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ABSTRACT

As mathematics and school mathematics are often misconceived as culture- and
value-free, the classroom teaching of mathematics can be erroneously considered as
easily transferable between cultural sites, In the context of an increasingly multi-cultural
teaching profession in Victoria, Australia, this study examines the professional
socialisation experiences of immigrant teachers of secondary mathematics. Adopting a
socio-cultural perspective, the study aims to explore the nature of perceived value
differences relating to mathematics, pedagogy and education; how these differences are

negotiated; and the contextual factors through which such negotiations take place.

The research design is mainly qualitative in nature. The study was structured through
a state-wide survey of 159 secondary schools and a questionnaire survey of 35 immigrant
teachers of secondary mathematics from these schools. Case studies were then conducted
with 8 of the immigrant teachers, involving discussions, lesson observations, interviews,
and content analyses (of teacher marking). Each of the inhabited continents has been

represented by at least one of these eight teachers.

A total of 34 perceived value differences were reported by the 8 teachers, whose
teaching experience in Victoria ranged from 1 to 27 years. The value differences were
found to be mathematical, mathematics educational, general educational, and
organisational in nature. Opportunities for the perception of value differences were not
found to be related to length of service in Victoria, and neither was it related to ‘cultural

distance’.

Other than possibly responding with a sense of helplessness, the ways in which value
differences were negotiated can be classified into six responsive approaches. These reflect
different teacher assumptions and dispositions, including a need to espouse the home
culture, a desire to portray the host culture, and a disposition to embody the essence of
both the home and Australian values. That each teacher had responded to similar
perceived value differences with different approaches demonstrates how sense-making of
difference is contextualised within socio-cultural factors at the individual, interactional,

institutional, and societal levels, Thus, beyond the celebration of teacher diversity, the
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findings demonstrate the complexities with which reality is co-constructed by both the

immigrant teacher and her socio-cultural environment,

Theoretically, the conceptualisation of personal value schema in this study helps to
explain how values underpinning contextual factors interact to guide choice of responsive
approaches. The study shows how ‘competing’, ‘overriding’ and ‘second-hand’ values
can thus be regarded as part of a teacher’s schema rather than as isolated, independent
values. In this light, the negotiation of perceived value differences represents the re-
establishment of harmony and equilibrium amongst the constituent values of teachers’

personal value schemas.

The valuing of numeracy and technology stood out strikingly from the data as being
features of the Victorian mathematics curriculum. The potential for this to inform the
ongoing Victorian curriculum reform is discussed. Implications for more effective
induction and in-service professional development programs for immigrant mathematics
teachers, for other teachers in transition, and for educational leaders, are also identified.
Other implications for practice and suggestions for further research are also made,

highlighting the potential of this thesis to contribute to both theory and practice.
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‘VALUES IN MATHEMATICS EDUCATION’ DEFINED

The following definition for ‘values in mathematics education’ will be developed (in

chap. 2) and used in this thesis:

Values represent an individual’s internalisation, ‘cognitisation’ and decontextualisation of
affective constructs (such as beliefs and attitudes) in her socio-cultural context. Values
related to mathematics education are inculcated through the nature of mathematics and
through the individual’s experience in the socio-cultural environment and in the
mathematics classroom. These values form part of the individual’s ongoing developing
personal value system, which equips her with cognitive and affective lenses to shape and
modify her way of perceiving and interpreting the world, and to guide her choice of
course of action. They also influence the development of other affective constructs related

to mathematics education and to life.
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CHAPTER 1

INTRODUCTION TO THE STUDY

to ‘culture switch’, to know what behaviour is appropriate in different social situations, in different
environments, is probably much more difficuit than to ‘code switch'. ‘Culiure switching’ by its
very nature implies making decisions about values, about feelings, about people, about in-groups
(us) and out-groups (them), (Eckermann, 1994, p. 226)

The study on which this thesis is based relates to the professional socialisation of

immigrant teachers of mathematics in secondary schools in Victoria, Australia. The term
‘immigrant teacher’ will be used in this study to refer to practising teachers in Victoria
who were born, educated, and accredited to teach, in a country outside Austraha,
Although the number of such teachers of mathematics is relatively small when compared
to the other teachers of mathematics in the state, this chapter will argue why the extent to
which these immigrant teachers socialise successfully into the local teaching service
cannot be ignored. This chapter will also provide the background against which the

research problem is identified.
1.1 Multiculturalism in Victoria, Australia

The state of Victoria in Australia, occupying an area of 227 416 km? as in 2002

(Australian Bureau of Statistics, 2003), ranks sixth in geographic size among the eight

Figure 1.1. State of Victoria, Australia.




states/territories of the Commonweath. This accounts for nearly 3% of Australia’s total
land area (Australian Bureau of Statistics, 1999b). However, it is the second most
populous state/territory in the country, making it the most densely populated Australian

state (at 20.2 persons per km?) (Australian Bureau of Statistics, 1999b),

Australia has historically been a country of settlers and immigrants. By the 1990s,

nearly a quarter of Australians were born in about 100 countries overseas (Victoria

Immigration Museum, 2003). Look at in another way, only 2.4% of residents in Australia
were identified as people of indigenous origin in the last census (in 2001) (Australian
Bureau of Statistics, 2003), Furthermore, amongst th states and territories of Australia,
Victoria has the least proportion of indigenous population (Australian Bureau of
Statistics, 2003). Indeed, Victoria is multi-ethnic and multi-cultural in its demographic
makeup. Currently, this phenomenon is both socio-political (as in migration from
troubled lands) and economic (as in short- and long-term human movements in the
current globalization of trade and services) in origin. Victorian population’s evolving
diversity has reflected the successive migration waves of the British in the early years of
colonisation and in the post World War Il days, the Italians and Greeks in the 1970s, the
Vietnamese followed by the Malaysians in the 1980s, and the people of Hong Kong and
Taiwan in the 1990s. While arrivals from Britain and New Zealand have traditionally
been the major source of immigrants, this has been taken over in the recent years by the
Chinese from mainland China, As at the end of June, 1996, 25.1% of Victoria’s 4.6
million residents were born in more than 39 different countries outside of Australia
(Australian Bureau of Statistics, 1999a, p. 88, Table 42).

This introduction to Victoria, Australia is significant for this study. Victoria is the site
in which the study will be conducted. That the state has been selected to be the research
site is partly due to practical concerns such as convenience and familiarity of relevant
contacts. More importantly, however, is the depth of Victoria’s multiculturalism which is
important for a study like this which examines professional socialisation in a cross-

cultural context.
1.2 Immigrants in the Victorian Teaching Service

The multicultural, multiethnic fabric of life in Victoria is reflected in educational
institutions as well. Not only are there increasing numbers of immigrant and ethnic

minority (i.e. non-Anglo-Saxon) students in the Victorian school classroom, there is also




an increase in employment of immigrant teachers in Victorian state, Catholic and
independent schools in recent years, The latter has partly been a response to Victorian
governmental policies in the 1990s promoting the teaching of Languages Other Than
English (LOTE), which have resulted in a demand for teachers who are able to speak and
teach Asian lunguages (Santoro, Reid, & Kamler, 2001). Howevar, there are other likely
reasons for this demand for immigrant teachers as well. After all, many of these teachers
did not come from countries of which the various LOTE languages are the vernacular,
such as China and Indonesia. The immigration system has also been favourable in recent
years towards applicants who are trained teachers. Specifically, immigrant trained
teachers help to fill the predicted shortfall of nearly 2 000 teachers which Victoria will
experience by 2005 (Jones, 2000). Like many other countries in the world, Australia is
experiencing a shortage of teachers to meet the staffing needs of her schools, estimated at
a shortfall of up to 20 000 to 30 000 teachers in the years leading up to 2010 (Auditor
General Victoria, 2001; Australian Education Union, 2001; Australian Ministerial
Council on Education, Employment, Training and Youth Affairs, 2003). In Victoria, this
situation is due partly to the state’s teacher redundancy exercise in the 1990s, which saw
the departure of some 8 000 teachers. Many of these teachers who ief! the teaching
service were then relatively young. This has the effect of raising the average age of a

teacher practising in the state.

This problem of the greying of the teaching workforce applies to the subject of school
mathematics as well. Specifically, a survey of 518 state secondary schools in Victoria
conducted by the Australian Education Union in 2000 revealed a serious shortage of
teachers of mathematics (Farouque, 2001; also see Ketchell, 2001). Dunn (2002) reported
that the state’s shortage of teachers of mathematics extends across all school systems in
both metropolitan Melbourne and country Victoria. Unfortunately, the real shortage may
be partly hidden in official statistics and reports, since secondary school principals have
the autonomy of deploying other subject teachers to take over mathematics lessons. For
example, at the natiohal level, about 12% of secondary teachers were teaching
mathematics as their first or second main subject, even though it is not the subject for
which they had the highest qualification (Australian Ministerial Council on Education,
Employment, Training and Youth Affairs, 2003). The common misconception may be

that since all teachers possess school mathematics qualifications at the pre-tertiary level,
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they would have the necessary content knowledge to teach this supposedly culture-free

subject!

Applicants to teacher training institutions then also had to contend with feelings of job
insecurity when teaching contracts may last for as little as one year. As a result, teaching
was relatively unattractive as a career among school leavers; only 5.4% of university
undergraduate entrants applied for education courses in 2000 in Victoria (Fannin, 2000).
The last few years, interestingly, have seen an increase in applications for pre-service
teacher education courses. This may have come about as a result of a sofiening in some
sectors of the economy (for example, the information technology industries), and
government exclusion of teacher education courses from tertiary fee hikes. However,
limited federal government ﬁmding and capping of teacher education places in tertiary
institutions have been a significant stumbling block towards resolving the teacher
shortage situation, The state’s continual failure to meet the demand for teachers has meant
that engaging immigrants who are professionaily qualified can help alleviate the situation

somewhat, and do so in a relatively short period of time.

These immigrant teachers ar¢e 2llowed to practise in local schools once they
demonstrate to the Victorian Institute of Teaching (VIT) the required residency status and
the qualification of equivalent teacher education courses overseas. (Teachers from New
Zealand, however, are automatically registered for practice in schools, under the Trans
Tasman Mutual Recognition Act 1997.) There is no formal initiztion program in place for
these teachers, many of them new-arrivals to Australia. Once registered by the VIT, they
effectively compete with other applicants for advertised teaching positions. If successful
at one such school interview, professional practice in Australia for these immigrant

teachers beginé almost immediately.
1.3 Roles of Immigrant Teachers

The positive role and professional contribution of these immigrant teachers (and for
some, ethnic minority teachers as well) in the increasingly multicultural school classroom
has been well-documented in educational research. Research conducted in America
(Asam & Cooper, 2000; Bascia, 1996; Chinn & Wong, 1992; Su, Goldstein, Suzuki, &
Kim, 1997) generally emphasises the modeling role of ethnic minority teachers in an

increasingly diverse school student population. Bascia (1996) sums this up in her opening




paragraph:

schools are trying to meet the needs of a student population which is increasingly diverse in
cultural and racial terms and whose intetlectual, social, emotional, and physical needs represent
formidable challenges for many educators. Scholars and policy makers, in response, have
recommended ... an increase in the number and proportion of racial and ethnocultural minority
teachers in the workforce, including new immigrants .... {This] assumes that there is a positive
relationship between the teacher's race, culture, or life experiences and the quality of their
interactions with students, though this relationship is not well specified or understood. (p. 151)

In particular,

American teacher education scholars and reformers have argued passionately for the necessity of
pursuing both a culturally informed and culturally diverse teaching population, They maintain that
teachers from ethnic minority backgrounds will engage in culturaliy relevant pedagogy, and that
teachers of color will be more likely than their white counterparts to embrace approaches to
multicultural education that seek 10 enhance the social status of ethnic minority groups. (Su, 1996,
p. 117)

This role modelling function extends beyond cognitive pedagogical concerns. The
native Hawaiian teachers in Asam and Cooper’s (2000) study shared the view that
education is a vehicle for social change and they also shared a general “sense of
responsibility [among these teachers] to share their knowledge of culture, language, and
values” (p. 22). Thus, seecing themselves as role models, they felt empowered to help
native Hawaiian students achieve more at school, to guide them in striking a balance
between Hawaiian values and western values, and to mediate any discrimination

experienced by these students,

Chinn and Wong (1992) demonstrated in their study how Asian and Pacific American
teachers in the United States not only acted as role models for students, but were also
language and academic support providers for immigrant students with limited English
proficiency, as well as mediators for their non-Asian and Pacific American colieagues.
Bascia’s (1996) research with six teachers in Canada also suggested this mediatory role of
immigrant teachers, as a result of these teachers’ differing cultural conceptions of

teaching, and empathy arising from common experience.
1.4 The Hidden Problem

Just as living in a different culture often requires a period of orientation and
adjustment, transition in the education context can have a significant impact on the
quality of the learning and teaching experiences of individuals invoived. Research such as
those conducted by Dockett and Perry (2002), and Perry and Howard (2002),

demonstrated the importance of facilitating the transition of students from home to




school, and from primary to secondary schoo! respectively. So too will teaching in a
classroom in a different culture be associated with difficulties and differences, It is
perhaps not too difficult to imagine how this need for professional adjustment comes
about when students and parents in the different culture may interact with the teacher
differently, when schools function differently, and when a different curriculum or
syllabus is in operation. Furthermore, immigrant teachers can sometimes appear invisible
to their colleagues, especially when they are Anglo-Saxon, In fact, it would be rather
reasonable to suggest that immigrant teachers from culturally-similar countries like
Britain, New Zealand and Canada may not even be expected to require any adjustment
and assistance with socialisation. Afier all, these nations and Australia share a common
Western democratic culture, the same head of state, and similar Westera educational
frameworks. Furthermore, school mathematics is often perceived to be culture-free
knowledge. In other words, difficulties and complexities associated with attempts by
immigrant teachers to socialise into the profession in Victoria may not be recognised. In
turn, immigrant teachers may not be offered opportunities or support to adjust to the
different workplace culture, and there may also be unrealistic expectations that they will
be able to practise in the * Australian way’ almost immediately. Unfortunate instances of
immigrant teachers leaving the education service way before their respective retirement
would only serve to negate efforts to address current and projected staffing problems, and
deprive us of opportunities to tap into the intellectual and cultural funds of these
immigrant professtonals. The hidden problem is potentially masked further by the
imagery of ‘successful’ immigrant teachers remaining in the profession. Thus, the initial
motivating factor for this current research study was borne out by concerns relating to the
professional socialisation experience of immigrant teachers of mathematics in the
Victoria classroom, especially if these teachers had assumed that mathematics is a school
subject that can easily be taught overseas because it is supposed to be a culture-free

discipline.
1.5 Conceptualising the Problem from a Values Perspective

The nature of the problem potentially experienced by immigrant teachers may be
understood by adopting the valties perspective, As will be elaborated in Chapter 2, the
cultural differences encountered by the immigrant teachers may be related to differences

in which different cultures emphasise certain values over other values. An understanding




of immigrant teachers’ feeling of dissonance can then be achieved through examining the

nature of cultural value differences perceived by them in the mathematics classroom.

After all, what better place than the school classroom to examine values in action and
interacting with one another? Education is a form of cultural transmission (Singleton,
1974), and what each culture deems as desirable or important is often manifested in its
own educational framework (Kohlberg, 1981; Neuman, 1997). “For sociologists and most
educationalists, educati_on, the process of continued socialization, is aimed at specific
socio-politico-economic goals far beyond acquisition of the ‘Three Rs** (Eckermann,
1994, p. 39). Thus, the very act of teaching someone something is necessarily value-
laden, and involves influencing the development of the student's value system, although

this involvement may not (always) be explicit to the teacher (Gudmundsdottir, 1990).

It may be argued that the teacher's role is extremely integral to the extent to which

schools successfully portray ‘desired’ values and inculcate these in the students. In fact,

teachers cannot withdraw from showing the values that are important to them. In the cultural
policy of the government and the school, teachers are even supposed to stimulate the development
of specific values. But modern society expects also more and more that young people make
choices of their own accord and that they assume responsibility for these choices, also with regard
to values, (Veugelers & Kat, 2000, p. 11)

This may be consciously carried out and planned for in the form of values transfer,
values-forming education (Veugelers & Kat, 2000), or values clarification exercises.
Values are also portrayed and emphasised less explicitly through teacher behaviour and
teacher-student interactions, and judging by the ‘balance of power’ that often exists
between teachers and their students, the impact of such hidden or implicit values portrayal

can be significant.

In this regard, immigrant teachers bring with them to Australia their cultural ‘funds of
knowledge’ (Moll, 1994) pertaining to content and pedagogy. These are associated with
their respective cultural baggage of attitudes, beliefs and values. These may be different
from the corresponding dominant attitudes, beliefs and values in Australia, even if the
teachers involved had arrived from culturally-similar sources of migration in Australia,
such as Britain and New Zealand. In particular, these immigrant teachers (like all other
teachers) subscribe to certain attitudes, beliefs and values with regards to school
mathematics as a discipline and to the ways in which it is best taught and learnt, in ways
which reflect their respective home cultures' corresponding attitudes, beliefs and values.

There is thus often a need for these teachers to consider and to make decisions about how
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these different feelings and values should piay out, to ‘culture switch’ as highlighted in
the opening quote of this chapter. Therefore, value differences and conflicts in the

Australian classroom are inevitable.

Bu! what is the notion of the Australian culture and of Australian values in the context
of a multicultural and multiethnic society such as in Victoria? Furthermore, any
observation of what appears Australian from a culture's viewpoint can be a relative
concept when other cultures’ viewpoints are taken into account. In this sense, then, the
Australian culture will be taken in this study to refer to that which is conceptualised by
the individual immigrant teachers. For each of them, this vision of what constitutes the
Australian culture is most relevant to her as she attempts to make sense of perceived

value differences and to negotiate such differences.

Differences in values across cultures also exist at the state/national level. For
example, a sense of what the Australian and Victorian mathematics curncula value may
be discerned from the corresponding curriculum frameworks, The goals for school
mathematics in Australia are encapsulated in ‘A national statement on mathematics for
Australian schools’ {Australian Education Council & Curriculum Corporation, 1991).
Affective objectives towards the teaching and learning of — and function of —
mathematics are evident, at times implicitly. “Students should develop positive attitudes
towards their involvement in mathematics” (p. 12). Teaching and learning are to be
structured such that students “experience the processes through which mathematics
develops .... [so as to be aware that] mathematics is not always systematic and formal ...,

[and that mathematics] has its roots in many cultures” (pp. 14-15).

In stating that “students should develop confidence and competence in dealing with
commonly occurring sitwations” (p. 11), both affective (confiderce) and
cognitive/psychomotor (compelence) educational outcomes are articulated. There is also
an expressed goal for students to leam “techniques and tools which reflect modem
mathematics” (p. 13}, which includes the idea of random models of the world as against a
worldview consisting of events as inevitable consequences that can be described by rules
and formulae, as well as the use of discrete methods (such as networks) against
representing phenomena as continuous (such as in calculus). There is thus an

acknowledgement of the nature of mathematics as dynamic and developing,




At the state level, the mathematics curriculum statement document in Victoria, called
the mathematics ‘Curriculum and Standards Framework’ (CSF), lists seven goals for
mathematics learning in schools (Board of Studies, 2000, p. 6). Each of these goals
reveals one or more mathematical and/or mathematics educational values. For example,
the reference to mathematical ideas as logical conveys the mathematical value of
rationalism. Pupils are to “understand and appreciate ... the processes by which
mathematics changes and its cultural role” (Board of Studies, 2000, p. 6), which portrays

the message that mathematics is a dynamic, multi-cultural discipline.

Four of the goals also refer to the mathematics educational value of the applicability
of mathematics to — and relevance in — daily life: “mathematical skills and knowledge
... [allow pupils to] deal confidently and competently with daily life .... [, are useful] for
employment, further study and interest .... [, are of} firndamental importance ...to the
functioning of society .... [, and play a] dynamicrole  in social and technological
change” (Board of Studies, 2000, p. 6). The goal relating to technology use also reflects
the mathematics educational value of harnessing technology to support mathematics
learning and mathematical activities. While the corresponding curriculum frameworks of
the cultures from which immigrant teachers came — and in which they practised — may
espouse some of these values, it cannot be assumed that all these values are encapsulated

in the teachers’ respective home cultures.

