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ABSTRACT

This Qualitative research investigated and explored using a Narrative approach with teachers to
find ways to improve the quality of teachers’ lives through the use of stories in Pastoral
Counselling. A small group of teachers from a local primary school were invited to share their
stories as a means to explore care and support actions for other teachers in the South African
context. Statistics seem to point to a crisis in the South African education system, especially
regarding the well-being of teachers. Various factors contribute to this including issues of
diversity in the teaching context and challenges posed by inclusive education. It is my belief that
a Narrative approach can assist Practical Theology to make a significant contribution towards

helping struggling teachers nurture resilience and create more meaningful lives.

Narrative Inquiry, a relatively new Qualitative methodology, was used to study the teachers’
experiences. This required a “collaboration between researcher and participants” which
happened over time, in a particular context (Beaumont Primary School in Somerset West) and in
social interactions with the research participants: a small group of teachers from Beaumont
Primary School. African and South African views were investigated. Data collection methods
included: interviewing; attentive listening; and observation, through which stories (data) was

collected from the focus group.

After analysing and interpreting the research data, an integrated Narrative Pastoral model was
constructed which could assist Practical Theology and Pastoral Counselling to better equip
teachers to deal with the challenges they are facing. It is hoped that this model will ultimately
help the teachers involved in this research project to grow into integrated, whole (quality) beings
who can make a difference where they work and live. The vision is that this model can also be

implemented in the rest of South Africa’s teacher population.

Key words

Narrative, Practical Theology, Pastoral Counselling, teachers, struggles, stories, diversity,

Narrative Inquiry, attentive listening.
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1 Introduction

The term Rainbow Nation was first introduced by Archbishop emeritus Desmond Tutu (Tutu
1994) as a metaphor to describe post-apartheid South Africa after the country’s first democratic
elections in 1994. President Nelson Mandela proclaimed in his first month in office: ‘Each of us
is as intimately attached to the soil of this beautiful country as are the famous jacaranda trees of
Pretoria and the mimosa trees of the bushveld — a rainbow nation at peace with itself” (Tutu
1994). The symbolic meaning of the term Rainbow Nation was intended to unite South Africa - a
country once dominated by the divisive apartheid policy — into a multi-cultural South African
nation. Tutu first described South Africa as a Rainbow People of God in a television interview,
and used the Old Testament story of the rainbow following Noah’s Flood as a metaphor for the

rainbow of peace which he believed would ensue this country.

1.1 First things first: education

The first steps which the new democratic government took to implement this Rainbow model of
united multi-culturalism were in the educational sphere, where it adopted a policy of inclusion
for school children. The principles of inclusion are rooted in the right to education as enshrined
in Article 26 of the 1948 Universal Declaration of Human Rights.' In the South African context,
first to be addressed were those inequalities that resulted from apartheid as well as the economic
deprivation that impacted the availability and provision of education for all learners. According
to Dalton, McKenzie and Kahonde (2012), the Department of Basic Education adopted a two-
legged strategy to implement inclusive policies. First, The National Strategy on Screening,
Identification, Assessment and Support (SIAS) which focuses on early identification and support
for learners, teachers and parents. Second, The Guidelines for Responding to Learner Diversity
in the Classroom through Curriculum and Assessment Policy Statements, which provides

practical guidance to teachers and school management in meeting the needs of a diverse range of

! Article 26 of the 1948 Universal Declaration of Human Rights: (1) Everyone has the right to education.
Education shall be free, at least in the elementary and fundamental stages. Elementary education shall be
compulsory. (2) Education shall be directed to the full development of the human personality and to the
strengthening of respect for human rights and fundamental freedoms. It shall promote understanding, tolerance
and friendship among nations, racial or religious groups, and shall further the activities of the United Nations for
the maintenance of peace.



learners. This document was replaced by the Curriculum and Assessment Policy Statement

(CAPS) which was introduced in 2012.
1.1.1 Looking back

In 2016, twenty two years after Mandela’s Rainbow Nation was born, the implementation of
inclusive education” has been slow and partial (Wildeman & Nomdo 2007). There are many
concerns. Although education receives the largest slice of the South African government’s
budget, academics and politicians, such as Ramphele (2012:162) suggest that: ‘the key to
underperformance of our educational system is the quality and motivation of teachers, for no
system of education can function well with largely under qualified, demoralized and ill-
disciplined teachers.” Professor M. Oliver, educationalist from the University of Nelson Mandela
Metropolitan’s qualitative research project, found that the many challenges teachers in South
Africa face are mainly due to inadequate training in inclusive education (2007). Engelbrecht,
Swart and Eloff (2001) issued papers which concluded that teacher training programs do not

appear to be adequately addressing inclusive education.

Research in America shows that even after thirty-seven years of implementing inclusive

education, their school system is still inadequate (Reynolds, Wang & Walberg: 1987).
1.1.2 The impact of problems in our education

The impact of South Africa’s inadequate Education system cannot be ignored anymore. South
Africans are bombarded weekly by media reports about violence and problems in our schools.
Headlines like ‘A Bad week for education’ (translated from Die Burger 3 September 2013);
‘Everyone is suffering in our schools’ (translated from Rapport 10 March 2013); ‘Schools need
more than money (translated from Rapport 3 March 2013) reflect how teachers and learners are
exposed to traumatic stress in the school environment. This includes primary stress, such as

assaults, threats of violence and intimidation; and secondary stress, such as hearing news or

% Inclusive education, within the South African context, involve the rectifying of inequalities resulting from
apartheid and economic deprivation which had a significant impact on the provision of education for learners
traditionally seen as having special needs. It involves the creation of a learning environment that promotes the
full personal, academic and professional development of all learners, irrespective of race, gender, disability,
religion, culture, sexual preference, learning styles and language (Frolin, Douglas & Hattie 1996; National
Department of Education 2001).



stories of violent and distressing events and witnessing how others experience trauma (Fisher
2001:12). According to Smylie (1999), people who are responsible for other people — such as
teachers being responsible for children — also experience systemic stress. The heightened
expectation of job performance and emotional availability (see also 2.3; 2.4) — including factors
such as long hours, heavy workload, low pay and the complexity and diversity of teachers’ work
- places enormous stress on teachers (Gallen, Karlenzig & Tammey 1995b: 2-4). Technological
advances have shrunk our world to an interconnected global village. This also poses massive

challenges for teachers’ perceived professional incompetence (Fimian & Santoro 1983:336).

1.2 Motivation for the study

As a qualified teacher and Pastoral Counsellor for over twenty years, | have borne witness to the
various internal and external factors that have shaped the teaching environment in South Africa.
In my opinion, these factors have increased teachers’ stress significantly, more especially in
recent years. The internal factors arise mostly from political and social changes. As a white
South African, I was privileged to have schooling readily available to me. During my school
years, my mother told me that [ was always a ‘bit rebellious.” Although I never expressed this
rebellion in negative ways — especially because I was never allowed to behave ‘unchristian —
like,” nevertheless I was very expressive in my opinion about the school system and the church. I
was especially upset about the non-visibility of women in positions of authority both in the
church and in schools. I could not understand that women were not allowed to become ministers
or school heads. After | finished school, I wanted to become either a minister (dominee) in the
church or a pilot. I was told both by my father and educational psychologists that my career
choice was not an option for a young lady at that time: instead I could become either a teacher or
a nurse. With these as the only options, I chose teaching: it felt familiar and 1 thought that
perhaps I could make a difference there. But I discovered that studying teaching (B Prim Ed) was
even worse than going to school. I felt punished every time I had to endure long days of classes;

the teaching practicums we had to do at local schools were pure agony.



The only subjects I enjoyed studying were Psychology, Pedagogy and School Management.
Once I finished my degree, I vowed never to work for a discriminatory education department in

this country and began studying further in Management and Psychology instead.

In those days, the discourse that a girl should find a good Christian young man and get married
as soon as she finished studying was strongly entrenched in my social circles. I too found a good
Christian young man (an engineer) on a Christian camp for young people. I married him and,
believing that we should start a family early, I had my first son when I was twenty-two years old.
My daughter was born two years later. After five years, another surprise: I gave birth to another
son. I studied and took courses throughout those early child rearing years and then, once my
children went to school, I was thrown into the post-apartheid school system. It was also at that
time that I was introduced to Narrative Therapy during my Master’s Degree. As I found the
approach very fitting for the context in which I was working, I began Narrative Pastoral
Counselling with children and their families from different schools in the area where I lived. I

also started writing articles for our local church of 3000 members.

As market research revealed a massive shortage of pre-primary schools in the area where we
lived, I decided to take the opportunity to start a pre-primary school. I bought a house (with a
loan from ABSA bank) across from our local primary school and, after negotiating with the local
municipality (and paying a lot of money), the property was re-zoned as an
‘institutional/residential’ facility. We started with seventy children in pre-primary and sixty in
aftercare. I employed three teachers and three assistants, an administrative manager and
secretary, a ‘house manager and two aftercare people. As the school’s principal and business
manager, | was involved full time; I also continued providing pastoral counselling for families
when [ could. My close working relationship with my own pre-primary teachers, with the
primary school teachers at de Hoop Primary - the school across the road from my premises - and
my first-hand experience as mother of three children in the school system, revealed how external
factors - such as globalization and multi-culturalism - had not only changed the teaching
environment in South Africa but were also contributing significantly to teachers’ increased

stress.



1.2.1 The importance of the study

Although I was aware of teachers’ increased stress, it was only recently that I discovered the
extent of this problem. In October 2012 [ was invited by the principal and teachers of Beaumont
Primary school in Somerset West to help them implement a new values system in the school.
This afforded me the opportunity to participate in meetings, to observe teachers and to give an
inspiration presentation at the beginning of 2013. Much of the rest of my time was occupied by
conversations and counselling sessions with the teachers. Their problems were complex; their
challenges went beyond technology and science, beyond politics and philosophy. The challenges
facing teachers could be compared to those problems of pandemic proportions — such as HIV and
AIDS - except that in this case, there was not yet a name to describe this dis-ease. Some
researchers use words like stress or burnout to describe this dis-ease. But whatever the name
used, the quality of life of teachers (Pelsma & Richard 1988) in South Africa is having a
profound effect on the education system in general and ultimately on our children. It would seem
that inclusive education has brought with it many hidden stress factors that have not been

investigated adequately yet.

When I talked with teachers at Beaumont and other schools, they would often tell me that they
were struggling, but that they did not know why. Weil (1986:72) calls this phenomenon a ‘silent
cry’ or trying to locate an answer to the question: “Why am I hurting?’ Research done by
Chorney (1998:2820) to investigate the cognitive factors affecting individual susceptibility to
stress amongst teachers shows teachers’ response to being a ‘good teacher’ are associated with
words such as ‘must’ and ‘need’. This implies that teachers are more vulnerable to stress as a
result of their own internal attributions: they blame themselves for difficulties and choose rather
to hide their own struggles than to acknowledge them. I have talked to teachers who are seriously
thinking about leaving teaching as a career. Moreover, | could not explain to my fourteen year
old son why his school’s Grade One teacher, the Grade Four teacher and the deputy headmaster
(all women) had died of cancer within three months of each other. Sadly, we did not even know
that they were sick. The only sense that I could make of this was that many teachers who suffer,

do so in isolation, rejection and silence.



1.2.2 Statistical research

The above-mentioned teachers’ deaths, together with the interactions I had had with Beaumont
Primary’s teachers, prompted me to find out whether there was any statistical research that had
been done on teachers leaving the profession in South Africa and on what teachers’ medical
condition looked like. I found a survey commissioned by the Education Labour Relations
Counsel in 2003 (Paulse 2005:7-90). The survey involved 21 358 educators from 1 714
randomly selected schools. Figures 1.1 and 1.2 highlight the survey’s findings:
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Figure 1.1 Figure 1.2

Figure 1.1 reveals that fifty-five percent (55%) of teachers have considered leaving or have left
the profession due to numerous factors including: inadequate pay; increased workload and
administration duties; lack of career opportunities and development; lack of professional
recognition; dissatisfaction with education policies; and job security. Over the previous seven
years, the number of teachers entering the profession declined from 386 735 to 368 548. The
proportion of attrition due to mortality increased from 7.0% in 1997/1998 to 17.7% in
2003/2004. Over the same period, the proportion of attrition due to medical absence grew from

4.6% to 8.7%.

Figure 1.2 shows how the health status of teachers is generally poorer than the general
population: 10.6% had been hospitalized in the previous twelve months. This is higher than the

7% hospitalization observed in the general population. The most frequently reported diagnoses in



the last study were stress-related illnesses such as high blood pressure (15.6%) and stomach

ulcers (9.1%).
1.2.3 The challenge of Pastoral Counselling as Practical Theology

The findings from these research statistics confirmed what I had experienced with the teachers at
Beaumont Primary School. These alarming statistics, together with all the challenges I had
witnessed teachers facing, spurred me on to find ways in which Pastoral Counsellors and the

church as a whole could respond to this issue.

In my opinion, society and the church need to face these challenges squarely. Even more urgent
is the need for our churches and the wider society to become more open to taking responsibility
to reflect Christ’s love and compassion to teachers. The ‘silent pandemic’ of teachers’ struggling
is a clarion call to the church to wake up: to become more aware of the effects which this silent
pandemic is having on our children and the wider society, instead of being prejudiced, ignorant
or uninformed. Professor Nico Koopman, former Dean of the Theological Faculty at the

University of Stellenbosch wrote in Die Burger (2013:15):

We have a prophetic responsibility to our schools. We can prophetically criticize and
protest against what is wrong in our education system, schools and society. We have to
stand together and people have to see it. We have to take part in open conversations about
our education situation and through that, make an impact on how people think and what
they want to do. We have to search for solutions in a prophetic way and take hopeful
action (my translation).

Koopman also referred to Philippians 2: 13, when he argues that God wants us to ‘want the good
and to do the good.” As both a theologian and a researcher, I could not ignore this call to get

involved and try to find solutions for the crisis facing our education system.

How can we become involved and be more creative and innovative in our approach to people -
such as the teachers in our country - who are afflicted with many problems and challenges? 1
concur with Clinebell’s (1984:9) suggestion that ‘pastoral counseling must broaden its
conceptual base and revise its working model in order to flourish more fully.” The invitation here
is to always be inspired and creative in our ministry to make Pastoral Counselling more holistic

in its methods.



1.2.3.1 Practical Theology

Practical Theology became a vehicle by which I as researcher could investigate What appears to
be going on and what is actually going on’ when | worked with the teachers of Beaumont
Primary School (or with any other teacher). Over the years, however, Practical Theology has
been challenged and criticised for its emphasis on, and employment of, secular approaches such
as Psychology (Fowler 1981; 1987; 1996); Social Science (Gill 1975; 1977); Gender Studies
(Ackerman & Bons-Storm 1998); Philosophy (Foucault 1997; 1980; 1988); Narrative (White &
Epston 1990) and other Pastoral Theologies (Brueggemann 1993; Patton 1993). Whether such
critique is unfair or good is debatable; nevertheless this challenging and constructive criticism
has been enriching for Practical Theology as a whole. Gerkin (1986:11) suggests that Practical
Theology had developed and blossomed so much by the 1940s and 1950s that even he was
interested in these ‘newfound horizon’ for pastoral care and ministry because they ‘seemed to
offer exciting new possibilities for making ministry more relevant to human needs.’ I agree with
Swinton (2007:67) observation that the work of Practical Theology spans the theological
spectrum — from liberalism to conservatism - but ‘irrespective of the theological and
methodological diversity, the common theme that holds practical theology together as a
discipline is its perspective on, and beginning point in, human experience and its desire to reflect

theologically on that experience.’

Clinebell (1984:9) suggests that the church needs to be more creative in her approach to people
who are afflicted by problems and challenges of life. As teachers in the present South African
context fall into this category, the churches would do well to follow Clinebell’s suggestion that
we should find ways to care, heal and grow with teachers in their context and needs. We should
look for creative models and methods of Pastoral Counselling that are more integrative, broad
and holistic in their approach (1984:1). I believe such an approach can be found in the Narrative

arena.

1.3 Narrative approach

The word ‘Narrative’ has been used in the academic arena by Sociologists, Psychologists,

Philosophers and Theologians (in Herman, Jahn & Ryan 2005). Morgan (2000:5) defines



narratives as ‘stories consisting of *events *linked in sequence *across time *according to a plot.
Narrative is like a thread that weaves the events together, forming a story.” In this research, |
used the Narrative approach as a way to do Pastoral Counselling with teachers. The Narrative
approach allowed the teachers’ stories to be told; metaphors they used to be heard; and riddles,
art, songs, plays and other lived experiences to be witnessed. (See also 3.6). To form a better

understanding of this approach, we will now explore the origins of the Narrative approach.

The Narrative approach was derived from postmodern Social Construction discourse, meaning
that people build or construct their lives through social interaction with other people. Narrative
as a therapeutic tool has mainly been developed by White and Epston (1990). They used the
work of Foucault (1980), a French philosopher and historian, to shape the development of
Narrative Therapy. The work of White and Epston has been widely implemented in schools in
Australia and New Zealand schools. Many books and articles have been published through the

Dulwich Centre. For example: Narrative counselling in schools. Powerful and brief. (1995).

