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Teachers shape their curricular practice through what they consider to be practical (see Elbaz, 1983, Connelly and Clandinin, 1987).  As professionals who have to fulfill organizational and educational policy expectations, and obligations as persons who are part of communities, they make curriculum choices that they take for granted as educationally sound to the conditions of their classrooms. At times these choices might be in conflict with organizational or official  expectations but practical in terms of teachers’ personal values and what they think to be educationally beneficial to their pupils. When this is the case, then tension results and they find themselves faced with a dilemma of who or what to prioritize in defining their responsibilities and accountability (cf. Hoyle and John, 1995).    
     The paper reports on a study that explores the extent to which two South African teachers who received first prize in the National Teachers’ Awards Scheme (NTA)  of  2003 dealt with this tension. It highlights what they considered to be practical in the conditions in which they worked.  It tries to answer the following three questions:

1. What was being practical to them?

2. What characterized this practicality? 

3. How was the practicality reconciled with common practice in their schools?

In the attempt to address these questions, the paper first gives a brief background to the beginnings of the NTA scheme. This is followed by a very brief review of selected studies on the various factors that shape teachers’ curriculum choices. The discussion is used to delineate factors that are identified as influential on teachers’ operational curriculum. 
Background to the beginnings of the National Teaching Awards Scheme
The National Teaching Awards Scheme was announced by Professor Kader Asmal, MEC, Minister of Education, shortly after his appointment in June 1999. These annual awards are intended to celebrate and promote excellence in the teaching profession by providing communities throughout South Africa with an opportunity to recognize and honour talented, inspirational and dedicated teachers. The key objectives of the scheme are to recognize and promote excellence in teaching performance, honour dedicated, creative and effective teachers, encourage best practice in schools to boost teacher morale and afford South Africans the opportunity publicly to say thank you to outstanding teachers.
Awards are given in the following categories:
Excellence in Primary/Secondary School Teaching
This award is open to teachers in primary/secondary schools who have made a positive impact on their school through their excellence in teaching, their relationship with colleagues and learners, as well as the exceptional manner in which they communicate with parents in support of the learning needs of learners.
Excellence in Leadership at Primary/Secondary School level

This award is open to School Management Teams, although not exclusively of any other outstanding leadership displayed by a staff member or a team in a primary school.

Excellence in Early Childhood Development (ECD)

This award is open to teachers who have provided access and programmes to learners from the reception year to grade three (Grades R –3).

Excellence in Special Needs Teaching

This award is open to teachers working with learners with special needs either in special or in public ordinary schools.

Lifetime Achievement 

This award will be open to educators who played outstanding roles in education over reasonably protracted periods. These people would probably be nearing the end of their teaching career.

The following awards apply:

District Finalists
Certificates of excellence

Regional finalists:
Certificate of excellence for each finalist and

R3 000 cash prize for finalist’s school 

Provincial finalists:
Certificate of excellence for each finalist and

R5 000 cash prize for finalist’s school 

National finalists:
Certificate of excellence for each finalist and 

R10 000, R5000 and R2 500 for finalist’s school in the first, second and third places respectively.

2003 NTA OUTPUTS
All finalists at regional, provincial and national level were profiled and received media coverage

· 385 teachers at cluster levels received certificates of excellence and their schools cash awards of R2500 each for professional development of teachers.

· 63 provincial finalists received certificates and each school received a cash award of R5000.

· 21 national finalists received trophies. Schools of the winners received cash awards of R10 000, R5 000 and R2 500 each, in the first, second and third places respectively.

· Twelve female recipients of these awards have to date been afforded an opportunity to participate in a Japanese Youth and Women Development for a period of a month.

· Four teachers received the Fulbright scholarship for teacher exchange for a period of a year. Their American counterparts will visit South Africa on the same basis.

Eligibility for the nominations

These awards are open either to the individual teachers or teams of teachers nominated by the schools. Schools receive packs in April for the nomination processes. Participation in the scheme is open to full time teachers who have been serving for at least two consecutive years in a public school in South Africa. Teachers also need to have been registered with the South African Educators Council for Educators (SACE). For a lifetime achievement category, teachers must have served for at least 20 consecutive years. Selection processes take place at schools, district, regional, provincial and national levels. 