For immigrant teachers, the findings of this study are expected to repressnt in some
ways their voices regarding their respective experiences in socialising into the teaching of
mathematics in Australia. Personally for them — and especially for the teacher participants
in this study — the stories that will be told are expected to lead to a better understanding of
the extent to which their personal value systems impact on their teaching of mathematics
in Australia. This knowledge is expected to empower them to respond to future perceived
value differences more constructively than the differences might otherwise be negotiated.
The stories constructed in this study may also contribute towards a form of (professional)
support for immigrant teachers, one which reminds each of them that she is not alone in
having to deal with value differences, and that she is not professionally isolated by the
wider educational (research) community while she attempts to socialise professionally in

Australia. The implications for teacher self-efficacy and teacher effectiveness are evident.




1.6 Wider Significance of Study: Beyond the Immigrant Teachers

Clearly, the findings of this study may aiso be of relevance to our understanding of
the professional lives of all teachers, as they experience transition and the associated
value differences in more general ways at various points in their respective careers.
Culturally-based transitions take place when a teacher moves between middle and senior
schools in the same campus, between schools in different suburbs, between city and
country schools, between government and non-government schools, between co-
educational and single-sex schools, or when the teacher finds herself in the midst of
policy or workplace changes. There is clearly a need to foster an inclination — and build
up the capacity — for teachers to function in a workplace where change is the only
constant. Indeed, one of the recommendations of a recent Australian government review

report called for

rescarch [to] be undertaken on the working lives of teachers, their professional aspirations and
ways in which changed conditions of schooling and employment might enhance the attractiveness
of careers in teaching. (Australian Government Department of Education, Science and Training,
2003a, p. 17)

The theoretical and practical significance of this study are not only restricted to the
level of the individual teachers. At the institutional/systemic level, the nature of the
immigrant teachers’ experiences with cultural value differences not only have
implications towards their respective socialisation process and professional well-being,
but also towards the quality of mathematics teaching and learning which take piace in
these teachers' classrooms in Australia. “Value conflicts almost certainly lead to painful
dissonance that negatively affects one’s ability to assimilate new experiences” (Court,
1999, p. 43). Dossey (1992) quoted research which showed that the different conceptions
of (and thus values placed on) mathematics “have an influence on the ways in which both
teachers and mathematicians approach the teaching and development of mathematics” (p.
39). What teachers and students value in the content and the pedagogy of school

mathematics

seem to have a deep influence on how, why and what we leam. Hence, depending on the values
learnt in mathematics classrooms, students may be helped in their life long learning, or may sadly
leamn values that inhibit their in-built creative potential. (Clarkson, Bishop, FitzSimons, & Seah,
2001, p. 44)

For an immigrant teacher who is unable to reconcile dissonance related to content and
pedagogy, concerns about the nature of school mathematics that is being subsequently

taught may arise. Would the teacher regain psychological comfort by reverting to




teaching mathematics the way she did in her home country? How appropriate would this
school mathematics be for the Australian socicty? Would the portrayal of mathematics as
mysterious be in line with the visions of the local mathematics curriculum framework?
How about a mathematics teaching style that values transmission over, for example,

investigation?

Furthermore, there can also be questions of how the portrayal of values may afford or
constrain students’ learning process. For example, a teacher might have been educated
and/or trained in a mathematics educational system which values drills and practice,
where pedagogical activities may be designed (o optimise instrumental understanding,
Homework or self-practice is thus very much encouraged. It is not a matter of whether
this mathematics teaching approach leads to greater student understanding; it may well be
the most appropriate or effective teaching style in the teacher’s home cultural setting, The
cultural, societal and economic demands in Victoria, however, may likely have no place
for mathematics learners who are adept only at applying the right algorithms to solve

mathematics questions.

Consider another scenario. A mathematics teacher subscribing to one form cf the
Islamic view of knowledge acquisition is likely to emphasise student learning through
attainment of peace of mind and freedom from any distraction of the senses (see Moosavi-
Movahedi, 1999). This teacher’s teaching practice is thus not likely to incorporate any
peer discussion and group investigative project. Again, in t..e Victorian context, there are
implications of such teaching styles in relation to the optimisation of the mathematics

learning experience of local students.

There are also implications for the sustained presence of ethnic minority teachers in
an educational system which provides for a multicultural society such as in Australia. Su
et al. (1997), for example, identified the “lack of role models — minority faculty and staff
in K-12 schools and higher education, including their professional education - as a
significant deterrent” (p. 289) for Asian Americans to enter teaching. The maintenance of
a visual mosaic of a multicultural and multiethnic teaching profession can relay
convincing and positive messages to the younger generations of all ethnic groups about
the worthwhile contributions different cultures make to the education enterprise. This

point was emphasised in a recent Australian government review committee report relating
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to Australia’s teacher future:

Australia is one of the most ethnically and culturaily diverse countries in the world, but (his
diversity is only partially reflected in the composition of the teaching force. Since schooling to the
age of 15 or 16 is universal and a high proportion of students complete a full secondary education,
it is reasonable to expect that teachers have the full range of backgrounds needed to relate to a
diverse student population .... There is great value in recruiting to the teaching profession more
people from the diverse ethnic and cultural backgrounds of the Australian population, (Australian
Government Departmert of Education, Science and Training, 2003b, p. 74)

More generally, too, the kinds of values teachers espouse have a direct consequence
on the pupils’ development of personal character, outlook and world-view. Bishop (2001)
reminded teachers that “whatever decisions you make depend on your values, and
through the choices you make, you are implicitly shaping the values of your students” (p.
346).

From the societal perspective, not all values may be relevant, suitable or desirable in
different societies. For example, in the Confucian-heritage culture of the Republic of
China (Taiwan) where the mathematics curriculum is very much influenced by Amenican
educational ideas such as constructivism, questions are being asked about the possible
consequences of unquestioned acceptance of values underpinning these foreign ethoi
(Chin & Lin, 1999a).

The significance of this study extends beyond immigrant teachers in yet another way.
Through the stories told by the immigrant teachers, it is expected that the distinctive
features of the school mathematics curriculum in Victoria may be identified. These may
not be reflected in recent educational initiatives, and as such they may be salient
characteristics of the curriculum which distinguish it from mathematics curricula
elsewhere. This information is important in not only helping develop a bette
understanding of what the mathematics curriculum in Victoria values, but also in
facilitating future diagnosis of aspects of the curriculum which may require reform. Yet,
as the saying goes, ‘the fish is the last to know water’; immigrani teachers practising in
Victoria may be able to bring to the fore features of the local mathematics curriculum in
ways which ‘local’ teachers and administrators are often unable to. The failure of the
Czech country associate to identify an unique characteristic of a typical mathematics
lesson during the Third International Mathematics and Science Study-Repeat (TIMSS-R)
study, and her subsequent explanation that the norm did not appear significant to her

personally to warrant mention, is an indication of the potential amount of knowledge that
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local professionals may often take for granted (Hollingsworth, personal communication,
Septunber 6, 2003),

1.7 Positioning this Study within Mathematics Education Research

Mathematics educational research on immigrant students or teachers of mathematics
has not been well-represented in the field, and neither is mathematics educational
research focussing on ethniciiy: only 0.2% and 3.7% respectively of 3,011 mathematics
education research articles published in 48 national and international education research

journals between 1982 and 1998 are categorised in these groups (Lubienski, 1999).

A review of literature on teacher socialisation in the ‘Handbook of research on teacher
education’, noted that “the socialisation of minority teachers ... has been totally neglected
in the literature to date” (Zeichner & Gore, 1990, p. 335). This point was highlighted
again more recently (see Su et al,, 1997). This has effectively contributed to a view that
the teaching profession is de-racialised (Kamler, Santoro, & Reid, 1998). Much
educational research related to immigration in Victoria and elsewhere has also focussed
on immigrant pupils in local schools. Studies on immigrant teachers in general, and

immigrant teachers of mathematics in particular, liave been relatively scarce.

Furthermore, educational research investigating value conflicts experienced by
immigrant teachers of mathematics has been both relatively recent and scarce. One
possible reason is the apparent difficulty in relating values to mathematics teaching and
learning, This is in turn partly due to a rather fuzzy understanding of, agreement to, and
distinction among the various affective variables such as attitudes, beliefs and values
{(McLeod, 1992; see also Gribble, Rennie, Tyson, Milne, & Speering, 2000). Indeed,
Krathwohl, Bloom and Masia (1964) note that common affective terms such as ‘interest’,
‘appreciation’, “attitude’, ‘value’ and ‘adjustment’ overlap one another over several

categories of their taxonomy of affective educational objectives (p. 37, Figure 1).

Also, related terminologies have been used interchangeably, as in religious
faith/beliefs/values, leading many to conclude wrongly that the terms are synonymous.
The word ‘value’ itself has several different usages in the language too, such as in the
‘value’ of an unknown in an equation, the ‘value’ of listening to a speech, and the (moral)
‘value’ of an individual. Another contributing factor is that reliability of affective studies

has generally been questionable in the academic field (Southwell, 1995).
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Yet, voices are beinyg hegtd within the mathematics education research community

that ‘affect in mathematics education’ (broad as it is) has not been studied as much as it
could possibly have been (Hannula, 2001; Lubienski, 1999; McLeod, 1992), and
Southwell (1995) noted a rencwed interest in the field. As McLeod (1992) noted in his

review of mathematics education research in this area;

affect plays a significant role in mathematics learning and instruction ..., [and although it] is a
central concern of students and teachers, research on affect in mathematics education continucs to
reside on the periphery of the field, 1f research on learning and instruction is to maximize its
impact on students and teachers, affective issues need to occupy a more central position in the
minds of researchers, (p. 575)

At the same time, it must be noted that what is generally considered as research on
affect in mathematics education has mainly only focussed on gender, attitudes and beliefs
(e.g. Anderson, 1998; Bleicher, Cooper, Nisbet, & Warren, 1995; Bobis & Cusworth,
1995; Callingham, Watson, Collis, & Moritz, 1995; Carroll, 1995; Galbraith & Haines,
1998; Gervasoni, 1995; Gondoseputro, 1999; Kaleva, 1998; Perry & Howard, 1999;
Perry, Howard, & Tracey, 1999; Philippou & Christou, 1998; Raymond, 1997,
Thompson, 1984; Wang, 1999). Amongst the handful of studies on immigrant teachers,
many have focussed on these teachers' experience of racism in their respective host
cultures (e.g. Peeler, 2001; Santoro, 2000).

Yet, the role of values is more explicit in some other school subiects, such as the
languages (e.g. Lee, 2004; Schmid: & Pailliotet, 2001), literature studies (¢.g. Estes &
Vasquez-Levy, 2001; Lambarski, 2005, Lickteig & Danielson, 2005; Romano, 2002),
history (e.g. Manzo, 2004), music (e.g. Teaching Pre K-8, 2002), art (e.g. Leshne*t, 2003;
Silvers, 2004), physical education {e.g. Aplin & Saunders, 1996; Chen & Ennis, 1996;
Lee & Cockman, 1995; Murray, 1977), and the sciences (e.g. Allchin, 1999b; Proctor,
1991; Tan, 1997). It may be that these other subjects deal with aspects of life experiences
more directly and more explicitly, so that values can be easily associated and/or discussed
with them. Mathematics, on the other hand, can often be seen to deal with abstract entities
and ideas, and with how these are applied to real-life situations (and indeed to many of
the other school subjects mentioned above!). Until recently, school mathematics has often
been misunderstood as being value-neutral (e.g. Bishop, 1988; Bishop, FitzSimons, Seah,
& Clarkson, 2001).

Informal observations and conversations have suggested however that the affective

state of the student plays an important role in determining the extent to which the school
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mathematics learning process is successful for the student. Positive affect may well
provide the environment within which cognitive goals may flourish. While student
motivation may be the common goal in this endeavour, the affective qualities which
different cultures identify as fostering motivation may differ. In some cultures there may
be an emphasis on maintaining student interest and confidence, or on delivering a student-
centred curriculum. In others, student motivation may be fostered through student valuing
of patriotism (to school, to nation, etc), or of intrinsic benefits of acquiring mathematical
reasoning skills. Perhaps, the observed shift of research attention from a macro
description of mathematics education (e.g. goals, content, pedagogical methods and
evaluation) to a more micro description {e.g, the breaking down of 'pedagogical methods'
into units such as classroom furniture layout, teacher-student roles) has also brought out
the value-laden nature of mathematics education (Jurdak, 1999). Unfortunately, the
notion of value often remains implicit, or its contributing role not articulated enough. Yet,
as the foregoing discussion suggests, values may well underlie students’ attitudes to, and

beliefs in. *heir learning of mathematics.

In this context, the relative lack of research interest in affect in general, and in values
in mathematics education in particular, may be taken to mean that ¢nough is already
known regarding the role of values in mathematics teaching/learning. This assumption,

however, will be challenged in Section 2.2.

Also, this situation may reinforce the notion that immigrant teachers of mathematics
are essentially invisible, that there should be few problems teaching and facilitating the
learning of the canonical, “Western’ school mathematics across cultures, much like 2
medical professional practising in different countries. Yet, informal observations and
personal communication have revealed problems with adjustment in the Australian
classroom, as well as the unfortunate and unintended re-direction of intellectual and
cultural resources when some of these teachers had no choice but to leave the teaching

service shortly after they had begun their practice in Victoria.

Could the popularity of cognitive research be explained in part by the relative ease
with which programs or assessments may be designed and implemented, and by the
similar ease with which ‘improvements’ may be measured? Or, could cognitive research
be more prevalent because the data deals with matter of the mind rather than the heart,

and thus more impersonal and/or more reliable? Is it likely, also, that ‘improvements’ in
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cognitive development are often realised in a short period of time, thus promoting teacher
accountability and/or attracting the approval of grant-releasing educational research

centres?

At the same time, while cognitive research studies have allowed us to understand the
mathematics learning process better and to design more appropriate curricula to facilitate
this mathematics learning process, the degree to which these are successful in relation to
the intellectual and financial investment that have been provided may reveal a less-than-
ideal efficiency. Southwell (1995) noted that the then recent and current cognitive
educational initiatives had not appeared to deliver tangible improvements, and the same

observation may arguably be vffered now, nine years on.

This does not imply the abandonment of cognitive research approaches. Nor does this
question the relevance of cognitive theories of knowing and learning. Rather, this study
recognises the inter-relatedness of cognition and affect, and proposes that a more
balanced emphasis on affective aspects of mathematics education may reinforce the
effectiveness of both fields of mathematics education research to optimise the
mathematics teaching/learning experiences. In fact, as will be seen in Section 2.2.2, the
notion of values will be defined in relation to the intersection between affect and

cognition.

Thus, this will be as much a research study about immigrant teachers’ socialisation as
it 1s about the school mathematics curriculum in Victoria. This study will also be as much
a contribution towards researching affect in mathematics education as it is about the role
of cognition in affective inculcation and in mathematics teaching/learning. It will also
examine ongoing value differences and conflicts, but at the same time, equally ongoing
teacher negotiation of such differences and conflicts. The complementarity within each
pair of factors is crucial ; meaning is constructed and negotiated in the context of the

‘opposing’ factors.

This study will be laid out in the following order. Following this introductory chapter,
Chapter 2 sets up the theoretical framework against which this study will be conducted.
This framework will be constructed from current knowledge in the fields of affective
aspects of mathematics and of mathematics education, values related to mathematics and
mathematics education, and teacher socialisation. Gaps in current research knowledge

that are related to the study will also be identified, leading to the formulation of the




research questions guiding the conduct of this study. Chapter 3 will be concerned with the
methodological design of this study. Results from the quantitative component of the study
will be presented in Chapter 4, whereas the qualitative, main results will be described in
Chapter 5. Chapter 6 presents a discussion of the results, from which some of the
emerging ideas will be explored more theoretically in Chapter 7. The thesis will conclude
with Chapter 8, which will also identify the implications identified through this study for

both teacher practice and educational research.

The conduct of any {educational) research is necessarily a process, and it is the
intention of this writlen presentation of the study to document the learning, reflection and
researching that will take place over a period of time. As such, this presentation will be
composed on an ongoing basis in order to capture the thoughts and ideas that come to the
fore in the researching process. Accordingly, the reader will notice a shift in the use of the
tense in this written presentation, from future tense in the planning stage of the study, to

the past tense in the reporting sections.

Throughout this presentation of the research, the following conventions will be used.
Firstly, whenever individual values are mentioned, these terms will be shown in italics
font. Secondly, as have been encountered earlier in this chapter, references to countries
and generic individuals will be accorded the female gender for convenience rather than to
reflect bias in assumptions. Thus, for example, each of the teacher participants may be
asked for the extent to which she values technology in the context of mathematics
teaching and learning. Also, a glossary of acronyms used in this research report will be

presented at the very back of this thesis report, to facilitate easy reference by the reader.




CHAPTER 2

THEORETICAL FRAMEWORK OF THE STUDY

In the previous chapter, the rationale and significance of conducting this study were

discussed. Although this was made against the socio-cultural and educational contexts of
mathematics education in Victoria, Australia, it is not hard to apply the same reasonings
to cultures beyond the shores of Australia, in view of present-day demographic
movements and changes across nations and cultures, and in view of {mathematics)

curricula serving an increasingly integrated global economy.

This study — and the discussion upon which this study is based — is meaningful to
the extent that mathematics and mathematics education are socio-cuiturally referenced,
that administrators, teachers, students and parents' values regarding mathematics and
mathematics education are constructs that influence their decisions, practices and actions
rclating to mathematics teaching and learning, and that socialisation experiences represent
a huge impact on the quality of a teacher's professional life. Thus, this chapter will
critically examine the following aspects of educational research to position the theoretical
framework within which this study will be located:

— socio-cultural context of mathematics and mathematics education,

— values related to mathematics and mathematics education, and

— teacher socialisation.

In framing the current study from three different approaches and domains of
knowledge, the three aspects above also emphasise the relationship and interplay between
the teacher and her environment. In the case of the immigrant teacher, the context of this
environment is drawn from both her home and host cultures. The immediacy of the
potential for cultural conflicts for this group of mathematics education professionals is

thus apparent.

In the light of the theoretical framework, and in consideration of the rationale for this
study, the research questions will be formulated. These will be presented towards the end

of the chapter.
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2.1 Socio-cultural Context of Mathematics and Mathematics Education

2.1.1 Socio-cultural Context of Mathematical Knowledge

Rather than being a body of objective knowledge which exists ‘out there' to be
discovered, as is often perceived, mathematics is socialised knowledge which has been
developed as a response to human needs (Cai, 1986; D'Ambrosio, 1990; Malmivuori,
2001). While the socio-cultural dimension of mathematical knowledge has gained
increasing prominence over the last few decades, one significant area of development has
been ethnomathematics, developed and researched by such scholars as Alan Bishop, |
Ubiratan D'Ambrosio, Gelsa Knijnik, Marcia Ascher, Paulus Gerdes, Rik Pinxten, and
Robert Ascher. D'Ambrosio (1985) Jdefined ethnomathematics as “the mathematics which
is practised among identitiable cultural groups, such as national-tribal societies, labor
groups, children of a certain age bracket, professional classes, and so on” (p. 45). In their
editorial comments to Struik’s (1997) chapter, Arthur Powzll and Marilyn Frankenstein
extended the meaning of ‘ethno’ to cover any “cultural group defined by a philosophical
and ideological perspective” (p. 173). Through these developments, there has been a
greater awareness and understanding of the socio-cultural nature of mathematics. Not only
are different mathematical systems recognised as having been developed from their
situatedness within different cultures, these are also shaped by the society within which
any particular culture exists. These two aspects will be elaborated in the following

paragraphs.

