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In this paper | reflect on my changing roles as a mathematics educator, that is, as a teacher educator and
as a classroom teacher in a secondary school. This is a personal account of the challenge of translating
my beliefs about mathematics teaching and learning into everyday classroom practice. The presentation |
use is based on the work of Rowlanthe account is presented in the form of personal reflections on a
story written about playing the two different roles of teacher educator and classroom teacher. | use the
process of writing to try to make sense of my experiences and to explore the use of story as a research
methodology. Although the story is intensely personal, there are identifiable themes that run through the

narrative, which | suggest may resonate with the experience of other mathematics educators.

Introduction

This paper is a reflection on a story. The story
about two consecutive periods in my career
mathematics educatior working as a teache
educator for a non-governmental organisati
followed by classroom teaching in a second
school. The reflection is on my experience
change in moving from working with teachers
working as a teacher. This paper is, in fact, a s
about a story for as Rowland (1997: 19) argy
“Reflecting is a way of storying”. In this paper tf
reflections themselves constitute a story about
attempts to make sense of my experience.

Background

| spent the first four years of my career
mathematics education teaching in a secong
school. | was then given a three-year secondn
to work as a project worker for a no
governmental organisation, MathsLearnThe
general aim of the project was to impro
mathematics education through the developmern
learner and teacher materials, teacher educd
and research. As a project worker, | was expe(
to be involved in all three components of t
project.

The work at MathsLearn was informed by wh
came to be called the “MathsLearn philosophy
teaching and learning”, the features of which are
follows: a socio-constructivist view of mathg
matics and the learning of mathematics; resea
based materials development; learner-centredn

! The name of the organisation has been changed.
2 “Learner-centred” in the MathsLearn sense means that the

the promotion of both equity and excellence; and
ihe belief that all learners can learn mathematics.
iNational and international mathematics educators
r gave input into the development process and the
byork was trialed in selected project schools.
ary The MathsLearn project ended after three years
oind | returned to full-time classroom teaching,
tovorking with grade 10, 11 and 12 learners in a
osgcondary school. This school has an excellent
erecord of academic achievement in the national
neexaminations and is well known for its efforts to
myork with learners from varying educational
backgrounds.
During my fourth year at this school, |

presented a workshop at the Association for
ifMathematics Education of South Africa (AMESA)
laNational Congress. In this workshop | shared ideas
nepn the project work that my learners had been
h-doing. A workshop participant posed the question,
“I am interested in your move from being a teacher
veeducator to a practising teacher at school level.
tbBve you been able to apply what you were
itiaelvising teachers to do?” *“No, not at all,” |
ctenltially replied. However, as | tried to explain my
héhoughts to the audience my answer changed. |
ended my response: “Yes, everything | have done
ain the past four years has been influenced by my
afxperience at MathsLearn.”
» as This short exchange during the workshop, and
b-my subsequent unease about my very different
ralesponses to the question, provided the spark for
bgge to reflect on my experiences since leaving
MathsLearn four years earlier.

existing knowledge of learners, and responds to their different
learning needs.

teaching and learning process recognises and builds on the
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Motivation

My reasons for writing this paper are threefo
Firstly, | feel that my experience of returning

classroom teaching after working in the field

teacher education is a rather unique one. The t
in the movement of educators appears to be in
opposite direction, from teacher to teach
educator. | feel that my reflections may shed sd
light on the complex relationship between teac
educator and classroom teacher.

Secondly, in writing this paper | have had
opportunity to explore the idea of writing a story
a method of research, as suggested by Row
(1997). Lancy (1993: 169) notes that there is li
tradition of personal accounts in educatio
research, but comments:

In general | see this area growing in

importance as we find that humans use

story or narrative to organise their
understanding and memory of events. |
also see that our best access to teachers
and students’ understandings of the
meaning of classroom experience may be
through life narratives, rather than through
structured classroom observations and
interviews.