Their work and the workshops that I have attended by White when he visited South Africa in
2001, inspired me to implement Narrative as a guiding methodology (see Chapter 4) in this
research. The approach takes the view that people are always centred in conversations, that the
‘client is the expert of his/her life.” I used Narrative questions — characterised by their generative
rather than interrogative effects — to form the building blocks as I invited the teachers in the
research project to consider their past, present and possible future and in doing so, an ‘alternative

story’ of their lives began to surface.

Spirituality was one of the main themes that arose during conversations with the teachers in this
research. Louw (1998:15) reminds us that ‘the task of pastoral care is helping people to locate
their personal stories within the framework of the Christian Story.” The Christian story, however,

is presented to us in the form of biblical narratives which resonate with many stories in our lives.

1.3.1 Biblical Narratives

One of the creative methods that teachers use in their teaching, is stories. Stories are very

important, especially for young children. Even adults love a good story and that is perhaps why
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movies and books like The Chronicles of Narnia or Harry Potter with good storylines will always
be popular. Biblical narratives or stories can be found from the book of Genesis to Revelation.
These stories teach us about ways of living a life that is worthwhile and whole. They show us
real peoples’ experiences from different backgrounds and contexts. They show us multi-cultural
interactions between individuals (for example, Jesus’ encounter with the Samaritan woman at
the well in John: 7 and 8) and interactions within communities (for example, the Israelites and
the Egyptians in the book of Exodus). Healey and Sybertz (2005: 32-33) call this the
‘inculturation’ of the gospel. The Gospels that recount the life of the Messiah (Jesus) are
especially full of narratives. The Messiah used stories, parables, proverbs and sayings from the
Old Testament to teach his disciples. Haley and Sybertz (2005: 32-33) observe that without
parables, Jesus did not teach anything. (See also 2.9 Jesus as teacher). Jesus’ stories or narratives
have been regarded as some ‘fifth gospel’ through which God reveals himself through the

experience of people.

Two biblical stories stand out for me and guided my use of the Narrative approach. The one is

Noah’s Ark (Gen: 5-7) and the other is Jacob’s struggle with the ‘Angel.’
1.3.1.1 Noah’s Ark

As a child I was fascinated by the story of how Noah and his family and all the animals survived
a catastrophic event such as the flood. I always wondered how Noah managed all the different
animals in such a relatively small container like an ark. My questions were always: ‘Didn’t the

animals get scared? Didn’t they fight with each other?’

Interestingly, Noah’s story popped up again when I established the pre-primary school. The
building we bought for the pre-primary looked like an ‘ark’ with a little hall in the middle and
classrooms to the sides. Many visitors commented on the building’s resemblance to an ark. The
name that was painted on the building when I bought it was: ‘Tula’, which means to ‘shut up’ or
‘be silent.” I prayed for a name for the school which would be the opposite of silence. The
Hebrew phonetic name for ‘shout to the Lord,” — Rooha - came up. For me, Rooha signified my
dream that every child who came through this school would use their voices to ‘shout to the

Lord.” Rooha Pre-Primary School turned ten years old in 2015, and is still going strong.
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1.3.1.2 Jacob’s struggle

The story of Jacob (Genesis 32: 24-32) is another example of a biblical story that describes a

struggle and that also resonates with the Narrative approach of this research:

And Jacob was left alone; and there wrestled a man with him until the breaking of day.
And when he saw that he prevailed not against him, he touched the hollow of his thigh;
and the hollow of Jacob’s thigh was out of joint, as he wrestled with him. And he said, let
me go, for the day breaketh. And he said, I will not let thee go, except thou bless me.

I resonate with this story because ‘One day, my body broke down, forcing me in fear and
frustration to ask, what’s happening to me? (Frank 1991:8). In 2008 my liver and pancreas
showed signs of distress and failure. I was forty years old. I lost twelve kilograms in one month

and was told that I could possibly have cancer. Frank (1991:8) articulates my own experience:

What happens when my body breaks down happens not just to the body but also to my
life, which is lived in that body...even when medicine can fix the body, that doesn’t
always put life back together again. Medicine can diagnose and treat the breakdown, but
sometimes so much fear and frustration have been aroused in the ill person that fixing the
breakdown does not quiet them. At those times the experience of illness goes beyond the
limits of medicine.

I remember my husband praying and preparing our children that I might die. But I haven’t died
yet. It is now 2016, and I am still living with the proverbial sword over my head. On 24 April
2016 I had a mild stroke, described as an ‘unusual event’ for someone of my age. I spent four
days in hospital and made a full recovery, with no permanent damage. | believe that — like Jacob
- I have struggled alone at night with the ‘Angel.” And, although my struggles have left me
physically weaker than before, I discovered a renewed resilience and commitment to speak about
our responsibility towards becoming conscious, aware and alert to the struggles faced especially
by female teachers in the present context. My own experience also resonated well with what the
statistical analysis above (1.2.2) and the recent headline in the Sowetan (2015:2): ‘Teachers
cannot cope with the demands of their jobs.’ In this article, the author proposes that ‘unrealistic’
demands and conditions are the main cause of teachers’ ill health. This immediately raises the

question: Why is the experience of teachers different from other professions?
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1.4  Why teachers?

The teachers’ stories I have heard over the years, together with my own experience and
background, have motivated my search for a different approach to address the problems
mentioned above and to discern which approach is more applicable in the teaching context. The
Narrative approach, with its use of metaphors and stories, continued to attract my attention and

led me to the following conclusions:

1. Narrative is an appropriate approach when working with teachers and children in a
classroom or counselling context. Families and communities are usually included in the
counselling.

2. The approach forms part of a wider perspective and, especially in our postmodern times,
has been applied in different fields such as Psychology, Theology, Sociology and
Philosophy.

3. A Narrative approach invites people to engage in a relationship that will build a

meaningful story of hope for the future of a person or communities”’ life.
Who were my research participants and how I did I become involved in their world?
1.4.1 Introducing the research participants

The reality of the problems confronting many teachers in South Africa (see 1.2.2) as well as my
own experience (see Chapter 2), have fuelled my desire to research, explore, examine and
evaluate how a Narrative approach in Pastoral Counselling with teachers could contribute to
teachers finding solutions that would enable them to live lives of worthiness, self-esteem and
wholeness. The teachers from a local primary school, Beaumont Primary in Somerset West,

became willing participants in this research.
1.4.2 Moment of insertion

For most Pastoral Counsellors, there is a ‘moment of insertion’ (Cochrane, de Gruchy &
Peterson 1991:17) which activates our pastoral response: we begin to get in touch with what
people feel; what they have experienced; how they perceive things; and how they respond to
challenges. As both a teacher and a Pastoral Counsellor, I became ‘inserted’ - or became part of -

Beaumont Primary teachers’ experiences when I helped them implement their values program.
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As I listened and interacted with them, I felt so much compassion with their struggle as teachers
in post-apartheid South Africa that I could almost feel their pain. I can compare this moment of
insertion to an injection. When [ was experiencing so much pain after the possible cancer
diagnosis I remember the doctor gave me an injection for the pain: as the medication coursed
through my body, it seemed to ‘take over’, taking away the pain for a few hours. This strange
substance seemed to spread throughout my body and bring momentary relief. Similarly, when [
talked to the Beaumont Primary teachers and listened to their stories, it was as if | was ‘injected

into’ their lives. They felt that they could just let go for the moment:

...changing traumatic experiences occurs when one feels the pain of another
person...acknowledges one’s pain and finds joy in listening to others, challenges
meanings and experiences that emerge out of the conversations with each other.

(Kotzé and Kotzé 2001:3)

A more detailed overview will be given of the teacher research participants of this study in

Chapter 2 (2.2.1).

1.5  Research problem

South African teachers are struggling. Despite the Education Department receiving a significant
proportion of the national budget, and the fact that the system has been reformed into an
inclusive model, teachers continue to leave the profession or become sick or even die (see 1.2.2).
There seems to have been few effective ways of working with these struggling teachers. The
church, and especially Pastoral Counsellors, need to find alternative or broader ways that might
be effective in the ministry to and working with teachers. This research explores an alternative
model: how a Narrative approach could provide an effective response to those struggles

experienced by the teachers in this research project.

My assumption - that a Narrative approach could be a possible way in Pastoral Counselling with
teachers — seems especially applicable to the whole South African context. In every area of South

African life - from President Zuma’s story-telling songs to the Afrikaner’s story telling around
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the braai - we see daily expressions of the Narrative approach in the lives and experiences of this

nation.

South Africa is culturally diverse. Our rainbows include eleven ‘official cultures’ and an
‘unofficial’ combination of many more. Since 1994, South Africa has also become home to
immigrants from all over Africa. Schools have had to accommodate learners from many different
cultures, each reflecting their own culture and environment. Our inclusive education system

requires our teachers to deal with problems, difficulties and challenges in appropriate ways.

The context in which people are embedded forms an important consideration for Practical
Theology. Although the postmodern world has become a global village, in which people have
close knowledge of each other through (social) networking, people still live according to their
own context and background. Thus Practical Theology must always be cognisant of the practical

implications of contextualization.

While we can take advice and knowledge from countries like Finland, America and Australia, we
cannot only implement models from other countries in our unique education context: we have to
find our own solutions for the problems and challenges facing our teachers in South Africa. This
research project is part of that struggle: to find appropriate and adequate ways to deal more

effectively with the ‘silent pandemic’ facing our teachers in the South African context.

1.6  Purpose of the study

The purpose of the study was to explore adequate and effective ways to counsel teachers
pastorally in a rainbow nation education context. A Narrative approach - which involved stories
and metaphors - allowed the research participants to express their issues in a way that is natural
to all human beings from the beginning of time. This method enabled teachers to begin the

healing process through a better understanding of themselves and others.

The different philosophies, methods and techniques embraced by a Narrative approach have
profoundly influenced my work and life as Pastoral Counsellor in schools. I no longer try to ‘fix’
problems. Instead, I ask people to tell me their stories. Together we explore how they have

become afflicted by the problem and then how they can re-write their story in a way that allows
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for new interpretations and new modes of behaviour. White (1994) states that human beings are
interpretive beings; story telling ‘actually shape[s] our lives, constitute[s] our lives, and they
“embrace” our lives.” Involving the teachers in this research project - to interpret and re-interpret
their own stories - gave them a sense of achievement. This in itself was healing. Moreover, this
process enabled the whole school to tell a new story about itself: a healing story of hidden power
and resourcefulness. By replacing the story of hurt, guilt and blame, this new story created a
new reality. McTaggart (1997:2) suggests that such research becomes participatory through
action: it can help to change not only individuals, but also the institutions and societies to which

they belong.

The purpose of this research did not, however, involve changing the structures of the institution
we call a school or even the education system. The research used Practical Theology to weave
theology into the fabric of teachers’ lives, a theology that did not remain a noun — a thing - but

also became a verb: it was put into practice.

1.7 Objectives of the study
This research project had the following objectives:

To identify those ways that could be most helpful for reaching out pastorally to teachers who are
struggling in an inclusive education system such as we have in South Africa. In order to
accomplish this, as researcher and Pastoral Counsellor, I had to employ methods and theories

found in:

e Theology, such as Practical Theology (Schleiermacher: 1768-1834; Gerkin 1968; Heitink
1999; Swinton 2006; and others; see also 3.7.2); Pastoral Theology (Ramsay 2004; Patton
1990; Louw 2008; see 3.7.3); Post foundational Theology (Van Huyssteen 2006, Miiller
2009; see 3.4); African Theology (Mbiti 1989; Mwenisongole 2010; see 3.8 and
3.9.2.1.1); South African Theology (Tutu 2000, 2004; Baloyi 2013; Cochrane, De
Gruchy & Peterson 1991; Nouwen 1990; see 3.9)

e Interdisciplinarity (De Lange 2007, Drake et al 2006; see also 3.4.2)
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e Psychology and Social sciences. Examples of these methods/models can be found in
Postmodern approaches (Anderson 2004 and others; see 3.2); Social Construction
(Gergen & Gergen 2003; see 3.3); Narrative Therapy (White & Epston 1990);
Psychotherapy (Jung 2006),

e Existing models by South African scholars, like the Letsema Circle Model (with its
healing approach), founded by Mamphela Ramphele (2012); see 3.9.4

Another objective for this study was to investigate the intertwined worlds of the teachers in the
research project through understanding and identifying the discourses which were shaping how
they lived. Discourses are networks of ‘taken-for-granted’ understandings that develop into
‘truths’ we live by (White 1995:215). These discourses continue to function and impact people’s
lives long after the historical purpose that shaped them has expired (White 2000:35, 36). My
objective was to offer a selective interpretation, using the practices of three approaches, to ‘make
visible the otherwise “hidden” social and political processes’ (Parker & Shotter 1990:7). First, |
used Foucault’s (1977) technologies of ‘truth’ which lead to the pathologizing, medicalising,
controlling, isolating and intensified study of the human body and behaviour. This was meant
ostensibly to ‘cure and ameliorate’ but tended rather ‘coerce and legislate’ (Graham 1996:21) to
deconstruct the ‘truths’ we live by (see 3.3.1.1). Second, Derrida’s deconstruction of
contradictions was used to show that ‘presence and absence’ are not opposites, but ‘rather...there
is an inevitable defining of the one through the other’ (Sampson 1989:12) (see 3.3.1.2). Third,
Feminist deconstructing for liberation was used as a feminist theology of praxis. This is
‘embodied practical theology’ (Ackermann 1998:87) because ‘we are bodies’ (see 3.3.1.3). By
attuning myself as researcher to the discourses through which my own life and the lives of the
research participants had been constructed, | was able to stand with them and to find support for

myself as I challenged my own limiting and oppressive ideas.

The final objective for this study was to provide an adequate model for Pastoral Counselling and
for Practical Theology as a whole for working in healing ways with the teachers in the South
African context. It was my assumption that the Narrative approach would play a major role in
achieving such a goal, in finding possible solutions and in making suggestions for Pastoral

Counselling and for the church as a whole. Since these objectives are related to each other and
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cannot be separated, they were thus integrated to make my ministry more effective. The

following questions guided my research.

1.8  Research questions

Although I could have asked many questions concerning this research, the following needed to

be asked based on the objectives mentioned above:

e In what ways can a Narrative approach with teachers in a Pastoral Counselling context be
explored to improve the lives of teachers in South Africa?
e How will this research contribute and impact the wider teacher community in South

Africa?

I had a few concerns regarding the limitations and validity of the findings in this research, which

I will discuss next.

1.9  Limitations of the study

One of the limitations of the study was that it was confined to those teachers a Beaumont
Primary School in Somerset West, who had volunteered to participate in the research. They were
mainly white teachers who came from a so-called middle-class privileged environment. South
Africa’s apartheid history - and the advantages which most white teachers had received under
that regime - could raise a potential problem: this research could be viewed as limited or narrow
in its application. In this regard, I acknowledge the fact that some teachers were advantaged
during apartheid. But as researcher and teacher, 1 agree with an American Native Chief’s
comment that ‘we [as teachers] are part of the same thread — any damage to part of the thread
affects us all’ (Ramphele 2012:162). In my view, South African teachers - regardless of race and
gender, privilege or under-privilege - are part of the same educational thread. Our connectedness
is such that it became a good reason for me to investigate our corporate sadness and anger. We

can try to sidestep this kind of research or try to put distance between us by blaming others or
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apartheid but, as Ramphele (2012:162) so accurately concludes: ‘We cannot erase the impact of

social pain.’

The limitations of the study can however be put into a broader perspective by showing some of
the benefits of the study as well. The general aim of research about teachers is based on
developing the professional disposition of learning, reflexivity and mindful teaching — in other
words a self-transformation process (Mills 2000; Stringer 2007). Because teachers are the ones
mostly affected by research done on tertiary level about them and have to implement the policies
derived from such research, it seemed fitting for the participants in this research (teachers from
Beaumont Primary school) to have the opportunity to contribute to the discourses based on their
lives in teaching. This was done by me, the researcher, through interviewing and informal
conversations with the teachers. The data I collected suggested evidence of the teachers
becoming more reflective, more mindful and more deliberate in their approach to their struggles
(see chapter 5). They were able to form a better understanding of themselves and this lead to
significant change in their practice. Furthermore, their voices provided an insider perspective

which could address their struggles (see chapters 5 &6).

Although this research project can be criticized for focussing too narrowly on one gender (female
teachers) and one nationality, I believe it contributed hugely to the recent discussion in the well-
being of teachers in South Africa and worldwide. The view can be held that when presented to a
wider practice setting, validity may be questioned. However, the research and the findings of the
research must be viewed as more than action or activity, it must be seen as reflective,
speculative, questioning and theorizing. I believe when teachers form reciprocal relationships
with other teachers, they can increase the likelihood of developing richer understandings of their
shared struggles. For example, Beaumont Primary school (research participants) developed
relationships with teachers from Bergvliet Primary as well as schools in Singapore. I concure

with the comment that

If teachers research are to make a large-scale impact, they need to have appropriate and
accessible outlets for their discoveries...little teacher research of any kind that is

generated in local settings for local purposes gets published, though much of it is shared
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orally at regional and national teacher research or teacher conferences
(Stremmel 2002:7-8)

Although the different teaching challenges and issues teachers face in South Africa cannot be
generalized and compared between schools such as Beaumont Primary school and township or
rural schools, it is my conviction that the empowering inquiry nature of this study demonstrated
how teachers took their lives seriously and generated knowledge and understanding to improve

the quality of their lives.