Mathematical knowledge did not originate from, nor does it belong to, any one
particular culture. “Every people, every culture and every subculture, including every
social group ... and every individual, constructs and develops its own, in a certain way
particular, mathematics” (Gerdes, 1998, p. 47). Many ethnomathematical studies have
demonstrated the existence of fascinating, yet efficient (Borba, 1997) and sophisticated
mathematical systems in indigenous cultures such as in parts of Africa, of South America,
and in Papua New Guinea. The development of these mathematical systems are linked to
particular needs of the respective societies (Ascher & D'Ambrosio, 1994; Bishop, 1991;
Knijnik, 19935 for the purpose of “encoding, interpreting and organising the patterns and
relationships emerging from the human experience of physical and social phenomena”

{Cooke, 1690, p. 5). For example, the Inca’s use of quipu as a form of number record in
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South America in the 15" Century represents their way of meaningful symbolic
representation in the context of their culture (Ascher & Ascher, 1994), On the other hand,
culturally-unique mathematical systems may reflect the different world-views of
particular cultures, such as that of the Navajo Indians (which is one of continuous events
and processes, not one of discrete situations and objects) (see Pinxten, 1994), The
practical need for a relatively more cxtensive range of words than there are in the English
language to describe different types of hills by the Yindjibarndi language (spoken in the
Pilbara region of indigenous Australia) reflects a different but culturally-relevant notion
of spatial and navigational world-view. Also, the optical fibre industry adopts a
standardised practice of rounding rules called ‘even rounding’, which is different from

those often taught in schools and used in daily life (Fielding, 2003).

At a more fundamental level, one may also question the validity of equations as
‘basic’ as 142=3. That this equation is readily considered true reflects either a
collectively-held paradigm, or our acceptance of an agreed system of conventions (eg base
ten numeral system). In the former, this paradigm may be related to our taken-for-granted
notion of the concept of addition, that is, as representing the action of laying the items
‘side-by-side’ rather than, say, perceiving addition as a form of fusion. Thus, the
acceptance of 1 +2 =3 as valid is also grounded in socio-cultural beliefs, norms and

practices.

The more or less common canonical mathematics education received by learners in
many countries around the world has nrobably led many to believe that ‘real’ mathematics
is a ‘western’ invention. However, “[one] of the greatest ironies ... is that several
different cultures and societies have contribuied to the development of what is called
western mathematics: the Egyptians, the Chinese, the Indians, the Arabs, the Greeks, as
well as the Western Europeans”™ (Bishop, 1990, p. 61). Joseph (1992) also made a similar
observation in his discussion of mathematical development from a historical perspective.

Indeed, this feature in the development of ‘Western’ mathematics reflects the western

Europeans’ interactions with the rest of the world historically. It is reasonable to argue
that the adoption of the essence of different cultures did serve their needs of making sense

of their newfound neighbouring states and colonial countries.
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At the institutional level, we may find that the development and/or maintenance of
particular branches of mathematics has a history of being subjected to the values of
dominant groups such as politicians and research funding agencies. Operational rescarch,
for example, was developed out of military applicational needs in the Second World War

(Martin, 1997). The same goes for games theory, in which

the values of the modelers are incorporated into the game theoretical formulation, which usually
ensures that the game gives results which legiiimate those very same values, Game theory in this
situation provides a “mystifying filter”: values are built into an obstensibly value-free mathematical
framework, which thus provides “scientific” justification for the decision desired. (Martin, 1997, p.
161)

Similarly, competition for limited available research funding has also meant that the
direction of development of mathematical knowledge is influenced by priorities set by

funding agencies, often with links to either governmental or commercial interests.

D'Ambrosio (1985) distinguished between academic mathematics and other kinds of
ethnomathematics. Bishop (1988) referred to tliem as M and m respectively. Walkerdine
(1997) considered mathematical knowledge as being produced within their respective
discursive practices. In this context, Pinxten (1994) sttributed the rise of M and the
corresponding decline of m to the absolutist/formalist views on the nature of
mathematical knowledge. In turn, this absolutist / formalist view may be motivated by the
self-interests and job insecurity of some mathematicians which led to the promotion of
‘pure’ mathematics in a bid to establish ““‘exclusive claim to control over the discipline”
(Martin, 1997, p. 164). Pinxten proposed to establish a bridge between a pupil’s m and the
academic M on the argument that mathematical knowledge has its foundation in the
contextual and cultural knowledge of everyday mathematics. In this way, learners’
understanding can actually be strengthened by the contrast that is thus highlighted. For
example, Nelson (1993) showed how comparison between the decimal numerical system
and another number system unique to a particular culture may strengthen pupil

comprehension of related concepts.

In addition to the nature of mathematics, the role played by mathematical knowledge
in society is also socially constructed. That mathematics is the basis on which new
knowledge often develops makes it a widely-used instrument as a social and educational

filter since Greek times (D'Ambrosio, 1990). Skovsmose (1992) presented another angle
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to this aspect of mathematics’ role in the society, when he explained how mathematics has

been used to modify behaviour through colonising part of reality and re-arranging it.

Available research literature, however, does not appear to address the issue of what
this socio-cultural context of mathematical knowledge means for teachers practising
across cultures. At least subtle differences exist in the ways different cultures shape and
are being shaped by the different mathematicses, which also imply the different roles
expected of — and empl.ases given to — mathematical knowledge. In this sense, then,
immigrant teachers of mathematics may find themselves teaching or needing to teach a
different mathematics in Australia. What are some of these differences, and how do these

immigrant teachers deal with such differences?

2.1.2 Socio-cultural Context of Mathematics Education

These questions may be considered by tumning our attention to school mathematics, in
which the ways it is learnt and taught in schools are again subjected to socio-cultural
influences. In fact, education in general (Veugelers & Kat, 2000), and mathematics
education in particular (Cobb, 1996; Munro, 1996), are themselves socially-referenced
activities. As Schmidt, McKnight, Valverde, Houang, and Wiley (1997) proposed,
“school mathematics is mathematics as it is conceptualised, represented, structured, and
sequenced to share with the next generation through the formal schooling experience” (p.
4). Even in classrooms where mathematics is taught with the utilitarian approach, that is,
when mathematics is seen as essentially dissociated from society and acquired for its own
sake and/or aesthetic value (Joseph, 1993), the mathematical knowledge being taught and
learnt has its own unique cultural dimension (as discussed in the last section). Thus,
whichever approach(es) to mathematics education is being adopted or adapted, the scheol
mathematics curriculum inevitably reflects relationships between mathematics and the

society to which this discipline is applied.

In Victoria, as in anywliere else, the development of the form and content of the state's
mathematics curriculum has been subjected to socio-cultural (including political) forces
(see Horwood, 1999, for a historical examination). For exampie, the diminishing role of
teachers in shaping the state’s mathematics curriculum in the late 1990s coincided with

the formulation of a curriculum framework which reflects the liberal ideals of the then
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state government. Thus, what is included and excluded in the Victorian mathematics
curriculum reflect prevailing social, political and pedagogical values. Similarly, the
pioneering introduction of graphing calculators in the 1990s, and of computer algebra
systems in the carly 2000s, in the Victorian secondary mathematics curriculum
demonstrate how the education authorities shape mathematics education reform in

relation to foreseeable trends in the local and global economies,

Even with apparently similar mathematics curricula, difterent cultures may teach the
content differently and with different approaches or perspectives, reflecting underlying
socio-cultural values. A more specific example relates to studies conducted in the 1990s
{Brenner, Herman, Ho & Zimmer, 1999) which showed how manipulatives were used
differently in Asian and American classrooms. It was found that while manipulatives were
often used to promote student establishment of linkages with abstractions in Asian
classrooms, the same manipulatives were utilised in more concrete contexts in American
classrooms. Thus, given that immigrant teachers had been socialised into the pedagogical
cultures of their respective home countries, the necessary adjustments involved when they
enter the Victorian mathematics classrooms will certainly evoke conflicts between
internalised values and Victorian state/institutional values as reflected in local

instructional guidelines/practices.

In fact, it may be pedagogically desirable to relate mathematics education to culture
explicitly. Fasheh (1982) believed that this would enable puptils to know more about
reality, culture, society and themselves, so that the level of awareness, criticism,

appreciation and self-confidence among these pupils will be raised.

On the other hand, failure to relate mathematics teaching to culture can lead to lower
understanding and negative emotions. The price of ‘ignoring’ the cultural aspect of
mathematics education can be huge, as some developing countries have discovered. For
example, mathematics education systems of developed nations have been influencing
those in some Southeast Asian nations (Nebres, 1995). In fac. Drton (1992) referred to
the ‘meticulous translations’ of ‘Western’ mathematics *:. .ome developing countries
around the world. That these countries continued to produce disappointing mathematics
results was due to what Orton (1992) asserted to be a misfit between "Western'

mathematics and pupils' own cultures. Interestingly, the adoption of the mathematics
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education systems of developed nations reflected the influence of prevailing socio-cultural

forces on mathematics education in each of these developing nations in the first piace.

‘Thus, at the individual level, “all formal mathematics education is a process of
cultural intcraction, and that every child experiences some degree of cultural conflict in
that process™ (Bishop, 1994, p. 16). What the statement echoes, however, is the apparent

research and academic tucus on students and/or their learning experiences in the socio-

cultural context of mathematics education. Certainly, rescarch on mathematics learning in

relation to such factors as ethnicity (e.g. Guberman, 2004; Malloy & Jones, 2002; Secada,

1992; Stevens, Olivarez, Lan, & Tallent-Runnels, 2004), socio-economic levels (e.g.

Lubienski, 2001) and gender (e.g. Hanna, Kundiger, & Larouche, 1990; Leder, Forgasz, &

Solar, 1996, Leedy, LaLonde, & Runk, 2003) is a reflection — if not an explicit
acknowledgement — of the socio-cultural context of school mathematics teaching and
learning. In particular, all 18 edited articles in the book, ‘Changing the faces of

mathematics: Perspectives on African Americans’ (Strutchens, Johnson, & Tate, 2000)

focussed on African American students’ mathematical learning and acl:ievement. But, the

emerging issue is the extent to which teachers of mathematics have been supported in this

context, in terms of how teachers’ personality, ethnicity, gender and other socio-cultural
characteristics may impact on the quality of school mathematics teaching. Related
research such as those conducted by Duffy, Warren, and Walsh (2001), as well as by
Madsen and Mabokela (2000), are relatively sparse. Further, there seems to be a greate:
concern with identifying categories of theoretical interests than inquiring into ways of
supporting more effective practices of such teachers. Thus, there appears to be an

assumption that effective teaching of school mathematics can take place in different

cultures without the need to consider possibilities of pedagogical changes in planning and

practice.

The following non-subject specific statement by Erickson (1997) highlights the
potential for conflict arising from these differences, as well as the choices for action by

teachers confronted by such socio-cultural differences:

Differing social sitnations provide differing ecologies of relationships with other people. They
evoke differing aspects of the individual's overall repertoire of ways of speaking .... As diverse
persons show up in the scenes of daily life they bring their hetereogiossia [from the Greek meaning
'differing tongues’] with them. There can be affiliation as well as conflict across those cultural
differences. And discourses can be contested; they can be interrupted or interrogated. When that
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happens the assumptions of the discourse become visible and available for criticism. If a person or
a group were to change discourses in a conflict that would be to take a different stance in the world.
One may feel as if that is not permitted or as if that is one's right. (p. 55)

The discussion in this section has sought to demonstrate how the teaching and learning of
mathematics, like other school subjects, is a function of the socio-cultural context in
which it takes place. The range and variety of cultural differences that are evident in such
an educational context challenge teachers’ actions and discourses. In particular, the
unique professional and personal circumstances characteristic of immigrant teachers

should be able to bring these to even sharper focus.
2.2 Values and their Role in Mathematics Education

The first theoretical framework examined the socio-cultural aspects of mathematical
knowledge and mathematics education, in which several references to cultural values
were made. This section will begin with an examination of how values may be regarded
as an integral and distinguishing component of different cultures. This will be followed by
an overview of current knowledge regarding values, specifically its relationship with other
affective constructs and its rol¢ in human decisions and actions. This will lead to the
establishment of the second theoretical framework, pertaining to the 1ole of values in

mathematics education.
2.2.1 Values and Culture

Discussions of culture — acknowledging its ongoing evolution, characteristics and
functions — are invariably intertwined with considerations of values that are embedded in :
it. In fact, culture has been described as “an organised system of values which are
transmitted to its members both formally and informally” (McConatha & Schnell, 1995,
p. 81). Phelan, Davidson, and Cao (1991) defined culture as the norms, values, beliefs,
expectations, and conventional actions shared within any grouping of individuals. As

Rokeach (1973) commented,

Values, more than any other, is the core concept across all the social sciences, It is the main
dependent variable in the study of culture. [sic] society, and personality, and the main independent
variable in the study of social attitudes and behavior. (p. ix)

Theories related to values in particular are not new, and the notion of values has been
explored in fields as diverse as anthropology (e.g. Kluckhohn, 1962), philosophy (e.g.
Kohlberg, 1981; Rescher, 1969; Rokeach, 1973; Unger, 1990), psychology (e.g. ;
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McConatha & Schnell, 1995), religion (e.g. Kwast, 1992), organisational theory (e.g.
Hall, 1994; Hofstede, 1997), and educational research (e.g. Allchin, 1999b; Chen &
Ennis, 1996; Halstead, 1996; Hill, 1991; Nixon, 1995; Raths, Harmin, & Simon, 1987,
Tan, 1997). Although it is possibly futile to attempt to look for common threads
pertaining to characteristics of values amongst these different conceptions of values in the
different research fields, it is nevertheless informative for our understanding to explore
the similarities shared by a number of these conceptions, 50 as to build a basic, general

understanding of valucs,

The notion of a value has been described variously as a construct (McConatha &
Schnell, 1995), an ideal (Hall, 1994) which refers to the desirability (Kluckhohn, 1962;
Raths et al., 1987), importance (Lemin, Potts & Welsford, 1994), preference (Hofstede,
1997; Rokeach, 1973), worthiness (Hill, 1991; Raths et al., 1987, Swadener & Soedjadi,
1988; Tan, 1997), priority (Hill, 1991), (moral) rightness (Nixon, 1995; Raths et al., 1987;
Tan, 1997), or potential benefit (Rescher, 1969) of particular objects, phenomena, actions
or goals. However, what is desirable, preferable, worthy, important, rigl , or beneficial in
one culture may not be equally so in another. Thus, while values are shared meanings,
their meanings are probably understood and shared within individual cultures rather than
applicable across different cultures. In this way, values can be viewed as being

“distinctive of an individual or characteristic of a group” (Kluckhohn, 1962, p. 395). The

following quote of Nixon (1995) further exemplifies the characterising function of values:

Values take us, as individuals and groups, back to our roots for the purpose of reclaiming what is
morally alive in our communal pasts; they trace old loyalties but point also to new possibilities for
realising our own moral agency and for supposting that of others. They can, and do, lead to the
exclusivity of tribal and ethnic nationalisms, but they are also expressed in innumerable acts of
altruism and self-sacrifice. (p. 220)

Tan’s (1997) consideration of values in science education also expressed this

relationship explicitly. For her, values are seen to be

part of the culture of a community, and help to guide the actions of its members toward each other
and the community as a whole and toward other communities that may have different values. In
some communities, the values extend to define the community or its members' relationship with
nature, both living and nonliving. (p. 559)

Thus, values as cultural products may be seen to be “sliared meanings which had
captured in certain periods in history the collective experience of a culture” (Jurdak, 1999,
p. 42). These shared meanings were articulated by Dutch social scientist Geert Hofstede
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in 1997, when he proposed a set of five value continva along which individual cultures

can be uniquely defined. These five value continua are:

— power distance (from small to large),

— collectivism — individualism

— femininity (concem and preservation) — masculinity (being assertive and ambitious)
— uncertainty avoidance (from weak to strong)

— orientation in life (from short-term to long-term)

The first four dimensicns of cultures were derived from an empirical study of values
in the 1970s which involved more than 50 countries around the world. Incidentally, these
four dimensions were similar to the four predicted by sociologist Alex Inkeles and
psychologist Daniel Levinson in the mid-1950s. The fifth dimension was the brainchild of
Michael Bond later in the 1990s, and was subsequently incorporated by Hofstede in his

set of value dimensions.

In this sense, values are analogous to a set of lenses with which we interpret the world
around us. Whereas visible practices such as rituals and symbols are external
manifestations of culture, values make up the “core of culture .... [and they] are among
the first things children learn — not consciously, but implicitly” (Hofstede, 1997, p. 8).
The significance of values in defining cultures is also evident from a consideration of
human needs. Rather than being culture-free, the type and variety of human needs (with
the exception perhaps of basic, physiological needs for oxygen, rest, food and water) are
generally dependent on particular cultures (Hofstede, 1997; Lee, cited in Kluckhohn,
1962). For example, self-actualisation at the top of Abraham Maslow’s (1968, 1976)
hierarchy of needs can have different meanings in collectivistic and in more
individualistic cultures. Yet, “it is possible to see needs as arising out of the basic value of
a culture” (Lee, cited in Kluckhohn, 1962, p. 426). Obviously, then, values must be
culturally-referenced so that the needs which arise from these values are consistent or

similar across similar cultures.

According to Hall (1994), “values mediate a human being’s inner and outer worlds,
and enable us to express our inner selves outwardly in our daily activities” (p. 35). The

idea of values playing the mediating role is significant, for this implies that not only may
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values be shaped by an individual’s inner world to interpret the outer world, but also an
acknowledgement of the outer world’s role in shaping values to interpret the individual’s
inner world. Thus, while the interaction between an individual’s inner and outer worlds
potentially involves differences and friction, the individual®s values play a part in

restoring consonance in this process.

2.2.2 Values and Affective Constructs

The concept of values, however, can be a slippery one to define (Curriculum Corporation,
2003). Generally, as will be evident below, values are related to corresponding affective
constructs such as feelings, attitudes and beliefs, that is, ‘value indicators’ as Raths et al.
(1987) called them. One perspective regards values as being the more significant affective
qualities such as interests, attitudes and beliefs, that is, values are essentially interests,
attitudes or beliefs that stand out from the rest. For example, Hofstede (1997) regarded
values as “feelings with an arrow to it: they have a positive and a negative side” (p. 8).
Rescher (1969) saw values as being a significant set of attitudes: “a value represents a
slogan capable of providing for the rationalization of action by encapsulating a positive
attitude toward a purportedly beneficial state of affairs” (p. 9). Hill (1991) regarded values
as a subset of beliefs, values being “those beliefs held by individuals to which they attach

special priority or worth, and by which they tend to order their lives” (p. 4).

Another perspective evident in the research literature regarded values as occupying a
more internalised and deep-seated position within the human psyche, such that values are
responsible for ““a persistent and consistent response to a family of related situations or
objects” (Krathwohl et al., 1964, p. 166). Rokeach’s (1973) reference to values as
enduring beliefs (p. 5) is an example. Krathwohl et al’s (1964) second set of ‘taxonomy of
educational objectives’ (which focussed on the affective domain), perhaps presents a
more well-known illustration of this perspective of values. The Taxonomy adopted a
stage-leamning perspective, positioning the learning of values at the apex. Values
development was seen as a process involving different affective objectives located along a
multidimensional internalisation continuum. The most basic stage is ‘receiving
(attending)’, when the individual’s attention is drawn to a phenomenon. Successive stages
— the rest being ‘responding’, ‘valuing’, ‘organisation’, and ‘characterisation (by value or

value complex)’ — involve increasing levels of internalisation, greater levels of internal
28




control over the ownership of affective objectives, and increasing complexities and

abstraction of these variables,

The involvement of cognition in the individual’s cultivation of values is highlighted
clearly in the valuing process involving ‘value indicators’, conceptualised by Raths et al.
(1987). According to these researchers, a ‘successful’ valuing process involves the
satisfaction of all the following seven criteria:

— choosing — freely

—  from alternatives
—  after thoughtful consideration of the consequences of each
clement

~— prizing — cherishing

— affirming to others

— acting — with the choice

— repeatedly, in some pattern of life.