The view that meaning can be created throug

narrative is based on a constructivist view |ofg

knowledge. Crotty (1998: 58) describes “constr
tivism” as “the meaning-making activity of th
human brain”. So, thirdly, from the constructivi

this particular structure does not represent a
conclusion in my reflections, but only one moment
din the sense-making process. For me, the process
toof “storying” continues beyond the publication of
ofhis paper.
rend
thée story
ierMy career choices as a reflection of my values
Me& During the third year of MathsLearn the
her| staff members are actively seeking work
for the following year. | inform them of
my intention to return to classroo
teaching. A colleague asks, “So why go
Hback to classroom teaching? Why not
continue working as a teacher educator
and use all that you have learnt in the
past three years?”
The decision to return to classroom teaching in a
secondary school was not taken lightly. My work
as a MathsLearn project worker was interesting,
challenging and exciting. | visited schools every
week, working with teachers in their classrooms on
implementing the MathsLearn approach to
teaching and learning and trialing the MathsLearn
materials. | had the luxury of being able to view
the school system as an outsider and to reflect on
the work of a classroom teacher. | was frequently
hr@minded of the daily stresses of being a full-time
acher in a secondary school. Why, then, did |
HGecide to return to this system?
€ The decision to return to teaching was a
Shurposeful one on my part, and was certainly not a

an
as
an
tle
nal

perspective, the writing of this story could help Mé;st resort when | could not find other work.

to make sense of my experiences of change.

The structure of the paper

The structure of this paper is based on Rowlar
notion of reflections on a story (1997). The stq
about my experiences as a teacher educator af
a classroom teacher is written in the boxed sect
of text. This narrative takes the form
descriptions of events and interactions | remem
from a seven-year period. It also contains extrd
from my writing as well as writing by my
MathsLearn colleagues. These extracts have |
selected to illustrate my thinking while playing t
two roles, teacher educator and classroom teaq
My reflections on this story are given in plain te
in between the boxed text.

Firstly, | definitely missed the challenge of
teaching mathematics to teenagers, the daily
interaction with these learners and the opportunity
dis get to know them as individuals. Secondly, there
'Were times during my work as a teacher educator
M4t | felt ill-equipped to advise the well-qualified
OBAd resourceful teachers with whom | was
Dfworking. Who was | to advise teachers what to do,
b@hen | only had four years’ teaching experience? |
AGISIt that, if | was to have credibility as a teacher
educator in the long-term, | needed to gain more
PEQBSsSsroom experience.
'€ Does this mean that | was not convinced of the
heFacticality of the MathsLearn philosophy | had
Kthbeen advocating? | think not. | had seen the
MathsLearn approach work in classrooms that

In presenting this paper for publication | havgyere certainly more difficult than the situations |

chosen to structure the narrative according
certain themes that emerged during the writ
process. These themes, both personal and py

Ras likely to encounter in my new classroom. |
N@anted to try out what | had been working on for

relate to wider issues in mathematics educatio
should be noted that the decision to make us
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than to “test” the MathsLearn philosophy pf | language groups, etc. in addressing the
teaching and learning. issue of “equity” in education, Maths-
Thirdly, on being offered a secondment |to | Learn has developed particular views pn

MathsLearn | was made aware that, as a practising the notions of “equity” and “diversity”
teacher with only four years of experience, | was| and an  accompanying teaching
privileged to be given the opportunity to be part|of | approach. This philosophy is based lon
this project. Throughout my three-year period|of | the expectations we have of learners’
employment | was conscious of my position in this | abilities to do mathematics and is aimed
regard, as well as my duty to continue to makge g at ensuring that all learners are success-
contribution to mathematics education when the| ful in mathematics for longer than has
project ended. By returning to teaching, | was| been the case in the padExtract from a
taking what | had learnt back to the classroom and paper written by MathsLearn staff)

to other mathematics educators. The term “equity” is used in a variety of ways in

My colleague at MathsLearn continugs education, for example “equity as access”, “equity
the challenge: “Well then, why not apply

as multiculturalism” or “equity as support”. There
to work at a previously disadvantaged is clearly a need to pay attention to these
school? Why go to a private school?”

