consequently, I was not able to interview too many
participants. My position as researcher/colleague was carefully negotiated to manage the power
relations so as to ensure good data. Using arts-based, memory work methods were time
consuming, however, they provided rich and ‘thick’ data about Foundation Phase teacher’s

learning.

Trustworthiness

Trustworthiness (validity) of the storied data was established by explaining in detail what data
resources were being used and how data would be collected and analysed. Interpretative validity
was obtained by asking participants to comment on my interpretations of the completed
reconstructed narratives. The transcripts were returned to the participants to authenticate the
accuracy of what was recorded and transcribed. This was done to also ensure that the
participants’ ideas were suitably represented. The multiple data collection methods ensured the
trustworthiness of the data collected. My position as a researcher meant that I interviewed
participants who are also my colleagues and peers, who would trust my assurance that no

information will be used where it will be damaging to them in any way.

Conclusion

This chapter provided a detailed explanation of the research design and the instruments that were
used to generate data for this study. The study adopted the qualitative framework within the
interpretivist paradigm and offered reasons for choosing this paradigm. Narrative inquiry as the
research methodology was discussed. Unstructured interviews and collages as data sources,
selection of participants, ethical procedures and trustworthiness were also discussed in this

chapter. In the next chapter, I present the Foundation Phase teachers’ narratives.
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CHAPTER FOUR
NIMI’S, NADINE’S AND SYLVIA’S LIVED EXPERIENCES OF

CURRICULUM CHANGE

Introduction

In the previous chapter, the research design and methodology that were used to generate data are
highlighted. The reconstructed stories of Nimi, Sylvia and Nadine (pseudonyms) are composed
from the different data sources (unstructured interviews and collage inquiry) emplotted along
Foundation Phase teachers’ learning experiences in the context of curriculum change. This
chapter represents the reconstructed stories of Nimi’s, Sylvia’s and Nadine’s lived experiences of

the curriculum changes.

NIMI’S NARRATIVE: “REINVENTING MYSELF”

It was the beginning of a very busy first term at school, when I received a telephone call from
one of my colleagues. While we were catching up on school and family matters, I was asked
whether I would be one of the participants in her study. I didn’t hesitate to accept because my
son was also reading for his Master’s Degree at that time. Through him I understood the
importance of participants in the study. We arranged to meet at my house. My name is Nimi and

my journey through curriculum change follows:
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Teaching is teaching

I am 58 years old and I am teaching for over thirty years. I became a teacher because I was
offered a  bursary to study at the Springfield College of Education. Teaching for me was the
only viable option since my parents could not afford to pay for my tertiary education. After
completing my three years training at Springfield College I was appointed to a small primary
school in Gillitts, a suburb in Durban, KwaZulu-Natal. At this school, there was no Head of
Department which meant that there was no one to guide me. The training I received at
Springfield College held me in good stead. It actually prepared me to be a good teacher.
Although adjusting in the first year of teaching was difficult, I managed. The training and
teaching practice we received at college boosted my confidence in the class. Furthermore, we
knew what to teach because we followed a set syllabus. There was also uniformity because
everyone followed a set syllabus. Great emphasis was placed on teaching the three R’s and we

not only knew what to teach, but also how to teach. It was easy to teach.

After 1994, sixteen years later, | experienced many curriculum changes, starting from Outcomes
Based Education (OBE), National Curriculum Statement (NCS), Revised National Curriculum
Statement (RNCS), and now Curriculum and Assessment Policy Statement (CAPS). Of all the
changes, OBE was the worst because it was a major shift in how we taught as teachers. With
OBE, there was no structured syllabus to follow and the paperwork and terminology were
overwhelming. I continued teaching the old way because to me, teaching is teaching. My
experience and training in teaching helped me to teach in a certain way and get across to my

learners. I just carried on teaching the way I was trained to teach.
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Fumbling in the dark

The inadequate training together with the poor workshop facilitators made my life in the
classroom difficult. I think that the facilitators of the workshops are out of touch with the
classroom. They are there only to ensure that policy is followed. I wonder if these facilitators
actually go into the classrooms. I found I was fumbling in the dark because there was no support

from the Department or the school management.

I find that CAPS approach too advanced for our learners. I teach in a school where there are all
second language learners. The CAPS learners’ workbooks cater for learners who know English
and for learners who have been to pre-school — they are not for second language learners. CAPS
is very difficult to follow where there are a variety of languages in a classroom. The
Mathematics and English workbooks for CAPS are geared for the highflyers. Too many aspects

and concepts are planned for one week.

The paperwork is just too much. Despite the Department telling us that in CAPS, everything is
done for the teacher, I found this was not so. I had to streamline the planning to suit the needs of
my learners. This was time consuming. | was forced to devise my own lesson plans, work
schedule and assessment tasks because I could not follow CAPS as is. CAPS’ planning was too
extensive for my second language learners. CAPS did not take the needs of the learners into
consideration and not all learners learn at the same pace. I also found that the assessment tasks

and worksheets were suitable for the highflyers only. So at the end of the day, you do know what
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works for your class. I make my own worksheets, for example, if I’'m teaching the letter ‘1°, I will

make a worksheet with words with the letter ‘1’ in them. I do not have to follow the workbooks.

It was not a train-smash

Although CAPS was more structured than the other curricula, I still needed to do the reading
myself. The change in the curriculum was not a train-smash for me because I think that teaching
is teaching. [ was able to fall back on my more than 30 years of teaching experience to cope in

the classroom.

Coping with the various curriculum changes was not easy. I had to do a lot of reading on my own
since the workshops held by the Department were inadequate. Thinking positively helped me to
embrace change and move forward. I did a course in Computer Studies. Becoming computer
literate has helped me in lesson planning, worksheets and assessment tasks. I also completed a
course in isiZulu, which helped me tremendously in teaching my second language learners. They
now understand me and I, in turn, understand them. This enhanced the success of my lessons and

the results of the learners.

I network with teachers from other schools, sharing ideas and discussing problems. I also found

the NAPTOSA (union) workshops on curriculum to be quite beneficial. In order for my learners

to benefit, I had to learn new knowledge.
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Figure 4: Nimi’s Collage

We need support

Teachers are left to their own device. Although we attend the workshops, nobody gives you
support in the classroom to check whether you are coping, or to guide and encourage you.
Teachers are not receiving support from school management or the department. I think everyone
should be trained, including management, so that they are au fait with what is going on in the
classroom, and they will be in a position to support the teachers in their schools. I just hope that
the next Minister does not come in and change the curriculum policy again, wasting more

money.
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NADINE’S NARRATIVE: “CAN’T WAIT TO OPT OUT”

It was a long and hot summer’s day. I just got back from school feeling very tired. I was relaxing
on my couch when the phone rang. It was my colleague that I knew from my days in college.
While reminiscing about the good old days, she asked me to be a participant in her study. At first
I was hesitant to be interviewed about my school life but when she told me that pseudonyms will

be used, I agreed. My name is Nadine and this is my story.

Figure 5: Nadine’s Collage
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My passion has died

I am 55years old and I am teaching in the Foundation Phase for 32 years. I am the Head of
Department at my school. My passion for teaching started from childhood — that passion I must
say — is not anymore. I am up to my neck with teaching. I’'m counting the years and I'm going to
opt out of it soon because I can’t handle it. It’s getting worse every year. There is no satisfaction
in teaching anymore. When I mark the books, I get so depressed when I question myself, “Did I

teach these children?” and then you begin to question your ability as a teacher.

I started teaching in under the apartheid government; we had a good education system in terms of
the Foundation Phase syllabus and teacher training. I came with a college trained background
and we were well-trained to teach in the class. After 1994, with the number of curriculum
changes, C2005, NCS, RNCS and now CAPS, the system has changed. Looking at the results of

the learners, I can say, education has deteriorated over the years.

Bring back the 3 R’s...

I think that there are too many fly-by-night colleges, where people are enrolling. The
qualifications that they obtain are not equipping them to teach. New teachers that are coming into
school are finding it very difficult because they have no practice. I personally think that teacher-
training colleges should be back in full force to improve the calibre of teachers, thus improving
education. The type of training we had, prepared us for the classroom. In the first year of
teaching, we were equipped on how to teach and how to motivate learners, unlike the new

teachers of today.
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I think the current syllabus is too extensive for our learners. As a teacher who has experience in
the old and the new system, CAPS does not allow for consolidation of concepts. For example, in
Mathematics, they are too many concepts to teach, and whether the child is grasping them or not,
we are moving ahead because we have a prescribed number of assessment tasks to complete. |
think the curriculum definitely needs be reviewed. We need to go back to the three R’s of
reading, writing and arithmetic where we teach from concrete to abstract, from simple to

complex, drill phonic, flash-words and reading.

We are going nowhere

A very challenging problem we have, together with the curriculum changes, is the large classes.
We have almost 100% second language learners whose home languages are isiZulu, Swahili,
Xhosa or French but we are teaching them through the medium of English. Teaching these
learners through a foreign medium of instruction is very challenging. The large class sizes
together with a foreign medium of instruction, feels like we are going nowhere. The lack of
parental involvement is also making our jobs very frustrating. There is no satisfaction in
teaching. When you mark the books, you feel so depressed and you question yourself ... did I
teach these children? You question your ability as a teacher. What am [ getting out of this day in
and day out? The learners are just pushed through the system. This is the result of our very low
literacy and numeracy levels in the world. This is the reason why students can’t write a proper

sentence at university. Like I say, it’s the system that’s failing the children.