The relevance of some of these seven criteria are certainly debatable (see Seah, 1999;
Stewart, 1987). For example, certain life experiences may create such deep impressions
and strong impact on the individual that they shape or alter her outlook and attitudes to
life— and indeed personal values — forever; thus, the criteria that values are acquired
from choice may not apply in these instances. In fact, the availability of choice is a
culturally-referenced value assumption which may be kept from public knowledge or
which may remain an ill-afforded luxury in some cultures. In other words, while there are
certainly values which are internalised through a conscious process (and which may well
satisfy the seven criteria listed in the valuing process), the development of some values
may well be subconscious to us. In fact, certain parts of the affective-cognitive reference
system are “unconscious” to us (Schléglmann, 2001). The notion of a process, though, is
a useful idea with which values development may be considered. Value indicators are
seen to be subjected to “trials and tests’ before becoming values. This agrees with the idea
of increasing internalisation in Krathwohl et al’s (1964) Taxonomy. Indeed, the valuing
process as described by Raths et al. (1987) may be regarded as corresponding to the mid-
level of the Taxonomy, i.e. the valuing level, at which values are accepted and commitited

to from amongst the range of less internalised, affective qualities.
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Thus, as a result of values representing greater levels of internalisation and internal
control over the ownership of affective objectives, we can see values as being more stable
compared to the value indicators. While an individual may experience changes in her own
attitudes and/or beliefs throughout her life (see Perry, Vistro-Yu, Howard, Wong, &
Keong, 2002), the individual's values do not normally undergo significant changes once

they have become part of the personal value systems. Although most of these values may
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be acquired in the individual’s ‘character-forming’ years as a child, it is reasonable to
argue that significant life experiences at other times of the individual’s life (such as
migration, changes in medical conditions, and the addition/loss of lover' ones) can exert
pressures on the personal value system in ways which may well result in some basic and

far-reaching changes.

A question which surfaces is, do values form an affective or cognitive construct?
While the nature of values’ relationships with beliefs and attitudes may suggest that
values are affective qualities, the structure of the Taxonomy and the criteria listed in the
valuing process do hint at a cognitive characteristic for values. Interestingly, in the
description of the affective domain of their Taxonomy, Krathwohl et al. (1964) clarified
that “the fact that we attempt to analyze the affective area separately from the cognitive is
not intended to suggest that there is a fundamental separation. There is none” (p.45). In
fact, the very notion of the affective domain was seen by McLeod (1989) to be “a wide
range of feelings and moods that are generally regarded as something different from pure
cognition” (p. 245), thus hinting at a certain level of cognitive involvement in affective
factors. Similar propositions about the inseparable affective-cognitive facets of the human
psyche have also been made more recently, such as by Schléglmann (2001) and Seah
(2001). Schldglmann (2001) explained how the operations of Jean Piaget's adaptation
strategies (1.e. assimilation and accommodation) involve the interplay between cognitive
and affective processes. For example, the role of affect in cognition is seen in this
statement: “affects .... i)mvide the energy through which cognitive processes are

motivated or hindered. They control attention and memory processes, and influence the

hierarchy of cognitive schemata™ (Schloglmanu, 2001, p. 2).

Drawing on the Eastern perspective on being and relating, and the associated concepts

of equilibrium and harmony, Seah (2001) viewed the human affective-cognitive system as
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being made up of four interlocking components, namely thinking about thinking, feeling
about thinking, feeling about feeling, and thinking about feeling, From this perspective,
values were perceived to make up the ‘thinking about feeling’ component. More
importantly, there is the implication of a complementarity between affect and cognition,
and what is commonly regarded as affective or cognitive in character may simply be a
recognition of the differing degree to which each of these components is emphasised in

reality.

In other words, it may be more useful for our understanding of human experiences if
we consider cognitive-affective constructs instead. While beliefs, attitudes and emotions
may be predominantly affective in nature, there exists also a cognitive component, whose
strength and influence may probably decrease from beliefs to attitudes, to emotions. As
highlighted in McLeod’s (1992) review of research on beliefs, attitudes and emotions,
these qualities may be distinguished by

the degree to which cognition plays a role in the response, and in the time that they take to develop.
.... Therefore, we can think of beliefs, attitudes, and emotions as representing increasing levels of
affective involvement, decreasing levels of cognitive involvement, increasing levels of intensity of
response, and decreasing levels of response stability. (pp. 578-579)

Thus, does it follow then that we can postulate these to include values, implying that
the increasing level of internalisation related to values corresponds to an increasing level
of cognitive involvement (and a corresponding decreasing level of affective involvement)
as well? Could the level of affective involvement in values formation be so low that the
construct of values was left out of McLeod’s (1992) review of research on affect in
mathematics education, such that Jurdak (1999) considered values as “psychological
constructs that students and teachers have formed as a result of cumulative individual and
collective contextualized experiences” (p. 41)? It is also evident when Kluckhohn (1962)
referred to values as ‘conceptions’, when Krathwohl et al. (1964) related the
corresponding categories in their cognitive and affective taxonomies, when Swadener and
Soedjadi (1988) referred to a value as “an idea or concept” (p. 197), when McConatha and
Schnell (1995) linked values to “constructs™, and when Raths et al. (1987) perceived
valuing as involving the activities of choosing, prizing and acting, that the internalisation

of the affective ideas that constitute values is indeed a highly cognitive activity.
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The relative dominance of cognition and affect in relation to values is likely to be
different depending on what aspect of values is being considered, That different people or
cultures attach different importance to values such as thrift and respect is indicative of the
affective nature of these ideas. As is seen in the last paragraph, the process of acquiring
these values can be regarded as more cognitive than affective. Yet, we often come across
stories of people risking their own lives without hesitation to save others’, or of people
reaffirming their values through reacting strongly to particular stimulus. In other words,

value activation is likely to be more affective than it is cognitive.

- It may be appropriate at this stage to discuss the relationship and difference between
the constructs of values and beliefs. After all, beliefs represent the next less internalised
construct in the continuum of cognitive-affective constructs, and there has been a large
amount of educational research on beliefs. Establishing a distinction between values and
beliefs would thus shed light on how current knowledge of beliefs may be utilised in

helping us understand better the nature of values.

Unfortunately, the difference between values and beliefs is not always made distinct in
the research literature. Even regarding values as representing a more internalised form and
a greater cognitive involvement than beliefs does not necessarily lead to any observable
difference between the two constructs at all. In fact, we often come across the terms
‘values’ and ‘beliefs’ being used interchangeably, as if they are different labels for the

same construct, such as in religious values/beliefs.

The seven criteria in the valuing process proposed by Raths et al. (1987) can be used
to represent a systematic approach to distinguishing values: a belief evolves into a value
only when it satisfies a// seven criteria of the valuing process. In particular, the
anthropologist Clyde Kluckhohn made the point that “values differ from ... beliefs ... by
the commitment to action in situations involving possible alternatives. If you are
committed to act on a belief, then there is a value element involved” (Kluckhohn, 1962, p.
432). Clarkson and Bishop (1999) perceived values as beliefs in action, thus also
emphasising the notion of observable, behavioural aspect of values, similar to the acting
element in the valuing process mentioned above. All these perspectives relate valuing to a
volitional aspect, yet these underlie an assumption that values are necessarily acted upon.

This may well be true considering particular values alone, but in the context of many
32
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values that are often involved in any life experience, there are surely times when not
everything that is valued can possibly be demonstrated at the same time, Does this mean
then that there are possibly priorities amongst values, which challenges the notion that

values represent affective constructs that are acted upon?

Kluckhohn (1962) attached beliefs to the categories ‘true/false’ and
‘correct/incorrect’, and values to ‘good/bad’. This reference to values as indicative of
one’s notion of what is good has also been referred to in later years in definitions of
values by Nixon (1995) and Tan (1997). Rokeach (1973) introduced an additional
dichotomy ‘desirablc/undesirable’ to refer to values, and held the opinion that considering
something as good or bad essentially represents the articulation of a belief. Likewise,
describing values as those ideas that are perceived to be important in life (Lemin et al.,
1994) also reinforces their affective and subjective nature. Based on these views, it
validates once again the cognition-affect balance in values development and activation as
discussed earlier. A way of distinguishing values and beliefs in observable ways m.y thus
be proposed here. The judgement of the truth, correctness or goodness of any
phenomenon is only possible and meaningful when it is situated in some context. A belief
that ‘mathematics is fun’ concerns a true/false (and not possibly a good/bad) judgement, a
judgement which can only be meaningfully made based on an object, i.e. the subject of
mathematics. Holding this belief does not mean believing that any other school subject, or
any other thing, is necessarily fun. On the other hand, in the case of values, the notion of
what is or is not desirable or important in life does not necessarily require any specific
target object. A person who subscribes to the value of fir will look for it and/or
emphasise it in her daily life. It is an idea which is desirable or important in a somewhat
universal way. Values, then, would appear as single terms which are context-free. An
examination of values listed in curriculum frameworks and in national value statements

reflects this feature of values, some of which are listed in Table 2.1,

Since this tangible distinction can be very useful for the purpose of identifying values,
it is worth noting too that values may be seen to differ from attitudes in the similar way.
Thus, if an individual’s attitude is one of interest or curiosity, it is also expected that she
is not interested or curious towards everything around her. Rather, like beliefs, these

attitudes are associated with particular objects, events or phenomena. So, she may be
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interested in swimming and in the language arts, and/or curious about science, for

examples,

In Rokeach’s (1973) words, values are transcendental (across objects and situations).

Similarly, Krathwohl et al. (1964) refer to values in the personal value system to be
“broadest with respect both to the phenomena covered and to the range of behavior which

they comprise” (p. 185).

Similarly, the way in which Chin, Leu and Lin (2001) differentiated between their
‘pedagogical identities’ (i.e. expressed in the form of words) and ‘pedagogical
identifications’ (i.e. expressed in sentences) (Chin, 2001, personal communication) also
supported the notion of values (the former) as being decontextualised beliefs (the latter).
This distinction also supported the idea that each value often develops from an interaction
amongst several beliefs, reflecting the internalisation continuum in the taxonomy of

Krathwohl et al. (1964), and the seven-criteria valuing process of Raths et al. (1987).

While values may derive from interests, attitudes, beliefs and the like, they also exert
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“a direct or indirect influence on attitudes, beliefs, feelings, and the perception of the

social and political world” (McConatha & Schnell, 1995, p. 80). “Values form the basis of

i
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a person’s ... attitudes toward others and toward the world at large” (Tan, 1997, p. 559).

They play a role in one’s subsequent response to social stimuli in a general sense, i.e. in
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one's affective notions in the forms of interests, attitudes and beliefs. Senger (1999)
alluded to this when she acknowledged the presence of underlying values in beliefs. Thus,
while values may be considered as significant or internalised atiitudes and beliefs, they
also subsequently foster the continual and/or wider adoption of other related attitudes and
beliefs. As emotions, attitudes, beliefs and values are activated in new and wider areas of

personal experience, new emotions, attitudes, beliefs and values may be fostered as well,

thus leading to an increasingly complex and intertwining system of what Schléglmann

(2001) called personal affective-cognitive reference systems.
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Table 2,1

Values Articidated in a selection of Curricuilum Frameworks and National Statements

Curriculum frameworks

Western Australia
Curriculum Framework

32 core shared values:

e The pursuit of personal o Individunal differences
(Western Australia excellence » Cooperation/Conflict resolution
Curriculum Council, ¢ Domains of human experience o  Family/home environment
1998) ¢ Empowerment s Participation and citizenship

¢ Knowledge ¢ Community

e Values systems o Diversity

» Critical reflection » Contribution

o  World views e Authority

¢ Individual uniqueness » Reconciliation

s Personal meaning + Social justice

e FEthical behaviour and » Responsibility and freedom

responsibility ¢ Benefits of research

¢  Openness to leamning ¢ Culwral heritage

¢ Initiative and enterprise ¢ Conservation of the environment

¢ Compassion and care ¢ Suslainable development

o Equality ¢ Diversity of species

* Respect

¢ Open leaming environment
Values Education Study 10 shared values to be fostered by  Australian schools
{Curriculum Corporation, e Tolerance and understanding o Care
2003) s Respect e Inclusion and trust

¢ Responsibility e Honesty

¢ Social justice ¢ Freedom

e  Excellence » _ Being cthical
Manifesto on values, o Democracy ¢  An Open Society
education and democracy e  Social Justice and Equity e  Accountability (Responsibility)
(South Africa » Equality o The Rule of Law
Department of ¢ Non-Racism and Non-Sexism ®  Respect
Education, 2001) ¢ Ubuntu (Human Dignity) e Reconciliation
National statements
Malaysia’s Nilai-nilai {6 noble values:
Murni (Tan, 1997) ¢ Compassion ¢ Physical and mental cleanliness

e Self-reliance e Honesty

e Humility e Diligence

¢ Respect s Cooperation

¢ Love ¢ Moderation

¢ Justice e QGratitude

e Freedom ¢ Rationality

e  Courage e Public-spiritedness
Singapore’s Shared e Nation before community and e  Community support and respect
Values (Singapore society above self for the individual
Government, 1991) o Family as the basic unit of e Consensus, not conflict

society ¢ __Racial and religious harmony
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2.2.3 Values and Action

Values, like beliefs and attitudes, manifest themselves as views and behaviour
(Veugelers & Kat, 2000). Since values are more significant or more internalised than
emotions, attitudes and beliefs, the relationship which values have with human decisions
and actions should be a stronger one compared to the other affective constructs. To what
extent, then, are teacher actions guided by their values? The classroom is a place where a
large number of (miostly oﬁ-ﬂlc-spot) decisions are made; research (Orlich, Harder,
Callahan, Kauchak, Pendergrass, Keogh, & Gibson, 1990) has shown that elementary
teachers deal with as many as | 000 classroom interactions daily, most of which involve
minor and major decision-making. In our day-to-day dealings with events and
phenomena, “rational choice must not be random but guided by considerations of
comparative merit, considerations in which values must play a pivotal role™ (Rescher,
1969, p. 45; see also McConatha & Schnell, 1995). However, this important role of values
needs not imply a necessary translation into actions that correspond to values subscribed.
Hill (1991) cautioned that the volitional aspect of values may not necessarily follow from
the cognitive and affective aspects. Furthermore, there have been observations that similar
situations often lead to several possible and often incompatible responses (Raths et al.,
1987). In fact, “since a given situation will typically activate several values within a
person's value system rather than just a simple one, it is unlikely that he [sic] wil! be able

to behave in a manner that is equally compatible with all of them™ (Rokeach, 1973, p. 14).

For example, a teacher may find that the school expects its staff members to propagate
certain identified values in its ‘value of the week® program, and this teacher may well find
that it is in her professional interest (to retain the job, perhaps?) to suppress the portrayal
of certain other perscnally-held values. On the other hand, immigrant teachers who
experience racism in their respective workplace may also respond in ways only so as to

‘act mainstream’.

As another example, a mathematics teacher may value opportunities to stimulate her
pupils to develop breadth in the mathematics content taught in class, to relate a particular

mathematics theorem/formula to its historical/cultural evolution, to help pupils see its
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applications in the society, and to challenge them to establish novel applicational links.
This same teacher may also value the importance of pupil academic excellence in
muthematics, especially in high-stakes examinations for tertiary entry. How is this teacher
going to plan for a particular topic with the five or six periods allocated in the school
teaching plan? Time constraints do not afford this teacher with the luxury of emphasising
both enrichment and practice, for instance. ‘Competing’ values are involved in these
examples, and the teacher has o base her decisions and actions on relevant competing
values. Pressure from competing values in classroom interactions also come about as
“teachers and children negotiate over the parameters of a working consensus — a set of

understanding which allows for mutual survival” (Pollard, 1982).

For any teacher, it is unlikely that the priorities among competing values will remain
the same across situations and contexts. These values override one another differently in
different contexts. After all, in different situations, constraints and goals can be different,
resulting in the activation of different sets of competing values, which thus lead to

difterent choice of actions.

It is worthwhile noting that the notion of competing values is not entirely novel in the
research literature. Hofstede (1997) talked about conflicting values experienced by

people, which “make it difficult to anticipate their behavior in a new situation” (p. 11). He
quoted an example in which students in masculine cultures may be characteristically vocal
in class and compete openly with peers, but such characteristics may not always be
observed when this student enters another masculine society, which also subscribes to
collectivist values. The science teacher participant in Lewis-Shaw’s (2001) study
experienced ““tension between ... [the] sometimes competing priorities” (p. 186) between
communication of subject content and interest/concern for students, due to such factors as

time constraint.

In his philosophical discussion of values in education, Webster (2002) proposed that
many teachers who claim to value honesty are also likely to necessarily lie at times (to
students). It thus appears possible for an individual to value both honesty and dishonesty:
“their usefulness to us as educators is determined by our relation to them, that is, how we
as agents value their potential as we pursue our personal aims of our educational

enterprise” (p. 4). This view, however, appears to accord values with meanings in context,
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which runs counter to our earlier distinction that values are context-independent and
transcendental. Yet, we do find ourselves being honest and dishonest in different
situations! The notion of competing values may be useful here to resolve this ‘tension’.
Using Webster’s (2002) example, an individual may value honesty and she may still lie to
students that she is unable to solve a given problem “in order for them to adopt a less
dependant approach to their problem solving and learning” (p. 4). What this quoted phrase
implies, then, is possibly the affirmation of a competing value, say, independence. In such
a situation, it is likely that honesty and independence are both valued by the individual,
and that the latter dominates the former in situations when she is observed to be

dishonest,

On the other hand, competing values may not all be of equal significance with respect
to the context being considered. Hail’s (1994) categorisation of values into phases and
stages implied that “generally speaking, the phase and stage of the value given first
priority determines the world view of an individual or group” (p. 67). These more
prioritised values may be called ‘overriding values’. Due in part to the fact that they are so
much a part of the individual, overriding values may be activated without her conscious
forethought (Krathwohl et al., 1964). So, we saw how the values of respect and individual
needs were overriding values probably possessed by Fay, a teacher participant in the
‘Values And Mathematics Project’ (FitzSimons, Bishop, Seah, & Clarkson, 2001), values
which were so deep-rooted in her personality that she did not nominate those during the

pre-lesson interviews.

Both the notions of competing and overriding values imply that individual values
alone do not influence the nature of human decisions, actions and responses. Rather, it is
the role of the value systemn, “‘a learned organization of principles and rules to help one
choose between alternatives, resolve conflicts, and make decisions” (Rokeach, 1973, ..
14). In fact, Bishop and Whitfield (1972) observed that “teacher’s own value system is
fundamental” (p. 16) to their prioritising of decisions in the classroom. Functionally,
Rokeach (1973) explained:

through experience and a process of maturation, we all learn to integrate the isolated, absolute

values we have been taught in this or that context info a hierarchically organized system, wherein
each value is ordered in priority or importance relative to other values. (p. 6)




By considering value systems/complexes (named variously as ‘values schemas’
(Hamberger & Moore, 1997), and ‘affective-cognitive reference systems’ (Schlégimann,
2001) instead, we may be in a better position to explain the inconsistencies observed in
several studies between individual beliefs and subsequent actions (see, for examples,
Gondoseputro, 1999; Raymond, 1997; Schoenfeld, 1989; Sosniak, Ethington, & Varelas,
1991; Thompson, 1992). A likely explanation for such apparent inconsistencies is that
while the individual may subscribe to the individual beliefs (and their underlying values),
they may be prioritised differently in relation to one another in different contexts. Thus,
what is actioned in any one context reflects the overriding or the prioritised competing
value that is functioning in that context. The consideration of values as being organised in

a system is crucial to this understanding.

Another factor behind observed inconsistencies between beliefs, attitudes and values
on the one hand, and teacher practices on the other, may be due to what Tripp (1993)
calied second-hand values (see, also, ‘reflected values’ in Lewis-Shaw, 2001}, values
which had been articulated by more experienced colleagues and peers for exainple, and
which may be implemented by a teacher in need of an immediate on-site response at a
particular critical incident. Second-hand values do not normally form part of a teacher’s
value system, however. Teacher reflection should facilitate an appraisal of the second-
hand values in relation to the action, “The processes of review and evaluation provide for
on-going assessment of the effects of particular forms of action on self and on specific
interests” (Pollard, 1982, p. 35). There are certainly opportunities for the teacher’s
personal value system to be fine-tuned in the process, beginning with a positive attitude
to, or belief in, the desirability of the second-hand value. In time, this represents one way
in which a person's ongoing developing value system responds to new insights and

phenomena in the world around her.

Such second-hand influences have also been documented as beliefs and observed in
students. For example, Carpenter, Lindquist, Matthews, and Silver (1983) reported that
student inconsistencies in stated beliefs “reflect the beliefs of their teachers or a more
general soctal view rather than emerge from their own experience with school

mathematics™ (p. 657).
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Lin and Chin’s (1998) study with an experienced senior high school mathematics
teacher demonstrated how the influence of second-hand values contributed to the
teacher’s professional development in this area. For this teacher, experts® (textbooks")
values were accepted and portrayed to the pupils wholesale, before these interacted in
time with the teacher’s own values to bring about further development of his own unique
teaching style. In this instance, teacher reflection —- as part of the teacher's three-stage
personal professional development (i.e. accepting experts’ values, reflecting with own
views, developing own unique style) — was very much also an evaluation of second-hand

values (i.e. values espoused in textbooks).