perspectives on equity in the context of South

Prior to my secondment to MathsLearn | wa#éfrican schooling, for example through the
employed at a secondary school. My job requirgerovision of financial resources, infrastructure,
that | not only teach mathematics, but that | glsappropriate curricula and support. Yet the context
get involved in extra-mural activities. While |Iis & complex one. My experience of working with
enjoyed these additional duties and could clearigachers at some of the MathsLearn project schools
see the value of this work, | gradually becamguggested that these so-called “previously
frustrated by the time it was taking up. | felt that flisadvantaged” schools were staffed by the most
did not have enough time to become the typg &dlented and dedicated mathematics teachers | had
mathematicsteacher | really wanted to be. Myyet encountered, and they performed their work
experiences while working at MathsLearn hadnder difficult circumstances. Working with these
confirmed to me that | had made a good choice tg#achers forced me to interroggte my assumptions
career. Now | wanted to find the environment|i@round the notions of “disadvantage” and
which | could do my work as a mathematicsadvantage” in relation to schooling, as well as my
teacher to the best of my ability. My newideas on the role of teacher education in achieving
appointment would provide the opportunity for mequity in different schools. o
to focus on my teaching (without the pressure to The MathsLearn philosophy of equity is a broad
get involved in extra-mural activities). Further, theotion that extends to all learners in all schools,
opportunity to work with small classes of learngrhether  classified as  “advantaged” or
of varying mathematical ability would enable médisadvantaged”. The school at which | accepted a
to implement the MathsLearn ideas | so stronghkgaching post after the closure of MathsLearn
believed in. offered me an opportunity to work with learners

The choices | made about my career beyorftbm a variety of academic backgrounds. Some of
MathsLearn were based on my values as| &he learners were high achievers in mathematics,
individual and as an educator: | value teenagerswhile others simply wanted a second chance at
value classroom experience; | value findi @assing the subject. It was this feature of the school
personal fulfilment in my work; | want to be [athat was the deciding factor in taking the job as
good mathematics teacher; and | want to makehgad of mathematics. In line with the MathsLearn
contribution to mathematics education in th@hilosophy of equity, here was my opportunity to
country. By returning to teaching | was attemptingelp alllearners take mathematics for longer.
to live in the direction of my values (McNiff,  Did it matter that not all the learners at the
2002: 13). school were from so-called “previously
disadvantaged” backgrounds? Working with
learners drawn from a variety of schools and

Perspectives on equity

While acknowledging the importance |of
the distribution of financial resourcegs
and the provision of a curriculum that
caters for different genders, culturgs,

backgrounds, | was constantly reminded of the
common difficulties _all my learners had when

learning mathematics. Of course some of the
learners had to overcome great hurdles, for
example, of learning mathematics in a second
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language, but many of the learners had a g
understanding of mathematical concepts such

fractions and functions. In my new job at the | help him. He scrapes through the final

school it soon became very clear to me that tH
was a great deal to be done to helpttadl learners
achieve their potential, no matter what th
background.

Furthermore, a number of the learners W
enrolled at the school had been told by th

oof When he _doesattend class he is
as aggressive and he repels my efforts| to

=

ere exam, with the help of a private tutg
During his grade 12 year, John’s high
r | level of absenteeism continues. He shows
little interest in his studies and he falls
ho| mathematics on the Standard Grade.

eWhen John passed mathematics in grade 10 |

a)
-

previous schools that they were either not capadensed that he might turn out to be one of the

of doing mathematics, or were not capable
doing the subject on the Higher Grade. Th
learners, many of whom were from “previoug
advantaged” schools were being filtered out
mathematics. While many of these assessm
were clearly correct, some | believe were 1

accurate. During my time at the school | withess$

@chool's many success stories. Within two years
ERBis “success story” had failed the subject. | began
Mo ask myself, “Can _all children learn
ghathematics?”

ENtS|n my first year at the school | have|a
'Ot| Jarge class of grade 11 students of mixed

and additional support, proved that they did h
the potential to succeed. This did not mean
they passed grade 12 mathematics with distinct]
but the fact that they had persevered and passe
subject was a great personal achievement for ¢
one. And a most exciting and rewarding victory
witness.