Factors that shape teachers’ curriculum choices 
This brief theoretical discussion highlights various perspectives that have been used to explain factors that impact on teachers’ curriculum choices. It indicates that theories on these choices are different. Researchers are either consciously or unconsciously caught in categories of conceptualization. Their analyses seem to be confined to the parameters of these categories. Furthermore, despite the different foci, the explanations they provide share common discrepancies in trying to relate teachers’ curriculum choices to one or more aspects. For example, Shulman (1983), Connelly and Clandinin (1988), Elbaz (1983)  tend to focus on one or the other aspect in isolation to other factors that should also be considered to give a complete view of influences on teachers’ curriculum choices.  In contrast, Cuban (1984) highlights the need for a comprehensive view that captures the different influences on teachers’ decision-making processes.

     Shulman indicates that because teachers possess a wide repertoire of professional skill and specialized knowledge, namely, pedagogical content knowledge, they are able to act independently of colleagues and in accordance with internalized norms and standards of the teaching profession. Elbaz’s point is that even though this knowledge may differ in terms of levels, it is interrelated and is responsible for the different kinds of practical choices teachers make regarding the curriculum. She identified three levels of generality which help to organize this practical knowledge: the first is rules of practice, the second, practical principles and the third images which when taken together make up ‘the teacher’s feelings, values, needs, and beliefs’ (p.134). As a result, strategies for representing the curriculum are never neutral. They are a product of particular representations that shape perceptions in particular ways. Connelly and Clandinin’s work introduced the notion of personal practical knowledge which places great significance on image, defined as something that “draws both the past and the future, into a personally meaningful nexus of experience focused on the immediate situation that called it forth” (p.198). Cuban’s work highlights the close connection between the practical, experiential base of professional knowledge and teachers’ personal values and experience. He sees teaching as resting fundamentally on these aspects in a teacher’s life. The major idea in his view on teacher knowledge is that of complexity. It would seem, then, that teachers’ classroom practices will be successfully understood only to the extent that this complexity is recognized. Unless we examine and understand the connections between these aspects and quite carefully reflect on what teachers have drawn on in the construction of their pedagogies, we run the risk of promoting interpretations of teachers’ practice that will fail to capture the multiple factors that influenced it.  
     Writing in the context of South Africa, in his chapter “Image-ining Teachers: Policy Images and Teacher Identity in South African Classrooms”, Jansen (2003) argues that, generally within South Africa, there is a lack of understanding what makes it difficult for whole generations of teachers who have worked during and after apartheid to recognize the ‘real’ images that have permeated their sense of identity and aspects of their personal, cultural and professional lives. He is concerned that research conducted so far in the country has failed to promote the understanding of ‘real’ teacher identity and offers explanations that cannot be relied upon to devise effective strategies of challenging them to develop a new consciousness implied in new policies: "existing explanations … have not been able to offer plausible strategies or workable alternatives for bridging this distance between policy and practice" (p.118). Jansen believes that images promoted by policies would only become meaningful if research clarified the relationship between policy definitions, teachers’ identity and the particular conditions of their work. 
     Identity or selfhood has been a major topic of philosophical inquiry. Discussions have been organized around difficult questions: amongst others, does identity pre-exist experience? Or does experience make identity? Is identity learnt or innate or both? The arguments to these questions have been extensive and varied. Within the scope of this paper it is impossible to make an attempt at even a brief overview. It suffices to point out that from the various ways in which people tried to conceptualise identity, it has become clear that as new insights into identity arose, they have cut to the core of commonsense beliefs about its impact on what people are able to do. More sophisticated appreciations of the nature of identity and its impact on behaviour prompt very different answers to the how’s and why’s of human action. 
…as new insights into identity arise… schooling too is coming to be reinterpreted. … new possibilities for formal education are emerging. But these new possibilities cut to the core of commonsense beliefs about what schooling is for, what teaching does, and what learning is. (Davis et al.(2000:182) 

Could it be that teachers who have been receiving awards in the NTA scheme since 2000 have made the necessary transition from an identity built by, amongst other factors, apartheid education, to one that is required by the new insights of the time they are living in?  In their case this would relate to the meaning of schooling, role perceptions  and the forms of teaching proposed by the norms and standards of educators in South Africa. (see DoE 1998)

     The Norms and Standards for Educators (Department of Education, 1998) have been formulated to reform initial teacher education and further the professional development of practicing teachers. In 1997 a Committee for Teacher Education Policy (Cotep) proposed norms and standards which were largely aimed at providing benchmarks against which to judge programmes. Competences associated with these norms and standards are clarified through a notion of applied competence as follows:
Applied competence is the overarching term for three inter-connected kinds of competence: practical, foundational and reflexive competence. Practical competence is our demonstrated ability to perform a set of tasks. Foundational competence is our demonstrated understanding of what we and others are doing and why. Reflexive competence is our demonstrated ability to integrate or connect our performances with our understanding so that we learn from our actions and are able to adapt to changes and unforeseen circumstances. (Department of Education, 1997: 58)

In the revised version of this document which was released in 1998, emphasis is on whether programmes can be shown to prepare teachers for seven proposed generic roles, namely, teacher as mediator of learning, teacher as curriculum and materials designer, teacher as leader and manager, teacher as scholar, researcher and lifelong learner, teacher as pastor and care giver, teacher as learning area specialist, and teacher as citizen and community developer (Department of Education, 1998). 