Even though values may be more significant to — or more internalised within — an
individual, an awareness and knowledge of these values within the individual’s personal
value system is unlikely to offer reliable prediction of how the individual responds to
situations in daily life. The functioning of competing values emphasises the capability of
the individual to respond in ways which match these to the specifics of the situation at
hand. At times, overriding values gain prominence such that they determine the course of
decisions and actions. At some other times, second-hand values play a role too. Thus,
although values shape our interpretative schema, they only provide “abstract frames of
references for perceiving and organizing experience” (McConatha & Schnell, 1995, p. 80)
and are essentially “a form of conceptual and emotional goggies” (Tan, 1997, p. 559). In
other words, values influence rather than determine the choice of possible actions
available to an individual (Ennis & Chen, 1995; Hill, 1991; Hofstede, 1997; Kluckhohn,
1962; Nixon, 1995; Raths et al., 1987; Tan, 1997).

This discussion on the nature of competing, overriding and second-hand values in
relation to value systems is important for the conduct of this study. It potentially facilitates
a fuller understanding of how the teacher participants’ different values interact with one
another in the context of the perceived value differences. The notion of second-hand
values is also a worthwhile intérpreting tool as these may well reflect immigrant teachers

acting in ways that are perceived to have been effective or appropriate in the host culture.
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2.2.4 Value Change

That values are deeply internalised qualities within humans does not rule out the fact
that an individual’s values may-— and can — undergo changes. Krathwohl et al’s (1964)
‘taxonomy of educational objectives (affective domain)’, as well as Senger’s (1999)
model, both identified human awareness as the basis upon which affective variables gain
stability and are increasingly internalised. Thus, unless an individual ceases to be aware of
what is around her, life experiences will continue to shape the individual’s attitudes,
beliefs and other value indicators, thereby putting pressure on the nature of the
individual’s existing value system. Value change and a subsequent re-organisation of the
individual’s value system brought about by this finetuning process are thus inevitable. As
mentioned by Raths et al. (1987),

since we see values as growing from a person's experiences, we would expect that different
experiences would give rise to different values and that any one person’s values would be modified
as those experiences accumulate and change .... And a person who has an important change in
awareness or in patterns of experience might be expected to modify his or her values. Values may
not be static if a person’s relationships to the world are not static, As guides to behavior, values
evolve and mature as experiences evolve and mature. (p. 198)

In fact, the causal factors underlying value change had been examined in greater depth
by Rescher (1969) during the same time that David Krathwoh!’s team constructed the
taxonomies of educational objectives. Rescher (1969) categorised value change as either
derivative or direct. Derivative value change applies to a subsidiary or means value when
the corresponding higher-order or end value undergoes a change itself. On the other hand,
direct value change may be induced by newly discovered or acquired factual information,
ideological/political change, a reaction to boredom/disillusionment, and most relevant for
his discussion in the book, value change caused by changes in the society’s operating
environment, i.e. “the whole range of social, cultural, demographic, economic, and

technological factors that comprise the way of life in that society” (p. 177).

Despite the possibilities for one’s values to undergo change, the fact that values are
more internalised than affective constructs such as beliefs and attitudes implies that any
value change may not be as dramatic, casy, and/or frequent as, say, attitude or belief
change. Value change has tended to be evolutionary (as opposed to revolutionary), and

many values (such as virtues like honesty) have actually withstood the test of time to
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remain stable, resilient and cherished by generations of the human race (Nixon, 1995;
Rescher, 1969),

In the context of this study, the possibility for new values to be acquired and current
values to be modified in form and degree of internalisation provide immigrant teachers
with a level of flexibility in making sense of and negotiating perceived value differences.
It suggests that values which these teachers view as being local/Australian need not be
either rejected or accepted wholesale. Taking into account also the relationships amongst
values, the process of value difference negotiation becomes problematised, although it
may be a blessing that the individual has opportunities to resolve value difference
situations in a variety of ways. The contribution of this study is in framing these
opportunities to empower individual immigrant teachers in their professional practice in

school mathematics teaching.

2.2.5 Values in Mathematics Education

Certainly, the teaching and learning of mathematics in schools have traditionally been
considered in terms of cognitive processes. It was perhaps with the development of the
constructivism paradigm in education, and the emphasis on problem-solving activities in
mathematics pedagogy, that questions related to factors regulating or facilitating effective
mathematics learning were asked, which in turn led to a focus on such affective qualities
as beliefs (Malmivuori, 2001). One of the first definitions of values pertaining to
mathematics teaching and learning was proposed by Bishop (1996), who defined values in
relation to socio-cultural influences. The relative permanence of values has implications
for a more effective values education program in general, and the optimisation of

mathematics teaching and learning in particular:

Values in mathematics education are the deep affective qualities which education aims to foster
through the school subject of mathematics. They appear to survive longer in people’s memories
than does conceptual and procedural knowledge, which unless it is regularly used tends to fade,
(Bishop, 1996, p. 19)

Soedjadi (2004} regarded the teaching of values in the mathematics classroom as an
important component of a mathematics teaching process that covers cognition, affect and
psychomotor. On the other hand, Chin and Lin (1999a) related values in the mathematics

classroom to teacher identity, reflecting Halstead’s (1996) association between values and
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personal identity:

values as social and individual phenomenn, therefore, are conceived ... as teachers' pedagogical
identities concerning mathematics, teaching, learning, and curriculum, They reveal the principles ot
standards of teacher selections and judgements on the importance or worth of using certain
pedagogical identifications in his or her classroom teaching of mathematics, (Chin & Lin, 1999b, p.
317)

They elaborated further that mathematics teachers’ values are “their Pedagogical
identities concerning mathematics and pedagogy, developing through a dialectical
relationship between the varieties and complexities of individual pedagogical
identifications” (Chin, Leu, & Lin, 2001, p. 254). Here, Chin (personal communication,
August 10, 2001) referred to ‘pedagogical identities’ as teachers’ underlying principles
which are normally expressed “‘in short words, for example ‘individual thinking’”,
whereas ‘pedagogical identifications’ were referred to as teachers’ propositions about
mathematics and its teaching whose forms are usually “a bit long and [in] complete
sentence for example ‘There is no leaming if students do not think’”. As discussed earlier
in Section 2.2.2, this distinction is in line with the idea that values are developed from
beliefs, and that values transcend across objects and situations, whereas beliefs are

contextualised in them.

The two experienced teacher participants reported in Chang (2001) gradually reverted
to ‘traditional teaching’ despite being trained in ‘constructivist teaching’ during in-service
professional development courses. That this was attributed to “a few core or deep ...
values” (p. 295) reflected the deep-rootedness and influence (over action) of personal

internalised values in the mathematics classroom.

In consideration of exisiing definitions of values in school mathematics and other
disciplines (see Sections 2.2.1 and 2.2.2), I propose the following as the operational

definition of values in this study:

Values represent an individual’s internalisation, ‘cognitisation’ and
decontextualisation of affective constructs (such as beliefs and attitudes) in b~
socio-cultural context. Values related to mathematics education are inculea.
through the nature of mathematics 2nd through the individual’s experience in the
socio-cultural environment and in the mathematics classroom. These values form

part of the individual’s ongoing developing personal value system, which equips her
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with cognitive and affective lenses to shape and modify her way of perceiving and
interpreting the world, and to guide her choice of course of action. They also
influence the development of other affective constructs related to mathematics

education and to life.

Having defined values related to mathematics education in the manner above, let us
now consider current research knowledge of the types and nature of such values, and of
how some of these might be related to one other. In exploring values encountered in the |
mathematics classroom, Bishop (1996; 1998) identified three relevant categories —

general educational, mathematical, and specifically mathematics educational:

For example, when a teacher admonishes a child for cheating in a test, the values of 'honesty' and
‘good behaviour’ derive from the general educational and socialising demands of society. Then
when a teacher proposes and discusses a task such as the following: “Describe and compare three
different proofs of the Pythagorean theorem” the mathematical values of ‘rationalism’ and
‘openness’ are being conveyed. However there are other values being transmitted which are
specifically associated with the norms of the institutions within which mathematics education is
formally conducted. For example, consider the following instructions from the teacher: “Make sure
you show all your working in your answers”, “Don't just rely on your calculator when doing
calculations, try estimating, and then checking your answers”, the values implied are all about
‘examination-wisdom’ and ‘efficient mathematical behaviour'. (Bishop, 1998, p. 34)

In particular, Bishop (1988) discussed that ‘western’ mathematical values can be
conceived as being made up of three pairs of complementary values, i.e. rationalism and
objectism, control and progress, openness and mystery (see Bishop, 1988, chap. 3 for
details). The two values in any pair are complementary in the sense that although they
appear to contradict each other in nature, they are both embedded and portrayed in
mathematical knowledge. For example, “one of the paradoxes of Mathematics is that even
though Mathematical culture brings with it the values of ‘openness’ and accessibility,

people still feel very mystified about just what Mathematics is™ (Bishop, 1988, pp. 77-78).

Mathematics educational values, too, may be seen to constitute complementary pairs.
Seah (1999) identified the following in his textbook analysis study: formalistic versus
activist view of mathematics learning (see Dormolen, 1986), instrumental versus
relational understanding and learning (see Skemp, 1979), relevant versus theoretical
nature of mathematics teaching and leaming, accessibility versus specialism of
mathematics knowledge, and utilising mathematical skills as part of a process versus as a

tool. These categories were also used by Brown (2001) in his examinations of values in
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mathematics assessments. In fact, Brown went further, classifying these values into either

pedagogical or cultural mathematics educational values.

General educational, mathematical and specifically mathematics educational values do
not exist mutually exclusive of one another. Some values fit into two or all three of the
categories. For example, progress and its associated value of creativity can be as much a
mathematical and mathcmatics educational value as a general educational value
(depending on the socio-cultural context in which this is understood). Also, when Taplin
(2001) wrote about ways through which teachers can integrate values education into
existing mathematics lessons, she was referring to a range of human values such as
perseverance, teamwork and truthfilness — being both general educational and

mathematics educational in nature,

As mentioned above, that culture and values are closely related means that the nature
of any given value in the mathematics classroom is rclative to its socio-cultural setting. As
an example, the value of rationalism, with its characteristic promotion of logical thinking
and deductive reasoning, may belong to each of the three categories of values in the
context of a typical Western society. On the other hand, it may not be a socially desirable
value in some other different cultures, where a promotion of rationalism in the population

imay be perceived as a threat to societal and/or political stability.

As another exampile of the socio-cultural nature of valuing, appropriate behaviour
between dating students in a mathematics class may constitute a general educational value
for some teachers, while it may well not be for others. The following quote sums up the
related experience of an ethnic minority teacher beginning his professional practice in the
Victorian secondary (mathematics) classroom, when he intervened in a classroom incident

that saw a male student kissing his classmate-cum-girlfriend on the neck:

examining my own aititude towards sexuality of myself and others, I was able during my teaching
to be neutral in the sense that the students were like my own kids, what I found out though is that |
am very conservative and protective when it comes to sexuality and that my own values and
standards (and religious beliefs to a certain degree) have a major role and that it was something that
I would not change and that mainstream teaching standards by large (at least in the school I taught
at) agreed with me,

That also meant that I might be faced with other contexts where possibly the school have made
acceptable practice one or more things that 1 might strongly disagree with and that I should be
prepared to face up to that and take my decisions accordingly. {Ali, personal communication,
October 20, 2004)
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In the mathematics classroom, general educational, mathematical and mathematics
educational values may be portrayed through the operating functions of teachers,
textbooks, curriculum frameworks, etc. These can also be communicated through (more
implicit) supporting vatues, which include the inaplicit message portrayed by teacher
dressing (Neuman, 1997, chap. 14), textbooks’ physical designs, teacher tolerance

towards student late submission of work, for examples,

Drawing on Billett’s (1998) five levels of knowledge genesis, values in the
mathematics classroom may be posited partly within increasingly larger contexts of

personal, institutional, epistemological and societal values, as shown in Figure 2.1,

Figure 2.1, Relationship of values encountered in the iathematics classroom.

societal values

epistemological values

institutional values

personal value system

values in the
mathematics
classroom

ol

math
values

....... supporiing
values

math®® values — mathematical values
m.e, values —-  mathematics educational values
g.e. values — general educational values

In particular, epistemological values refer to those values which are continually being
constructed and modified by mathematicians or mathematics education researchers. For
example, the value of technology may be relevant in Victoria as its importance continues
to be reconceptualised in the context of the nature of mathematics. Similar categories

have been discussed with reference to science education variously as ‘epistemological and

supporting values’ (Tan, 1997) and ‘values of science and research ethics’ (Allchin,
1999b).
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Note that the boundaries of the different set of values have not been represented by
solid lines; this reflects the belief in a two-way permeability of the influences amongst
values. For example, institutional values shape values in the mathematics classroom as
much as values in the mathematics classroom influence the development of institutional

values.

Neither is any set of values situated wholly within a ‘larger’ set of values, that is, each
family of values is not a subset of some family of more general values. To

explain/interpret this, consider a zoom-in view, as shown in Figure 2.2. The shaded area

Figure 2.2. Value differences (shaded).

institutional values

s
values in the mathematics \//

classroom

7

.

represents all the values in the mathematics classroom which are ‘at odds’ with

a institutional values in any particular cultural setting. These values, which are possibly
brought into the classroom by both students and teachers, reflect differences between
what are valued by students/teachers and what are valued by the institutions. They could
4 also be reflecting value differences among the students/teachers themselves. For this
study, it may thus be assumed that value differences perceived by the immigrant teachers
involve the interaction of values in and out of the shaded areas within the classroom
context. Thus, in an increasingly multicultural classroom of today, how the value layers
overlap over one another will determine the extent to which cultural differences are

perceived by both teachers and students.
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Empirical research studies into values relating to mathematics teaching/learning
appear to be conducted in earnest from the late 1990s (see Bishop, Seah & Chin, 2003 for
details). Some of these studies focussed on comparisons of values inherent in or portrayed
between the intended and implemented curricula (Lim & Ernest, 1997), or between the
implemented and attained curricula (Chin & Lin, 2000b). Tirosh and Graeber (2003,
Section 2) provided an overview of research that demonstrated how changes in values and
beliefs relating to all three facets of the curriculum have led to changes in teachers’
practice in the mathematics classroom. Many more research studies explored cross-
cultural differences in the values portrayed in the intended curriculum {(Cao, Nguyen &
Bishop, 2002; Cao, Seah & Bishop, 2002; Seah, 1999), implemented curriculum (Chang,
2000, 2001; Chin & Lin, 1999b, 2000a, 2000b; Leu, 1998, 1999; Leu & Wu, 2000, 2001;
Lim & Saleh, 2002; Seah, Bishop, FitzSimons, & Clarkson, 2001), or attained curriculum
(Brown, 2001).

In particular, two nationally-funded research projects (the ‘Values and Mathematics
Project’ in Australia, and ‘Values in Mathematics Teaching’ projects in Taiwan) had been
involved in researching values related to mathematics teaching/leaming. Remarkably,
both projects went beyond documenting observed values to mapping teachers’ practice
from the perspectives of evolving values and of the relationships amongst personally-held
values. This current research study continues this approach; by researching with
immigrant teachers, however, this study accentuates the cultural difference that stimulates
value difference, so as to better understand the process involved in facilitating teacher

portrayal of values that arises from addressing the dissonance perceived.
2.3 Teacher Socialisation

This chapter has so far discussed how the nature of mathematical knowledge and of
mathematics education are socio-culturally-based, and how values related te mathematics
and mathematics education can be influential constructs in the teaching and learning of
school mathematics. Taking the definition of culture broadly, it is reasonable to expect
teachers (of mathematics) to experience differences of values at one time or other in their
respective professional lives. It is also reasonable to argue that such experiences are
especially felt by teachers in transition between school systems, school locations, as well

as student gender types, and perhaps, more so for immigrant teachers. In this context, the
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chapter will now examine current academic knowledge on the process of teacher

socialisation as constituting another approach with which to frame the current study.

Professional socialisation is the “process by which neophytes come to acquire, in
patterned and selective fashion, the beliefs, attitudes, values, skills, knowledge, and ways
of life established in the professional culture” (Su, 1990, cited in Su et al., 1997; see also
Horowitz, 1986). Teacher socialisation is the process through which a teacher becomes a
participating member of the teaching profession (Danziger, 1971). It is a process which is

concerned with teachers “learning how to teach, understanding the roles and

responsibilities of teachers, and the values, attitudes, concerns of schools, and the
teaching profession” (Lacey, 1977, cited in Asam & Cooper, 2000, p. 3). Court (1999)

uses the term ‘alignment’ to refer to essentially the same concept in her research with

B At e A

immigrant teachers in Israeli schools:

There is a relationship between alignment of a teacher’s values with educational and institutional
values and successful change and adaptation. Alignment does not have to mean agreement, it
means understanding one's own values, understanding the norms, and values embodied in an
educational Innovation {sic], and making peace between them. (p. 33)

In this context, immigrant teachers’ attempts at reducing/eliminating dissonance
caused by cultural value differences constitute part of these teachers’ own socialisation

process in Australian schools.

This process is by no means straightforward or common across different teachers,
Hofstede (1997) researched into the experiences of individuals on temporary job
placements in foreign countries, which led him to conceptualise socialisation in the form
of an ‘acculturation curve’, consisting of different phases and different possibilities within

particular phases:

phase 1 is a (usually short) period of euphoria: the honeymoon, the excitement of travelling and of
seeing new lands. Phase 2 is the period of culture shock when real life starts in the new
environment .... Phase 3, acculturation, sets in when the visitor has slowly learned to function
under the new conditions, has adopted some of the local values, finds increased self-confidence and
becomes integrated into a new social network. Phase 4 is the stable state of mind eventually
reached. It may remain negative compared to home (4a), for example if the visitor continues
feeling alien and discriminated against. It may be just as good as before (4b), in which case the
visitor can be considered to be bicullurally adaptec. or it may even be better (4c). In the last case
the visitor has 'gone native' — she or he has become more Roman than the Romans. (pp. 209-210)

If teachers’ professional socialisation is seen to be a process, then all these phases may

be perceived to constitute the socialisation experience. It is worthy that phase 1 has been 1
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seen to be relatively short in duration, and value differences are expected to be
experienced in all subsequent phases, that is, including phase 4. The preceding discussion
on values has argued for viewing value change as ongoing and evolutionary; attainment of
the ‘stable state of mind’ (phase 4) may indicate an immigrant teacher’s capability and
confidence in negotiating perceived value differences, possibly using approaches listed in
Table 2.3, but living this phase out does not preclude future occurrence of value
differences. In other words, the term ‘stable’ as used to describe phase 4 may be seen to

represent something relative rather than absolute,

2.3.1 Factors affecting Teacher Socialisation Experiences

Certainly, the teacher socialisation process is best understood in a broad context of
culture, history, politics, society and institution, and is mediated by such factors as race,
social class and gender (Zeichner & Gore, 1990). Zeichner and Gore (1990) identified
three major viewpoints in their review of literature relating to pre-training influences on
teacher socialisation, First, there is the evolutionary theory from Stephens 71967) who
emphasised the roles of ‘primitive spontaneous pedagogical tendencies’ (such as in
children learning naturally to be teachers) and of ‘spontaneous manipulative tendencies’
(such as in children’s playful tendencies which have no immediate purposc/use, but which
prove useful later in life). Secondly, there is the psychoanalytic viewpoint from Feiman-
Nemser (1983), who held the view that the quality of relationships a teacher had with
significant others when she was a child would affect the course of her socialisation into
the profession. Thirdly, there was also Lortie’s (1975) notion of the ‘apprenticeship of
observation’ experienced by a teacher when she was a student, and which provided this
teacher with both positive and/or negative role models to emulate and/or avoid

respectively.