51



Drowning in the deep end

I don’t want to sound very cruel, but I feel that workshops are merely held to implement policy.
The facilitators are merely cascading information. We are drowning in the deep end and no help
is in sight. Subject advisors do not support us with regards to our problems in the classrooms.
They come into our classrooms merely to check that policy is being followed. That’s all they are
there for and when we tell them about class numbers and other problems, they just shake their
heads and do nothing about it. The teacher is left alone to deal with the problems. When
inspectors came into our classrooms, in the apartheid era, it was better because they guided us

and we became better teachers.

We have gone through four changes in the curriculum, OBE, NCS, RNCS and CAPS. There has
been no stability and to me each change is more nonsensical. The present CAPS requires a six
year old to write the ANA test. To me, getting a six year old to remember a whole year’s work

for this test is ridiculous. To me the ANA 1is also a waste of time.

To me, someone is making money out of these workbooks. There is not much thought put into
these books. The books have questions that are tricky for little children. There’s too much of
detail on each page. These books are a waste of time because they are not user friendly. They are
too big and bulky for little children. I find writing on the chalkboard more useful because the
learners can emulate me. There is no uniformity in terms of content because of the lack of
textbooks. An interested teacher will do research and find material to enhance the lessons, while
on the other hand you would find teachers that will only teach what is provided by the

department - and this is very skeletal.
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It’s a back-breaking job

After 32 years, I find teaching to be a back-breaking job. I don’t have a life; I come home nice
and tired. At my age of 55, teaching a class of 60 is back-breaking. There is no place in the class
to do group teaching. The learners are sitting right near the chalkboard. The curriculum is too
extensive and it lacks progression. I find myself rushing through the curriculum just to get the
assessment tasks completed. As a result, the learners have not grasped the basic concepts.
Teachers are also required to keep a whole lot of records. Inclusive education classes should be
brought back. With the large numbers in class, it is difficult to cater for children with special
needs. I find it difficult to cope and it is hard when you don’t have the training to cope with
children with special needs. This job has given me hypertension. It’s a back-breaking job and

teachers are quitting.

Our learners come from very low socio-economic backgrounds. Most of them come without
breakfast and packed lunches. Breakfast and lunch are provided for these learners. Teachers
assist with this and they must record the menus for the day and the names of the learners that had
meals. These records are additional to the whole lot of classroom records required by the

department.

Doing the best we can

At night my sleep breaks at two in the morning and believe me, I’m thinking about the problems
in school. I’'m actually thinking of new ways or methods of getting the learners to understand. As
a teacher you have to try new methods all the time. I get isiZulu and Swahili learners and parents

who understand English to translate to other learners.
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Once a parent came into my class to pay school fees. She is from Congo. I explained to her some
of the problems we are experiencing, for example, proper use of toilets, learners not carrying
pencils to school and not coming neatly dressed to school. I gave the parent fifteen minutes to
talk to the learners regarding these problems. All the children listened because they could

understand what she was saying.

Networking with other teachers helps in giving each other support. It also helps to share ideas. In
my school, we have volunteers from the Circle of Care, a group of women who assist the
learners with literacy. They don’t take a cent. We don’t have a classroom for them. These
literacy lessons are held outdoors in our carpark, come winter or summer, these women come
and sit out there and teach. These volunteers do not have classrooms with chalkboards so they do

mostly oral work like phonics and reading with the learners.

I was used to teaching a structured syllabus. Despite the changes, I still try and implement some
structure into the chaos. I try to at least teach the child the basics of reading, counting and writing
so that the child can have some hope for the future. Let’s hope the new Minister does not come
and change things again. Each change results in instability in what we are doing and it is
frustrating when as a teacher, you don’t feel settled. Therefore, I think that policy-makers need to
consider how change affects teachers. Every time a change in the curriculum was brought in,

there was an emotional and a physical strain on us.
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SILVIA’S NARRATIVE: “MY JOURNEY THROUGH CHANGE”

On my way to the gym for my regular training sessions I met my colleague and we got chatting.
She informed that she was studying for her Masters’ Degree and she was keen on having me as
one of the participants for her study. I enquired more about the process and what was I expected
to do. She explained that I will be interviewed about my experiences with curriculum change. [
will also have to do a collage activity. 1 felt intimidated about doing the collage activity as it was
something new to me. I said that I will not be able to be one of the participants. On second
thoughts, I decided to participate in the study. A few weeks later I informed my colleague that [

will be part of her study.

Teaching was a calling

I trained at the Springfield College of Education. I loved children and my passion for teaching
stemmed from this. I believe that teaching was a calling for me. I started teaching in 1984. When
I started teaching there was more structure in the syllabus, you knew what to teach. The syllabus
catered for the needs of the children. It helped to motivate the learners. As a diehard teacher, |
continue to use my years of experience and training to teach my learners. With all the curriculum
changes, starting from Outcomes Based Education to the present CAPS, the way I taught didn’t

change.
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Figure 6 :Sylvia’s collage

Change needs to be piloted

Curriculum needs to change according to the needs of society and it also needs to be well
thought-out, well-planned, well-structured and it must be piloted. It has to be piloted in both rural
and urban schools. It is also important to get input from grassroots level, that is, from the
teachers in the classrooms. The ideas for the curriculum change come from the top, from people
who are not in touch with the classroom. This is the reason why changes in curriculum fail.
When CAPS was introduced, there was a misconception in the media that everything is made
easier for the teacher. This is an illusion. The workload is just too much. In all my years of
teaching, this is my 29th year, I have never felt more disillusioned, irritable and demotivated
from all of the changes. It just gets worse. CAPS is too prescriptive and this puts the teacher

under a lot of pressure.
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With the large numbers in class, I’'m totally demotivated. I actually have spoken about leaving
the profession. I'm absolutely passionate about teaching - anybody at my school will tell you
that. Every morning I will walk into school with a smile and my colleagues felt this was odd.
That was how I felt about education and wanting to make a difference, not anymore, not
anymore. [ also feel teaching is a thankless job, nobody appreciates what you do, not even the

parents.

We are fighting a losing battle

Most of the school management has not attended workshops on curriculum change. They are out
of touch with the classroom. Teachers feel alone in the classroom because they do not get
support from their school management team. At the workshops as well, the facilitators are not
equipped to assist us with certain curriculum issues related to our classrooms. At the end of the
day I just feel we are fighting a losing battle. After 19 years of democracy, the literacy levels of

our country are worse off.

CAPS is very prescriptive in terms of what is to be taught and what is to be assessed within a
prescribed time. This is difficult to accomplish when firstly you have children of varying abilities
and secondly, you have ninety percent of second language learners, where homework is not
supervised because the parents are also not English speaking. However, we are forced to go
through the prescribed tasks in preparation for ANA. I think it’s an impossible task and I think
too much is expected from us as Foundation Phase teachers and the learners as well. I attended a

whole lot of workshops held by the department. I even switched unions, in order to take
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advantage of the workshops held by that particular union. Unfortunately, not all the workshops

were affordable to us.

Dealing with classroom challenges

I try my level best to call in the parents. I also try new strategies to get the learner to understand.
Sometimes you win, other times you lose. But I try my best. Unfortunately there is no time for
fluid grouping and remedial work which play a vital role in enhancing learners’ understanding
and learning. I network with other teachers, in my school and other schools, where we discuss
problems from time to time. If we had success with something in our class, we share this with the
other teachers. Not all teachers are open to this but there are teachers that are willing to share and

help.

I speak very basic isiZulu and it helps for them to understand me. I found reading to my learners’
every day helped them in language development. The subject advisor came into my class to
listen to my lesson. He walked in when I was reading a story to my learners. I must tell you that
he was so thrilled at the learners’ understanding, questioning, answering and the funny things
they came out with as well, that he decided to read them a story as well. Listening to the
language also helps the learners to develop and emulate that style of writing. I also found that

drama is an excellent way in which second language learners can develop confidence in English.

What teachers go through
Most of our children are bussed to school. We do not get any support from parents. There are

also a lot of social problems. Many of our learners are staying with their grandparents. Each
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learner has his or her own problems. Principals must take these factors into consideration when
they jam pack the school with learners so that their salaries go up. They take in and take in, and
in the meantime the teachers suffer. When we talk about quality education, you need to first look

at what teachers are going through in the classrooms.

I do what is necessary

I think there must be a change because CAPS is not working. The paperwork is absolutely
ridiculous, the worst in my 29 years of teaching. CAPS is too prescriptive. I try and keep the
records but at the same time, I just do what is necessary for my class, what I understand and the
way [ want to keep it - and I can justify what I’ve done. Each teacher must do what works for

his or her class because children have varying abilities that makes the classes different.

Foundation Phase teaching is a highly specialized field. I find that new teachers are not trained
the way we were. As a result when they come into the classroom, they are in the dark, and
everything has to be explained to them. When we went out as first year teachers, we went out
prepared because we had excellent training. I think an increased number of training colleges

need to be brought back.

I’m passionate about teaching. There are quite a few things that I can do besides teaching but my
love for teaching and the children spurs me on. I love to go to school, hoping to make a
difference in the learners, but it is the other factors that are annoying. I feel if each person pulls
his or her weight, starting from the head of the school, you won’t have so many demotivated

teachers.
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I believe working as a team and teamwork is crucial to achieve goals in education. Teamwork
involves a partnership between the child, the school and the parent. We are faced with many
changes, and as educators, we need to adapt to change. Educator programmes need to be
intensified as teachers need more training and support to cope with the changes. Goals need to be
set and with tolerance, love, motivation and creativity, these goals can be achieved. A motivated

teacher will always inspire and bring out the best in the learner.