I read a great amount of literature which will be discussed in detail in Chapter 3, but next I will

provide a short overview of why and how I selected the literature material.

1.10 Preliminary Literature review

Mouton (2001:179) says that literature reviews are ‘studies that provide an overview of
scholarship in a certain discipline through an analysis of trends and debates.” A literature review
should relate and include the literature which the researcher uses in his/her research project or
that is relevant to his/her studies. Since the different theories I explored and examined were for
the sake of building up the research project and objectives which had been set up, this seems to
reflect Kiniki’s (2006:21) assertion that ‘ a literature review..., is written from the perspective or

standpoint of the reviewer.’

During the research I looked at the theories which different scholars in Psychology, Sociology
and Theology have used or developed in their particular fields (see Chapter 3). The aim was to
evaluate the different theories in order to compliment my own research objectives, as stated

above (see 1.7).

The following theories stood out because of their relevance to my research:
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1.10.1 Postmodern umbrella

Postmodern refers to the family of concepts or theories that have been developed by scholars
within the fields of Psychology, Social Science and Psychotherapy. It calls for an ideological
critique or a questioning perspective about ‘truths’ in people’s lives. It mainly challenges the
truths and centrality of the individual’s knowledge, the objective world and language as the
carrier of truth (Gergen 2001: 803-813). Adopting a postmodern approach in this research

helped me to challenge ‘truths’, not only in the participants’ lives, but also in my own.
1.10.2 Social Construction

Together with a postmodern approach, Social Construction takes a sceptical stance regarding
established truths and is especially concerned with the power and authority that these truths
award. A Social Constructionist view proposes that the universal and taken-for-granted truths
that we inherit in our world are not inevitable, fixed or stable. Instead, truth is communally
constructed. Social Construction places emphasis on activity and social change. Shotter (1994:
52-53) suggests that ‘all actions by human beings involved with others in a social group in this
fashion are dialogically or responsively linked in some way, both to previous, already executed
actions and to anticipated, next possible actions.” Adopting a Social Constructionist stance as a
researcher enabled me to view on how certain ‘truths’ were constructed socially by the research

participants as well as the greater society.

1.11 Interpretive process

Understanding is an interpretive process in which knowledge and meaning are created
communally and relationally through ideas of multi- or plural authorship. This means that people
create multiple realities and that possibilities for ‘newness’ can emerge from dialogue. Anderson
(2007:13) says that ‘these ideas gave my colleagues and me a new language for describing our
clinical experiences of how stories are told and retold and how new versions or new meanings of
old ones emerge from the telling and retelling.” In this research the interpretive process
highlighted the multi-layered dimensions in the narratives of the lives of the research

participants.
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1.11.1 Narrative

In this research, I used Narrative as a form of discourse which gives meaning, understanding,
structure and coherency to the circumstances, events and experiences in our lives (Goolishian &
Anderson 1994). The narratives I used included our (research participants’ as well as myself)
descriptions and the vocabulary we used to describe our understanding of human nature and
behaviour. White (1994) describes Narrative as a process rather than a template that is created,
experienced and shared through our interaction with other people. For White (1994), Narrative is
about our interest in people’s accounts of their experiences. For Narrative Theorists, ‘the
problem is the problem, the person is not the problem’ (Morgan 2000:2). This makes Narrative

an essential part in the Pastoral Counselling process.
1.11.2 Narrative Pastoral Counselling

Gerkin (1984), a pioneer in Pastoral Counselling, highlights that Pastoral Counselling is about
understanding a person and what is going on in that person’s life. Through proper ways of
conversation, the hope is that the gospel will shed its light on that person’s life (Gerkin

1984:116). The individual should act as:

...[i]nterpreter of its own experience and of life of the soul as that arena in which the
self’s interpretive process must find whatever resolution is possible to the force/meaning
dynamics of human existence in the context of its life in God (Gerkin 1984:116)

Louw (2003), a South African theologian, speaks about models which can help Pastoral
caregivers assist people in their experiences and meaning making. Louw (2003:1-2) is aware of
the challenges presently facing Pastoral Theology which arise as a consequence of globalization.
He looks for better models to interpret the gospel which will suit the yearning which people have

in their specific social and cultural contexts.

Clinebell (2004:183) calls for transformation in Pastoral Counselling. He challenges the pastoral
ministry ‘to develop and test new therapeutic methods which use the symbols, stories, archetypal
images and other resources of our biblical, historical and liturgical heritage directly in

counselling and growth facilitation.” In this research, Narrative Pastoral Counselling has
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provided a vehicle for the teachers to talk about their faith and how the gospel has ‘shed its light’

on that teacher’s life.

The Narrative approach, however, is not a new concept, especially in Africa. Narratives are not

only used to communicate daily, but also as a way to convey and preserve knowledge

1.12 An African view

When it comes to an African view or model for counselling people pastorally, we need to move
away from the western worldview of individualism to a model that will suit the context.
Berinyuu (2002: 20) suggests that, despite differences, African psychotherapy can be combined
and integrated with the western therapy models. Through an integration of models and
approaches, Pastoral Counsellors can make Pastoral Counselling more effective according to the
context of the people. Mucherera (2001:172) writes, ‘narratives (stories) come naturally to most
Africans...In some cases, the narrative may be presented in the form of a traditional fairy tale,
story, or sometimes...proverbs or sayings.” Narratives guide people’s lives and through

narratives people can communicate with each other and God.

According to an African worldview, when it comes to a person’s wholeness - mental, physical,
spiritual, social and environmental - a person is expected to be at peace (whole) with creation

and society:

Pastoral care must liberate itself from its dominant middle-class, white, male orientation
and become more inclusive in its understanding, concern and methods. It must become
transcultural in its perspective, open to learning new ways of caring from and for the poor
and powerless, ethnic minorities, women and those in non-western cultures. On a
shrinking planet, our circle of consciousness, and caring must become global.

(Mwaura 2004:65-69)

The above quotation highlights the importance for every culture in our postmodern times to get
involved in people’s struggles. The church should get involved in the struggle our teachers face
in dealing with issues such as multiculturalism, gender et cetera in South African schools. The

focus should be on Africans and Westerners coming together to deal with the difficulties.
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1.12.1 A South African view

Although I have not experienced the Letsema Healing Circle (developed by Mamphela
Ramphele 2012:182) as a social model of healing , this model appealed to me because it has been
experimenting with how ‘wounded’ people can heal in South Africa. The creators of this model
took the similarities between our post-apartheid experiences with those of Nicaragua and the
Canadian First Nations and created the Letsema Healing Circle. This approach ‘starts with an
understanding that before you can walk together as people you need to sit together. The African
traditional dialogue platform is the circle.” Although the model is focused more on political
healing, I think that the model fits well with the Narrative Pastoral approach underpinning this
research. It was my opinion that this model could be studied in finding ways to deal with the
struggles our teachers face in South Africa. I did just this in this research. Together with the
research participants, I developed a model (see Chapter 6 for further reference and

recommendations) that seemed to concur with Ramphele’s (2012: 209) suggestion that:

We need to stretch our imagination beyond the comfort zones of today’s realities. We
need to root out those approaches and practices that hold us back from openness to new
and different ways of tackling our own challenges. First and foremost, we need to change
our mindsets and embrace the values of our democracy and learn to live them out in our
daily encounters: at home, in communities, in our workplaces and wider society.

I acknowledge the contribution of my supervisor, Professor Baloyi, in the way I am thinking
through and have composed this research project. His articles on counselling to abortion patients;
the woman from John 8:1-11(2010); menopausal women and patriarchal structure (2009) have
helped me to look at struggling and healing in different ways (see Chapter 5). His views and

knowledges on African ‘ways of being’ informed and inspired me in this research project.
1.13  Proposed methodology

It was always difficult to find a route into research that would keep me as researcher ethical: that
would honour the people I studied and that would benefit them in the manner they choose for it
to do so (Kotzé & Kotzé 2001:7). The ideas that shaped this research happened through my

exposure to Practical Theology, Postmodern philosophy, Social Constructionist discourse and
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more specifically, Narrative practices. The research philosophy that seems to interweave these

ideas is a multi-dimensional and interactive approach found in Qualitative research:

Qualitative research is multi-method in focus, involving an interpretive, naturalistic
approach to its subject matter...qualitative researchers study things in their natural
settings attempting to make sense of, or interpret, phenomena in terms of the meanings
people bring to them. Qualitative research involves the studied use of and collection of a
variety of empirical materials ...that describe routine and problematic moments and
meaning in individuals’ lives. (Denzin & Lincoln 1994:2)

1.13.1 Research design

As the above definition suggests, the qualitative researcher looks for ways to understand people
in their natural habitations. It emphasizes how people do things through their use of language
instead of through the use of numbers or quantity. This is about the quality of how people live
their lives. Qualitative research fits this research project because I strove to look at ideas,
theories, concepts and other ways of understanding (Mouton 2001:107) the teachers of
Beaumont Primary school. It helped to explore and examine how their struggles could be
addressed more appropriately to improve the quality of their lives as well as other teachers in

South Africa (Mouton 2001:161).

Whereas Quantitative research rests in positivistic and post-positivistic assumptions, Qualitative
research forms around assumptions and interpretations and human action. As the nature of this
research project was qualitative - interested not so much in predicting or controlling, but rather in
understanding — it required me to use a qualitative form of inquiry in the research. As such,

Narrative Inquiry seemed to be the best fit.
1.13.2 Narrative Inquiry

The research methods used by Clandinin - with her twenty years of Narrative Inquiry in schools -
made a huge contribution to my understanding of Narrative Inquiry. Clandinin worked and
learned alongside schools for extended periods of time. She used the narrative-constructed
theoretical background of personal practical knowledge; professional knowledge landscapes; and
stories to provide a language and a framework for understanding lives in schools. Her research

was helpful for me in this project, especially because she also worked with some complexities
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and diversities in multicultural schools in Canada (Clandinin 2007:3) similar to what we have in

South Africa.

Narrative Inquiry fits well into this Qualitative research project because words were used in the
analysis through which the collection or construction of stories about the teachers in the study
presented itself. However, the counts of stories, the kinds of stories in the study and the methods
that I used, varied. Within such a framework, researchers usually use a number of research

approaches, strategies and methods (Lieblich, Mashiach-Tuval & Zilber 1998).

Narrative Inquiry sees narrative as both the phenomena and the method of study. I paid attention
to analysing and understanding the stories lived and told by the research participants - the

teachers - and therefore it were placed under the label of Qualitative research methodology:

Narrative inquiry begins in experience as expressed in lived and told stories. The method
and inquiry always have experiential starting points that are informed by and intertwined
with theoretical literature that informs either the methodology or an understanding of the
experience with which the inquirer began. In essence, narrative inquiry involves the
reconstruction of a person’s experience in relationship both to the other and to a social
milieu. (Clandinin 2000:3)

As Narrative Inquirer, [ used four themes to guide the research:

1. The relationship between me - the person conducting the research - and the persons
participating as the subject - the teachers. Heshusius (1994:19) speaks of a ‘participatory
consciousness’ that renders the act of knowing an ‘ethical act.” This ‘participatory
consciousness’ makes the research quite personal: the teachers I was studying, were not
faceless or nameless. I could not impose myself through uninformed questions, but first
had to allow them to ‘let me near’.

2. The shift away from the use of numbers (as is typical of quantitative methods) towards
the use of words (qualitative) as data. Clandinin (2006:9) urges researchers to think
‘narratively about a phenomenon’ so that the shifting, changing, personal and social
nature of the phenomenon under study can be highlighted: ‘Thinking narratively about a
phenomenon challenges the dominant story of phenomenon as fixed and under

unchanging throughout the inquiry’ (2006:9). Ideas in this research were drawn from
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‘self-facing, liminality, relational knowing, travelling, truth as communal, un-knowing
and not-knowing’ — all ways to describe the data that emerged from the inquiry with the
teachers.

3. A shift in focus: from the general and universal towards the local and specific. While a
considerable amount of field texts and notes are composed by Narrative Inquirers with
participants as well as in the literature study, the notes that became part of this research
text were usually only a small portion of the overall data (see Chapter 5). I followed
Gergen’s (2003:272) warning - that the ‘analytical method of deconstructing stories into
coded piles’ should not be ‘the aim of the research’ - because then it would direct my
attention away from thinking narratively about the research. Instead, metaphors, visual
and textual products, word images, transcripts and letters showed the multi-layered
storied nature of the teacher’s experiences and created a research text that truly
represented the complexity of their lives and experiences.

4. Exploring alternative epistemologies or ways of thinking. ‘The knowledge developed
from narrative inquiries is textured by particularity and incompleteness; knowledge that
leads less to generalization and certainties’ (Clandinin & Murphy 2007). Narrative
Inquiry research informed from other epistemological and ontological assumptions, such
as Practical Theology, strengthened this research project. For example, I applied the
different skills and methods of Narrative approach in Pastoral Counselling - such as

deconstruction and finding the alternative stories in their lives - with the teachers.

Although Narrative Inquiry provided me with a lens to look at the teachers’ stories in different

ways, it was also important to examine what the Narrative process looked like.
1.13.2.1 What did the Narrative research process look like?

This is a challenging question. As Clandinin & Connelly (200:97) suggest, each Narrative
Inquiry ‘has its own rhythms and sequences, and each narrative researcher needs to work them
out for her or his own inquiry.’ I found the following table a starting point from which I was able
to find my way and destination in this research. Creswell’s (2008:526) comparison of Narrative
Inquiry to Qualitative research and to the research process in general, pulls these together well in

the following summary:
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Table 1. The research process, the characteristics of qualitative research, and the characteristics

of narrative inquiry.

Phases of the research Characteristics of Characteristics of narrative inquiry

process

qualitative research

Identify a  researchA qualitative problem|Narrative researchers seek to understand and

problem

Review the literature

requires exploration andre-present experiences through the stories that

understanding. individual(s) live and tell.

The scholarly literatureNarrative  researchers  foreground  the
plays a minor role. participant’s story and background the

o scholarly literature.
Qualitative researchers

use the literature toFor example, they may find direction or
justify  their researchjunderlying structure for their research reports
problems. through the participant’s story rather than

through a conventional literature review or

theoretical framework.

The scholarly literature may offer guidance
for how to interpret the participant’s stories
(i.e., find deeper meaning or new

understandings through them).

Develop a  purposeThe qualitative purposeNarrative researchers seek to explore the

statement and researchstatement and researchmeaning of the individual’s experiences as

questions

questions are broad andtold through a story or stories.

general.

The qualitative purpose
statement and research
questions seek

participants’



Collect qualitative data
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experiences.

Qualitative researchersNarrative researchers collect field texts that

collect data followingdocument the individual’s story in his or her

protocols developed own words (e.g., interview transcripts, letters,
during their studies. and journal entries).

Qualitative data

collection involves

gathering text or image

data.

It also involves studying
a small number of

individuals or sites.

Analyse and interpretQualitative data analysisNarrative researchers analyse the participant’s

qualitative data

consists of text analysis. [stories by retelling or ‘restorying’ them into a
o _ framework  that makes sense (e.g.,
Qualitative data analysis
) _ [chronology, plot).
consists describing
information and  of This often involves identifying themes or
developing themes. categories of information within the
o participant’s stories (e.g., time, place, plot,
Qualitative
) ) ) and scene).
interpretations  situate
findings within largerResearchers may then rewrite the participant’s
meanings. stories to place them within a chronological
sequence (beginning, middle, and end) and/or
a plot that incorporates a main character who
experiences a conflict or struggle that comes

to some sort of resolution.
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The Table on the previous page was taken from Creswell, 2008; and 2007: 56.
Author.: Natasha G. Wiebe, 20

The Narrative research process cannot exist without data, in this case, the stories of the teachers
involved in the research project. It is therefore important to discuss how I collected the data and
how I explored Narrative as a means to do so. Because South Africa’s teaching profession is
multi-cultural and my sample group was not, I felt that I at least had to consider and examine the
African, as well as the South African view on Narratives. I found many correlations with the

narrative techniques of a data collection as will be discussed below.

1.13.3 Data collection techniques — how did I explore narratives from a multi-cultural

view?

Because I am South African born, it was necessary for me as researcher in South Africa to
provide a rationale for my decision to explore how African (see chapter 3) and South African’s
(see chapter 3) use of a narrative approach is part of an inherited culture which can teach and
inform an integrated model (with western models) for teachers who are struggling in our

education system in South Africa (see Chapter 3).

In invoking African culture idioms we are heeding Carl Jung’s injunction to acknowledge
that our heritage from previous generations is not only genetic, but includes the important
element of cultural heritage that helps us to be a rooted people. By leveraging Africa’s
strong cultural heritage we are able to draw everyone into closer encounters on a level
playing field (Ramphele 2012:182).

The following techniques proved very helpful in this research :
1.13.3.1 Attentive listening

Silverman (1993) urges researchers to not just ‘listen’ to the content of what the research
participants are saying and then summarize the content in a ‘crude empiricist’ way. Rather, we
should be sensitive. | found that through narrative deconstructed listening, I could open up
spaces for aspects of the teacher’s life narratives that had not yet been storied. In other words, the

data (stories) were still being shaped. I hoped that the research participants would ‘experience
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[that] their stories are something that they have a hand in shaping, rather as something that has
already shaped them’ (Freedman & Combs 1996: 46). Boyd (1996: 20) argues that through the
biblical concept of ‘agape-listening’, we can grow from our conversations with people. He
proposes that ‘agape-listening” begins with empathy and proceeds in mutuality toward
transformation in the process. Baloyi (2012: 5-7) builds on this concept by saying that ‘the better
part of counseling should be dominated by listening.” This kind of listening should be done in a
non-judgmental attitude on the part of the counsellor. Each ‘patient’ has their own reason for
doing what they do and ‘careful listening’ can help each person to ‘tell and explain’ their actions.
Baloyi warns, however, that this process will take time, especially because ‘spiritual
fragmentation’ can develop between the patient and God. The counsellor can assist in the process

of repair by hearing out ‘every detail of the story and giving relevant assistance.’