Therefore, the design of the study reported here design was to provide a lens through which to understand how teachers’ competence indicated an ability to ‘cut through common-sense beliefs’ in the effort to fulfil these norms and standards set for teaching as a practice. 
Research Design
Research Participants – Teachers and Schools
Out of the seven awardees, four participated in the study.  The teachers were asked by the Teacher Development Unit of the national department of education if they would be willing to be part of this investigation. It was made clear to them that I needed to capture their practice and they were to help me understand it by pointing out what they drew on to act as they did. The findings of the study were considered useful to other teachers who wished to learn from them. It was also made clear to them that they were under no obligation to participate in the study. It was within their rights to refuse to participate.  
     One teacher, as a result of receiving the award, was in Japan participating in a professional development programme.  The life achievement winner was not included as she no longer did classroom work, as was the case with the Special Needs winner.  I considered myself as not being equipped to justly interpret the knowledge and skills that were used in this area of specialisation. As a result of these exclusions, four teachers agreed with the terms and participated in the study. As suggested by Moser and Kalton (1979), their willingness ensured co-operation and the provision of reliable data. The teachers supplied their timetables to the departmental officials so that I could plan to visit their schools. 

     Two teachers’ portraits are used in this paper to provide vignettes of their operational curricula. One teaches English in Grade12 at a secondary school that caters mainly for a middle class community.  The other is a Grade 1 teacher in a primary school that serves a mainly rural, unemployed community. In both schools teachers work with a prescribed curriculum outlining the content to be taught and what should result form teaching, referred to in South Africa as outcomes.
     Anonymity in this study was not an issue as the teachers were already nationally known.  
Research Tools

This study’s objective to identify and describe the influences on NTA winners’ classroom practices required a two phase process of data collection and the use of enthnographic tools of observation and interview when reviewing the observed lessons. 

Classroom Observations

Classroom observations were used to capture the teachers’ classroom practices. A video-recorder was used and extensive field-notes taken. As winners of awards, I expected a degree of creativity and initiative from these teachers as curriculum development agents. As pointed out by Cazden (1988), their classroom discourses could be looked at beyond its features and variations to relations between those features and the general education policy requirements and goals. 
     Data captured through observations served a dual purpose, communicating the knowledge and skills the teachers possessed (cf. Cornbleth, 1990) and stimulating reflection and discussions on classroom practices of the teachers (cf. Cochran-Smith and Lytle,1999). A professional was hired to video record the lessons. The advantage here was that every activity would be captured. I did not wish to depend on memory and notes for a comprehensive record of events in the classroom. Nothing was considered trivial or not worthy of being recorded, rather “everything has the potential of being a clue which might unlock a more comprehensive understanding of what is being studied” (Bogdan and Biklen, 1992: 28). It was not necessary to make the teachers and their pupils to get used to such an intrusion. As participants in the NTA they had already had experience of this from the adjudication processes conducted at the various levels of the process of evaluation.  

     After the observations, the pupils had a break and in the quiet confines of their classrooms the recorded videotapes were replayed to the teachers for a review. The reflective process teachers were engaged in was to reveal their ‘knowledge-of-practice’ (cf. Cochran-Smith and Lytle, 1999). 
      From the reviews it was possible to get them to identify and describe the configurations of factors that affected how they taught. Much as the discussions were natural conversations allowing teachers to bring up issues of interest and concern whilst I, as the researcher made sure that the process did not lose sight of my research focus. I had not prepared an interview schedule in advance as the process was to be flexible and directed by the teachers’ practices as captured on the video recorder. I only interrupted the teachers when it became necessary to ensure that all issues of concern to the classroom interactions were covered (cf. LeCompte and Preissle, 1993).  