Conclusion

This chapter presented the storied narratives of the three participants. From their narratives we
were able to get a glimpse of Nimi’s, Sylvia’s and Nadine’s personal and professional
experiences as well as the changes that took place within them through their journey of

curriculum change.

In the next chapter, I present the analysis of the narratives using Bell and Gilbert’s (1996) three
domains of teacher development, namely, personal, professional and social development together
with Dale and James’ (2013) discussion on affective containment to examine teachers’ moods

and emotions to support the analysis of the data.
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CHAPTER FIVE

ANALYSIS AND INTERPRETATION OF THE STORIED NARRATIVES

Introduction

In the previous chapter, I presented the storied narratives of Sylvia, Nimi and Nadine. Their
stories provide an insight into their lived educational experiences as teachers pertaining to the
various curriculum changes enacted in the Foundation Phase. They had all commenced teaching
under the pre-Curriculum 2005 era and in the light of their extensive teaching experience it was
interesting to understand how the changes in the curricula influenced what they think, feel and do
as Foundation Phase teachers. In this Chapter, I present the analysis of the teachers’ storied
narratives in response to the two critical questions. I have divided the analysis into two Sections,
Section One and Section Two. In Section One I respond to “What are Foundation Phase
teachers’ personal and professional experiences in the context of curriculum change?” and in
Section Two I present the analysis of “How are Foundation Phase teachers negotiating their

personal and professional experiences in the context of curriculum change?”

In Section One, I draw on Dale and James (2013) and their theory on affective containment to
frame my analysis of Foundation Phase teachers’ psychological and emotional (feelings, moods
and anxieties) response to the different curriculum shifts. Dale and James (2013) argued that
educational change could cause both pleasant and unpleasant feelings and if these feelings were
not managed well, they could pose a number of problems. Dale and James (2013) stated that
educational change can be complex and challenging for teachers. As a result change could be

welcome and unwelcome because teachers have to learn new ways of thinking and acting as
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teachers. This shift required from teachers depended on the processes and support available in
promoting learning opportunities. By definition, “Affective containment explains the strategies
and processes that enable feelings to be managed and productively used during organizational
change” (Dale & James, 2013, p. 93). Through affective containment of emotions, a number of
problems experienced during educational change could be solved. On the other hand, they
argued, if emotions were not supported by strategies and processes, teachers could become
demotivated and would not engage in personally meaningful ways to change. This may be
detrimental to teachers’ practice. It was therefore important that effective containment of
emotional and psychological tensions was securely established to support teachers during

educational change.

We also draw on Illeris (2009) here to illuminate why the educational change process may be
welcoming or not welcoming. According to Illeris (2009, p. 9) there were two psychological
functions that needed to be considered to enable new ways of thinking and acting. There needed
to be an integrated interplay between the function of managing the learning content and the
incentive function of providing and directing the necessary mental energy that runs the process of
learning content. If these two learning processes regarding educational change did not happen,
then teachers would experience a range of psychological and emotional feelings. The selected
excerpts of the teacher participants’ storied narratives revealed that neither function was engaged

psychologically for meaningful engagement with the new curriculum shifts.
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SECTION ONE: What are Foundation Phase teachers’ personal and professional

experiences in the context of curriculum change?

Introduction

In this section I offer an analysis of Foundation Phase teachers in South African public schools
who had to manage and negotiate various changes to the curriculum. Since the introduction of
Outcomes Based Education (Curriculum 2005) too many quick changes happened for
Foundation Phase teachers which, according to the Ministerial Task Team that evaluated
Curriculum 2005, were hastily imposed in the euphoria of post-apartheid excitement
(Department of Basic Education, 2009). According to Pinar (2008), change is a gradual process.

The quick changes posed a challenge to Foundation Phase teachers.

Since change does not happen overnight, perceptions about change and the amount of control the
teacher had in this process were important (Bertram, 2011). My study zooms into exploring the
experiences of each Foundation Phase teacher participant’s lived experiences in the context of
curriculum changes. Evans (2002) argued that any change that negatively affected the functions
and attitudes of teachers is detrimental to their development and to their practice. She also added
that a teacher who is demotivated would show no development. Therefore, in the educational
change process, the attitudes and feelings of teachers must be considered. If these attributes were
ignored, then it could affect how the teacher functions in the classroom, seeing that attitudes and

functioning go hand in hand.
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In response to the question “What are Foundation Phase teachers’ experiences in the context of
curriculum change?” I have developed the following themes to classify and explore the

participants’ experiences in the context of curriculum change:

PSYCHOLOGICAL AND EMOTIONAL TENSIONS
o  Change was difficult

o [I'mup to my neck with it

e Disillusioned, irritable and demotivated

e  Drowning in the deep end

PROFESSIONAL TENSIONS

e Tried and tested approaches

e Adjusting to a new way of teaching was difficult

e Changes were policy driven and decontextualised
e Lack of support structures

o [Increased workload for teachers

Foundation Phase teachers experienced feelings of anxiety, stress and frustration in response to

the continually changing curriculum initiatives. These tensions affected them both personally and

professionally.
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PSYCHOLOGICAL AND EMOTIONAL TENSIONS

Teachers experience psychological and emotional tensions when they have difficulty in learning
a new way of teaching. Sutton and Wheatley (2003) believed that when experienced teachers
were uncertain whether or not they are doing a good job, they were more likely to experience
anxiety if they were not psychologically and emotionally supported. I then drew on the selected
data of the three participants Nimi, Sylvia and Nadine to show that there were no strategies and
processes to support Foundation Phase teachers through their emotional and psychological
tensions during educational reform, where teachers’ learning did not happen in ways that helped

them to manage the new context and develop the incentive to function.

o Change was difficult

All three teachers found adjusting to change difficult. They were therefore

psychologically and emotionally affected by their negative experiences:

Nimi: Coping with the various curriculum changes was not easy. OBE was the worst

because it was a major shift in how we taught as teachers.

Sylvia: Curriculum needs to change according to the needs of society and it also
needs to be well thought- out, well-planned, well-structured and it must be piloted.
The ideas for the curriculum changes come from the top, from people who are not in

touch with the classroom. This is why changes in curriculum fail.
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Nadine: Every time a change was brought about, there was an emotional and
physical strain on us. A very challenging problem we have, together with the

curriculum changes, is the large classes.

The numerous curriculum changes brought about psychological and emotional strain in
Foundation Phase teachers’ experiences of classroom practice. All three teachers found
the curriculum changes very stressful and draining both physically and emotionally,
which led to anxiety. Educational change could create a range of feelings that could

cause various problems for those who are experiencing it (Dale & James, 2013).

The participants felt overwhelmed by the amount of work and the difficulty they faced
engaging with new work. According to Harley and Wedekind (2004, p. 200), this
experience of feeling overwhelmed arises because of ““a mismatch between what teachers
trained for and the demands of their practice.” Dale and James (2013) stated that feelings
expressed during the educational change process needed to be managed more effectively.
These may include both pleasant and unpleasant feelings of the participants, without

which their motivation for change may be lacking.

I'm up to my neck with it

All three participants’ responses to their experiences further emphasise that they were
barely managing to control this overwhelming loss of control they faced. Msila (2008)
alluded to the fact that that this sort of problem arose from inadequate consultation with

teachers by policy-makers.
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Nadine: We have gone through four changes in the curriculum, OBE, NCS, RNCS and
CAPS. There has been no stability and to me each change is more nonsensical. I'm

up to my neck with it.

Sylvia: The workload is just too much. With the large numbers in class, I'm totally
demotivated. I actually have spoken about leaving the profession. I was passionate
about teaching, not anymore. I also feel teaching is a thankless job, nobody

appreciates what you do, not even the parents.

Nimi: The facilitators of the workshops are out of touch with the classroom. They are
only there to ensure that policy is followed. I wonder if these facilitators actually go

into the classroom.

In the above excerpts it is evident that Foundation Phase teachers were not adequately
consulted by the policy makers on the various curriculum changes. The participants felt a
sense of frustration when, after attending workshops, they were unable to use new
curriculum materials to improve the learning of their learners (Bell & Gilbert, 1994, p.
483). The workshops were not aligned with what needs to be done in the classroom. This
lack of external interaction between key stakeholders and the teacher made personal
engagement with learning a constraint and a hurdle (Illeris, 2009). Ignoring these
internal psychological processes of change interfered with the active involvement of
teachers in their learning, and it left teachers feeling disillusioned, demotivated and

irritable.
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1 felt more disillusioned, irritable and demotivated

Sylvia’s, Nadine’s and Nimi’s emotional turmoil, because of the continued or frequent
changes, affected their morale as teachers. Emotions affect attention and goals (Clore &
Gaspar, 2000). Fives and Gill (2014) stated that teachers’ goals and aspirations are
affected by their negative emotions. Therefore, it is important to consider how new

reforms affect teachers’ emotions.

Sylvia: That to say teaching is made easier by all the changes is just an illusion to me.
I never felt more disillusioned, irritable and demotivated because of all the changes

and it just gets worse.

Nimi: Teachers were left to their own device. I found that [ was fumbling in the dark
because there was no support from the Department or the school management. The
inadequate training together with the poor facilitators of the workshops did not make

my life in the classroom any easier.