An important element of the Letsema Healing Circle model (Ramphele: 185) is to allow a ten to
fifteen minute silence or listening period for participants. These moments of silence create an
‘imagined space’ that is challenging in many ways, because the participants usually live in
overcrowded noisy spaces and are not used to listen in silence. I discovered this also to be true
with teachers today. It was interesting to see their experience of listening in such as way.

Listening can be much more; it can also be a source of healing, as will be explained next.
1.13.3.2 Listening as source of healing

Listening is one source of healing that does not cost anything and that can be offered by anyone.

We do this creatively and individually and it helps people to heal:

In listening, we remain open to the experience of others. And when we are tuned with
their language, we begin to open significant words, in order to find other words in their
words.

(Penn 2007:99)

My listening with the teachers became a primary form of healing, care and witnessing in this
study. I experienced that they ‘felt understood.” I reflected on how I felt when I was very sick:
that being understood was a way of feeling 1 was still ‘morally worthwhile.”  This
worthwhileness gave me the courage to include what was ‘not absent’ or visible or allowed or

unspoken. This became an important point which I will discuss in greater detail in Chapter 5.
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1.13.3.3 Listening to the ‘absent but implicit’

White (2000:37) suggests that by ‘closely listening to people’s expressions we might have the
opportunity to engage with them in conversations that are identifying of the relationship between
what they discern in these expressions, and the absent but implicit descriptions without which
discernment could not be arrived at.” Listening to/for the ‘absent but implicit’ proved especially
true in the analysis of the data (see Chapter 5). For example, if teachers spoke of ‘despair,’ |
wanted to understand as best I could what their experience of despair looked like and how it
manifested in their lives. This allowed context, power relations, and cultural and socio-economic
discourses that could be foregrounded and addressed in a variety of ways. I made inquiries
through questions which brought forth a range of ‘absent but implicit’ concepts like “hopes’ and

‘dreams’ and ‘promises.” These contributed to a ‘rich’ description of the teacher’s lives.

It is my view that as Pastoral Counsellors, we have an even greater responsibility to really listen
to the people we work with. This responsibility is connected to how God invites us to listen: to

she-ma/to listen to God as well as our neighbour.
1.13.3.4 We are commanded to she-ma (listen) in the Bible

In Deuteronomy 6:3 God instructs Israel to listen/she-ma (Hebrew). Stern (1998:204) thickens

what this call to listen involves:

‘Therefore listen, Israel, and take care to obey, so that things will go well with
you, and so that you will increase greatly, as Adonai, the God of your ancestors,
promised you by giving you a land flowing with milk and honey.” The next verse
is the famous ‘Sh’ma Ysra’el! Adonai Eloheino, Adonia echad,” which translated,
means: ‘Hear (listen), Israel, your God is One)’ and you are to love Him with all
your heart...and your neighbor as yourself.’

The She-ma is the central prayer in the Jewish prayer book (Siddur). It is also the first verse of
Scripture that a Jewish child learns. The word ‘echad’ in Hebrew can imply a unity in diversity.
For example, in Exodus 26:6 the parts of the tabernacle are to be constructed so that it ‘shall be
one (echad).” The prophet Ezekiel (Ezk 37:19) spoke of two ‘sticks’ (representing the

fragmented Israel) being reunited into one: °...and they shall be one (echad) stick in My hand’
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(Parsons 2006:218). These words moved me and made me wonder what could happen if we

really listen/she-ma with God and each other in the South African context.

As Pastoral Counsellor in this research, it was also very important for me to she-ma and really
‘hear/listen’ to God’s voice in the lives of the teachers and in my own life. | found this to be a

great challenge, especially because we prefer to take control in situations.

When I think about listening as a method of gathering information, I also automatically think
about looking/seeing as well. So, the next data collection method I included in this research, was

observation.
1.13.3.5 Observation

In Qualitative research observation connects to Ethnographic Inquiry. It required activities and
actions — both of me as the researcher as well as the participants — that would enable us to get to
know each other’s ways of doing things. For instance, this meant that I would be sitting in the
same chairs, drinking the same coffee, touching the same things the teachers participating in the
research project touched. This is not observation from a distance: I prefer to think of it more as a
Participatory Observation and it became a data gathering method I used in this research. This
process came to be known as ‘talk-in-interaction’ (Psathas 1995) and involved interacting and
talking with the teachers in usual and unusual circumstances such as athletics meetings or sport
days. Their knowledge patterns helped to explain why some actions took place at certain times
and why others were omitted contextually. An example of noteworthy actions in this specific

research were:

e What every teacher did, for instance when entering a meeting
e Where each teacher sat during break times in the staffroom

e How certain responsibilities were structured

e Who did what at certain events and who did not do anything

e What the sequence of interaction looked like when a teacher left the school or died
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Participatory observation and ‘talk-in-interaction’ is a rigorous stance:

...there is always much more to content than lexical information, and with regard to
interaction and ethnomethodological approach to capturing and analysing data of
interaction, that the very form, the very template of interaction, is already a main
stakeholder in the meaning-making process. Add to that the socially constructed content
and the other major template — discourse — and interaction becomes at least a three-
layered process for social sciences.

(Henning 2004:94)

1.13.3.6 The White/Epston interview

It made sense to choose interviewing as a method of gathering data in this research, because it
allowed me to use the techniques of Narrative interviewing that has been developed by White
and Epston (1990). The White/Epston technique follows three steps and involves an ‘unusual use

of language’ and questions. Morgan (2000: 3) describes the three steps as:

1. Externalizing the problem (naming the problem as something outside of the person)
2. Mapping the influence of the problem in the teacher’s or family’s life

3. Mapping the influence of the teachers and their families’ in the life of the problem

I adapted these techniques for interviewing individual teachers in this research. I used their
language, techniques and approaches to hear the dominant stories and to find the alternative
stories that lay hidden behind: I waited to be told. All my experiences were documented/recorded
for future reference. Although this process is not an ABC formula, I have worked through it in a
natural way as it flows from researcher to research participant, in this case the teachers. I took
Mwenisongole’s (2010:111) advice to heart: °...one just needs to be attentive and sensitive to see
what is going on and not take the process in a rigid way, otherwise it might harm positive
relationships...”

1.14  Validity and reliability of methods

Validity points to the ‘the degree of fit between the conceptual and operational definitions of the
construct, and the instrument should be usable for the particular purposes for which it was

designed’ (Durrheim & Painter 2006:147). This means that the ideas and objectives that [ have
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set forward as researcher should be suitable for being measured by the proposed methods. The

arguments that [ have shown above, have shown the validity of this research.

Reliability ‘refers to the dependability of a measurement instrument; that is, the extent to which
the instrument yields the same results on repeated trials’ (Durrheim & Painter 2006:152). I have

used reliable measurements to verify the research (See Chapter 5).

Narrative Inquiry has provided, collected and presentation the data, allowing a clear platform for
addressing questions of trustworthiness of the data and their interpretation. Clandinin and
Connelly (2000) propose that the ‘three-dimensional’ character of questions, explanations and
meanings constructed, provide a way to uncover and reveal issues of meaning, value and
integrity. Similarly:
Researchers who desire a deeper opportunity to establish the authenticity and
trustworthiness of their findings may move toward formats of research that allow
research findings to be presented in the words of the participants in ways that represent

the experience of the researcher and allow evidence of the quality of the interaction and
relationship to emerge in the research report.

(Kirk & Miller 1985)

It is my belief that the research methods and the findings used to investigate the struggles of the

teachers in this research project, were stable.

1.15 Sampling techniques
1.15.1 Purposive sampling

In order to get a valid finding in Qualitative research, it is not necessary to gather data from
everyone in a specific community, even if this is possible. The research objectives and the
characteristics or diversity of the study population determine which research participants are
selected and how this is done. In this research, I used the three sampling methods usually
suggested in qualitative research: Purposive sampling, Quota sampling and Snowball sampling

(Bernard 1995:5)
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I used Purposive sampling to group participants in the research according ‘to a preselected
criteria relevant to a particular research question.” The characteristics of the research participants
included age; place of residence; gender; class profession etcetera. These criteria allowed me to
focus on the people I thought would be most likely to experience, know about, or have insight
into the research topic. In this research, teachers of a specific school (Beaumont Primary) were
the sampling group. I believe they were able to help me reach the objectives (above) I set forth in

this research.
1.15.2 Snowball sampling

Snowball sampling is a type of purposive sampling, which refers more to a ‘chain effect.” In this
method the research participants with whom contact has already been made, use their social
networks to refer the researcher to other potential participants. Snowball sampling is mostly used
to identify ‘hidden populations,’ that is, groups that are not easily accessible to the researcher.
My initial contact with Beaumont Primary School’s teachers did not involve research. That is
something that developed out of my involvement with them as consultant and Pastoral
Counsellor. After a while, I identified the teachers as possible participants in the project and
obtained permission from the principal and governing body to do the research. I also discovered
that in future this sampling technique could possibly be even more applicable to this research:
the unpredictable nature of qualitative research meant that teachers from other schools may be

included to participate.

Once I had gathered the data, it had to be analysed and interpreted (see chapter 5).

1.16 Data analysis and interpretation

Narrative Analysis seemed to be the logical way to analyse or interpret the stories of the teachers
in this research, largely because Discourse analysis and Narrative analysis share some

characteristics.
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1.16.1 Narrative analysis

Although Discourse analysis and Narrative analysis share some characteristics, in this research |
chose to use Narrative analysis as a specialized form of Discourse analysis. In other words, the
meaning the research participant's made of their lives were presented in story form. This did not

mean, however, that the Narrative Analysis did not have any form, or were just stories.

Narratives or stories have structure, known as the ‘story grammar’ with a natural form and
expression (Henning 2004:122). ‘Story grammar’ or ‘types of language action’ in a narrative is
governed by ‘sets of rules.” For me, the sifting through the stories to find the story grammar was
significant for my analysis. | had to recognize the meaning-making units of discourse that
appeared in the personal narratives of the teachers' lives. Although 1 could not avoid
interpretation, | had to focus on understanding the meaning which their stories had for them. This

meant that I had to turn my back on the ‘expert’ filter (Freedman & Combs 1996:45).

Furthermore, I looked for the discourses that shaped their stories: that is, those types of language
action teachers who struggled used to reflect their social lives and conditions. According to the

narrative analyst Catherine Riessman (2002:705):

Personal narratives are, at core, meaning-making units of discourse. They are of interest
precisely because narrators interpret the past in stories rather than reproduce the past as it
was.

To start off the analysis, I selected any stories with narrative potential. It was not essential that
everything came from one interview only: it could come from other stories, or parts of stories, or
even talk-in-action. What was important was the story itself or, as Henning (2004:122) calls it,
the performance, of the teachers who struggled. As researcher, I looked at how the teacher's

stories showed as ‘events, linked in sequence, across time and according to a plot’ (Morgan

2000:5).

The next step involved the systematic extraction of content from the story elements. I then
selected content analysis and searched for ‘story quality’ and categories and patterns of meaning.
For example, understanding and meaning could come for the teachers in this research. Whereas

previously their agency had become blurred within the bigger school-life picture and rendered
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them helpless, they now came to see themselves as agents in their own real life stories. In trying
to see the patterns of the narrative of the teachers who struggled, I constructed categories
(networks) and extracted meanings. Following Henning (2004:124) the categories constructed
and the meanings extracted ‘... should show regularity, rhythm and cohesion. Its main template
for meaning making is the story, and as template it may also be used to filter non-narrative

[information].’

1.17 Ethical considerations

The well-being of research participants must be our top priority whenever we conduct research
with people. The research question is of secondary importance. This means that if a choice must
be made between harming the participant and doing harm to the research, the researcher has to

sacrifice the research.

As postmodern researcher, I strove to value and acknowledge the relational meaning of my own
subjective experiences in the research with the teachers. It was clear that as the initiator of this
research project I could be perceived by the teachers as an ‘expert’ and my ideas, beliefs and
intentions could easily impose, manipulate and overrun the study. It was therefore necessary for

me to engage with the teachers in ways that were:

e transparent: to establish where power imbalances were and what kind of
actions they thought were needed.

e open: to suggestions about the ways the research interactions and support
could be done.

e imaginative: to imagine ways of engaging in reflective practices with their interaction
with

each other.

e curious: to explore and identify oppressive discourses or actions.

e respectful: to ask questions in a way that would avoid imposing my ‘truths’
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e collaborative: to enter into a two-way narrative practice of mutuality, where the existing
power imbalance between therapist / ‘expert’ could be addressed

e empowering: for the research participants to have the freedom to perceive what they
wanted my role to be in this research: how they elected to include or exclude me as

participant.

1.1.7.1 Ethical considerations regarding the sampling process and the focus on female

teachers

As indicated in the title of the thesis, the focus of the study shifted form teachers in general to
female teachers. The question may arise why male teachers was not included in the research and
if this was at the expense of female teachers. At the beginning of the research process the
principal of the school where I did the research invited all the teachers of the school to
participate. This was done at a meeting in the staffroom (see Appendix A). I noticed that all the
male teachers sat together at a table and they did not volunteer to participate in the research. as a
result, the focus of the research shifted to female teachers. I realize that this could create the
impression that pragmatic considerations played a part in the sampling process. I concure with
Kvale’s statement that

In searching for the truth of knowledge claims with a pragmatic character, usability of
knowledge is primary and the actions that stem from that need to bring desired results —

which puts the whole notion squarely in the domain of ethics in research

(2002:327)

In other words, pragmatic consideration and validity has to do with the usability of data and the
empowerment of the research participants, in this case the female teachers who volunteered to

take part in the research. Kvale (2002:324) argues that ‘pragmatic truths’ can ‘assist us to take
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action and produce results’. By giving the female teachers the opportunity to voice themselves in
this research, certain important aspects were highlighted which otherwise perhaps may not have
been. For example, issues regarding unequal gender balance within the teaching community and

physical en emotional struggles around menopause.

Williams (2014) studied the problems associated with gender and teaching. She found that many
male and female students’ gendered expectations lead them to approach a female teacher as a
peer and not as an academic authority figure — male teachers and professors on the other hand
were seen as “brilliant”. They less likely to be critiqued for their dress code and faced less
resistance from students. These findings place female teachers in unique ethical dilemmas

because as Lee and Johnson-Baiely (2004:62) argues:

[C]lassroom power struggles often mirror those of society in that women have limited
power in affecting the teaching setting. So when students perceive us as having less

authority and power, to what extent should we share power with them?

The kinds of interactions, frustrations and power struggles female teachers experience, affect
them on a daily basis. One may wonder how male teachers contribute to student bias or mainly
remain oblivious to the ways in which they benefit as a result. Unfortunately, due to the lack of
participation by male teachers in this research I did not have the opportunity to hear their
personal experiences regarding gender issues in teaching. The possibility exist that there may be
fear to open up to critique and discuss openly issues about gender in teaching because many
teachers already face so much scrutiny from society. Further research would definitely be

recommended.
1.1.7.2 Ethical framework and procedures

With the focus on human rights and security, | had to follow a clear ethical framework in this
research. for example written permission by participants and the school were obtained. Appendix

A and B describe the procedure | followed in this research.
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1.18 Chapter layout

In Chapter 1, I have focused on the introduction and background for the research. Descriptions of
the context of the research participants as well as the significance of the study have been
discussed. This chapter also included the research questions, as well as general descriptions of

the research approach. Ethical considerations also formed an important part of Chapter 1.

Chapter 2 will provide further reflection on the philosophical and theoretical ideas that support
and braid my praxis as teacher and Narrative Pastoral Counsellor. I will discuss the influences

and knowledges that shaped my thinking about the teachers who struggle.

Chapter 3 will consist of a literature review about theories and models that support and braid my
praxis as Narrative Pastoral Counsellor to the research participants. I will also discuss the

influences that have shaped my thinking about teachers who struggle.
Chapter 4 unpacks the methodology and research design in more detail.

Chapter 5 offers stories, tellings and interview reflections from the research participants (mainly
female). The research participants — who were all teachers from Beaumont Primary School — will
be introduced, and will share their struggles. We will also focus on analysing, interpreting and

giving meaning to the findings in the research.

Chapter 6 will show how the research participants co-constructed a ‘model’ to help them

discover ‘agency’ and to stand against dominant discourses in their lives.

Chapter 7 consists of my reflections as researcher participant in this research. Also, since time is
frequently an issue for teachers, I suggest that research projects be conducted over longer periods
of time. Similarly, because the teaching environment creates a potential power situation, more

ways of communicating narratively with teachers should also be explored further.

I will also recommend that Practical Theology find ways to become more visible in our teaching
environments, perhaps through forums with teachers and principals or visiting schools on a

regular basis and talking to teachers and children.
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CHAPTER 2

Educating the mind
without
educating the heart
is no education at all

- Aristotle

2 Introduction — context of the study

This chapter is an attempt to give the reader an understanding of the context of the study and

where the research was undertaken.