Data collection process

Classroom observations

Teachers were informed beforehand of my visits to their schools. Being accustomed to the process of evaluations, I expected them to be able to carry on as normal. I had no clue of the two lessons I was going to observe. I observed two grade 12 English literature lessons and a grade 1 numeracy one.  The two English lessons were on the same text, Shakespeare’s Macbeth, and taught by the same teacher to different groups. Each lesson was 45 minutes in length. The grade 1 lesson was 30 minutes long.  During these observations I self-consciously deferred judgement of what I saw. 

Lesson reviews 

The English teacher took an hour-and-a-half to review the two lessons. The other review was just under an hour. An audio tape recorder was used to ensuring that the process moved quickly, without interruption, and responses were recorded exactly as given. The recorder was useful later on to check precision in transcribing what they said. It was also useful because it could be listened to several times to record the exact wording of each statement. 

     Teachers were asked to watch their lessons and describe what they were doing. They did this without any interruption. I expected them to identify and describe pedagogical content knowledge. The hope was that even though they would not be able to refer to it in theoretical terms, their explanations would still clarify the basis of the strategies they employed to teach. As they conducted the review, they stopped and replayed parts if it became necessary to do so. 
Data Analysis

The analysis took the form of educational criticism (Eisner, 1985). I began with a descriptive account of the teaching I observed and the explanations that were provided during the review on the lessons on the video-tape. The analysis that is provided is thus based on two sources, namely, data from observations and field-notes and the teachers’ reviews of their own lessons.  From the observation I describe curricular practices. From the reviews, the explanations provided by the teachers are used to identify and describe what they mentioned as the factors that influenced their practice. However, as Calderhead (1984:5) warns, I fully accepted that “…there may be occasions when teachers cannot … provide rationalisation for their behaviour” because they were“… so familiar with this sort of behaviour and the orientation supporting it that they become inured to it, rendering the behaviour and orientation invisible to [them]” (Mccutcheon, 1981:6).  
     Educational criticism as a form of inquiry allows the critic the freedom to tailor in an idiosyncratic manner methods of data collection and analysis. To develop a theoretical explanation of what influenced the teachers’ classroom practices, I had to identify what was important to their explanations in order to provide a cogent picture of what they expressed as the basis of their teaching. At this point I went beyond the bounds of ethnography and identified themes from their perspectives. These were used to structure the presentation and analysis that follows. 

     The teachers explained why they acted as they did. They pointed out influential factors on their curricular choices. Much to my surprise they hardly made any direct reference to what the literature identified as competing factors that shape curricular practice. Their knowledge of their practices emphasised practicality as a motivating factor for what they did (cf. Elbaz 1983). They were bound to what they explained as professionally and personally valuable to do. The insulation of the classroom (cf. Lortie, 1975) allowed them to draw on their strengths and value orientations unhindered and design lessons that they considered as educationally beneficial to those they taught. Although they worked within the confines of prescribed curricula, they did not seem to be bothered by it.  In short, a complex web of influences aimed at producing ecological knowledge (cf. Cuban, 1984,  Yinger 1987)  entangles the teachers’curricular choices. Their considerations can thus be summarised under the following headings:

Data: Presentation and Analysis
Dislike for lack of variety in classroom practice
Routine was a problem to these two teachers.