Nadine: Each change results in instability in what we are doing and it is frustrating
when as a teacher, you don'’t feel settled. Therefore, I think that policy-makers need to
consider how change affects teachers. The workshops are merely held to implement
policy and they were a waste of time. The facilitators are merely cascading

information. I have all kinds of aches and pains, it’s a backbreaking job.
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Jansen (2001, p. 243) pointed out that “the sole requirement of teachers was bureaucratic
and political compliance with state education” leading to the failure to recognise the
important role teachers could play. Without adequate training, Nimi pointed out that
teaching was difficult and Sylvia felt irritated, disillusioned and demotivated. Nadine also
found the lack of help and support overwhelming. The participants were experienced
Foundation teachers who felt anxious when they were uncertain whether or not they were
doing a good job. They were used to being told what to do. How teachers felt,
particularly their negative emotions could adversely affect their classroom interactions
(Cross & Hong, 2012; Meyer & Turner, 2007; Schutz, Hong, Cross, & Osbon, 2006).
Alienating teachers from the process and not providing the necessary strategies and
processes to support the new learning, could have serious implications. Therefore, it is
important that feelings of teachers are supported through processes and strategies during

the change process.

Drowning in the Deep End

Nadine expressed her experiences of the change and the support offered: 7I'm
counting the years and I’'m going to opt out of it soon because I can’t handle it and
it’s getting worse every year. Change, change and more change, we are drowning in

the deep-end, no help is available to us.

Sylvia was also unhappy with the changes and the top-down approach to the support:
1t is also important to get input from grassroots level, that is, from the teachers in the

classroom.
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Nimi: Coping with the various curriculum changes was not easy and the workshops

held by the Department were inadequate”.

Teachers lacked autonomy and their knowledge was thus controlled by the State
(Moore, 2000; Hayes, 2000; Pillay, 2003; Shezi, 2008). The cascade model was a form
of “occupational control of teachers” (Ozga, 1995, p. 35 and Shezi, 2008) where
teachers were told what to learn and how to learn. This showed a complete disjuncture
between policy and practice. Msila (2008) alluded to teachers’ frustrations and
marginalisation arising from inadequate consultation with teachers by policy makers.
The teachers were overwhelmed with the content that they had to manage and therefore
the incentive of providing and directing mental energy to engage in the learning process

was constrained (Illeris, 2009, p. 9).

PROFESSIONAL TENSIONS

Professional tensions refer to the tensions experienced by the participants in their practice.
Research by Fraser et al., (2007) and Bell and Gilbert (1996) showed that when teachers’
professional development exercises were externally driven, there was little or no change. The
employment of the cascade model to train teachers on policy implementation, subjected teachers
to a top-down approach where they were not involved in selecting what and how they learnt
(Jansen, 2001; Shezi, 2008). According to Illeris (2009, p. 9), there were two psychological

functions that needed to be considered to enable learning. There needed to be an integrated
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interplay between the function of managing the learning content and the incentive function of
providing and directing the necessary mental energy that ran the process. The selected excerpts
of the teacher participants’ storied narratives revealed that neither function was engaged

psychologically for meaningful engagement with the new curriculum shifts.

Msila (2008) emphasised that for effective changes to take place, teachers needed ongoing
professional development. In this study, the cascade model did not provide the participants with
adequate support and training which caused professional tensions. Professional tensions reflected

that they were not adequately trained or prepared for the changes.

o Tried and tested approaches

Reverting to tried and tested approaches by teachers seemingly provided a way of
negotiating the dilemmas that confronted them with the curriculum shifts. At their
Training College, the Foundation Phase teachers were trained in what to teach and how to
teach a prescribed curriculum. This was typical of a behaviourist approach to teacher
education (Smith, 2008). However, this training gave teachers a sense of control in the

classrooms, which inevitably boosted their self-confidence.

Sylvia, Nadine and Nimi continued to teach in the traditional ways. They resorted to

practical knowledge and experience. Teachers stuck to their old practices when teacher

development programmes they attended were not useful in their classrooms (De Clercq &
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Phiri, 2013). This was reinforced in what the three teachers in the study experienced and

expressed:

Sylvia: As a die-hard teacher, I continued to use my years of experience and
training to teach my learners. With all the curriculum changes, starting from OBE

to the present CAPS, the way I taught didn’t change.

Nadine: The type of training we had from college prepared us for the classroom, we
were very equipped on how to teach and also how to motivate learners. I was used to
teaching a structured syllabus. My experience and training in teaching a structured

syllabus helped because it made teaching easy. With OBE, I just carried on teaching

the way I was trained to teach.

Nimi: The training I received at Springfield College held me in good stead. It
actually prepared me to be a good teacher. The training and teaching practice we
received at college boosted my confidence in the classroom. Furthermore, we knew
what to teach because we followed a set syllabus, Great emphasis was placed on
teaching the three R’s and we not only knew what to teach, but also how to teach. |
continued to teach the old way. My experience and training in teaching helped me to
teach in a certain way and get across to my learners. I just carried on teaching the

way I was trained to teach.
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After teaching for more than two decades, teachers suddenly felt out of control in their
classrooms (Lieberman & Mace, 2008). The clear indication was that these experienced
Foundation Phase teachers in the face of ongoing curriculum change felt that they are
inadequately prepared to teach in a new way and, therefore, resorted to their experience
and what they know already, to continue teaching. Facilitators were seen as mere policy
implementers and they lacked training in supporting teachers’ emotions and moods
experienced during the educational reform process. These workshops did not provide the

mental energy or incentive for new learning.

Adjusting to a new way of teaching was difficult

All three participants expressed anxiety following difficulties in coming to grips with
new ways of teaching. James and Connolly (2000) regarded schools as places of high
emotion, particularly anxiety, caused by a variety of factors including curriculum changes

and new methods of professional practice.

Nimi: After teaching in the Foundation phase for thirty five years, adjusting to a
new way of teaching was difficult. Of all the changes, OBE was the worst because
there was no structured syllabus to follow and the paperwork and terminology

was overwhelming.

Sylvia: The paperwork is absolutely ridiculous, the worst in all my years of

teaching. I try and keep the records but at the same time, I just do what is
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necessary for my class, what I understand and the way I want to keep it — and [

can justify what I've done.

Nadine: I was used to teaching a structured syllabus. I came with a college

trained background and we were well-trained to teach in the class.

Having no structure to their learning, and as experienced teachers, this affected the
management of their work. The lack of support structures and strategies for the

teachers’ management of their teaching led to anxiety, fear and stress. Thomas and
Beauchamp (2011) alluded to the fact that this development process was similar to

that of novice teachers who had to learn a new way of teaching.

Changes were policy driven and decontextualised

Further to the above realities, the accounts by the three participants indicated that the
changes to the curriculum were policy driven. Facilitators of the workshops merely
spewed out and implemented policy which resulted in the frustration of teachers

(Lieberman & Pointer Mace, 2008).

Sylvia alludes to this: Curriculum change has to be piloted in both rural and
urban schools. The reason for this is that many ideas come from the top, from
people who are not in touch with the classroom. This is the reason why changes in

curriculum fail.
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Nadine states: There is no satisfaction in teaching. When you mark the books, you
feel so depressed and you question yourself, did I teach these children? You go

back questioning your ability as a teacher. Then again it’s the system and not us.

Nimi: [ had to fall back on my more than thirty years of teaching experience to

cope in the classroom because the workshops were inadequate.

These constraints made these Foundation Phase teachers feel that they were burdened
with the process of change. Teacher development programmes were supposed to provide
teachers with teaching strategies to develop their confidence to implement the new
curricula. The top-down approach to professional development gave teachers directives
as to what, how and where they learn. A “one-size-fits-all” approach was adopted
(Lieberman & Pointer Mace, 2008, p. 227), where the teachers’ contexts, experiences,

interests and learning styles were not considered.

In order for educational change to be successful, the involvement of teachers was vital.
Teachers could produce change in their practice when they were able to direct their own
learning. As Pillay (2003, p. 26) stated, “...teachers are not objects to be changed but
complex subjects with power and knowledge to change”. Therefore teachers’
perceptions and perspectives needed to be taken seriously by policy makers. In other
words, teachers’ voices and input from a grassroots’ level needed to be considered by
the policy makers. Their top-down approach failed to pay attention to teachers’ capacity

to change and their desires to change. The incentive for learning was thus absent.
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Professional development is an ongoing process. Teachers need to keep abreast of
teaching trends and methods in order to improve their teaching and their learners’
results. Faced with so many changes within a short space of time left all three
participants feeling incompetent to manage their new learning and this made them
question their teaching abilities. When teachers’ learning is not supported, there will be

no incentive to develop and function.

Lack of support structures

All three teachers stated that they feel alone in the classroom because of a lack of support
from both the department and school management. The participants felt alienated because
the workshops were policy driven with facilitators who were out of touch with the
classroom. To add to this, school management was also not trained to support teachers on
the new changes in curriculum. Lieberman and Pointer Mace (2008) stated that teachers
are given a “one-size-fits-all” professional workshop. This culture of compliance did not

cater for different methods of teaching and the different needs of learners.

Nimi explained this problem vividly: Teachers are left on their own. I think everyone

should be trained, including management, on changes so that they can be in a position

to assist and support teachers.
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Sylvia also expressed her concern in this respect: Most of the school management have
not attended workshops on curriculum change, they are out of touch with the

classroom.

Nadine added her concern here as well: Subject advisors do not support with problems
in the classrooms. The teacher is left alone to deal with problems. Subject advisors
merely come into our classrooms merely to check that policy is being followed. That’s
what they are there for and er...when we tell them about class sizes and other

problems.... they merely nod their heads and they do nothing about it.

All stakeholders should be trained in order to offer support to teachers. School
management was out of touch with the classroom. Teachers in South African schools felt
a sense of powerlessness because they were “implementers rather than formulators of
policies”. Carrim, (2003, p. 318) and Shezi (2008) stated that the cascade model used to
develop teachers was not sensitive to social and political systems of the schools. The
needs of individual teachers were also not taken into consideration (Tammets, Valjataga,
& Pata, 2008).This caused tensions in their practice because there was a lack of support

at the school level, district level and provincial level.