The failure to transform our education system successfully since the advent of democracy in
South Africa (1991) can be seen as a betrayal to future generations and society as a whole
(Ramphele 2012:133). John F Kennedy, President of the United States of America before he was

assassinated in 1963, once said:

Our progress as a nation can be no swifter than our progress in education. The human
mind is our fundamental resource.’

It is my conviction that we cannot ‘inject’ ethics into our children by teaching or preaching it in
schools. Far more powerful are the impressions children learn about everyday experiences and
relationships with significant adults in their lives - such as their teachers, sports coaches and
parents. That knowledge, together with academic knowledge, nurtures excellence in all areas in
their lives. Only then, will we be able to see the results of such actions and the transformation in

our youth in our societies and nation as a whole.

I concur with the National Planning Commission’s (NPC) statement (2011:11) that the post-

apartheid government has failed to invest in the quality of education by promoting an educational

JF Kennedy, Special message to the Congress on Education, 20/02/1961, as quoted by Richard Wilkinson and
Kate Pickett, op cit, p103.
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and training system which is based on low expectations of what our children can achieve, both

ethically as well as in their relational skills.

In addition, many studies have shown that schools’ performances or underperformances are
linked to the role that teachers play. ‘The way teachers are’ in the classroom - if they are feeling
sick, going through a divorce, experiencing menopause or other health challenges -can influence
the quality of schooling. This raises the question: if teachers know how the quality of their lives
can influence the children they are working with, how do they motivate themselves and their

learners to use their restricted/unrestricted resources every day?

Experience worldwide points to the capacity of children to rise to the expectations set for
them in an environment that encourages and rewards effort and innovation. Even in our
country, 600 of the total of more than 26 000 public schools consistently outperform their
peers to produce close to 100% pass rates and higher maths and science outcomes. The
key difference between these 600 high-performing schools and the rest is the quality of
leadership and teaching, with leadership ensuring discipline in the classroom and in the
conduct of both teachers and learners.

(Ramphele 2012:137)

The conclusion is inevitable: we have to go back to the drawing board - or, in the case of
education, to the black board - and focus on the vision we have as a society. Do we want South
Africa to be a democracy in which all people rise to the responsibility of finding ways to
improve the quality of our teachers’ lives? The result hopefully will be a national system of
values that will improve all levels of children’s development path, so that they can feel loved,
valued and respected and grow up into young people ‘with the capabilities and capacities to fulfil

the roles of citizenship and responsible adulthood’ (Ramphele 2012:142).

In the next section I will focus on my understanding of what teaching is. I will then introduce the
teachers in this research project, discuss research studies and reflect on my personal resonance

with the research about the struggles facing teachers today.
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2.1 What is teaching?

‘Teaching in essence consists of initiating the young into a worthwhile way of seeing the world,
of experiencing it, of relating to others in a more human and understanding way’ (Pring
2001:106). In their journey to find meaning, learners will not necessarily arrive at an ‘outcome’
or predetermined ‘product’, because in their quest to make sense of different subjects, they will

encounter the messiness of life:

... [in] schools, opportunities ought to be opened for learners to use their imagination,
construct meaning, and explore. When a teacher’s role is limited to the realm of
explanation, verification and specific outcomes he or she seldom reaches the deeper
spiritual level of teaching, namely, that of understanding, wisdom and meaning. This can
often lead to teachers not experiencing their work in a wider context and to the realisation
that they are not true to their calling (De Klerk-Luttig 2008:512).

2.1.1 Teaching in Post-Apartheid South Africa

I (the researcher) am a teacher, who have attended and worked in a variety of schools in South
Africa for about twenty years. These schools vary from pre-primary schools, and primary
schools to a juvenile detention school (Faure Youth Centre in Eersterivier, Cape Town). As I
reflect on the South African education system since 1994, it would seem that teaching is no
longer regarded as a valued profession, despite the fact that South Africa has one of the highest
rates of government expenditure in education in the world (Ramphele 2012). Racism, violence,
anti-social behavior, learner boycotts, educator strikes and shortage of skilled personnel trouble
our education. Moreover, ‘[t]he failure to transform socio-economic relations inherited from the
apartheid state has made freedom [and education] an empty dream for the majority of South
Africans’ (Ramphele 2012:117). I believe everyone can sense and hear that there is a crisis in
the teaching profession in South Africa. During a teachers’ indaba hosted by the Department of
Basic Education in Pretoria in 2015, Enoch Rabtopi said that ‘teachers are taking sick leave a lot,
indicating that their general well-being was not good’ (Sowetan 2015:2). Henry Hendricks
(2015), the executive director of National Professional Teachers Organisation of South Africa,
commented in an article in the Sowetan newspaper that ‘the burden of teachers carried impacted

negatively on their mental health.” He is of the opinion that nine out of ten teachers over the age



44

of thirty-five were on hypertension medication while others didn’t even know they had

hypertension (Sowetan 2015:2).

Over the years, and also during this research project, I have watched and witnessed hierarchical
interactions between administrators and teachers and have listened to teachers talk about their
jobs. What I heard troubled me: it portrayed teachers who talked about resigning; how they
regarded teaching as highly stressful; how they experienced burnout;* and feared eventual ill-
health or death. Osher et al (2007:1263-1278) argues that when the classroom climate
deteriorates, it triggers a “burnout cascade” in the teacher. The teacher then becomes exhausted

as he/she tries to cope.

..., burnout takes a serious toll on teachers, students, schools, districts and communities.
Burned-out teachers and the learning environments they create can have harmful effects

on students, especially those who are at risk of mental and health problems

Jennings & Greenberg (2009:492)

Teachers know that something is not right. My conversations with them over the years often
touched raw nerves and unmasked an anger that lay just below the surface. They felt that few
people respected them; few valued their knowledge or ‘voice’; few understood their difficulties
in our current educational process. They felt that the cumulative daily experiences of negativity
together with taxing work related experiences was what caused some of their emotional
exhaustion. It was during one such intense conversation with teachers from Beaumont Primary
School in Somerset West that [ asked some of them whether they would like to become involved
in this research study. Chapter 5 will highlight the outcome of my conversations with the

teachers and give more insight into some of the problems facing us.

I attempted to engage with the teachers — taking care neither to patronize nor denigrate them —

and invited them to participate in finding helpful ways to make sense of their personal and

* ‘Burnout’ is regarded as a multidimensional phenomenon that includes physical, emotional and psychological
exhaustion (Koslowski 1998:85; Motseke 1998:76; Van der Linde, Van der Westhuizen & Wissing 1999:192)
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professional lives. These ideas revolved notions of social justice, racial, gender and class

discourses.

2.2 An overview of teaching in South Africa

The history of education in South Africa has had a huge influence on where we are today. We
should never just discard or ignore our past; rather, our history can provide a rich source for us to
learn from our mistakes. Ramphele (2012:133) highlights one of the major mistakes: ‘The
monumental failure to successfully transform our education system undermines any effort to
promote a more equitable society.’ It is therefore appropriate to take a step back and look at what

education looked like for most South Africans during the Apartheid era.
221 A day South African education will never forget

Violently etched into the South African collective consciousness is 16 June 1976. Although now
commemorated as an official holiday — Youth Day - this day honors the deaths of many Soweto
school children on a day that changed the education course of the country’s history. Before 1954,
many Blacks either did not go to school or were educated in missionary schools. Nelson Mandela
and many other political activists had attended mission schools. But the introduction of the Bantu
Education act in 1953 (overcomingapartheid.msu.edu) by the then, Minister of Native Affairs, Dr
Hendrik Verwoerd, changed the autonomy that these schools had. The act proposed the creation
of a separate and unequal system for black education, instead of a single public school system for
all the children in South Africa. It brought African education under the government’s control and
extended apartheid into black schools. The result was that existing schools became overcrowded
— with classes of 60 children or more —and the quality of education declined. Schools were
poorly equipped and many children dropped out of school. In 1976, the apartheid government
made Afrikaans and English (50/50) compulsory as medium of instruction in all schools. In
many black schools, pupils, teachers and principals opposed the ruling because teachers were ill-
equipped to teach in a language that was mostly a third language for many learners. When school
reopened in January 1976, most white schools went about their business, but in the black
schools, people were unhappy and tensions began to mount over the following months. Thietsi

Mashinini, who was known as an extremely powerful speaker, suggested to a gathering crowd
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that learners and teachers should gather for a mass demonstration on 16 June. By 10h30 onl6
June, 5000 learners had gathered in the township of Soweto, outside Johannesburg, from where
they planned to march in demonstration against the Bantu education act. They gathered at their
schools and over 15000 learners between ages ten and twenty marched to the offices of the
Transvaal Department of Education in Booysens, Johannesburg. An unarmed crowd of
schoolchildren marched towards Orlando soccer stadium where a peaceful really had been
planned. On route to the stadium, police stopped the crowd and tried to turn them back, but they
were unsuccessful and started shooting teargas as warning shots. But then the police fired
directly into the crowd and learners responded by throwing stones. Hector Pieterson was fatally
wounded and the photograph of a dying Pieterson became the symbol around the world for the
Soweto uprising and the brutality of apartheid. Many more learners were killed and the uprising
escalated to other townships. By 18 June 1976, all schools in Soweto and Alexandra had been
closed (Davie 2015). Since that time, education and the whole of South Africa has undergone

drastic changes.

Tutu argues that human beings are not defined by oppression and suffering; they are made for

something different.

Even when they were stamped over (Tutu 2004:117), Tutu’s Rainbow people are made for

freedom:

It is when people decide to be free, once they have made up their minds to that, there is
nothing that will stop them.

(2004:368)

2.2.2 Tell my people that I love them

The Centre for Education Policy Development has established the Solomon Mahlangu Memorial
Lecture to honor the memory and spirit of Mahlangu. Solomon Mahlangu was a young liberation
movement activist who left South Africa after the June 1976 Soweto uprising. When he later
returned to South Africa, however, he was executed for a crime he did not commit. His final

words before execution were:
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My blood will nourish the tree that will bear the fruits of freedom. Tell my people that I

love them, and that they must continue to struggle.
(Ramphele 2012:1)

Since his death, education initiatives have been established such as the Solomon Mahlangu
Freedom College in Tanzania and the Solomon Mahlangu Trust, with its focus on youth

development.

Delivering the sixth Solomon Mahlangu Memorial Lecture, Ramphele uses Mahlangu’s dying
words to ask how we can tolerate an education system today that, in some respects, is worse than

the ‘gutter education” Mahlangu rejected in 1976 and which he and others died fighting for:

Could we confidently look Solomon Mahlangu in the eye and tell him that ‘we love our
people and are good stewards of the freedom he fought and died for? ... One can only
conclude that we are a wounded people who have lost confidence in ourselves and our
children’s capacity to excel and build a better future in the competitive global knowledge
economy of which we are part.

(Ramphele 2012:8)

223 The teaching situation today

Teachers in South Africa today are facing a workplace inundated by a variety of factors that
impinge on their effectiveness in the classroom (see statistics in section 1.2.2). After establishing
a democratic dispensation, the new government’s first task was to transform the education
system. This meant that inclusive education’ ‘became the preferred choice, thereby becoming a

dominant issue within education and across a range of national contexts’.

Despite the success of inclusive education in countries such as Australia (Frolin et al 1996) and
Great Britain (Wearmouth, Edwards & Richmond 2000), research by Engelbrech et al (2001)

indicates that teachers’ experience in South Africa were not so positive. This is largely because

® Inclusive education, within the South African context, involves the rectifying of inequalities resulting from
apartheid and economic deprivation which had a significant impact on the provision of education for learners
traditionally seen as having special needs. It involves the creation of a learning environment that promotes the
full personal, academic and professional development of all learners, irrespective of race, gender, disability,
religion, culture, sexual preference, learning styles and language (Frolin, Douglas & Hattie 1996; National
Department of Education 2001).
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general and special education programs in teacher education have not provided teachers with the
adequate training or experience to develop the skills necessary to handle diversity. Teachers
experienced stress due to the changes in the structure of teaching (Hayward 1994:3-20). They not
only had to adapt to wide-ranging political changes in the country, but also to the new realities in
education. In addition, rapid changes in the world as a result of globalization and the
technological revolution over the past twenty years have placed even more stress on how
teachers perceive and experience their own competence and ability to keep up to date in areas of

technological expertise (Fimian & Santoro 1983:225-336; Terry 1997).

Because teaching involves the responsibility and caring for other people (especially children),
job satisfaction and emotional availability can create potential stress and influence the quality of
teachers’ lives. Gallen, Karlenzig and Tamney (1995:4) explored the complexity and diversity of

teachers’” work and linked workload and stress to the demands that are placed on teachers.

Internal attributions such as ‘must’ and ‘need’ was found to be used in the vocabulary of teachers
when they had to define what being ‘a good teacher’ meant. The endorsement of such beliefs are
widespread. This implies that teachers blame themselves for difficulties thereby making them
even more vulnerable to stress (Corney 1998:2820; Bibou-Nakou, Stogiannidou & Kiosseoglou

1999:209-217).
224 An overview of the teachers in the study — the paradox of privilege

Beaumont Primary School is a co-educational, parallel medium school in Somerset West
(Western Cape) which caters for learners from Grade R to Grade 7. The school has
approximately forty teachers and about 1200 learners. The teachers teach learners from a multi-
cultural middle-class community with concerned, educated and involved parents who have high

expectations for their children.

Regardless of how successful these learners look on the outside, regardless of the clothes they
wear, the cars their parents drive, or the teams they play in, it would seem that some of them are
not navigating life successfully. This goes for some of the teachers too. Although it may be
tempting to attribute their struggles to privilege or historical advantages, it would be a mistake,
since many teachers and learners across the economic spectrum find themselves stumbling

through life. I had assumed that money would help safeguard the emotional health of our



49

teachers and learners, but as Ramphele (2012:76) points out, pressures and external measures of

success paradoxically contributed to an epidemic of narcissism and isolation:

While we need to celebrate the growth of middle class and upper class, especially the
entry of young black professionals and business people — we need to be mindful that we
are caught up in a culture in which “having” is more important than ‘being.’
Many studies suggest that social pain® has a greater impact on suffering than physical pain. As
Steinbeck (as quoted in Ramphele 2012:162) puts it ‘A sad soul can kill you quicker than a

germ.’

Initially T invited all the teachers to participate in the research project. In the end only ten
volunteered and their stories are written up in this research report. Boyed in Groenewald

(2004:11-12) regards two to ten participants in research as sufficient.

The overview of teaching in South Africa has highlighted that we have to take a closer look at

the well-being of our teachers.

2.3  Well-being of teachers
Lartey (2003:141) defines the term well-being in the following way:

e Physical well-being: which includes biology and sickness that might be related to stress
or trauma

e Psychological well-being: involves the conscious and unconscious processes and
perceptions

e Spiritual well-being: which points to our relationship with God, with ourselves and others

Jennings & Greenberg (2009:491-525) suggests that the following point is also important to

consider in the well-being of teachers:

® social pain is defined by Ramphele (2012:163) as ‘Human connectedness [which] is such that when one of us is
abused, we will feel the pain. We may deny this, but it will catch up with us sooner or later. We may dull the
pain through substance abuse or putting as much distance as possible between us and the abused, but we
cannot erase the impact of social pain — part of us will always hurt and cry out for healing.’
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e Social-Emotional well-being which involves the resources teachers have to navigate

social en emotional well-being in the working context
Next, | will describe the four points in more detail.
2.3.1 Physical well-being of teachers

Research done by the National Department of Education (2001) shows that educators’
absenteeism for more than ten days at a time was highest among teachers with serious illnesses
such as Tuberculosis, HIV, high blood pressure, cancer, alcoholism, diabetes, anemia, heart and

lung diseases.

According to the 2001 report, the health status of educators is poorer than the general population,
considering that 10, 6% had been hospitalized in the twelve month period prior to the survey.
This is an average of 7% higher than the general population. The diagnoses and causes showed

stress as a major contributor to the illnesses.
2.3.2 Psychological well-being of teachers

Ryff (1989:1069-1081) defines psychological well-being as a ‘multidimensional construct that
comprises various social, psychological and physiological aspects, which may be interrelated and
which may influence each other.” These dimensions include: personal growth; autonomys;
environmental mastery; self-acceptance; purpose in life; and personal relationships. The above-
mentioned constructs of psychological well-being reflect the access people have to cope with

psychological stress in life.

Themba Ndhlovu, spokesman for the South African Council of Educators (SACE), says in an
article in the Sowetan newspaper that research indicates that teachers’ (psychological) stress is
becoming endemic. He suggests that: ‘nine out of ten teachers are on antidepressants because
working conditions are depressing’ (Sowetan 2015:2). Although the context of each teachers has
to be considered and not compared, in this research, I found at least two teachers (female) who

were on antidepressants, sleeping pills and medication to relax.
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The reaction to psychological stress was first described in 1936 and was named the General

Adaptive Syndrome (GAS), which shows three distinct stages (Seyle 1974; 1980):

l.

233

The alarm reaction: the reaction to the immediate psycho-physiological shock. During
this period hormones are secreted from the endocrine glands which causes increased heart
rate and high blood pressure, tense muscles and a decrease in maintenance functions

The resistance stage: characterized by an adaption response of the body that is called
“fight’ or ‘fight’ response. If the stress continues, the body will preserve and defend itself,
thereby impeding any possibility of rest and repair.