Zeichner and Gore (1990) also identified other viewpoints regarding the socialisation
baggage teachers bring with them to teacher education courses and to their respective
classrooms. These include teacher knowledge and dispositions towards subject matter and
towards its teaching, dispositions towards teacher training itself, as well as types of

teacher commitment to teaching,
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Pre-service training courses also impact on teachers’ practice (Astin, 1977, Feiman-
Nemser & Buchmann, 1986), although Zeichner and Gore (1990) expressed reservations
of the significance of its direct influences. Their literature survey presented examples of
research arguments which stressed the power of the hidden curriculum within teacher
education courses in affecting knowledge, skills and dispositions, although both Kenneth
Zeichner and Jennifer Gore noted the very little supporting empirical evidence. Thus, it
was interesting to note Asam and Cooper’s (2000) report more recently that native
Hawaiian pre-service teachers’ socialisation experiences were very much influenced by
their ongoing teacher training course. The study offered an explanation for this observed
difference: the pre-service teachers in the study were ethnic minority trainees in a
‘western’ teacher training institution. In other words, in the context of this study, pre-
service training courses may actually exert an appreciable influence on immigrant trainees

in ways which may not be as significant to their ‘local’ peers.

Pollard (1982) identified three levels of workplace-based influences in his conceptual
model, namely, interactive, institutional, and cultural. Support to immigrant teachers’
attempts at negotiating cultural value conflicts inherent in their professional practices in
Australia at the workplace level is especially important, particularly if the teacher
involved tries to do so by cultivating a modified socio-cultural environment within the
classroom. Within logical, reasonable and pedagogically desirable parameters underlying
such ‘new’ professional teaching environments, the degree to which an immigrant
teacher’s effort is successful would be expected to depend a great deal on the willingness
of students, parents, colleagues, supervisors and the community-at-large to embrace

change.

At the interactive level which relates to the activities and interactions within the
classroom, the ecology of the classroom presents the teacher with many factors which are
relevant to teacher socialisation processes (Copeland, 1980; Denscombe, 1982), both
material (e.g. teacher-student ratios; quality, type, variety and availability of resources)
and by nature of the classrcom setting. For the latter, Doyle (1986) proposed that six
classroom features are crucial: multidimensionality, simultaneity, immediacy,
unpredictability, publicness, and history. Particularly, “the significant role of pupils on the

socialization of teachers is supported both on logical grounds and by empirical evidence
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.... However, there is currently very little understanding of how the specific

characteristics of teachers and pupils mediate the processes of teacher soctalization”

(Zeichner & Gore, 1990, p. 339), although Lewis-Shaw (2001) provided some insights:

both teacher and students continuously engage in a process of determining which values are held in 4
common and the extent to which value difference exists. In fact, negotiation proceeds continuously
at the affective level, whether teacher and leamer are conscious of it or not. They are both A
constantly checking, testing and calibrating, for example, through reflecied appraisals, their
respective affective states and 1ts likely influence on what is taking place, Through a tacil form of
affective negotiation participants proceed, often in a reiterative manner over time, through the i
process of framing and reframing constructs of meaning as they deal both individually and socially ]
with difference, uncertainty and the unknown. (p. 189) 1

Factors underlying the way in which a teacher socialises into the profession may also
be related to the nature of schools as workplaces, specifically the respective institutional
bias (Pollard, 1982; Zeichner & Gore, 1990). These factors may be organisationa: (such as
reflecied in the school’s organisational chart) or interpersonal (as in the influence of
colleagues, supervisors/performance appraisers, and parents) in nature. For example,

“staffroom colleagues act as major reference groups ‘a group whose outlook is used by an

actor as a frame of reference in the organisation of his perceptual field’ (Shibutani, 1955)”
(Pollard, 1982, p. 25). In the words of Denscombe (1980),

the strategies employed by teachers arise in the context of a school organisation which provides the

‘prevailing circumstances taken into account by teachers in their routine activity. The school E
organisation provides dilemmas and imperatives, possibilities and opportunities, and it is these
which explain the existence of particular strategies in the classroom, (p. 290)

Of course, “teachers do not necessarily passively conform to these pressures, but they
must take them into account in some way as they go about their work” (Zeichner & Gore,

1990, p. 340).

The evolving character of a teacher in her profession is also shaped by factors at the

societal level. These may include the level of socio-politico support (e.g. financial,

infrastructural) for teacher ongoing professional development program, level of over-

/under-representation by one gender or particular age-groups, and the nature of the

collective political voice of teachers. The quality of a teacher’s socialisation is also
expected to be affected at this level by the social status accorded to teachers, a measure of

which may be teacher remuneration.
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Another factor affecting socialisation experiences at the cultural level may be the
teacher’s ethnocentrism. The term was first coined by William Sumner (1906) to refer to a
“view of things in which on¢’s own group is the center of everything, and all others are
scaled and rated with reference to it” (p. 13). As a result, “people readily though not
inevitably develop strong loyalties to their own ethnic group and discriminate against
outsiders™ (Cashdan, 2001, p. 760). Ethnocentrism needs not be displayed only by
immigrant teachers; for example, Eckermann (1994) reported on the Anglo-oriented

principles of teachers in multicultural school settings, and she noted that

it s ... difficult not to cvaluate, to judge difference, the unknown, from the perspective of the
familiar, or what is thought to be known and understood. In the process it is casy to stercotype, to
apply generalisations to people and situations on the basis of very little real but a great deal of
assumed evidence. These patterns are prevalent among all people, all cultures, throughout the
world and are part of a universal human chatacteristic — ethnocentrism — a belief that one's own
group is best and that all others, if not exactly inferior, are at ieast somewhat strange and dubious in
their behaviours, traditions and beliefs. (p. 225)

Current literature appears to indicate, however, that research with immigrant or ethnic
minority teachers have mostly been conducted at the institutional and cultural level as far
as workplace factors arc concerned. Bascia (1996), Madsen and Mabokela (2000), and
Santoro (2000) examined the relationship between these teachers and organisational
culture (and in Santoro’s case, between teachers and students as well). Chinn and Wong
(1992), and Su et al. (1997) based their discussions on teacher training programs. None of
these, however, examined immigrant or ethnic minority teachers at the interactive level,
i.e. in the classroom, taking into account the interaction between them and their students.
In fact, none of the studies mentioned above was based on data grounded in classroom
interactions and lesson observations. Recognising that teachers possess considerable
autonomy and authority within the confines of a classroom, it is equally important to
investigate how cultural value differences and conflicts are negotiated by the teacher in
her interaction with students. The professional capability of the immigrant teacher is no
less (if not more) affected by this teacher’s handling of value conflicts during lesson
delivery and class management than the impact of organisational and/or societal

pressures.

Certainly, the earlier discussion making the point for considering teachers’ pre-
training life experiences and their developments as student teachers as factors influencing

teacher socialisation also suggests the need for this current research study. That is, there is
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a need to examine immigrant teachers’ professional socialisation because they had grown
up, attended school, trained as teachers, and practised overseas. These experiences were
expected to puide the development of the teachers’ value systems. Practising in Australia,
then, is likely to lead each of these teachers to live through the *acculturation curve’ that
was introduced in Section 2.3, and in ways which would be more intense than any ‘local’

teacher in transition would ever go through.

2.3.2_Dealing with Differences and Conflicts

All the above factors partly determine the extent to which a teacher’s socialisation
experience is a smooth one. Value differences that are perceived would naturally need to
be interpreted and negotiated by the individual. One perspective relating to dealing with
such perceived differences has been Jean Piaget’s view that the human mental structures
actively seek to achieve equilibrium between an individual and her surrounding (see, for
example, Duncan, 1995). Schldgimann (2001) related beliefs to affect logic, in terms of
the stability of the affective component of the human psyche, and talked about “stabilised
emotional schemata” (Schlégimann, 2001, p. 8) which would be indicative of an

individual’s success in addressing the changes confronting the schemata.

Of interest in the context of this study is, what happens when this equilibrium between
psyciie and environment is threatened or disrupted? How might an immigrant teacher
respond, for example, when she realises in her first days in the mathematics classrcom
that Year 12 students in Victoria are allowed to bring mathematics notes into the
examination hall? Festinger’s (1957) ‘theory of cognitive dissonance’ is perhaps a good
starting point with which to explore possible answers. It should first be noted that while
Festinger (1957) used the phrase ‘cognitive dissonance’, ‘cognition’ was used in a broad
sense, referring to “any knowledge, opinion, or belief about the environment, about
oneself, or about one’s behavior” (p. 3). That is, this knowledge, opinion or belief might

also include values.

The central ideas encapsulated in the ‘theory of cognitive dissonance’ are as follows:
— inconsistent knowledge, opinion or belief about one’s self, behaviour and environment

leads to psychological discomfort,
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— there exists an internal drive to reduce or eliminate these cognitive dissonance through

a variety of ways.

The mathematics classroom teaching experience of immigrant teachers provides
fertile ground for affective-cognitive dissonances to occur. Indeed, the two common
sources of dissonance identified by Festinger (1957) would apply to the professional
experience of immigrant teachers as well, The first relates to new events/information, and,
for immigrant teachers practising in a new culture, it is reasonable to assume that these
new inputs would be understood against the teachers’ own pre-training, teacher-cducation
and in-service experiences. The second common source of cognitive dissonance arises
from an individual’s need to formulate opinions/decisions, This is likely to be especially
relevant to immigrant teachers who are trying to make sense of the new culture, as well as
of their respective new workplace within the new culture. In particular, “dissonance could
arise because of cultural mores .... In some other culture these two cognitions might not
be dissonant at all” (Festinger, 1957, p. 14). This is precisely how cultural value conflicts
in the mathematics classroom in this study are regarded as one form of ‘cognitive
dissonance’. That these teachers may not be in the position, or may not have the necessary
‘tools’, to respond in ways which reduce or eliminate these value differences would

simply mean that the dissonance concerned may persist (Festinger, 1957).

As we have seen earlier, the negotiation of these dissonances can be affected by the
teachers’ pre-training experience, teacher-educaticn course, and workplace experience.
According to Festinger (1957), such dissonance may be reduced or eliminated in one of
the following ways: (1) changing a behavioural or environmental factor causing the
dissonance, (2) adding new elements to reduce the proportion of dissonant elements to
consonant elements, or which ‘reconciles’ the dissonant elements, or which detaches the
person experiencing the dissonance psychologically away from the action. These
strategies highlight possibilities for direct and indirect approaches to negotiating
conflicting values that underlie the factors. The notions of competing, overriding and
second-hand values (as discussed in Section 2.2.3) can also fit comfortably into
discussions of how the conflicting factors may be changed or of how new factors may be

introduced to resolve the dissonance.
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A model for negotiating dissonance that reflects the strategies proposed by Festinger
(1957), but more importantly, which applies to the mathematics educational context, was
proposed by Bishop (1994). Drawing on related research across mathematics education,
Alan Bishop conceptualised five different possible teacher approaches to cultural
conflicts, that is, culture-blindness (traditional view), assimilation, accommeodation,
amalgamation, and appropriation (see Table 2.2). These produce a framework with which
possible ways in which education policy makers, teacher educators, and teachers respond

to culture conflicts in the mathematics classroom may be explored.

Table 2.2
Teacher/institutional Approaches to Culture Conflicts in Mathematics Education
Approaches to culture Assumption Curriculum Teaching Language
conflict
Culture-blind No culture Traditional No particular Official
Traditional view conflict Canonical modification
Child’s culture  Some child’s Caring Official, plus
Assimilation should be cultural approach relevant contrasts
useful as contexts perhaps with and remediation
examples included some pupils in  for second
_groups language learners
Child’s culture  Curriculum Teaching style  Child’s home
Accommodation should restructured modified as language accepted
influence due to child’s preferred by in class, plus
education culture children official language
support
Culture’s adults  Curriculum Shared orteam  Bi-lingual, bi-
Amalgamation should share jointly teaching culral teaching
significantly in  organised by
education teachers and
community
Culture’s Curriculum Teaching Teaching in home
Appropriation community organised entirely by community’s
should take wholly by community’s preferred language
over ¢education community adults

Note. From “Culiural Conflicts in Mathematics Education: Developing a Research Agenda”, by Alan J.
Bishop, 1994, For the Learning of Mathematics, 14 (2), p. 17. Copyright 1954 by FLM Publishing

Association. Adapted with permission of the author.

These approaches reflect the perspectives of policy makers, and/or of ‘local’ teachers
who may have a number of ‘ethnic’ pupils in their classes. The current study, however, is
concemed with immigrant teachers practising in classes of largely ‘local’ pupils. These

situations are different in several important ways, thus impinging on how the table may be
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used to interpret observations to be made in the current study. Most — if not all —

immigrant teachers are expected to confront value differences personally, without direct

support from colleagues or the wider school community (Santoro et al., 2001), and

(immigrant) teachers do not enjoy as much authority as administrators anyway, so it may

not be as meaningful to discuss emergent forms of curriculum corresponding to each

possible teacher approach. The teacher’s range of languages of instruction and interaction

is also an irrelevant construct in the current study when the ‘ethnic’ individual’s language

level being catered for is that of the teacher herself.

Table 2.3

Approaches by Immigrant Teachers to Value Differences in Mathematics Education

Approaches to value
difference/conflict

Assumption

Teaching

Culture-blind
Traditional view

There is no culture conflict

I tench mathematics in the same
way [ did in my home culture.

The Australian ~ulture should

I include the Australian cultural

Assimilation influence the surface contexts in my teaching, such as
characteristics of my in examples and problem sums,
mathematics teaching.

The Australian culture should be  Planning and classroom

Accommodation espoused. decisions are affected by the
Australian culture.

The essence of my home culture My teaching reflects a synthesis
Amalgamation and the Australian culture should of teaching styles from my home

guide mathematics teaching. culture and from Australia.

My home culture and the My mathematics teaching style
Appropriation Australian culture should interact  consistently reflects an

to inform my mathematics
teaching.

adaptation of my home culture to
local norms and practices.

It is thus desirable to adapt Table 2.2 in ways which render the modified list a more

meaningful interpretation tool for understanding immigrant teachers’ experience with

culturally-based differences. This modified list is presented here as Table 2.3. The five

conceptualised approaches to perceived value differences also reflect an increasingly

greater acknowledgement of the Australian mathematics education traditions in an

immigrant teacher’s pedagogical repertoire in Victoria, and an increasingly complex

interaction between the two teaching cultures. Each of these approaches may be

understood against the set of assumptions in the middle celumn of Table 2.3. The next

column exemplifies how the approaches may be articulated in practice.
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At one end of the list is the culture-blind approach in which the teacher assumes that
mathematics and/or mathematics education is or should be culture-free. Cultural
differences relating to mathematics and mathematics pedagogy is probably a meaningless
concept to the teacher. Any perception to that effect is likely really the resuit of cultural
differences in other aspects of cultural life experiences. Thus, school mathematics should
be (and will be) taught in ways which had proven effective in the immigrant teachers’

practice in the home culture.

The use of the labels ‘assimilation’ and ‘accommodation’ for the next two approaches
reflects differing degrees of internalisation of the Australian mathematics education
traditions and the cultural assumptions upon which these are based, in much the same way
that Jean Piaget used them to refer to the mechanisms with which learners’ schema
respond to environmental stimuli, With the ‘assimilation’ approach, the teacher remains
committed to the home culture’s pedagogical practices and the underlying values.
Adaptation is likely to be articulated through the structuring of contexts of teacher
explanations, examples, problem sums, etc in Australian terms; the teacher’s pedagogical
style remains largely unchanged. Indeed, the teacher’s values relating to mathematics and
mathematics education may remain the same regardless of the community of professional
practice she finds herself in. As an example, a teacher who includes ‘extended questions’
in her worksheets may be seen to be valuing process, but she may really just be
assimilating the school’s established routines, while she continues to portray her valuing
of product by awarding marks based only on the final answers given by the students. Ina
sense, then, this assimilation approach is analogous to the relative stability (in Piagetian
theory) of an individual’s cognitive schema when re-achieving equilibration through

assimilation,

With the ‘accommodation’ approach, however, the teacher is totally receptive to the

Australian (pedagogical) culture, such that decisions and actions reflect this acceptance
and internalisation of relevant aspects of the host culture. The organisation of the
teacher’s schema relating to mathematics teaching and learning are expected to be altered

as a result of accommodating to the value difference situation.

Representing a more interacting and dynamic relationship between the teaching styles

of a teacher’s home and host cultures would be the ‘amalgamation’ and ‘appropriation’
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approaches. A teacher adopting the ‘amalgamation’ approach will likely demonstrate the
best and most appropriate features of the home and host cultures’ teaching traditions
being brought together to optimise teaching and learning, However, these pedagogical
features remain independent of one another, and as such the cultural traditions upon
which they are based are easily identifiable. A visit to the ¢classroom of a teacher adopting
the ‘amalgamation’ approach is likely to reveal aspects of teacher practice which may be
attributed to the home culture, as well as other aspects that reflect Australian customs and
beliefs.

On the other hand, with the ‘appropriation’ approach, the immigrant teacher is likely
to be fully aware of the socio-cultural context of mathematics and mathematics pedagogy,
perceive value differences in this context, recognises the strengths and weaknesses
inherent in the mathematics education traditions in both the home culture and in Victoria,
and appropriate a teaching style which is personally customised to the mathematics
ecucation system in the Victoria classroom. The immigrant teacher probably regards this
teaching style as being optimal for students’ learning and understanding of mathematics
concepts and skills. An observation of the practice of such an immigrant teacher may
reveal novel teaching approaches that have been adapted to the local context. Unlike the
amalgamation approach, it is relatively harder to define teacher practice of an
appropriation approach in terms of distinct components of features representative of the

home or Victorian cultures.

This research study will explore the extent to which these five approaches to
negotiation of value differences is useful in integrating immigrant teachers’ professional
socialisation in the Australian mathematics classroom. The conceptualisation of these
various approaches had been stimulated by Bishop’s (1994) more general framework of
cultural differences in mathematics education, and this range of five approaches outlined
above has not yet bcén validated through evidence-based research in any systematic
manner. Some prior research findings related to teacher socialisation, however, have been
observed to indicate positive correspondence between teacher responses and the five
approaches of culture-blindness, assimilation, accommodation, amalgamation and

appropriation, and these will be discussed below.
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The first three approaches, i.e. culiure-blind, assimilation and accommodation, are
rather similar to the approaches reported by Court (1999) in her interviews with Russian
immigrant teachers in Israel. There, three levels of adaptation were presented. These
adaptation approaches were labelled in order from shallowest to deepest, and Court
(1999) referred to “a relationship between alignment of a teacher’s values with

educational and institutional values and successful change and adaptation™ (p. 33).

If these first three approaches describe teachers’ adaptation to the profession in the
context of value differences, then the next two approaches may be perceived to refer to
greater degrees of personal reflection and professional integration into the educational
system of the host culture. Both the amalgamation and appropriation approaches reflect
the teacher’s desire to take advantage of the pedagogical strengths of the educational
systems of the home and host cultures to optimise the teaching and learning of
mathematics in schools. It may perhaps be said that a teacher operating in either of the
two approaches has gone beyond adapting to the new educational system, and is

proactively integrating the relevant pedagogies into her teaching repertoire.

For example, the appropriation approach was demonstrated in a few instances of
negotiating perceived value differences by Fast (2000) when he recounted his teaching

experience in a foreign country:

In my experiences as a teacher in Zimbabwe, I discovered the importance of adapting not only my
teaching strategies but also my thoughts and actions to the culture. This allowed me to look beyond
the obvious by adopting a new perspective. (p. 100)

Equally significantly is the observation that Fast had adopted multiple negotiation
approaches to negotiate the differences in values he had perceived. The different ways in
which he had responded to the cases he reported may be associated with what are called
‘accommodation’ and ‘appropriation’ in Table 2.3. It appears, then, that successful
negotiation of perceived value differences in a new culture needs not be associated with

the choice of any particular negotiation approach only.

Chew and Lim’s (1995) study of the conflict-handling modes of ethnic Chinese
business managers had also made the same observation, While the participants in this

study expressed a preference for particular conflict-handling approaches, their
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questionnaire responses revealed that different approaches have actually been utilised to

resolve the different conflicts. As was reported,

The Chinese business managers® form of conflict management can be likened to the changing
colours of the chameleon ....several forms were utilized on different occasions but these styles also
reflecied an explanation of thinking. (Chew & Lim, 1995, p. 155)

Again, as for Court (1999), values held by the participants were found to relate to the
conflict-handling mode preferences. For example, respondents who emphasised

collectivism were more likely to adopt the compromising mode of conflict management.