Our view of “equity” is that all learner

can learn _provided they are given
appropriate instruction and time(Ex-

tract from a paper written by MathsLearn
staff)

a number of learners who, given another ch?ce background. They are typical teenagers —

John enters grade 10 at the school,
having skipped grade 9. He is determined
to take mathematics, and we decide| to
give him a chance. Very soon | notice
large  gaps in his mathematical
knowledge. For example, John cannot
add and subtract integers mentally. When
he tries these calculations on his
calculator, he usually gets the wrong
answer. After some questioning | notice
that he cannot order integers on a number
line. Following discussions with the
school principal, | decide to work at|a
slightly slower pace with John. This leads
to giving him different assessments to the
rest of the class. None of the other
learners seem to take much notice of this.
John works hard during the year, and at
the end of grade 10 he passes the spme
exam written by all grade 10 learners.
John continues with mathematics |in
grade 11, but by the middle of the year
his absenteeism from the school is high.

sed mathematical ability and mathematigal

V€ boisterous and keen to test the tolerance
hat |evel of their new mathematics teachr.
O} Jason stands out as a particularly diffiqult
d themember of this class. He seems intent on
PaCNdisplaying an aggressive attitude towards
10| both his teacher and his classmates.
Noticing the negative attitude of many of
the learners in this class to the subjeat, |
try to vary the tasks, often dipping info
the wealth of resources | have brought
with me from MathsLearn. On this
particular day the learners are working |on
an investigation in algebra.
Predictably, Jason refuses to work with a
partner as instructed and grudgingly
begins the task. Gradually he makes
progress and | am astounded by the
mathematical skills | see being used
before me: He is asking himself
questions, investigating different poss|b-
ilities and communicating his ideas with
ease. | decide that this is one of the most
exciting things | have seen in my
classroom.
A year later, with a few months to go fo
the final grade 12 exam, Jason drops
mathematics and takes another subject.
“Can all children learn mathematics?” Yes, | still
firmly believe that this is so. In line with the
MathsLearn philosophy of equity, John and Jason
were given time and support, yet they did not
succeed. My explanation is that there are other
issues at play here. We cannot teach learners
mathematics in a vacuum, removed from the
everyday pressures of being a teenager. In both
John and Jason’s cases it appears that there were

(@)
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that prevented them from achieving their poten
in mathematics.

Using assessment to inform teaching and
learning

. assessment can be and should he a
communication process between the
teacher and the learners, a process that
supports teaching and learning. It is|a
tool that fosters equity by providing the
teacher with the necessary analysis of the
learner's needs. The needs, if not
fulfilled, will in the long run filter them
out of mathematics. If we want to give
learners a fair chance to succeed [in
mathematics in the long run, and not only
in the short term, we have to find ways to
support them in the construction of some
key mathematical notior{Extract from a
paper written by MathsLearn staff)

timkspond to their needs. Although some of my
learners entered the school in grade 10, a large
proportion only joined the school in their grade 11
or 12 year. | continue to ask myself, “Given the
need to prepare learners for the current matric
exam, is it realistic and even possible to fill the
gaps in learners’ conceptual understanding in a
short time?”

Sam had completed twelve years |of

schooling and had passed Standard Grade
mathematics in grade 12. She enrollg§ at

the school to repeat her grade 12 year in

the hope of improving on her

performance. One of her aims is to pass

mathematics on the Higher Grade. She is

a remarkably determined and diliggnt

learner. We meet once a week after

school hours to work on the subjeft.

During one of these sessions | notice that

she has no concept of a number line and

Using diagnostic assessment | was able to identify cannot order numbers on a number ling.

gaps in John’s understanding of number. | had
support of the school principal to use differg
assessments with different learners. Diagno
assessment and the use of assessment to in
teaching are integral to the MathsLeg
philosophy, but there were many times in my fg
years in the classroom that | asked myself, “Is
approach learner-centred in the MathsLearn se
Am | really working from what the learner
know?” | often felt that | was not spending enou
time doing diagnostic assessments and profile
learners’ understandings to help me plan

teaching. There just seemed to be no time. | ha
possible explanation for my feeling ¢
dissatisfaction with my performance. Thinkir
back | was, in fact, using diagnostic assessm
whether this was in the form of specific diagnos
tests at the beginning of a section, informatio
gathered from formative assessments, or from

observations of the learners and my interaction| coming closer and closer. | lie awake|at

with them. Perhaps trying to assess my learn
understanding had become so much part of
daily teaching that | was unaware of actually do
it. Perhaps the fact that | kept questioning

practice and feeling dissatisfied with n
performance, means that | was constantly awar
the need to be learner-centred.