Increased workload for teachers

When curriculum changes were implemented, teachers were made to believe that

teaching would be made easier, but the three teachers felt that their workload had
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increased. Teachers’ work had become increasingly intensified (Hargreaves, 1994). The
administrative assessment tasks left teachers with little time to connect with their learners
and to keep abreast with new trends in teaching. This impacted negatively on the success

of learners.

The new curriculum brought many challenges too quickly for the teachers. There was
more emphasis on records rather than teaching and there were greater demands and
expectations on teachers. An increase in accountability to parents and administrators put
teachers under pressure (Hargreaves, 1994). Emphasis on maintaining these records
rather than teaching was frustrating to teachers and made some of them want to leave the

profession.

Sylvia stated: When CAPS was introduced, there was a misconception that everything

is made easier for the teacher. The workload is just too much.

Sylvia has lost her passion for teaching: [ was absolutely passionate about teaching,
anybody will tell you that. I will walk into school with a smile on my face. This is how
1 felt about education - not anymore. I'm totally demotivated. I have actually spoken

about leaving the profession.

Nadine was emotionally and physically stressed: To me, after thirty years, I find

teaching to be frustrating. I don’t have a life; [ come home nice and tired. Teachers’
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workload was intensified by unnecessary record keeping. She had reached the end of

her tether: Can’t wait to opt out, just counting my years.

Nimi summed this up as: The paperwork is just too much. Despite the Department
telling us that in terms of the new curriculum CAPS, everything is done for the

teacher. I found this was not so.

The present cascade model led to the deprofessionalisation of teachers (Shezi, 2008)
which led to their frustration and low morale. Only when teachers negotiated their own
learning in meaningful ways, would they enable change in how they think, act and
behave (Carrim, 2003; Shezi, 2008; Lieberman & Pointer Mace, 2008). The lack of
processes and strategies to support the participants’ emotions during curriculum change
led to them feeling out of control in their classrooms. This led to demotivated teachers

who lacked confidence and passion to function effectively in the classrooms.

Conclusion to Section One

From my analysis, [ am able to explain Foundation Phase teachers’ experiences with regard to
ongoing curriculum changes. My study reflects the emotional and physical tensions (stress,
anxiety, frustration and failure) that personally affected these teachers attitudinally, emotionally
and intellectually. These emotional and psychological tensions constrained their abilities to learn.
However, their feelings at a personal level propelled them to find new personally meaningful

ways of coping in the classroom, resulting in a change in their attitudes, beliefs and values that
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triggered a change in their professional and social levels. Thus, with the next critical question, |

will explore how these changes brought about a difference in their teaching practice.

SECTION TWO: How are Foundation Phase teachers negotiating their personal and

professional experiences in the context of curriculum change?

Introduction

In responding to Critical Question one, the analysis under Section One clearly highlights that
Foundation Phase teachers’ emotional and psychological feelings were not considered and
supported during the change process. Due to the lack of acknowledgement by policy enforcers
that strategies and processes were needed to enable teachers to manage the curriculum changes
emotionally and psychologically, teachers experienced a sense of isolation, alienation and other
psychological and emotional instability. This is one of reasons that Chisholm et al. (2005), drew
the conclusion that teachers in post-apartheid South Africa experienced multiple, complex and
constantly changing requirements in their teaching and learning contexts contributing to high

levels of stress and potential burnout.

Being concerned about their capacity to teach and their responsibility to their learners, the
participant teachers in my study found ways to creatively manage the changing curriculum
context. In this Section Two, I offer an understanding of how and why Foundation Phase
teachers did not give up but tried to find personally meaningful ways to learn. I will analyse how
the participants’ feelings of frustration and helplessness provided the impetus at their personal

level to take responsibility for their own learning and development in managing the changes and
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to improve their performance. Here I draw on Bell and Gilbert’s (1996) Model on Teacher
Development to understand Foundation Phase teachers’ professional development that
considered just what teachers needed to do in the context of curriculum change, what they
needed to learn and how they wanted to learn. This model by Bell and Gilbert was helpful in
providing the conceptual lens. It helped understanding of how Foundation Phase teachers were
learning and also how they were developing in terms of their personal, social and professional
dimensions of professional development which also incorporated change or modification of

attitudes, beliefs and values that impacted on their practice.

Professional development, in this study and analysis, included teachers’ learning and their
developing beliefs and ideas, their classroom practice and attending to their feelings associated
with change (Bell & Gilbert, 1996). Professional development according to this model also
encompassed professional learning (or teacher learning) which were the processes that resulted
in “specific changes in professional knowledge, skills, attitudes, beliefs or actions of teachers”

(Fraser et al., 2007, p.157).

Professional development is understood as holistic experiences’ development on personal, social
and professional levels (in this case in teaching) and incorporates changes in attitudes, values and
beliefs. Evans (2002) explained that functional development has two features of change, namely,
procedural and productive. These included new ways of working and gaining knowledge
(intellectual focus within the attitudinal), and learning new methods to improve one’s practice. In
this Section I analyse the professional development and learning experiences of Nadine, Nimi

and Sylvia from the personal, social and professional perspectives. I show how these teachers
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engaged in personally meaningful ways to negotiate change in the absence of any strategies and
processes to support and manage their emotions on the personal, social and professional levels

during the change process.

The following key themes for critical question two were identified:

(a) The personal domain
o Seeking ways and methods of improving my practice

e Developing a positive attitude towards learners

(b) The social domain
o C(Collaborative learning

o Networking

(c) Professional domain
e Learning new skills and knowledge

e Learning from Practice

(a) The personal domain
Bell and Gilbert (1996) drew the conclusion that before effective development takes place,
a willingness to develop must be present in the teacher. This involves teachers coming to
realise that some aspects of their practice were problematic. This realisation spurred the

participants to find ways to address the problem and thus improve their practice. Teacher-
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learning was propelled when they become aware of what their practice entails, thus making
them more aware of their learning needs (Illeris, 2009). The desire to change and improve
came from within the teacher. Jarvis (1992) and Nieto (2003) added that teachers
continually rediscovered who they are through learning, as they continually negotiated and
interpreted their roles as they move in and out of learning experiences. Personal
development therefore entailed teachers feeling more empowered with respect to their own
development. Bell and Gilbert (1996) stated that no progress takes place without personal
development which considered beliefs, values and attitudes, as important aspects for
effective learning. Therefore when looking at the Foundation Phase teachers’ learning and
development in the context of curriculum change, we are considering the beliefs, values
and attitudes that shape what and how they learn in coping with curriculum change. This

realization leads to Foundation Phase teachers’ social and professional development.

. Seeking ways and methods of improving my practice

On the personal level, the participants in the study initiated their own learning. The

planned and executed their own learning activities (Kwakman, 2003).

As Sylvia explained: Each teacher must do what works for their classes because
children have varying abilities that makes the classes different. I speak a little

isiZulu that has helped me to communicate with my second language learners.

Nadine spent sleepless nights thinking about ways of helping her learners in the

class: At night my sleep breaks, at two in the morning, and believe me I'm
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thinking about the problems in school. I'm actually thinking of new ways or
methods of getting the learners to understand. As a teacher you have to try new

methods all the time.

Nimi: I have completed a course in isiZulu and Computer Studies. She also says
that at the end of the day, you know what works for your class. I make my own
worksheets. If I'm teaching the letter “1”, I will make a worksheet with all the

words beginning with “l”. I do not rely on the department workbooks only.

These teachers looked at aspects of their teaching that were problematic and looked
for solutions to be more effective in their profession. Teachers who are self-directed
aim to develop new skills, knowledge and attitudes in order to improve their practice
(Nieto, 2003). However, the curriculum changes were a challenge to South African

teachers who had inadequate skills and knowledge (Ono & Ferreira, 2010).

The participants engaged in reflection, which helped in promoting their personal and
professional development through seeking ways to address problems in their practice.
The process of reflection helped these teachers to rethink their ideas and beliefs about
teaching (Bell & Gilbert, 1996, p.105). My participants, through reflection, tried out
new ideas to help them cope in their classes. Reflection has helped Sylvia put new
ideas into action. She learnt isiZulu to also improve her practice as a teacher.
Reflection has helped Nadine to undertake new ways of improving teaching and

learning in her class:
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In order for me to understand my second language learners and vice versa, I try

to get peers, prefects and parents as interpreters.

Evans (2002, p.131) stated that attitudinal development involves change on an
“intellectual and motivational” level. “A teacher who becomes more reflective, for
example, would be manifesting intellectual development” (Evans, 2002, p.131). The
participants displayed intellectual development by reflecting on their methods of
teaching, which in turn, helped them to try new and different ways of helping their
learners. Teacher reflection provides a powerful platform to highlight important

moments of learning for the teacher (Ng, Widjaja, Chan, & Seto, 2012).

Developing a positive attitude towards learners

The Foundation Phase teachers’ relationship of love and care towards their learners
also added a new meaning to their teacher self just as found by Ritchie and Wilson
(2002). This led to an inner desire to bring about change in them, which invoked a
personal change in their attitudes, beliefs and values. They also indicated that their
identity as a teacher was linked to being a learner and a researcher through which
change and development took place (Bell & Gilbert, 1996). The participants were
motivated to find other spaces for learning within and outside of their schools .The

participants tried out new activities and methods to improve learner performance.
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Sylvia: I found reading to my learners every day has helped to improve their oral

and written skills in English.