While the strategies offered by Festinger (1957) (discussed a few paragraphs above)
demonstrate possible actions that might be taken by individuals to respond to dissonance,
the model outlined in Table 2.3 provides a list of approaches to negotiate similar
dissonance. In this sense, the model of teacher responsive approaches is more general and
it provides for the possibility of different actions. Also, the model also differs from
Festinger’s strategies in that the amalgamation and appropriation approaches demonstrate
possibilities for aspects of cultures to interact together in response to the perceived
differences. That is, rather than being enculturation experiences, (immigrant teachers’)
professional socialisation may be seen to be acculturation exercises (see Bishop, 2002).
Transition is an acculturation process (Bishop, 2002), and not only may teachers of
mathematics be seen to be prime agents of acculturation in the classroom (Bishop, 2002),

but they too may be considered to be subjects of professional acculturation.

2.3.3 The Experiences of Immigrant, Expatriate and Ethnic Minority Teachers

The professional socialisation experiences of immigrant teachers may be similar to
that of expatriate teachers, for both groups practise across geopolitical cultures. They are
also expected to be not much different from ethnic minority teachers as they negotiate
their practice in the context of a dotninant culture in the Australian society and workplace.
These assumptions are made here so as to widen the scope for relevant literature
references to the socialisation experiences of immigrant teachers; despite evidence of
substantial demographic movements across borders, there has been very little educational

research into the lives of immigrant teachers.

Even then, educational research studies on ethnic minority teachers have been

relatively rare (Bascia, 1996). Recent studies ¢n this group of educational professionals
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also tend to have been conducted in America (e.g. Asam & Cooper, 2000; Bascia, 1996;
Chinn & Wong, 1992; Su et al,, 1997; Zimpher & Ashburn, 1992), UK (e.g. Rakhit,
1998) and Israel (e.g. Court, 1999; Horowitz, 1986). “Much less research has considered
the nature of Australia’s increasingly multicuitural teaching profession or the experiences
of ethnically different teachers in schools” (Kamler, Reid, & Santoro, 1999, p. 55), even
though Australia is a multicultural commonwealth and has put in place an ongoing
immigration program. In fact, “educational research in Australia ... has largely focussed
on the experiences of students (rather than teachers) of ethnic difference” (Kamler,
Santoro, & Reid, 1998, pp. 1-2). While this lack of academic research attention couid be
raken to mean that the professional socialisations and transitions of immigrant teachers
must be generally smooth, Santoro’s (1997) study of the experiences of Chinese borm and
educated student teachers in Australia revealed the difficulties and challenges they faced.
Soviet and American immigrant teachers in their first two years of teaching in Israel have
also demonstrated significantly different student control ideologies and general
educational philosophies (Horowitz, 1986); surely, then, some if not all of these
immigrant teachers experienced value conflicts in the Israeli classrooms. Such a

phenomenon can also be inferred from Hofstede's (1997) statement that:

migrant families in their new environment experience standard dilemmas, At work, in shops and
public offices, and usually also at school, migrants interact with locals and are re-programmed to
local values. At home they try to maintain the values and relationship pattems from their country of
origin. They are marginal people between two worlds and they alternate daity between one and the
other, (p. 222)

A value conflict at the interactive level and potentially experienced by immigrant
teachers was reflected in the interviews conducted by Su et al. (1997) with Asian
American student teachers. Many of these student teachers had come from countries
where students (and the society at large) accorded much respect to teachers, and they
found that similar level of respect was absent in the United States. A similar difference in
cultural perception of the teaching profession between Asian countries and Australia :s
also expected to exist, given that both the United States and Australia are traditionally
western cultures, Also, there may be a greater chance of immigrant teachers perceiving
this difference because ethnic minority teachers may possibly be more socialised already
into the ways of life in the host country, having possibly grown up and/or been educated

there. Such differences in the social recognition and standing of teachers affected the
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classroom environment in which the immigrant teacher operates, as well as the nature of
relationship between the teacher and her students, their parents, colleagues and
supervisors. There were also implications for the applicability and effectiveness of
different pedagogical strategies across cultures, as the success of some of these strategies
(e.g. whole-class teaching) could be achieved insofar that the associated values embraced

by the home culture are also affirmed in the host culture.

Another area of value conflict is related to student discipline. In a study conducted by
Madsen and Mabokela (2000), African American teachers reported that “the power and
control of traditional management practices used by the European American teachers
resulted in African American children being more aggressive” (p. 869), and that they
believed that their own flexible management style would have been more beneficial.
Moreover, these teachers’ socialisation experience was further hampered by criticism
from their European American peers for adopting different disciplining strategies for

different students.

For an ethnic minority teacher of mathematics, dissonance may arise from her
perception of the abilities or motivations of students in the host culture. As an example,
the rationale behind the relatively lesser number of topics in the secondary mathematics
curriculum in Australia may not be immediately understood by an immigrant teacher who
had grown up in a culture where relatively more topics were taught. Instead, she might
interpret this in tenms of differences in student capability or motivation to leam.
Psychological discomfort, that is, dissonance, may be experienced as a result of

perceiving a difference in the valuing of, say, student motivation.

Teacher socialisation difficulties had also been reported at the institutional level.
Organisational cultural insensitivity had been related to teacher experience of “the
pervasive power of racial categories in erasing individual variability and complexity”
(Madsen & Mabokela, 2000, pp. 858-859). Teacher perception of racism was reported by
David (1993), and by Santoro et al. (2001). The modeling and advocacy roles taken up by
some ethnic minority teachers had also led to the occurrence of several conflict situations
in their respective workplaces. For some, the relationship between ethnic minority
teachers and minority students was reported to signal ramifications for professional status

and organisational access (Bascia, 1996). Ethnic minority teachers had also perceived
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exclusion from mainstream professional and social formal and informal interactions,
conflicts between personal values and beliefs of what was acceptable in the school, which
sometimes led to teacher engagement with covert subversive actions in the classroom
(Bascia, 1996).

A recurring outcome reported in most research with minority teachers is the feeling of
professional, social, and cultural alienation and isolation (see, for examples, Bascia, 1996;
Court, 1999; Kamler et al., 1998; Madsen & Mabokela, 2000; Meacham, 2000; Overberg,
1976). In Australia, in-depth research with eight overseas—educated, non-native English-

speaking teachers of Languages Other Than English (LOTE) revealed a general sense

amongst these teachers of professional and cultural isolation in the education system,

especially amongst those teaching in small or isolated communities (Santoro et al., 2001).

In addition, this failure by an immigrant, expatriate or ethnic minority teacher to
confront and resolve value differences may lead to this teacher ‘staying within herself’
professionally, or at most restricting her interaction to only peers of the same ethnicity.
Unfortunately, this can sometimes be interpreted by peers from the dominant culture as a
preference by immigrant colleagues to segregate and exclude themselves from the
mainstream, instead of it being recognised as being one way through which these teachers
can derive some form of psychological and/or emotional support. As Meacham (2000)
observed, “this interest in forming relationships [with peers from one’s home culture]
suggests that there is an importance to being able to relate to people who have

experienced a [similar] kind of passage” (p. 594).

Of course, not all ethnic minority teachers subject themselves to be isolated
professionally or culturally. Some also embrace the dominant, host culture. For example,

one of the teacher participants in Kamler et al’s (1997) study felt that overseas-born

teachers should be Australian enough, “to ‘be’ more like the majority: to be able to take a
joke, to forgo old values for new” (p. 21), a response similar to the accommodation

ﬁ approach in the model of teacher approaches to value differences (Table 2.3).

In his study with two African American teachers, Meacham (2000) found that the

teachers responded to the phenomena of cultural denial and cultural limbo by devising

3 “strategies that enabled them to maintain their commitment to entering the teaching
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profession and their commitment to the cultural well-being of African American students™
(Meacham, 2000, p. 589). The teachers’ two primary ‘survival strategies’ were the
cultivation of a ‘language of critique’ and the refinement of their respective personal
values systems. A language of critique allowed the teachers to adopt a critical perspective
of the situation in the context of a validation of the role of African American English. The
cultivation of new values, on the other hand, enabled the teachers to negotiate value
conflicts, thereby maintaining the teachers’ professional well-being. What was perhaps at
the heart of the problem was the range of value conflicts relating to the use of different
types of ‘English’, and both survival strategies exemplified the teachers’ successful
negotiation of these conflicts by re-orienting their values, such as values about African
American English and about the notion of success in a mainstream culture. Essentially,
these survival strategies effectively prevented the teachers from experiencing professional
isolation. These teacher participants were functioning with a belief that their teaching
should validate the relevance of their home culture. They regained their confidence and
strength in the security of their cultural identity. Armed with a critical perspective, these
teachers fine-tuned their respective value systems. Essentially, their strategy reflected the
appropriation approach (see Table 2.3), one which made use of home cultural values to

enhance the host culture’s teaching orientation.

Bascia (1996) argued for corresponding strategies to be put in place at the
administrative and organisational levels to further support the professional socialisation of
immigrant, expatriate and ethnic minority teachers. Of course, the extent to which this can
actually be operationalised in any effective way differs among different societies and
cultures, taking into account political and societal interests and demands. Yet, institutions
and the society-at-large do play an active role in facilitating teachers’ negotiation of
cultural value differences. In fact, “the important factor in the attempt to eliminate the
dissonance ... is the total amount of resistance to change [in which the institution and the

society play a part); the source of the resistance is immaterial” (Festinger, 1957, pp. 27-
28).

We have seen in this section how little attention appears to have been directed to
understanding and subsequently optimising the professional socialisation experience of

immigrant, expatriate and ethnic minority teachers. In particular, the level of empirical
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research with immigrant teachers of mathematics has been nearly non-existent, at a time
when Victoria will potentially see more of these teachers in its schools as it faces a crucial
shortage of (secondary) teachers of mathematics. That factors related to immigrant
teachers’ personal, academic and professional experiences in their respective home
cultures have been found to significantly inform the quality of these teachers’
socialisation process in the host culture further points to the need for researching their
professional lives in transition. The extent to which the conceptualised model of teacher
approaches to perceived value differences during this acculturation exercise is useful in

helping us develop a representative range of approaches will be explored in this study.
2.4 Rescarch Questions

Chap. 1 outlined the rationale for the current study and discussed its significance not
just for immigrant teachers of mathematics in Australia, but also for all teachers, students,
schools and the society in general. This chapter has presented current research knowledge
pertaining to the socio-cultural aspects of mathematical knowledge and mathematics
education, to values related to mathematics and mathematics pedagogy, as well as to

teacher professional socialisation.

The fact that both mathematical knowledge and mathematics education are socio-
cultural in nature, and the fact that teacher socialisation influences have been traced to
teachers’ pre-training days, emphasise the importance of greater understanding of value
differences in the multicultural mathematics classroom. In this light, the first research
question is: What is the nature of value differences perceived by immigrant teachers
in the Australian secondary mathematics classroom? In view of the hitherto virtual
absence of value conflict research in mathematics teaching/learning, to what extent

are the value differences perceived directly related to mathematics and its

pedagogy?

Existing research literature also documents teachers’ successful negotiation with value
differences. The importance of empowering more (immigrant) teachers to respond to
perceived differences in positive ways, supported at the same time by relevant strategies
at both administrative and organisational levels, has been emphasised. Table 2.3

represents a theoretical conception of a range of possible immigrant teacher responsive
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strategies to value differences encountered in the mathematics classroom in Australia, Tho
second research question is concerned with immigrant teachers’ ways of coping with —
and negotiating about — perceived value differences in their profcssional practice. In the
current study, documented teacher approaches in their respective attempts to negotiate
such differences — and the strategies adopted — are expected to extend the scope of the
conceptualised model (Table 2.3) in ways which reflect the variety of possibilities and
creativity of individual teachers concermed. Thus, the second research question will be:
What are the approaches adopted by immigrant teachers to cope with and/or
negotiate perceived value differences as part of their own professional socialisation
process? What arc the underlying assumptions, and hovw might these approaches be
displaycd in observable ways? To what extent have these approaches been reflected

in the conceptualised modcl of teacher approaches discussed carlier (sec Table 2.3)?

The immigrant teachers participating in this study would have come from several
different cultures outside Australia. The socio-cultural context of mathematics and of
mathematics education (as we discussed in Section 2.1) would thus contribute further to
the teachers’ diverse range of personal cultural fund. As we saw in Section 2.3, these pre-
training and pre-service experiences are significant factors which impact on the teachers’
socialisation experiences. The discussion in Section 2.2 also suggests that in the
negotiation of any one value differcnce situation, several relevant values held by any
individual will be brought to bear. In other words, similar value difference situations
perceived by different individuals can potentially be negotiated with different approaches.
Of interest in the third research question, then, is: What are the operating contextual
factors that interact to guide teacher choice of responsive approaches? In particular,

what are the roles played by competing, overriding and second-hand values?

This chapter has enabled a theoretical framework to be set up within which this study
may be defined. This framework has been grounded in three directions within existing
academic knowledge, namely, the socio-cultural context of mathematics and mathematics
education, the function of values in mathematics education, as well as teacher
professional socialisation (particularly, of immigrant, expatriate and ethnic minority
teachers). Additionally, a model of teacher approaches to value differences in the

mathematics classroom was modified from a similar model proposed by Bishop (1994). It
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is expected that this model will facilitate understanding of the immigrant teachers’

experience in the Australian classroom; at the same time, it is also envisaged that the data
will in turn fine-tune the model to render it a uscful professional development tool for
teachers in transition. This data, however, nceds to be meaningfully collected,
documented and analysed in order that valid and reliable information may be constructed.
The next chapter will discuss how this process may be carried out in the course of

conducting this study.
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CHAPTER 3

RESEARCH METHODOLOGY

Chapter 1 had identified the research problem in the context of Victoria's socio-
cultural and educational scenes, and outlined the significance of conducting this current
study. Chapter 2 framed the study within the contexts of the socio-cultural context of
mathematics and mathematics cducation, values and its role in mathematics education, as
well as teacher socialisation, leading to the formulation of the research questions which

this study will address.

This chapter will present the research methodology that will be used in this study. Its
formulation will be guided by ¢ rrent knowledge in social and education research design.
It will incorporate proven strengths, and avoid reported weaknesses in related studies.
Every research endeavor is uniquely different in one way or another, and this one is no
different. Thus, there will also be aspects in the methodology of this study which feature
personal design, adaptations and modifications arising from relevant practical

considerations.
3.1 Research Strategy and Processes

A survey of the research designs in related studies (Brown, 2001; Chin & Lin, 1999,
1999b; Frid, 1995; Gondoseputro, 1999; Ikonomou, Kaldrinudou, Sakonidis, & Tzekaki,
1999; Kaleva, 1998; L -u, 1998, 1999; Raymond, 1997; Seah et al., 2001) suggested that
the intended study will benefit most from a qualitative research approach. After all, as is
evident from the research questions, the intended study does not seek to confirm any
hypothesis. Rather, the - 1l involves understanding, describing, discovering, and
hypothesis/theory generating, all characteristic of qualitative research (Hoshmand, 1989;
Merriam, 1988; Neuman, 1997). Investigating how immigrant secondary mathematics
teachers make sense of and negotiate perceived content and pedagogical value differences
acknowledges another characteristic of qualitative research, that is, there is no single,
objective reality; rather, the world is a function of one’s interpretation and perception
(Kvale, 1996; Merriam, 1988; Miles & Huberman, 1994). The intended study is also
concemed with process and sequence, rather than with outcomes which are characteristic

of quantitative rcsearch studies (Neuman, 1997).
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Nevertheless, schiool responses to survey slips and part of the questionnaire data will
need to be presented via descriptive statistics, not so much as to provide answers to the
research questions of this study, but to provide a generalised context for the purpose of

qualitative data interpretation and analysts.

That the focus of this study is based on a cognitive-affective construct (i.e. values)
also helps to lean the research towards a qualitative methodology. Guba and Lincoln
(1981) noted that

in situations where motives, atlitudes, beliefs, and values direct rmuch, if not most of human
activity, the most sophisticated instrumentation we possess is still the careful observer --- the
human being who can watch, see, listen ... question, probe, and finally analyze and organize his
direct experience. (p. 213)

As Chew and Lim (1995) noted after their quantitative study of value conflicts using the

Thomas-Kilmann Conflict Mode Instrument,

as a self-report instrument it can measure only reported preferences and not actual conflict
behaviour. It follows that more qualitative research and content interviews have to be conducted to
map out the actual conflict behaviour of Chinese business managers if more cross-cultural leaming
in conflict behaviour is to be unravelled. (p. 156)

Richardson’s (1996) survey of research literature on the cognitive-affective constructs
of attitudes and beliefs reported a shift of research methodology from large-scale, paper-
and-pencil, and/or multiple-choice-question tests to interviews, observations, journals,
and/or portfolios as means of understanding how teachers thought and constructed their
own worlds and the world around them, so as to better facilitate teacher change. The more
recently-conducted studies (e.g. Brown, 2001; Chin & Lin, 1999a, 1999b; Gondoseputro,
1999; Ikonomou et al., 1999; Kaleva, 1998; Leu & Wy, 2002; Lim & Saleh, 2002;
Raymond, 1997; Russc & Rennie, 2003; Seah et al., 2001) further confirmed the strength

of adopting qualitative methods in researching values, beliefs and attitudes.

The primary method of investigating the immigrant teachers’ socialisation experience
with value differences will be the grounded theory tradition, first introduced by
sociologists Barney Glaser and Anselm Strauss (Glaser & Strauss, 1967). This fits the
aim in this study of generating a theory concerning the nature of value differences
perceived by immigrant teachers in the Australian mathematics classroom, and these
teachers’ ways of negotiating these value differences, a theory which the preceding
chapters have shown to be relevant and indeed essential in the current socio-cuitural
contcxt of mathematics education, but also one which is yet to be developed. Creswell’s
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(1998) overview and comparison of the different qualitative research traditions had also
affirmed the grounded approach as the most appropriate for inquiries into the research
questions posed for this study (see Creswell, 1998, p. 65). Also, the prime analytic task
being conceived for this study is typical of studies featuring this grounded theory
tradition, that is, to “uncover and explicate the ways in which people in particular (work)
settings come to understand, account for, take action and otherwise manage their day-to-

day situation” (Van Maanen, 1979, cited in Miles & Huberman, 1994, p. 8).

Indeed, the understanding of each teacher participant’s experiences and responscs as
being culturally-situated reflects a research appreach that treats each set of teacher
participant data as also being emic, as opposed to etic (see Berry, 1969), the emic/etic

distinction having been made by Brislin (1983):

The need for achievement ... includes the etic of goal setting, but the Japanese emic is that goals
can be group oriented, and in the US they are more frequently individual oriented. (p. 383)

Official approval from the university’s human ethics committee and from the relevant
school boards will be sought for before sampling and data collection begin (refer to
Appendices 1-3 for the approval letters). In particular, permission to conduct research in
Catholic secondary schools was obtaineid from the different branches of the Catholic
Education Office, that is, Archdiccese of Melbourne and the Dioceses of Ballarat, Sale
and Sandhurst. As the nature of these four letters of permission are similar, only the reply
from the Archdiocese of Melboumne is included here, as Appendix 3. Data for the current

study will be collected through lesson observations, interviews, and document analyses.

These different collection methods serve to control “personal biases that stem from single
methodologies” (Denzin, 1989, p. 236), help to uncover greater richness and diversity of
the phenomenon being studied, as well as provide multiple sources of data due to the

differences inherent in different methods (Neuman, 1997). Thus, a feature in the research

design of this study is the collection of data through observing teacher participants’
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teaching (in addition to conducting interviews and analysing documents). The main
concemn prompting the choice of this data gathering method (i.c. lesson observations) is

the individual’s ability to identify such internalised and subconscious constructs as values

(which account for the culturally-based differences perceived by the teacher participants

in this study). Seah et al. (2001) reported that teacher participants were not very

successful in identifying mathematics content and pedagogical values which they were

about to introduce in their respective lessons; the researchers attributed this phenomenon
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to factors such as the lack of a shared vocabulary with which to discuss values and related
concepts, teacher participants not finding it worthwhile/significant to nominate particular
values, and teacher participants not being aware of values being portrayed in the first
place. After all, “many values remain unconscious to those who hold them ..., They can
only be inferred from the way people act under various circumstances” (Hofstede, 1997,
p. 8). Research methods such as questionnaire administration and interviewing are ideal
for the study of cognitive-affective constructs which we are conscious of (Schldglmann,
2001), but may not be able to identify the full range of values underlying culturally-based
differences and conflicts. At the same time, teacher participants may also not feel
comfortable to initiate verbal or written discussion about particular values (Merriam,
1988), but may feel alright to discuss them in the context of their practice and interaction

in class, which is facilitated through lesson observations.