“Covering” the curriculum

tiigarter and Richards (1999: 73) refer to “the
nuniversal issue/dilemma of time” and “the
stieachers’ belief that if they do not spend enough
famme “covering” the “curriculum” they will be
rmdamaging their students.” “Covering” the
ucurriculum certainly seems a safe route for the
migacher: if she can place a “tick” in the correct
nsgface next to each mathematics topic in the work
sscheme, then it appears that she has done her work
glland hence not “damaged” the learners). But |
5 wbuld argue that if teachers focus on completing
mihe syllabus at the expense of conceptual
vaiaderstanding they may, in fact, be “damaging”
pftheir learners. Sam had studied school mathematics
gor twelve years, yet she had no concept of the
emymber line. She had passed Standard Grade
timathematics in grade 12, but what does this result
n day about her understanding of the subject?

My The final grade 12 examinations gre

ers| night, “Will | finish the syllabus? Will |
my finish the syllabus? Will | finish the
Ng| syllabus?” runs through my mind, over
My | and over.
IYAlthough | had strong feelings about teaching for
el§’rf1derstanding, I was working within a system at
the school that required me to complete the grade
12 syllabus each year, and to make a very good job
of it, too. Fortunately | was given a certain amount

14

There is another possible reason for Myt flexibility in grades 10 and 11 to work on

dissatisfaction with my ability to implement th

€learners’ grounding in mathematics. But each year,

MathsLearn philosophy. Although I think | had @n \as faced with new learners who only entered the

understanding of the needs of my learners, | 0
felt powerless under the time-constraints

@hool in grade 12, many of whom had large gaps
to
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in their mathematical understanding. WHh
happened to my dreams of implementing
MathsLearn approach to teaching and learning?

Despite my attempts to be learner-centred in
MathsLearn sense, there were times that | resg
to “chalk-and-talk” in grade 12. | am not proud
this, but the only redeeming feature | can find
this experience is that this approach W
accompanied by a constant sense of unease 4
what | was doing. | could never accept tf
approach as “The way mathematics teaching
This was definitely not the type of mathemat
teacher | wished to be.

Innovation in the classroom
Looking back | realise that | adopted certd
strategies to cope with my frustration at having
“cover the syllabus” and at the same time keep
MathsLearn vision alive. For example, | worked
a slightly slower pace than some of my colleagu
as | tried to build in some remediation of t
problems | diagnosed along the way. So afte
test, | did not proceed on to the next toj
immediately, but dedicated a small amount of ti
to trying to work with learners on their difficulties
This was usually followed by a re-assessment. 1
meant that | did not have three weeks for revig

before exams, as many of my colleagues had,| ku§

my explanation to them (and to my learners w
expected this revision time), was that | had bg
revising all along. My experience at MathsLea
had given me reservations about teaching a t
relatively quickly without remediating along th
way. To me this was creating a need for leng
revision before examinations. | was concerned t
by working too fast, | would be losing son
learners along the way. | also had a sense
some learners tended to rely on revision as pa
the teaching process: “Why learn it now if the
will be another chance later?”