The exhaustion stage: when there is resistance to a continued stressor, energy required
for adaptation becomes depleted, individual performance plummets and illness develops.
In the final stage of exhaustion, collapse or death occurs. Sad to say, | found most of the
above with the teachers I talked with (see Chapter 5), but most of them showed signs of

the exhaustion stage.

Spiritual well-being of teachers

When people are exhausted they do not ask the spiritual questions such as ‘“Who am I’
and ‘Does my life have meaning and purpose?’ They tend to turn to survival mode where
they exist but do not live with zeal, hope, purpose and meaning.

(De Klerk-Luttig 2008)

Although many of the teachers who were involved in this research project felt vulnerable,

disempowered, isolated, negative and that there was little space for spiritual well-being in their

lives, spirituality - or faith as some preferred to call it - was the golden thread that lit the way for

them in the darkness of despair.

Many people nowadays see a good life as defined by outward appearances rather than the inner

well-being of a person. This is very true for our teachers; their role frequently situates them in

the limelight but they are criticized and talked about behind their backs. It would seem that we

are socially constructed to behave in such a ways:

From the moment we begin school we are trained to look outward rather than inward, to
focus on facts and practical problems in the external world...virtually nothing in western
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education encourages us to reflect on ourselves, on our inner lives and motives.
(Zohar & Marshall 2001:285)

In teaching, we tend to put policies and systems in place to ‘fix’ problems, because ‘it is far
easier to spend your life manipulating an institution than dealing with your own soul’ (Palmer

1994:29).

If we are to open up the spiritual dimension of education, we must understand that
spiritual questions do not have answers in the way math do. When people ask these deep
questions, they do not want fixes or formulas but compassion and companionship on the

demanding journey called life.
(Palmer 1999b:8)

De Klerk-Luttig (2008:513) suggests that when one considers the criteria for spirituality —
including experiences of connectedness, meaning, ultimate meaning and wholeness - it is safe to

postulate that ‘South African schools are not hospitable environments for teacher’s spirituality.’

2.3.4 Social-Emotional well-being of teachers

Multiple research have shown that a learner’s learning context is largely shaped by the teacher
(Eccles & Roeser 1999). Therefore it can be assessed that
Socially and emotionally competent teachers set the tone of the classroom by developing
supportive and encouraging relationships with their students, designing lessons that build
on student strengths and abilities, establishing and implementing behavioral guidelines
through conflict situations, encouraging cooperation among students, and acting as role
model for respectful and appropriate communication and exhibition of prosocial behavior

Jennings & Greenberg (2009:492)

However, when teachers lack the resources to navigate social and emotional well-being within
their working context, learners show lower levels of motivation and task performance (Marzano,
Marzano & Pickring 2003). Jennings and Greenberg (2009:492) argues that socially emotionally

competent teachers show certain characteristics: high self-awareness shows their recognition of
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emotions, emotional patterns and tendencies as well as their knowledge to know how to generate
and use emotions to motivate themselves and their learners. Importantly, they have the ability to
realistically understand their capabilities and recognize their emotional strengths and
weaknesses. An important characteristic social-emotional teachers have is their ability to manage
their behavior in challenging situations through regulating their own emotions in healthy ways

that facilitate positive outcomes without compromising their health.

It would appear that current educational systems assume that teachers have the requisite to create
an environment that can support their well-being. Little or no attention is being paid to training
teachers in how to form supportive and collaborative relationships with sometimes difficult and
demanding parents, administrators and collegues and handling of student conflict and disruptive
behavior. Because the well-being of teachers is context dependent, especially in South Africa
where we have a big gap between urban and rural schools, one teacher may function well in one
context but need training and support to adapt to another. When teacher’s well-being is
challenged, they experience stress and distress. Next [ will discuss the impact of stress and

distress on teachers.

24 The impact of stress and distress on teachers

Today’s teachers face ever-increasing demands — from illiterate children to serious behavior
problems as early as preschool (Gilliam 2005).Accoording to De Jesus and Conboy (2001:131),
teachers experience higher levels of stress than people in other professions. Research done by
Engelbrecht and Eloff (2001); Ngidi and Sibaya (2002); and Olivier and Venter (2003) indicate
that teachers are challenged by various stressors including: role conflict; unsatisfactory working
conditions; threats of various kinds; learner misbehavior; inadequate compensation;
administrative pressure; and time management. Over time, high levels of distress may lead to
burnout (see 2.1.1) and a downward spiral of deteriorating teacher performance (Osher et al
2007). Research done by Van Zyl and Petersen (1999:74) and Jonas (2001:26), found that since
the advent of democracy in South Africa in 1994, the working environment for teachers has

faced major changes many of which have triggered the experience of stress among teachers.
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Slabbert (2001:298) suggests that the ‘imposed educational changes since 1994 were too

ambitious and far-reaching for teachers to cope with.’

According to Ngidi and Sabaya (2002:8) and Van Zyl and Pietersen (1999: 74), the working
conditions for two groups of teachers in particular — black teachers and Afrikaans-speaking
female teachers - have not been favorable since 1994. Black teachers have been faced with
overcrowding in classrooms together with the lack of resources and facilities due largely to
disparities in education resulting from apartheid policies. Afrikaans-speaking female teachers - in
particular Afrikaans-speaking women in Afrikaans-medium schools - suffer from extremely high
levels of stress. Van der Linde et al. (1999:192-197) conducted a study with 560 female teachers
in an attempt to determine the occurrence of burnout among female teachers. The Afrikaans-
speaking women experienced as traumatic the political and social changes post 1994; larger
learner to teacher ratios; larger classes; work overload; and general uncertainties arising from a
society in transition. It would seem that because the majority of female teachers are over the age
of forty years, other factors - such as illness and menopause discourses - have also had a
significant influence on their well-being. I will elaborate this point in further detail in Chapter 5
and 6. The evidence/research supports the need for specialized development of models that
promote teacher’s well-being in order for them to maximize their capacity to function as optimal

teachers.

There are no quick fixes for the struggles facing our teachers. The research on teacher stress and
distress has thus far been primary exploratory. There are, however, a few suggestions to consider

when attempting to address this urgent need.

2.5  No quick-fix: creating well-being spaces for teachers

Although De Klerk-Luttig (2008:513-514) confirms that there are no quick-fix solutions for
teachers in South Africa, she does suggest an approach — the creation of well-being spaces —

which | believe could be very helpful. These well-being spaces - created for teachers and
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incorporated into their working lives — could become places where they can find wholeness/well-

being physically, psychologically and spiritually. In such spaces:

l.

Teachers should be helped to see and experience a connection between the vision,
mission and values of the school they teach at and their own vision, mission and values.
‘When this happens, teaching can be experienced as a vocation or calling, and their work
as meaningful’ (2008: 513).

The school environment should place emphasis on ‘being’ functions and on character and
not only on teachers’ ‘doing’ functions. The school environment should be such that it
encourages teachers and learners to become the best human beings they can be, without
constantly being ‘measured, monitored’ and ‘appraised’ for their ‘productivity’ and what
they ‘do’ (2008: 513).

The business/market orientated language of teaching should be changed to meaningful
concepts such as meaning making; wholeness; vocation and vision, ‘so that these
concepts and their underlying values are not dismissed as obscure, irrelevant, or
insubstantial’ (2008:513).

The status of teaching in South Africa as vocation, should be elevated to a professional
status, just as in countries such as Canada, Australia and Finland. Similarly, teachers’
development and courses should be viewed as investment in professional development
and not just a crash course. This can help teachers find greater meaning in what they do.
Teachers must feel safe enough to talk freely about the deepest questions of their lives.
They should have the opportunity to share and interpret stories, not only about the
curriculum or the budget, but also stories about the meaning of their lives. ‘This will give
them a chance to experience both meaning and membership’ (2008:514).

Emphasis should be placed on nurturing awareness and not just on productivity at all
costs: ‘Mindfulness should be developed in teachers so that they can bring greater
awareness to everything that happens at school, be more present in the moment and more
aware of the dynamics of relationships. Teachers are engaged in the service of others and

this dedication to welfare of others creates space for spirituality’ (2008:514).
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2.6 Learning as ‘making a world’ versus Learning as ‘knowing a world’

I am sometimes overwhelmed by how much we still have to do to create a ‘better’ education
for children in South Africa. Bruffee’s (1993:72-73) suggestion - that conversations between
teachers and students can ‘create’ knowledge — could provide a timely bulwark against
despair (see also 3.3.1). Bruffee draws a useful distinction between the difference between
how the individual conceives knowledge and how knowledge is conceived by a social

constructionist view (see also 3.3) in teaching:

Traditionally, [teachers] believe that...their job is to ‘reach’ students and fill their minds
with what they believe fills their own. They ask themselves questions such as: what’s
going on inside my student’s heads? How can I get in there and change what’s going on?
What’s the best way to impact to them what [ know?

(1993:72)

In contrast, a social constructionist understands teaching differs in that:

Instead of thinking about what to put into their students” minds and how to put it there,
[teachers should] think of teaching as helping students converse with increasing facility
in the language of the communities they want to join, and they [should] think about doing
that as creating social conditions in which students can become re-accultured into those
communities.

Bruffee (1993:73)

Teachers, learners and parents expect that the education system should assess the learners’
individual abilities. This makes developing cognitive abilities, such as comprehension and
expansion, the focus. Similarly, learning spaces are also designed to facilitate individual learning
and evaluation. We mostly see learners seated separately at their individual desks and facing the
same direction - towards the teacher. Holtzman (1997:5-6) challenges the conventional teaching
model in the following way:

...A model of human understanding that is based on knowledge, that is, on knowing x
about y — is education’s chief structural defect. Like other societal institutions in Western
culture, schools are committed to the philosophical position that human life and growth
require some way of knowing the world. This belief, thousands of years old, has rarely
been challenged; indeed, it is taken to be as ‘natural’...Might it be that centuries-old
philosophical biases about what it means to understand, to mean, to learn — to be human —
have as much to do with how schools run as do politics, economics, as do pedagogy?
Might it be that the ‘overidentification’ of learning and teaching with the production,
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dissemination, and construction of knowledge is at the root of school failure, teacher
discontent, and school management.

Holtzman’s argument hints of moving away from ‘knowing what is’ towards ‘embodied
activities of making what is.” This refers to more than verbal and nonverbal activities of
interaction. ‘It is about those bodily experiences that also shape and are shaped by our relations
with others’ (McNamee 2007:316). | share Holtzman’s view: refiguring teaching and learning

into collaborative conversations might well open up new forms of practice.
2.6.1 Re-meaning teaching: from teaching technique to teaching conversation

Social Construction discourse assumes that meaning is not private or locked away inside an
individual (Gergen 2001; McNamee & Gergen 1999) but meaning emerges in the joint activities
of people in relationship. When we refigure teaching as relational and not private we begin to
attend to different features of teaching. Teaching as a private venture implies that some (i.e.
teachers) have more knowledge than others (i.e. learners) who have less knowledge and that
some teaching techniques are more successful than others. But if we shift our attention towards
the process of teaching as well as the teaching ‘relationship,” we become less focused on the
‘proper’ or ‘best’ way to teach information. Our focus is centered instead on the multiple ways in
which teaching can take place. We encourage learners to engage as participants in the immediate
moment and welcome the wide array of common and diverse voices, relations, communities and

experiences that each person brings to the learning environment.

I reflected on my own experience of the difference between ‘teaching as technique’ and
‘teaching as conversation.” When some of the teachers at Rooha pre-primary, the school that |
started, came to me hopeless, tired and complaining that the learners were ‘difficult’ or were not
in the mood to learn that day, I struggled to find the ‘correct academic’ answers to their
struggles. But one day I decided to tell them to forget everything about the academic discourse
and just love the children. I remember the teachers’ surprise - but also their delight - when they
saw that such an approach created a ‘freedom’ for them to explore the ways of loving the
learners in difficult times. The outcome was liberating and energizing: each teacher created her
own way of loving and teaching, and the learners responded by loving and learning in their own

ways. In this way everyone became co-creators of a loving space in difficult times.
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2.6.2 Re-meaning teaching: from teaching individuals to teaching relationships

What are we doing differently when we move from teaching individuals to teaching
relationships? The relational metaphor places our attention on conversations — an effort of
understanding language as a necessary device to construct reality — not as a device used to
represent reality. Gergen (1994) argues that language is something we ‘do’ together — that we
‘make’ realities. Thus, meaning-making is established by the participation in language. There is a
growing body of evidence that teacher-student relationships play an important role in the

classroom as well as the whole school (Osher et al 2007).

This approach suggests a markedly different position for the teacher than the individualistic
approaches from which many teachers currently draw. It is my opinion that when teachers teach
relationally, the expertise of the teacher shifts from being a transmitter of knowledge to the
ability to create and facilitate the dialogue in a way that keeps the conversation open and going
forward. In many ways, this shift towards a more facilitative position echoes the shift in the

therapist’s position that characterizes the Narrative approach. Anderson (1997:95) suggests that:

A therapist brings expertise in the area of process: a therapist is the expert in engaging
and participating with a client in a dialogical process of first-person story-telling.... A
facilitative position promotes a process that keeps all voices in motion and contributing.

McNamee (2007:326) provides some useful suggestions on how learners and teachers can

engage together and coordinate their many voices, realities and ways of knowing.
2.6.2.1 Avoid abstract principles

Since traditional education tends to operate on the principle that learners are there to ‘gain
knowledge,” and not as active participants in the meaning making process, teachers tend to
privilege abstractions which they give to learners as a point of first interaction in the teaching
context. McNamee proposes privileging what the learners bring to the education environment
instead thereby encouraging collaborative conversations. For example, she first asks learners to

think on their own about a difficulty they experience. She then asks them to think about how they
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would teach someone else to act as if he or she had this difficulty. The learners then get together
into small groups where they have to teach each other. When the groups reconvene, each learner
is given the opportunity to reflect on the difficulties they experienced in teaching each other.

Following Heidegger (1968:15), it would seem that one only really learns when one has to teach:

Teaching is more difficult than learning because what teaching calls for is this: to let
learn. The real teacher, in fact, lets nothing be learned than — learning. His conduct,
therefore, often produces the impression that we properly learn nothing from him, if by
‘learning” we now suddenly understand merely the procurement of useful information.
The teacher is ahead of his apprentices in this alone, that he has still far more to learn
than they — he has to learn to let them learn. The teacher must be capable of being more
teachable than the apprentices.

This intentional shift away from transmitting ‘abstract principles’ to encouraging ‘collaboration’
means that problems and realities are brought to life in an engagement between learners and

teachers and not just left ‘inside’ the learner:

Whatever sense we have of how things stand with someone else’s inner life, we gain it
through their expressions, not through some magical intrusion into their consciousness.
It’s all a matter of scratching surfaces.

(Geertz 1986:373)

Thus the performance of any quality or state of being is always responsive to others (McNamee

2007:327).
2.6.2.2 Privileging Narrative

Stories create knowledge thus stories told by teachers and learners in an educational setting make
them a significant part of the teaching and learning conversation. The lessons that emerge within
stories are not separated into some set of abstractions, but are embedded in the activities of those
present in the conversation. “When we begin with...stories, we create a space where different
conversations and different forms of learning can take place’ (Anderson 1997:328). We invite
others into our stories, to ask questions, to agree and disagree. In this way, learners can engage in
their education by realizing that they have the conversational resources to make academic
material familiar. By giving voice to their stories, both lived and imagined, the stories become a

significant part of learning:



60

We often forget that we...carry other people’s voices around with us and that these
voices become part of who we are, part of our thoughts and actions.
(Anderson 1997:235)

In the teaching context, there are many examples of the narrative metaphor and conversations.
For example, the stories that teachers use in the early development phase of young children (that
is pre-primary and primary school). My experiences as a Pastoral Counsellor with young
children and at Rooha pre-primary, the school I started in Somerset West, enabled me to
appreciate the significance of narratives or stories in the making of meaning. The pre-primary
school context gave me a practical understanding of the extent to which the negotiations of
meaning is both a personal and a social achievement. Through play and storytelling activities, |
saw the fuller implications and meanings taking shape in the young children’s lives as well as in

my own life. White (2000:10) suggests that:

In children’s lives, the negotiation of meaning is a highly visible achievement, one that is
often hard-won. For young children there is so much about the world that is novel, so
many new experiences to be negotiated, so many gaps to be filled in their understandings
of life. Nowhere is recourse to narrative structures in achieving all of this more
manifestly apparent than it is in children’s efforts to understand their experiences of life.
Nowhere are the social processes of the negotiation of meaning more conspicuous than in
children’s culture. And it is in children’s acts of living that the life-shaping implications
of particular meaning is so evident.

My work with children - as Pastoral Counsellor, teacher and mother — has shaped my practice in
significant ways. Their contributions have helped me to join with older children, such as the
adolescents at Faure Youth Centre (a correctional facility for young delinquents) when | was
doing my Master’s degree and thereafter, adults (teachers in this research project), who believed

that their struggles were forever set in cement.
2.6.2.3 Fostering community

Schools are communities where people’s identities are storied. This may seem insignificant but
staff rooms, for example, are informal but powerful social and public settings where identity
conclusions about learners, parents and colleagues are shared and sustained. Teacher’s opinions

are told and retold as ‘truths’ in the form of documents or ‘reports’ outside the school context. It
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is in such a context that problem stories can begin to dominate and influence people’s lives and,
in the process, marginalize all the other narratives. The dominant problem story can prevent
people from developing a preferred sense of who they are and how they want to live their lives.
The preferred story can become unacknowledged and become invisible, even to themselves

(White 2000).