Self-directedness and motivation were key features in Nimi’s learning. Her
motivation to succeed is evident in the following: I did a lot of reading on my
own. Most of the learners don’t speak English. When I communicate with them in
isiZulu, they understand me, in this way I don’t get frustrated and neither do they.
Other teachers who don’t know isiZulu will also call me to translate what the

learners in their classes are saying.

Nadine used her own intuition to uplift her learners: If 1 had a problem, I try
something new to get them to understand. A parent came into my class to pay
school fees. She is from Congo. I explained to her all the problems we encounter
with our learners in terms of punctuality, toilet training, coming to school untidily
dressed and lack of stationery. I gave her fifteen minutes to talk the learners
about these issues. All the learners listened attentively to her because they

understood what she was saying.

Pillay and Govinden (2007) drew attention to the way in which teachers worked
innovatively within the constraints of the South African system. They argued that
change and movement form the very basis on how teachers moved from what is, to
what could be. There are powerful ways in which teachers can restructure themselves

in becoming agents of change.
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(b) The social domain

Interaction with other teachers and members of the community

Social development reflected on how teachers relate to other teachers in collaborative
ways to improve their practice and the results of their learners (Bell & Gilbert, 1996).
On a social level, interaction with other teachers and members of the community
empowered Nadine, Sylvia and Nimi. This was a means of collaborative learning
whereby teachers took the initiative to learn and make decisions to improve their
practices (Phiri, 2011). The participants did not seem to favour, or feel as being very
efficient, the externally driven measures, i.e., planned formal learning (workshops
and school development meetings) and planned informal learning (such as

departmentally initiated web networking).

Nadine teaches in a school where she faces various social problems on a daily basis,
and, as a nurturing teacher, she finds ways of solving them. She makes a choice of
resisting feelings of inadequacy and frustration and strives to excel. This enables her
to initiate change in her life as a teacher, in her learners and community. Her learning
extends to more than just gaining knowledge; it is also about caring for others. She
believes that skills and knowledge should be used for social upliftment and the
building of a better society. Dewey (1899) argued that the school played an important
role in creating an environment that catered for the interests and needs of the child

that will allow the child to flourish.
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Nadine co-ordinates a community outreach programme at her school to uplift the
learners: We have members of the community, called The Circle of Care that
assists us with reading. They don’t take a cent from us. These literacy lessons are
outdoors in the carpark, we don’t have a classroom for them but come winter or
summer, these volunteers are out there teaching the learners reading, sentence
construction and phonic. We have started a breakfast programme from 7 to 7. 30.
We give the learners who come to school without breakfast, porridge in the

morning.

Sylvia: [ believe working as a team and teamwork is very crucial to achieve
goals in education. Teamwork involves a partnership between the child, the

school and the parent.

Nimi.: [ share ideas and discuss problems with other teachers. I also found the
NAPTOSA (union) workshops on curriculum to be quite beneficial. In order for

my learners to benefit, I had to learn new knowledge.

Collaborative learning helped in changing problematic aspects of their teaching. This
type of learning helped to deal with real problems at school (Phiri, 2011). The
feedback and support they received from this social interaction with other teachers,
teachers’ union and members of the community gave them a feeling of empowerment
and upliftment and were more useful than the planned externally organised

workshops by their employer. The breakfast programme at Nadine’s school was seen
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as a way forward for them. It is noted that in McKinney et al., (2005), as cited by
Fraser, et al. (2007), externally driven measures are identified as two of Reid’s
quadrant components of teacher learning which, in this instance, are seen by the
participants as not being effective. However, social interaction empowered the
participants in the study in their professional development process through talking
and sharing experiences, beliefs and feelings. “Social interaction broke down the

isolation of teachers in the classrooms” (Bell & Gilbert 1996, p.140).

Networking

The participants seemed not to favour the externally driven measures, i.e., planned
formal and informal learning which are essentially transmissive (workshops and
school development meetings).These one- dimensional approaches to professional
development programmes were less successful in terms of teacher-change and
development as they neglected the personal and social aspects of teacher learning.
Bertram (2011) alluded to the fact that despite huge investments in teacher
development workshops, there was little evidence of improved formal schooling in
South Africa over the past fifteen years. She further added that professional
development programmes should bring about teacher learning. A teacher attending a
workshop does not necessarily mean that she has learnt new knowledge or that her
teaching has changed. Professional development programmes (formal and informal)

that attend to more facets of the personal and social aspects of learning were more
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likely to bring about transformational professional learning in teachers (Fraser et al.,

2007, p.19).

Sylvia: I switched unions to take advantage of the workshops held by that union...
I network with other teachers in my school and other schools, where we discuss
problems from time to time, sometimes others may come up with a better solution

and if I had success with something, I shared this.

Nimi stated: It isn’t easy when you have to do everything on your own. [
networked with teachers in other schools. You know when you discuss with
someone else, it helps to see if you are on the right track or not. I gained

knowledge through networking with other teachers.

Nadine: Networking with other teachers help in giving each other support. It also

helps to share ideas.

In order to manage her feelings associated with change, Sylvia undertook a calculated
risk and switched unions. This provided her with an alternative learning space to
develop herself which the Department of Education failed to provide. All three
participants found networking with other teachers very helpful although Nadine felt
she benefited more from collaborating with community members and parents.
Through networking, ideas and problems are shared. Sharing resources and

information created a social space for learning that led to their change and
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development. Networking can provide safe and challenging spaces for powerful
teacher learning and growth (Brodie, 2013). This learning helped develop the
participants’ beliefs, ideas, classroom practice and attend to their feelings associated
with curriculum change. Formal and informal learning can take the form of teachers’
learning through study, reflection, interaction and dialogue with colleagues, attending
conferences, workshops, asking questions and sharing information (Du Plessis &
Conley, 2007; Wilson & Demetriou, 2007). Brodie (2013) added that professional
development programmes that focus on teacher learning in and from practice were

more likely to produce positive changes in teaching.

(¢) The professional domain

Learning new skills and knowledge

Professional development formed an important part of teacher learning (Bertram,
2011). Msila (2008) stated that change can be a daunting experience for teachers and
they, therefore, needed proper empowerment programmes to embrace change. All
three participants who trained in the apartheid era had to now learn new knowledge
and skills to cope with the demands of transformation in education. Learning new
knowledge and new methods of teaching to improve one’s practice would feature as
the intellectual element within the attitudinal development (Evans, 2002). Aronowitz
and Giroux (1985) argued that if teachers were expected to implement a uniform and

standardized curriculum, then this ignored such factors as the cultural diversity,
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historical background of schools, and the challenges and difficulties of dealing with

less privileged learners.

The inadequacy in addressing the developmental needs of teachers from a practical
and realistic perspective was probably why the participants had the following to say

about learning to cope with curriculum changes:

Nimi: [ had to streamline the planning to suit the needs of my learners. I was
forced to devise my own lesson plans, work schedules and assessment tasks

because I could not follow CAPS as is. CAPS did not take the needs of the

learners into consideration and not all learners learn at the same pace.

Nadine : We need to go back to teaching the three R’s of reading, writing and
arithmetic, where we teach from concrete to abstract, from simple to complex,

drill phonic, flashwords and reading.

Sylvia: 4 motivated teacher will always inspire and bring out the best in the
learner. I try my level best to call in the parents. I also try new strategies to get
the learner to understand. Sometimes you win, other times you lose but I try my

best.

Nimi, Sylvia and Nadine did not allow themselves to be constrained in their

development, learning and change by the lack of professional support at their schools
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and by inadequate workshops. Their quest for knowledge propelled them to find other
ways of learning, despite the reality of learners coming from different experiences,
cultures and linguistic practices being ignored by the facilitators. However, the
frustration of not being able to implement the new curriculum changes left the
teachers feeling despondent but they tried to find innovative methods that worked

best for their learners.

Learning from practice

Nimi, Nadine and Sylvia used their practical knowledge to enhance teaching and
learning in their classroom. Professional development must be realistic in providing
teachers with knowledge on how to organise learning in their classrooms (Bertram,

2011).

Sylvia: I try new strategies to get the learner to understand. I speak very basic
isiZulu which helps my learners to understand me. I found reading to my learners
everyday helped them in language development. Listening to the language also
helps the learners to emulate that style of writing. I also found drama is an
excellent way in which second language learners develop confidence in English.
A subject advisor came into my class to observe my teaching. It so happened that
he walked in when [ was reading a story. I must tell you that he was so thrilled at
the learners’ understanding, questioning and answering and the funny things they

came out with as well.
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Nimi: / devised my own lesson plans and assessment tasks because I could not
follow CAPS as is. CAPS’ planning was too extensive for my second language

learners and it didn’t take the needs of the learners into consideration.

Nadine, despite being used to teaching a structured syllabus, tried her best in the
class. Despite the changes, I try and implement some structure into the chaos. 1
try to at least teach the child the basics of reading, counting and writing so that

the child can have the some hope for the future.

Conclusion to Section Two

The frustrations, anger and feelings of inadequacy on a personal level triggered a change in their
attitudes, values and beliefs. These changes on a personal level also led to changes on the social
and professional levels. The teacher, despite the physical and emotional tensions, did not give up

but instead, through networking, collaboration and reflection, improved their practice.