I am a creative person who has a sense that it is important to try something new every time. I feel like an artist putting colour everywhere.  I get that warm feeling when I see my students’ eyebrows lifting.  If I just stuck to reading texts and did the same old thing over and over again I would stagnate. I love my subject because there is variety in it and it gives me, “scope of doing so many different things”. I try to cater for as many inclinations as possible and believe that as long as you bring in variety, you keep students interested and they love coming to class because they know that something different is going to happen. 
(Agatha, 06.08.2003)
Agatha, the English Literature teacher, clustered student desks and tucked the study of literature around a question and answer game, using drama to facilitate co-operative learning through ‘fun’. As she put it: “I also find it interesting how they try to help, and coach their friends to the correct answer”. 
It took me a while to locate Agatha’s classroom. Every wall seemed important and was adorned with students’ examples of creative writing. At the end of teaching a period bell rang. Students were invited into the classroom. They walked in and she asked them to arrange desks so that they sat in groups of four or five. With her desk shoved in the corner, students’ desks were arranged into clusters of three groups of five and two of four. They faced each other and learning was to occur through interaction amongst them. The strategic arrangement of these clusters at various angles around the classroom allowed for free movement from one to another. After they had settled down, Agatha produced, boards, dice and cards with questions and answers written on them, giving each cluster a set of cards, a board and a dice. 
     The lesson began at 11.30, with an explanation of the basic rules of a board game by her. She said to them: “listen carefully to how this game is played …”. The dice was to be used to trace Macbeth’s movements in Scotland. The game was played by throwing it and moving clockwise through the blocks on the board. The moves had to be equal to the number of dots facing-up on the dice. Some of the blocks were marked with either a bat or a cat and other familiar animals, and each person chose to be identified with one. When the dice landed on one of these animals, they received a point, but if they landed in any of the other blocks, they had to answer a question which, if done so correctly, gave them the chance with throwing the dice. Every time a correct answer was given, the person giving it made a move on the board and threw the dice. The person who asked the question had to take extra caution not to reveal the answer written on the other side of the card. Play continued for an individual until s/he got an answer wrong. The one who asked the question confirmed the answer and if a pupil gave a wrong response, a red card was produced and the person concerned had to follow instructions it gave. Red cards were used for penalty and indicated the nature of penalty to be suffered. For example: “unfortunately you came too close to the loch and the monster has swallowed you for two rounds. It will only spit you out after two rounds”. 
     The lesson is a revision of the Macbeth text in a Grade 12 class. The pupils were racially mixed, nine African, three Asian and eleven White. The teacher described it as an ‘English first language class’. Then the game began with: “You may start and enjoy yourselves” (the teacher moved from one group to the other. Where students needed clarity she provided it). As the time ticked away, it became clear that students were enjoying the game. There was a vibrant atmosphere in the class. Cards were used to ask questions and determine whether the answer provided by member of the group was correct or not. Agatha was called by different groups to arbitrate were there was disagreement on an answer. They discussed answers provided by their peers and participation was very enthusiastic. There was no one who seemed shy to speak up within these groups. The strategy seemed to suite them.  Here is an example of the interaction that occurred within a group.

First question: What do you know about Loch Ness?

Student within Group A: The Loch Ness monster

Student: I would like to know if it has been proven that there was such a monster.
Teacher: What do you think?

Student: It must be a theory?

Teacher: How boring [the class bursts into laughter].
Second question: What else can you remember about the witches?

Student: They are old, they are bearded.

Third question: What is indissoluble time? How does it apply to Macbeth and Banquo? [Silence] 
Teacher: Remember the relationship is tight. What is Macbeth going to become now? Are they not just friends anymore?

Student: King and subject – the subject owes him loyalty.

Teacher: No blood yet? Why did Macbeth feel guilty when the witches said: “hail king to be”?

Student: because he was already king.
The lesson ended at 12.45 and the group left the classroom.

Questions on the cards were used to help students with the revision of the content of the text. The questions, according to Agatha, provided a relaxing way to revise for the examination, and improvement could be charted by the explanations the students provided to each other: “They tend to learn better form each other”, she retorted, and further pointed out that when students are bombarded with information at this time of the year, it tends to confuse them more. It is easy to concentrate on this rather than be bogged down with re-teaching things.

     Agatha stated her case very clearly: “why I chose to do this game … why I sacrificed a whole holiday to create the thing is that they are so used to literature being something that is read and just something written and read. So instead of having this kind of revising a book, I decided they should play through it. You will also notice that I constantly asked question on the content - even on vocabulary and language; .. ….And I think you would have noticed by looking at the faces, some of them were very frustrated, some were really very excited but I think it just opens eyes to Macbeth in a different way and them having fun”.  

     Agatha’s justification for practice is made in relation to her pupils, and in relation to what she would like them to gain. On this particular day, in the next period, starting at 12.50, this became clearer. Another group was invited to the classroom. They walked in and re-arranged some of the desks. Some ended up sitting alone whilst others were in clusters. Agatha asked them to “remember social skills” and there was a sudden silence in the classroom. They were thirty-five and had been divided into casts that took turns to dramatize different acts and scenes of Macbeth. The actors read from texts whilst other members of the class followed the performance in their texts, and helped each other out when there was difficulty with pronouncing some words. Students showed great interests in what the others were doing. They enjoyed it and their faces were full of smiles. Agatha monitored the situation from the middle of the class with her text in hand. After each act, the actors were asked questions by Agatha.  She explained that with the first language students she concentrated on theory, reading and answering questions. She felt for them because “the language is even more difficult than for the first group. With the first language I decided to concentrate more on theory, reading and answering questions …but for the second language emphasis is on enjoying, simply acting out the characters – getting the hands on experience of the characters”. For example, she would not expect them to answer questions such as “would you regard, is the play Macbeth a tragedy?” In her view this is a question for first language students who have to dig up things that make it a tragedy. They have to be able to explain the contrast, for example, between the kings Macbeth and Edward of England. Why would King Edward be described as ‘the medicine of city’? How is he going to heal the country? How does Banquo serve as a foil for Macbeth to show off the flaws of Macbeth? When asked how she helped them when struggling with these questions, she pointed out that it was very hard work because 
… you do not give an input at that stage. You allow them to struggle through the thing first and then what we do we exchange mind maps they have created ... they add to what they have got and what they have not got... they also get from other children what information they do not have and then eventually, then I come in and say alright what have you got, the main ideas, and the characters. What did you include, say for example, under social disorder? What should be mentioned there? If there is still something they have not picked up… then I can add to that and eventually we continue to look at the literary formal techniques. 
She further pointed out that when she compared the two groups, it was clear that the dramatisation had to be done by the second language group. Sometimes she had to interrupt them and make sure that they got the gist of what they have been saying and not just reading empty words. She noticed horrific mispronunciation and translation in one section. She was troubled by their reading and explained: “That is why at times you have to interrupt”. 
     As for the first language students, it was clear that they were reading: 