Sharing personal narratives can foster the development of relational narratives which in turn
forms a community within a group. When we talk about learning in this way, we begin to open
up the notion of ‘success’: instead of ‘success’ being confined to an individual mastering a topic
a single way, ‘success’ now widens to include the possibility of all participants mastering a topic

differently.
2.6.2.4 Blurring the boundaries between classroom and ‘Life’

When a community of teachers and learners are ‘allowed’ to tell their personal narratives, these
relational resources provide opportunities to dissolve the boundary between the classroom setting
and their lives. In this way, teachers and learners take the classroom conversations beyond the
walls of the school and extend them to their families, friends and all those they encounter. They
can do so because the material has been made ‘familiar’ to them, not through abstract concepts
and theories, but by practical theories and concepts (McNamee 2007:329). In this way, the
course material creates the world rather than represent the world. The process of blurring the
boundaries between the classroom and life allows teachers and learners to illustrate how
educational material has meaning beyond the classroom. It also initiates a ‘different’

conversation and a different ‘relationship’ between teachers and learners:

It shifts teaching and learning from a focus on [a] method for conveying knowledge to a
process that is attentive to the ways in which participants create meaning together. It
allows us to celebrate our collaborative activities. As we engage with each other, we not
only create a sense of “‘who’ we are but also a sense of ‘what’ is valued. We create — we
perform ‘together’ — a world wherein a lived reality can emerge.

(McNamee2007:334)

We create new ways of ‘doing teaching together’, not only in the classroom, but also in the

world beyond the school walls.
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2.7 Teachers as researchers

Given the crisis management and survival mode in which teachers find themselves in South
Africa today, is the suggestion that more time and resources be delegated to conversation and
reflection in the classroom simply impractical and devoid of common sense? Is it futile to hold
on to such a notion, and the possibility of its implementation remote? For many it is. Thus, the
status quo is maintained, thereby sustaining the endless cycle of underdevelopment, low morale

and teachers struggling to react to their daily challenges and day-to-day emergencies.

Moreover, teachers seem to be disqualified from conducting their own research on ways to
improve their situation. Even though teachers are in school every day and are engaged in
personal relationships with learners, they are seen as simply incapable of conducting research
into their own situation. Research and theory building are seen as the domain of the academic

experts, whereas teachers are expected to stick to their school tasks:

Because of the asymmetrical power relationships teachers are excluded from inquiring
into how those who employ, supervise, judge, and administrate them make their
policies...School leaders fail to see educational problems as teachers see them, resulting
in policies far removed from the daily world of teaching and learning.

(Kincheloe 1991:13)

Once teachers are excluded from the research — and this task given to academic experts —

research loses its laboratory function:

...it is co-opted as a mechanism of domination, as a manifestation of the low esteem in
which teachers are held. A vicious circle, a tornado of bad work thus develops...outside
reforms of education emerge from an ungrounded knowledge base; and as such reforms
are imposed, teachers are further disenfranchised and alienated.

(Kincheloe 1991:13)

Schools are unique socio-cultural systems marked by complexities rarely recognized by external
agents (Kincheloe 1991:14). Kincheloe argues that small changes in the individual classroom
made by critical teacher researchers, may bring about far more authentic educational reform than

the grandiose policies formulated by state or national agencies.
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But, as Foucault (1980) repeatedly points out, teaching consists of a large and heterogeneous
group in which teachers are not necessarily educated to take this step. ‘Teachers with weak
academic and pedagogical backgrounds must, out of necessity, defer to the judgements of their
administrators, the certified experts’ (Kincheloe 1991:15). Even when teachers take up research,
few ever recognize the relationship between their research and their lives as teachers, especially
because most research courses involves surveys of quantitative, statistical techniques of data
analysis. Evidence has shown that if students are not introduced to the role of the teachers as
researcher during their initial training, chances are that they will never be involved as

researchers.

Kincheloe (1991:15) argues that if teachers as research is to produce reflective, ethical practices
and resist demoralizing of the teaching profession, colleges and universities of education will
need to connect teachers’ ‘ways-of-knowing’ to research networks such as theological, political

and social discourses.

As teachers come to understand how they themselves and their students construct understandings
of the educational process, they can then move themselves into new frontiers of thinking and, in
turn, lead their students into unknown territory. When seen in this way, teacher research would
revolutionize the traditional concepts of staff development, making it a democratic, teacher-
directed activity rather than a manifestation of the hierarchical workplace (Kincheloe 1991:17).
When teachers pass on such knowledge and skills to students and community members, they will
be providing the tools that will allow them to become leaders rather than simply struggling

managers and civil servants.

2.8 Teachers as (Pastoral) Counsellors

Teachers are trained to support learners on their academic life journeys in such a way that it
enables each learner to become an intellectually reflective person; ‘a person en route to a lifetime
of meaningful work, a good citizen, a caring individual, with ethical practices, all in all, a healthy
person’ (Turning Points 1989, cited in Knowles & Brown 2000:49). Education is thus involved
in the formation of the whole person so as to promote the common good of society. As we have

seen from the research, however, the role of teachers has become even more complex and
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challenging in South Africa since 1994. The days in which teachers could use corporal
punishment are past. Learners are now encouraged to question and actively seek the ‘truth’ in the
world instead. Similarly, teachers no longer teach from an authoritarian position but are

positioned as facilitators in the learner’s journey.

From a Christian perspective, teachers have an added challenge to make a positive contribution
to a learner’s personal redemption and salvation and are often called to be counsellors and
provide pastoral care. Anecdotal evidence in my conversations with teachers involved in this
research project will be discussed in later chapters. King (1999:5) argues that ‘every teacher is a
counsellor’ because the teacher has intimate knowledge of his or her learner. During my
Master’s degree practicum at Faure Youth Centre, I realized that I did not know the learners as
well as I thought I did. I needed to be more attentive to who they were and what they needed as
opposed to just being focused on their abilities. For example, I discovered that a boy, who had
cursed me and refused to talk to me initially, was very fond of cupcakes. | took some cupcakes
along to one of our sessions, and we had a good conversation. This became a significant learning
experience for me both as a teacher and as a Pastoral Counsellor: I needed to be more attentive to
my environment (and people) and to challenge the assumptions that informed my thinking and
relationships with learners. I realized that the teacher and counsellor roles need to complement

each other.

My own spiritual journey has helped me, both a teacher and Pastoral Counsellor, to seek a more
tolerant compassionate role towards learners and teachers. | have realized how important it is to
honor people where they are at in their own journeys, rather than impose where I assume they
ought to be. Referring to counselling, Kopp (1972:63) suggests that one needs to join one’s

client:

...[on] his pilgrimage, more as another, more experienced pilgrim than as a guide...For
each of us, the only hope resides in his efforts, in completing his own story, not in the
other’s interpretation.

Once I had completed my Master’s degree in Pastoral Counselling, | realized that teaching called
for similar skills. I could now incorporate counselling theory and practice into my teaching
practice without blurring the boundaries thereby enhancing my relationships — both as student-

teacher and as teacher-teacher — in our pursuit of a more holistic education.
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2.9 Jesus as teacher

Since Socrates, the search for the best way of teaching has kept philosophers occupied. Words ‘a
good teacher’ has been prominent in discourses throughout the ages. But today, however, words
arising from scientific language - such as ‘efficacy’ and ‘efficiency’ - have had a deleterious

effect and became less rewarding.

In an effort to rediscover and recover images of teaching that do not fit the modern roles and
contexts, I took Jesus Christ as one of the foremost examples of teaching in the past. The
accounts of Jesus as recorded in the four gospels, forms part of our literature heritage. Whether
we interpret everything literally or as historical records, as legends or oral traditions, the model
of Jesus as teacher has influenced on our vocabulary in teaching significantly. Jesus’ teaching
model drew from the longstanding Jewish traditions of proverbs, riddles, aphorisms, allegories
and short narratives. These devices allowed Jesus to teach in a familiar, concrete style, which

invited deep ‘open-ended’ interpretations that avoided strict moral edicts (Burbules 2004:9).

Jesus’ practices as teacher, and the way he interacted with ordinary people, remind me of the
teaching methods used by the pre-primary teachers in my school or of mothers teaching their
young children. Jesus generally drew from common, natural and everyday events and objects to
teach principles of life. His subject matter consisted of everyday items, such as mustard seeds,
fig trees, vineyards, weddings, and funerals, with which his audience would have been familiar.
These items were visible or part of his audience’s experience, thus enabling learning to occur.
According to Manson (1995:71): ‘The object of the parables [of Jesus] were to work through the
imagination and understanding of the hearers in order to arouse the conscience, and the real goal
of parabolic teaching is not attained unless the conscience is aroused.” Jesus spoke to large
crowds of people — much like teachers experience daily in classrooms around South Africa
where forty plus children in a classroom is often the norm. It appears that Jesus, as most good
teachers, knew that not all hearers would hear the message in the same way, and that others
would derive no meaning or benefit from the message at all. Jesus used vivid and real images in
his teachings to get the message across to his audience. For example: ‘No one sews a patch of
unshrunk cloth to an old coat; for then the patch tears away from the coat, and leaves a bigger
hole. Neither do you put new wine into old wineskins; if you do, the skin bursts, and then the

wine runs out and the skins are spoilt’ (Matt 9:16-17; see also Mark 2:21-22; Luke 5:36-38). For
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learning to occur, teachers must teach in the same way: use physical examples to demonstrate the

message.
2.9.1 Always treat others as you would like them to treat you

Jesus taught and lived the so-called ‘Golden Rule’: ‘Always treat others as you would like them
to treat you’ (Matt 7:12; Luke 6:31). This old proverb is perhaps even more relevant in the
South African teaching context today as we struggle with issues such as violence and
intolerance. This proverb not only communicates an important message to the observers and
hearers about what it means, but also teaches about relationships, revealing the characteristics

and attitudes of those who understand it and those who do not.
2.9.2 Love your neighbor as yourself

The story of the Good Samaritan (Luke 10:29-37) provides another example of how to ‘love
your neighbor as yourself.” At that time there was no love lost between Jews and Samaritans. But
the Samaritan proved to be a good neighbor by virtue of the compassion and care he practiced
towards a Jewish stranger. By avoiding stereotypes about Samaritans or about the Jewish
culture’s superior status, Jesus marked ‘the difference between official piety and personal
decency’ (Burbules 2004:17). This parable is especially relevant for teachers in the South
African context where the different histories and cultures of the various ethnic groups make

teaching a very challenging job indeed.
2.9.3 Forgiveness

Forgiveness is a principle that teachers and mothers teach almost every day. When children
disagree or fight, you will hear the mother or teacher talking to the children and then ask them to
‘forgive’ each other. When these words are spoken, it is almost as if it opens up new

understandings or new possibilities with the other person.

Jesus taught and lived the practice of forgiveness. In his life and through his death, he
demonstrated how forgiveness involved ‘giving up something: [that] sense of entitlement to be
angry or resentful, or a desire for revenge or restitution’ (Brubules 2004:17). Jesus also taught
that forgiveness is not a once-off action, but an ongoing relationship. Because human actions

have too many unforeseen consequences, we will always need forgiveness, and others will
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always need forgiveness from us. Many questions cluster this issue. For instance, should we
forgive unintended wrongs or only intentional ones; and what about repeated harmful actions by
others? Jesus does not supply us with a definitive answer, but invites us to live these question of
‘Who is my neighbor?’ Similarly, in his treatment of the Samaritan woman accused of adultery,
Jesus suggests to her accusers: ‘That one of you who is without sin shall cast the first stone’

(John 8:7).
2.9.4 Jesus’s teachings — a way of being in this world

Jesus the teacher influenced people through all kinds of teachings, including proverbs and
stories. He modelled how to teach using non-literal forms, not merely as embellishments or to
entertain his audiences, but to teach morality and a new way of being in this world. Anderson
(2007:43) calls this approach a ‘philosophy of life’: a way of being ‘in relationship with, acting

with, and responding with the people we meet.’

At the end of the Gospel of John, Jesus says: ‘Till now I have been using figures of speech; a
time is coming when [ shall no longer use figures, but tell you of the Father in plain words’(John

16:25). For me, Jesus’” words promise an exciting - perhaps even ‘new’ - way of teaching.

2.10 Conclusion

This chapter attempted to lay the foundation for the topics that will be dealt with in the following
chapters. Some historical background was explored to set the research in context and to indicate

the complexities facing teachers in South Africa.

Teaching in South Africa is a complex and challenging profession, more especially after the
advent of democracy in 1994. In the Soweto uprising of 1976, we witnessed the political and
social changes brought about by young people resisting discrimination in educational practices.
In 2016, twenty two years into our new democracy, we are witnessing similar upheavals as our
society struggles with the complex issues facing a nation in transition. Education cannot distance
itself from the struggles challenging the rest of society. In order to solve the complex social and
economic problems, such as poverty, job creation and service delivery, we need to produce better

educated people.
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Nor can the education system distance itself from the struggles teachers experience in their work
and personal lives. Teachers’ sense of isolation, exhaustion and alienation and the poor or
unsupportive relationships they experience with colleagues and the wider society have corrosive

consequences in their overall well-being and health:

Studies done over two decades involving more than 37 000 people show that social
isolation — the sense that you have nobody with whom you can share your private
feelings, have close contact — doubles the chances of sickness or death.

Goleman (1995:226)

Schools rarely create spaces where teachers can share their stories honestly or talk about personal
problems. This has a direct impact on their personal and professional lives. Instead of

connection, teachers often experience disconnectedness and painful ‘dismemberment’:

On the surface, this is the pain of people who thought they were joining a community of
scholars but find themselves in distant, competitive, and uncaring relationships with
colleagues and students. Deeper down, this pain is more spiritual than sociological: it
comes from being disconnected from our own truth, from the passions that took us into
teaching, from the heart that is the source of all good work.

(Palmer 1998:20-21)

Another important reality confronting teachers in South Africa is that our country has eleven
official languages, as well as many dialects. While our different language backgrounds could add
to the cultural kaleidoscope in education and open the way for alternative metaphors and
narratives to develop, we also need to be cognizant of how language divided us deeply in the
past. We need to be aware constantly of the colonizing effects of language and culture, take

special care and be accountable for the language we use when relating to our stories:

Living utterance becomes an active participant in social dialogue. If we imagine such a
word in the form of light, then the living and unrepeatable play of colors and light on the
facets of the image that it constructs can be explained as the spectral dispersion of the ray
word, in an atmosphere filled with the alien words, value judgements, and accents
through which the ray passes on its way to the objects; the social atmosphere of the
world, that atmosphere that surrounds the object, makes the facets of the image sparkle.

(Hoffman in Anderson 2007:63)
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Research over many years have generated some knowledge and sound theoretical models for
improving the well-being of teachers. Though apart from the Practical Theological field, these
range from social-emotional development and classroom management to models for stress
reduction, mindfulness, emotional awareness and deeper development of teacher’s inner lives
(Jennings & Greenberg 2009:513). Mindfulness practices can encourage teachers to become
more aware of these discourses at work within schools. Such an awareness can enable teachers to
understand their own struggles. Researchers Brown, Ryan & Creswell (2007) and Brown &
Ryan (2003) suggest that teachers’ stress can be reduced through mindfulness or contemplative
practices. Mindful practices can increase the inner awareness of a person and promote reflection,
self-awareness and caring for others (Dalai Lama & Ekman 2008). I agree with Poulou (2005)

suggestion that these should have a more prominent role in the teacher training curriculum.

The literature study in the next chapter will elaborate in more detail what other scholars have
used - the theories, models and methods - in the different epistemological fields of study in

relation to my research.
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CHAPTER 3

We shall not cease from exploration
And the end of all our exploring
Will be to arrive where we started
And know the place for the first time

T.S. Elliot: ‘Little Gidding’

3 Introduction

This chapter provides the literature background that informed the way I went about collecting the
research participants’ knowledges and documenting them in this thesis. As the literature review
usually ‘involves the identification and analysis of information resources and/or literature related
to one’s research project’ (Kaniki 2006:19), I will explore in this chapter those theories I have
used to support my research objectives. This research has been done at a time in South Africa’s
history ‘when old habits are hard to break and hope is still fragile’ (Ackermann 2003:65). In
order to find ways of standing with teachers who are struggling to cope within the complex
challenges of a society in transition and especially with how to negotiate difference in our
multicultural and multi-religious country (rainbow nation), | have had to draw from a wide range
of disciplines, including theories from scholars in the fields of Psychology, Sociology and

Theology.

This chapter will also explore what Practical Theologians, and all who are concerned with the
well-being of our teachers, can gain from shifting paradigms — from a modernist to a postmodern
world view - thereby expanding the somewhat limited understanding and perspectives currently

at our disposal.

I propose that Interpretive and Narrative approaches to Practical Theological practices can
provide ‘possibilities for newness’ (Anderson 2007:13): new possibilities for caring for and with

teachers in our challenging, fragile and ever changing postmodern world.
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The Narrative approach and, in this research project in particular, Narrative Pastoral Counselling
provided the practices and theoretical background for the stories of transformation in the co-

researcher’s lives, contexts and relationships (see Chapter 5).