Conclusion

Teacher development is about teacher-learning, rather than getting teachers to change. Through
learning, Foundation Phase teachers were developing their beliefs, ideas, feelings and classroom
practice. This involved their personal, professional and social development which was interactive
and interdependent. This study showed that Foundation Phase teachers’ personal desire to

change for the benefit of their learners led them to initiate their own formal and informal learning
through collaboration and networking with contextualised communities of practice which

included community volunteers, parents, peers and learners. Learning happened for the
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participants when they engaged with parents, members of the community, their peers and
learners. Both individual and collaborative forms of learning were significant levels in
professional development. Collaboration built a culture where learning and development were
supported (Kwakman, 2002). Bertram (2011) added that teacher learning was enhanced when

teachers learn from one another in informal ways.

In the next chapter I will provide a summary of the study, a conclusion and some of my insights

for future practice and further research in this field.

95



CHAPTER SIX

CONCLUDING CHAPTER

Introduction

I started this study wanting to find out about the experiences of Foundation Phase teachers
working in South African schools, within the context of ongoing curriculum change. As a
Foundation Phase teacher, my curiosity was aroused by the challenges I was facing daily in my
classroom in negotiating the new approaches and strategies being implemented in the Foundation
Phase. In this research process I set out to explore and understand how Foundation Phase
teachers negotiated the tensions and intentions of the curriculum changes. I composed the stories
of three Foundation Phase teachers emplotted along their lived personal and professional

experiences.

Context of study

This study presents the understanding of the three Foundation Phase teachers’ lived experiences
in the context of curriculum change in three urban primary schools under the KwaZulu-Natal
Department of Education, Pinetown Education District, in Durban, KwaZulu-Natal. The thesis
opens up possibilities for understanding how these Foundation Phase teachers managed their

emotions to enhance their capacity as teachers in order to improve their practice.
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In the absence of relevant personal support and because of inadequate externally driven
professional development teachers experienced feeling of anxiety, frustration and disillusionment
(Day & Gu, 2007). By documenting the stories of the Foundation Phase participants, I was also
able to depict how teacher-learning and development happened for them on their personal, social
and professional levels. Foundation Phase teachers experienced numerous challenges as
discussed by Jansen (2001), Samuel (2008) and Swart and Oswald (2008). However, my study
shows that some Foundation Phase teachers acquired new knowledge, skills and values that

enabled them to respond to curriculum change.

Methodological Reflections

Through narrative inquiry, I have deepened my understanding of the lived experiences of three
Foundation Phase teachers. This methodology offered me alternative ways to delve into

Foundation Phase teachers’ complex lived experiences.

My research study is located within the interpretivist paradigm where I could understand the
Foundation Phase teachers’ experiences through the narratives. I found narrative inquiry
powerful and useful in understanding teacher learning and development because as a researcher,
this paradigm allowed me to explore the experiences of Foundation Phase teachers as being
dynamic and multiple. Through the teachers’ stories told during the unstructured interviews and
experienced through collage inquiry, the emotional, physical and psychological pain participants
experienced in relation to the kinds of professional development support, were highlighted and

made visible. I found the use of stories to be a creative and unrestricted way to understand and
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explore glimpses of my participants’ daily lives. Through the teachers’ stories, I was able to
learn how they were able to construct and reconstruct themselves personally and professionally

in the context of curriculum change.

In this study, three Foundation Phase teachers focused on significant people-critical moments
and critical experiences in their lives during their open- ended interviews. In giving my
participants ample time and space to tell their stories allowed me to gain rich, thick data. The use
of collage, an art-based method, helped the Foundation Phase teachers to remember certain
experiences when they were cutting and sticking pictures. In this way I was able to gain more
depth and clarity on their experiences, moods and emotions. The study revealed that
development and change in the participants’ personal, social and professional levels helped them

to embrace and respond in more meaningful ways which in turn helped to improve their practice.

The collage activity allowed the participants to express themselves in a different way that went
beyond the use of the spoken word. The freedom and the enjoyment of the cutting and sticking
allowed other emotions that were not expressed through interviews to surface. The collage
activity facilitated the unpacking and understanding of difficult and complex questions that
participants are not comfortable with or found difficult to verbalise in linear telling, as elucidated
upon by Gerstenblatt (2013). This added to the richness of the data, which explains why
narrative enquiry was seen as the most appropriate method for Foundation Phase teachers to

recall their memories and tell their stories.
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Foundation Phase Teachers’ personal and professional experiences in the context of

curriculum change

With the introduction of OBE, NCS, RNCS and CAPS, teachers had to learn to move from the
role of teachers as implementers to that of facilitators (Jansen & Taylor, 2003). Lessons shifted
from being teacher-centred to learner-centred (Ono & Ferreira, 2010; Warnich & Meyer, 2013).
These curriculum shifts created personal and professional tensions for Foundation Phase
teachers. Professional development programmes did not consider the personal and professional
dimensions of teachers’ experiences, which included emotions related to the shifts. Dale and
James (2013) stated that if these emotions are left unattended and unsupported, it could lead to
unpleasant experiences of learning. The “affective containment of feelings, moods and tensions”
(Dale & James, 2013) together with Illeris’s (2009) model of learning was useful in
understanding the need for the ‘affective containment’ of Foundation Phase teachers’ anxieties
and tensions arising out of ongoing curriculum change and its impact on teachers’ professional
practice. Inadequate and decontextualised professional training, which failed to consider
strategies and processes to contain individual teacher’s personal experiences and emotions in
response to the new ways of teaching, learning and assessment, made teacher learning
meaningless. For example, the lack of intervention by the authorities to educate Foundation
Phase teachers in coping strategies or training to manage a diverse classroom, left teachers

floundering “in the deep-end”.

Foundation Phase teachers’ experiences with regard to ongoing curriculum changes reflect deep

emotional and physical pain (stress, anxiety, frustration and failure) that personally affected these
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teachers attitudinally, emotionally and intellectually. These emotional and psychological tensions
constrained their incentive to learn new ways as well as to improve their functionality in the

classroom.

The study also revealed that Nimi, Sylvia and Nadine experienced great physical and emotional
stress. However, this did not deter them from doing the best they could for their learners. The
study showed that the participants persevered against the odds to improve their practice by
engaging in learning through self-initiated and contextualised communities of practice that were
both individual and collective. Nimi streamlined her lesson plans to suit the needs of her
learners. Sylvia switched unions in order to learn new skills and knowledge to cope in the
classroom. She also learned that reading every day to her second language learners helped to
improve their performance in class. Nadine believed in the holistic development of the child. Her
self - initiated learning experiences that involved providing breakfast for the learners and also
encouraging learners to interpret for other learners has helped in her daily practice. Self-initiated
learning helped to reinvent and empower them in their practice, rather than sitting back and

becoming victims of the system.

Winch (2014) stated that one’s emotional health was just as important as one’s physical health.
In my study, the participants suffered emotional and physical pain. Stress, frustration, anxiety,
failures and rejection are feelings that hurt more, and it takes a longer time to recover from these
feelings. These feelings can lead to one feeling demoralized and defeated. However, despite their

experiencing emotional and physical pain, the participants were determined not to set themselves
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up for failure. They fought against these negative feelings of helplessness and took control of

their situation by initiating their own learning.

Foundation Phase teachers negotiating their personal and professional experiences in the

context of curriculum change.

In order to successfully meet the educational demands, teachers needed to continually strengthen
their knowledge-base with appropriate support (Shulman, 1987). This study found that the
decontextualised departmental workshops did not provide the participants with adequate training
and development to teach the new curricula. They therefore had to find individual and collective
ways through self-learning and networking with other teachers to develop new teaching
strategies to negotiate the changes. Individual and collaborative learning helped to develop

teachers professionally (Kwakman, 2003).

Bell and Gilbert’s (1996) Model on Teacher Development was a useful lens for this question. My
study has produced a particular understanding of the personal, social and professional
development within each participant. According to Bell and Gilbert (1996) when participants
were able to affectively contain their emotions and tensions on a personal level, they were able to
learn and develop on social and professional levels. The externally driven professional
development initiatives took on a top-down implementation code and the facilitators of training
were themselves floundering. Whether any meaningful learning was taking place through this
process is questionable. The data revealed that little or no learning took place at these workshops
which led to the participants engaging in their learning and development on their own. The

participants, despite being frustrated by the lack of training and support, were able to initiate
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ways of negotiating the new curricula demands. They were forced to reskill themselves and
acquire new knowledge through self-initiated and self- directed learning which helped them to
negotiate their personal and professional experiences of curriculum changes. My understanding
is that these self-initiated learning experiences provided emotional and psychological support for
Nimi, Sylvia and Nadine to enable them to reinvent themselves on a personal, social and
professional level. This empowerment made them create their own spaces for learning and

development and thus improve their practice.

My study found that through learning from a contextualised community of practice, the
participants, on a personal level were able to gain a deeper understanding of themselves in
relation to parents, peers and the community, and in relation to their learners in particular. Nimi
was a positive person who embraced change. She engaged in various ways of improving herself
in order to benefit her learners. She completed courses in isiZulu and Computer Studies. Sylvia
learnt more about herself and what it means to work with others and with learners. Nadine
changed from a negative to a positive person. She realised the importance of having a positive
attitude towards her learners. Nimi, Nadine and Sylvia had to therefore acquire and apply new

understandings and skills to sustain a better practice.

The study reflects that through the process of collaboration, the participants’ self-confidence and
ability to critically reflect on their teaching practices grew, thus making them feel good about
sharing ideas and creating a willingness to share their teaching practice with others. These
developments support their professional development. As Nadine, Sylvia and Nimi became more

empowered they became more flexible and more responsive to accommodate changes in their
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classroom practice. My study also shows that teacher-learning through collaboration and
networking with other teachers brought about development that goes beyond just being a teacher.
Through their learning in these social spaces, the participants were able to challenge an

educational system that was producing feelings of powerlessness and failure.