they had to complete some well-known quotations and I was surprised that they were able to do it. They remembered that because he had the gift of dreaming he is the doctor and he created the medicine which has to go into the situation, which is Macbeth.
She was full of pride when she finally said: 
… the way some of them express themselves makes me a bit excited that at this stage already before the prelim, they are almost ready. 
When probed to explain why she felt this was the case, Agatha, said: 

I’m very sensitive to facial expressions and body language... we’ve come a long way in the sense that many of them, I’ve had in my register class Standard 7 and they are comfortable with me. In creative writing you get to know the soul of the learner which other subjects do not have – it opens up another level of character which other teachers don’t ever see. In the poems that they are writing, boys writing mother poems to their mothers- you see them as these soft-ball, rugby playing punks until you really get to know them better.
     Agatha would have loved: “to get the opportunity to read Shakespeare and revise it in some other way”, rather than just get the book and read it. She hated it because the language was so difficult. Her argument was that “if you can get the medicine in with a bit of sugar then they will learn a lot”. Through the game, drama and a variety of other strategies, Agatha negotiated the multiple obligations to her professional responsibility and herself, the students, and the prescribed text in an idiosyncratic manner. The general lack of direct intrusion from anyone allows her to be creative. They both clearly point out that their choices are influenced by who they teach; Agatha’s sensitivity to the circumstances of her students also produces different strategies of revising Macbeth. The way she teaches is influenced by the wish 
… to really make them like the subject. You can do that in so many various ways. For example, the playing of a game and simply acting out in front of a class – especially to get some fun back into the revision work.  ... it draws them onto what was the true order in which events took place.. if people don’t have the basic content that they can use for essays then they are truly lost… that is when they just learn essays, learn them by heart without understanding a thing. So I feel the basics need to be understood very well before they can even answer the essays… I want to gently ease them into the highest form of literary knowledge that they have to display.   
She had to change her approach every week. Every day she tries to do something different because no two children think in the same way: 

their brains don’t work in the same way. Some of them want structure to lessons, so some of the lessons are. But then on other days we have to accommodate those people who are creative. They hate stagnation and sitting down and marking and listening. After all that what the new system of education promotes. I have to enrich their various dispositions – it is crucial to survive in today’s world.

To understand what Agatha did in the two lessons and the reasons she gave for doing so, Gramsci’s (1971) notion of good sense is most useful. 
     Gramsci draws a distinction between common-sense and good sense, describing the former as the uncritical and largely unconscious way in which a person perceives the world. He further points out that this may not necessarily be the correct way of thinking but it is solid and informs norms of conduct for people. Therefore, common-sense cannot be reconstructed without challenging these norms. It is not just the ideas that require to be confronted but the social forces behind them and, more directly, the ideology these forces have generated. To kill it as “a specific mode of thought with a certain content of beliefs and opinions, and as an attitude of amiable indulgence, though at the same time contemptuous, towards anything abstruse and ingenious … in order to create a “new” good sense” (p.423), would thus involve challenging common-sense as ‘folklore’ and shaping it to a more refined, or thought-through principled world view that is appropriate to a new cultural formation. For this to happen, it is important to consider experience as a starting point because, generally, people have a certain intellectual and cultural level that needs critical preparation for them to be able to adopt the characteristics of the ideology they are being exposed to. Culture in this case would be the ways of thinking and practice characteristic of a particular group. For this reason, it is important to create ideological hegemony if there is to be consistency between the way people think and the way they are to act in particular situations. Gramsci describes such an adoption as an intellectual revolution in which good sense becomes the basis for actions deemed appropriate for particular cultural or ideological circumstances. 
Agatha describes this kind of revolution as saving ‘ people from a tunnel vision and help[ing] them not to pass the road’.  It is a revolution that has also been embraced by Keabetswe’s through her teaching strategy. She explains its significance as functional beyond the classroom. When asked why she taught this way, Keabetswe described her teaching strategy as a 