When | planned my teaching of a new topid
tried wherever possible to revisit a topic stud
earlier. So when teaching quadratic inequalitie
built in opportunities to revisit the theory ¢
quadratics and solving quadratic and cu
equations. In my view, my
constantly being required to revisit their earl
learning. Some learners did find this approa
challenging. To them it was “not how maths
taught”. However, my experience of working wi
teachers and their classes at MathsLearn had t3
me that an innovation will only succeed if o
perseveres. So rather than giving up on
approach, | tried to address their concerns
continued to work on the innovation.

thy

learners we ei\/l

at
he

When working under pressure
complete the rather overloaded grade
curriculum, | struggle to find time to he
learners make the links between differ
Htopics they are studying. This skill
integrating knowledge across topics
one that | would like my Higher Grag
learners to develop, not only because
Utill assist them in their final grade 1
examinations, but also because it will
of great benefit in their further studies.
order to tackle this problem | hay
developed a project that challeng
learners to reflect on all the mathemati
they have studied in their 12-year sch
careers. This project-work is on
component of learners’ CASS portfolig
(Extract from “Looking for links in
mathematical topics: Project work f
es, grade 127, a workshop presented at
e | AMESA Congress, 2003)

' Phe project on links in mathematics became one of
Pléhe highlights of my grade 12 teaching each year
M@t was, in fact, an idea | got from a teacher at a
P-MathsLearn project school). It gave me an
hb?)portunity to digress from the daily routine of
I0i¢overing” the curriculum and to give learners a
ance to apply their learning in different ways. It
h@as also an opportunity to do some action research
F&T my own, as | used my experiences of using the
I"broject to adapt the material each year.

bpic
e

the
rte
of
n
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to
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1

DI
the

Promoting a community of mathematics
educators

In general MathsLearn staff  have
noticed a change in the focus of all $ix
teachers at the school. Discussigns
during window sessiofisnow involve
teachers’ descriptions of th
mathematical strategies used by th
learners rather than discussion
-~ | administrative details.(Extract from a
5, | paper written by MathsLearn staff)
)bfiWhen | began my new teaching post at the school |
rﬁad visions of sharing what | had learnt at
athsLearn with my new colleagues. | thought |
W ould continue with my work as a teacher
i ducator. Not only did | firmly believe in the
athsLearn philosophy, but | had also come from

tha very stimulating environment in which | was able

ught
ne
tweA “window session” is the term used by MathsLearn staff for a

ARcheduled period during the school day in which all mathematics
teachers are freed from their teaching duties to meet as a group to

hat
e
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e
| eir
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ed
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to talk about our work with the project schg
teachers and my fellow project workers. For th
years | had been challenged to reflect on wh
was doing. | certainly hoped that this woy
continue.
| am watching Sue at work on
mathematics problem. | notice that s
makes an error when she manipulate
fraction. | am fascinated by the thinkir
behind her approach, which emerges ;
try to assist her. At the end of the less
my first thought is, “I must share th
experience with my colleagues”. 1 jo
the other teachers in the staff room
lunchtime. | listen to the conversatio
but somehow | don't find an opportuni
to share this classroom event.
As head of mathematics at the school | organi
for all the mathematics teachers to meet ong
week or once a fortnight. | hoped that we would
able to talk about what was going on in g
classrooms. To encourage teachers to focus of
mathematichappening in their classrooms, | trig
giving them some preparation for each meeting,
example, something specific to look out for in th
classes. But the meetings seldom developed
intended. They either became discussions
administrative issues or never took place at all.
Can | explain this? Firstly, it seems th
teaching has become a matter of “survival’
many teachers. Focusing on strategies used
learners in the classroom is often not the f

a
he
s a
e}
as |
on
S

n
at
n

Ly

oklassrooms. One of the teachers subsequently co-

regresented an AMESA workshop on our use of the

atprojects. However, in general | have a sense of

Idnaking little progress in conveying the
MathsLearn philosophy to my colleagues. Most of
my opportunities to talk about the work of
MathsLearn were in one-to-one discussions with a
few of my colleagues when we discussed our
classroom practice. Perhaps | planted a spark in the
minds of these colleagues. However, | have no way
of measuring the impact of my ideas on these
teachers.