This chapter concludes with overviews of an African model for Pastoral Counselling and a South

African model of healing which seems to fit well with the Narrative approach in this study.

The following section provides a fairly general introduction to Postmodernism and those aspects

of Postmodernism that are particularly useful to this study.

3.1 Postmodern umbrella

In broad terms, Postmodernism refers to a family of concepts within the Natural and Social
Science disciplines. It involves an ideological critique of the relevance of foundational
knowledge, privileged discourse and meta-narratives. It questions the consequences, certainty
and power which ‘Truths’ have on peoples’ everyday lives. It challenges mainly the ‘truth’ and
centricity of individual knowledge; the possibility of an objective and knowable world; and
language as the carrier of truth (Gergen 2001: 803-813). It also challenges our passive
acceptance of taken-for-granted assumptions about the ‘truth.” So, for example, a postmodern
approach rejects the notion that there can be an ultimate truth and it ‘emphasizes instead the co-

existence of a multiplicity and variety of situation-dependent ways of life’ (Burr 1995:13-14).

The emphasis on multiplicity and various ways of knowing has often resulted in institutions
based on a single ‘truth’ - such as the church and school - oppose Postmodernism as a form of
evil, warning that: ‘He who marries the spirit of the age soon finds himself a widower’ (Preston
1999:52). In this research project, however, most of the research participants (the teachers of
Beaumont Primary School) discovered that although they were challenged by different ways of
thinking from what they were used to, they found the certain postmodern ideas — such as
knowledge being co-constructed - to be both enriching and liberating. They discovered that by
challenging the discourses in the societies in which they worked and lived, they could also

challenge their own values and discourses, thereby broadening their horizons.
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Kotzé (2002:11) offers another angle on Postmodernism, as a form of ‘ethical-political resistance
— against the injustices resulting from the scientific and technological power regimes of
modernity itself.” This idea informed the way that I documented the teachers’ research journeys
and became a form of ethical-political resistance, thereby acknowledging their ‘stories and
voices of those...constitute[ting] the ‘Other’ (Van Wyk 1999:6) within the hierarchy of our

society.

I chose therefore, to position myself within a Postmodern paradigm in this research project,
largely because the paradigm challenges the many meta-narratives which enshrine universal,
absolute and ultimate truths and which legalize the various political and scientific projects of our
time (Appignanesi & Garratt 2003:103). Hunter (2001:32) reminds us that Postmodernism
challenges the meta-narratives as well as the ‘cultural and social land shifts in which a
longstanding confidence in certain habits of mind and social practices long associated with the
Enlightenment in Europe have collapsed.” The implications of such a shift will be explored more

fully in this research study.

Brueggemann (1993:5) illustrates the kinds of knowledge that constitutes ‘real knowledge’ from
a modernist perspective, and offers us some understanding of how these grand narratives were

shaped. In a modernist perspective:

e The general applicability of truth is emphasized rather than local and contextual ‘truths’

e Written ‘text’ is more reliable than oral ‘text’

e Knowledge is seen as timeless and unchanging opposed to ‘timely’ (historical and
situational)

e The focus is on finding truth that is eternal and universal, rather than particular.

e Understanding is reduced to essential concepts which are then accepted as ‘truth-for-all-

time.’

This modernist view — which totalized, universalized and insisted on an impersonal, de-
contextualized understanding of reality — has had a significant impact on Christian spirituality,
philosophy and our understanding about God rather than of God. The fact that the modernist
view also supported patriarchy — usually white, Western heterosexual men - eventually left

people torn between what the ‘experts’ said and what they ‘knew’ intuitively. By adopting a
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postmodern way of questioning in this research, it liberated the teachers from what the ‘experts’
said about God and gave the teachers the opportunity to express their own understanding and

experience of God (see also 5.6.4.1.2).

From a modernist perspective those practices that created ‘the Other’- such as racism, sexism,
oppression and marginalization - flowed out of how we rationalized our understanding of the
world. But by adopting a postmodern view in this research, however, it provided a vehicle
whereby to question and reject many of the fundamental assumptions of modernity that were
contributing to the teachers’ struggles. Take for example, the impact which patriarchy has on the
education system. My research revealed how the older female teachers seem to struggle more,
and are frequently overlooked for senior positions in teaching, whereas men are favored (see also
5.6.1.3.3 i, ii). Crouch’s research (2001:5-6) revealed that the reason for men’s preferential
treatment is that women ‘are not seen as fit’ or competent enough to be in senior positions.
Exploring patriarchy with the teachers — and its effects on their daily lives - opened the way for a
much wider exploration of the discourses surrounding gender and, within the gender discourse,
themes such as menopause, illness and being heard (see the full analysis of the data in Chapter
5).

Another new possibility opened up by the shift from a modernist to a postmodern paradigm
concerns the way knowledge and language are viewed. A Postmodern discourse regards
knowledge and language mostly as relational and generative, in sharp contrast with the modernist
Western tradition of individualism in which the individual is seen as an autonomous knower who
can pass knowledge to others and who can create or discover knowledge which is mainly
observer-independent. The knower thus separates himself/herself from which he/she observes,
describes and explains. As knowledge and language forms such an integral part of teaching, |

explored this theme intensively in this research (see also 5.6.1.3.1).
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3.1.1 Knowledge

From a Postmodern perspective, knowledge is socially constructed. This means that knowledge
and the knower are independent. Since Postmodernism also advocates that all knowledge’ and
knowing are embedded in history, culture, context, experience, language and understanding, this

perspective promotes a critical reflection of all truths, including Postmodernism.

Similarly, a Postmodern perspective favors local knowledge or knowledge developed within a
community of people. Such knowledge is seen as participatory knowledge or relational
knowledge which opposes objectivity or observer-independent knowledge so characteristic of a

modernist stance. Research participants feel relevant and useful, rather than objects of research.

Traditional modernist research emphasizes the outsider (researcher) studying and observing the
subject. Patterns and similarities are searched for, from which theoretical knowledge is created to
describe or know a person or communities. Categorizing and predicting are used to support and
explain actions. A Postmodern approach questions this approach to knowledge and research. By
adopting a Postmodern approach, I was able to utilize insider inquiry. My focus was on learning
about the teachers’ experiences and the uniqueness of their experience rather than on identifying
patterns and similarities. Moreover, since a Postmodern approach advocates that we can only
know the world through our own experiences - we cannot have absolute knowledge of it -
differences in teachers’ interpretations were valued. It is through our (different) interpretations
that we create knowledge, which is no longer seen as a fixed entity, but as continually evolving,
changing and shifting. The fluid nature of knowledge means there is also no finality to our
understandings, meanings and realities. Thus knowledge is communal rather than being a passive

process or an individual activity (Anderson 2007:6).

A Postmodern approach regards all knowledge as contextual ‘as it is set in some context [and]
rooted in some life experience or issue (Astley 2003:3). The research participants, all teachers in
the context of Beaumont Primary School teachers, were actively involved in the process of

creating knowledge. They influenced the knowledges that are documented in this research

7 Knowledge: When I use the term knowledge, I refer to social knowledge and meaning. I do not refer to scientific facts,
but to the meaning we attribute to facts.
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project as they constructed the ‘readily available possibilities of what they knew and how they

knew it (Roux et al 2003a:46).

O’Brien (2001:292) argues that Practical Theology is by implication contextualized because it
draws on the experience of ordinary believers (or teachers in this research) in their particular
culture and historical situation. By encouraging the teachers (as believers) to engage in ongoing
reflection and to contextualize this within the various communities in which they live, Practical
Theology can empower teachers to rethink universal assumptions about teachers and open up

new ways for them to approach their struggles.

3.1.2 Language

The philosopher Richard Rorty (1979:5-14) disagrees with Anderson’s (2007:8) claim that
‘Language is an outward description of an internal process... [it] represents or mirrors Truths’
when he insists that language does not mirror the truth. Wittgenstein (1953:7) argues that
language is not an outward description of an internal process and does not accurately describe
what actually happened. He proposes instead that language allows us to describe and attribute
meaning to what happens to us in this world. The language is thus useful and valuable people use
it to describe events and thoughts. As the meaning of a word can be found in the process of
understanding and searching, the process and the search in itself creates meaning. The process
and search thus become the vehicle by which we try to understand and create meaning, and
through which we form knowledge and understanding about ourselves, and the world. Language

can therefore shape and limit our expressions and thoughts.

I concur with Gergen’s (2001:803-813) statement that ‘whatever exists simply exists irrespective
of linguistic practices.” The focus should thus be on the meaning of such existence and the
consequent actions this existence informs when explained, described and interpreted. Or,
following Anderson (2007:10): ‘We are always struggling with each other to understand the
words we use, their meaning. We are always foreigners trying to learn the native’s local

language.’
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3.1.3 Transformation

The process of transformation is different from that of ‘change’ which, in the psychotherapy
field, often means a linear process. In other words, a person changes another person by changing
from one thing to another. But in the view of knowledge and language discussed above, change
as a linear process is not possible: each person uniquely interprets and responds to information.
Bateson (1975:78) suggests that change is an epistemological error and that instructive
interaction is impossible. Observer and information cannot influence systems in a predetermined

way.

I prefer to use the word ‘transformation’ or ‘transforming’ instead of ‘change’ because
‘transformation’ reminds us of the fluid nature of language: we are never at a standstill. Our
bodies, and the meanings we make in and through our bodies, are always in motion from the day
we are born to the day we die. A sense of continuity still exists, in that we do not necessarily
change from one person to another, but exist as different identities going forward. We therefore
remain who we have been and still are, while at the same time we are becoming (Anderson

2007:11).

Transformation is also relational: it is something people do with each other. It nurtures the hope
that human beings are resilient, that every person has potential and can contribute to their lives
and relationships. Transformation implies that the researcher is also not only a causal agent of
transformation, because in any research study, or the engagement in people’s lives, the
researcher has a place or take a position in the research. According to Gadamer, the researcher
cannot be ‘objective’, the researcher ‘participates in the very production of meaning via

participation in the circle of readings or interpretations’ (Schwardt 1994:120).

This means that the researcher is also transformed through the research process: with every new
experience, interpretation and knowledge the researcher is herself newly constructed. By being
involved in witnessing and recording the research data, the researcher’s life is hopefully
transformed. Reinharz (1992:127), a feminist researcher, suggests that the researcher’s
involvement in women’s lives can lead to a closer awareness of some of the questions and
answers the researcher may have in her own life. Heshusius’ (1994:1) notion of the researcher’s

‘participatory consciousness’ seems to support Reinharz:
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...[w]hen one forgets self and becomes embedded in what one wants to understand, there
is an affirmative quality of kinship that no longer allows for privileged status. It renders
the act of knowing an ethical act. The other you are studying is no longer someone you
can bombard with questions, but someone who can let you near.

In this research project, I collaborated with the teachers of Beaumont Primary School, and in
particular, female teachers who often felt isolated and voiceless. I let them guide me about what
they wanted to speak about and the ways in which they wanted me to speak and act, and not what
I thought they wanted me to say. By letting them guide me in knowing what it was that they
needed, I could see transformation and liberation gradually take place in their lives and in my
own. | believe that we were ‘doing transformation” and working for some kind of justice,

especially for the women involved in this research.
Welch (1990:70) supports this position:

...working for justice...is not ‘something optional, something of a hobby or short-term
project, a mere tying up of loose ends...[and] is not incidental to one’s life but is an
essential aspect of affirming the delight and wonder of being alive.

3.2 Social Construction

As with the Postmodern discourse, a Social Constructionist approach adopts a skeptical
orientation regarding established ‘truths’ and the power or authority that these ‘truths’ award. It
also challenges the modernist position (see 3.2) and provides us with a broader base of
‘liberating’ ideas for understanding the world. Gergen (2001:2) describes the Social Construction
discourse as ‘a page from the postmodern text.” He offers a few key assumptions that reflect the

production of knowledge from a Social Constructionist perspective.

1. The need for radical doubt (Gergen 1985:266): We need to challenge what we know to be

knowledge of the world - our ‘taken-for-granted’ assumptions - with a radical doubt:

Social Construction inquiry is principally concerned with explaining the Process by
which people come to describe, explain, and otherwise account for the world (including
themselves) in which they live.... From the Constructionist position the process of
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understanding is not automatically driven by the forces of nature, but is the result of an
active, cooperative enterprise of persons in relationship.

(Gergen 2003:15)

2. Knowledge is relational: ‘what we take to [be] knowledge of the world and self finds its
origin in communal interchange’ (Gergen & Gergen 2003b:2). Social Construction
dialogue therefore ‘increasingly invite[s] an appreciation of relationships as central to
knowledge of human well-being.’

3. Knowledge is collaborative: our knowledge of the world, our versions and shared
versions of knowledge, are the ‘result of an active, cooperative enterprise of persons in

relationship, largely through language’ (Gergen 1985:268).

Knowledge is therefore seen ‘not as something that a person has (or does not have), but as
something that people do together’ (Burr 1995:8). Anderson and Goolishian (1988:378) support
this understanding of knowledge: ‘communication and discourse define social organization and
that reality is a product of changing dialogue.” This implies that language plays an important role

in Social Construction discourse as was discussed in 3.2.2.

4. Knowledge can create new possibilities: Knowledge that is socially constructed between
people in relationships, can influence corresponding human actions and ‘alter
descriptions and explanation [and] thus threaten certain actions and invite others’

(Gergen 1985:268).

Within the Social Construction paradigm, we are ‘challenged to be creative, to initiate new ways
of producing knowledge that are tied to our particular values and ideas (Gergen & Gergen
2003¢:60). In this research study, I see the narratives that are presented by the research
participants as a creative way of producing knowledge from experience and participation. The
research journey sought out ways to give voice to the teachers of Beaumont Primary School

through their narratives and honored their contributions as knowledge worth listening to.
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5. Knowledge is contextual: Our ways of interpreting and knowing ‘may be suggested,
fastened upon, and abandoned as social relationships unfolding over time’ (Gergen

1985:268).

Our relationships are thus relative to where we are placed in the world, historically and
culturally. Social Constructionism has no problem with ‘locally claimed realities; these may be

anticipated and honored’ (Gergen & Gergen 20031:228).

These key assumptions helped inform the way I approached my research. The process of
attaining knowledge from the participants in this research project was deeply embedded in their
context — their experience as teachers at Beaumont Primary School, Somerset West. It was a
collaborative, relational construction of knowledge, which questioned the taken-for-granted
discourses (radical doubt) and opened up new possibilities and perspectives in that particular
group of teachers. The local claimed realities of the research participants was honored by giving
them a chance to ‘speak’ as theologians in the academic discourse. Within Social Construction

discourse their voices and knowledges no longer

...represent[s] the world as it is, but is now taken as referring to interpretations, resulting
in realities that are socially constructed by people in specific contexts’

(Kotzé 2002:9)

The subsequent chapters of this research journey are recorded as ‘readings; they are not accurate
probings but proactive ways of interpreting our ways of life’ (Gergen & Gergen 2003e:194). The
reader will not find ‘maps or pictures of the way things are, but lenses of understanding.” In this
way, the narratives of the research participants invite ‘collective dialogue from which new

futures can be created’ (Gergen & Gergen 2003e:194).

It is my hope that this research will spark such new dialogues in its contribution to the South
African theological and educational society in general. My hope is that the construction of
knowledge by this current group of teachers, will also invite the construction of knowledges by

all the groups of teachers who have gone before them as well as by all the current teachers in
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South Africa. This can provide an understanding that, over time, can invite and include every
teacher in South Africa as participants collectively to make new meaning and create a new future

through conversations.
3.2.1 Discoursed living

Discourses are networks of ‘taken-for-granted’ knowledges or understandings of the world
(White1995:215). Discourses are developed over time for the purpose of control. Discourses
become ‘truths’ that are reproduced in perpetuity to govern people’s lives. They often go
unchallenged — they are ‘taken-for-granted’- and become a means through which people are
included through certain norms, and excluded or ‘othered’ by ways of knowing, suppression or
marginalization. Discourses can continue to function and have an influence in people’s lives long

after their historical purpose is done (White 2000:35, 36).

The following section offers a selective interpretation of discoursed living by the philosophers
Michael Foucault and Jacques Derrida as well as by some Feminist thinkers, including Welch,

Graham and Ackermann.
3.2.1.1 Michael Foucault challenges the ‘truths’ we live by

Foucault’s historical genealogies (1980:83) of the conjunction of power and knowledge, probed
an almost forbidden subject at the time: social inquiry into a particular human ailment or
affliction (Graham 1996:21). According to Foucault, illness, mental illness, crime and sexual
disorder appear to have been developed out of a desire to ‘cure.” He traced the history of the “art
of government of persons’ back to the seventeenth century, and especially to the practice of
confession in the medieval Church. This led him to argue that in times of social upheaval, the
ruling class will develop some interest in a particular human condition in order to contain and
control it (Foucault 1979, 1980). As people tended to shape their lives according to the dominant

way of being and taken-for-granted practices, they could be controlled socially.
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3.2.1.1.1 Local Politics

Tracing the historical evolution of ‘universal truth’ led Foucault to investigate discourses, or
what he called ‘the technologies of truth.” Foucault argues that these ‘current truths’ are
subjugating of people; they create ‘docile bodies’ in support of governance and economics and
‘norm’-alise behaviours. 