simple method that I thought the learners would be able to use even outside the school-yard. I had learnt not to rely too much on what is common practice within the school. I have to always try and introduce something meaningful and interesting for my learners – then they can draw on it outside school in their daily life. Each teacher is expected to be able to do this since we have a nes system of education.  (07.08.2003)
She indicated that at times the culture in her school, that is, ways of thinking and practice are unhelpful to what she wants for her pupils.  She does not like what is taken for granted as good teaching and this has helped her to develop critical thinking that is essential to the new policy. She cherishes her critical stance: “I want to reach the learners. Coming from a very big school with intelligent children, an English medium school, here I found the standard was very, very, low. Thinking about what I could do to reach these children was a problem, Most of them are not from crèches, many of the things we do here are new to them”. If I taught in the traditional way, learners “will just sing it, like I was singing…”  In her grade 1 class she tailored her curricular practice on a model that broke away from routine and promoted cooperative learning through self and peer assessment.  What she meant became clear on a monday morning at 8.30 when Keabetswe walked in to meet a departmental official and myself in the head-mistress’ office.  She led us to her grade 1 classroom. As we walked in the pupils stood up to greet us in chorus: “Good morning”, we responded and Keabetswe indicated that they may sit down and were told that they were going to have an interesting lesson. After settling down, they were asked to use their fingers and count from 1 to 10. They did so in chorus. Then one of them, Papo, was asked to stand up and do it alone. He did so and was applauded by his classmates. Thereafter, the class was told that the lesson was on the nine-times-table and they had to indicate the number nine, making use of their fingers. Those who experienced difficulty bending their tenth finger were helped by the teacher. They all raised their hands showing the little right finger bent. Pupils are asked to put down their hands and took out the models of their hands they were asked to do as homework [Keabetswe also produced a models of hands]. The models were put on the desks, matching them by putting their own hands on top of these models as proof that they had been cut from their own hands; “I want to see whether the hands belong to you or not” said Keabetswe. She demonstrated what had to be done from the front of the classroom. Her hands were pasted on the chalkboard. She then moved around to see if everyone had hands and was doing what s/he has been requested to do. Thabo was asked to show what needed to be done. He pasted his models on the chalkboard and put his hands on top. They fitted. Keabetswe asked the class to applaud him.  
     Keabetswe noticed that Lehlogonolo was struggling with his models. He seemed puzzled as to where the fault was. She approached him and said to him, pointing at one of the models: “the thumb is where the little finger has to be”. She asked him to “solve the problem”. He struggled with his models until he realized that they needed to be turned the right way up. Keabetswe said to him: “the reason I allowed this to happen for so long is that I want you to know that whenever you have problems, you must know that you have to solve them yourself”. Then she reminded the whole class that whenever they count they had to start with the left hand. She asked them to make use of their models to count to nine and bend the finger they did not need.  A pupil, Tshepiso, with two of his fingers stuck together, was given the teachers’ models to use. Then the multiplication table was taught, making use of the models. 
     Keabetswe explained that the bent finger represented a bridge between units and tens; which then meant that 9 x 1 = 9. Pupils were asked to bend their second right hand finger and straighten the first and to work out the answer, that is, 9 x 2 = 18. Tumelo was asked to write the answer on the board and his classmate were asked to applaud him. They did so. Everyone got correct answers without any difficulty, until they got to the stage where they had to bend a fifth finger on their right hand. A learner miscalculated his units and was asked to recount his fingers. He realized that he still had five fingers up in his left hand and corrected his mistake. The next calculations were also not easy for some learners and every time this happened the teachers just said: “solve the problem” and pupils were expected to find out why their answers were incorrect and find the correct ones.  She explained “when you bring them closer, praise and reprimand when necessary- they become fond of you and feel free in your company, they get motivated and try to keep up the pace”. at least when you bring them closer , praise and reprimand when necessary- they become fond of you and feel free in your company, they get motivated and try to keep up the pace” After working out what the answer was after bending the tenth figure, the answers that were written on the board were removed and the pupils had to re-do the sums unassisted. They were reminded not to forget to use their fingers.