There were many occasions during my time at
the school when | missed what might be called the
“MathsLearn community”, that is, the opportunity
to talk about and reflect on issues in education and
in mathematics education in particular. But my

sdigvolvement in AMESA helped me to cope with
ethlys frustration. When MathsLearn closed | was
pdetermined to continue my involvement in
uAMESA. | think | saw this involvement as a way
 ffe giving something back to mathematics
hgeducation after having benefited so much from my
fépree years at MathsLearn. But on reflection |
hifealise that it was not just me giving something
a9ack, but me getting something from AMESA. For
here was a community in which the MathsLearn
ethos could be kept alive.

at
opome remarks as the “storying” continues

by Kate, do you know what your problem is?
rst| You do not reflect on what you do.

priority. Ironically, my experiences at MathsLe
meant that focusing on the mathematisng on

rm | (Extract from a discussion at Mathis-
Learn)

in my classroom was probably the most excitinyly three years as a project worker at MathsLearn
part of my work. This became my way ofwere a challenge, both professionally and
“surviving” the other pressures that went with myersonally. When | began working at MathsLearn |
role as a secondary school teacher. | so desperptelys thrown completely out of my comfort zone,

wanted to share what | observed with
colleagues.

ynd in that three-year period | never seemed to
regain it. One challenge just led to another and |

Secondly, many of my colleagues at the schowlas on a constant learning curve. And what did |

were highly experienced and good teachers.

vielarn? | believe that, most importantly, my

the years they had refined their methods, and th&jathsLearn experience taught me to reflect on

saw no need to change their teaching prac
Interestingly, as the implementation of the n
curriculum in grades 10 to 12 approached, som
my colleagues became more interested in

experiences at MathsLearn. It was only after th
years at the school that | had an opportunity
workshop these ideas with the staff.

How much influence did | have on the schog
teachers in the four-year period? The use of
grade 12 project described earlier provided
exciting opportunity for mentoring of m
colleagues who wused this project in th

icayself and on my work. This “story about a story”
bvs an illustration of how | have learned to reflect on
b wly experiences and my values.
my Does this “story about a story” have any value?
re@an “storying” be regarded as research? From the
tonstructivist perspective, the process of writing
has certainly helped me to organise my
I'sinderstanding of my experiences as a teacher
tleelucator and classroom teacher. For if | was once
aagain asked the question “I am interested in your
y move from being a teacher educator to a practising
piteacher at school level. Have you been able to
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apply what you were advising teachers to do?
would definitely reply “Yes, everything | hav
done in the past four years has been influence
my experience at MathsLearn”.

But this is just_onestory about_onestory. In
writing the story about my experiences over
seven-year period, | have used either my m
vivid memories or what | regarded as important
the time of writing. In preparing this paper f
publication | have used themes to organise

"Bennie, K., Olivier, A. & Linchevski, L. (1999).

e Everyone can learn mathematics: Addressing
i by the fundamental assumptions and goals of
Curriculum 2005. InProceedings of the 5

Annual Congress of the Association for
a Mathematics Education of South Afric2
ost (pp.10-24). Port Elizabeth, South Africa.
darter, R. & Richards, J. (1999). Dilemmas of
br  constructivist mathematics teaching: Instances
the from classroom practice. In B. Jaworski, T.

story, for example, my values as an educator, Wood & A. Dawson (Eds.),Mathematics

perspectives on equity, and promoting

community of mathematics educators. Howe\
each time | read my reflections on this story
construct another, slightly different story. Th
process will continue. Each reader of this pa
will read a different story. One reader may iden

a teacher education: Critical international
er, perspective¢pp.69-77). London: Falmer Press.
. Crotty, M., (1998). The foundations of social
is research St Leornards: Allen and Unwin.

pérancy, D.F., (1993).Qualitative research in
ify education: An introduction to the major

with the themes used to structure the paper. |For traditions London: Longman.

another reader, this narrative may be interpretefl bimchevski, L., Liebenberg, R., Sasman, M. &
a story about how teachers and teacher educatorsOlivier, A. (1998). Assessment in support of
adopt different discourses. For another reader, this planning teaching to improve learning. In
may be a story of how a teacher may retain certain Proceedings of the"™4Annual Congress of the

core beliefs, but act differently in different settings.
For yet another reader, this may be a story about...
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“Learning
is finding out
what you already know.
Doing is demonstrating that
you know it.
Teaching is reminding others

that they know |

ust as well as you.

You are all learners,
doers, teachers.”
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