Learning through networking and collaboration brought about social transformation for both the
participants and their learners. Through networking and collaboration, Nimi, Nadine and Sylvia
shared ideas which developed new ways of thinking and doing things that enabled reinvention.
The change in their knowledge, skills, attitudes and beliefs influenced their personal, social and

professional lives in a positive way.

One of the aims of continuing professional teacher development is to “provide teachers with a
clear guidance about which professional development activities will contribute to their
professional growth” (Department of Education, 2006, p.17). The participants, therefore took it

upon themselves to join professional organisations to empower themselves in the classroom.

Sharing ideas and teaching strategies through networking and collaboration with other teachers
helped these Foundation Phase teachers to cope with problems in the classroom. Nadine learnt
that teachers need to have a more holistic understanding of the child which became an important
issue for her. Nimi created a new image of herself in the way she related to her learners. She
learnt that teacher-learner relationship is a two way process which involves learners interacting

with teachers and teachers interacting with learners. Sylvia acknowledged the importance of
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teachers employing more creative ways of teaching. She realized that as a teacher she can make

choices about what and how she teaches.

Theoretical reflections

“Affective containment” of Foundation Phase teachers’ feelings and tensions were not supported
at the externally driven professional development programmes. When these teachers attended
these workshops they were not supported emotionally and psychologically. The facilitators were
not trained to deal with these issues, they were there to implement policy only and therefore the
workshops adopted a technical approach. Their learning at these externally driven programmes
was therefore meaningless. My understanding is that these teachers were determined not to
become victims of the education system. They initiated their own learning through self-initiated
learning and contextualised communities of practice. This learning helped to affectively contain
their feelings and tensions and Illeris (2009) stated that this provided an incentive to learn and
function in the classroom. These self- initiated and self-directed learning experiences created a
social space for Foundation Phase teachers to choose how to learn, what to learn and from whom
to learn. When the teachers did this they were happy and comfortable to learn which helped to

improve their practice.

Practice Reflections

Foundation Phase teachers are prepared to teach in spite of the impediments they face and they
are keen to learn how to teach the new curricula. However, a lack of emotional and

psychological support, professional development and training limited teacher learning and
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change. Teachers’ learning in my study was achieved through self-initiated learning and learning
from contextualised communities of practice which included learners, parents, peers and
volunteers from the community which created spaces for learning, since what was offered by the
departmental workshops was inadequate for their learning and development. Foundation Phase
teachers gained new knowledge and skills through self-learning and networking. Sharing ideas
with colleagues and other teachers helped them to create social spaces for their learning.
Therefore, motivation, feedback and support from the education department are vitally important
for teacher development. Training and development of the Foundation Phase curriculum and
methods of teaching must include strategies and processes to support teachers both personally

and professionally for effective learning of teachers.

Policy Reflections

The main aim of this study was to understand the learning experiences and development of
Foundation Phase teachers in the context of curriculum change. My interest in the topic stems
from the challenges I experienced with OBE, NCS, RNCS and CAPS. Through this study I was
able to gain an understanding of the experiences of Foundation Phase teachers and how they
found ways to affectively contain their emotions and tensions in the context of curriculum

changes.

Narrative inquiry gave a new dimension to the learning experiences of Foundation Phase
teachers that clearly revealed the emotions, tensions and moods that they experienced in the

context of curriculum change. Learning and development initiatives by the Department of
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Education for teachers need to look at how curriculum changes effect teachers both emotionally
and psychologically which is under-researched and limited. Through their stories, I understood
how learning happened for them which were spontaneous, self-directed and self-initiated.
Through story-telling, the participants also learned about themselves. Teacher-learning through
story-telling thus became an important pedagogical tool for Foundation Phase teachers in linking

their past to the present practice.

Suggestions for further research

This study involved participants from developed urban areas. The rural element may provide
additional data in light of the different type of community and resource considerations.
Negotiation of changes and professional development needs by teachers may be different in such
settings. It would be interesting to find out what experiences and negotiations of curriculum
changes took place for other Foundation Phase teachers with differing backgrounds where

questions such as the following can be posed:

What are the experiences of Foundation Phase teachers in rural schools in the context of

curriculum change and what are these teachers’ personal and professional learning experiences in

the context of curriculum change?
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Conclusion

Foundation Phase teachers working in the context of ongoing curriculum change experienced a
range of feelings that affected them psychologically and emotionally. The particular teachers
whose stories are represented in this study showed how they were able to creatively work around
the negative moods and emotions experienced personally and professionally. These feelings
created the impetus for their professional choices and decisions around what to learn, from
whom to learn and how to learn. It assisted them in negotiating their professional practice in

personally relevant ways.
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APPENDIX 1: Request for school principal’s permission to conduct research
at his/ her School

The Principal
Dear Sir
REQUEST FOR PERMISSION TO CONDUCT A RESEARCH AT YOUR SCHOOL

I am an M.Ed student at the University of KwaZulu-Natal (Edgewood College) and I am
undertaking a research project as part of my studies. The title of the project is “Educational
Journeys of Foundation Phase Teachers in the context of Curriculum Change”.

Implementation of curriculum changes poses challenges as it requires teachers to shift from a
current programme which they are familiar with to the new programme. This involves changes in
knowledge, actions and attitudes.

The aim of this project is to explore the personal and professional development of Foundation
Phase teachers in the context of curriculum change. I will explore how their learning experiences
lead to development and change. I also want to understand how Foundation Phase teachers are
acquiring or extending their skills and knowledge about their professional practice in the context
of curriculum change.

It is hoped that this project will make a significant contribution to research regarding
professional development and curriculum change.

I kindly request permission to conduct my research at your School. I would like to interview one
Foundation Phase teacher from your School on his/her experiences of curriculum change.

I would agree to the following:

1. In no way would the research interfere with teaching and the running of the School.

2. Participation by the teacher would be voluntary after being given full information about
the research and teacher’s involvement.

3. A consent form will be signed by the participating teacher. The participant has a right to
withdraw from the project at any time without any negative consequence.

4. Should for any reason you find that you wish to withdraw your permission for the
research, you may do so at any stage of the research without any negative consequence to
you or the School.
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I would use unstructured interviews, artifact retrieval and collage to collect my data. If I gain
informed consent from the participant, I will use this data in a way that respects his/ her dignity
and privacy. Copies of the participant’s contributions will be securely stored and disposed of if
no longer required for research purposes. The participant’s name or any other information that
might identify him/ her or the school will not be used in any presentation or publication that
might come out of this study.

The study will not use any learners.

If you require any further information about this study upon its completion, I will be most
willing to provide you with this.

Thank you for your assistance.

Should you have any queries about the research, please contact my supervisor Dr G Pillay, at the
School of Education, UKZN, during working hours, at 031-2607598. If you have any questions
relating to the rights of research participants, you can contact Ms Phume Ximba in the UKZN
Humanities and Social Science Research Ethics Office on 031-260 3587.

Thank you for your assistance.

Yours faithfully

MRS I MOODLEY
Cell. NO. o,
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APPENDIX 2: Request for consent of intended participant

REQUEST FOR CONSENT TO PARTICIPATE IN MY RESEARCH PROJECT

I am an M.Ed student at the University of KwaZulu-Natal (Edgewood College) and I am
undertaking a research project as part of my studies. The title of the project is “Educational
Journeys of Foundation Phase Teachers in the context of Curriculum Change”. The aim of this
project is to understand where, what and how teacher learning is happening for Foundation Phase
teachers.

I have identified you as a possible participant for the study. Your participation is voluntary. I
kindly request permission for you to participate in my research study.

The project is supervised by Dr G Pillay, a lecturer at the School of Education at UKZN. Should
you wish to verify the content of this letter, you may contact her at the university during working
hours, at 031-2607598.

I will use unstructured interviews, artifact retrieval and collage inquiry to collect data about your
experiences with curriculum changes in the Foundation Phase. These activities will be conducted
several times over a period of two months commencing in December 2012. Each activity will be
approximately 30 minutes and will be held at a time and place that is convenient to you. The
activities will not interfere with your official duties. With your permission, all interviews and
participation in activities will be electronically recorded. Alternatively, notes will be recorded.

The research is subject to strict ethical considerations stipulated by the University which ensures
utmost confidentiality. Pseudonyms will be utilized to avoid personal identification of
participants throughout the research process, including any publications. You have the right to
withdraw from participation at any point without any negative consequence to you or your
school. There are no potential risks to you should you participate in the project. The information
you provide will be used solely for the purpose of research. The information provided by you
will be kept in a safe and secure place by the University for a period of 5 years and will be
destroyed through shredding of documents and destruction of any physical media.

If permission is granted by you for participation in the research study, you are kindly requested
to fill in the attached declaration.

Yours faithfully
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APPENDIX 3: Consent form of participant in research

DECLARATION: CONSENT TO PARTICIPATE IN RESEARCH PROJECT

I (full names of participant) hereby

confirm that I understand the contents of this document and the nature of the research project,
and I consent to participating in the research project entitled “Educational Journeys of

Foundation Phase Teachers in the context of Curriculum Change”.

I understand that I am free to withdraw from the project, without prejudice, at any time if I want

to.

I consent to the following data collection activities (please tick)

YES

NO

Interviews

Viewing of documents from my portfolio as selected by me

Making copies of documents from the portfolio

Creating a collage

Photographing of collage

Digital recording of interviews

Digital recording of discussion on documents from portfolio

Digital recording of discussion on collage

SIGNATURE OF PARTICIPANT

DATE:
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