    With this method Keabetswe  did not have to go about looking for something she could not afford, or something learners would not be able to bring to the classroom. With her method they could use aids they themselves produced. She believed that she had to teach them in a manner that would enable them to use what they were taught at home. They were poor and could not afford other learning aids, only what was readily available to them in the form of their fingers.  She believed that if shown what they could do with their fingers then: 

… they can understand what I want from them and I hope will know what to do, if they need to calculate, when I am not there with them. I have had instances when some made two models out of one hand, because there was no one to help them at home. That is why I wanted them to have the two hands in front of them. If I use another approach, whenever they are unable to get correct answers, they will just leave the work without finishing it or understanding what is required from them. 
Being involved in curriculum work contributes to the ongoing production of the teacher’s and learner’s senses of personal and collective identity. They are continually inventing and caught up in a creative process of invention and interpretation. The very act of learning new experiences in relation to what is already known involves, on their part, a creation of something new. Social relations, between and amongst them and their pupils, require, in their view. ongoing interpretation to be educationally productive. As a starting point, their experiences were subjected to a form of critique  and this made it possible for them to reshape such experiences in accordance first, with what they understood to be the needs of their pupils and second, curriculum policy (cf. Gramsci). In contrast to the teachers Jansen (2003) writes about, these teachers were able to do this because they seemed to understand who they were and what they were capable of.  Because of their personal nature, Agatha and Keabetswe are striving for something new every time they have to teach.  
Identity as reason for creativity
I am a black woman. I like to create. (Keabetswe). 

I am a perfectionist and easily get tired of the same thing, whatever I do; I want to do it to the best of my ability. (Agatha) 
This concept of self is used to explain the initiative they take to prepare themselves to teach effectively. Agatha said: “ you cannot wait for anyone - you have to teach yourself as soon as you get the lists of prescribed works ... I watch the learning channel ... the lady who explains English. I had to watch that and pick up some tips, read through the study guides and discuss with colleagues. It helps a lot because then you have the input of different people to use to create your own”. Keabetswe also reads everything she can lay her hands on, attends in-service sessions and learns from the media. She explains: “because I like my work I do not wait expect officials to come and show me how to do things, even after hours when I am at home I am thinking about how I can do something better. I learn from everything – the television – I like watching when they teach mathematics, and books, I read.  I go an extra mile that’s what makes good teaching”.
Their ways of thinking, acting and representing the new curriculum proposals is informed by a strong sense to respond to who their learners are. The evidence confirms findings of studies such as Yinger’s (1987) that teachers improvise and solve problems on the basis of what they consider to be useful. Drawing on Gramsci, we can thus argue that teachers saw it as good sense to shift from routine and adopt strategies that could interest and motivate who they taught. They hardly spoke of any factors they found constraining in their work (cf. Lortie). In fact, they encouraged others to take advantage of these conditions in their schools and try out new things. They do not seem to anticipate problems that may hinder initiative when required.  They themselves never stop being creative. This is what facilitated their success in the NTA scheme. 

     What was unique to their decisions for practice was a recognition that for the new policy to succeed pupils had to be, first, in control of the subject content that they needed, respectively, to conduct literary analysis and multiply by nine. Their schools as organizations seemed to allow them the freedom to devise strategies to meet curricular requirements. They therefore, do not experience interference when making decisions about their work. As a result, Agatha  enjoys “putting up a show” and seeing someone take control and using the language to create their own. She hopes other teachers who have a tunnel vision of what they have to do can remove their blinkers. Even if they do not have a text-book but have an old magazine lying around  they can, in her view, teach a lesson on punctuation. “It’s really just not being scared”. She believes that anyone will find that “there is a result, there is a positive result,” if they just try to approach lessons in a different way: 

I think if you go through life like that, you have to be open to other peoples viewpoints, you have to ask questions, read, visit other countries, you have to experience things. Otherwise you pass the road.
Keabetswe, on the other hand explains her strategies as based on “knowing where these children come from, the fact that some are in families where there are no parents, makes her think hard about how I teach them  to enable them to work on their own after school”. 
Concluding Remarks
Conclusions drawn from this data came from the two sources used to collect it. (Miles& Huberman, 1994).  Therefore, the referential adequacy characteristic of the analysis conducted offered a means of validating my conclusions. Using a design that utilized different ways of collecting data on the same subject so that the second phase could be used to validate the accuracy of data from the first (cf. Cohen and Manion, 1984, Lather, 1986) was essential to such validation. It ensured that I had a deeper understanding of how teachers were working and thinking about what they did.  
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