The lesson observations would also serve as a worthwhile data source for another
reason. The discussion (in the previous chapter) of competing, overriding and second-
hand values, as well as the acknowledgement that values exist as part of personal value
systems, had supported observed inconsistencies between articulated values/beliefs and
subsequent actions. Making observations of the teachers’ practice in the classroom would
thus provide opportunities for this relationship between what are professed and what are
portrayed to be explored. This will also validate information derived from the interviews

and document data.

For the same reasons, collecting data from observing teacher practice and interaction
in the classroom alone will not likely yield reliable interpretation of the teachers’
socialisation experience. Not only will this suffer from the shortcomings inherent in the
use of single methodologies (discussed earlier), but interpretations of what is observed
can be difficult when teacher actions may be grounded in several possible underlying
values. This research difficulty was reported by Russo and Rennie (2003) in a study ona

related cognitive-affective variable, attitudes:

Overall the children seemed to enjoy science lessons, although it was difficuit to separate what
seemed to be their joy of science from pleasure derived from social interactions, the handling of
equipment, and the opportunity to conduct some personal explorations. (p. 77)

Various types of documents or artifacts had been analysed in related studies.
Raymond (1997) examined teacher written records of lesson planning. Leu (1998)

analysed students’ compositions with the aim of checking for student consciousness of
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teacher values representation. Seah (1999) compared Australian and Singapore
mathematics textbooks for writer/editor/publisher portrayal of mathematics content and
pedagogical values. In this study, document analyses will involve the examination of
school survey slips, teacher questionnaires, as well as teacher assessment of student

written work.

The school survey slips provide information from heads of mathematics departments
regarding the number of immigrant teachers teaching mathematics in their respective
schools, and the home cultures of these teachers. The collated information, to be
presented via descriptive statistics, is expected to provide us with snapshots ot the group
of immigrant teachers of secondary mathematics in Victoria. It may also provide updated
relevant contextual information for the purposes of interpreting the data collected and of

understanding the findings of this study.

The questionnaire will be designed to probe for teacher self-reported values, self-
classifications and behaviour (Neuman, 1997). The teacher participants’ responses will
also provide discussion points during the interview sessions with them (Baird, Gunstone,
Penna, Fensham, & White, 1990; Neuman, 1997).

Another set of documents to be collected for content analysis will be a set of marked
assignments to be collected from each of the teacher participants. The way a teacher
assesses student work, as well as the comments she includes (or omits) in the work,
reflect teacher expectations and responses to pupil input. Underlying these expectations
and responses are expected to be the teachers' mathematics content and pedagogical
values. As LeCompte, Preissle and Tesch (1993, chap. 6) pointed out, “artifacts [made
and used by humans] constitute data indicating people’s sensations, experiences, and
knowledge and which connote opinions, values, and feelings” (p. 216). Tripp (1993)
made a more general, but no less relevant, observation: ““all writing expresses and
disguises dispositions, particularly values. Sometimes what a writer writes says more
about the writer than about the phenomenon they write about” (p. 92). The analysis of
teacher assessment and comments directed at individual pupils is also a means of
examining teacher-pupil relationships (Merriam, 1988), especially since teachers have
greater opportunities to treat pupils of different cognitive abilities and cultural

backgrounds differently in individual assignments.
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Scheduled interviews with teacher participants is not just another source of data and
information; they also allow for clarifications on issues identified in the other two data
collection methods, that is, lesson observations and document analyses. In this regard,

Patton (1980) summed up very well the power of interviews:

We interview people to find out from them those things we cannot direcily observe .... We cannot
observe feelings, thoughts, and intentions. We cannot observe behaviors that took place at some
previous point in time. We cannot observe situations that preclude the presence of an observer. We
cannot observe how people have organized the world and the meanings they attach to what goes on
in the world --- we have to ask people questions about these things. The purpose of interviewing,
then, is to allow us to enter into the other person’s perspective. (p. 196)

3.2 Sampling Procedure

As this study intends to explore values related to mathematics and mathematics
education, it will be desirable that lesson observations, interviews and document analyses
be carried out with teacher participants who are practising in the context of mathematics
teaching and learning. Leu’s {1998) experience with a generalist (elementary school)
teacher whose expressed concerns were inevitably not subject-specific is to be avoided.
As such, this study will only focus on teachers of mathematics practising in secondary
schools, such that their decisions, actions and interactions in mathematics lessons may be

examined with them.

It is expected that potential teacher participants will not be excluded just because they
have been in Australia for a considerable length of time. As adult immigrants, the value
systems they have acquired in their respective home cultures are expected to be stable.
That is, these teachers probably contin'ie to perceive their environment in Australia with
values associated with their home cultures even after years of arrival here. Hofstede
(1997) supported the view of development psychologists that “by the age of ten, most
children have their basic value system firmly in place, and after that age, changes are
difficult to make” (p. 8). Assimilation into the mainstream culture does not necessarily
take place, and even if it does, this applies mostly to the second-generation and beyond
(Hofstede, 1997), perhaps due to the socialisation experiences of these children from
young, such as in schools. Court’s (1999) three teacher participants might have migrated
from the Soviet Union in 1990-1991 to Israel, but they were all able to demonstrate how
cultural difference has influenced their respective professional practice when data were
collected from: them in 1997. Similarly, the two veteran (of 12 to 20 years of teaching
experience) teachers in Madsen and Mabokela’s (2000) study perceived the same kinds of
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organisational pressures against them as were felt by the ‘younger’ teachers. The
difference between these veteran teachers and their less-experienced courterparts,
however, was that the former group had at their dispesal finely-tuned defence strategics to

respond to the institutional pressures.

So, the focus of this study will be on immigrant teachers who had been educated as
students — and trained as teachers — overseas prior to their arrival in Australia, This
group of teachers had grown up and developed their personal value systems in their
respective home cultures. Immigrant teachers who were teacher-trained in Australia,
however, would not be included in the current study because it would be inevitable that
some of the value conflicts would have been perceived, negotiated and resolved during
the teacher training course in Australia. As a result, the cultural baggage which these
teachers would otherwise bring with them into their professional practice may have been
significantly mediated during these courses. Opportunities for the perception of ‘culture
shock’ in the Australian classroom would also be reduced without the experience of

teaching similar topics in their respective home cultures.

The sampling of teacher participants will not be probabilistic in nature. There are
several explanations for this. Generalisability is not a salient objective of this study
(LeCompte et al,, 1993); the cultural diversity among the teacher participants is
potentially so great that it will not be fair to regard value differences as arising from some
common foreign worldview, not even if all teacher sources are grouped according to
broad geographical divisions such as Europe or Asia. Statistical sampling is also
irrelevant because there is no access to the whole group (LeCompte et al., 1993) of
immigrant secondary teachers of mathematics in Victoria. A recent national report
acknowledged that data for Australia’s teacher supply and demand at th= level of subject
specialisation have not been comprehensive (Australia Department of E  cation, Science
and Training, 2003). In particular, although the various teacher accreditation agencies
maintain archived records of teacher migrants who applied to practise in schools in the
state, these records do not indicate if these teackers are teaching mathematics currently, or
teaching in schools at all. Also, in a study such as this which provides initial description

of a hitherto little known phenomenon (i.e. value differences perceived by immigrant

teachers of mathematics), statistical sampling is not a crucial element (LeCompte et al.,
1993).
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The first step in the sampling procedure will be to establish initial contact with a pool
of immigrant secondary teachers of mathematics in Victoria who may be interested in
participating in the study. Such a teacher would
— be teaching in a state, Catholic or independent secondary school/college in the state of

Victoria in Australia,

— be teaching school mathematics at one or more secondary levels, that is, between

Year 7 and Year 12 (inclusive),

— have taught secondary school mathematics in another country or region outside

Australia, and
—— have received school mathematics and teacher education in one or more countries or

regions outside Australia.

As discussed earlier in this section, the various teacher accreditation agencies’ records
will not be useful in identifying this pcol of “eligible’ teachers. Thus, they will be tracked
through survey forms to be sent out to heads of mathematics departments in all Victorian
state, Catholic and independent secondary schools and colleges in August 2000. The
mail-out (Appendix 4) will seek the assistance of the heads of mathematics departments
to provide a list of immigrant teachers teaching mathematics in their respective schools,
as well as the home culture of each of these teachers. Responses may be returned either in

the reply-paid envelope enclosed with the survey form, or via fax transmission.

Based on the responses received from the heads of mathematics departments,
individualised invitations to fill out the teacher questionnaire will be posted to the eligible
immigrant teachers. To enhance publicity and the response rate, an advertised insert
(Appendix 5) will be made in Issue 166 (July, 2000) of *Common Denominator’, the
regular newsletter of the Mathematical Association of Victoria, the state’s mathematics
teachers professional association. This insert provides information about the research

study and contact details for further information and for copies of the questionnaire.

Prospective teacher participants will then be selected from the gathered pool of
interested respondents through criterion-based selection (LeCompte et al., 1993), also
known as purpostve sampling (Merriam, 1988). In particular, teachers will be selected to
represent a selected range of profiles, although this number will understandably not

correspond to their respective proportions in the Victorian teaching service. For the
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purpose of the current study, this differentiated profiie will include, first of all, a
representation from state, Catholic and independent school teachers, Different educational
systems articulate different institutional value statements in general, which influence the
context within which value differences are perceived and negotiated. These different
school sectors may also support teacher professional socialisation in different ways,
though this does not imply that any generalisation distinguishing the thrce sectors may be
usefully made. Secondly, since most of Victoria’s immigrants settle in metropolitan
Melboumne, student and community exposure to — and tolerance of — cultural difference
is expected to differ amongst schools in metropolitan Melbourne, in the rural cities, and in
the countryside. It is thus desired to also sample teachers according to the locations of
their schools with respect to these three broad geographical groupings. Thirdly,
Hofstede’s (1997) cultural value dimensions illustrated how the degree to which the
teacher’s home culture differs from the Australian dominant culture will affect the
intensity of value differences perceived, and the manner with which these are
subsequently negotiated. There is a need, then, for teacher participants to represent the
different broad cuitural groups, such as the British, American, Asian and African. Lastly,
human affective sensitivity, tolerance and style of management have often been divided
along gender lines. Thus, the desired teacher sample will also aim to have a balanced

representation of men and women,

It is expected that about eight immigrant teachers will be thus selected, and
subsequently accept the invitation to participate in the study. Invited teacher participants
will be briefed with the help of a letter of explanation (Appendix 6). Through classroom
observations, regular personal interviews and document analyses, insights will be gained
into the nature of value differences which these teacher participants perceived to have
encountered, and the ways in which they manage the resultant dissonance. A ‘Teacher
Profile Record File’ will be maintained for each of the teacher participants, in each of
which personal and other background information, raw research data, transcripts, as well
as inference and analytic notes will be gathered to facilitate the conception of an overall
picture of particular teacher participant’s experience with — and negotiation strategies
related to — value differences. Specifically, each perceived value difference situation will
be mapped onto a single page of what is called the logic diagram, by summarising (and

cross-referencing) the nature of the value difference, the context within which it takes
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place, the particular teacher’s responsive action, and the assumptions and considerations
underlying the response (see Appendix 7 for an example). These one-page mappings will
allow for summaries of individual teacher’s negotiation process to be made on the one
hand, and facilitate holistic understanding of how different value differences may be

related for particular immigrant teachers on the other hand.
3.3 Data Collcction Process

Data for this study will be derived from survey slips returned by heads of mathematics
departments in schools, immigrant teacher questionnaire responses, classroom
observation notes (and transcripts of lessons), transcripts of teacher interviews, and

analyses of teacher assessment of student written work.

3.3.1 School Survey Slips

The school survey slips (Appendix 8) will be posted to heads of inathematics
departments in all state, Catholic and independent secondary schools in Victoria. The aim
is to collate a list of immigrant teachers of mathematics practising in the state as in
(school) Term 4 of 2000, toge: w21 with their home cultures. An emphasis will be made on
home culture rather than ho +:¢: country, in recognition of the various different cultures
that may co-exist in any cowitry (¢.g. Singapore Chinese versus Singapore Indians, or
White American versus African American). Schools will be advised that they can return
these slips either by conventional mail (using the enclosed reply-paid envelopes) or by

fax transmission.
3.3.2 Teacher Questionnaire

The design of the teacher questionnaire (Appendix 9) is aimed at collecting
background (personal) information about the immigrant teacher respondents, as well as
gathering data regarding these teachers’ practices and opinions in Australia and in their
respective home cultures. It requires respondents to indicate their own degree of
agreement to relevant value statements, preference among alternatives, and open-ended
responses which will reflect their experiences in cultural comparisons and differences in
mathematics teaching and learning. These questionnaires will be posted to immigrant
teachers identified in the school reply slips, together with explanation/invitation-to-

participate letters and reply-paid return envelopes. The questionnaire is designed for self-
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administering, so that teacher respondents can fill out the questionnaire items at a place

and in a time suited to their convenience.

The main structure and layout of the 12-page questionnaire will be »ased on a related
teacher questionnaire designed, pilot-tested and administered in the ‘Values And
Mathematics Project’, in which I was involved as a research assistant, There are three
sections to this study’s questionnaire, The first section gathers basic identifying
information from the tcacher respondents, such as home culture, gender type, aud present
school system type. The last section allows ihe respondents to indicate their desire

(namely, yes, maybe, no) to participate in the subsequent stage of the research study.

The middle section of the questionnaire will constitute the main source of research
data from the questionnaire. The way the three parts to this section is arranged represents
progressively insightful reflections that will be required to respond adequately. Also, by
arranging the three parts in this way, it is hoped that respondents would have been
sufficiently sensitised to the notion of ‘values® and its related vocabulary by the time they
are invited to respend to the open-ended items. Specifically, the three components to this
section will be made up of®
— 24 statements, each of which is associated with a Likert-scale five-c ..gory response

set (ranging from strongly agree (1), to neutral (3), to strongly disagree (3)), and

arranged in a matrix question format,
— 7 sets of items which teacher respondents will be asked to rank-order, from most

favoured (1) to least favoured, allowing for the use of the same numeral to represent a

tie in rank, arranged in a vertical response format, and |

— 3 open-ended questions, each with 4 sub-questions.

The content design of the items will be guided by the research questions (see Section
2.4). In particular, the open-ended items ask for responses relating to teacher perceived
significant value differences in the ways academic mathematics knowledge, school
mathematics knowledge, and mathematics pedagogical knowledge respectively exist in
their home culture and in Australia. For each of these, respondents will also be invited to
write down what they think are the underlying cultural values that account for the

differences, how these influence respondents’ own professional practice, and the way(s)
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in which external factors facilitate or inhibit respondents’ attempts at negotiating about

these perceived differences.

Within each of these three parts in the middle section, the statements/questions are
arranged to reflect a shifi in context from socio-cultural to personal, within each of which
is another layer of ordering from knowledge of the mathematics discipline to school
mathematical knowledge, and lastly, within each of which is a focus shift from home
culture to host (Australian) culture. The items will thus be basically arranged in a funnel
sequence, i.e. from general to specific/personal issues so as to control for order effects
(see Neuman, 1997, p. 246). Respondent open-ended comments will also be sought for at

the end of the two sets of close-ended items for additional comments or clarifications.

It may be noticed among the questionnaire items that a distinction is made between
academic mathematics and schoo! mathematics. This is to avoid affecting the validity of
responses arising from respondent misinterpretation between these two kinds of
mathematics, as reported by Schoenfeld (1989) when one of his questionnaire items was
phrased as follows: ‘In mathematics something is either right or it’s wrong’. In that study,
there was concern that different respondents might have been thinking of different ‘types’

of mathematics in interpreting the phrase.

The questionnaire design allows for respondent aronymity, and each immigrant
teacher will be inforrmed in the invitation letter that responding to the questionnaire does

not oblige her to proceed to the subsequent stage of the study.

All items in the questionnaire are reviewed durning the drafting and the pilot-testing
stages for clarity and applicability. References to question writing tips and guidelines in
methodology guidebooks are made (such as the ten question writing rules in Neuman,
1997, chap. 10). Respondent recall, a common issue affecting the quality of questionnaire
data, is hopefully enhanced through the provision for respondents to fill out the
questionnaire at a fime and place of their convenience, so that they would be feeling more

at ease with themselves and with the activity.

A draft version of the questionnaire will be pilot-tested with fellow researchers
experienced in questionnaire design and administration. Comments on item wording and
order will be considered, and required improvements made, leading to the fina! version

being presented in Appendix 9.
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The closed-ended responses from all the teacher responses will be presented by
descriptive statistics to illustrate a representative picture of the ways in which value
differences are perceived and negotiated by immigrant mathematics teachers in Victoria.
The teacher participants’ responses to the open-ended items in the questionnaire, on the
other hand, will constitute part of the text data for qualitative content analysis, a technique

suitable for the purpose (Neuman, 1997, chap. 11).
3.3.3 Lesson Observations

As the teaching landscape is never fixed and constant, novel situations will happen
from time to time during a teacher’s experience in a classroom. For immigrant teachers,
these will likely to surface irrespective of their respective years of teaching experience in
Australia. The decisions made by the teacher during such decision points in class will be a
focus of the data-collecting exercise in the class. The term ‘decision point’ is similar to
Bishop and Whitfield’s (1972) notion of ‘teaching situations’, Bishop’s (1976) idea of
‘deciston-making incidents’, or Tripp’s (1993) ‘critical incidents’. That is, while any
perceived value difference 1s likely to bring about dissonance, and wh'.. it is human
nature to address this inequilibrium (see Section 2.3.2), it will be assumed in this study
that the choice of a responsive approach with the class in progress represents an
interruption in the teaching plan. In so doing, a decision point has been attended to.
Lesson observation will thus focus on identifying such moments during any particular
class, as a means of stimulating particular teacher participants to discuss the values

underlying the response to each decision point.

The observed lessons will also be an indirect source of data regarding value
differences which may have since been resolved by the teacher participants. This is
especially significant in the case of teacher participants who had been teaching in Victoria
for some years, who had successfully negotiated about several value conflicts, and who
may not identify these as differences as a result. As resolved conflicts, they may net be
immediately identifiable since they will be part of the lesson flow and teacher norms. In
this sense, the degree to which 1 succeed in entering the world of each teacher participant
will thus determine the extent to which I will be able to discern what would otherwise be
normal proceedings in a lesson from the particular teacher participant's point of view.
Such episodes will then act as triggers for follow-up discussions with the teacher

participant concerned.
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Three lessons of each teacher participant will be observed. The duration of each
observatinn will be kept short to maintain researcher concentration, so only the first
period of any double-period sessions will be observed. In these sessions, the researcher’s
role will essentially be that of a nonparticipant. As LeCompte et al. (1993) pointed out,
this noninteractive mode of observation is ideal for a study such as this which looks for a
comprehensive, detailed and representative account of an inaividual’s (teacher’s)

behaviour,

With the help of a iesson observation checklist (Appendix 10), observation data will
be recorded in two ways for ready and systematic retrieval and analysis, i.e. note-taking
and audio-video recording. Instead of trying to write something down as much as possible
and as exactly as possible as it occurs, the organisation of the field notes will be in the
form of jotted notes. Taking jotted notes during the classroom observation sessions
enhances researcher sensitivity to events and phenomena (Neuman, 1997). With the
accompanied use of audio-video recording, the importance and significance of the jotted
notes is no longer so much as a memory trigger. Rather, .hese will highlight verbal and
nonverbal significant points during the lessons which may be worth further exploration
during post-lesson and subsequent interviews with the teacher participant concerned,
complemented with the video playback if necessary. Specifically, a teacher participant’s
response to decision points will be compared with her emerging profile. This profile will
be progressively established during the course of the study from input in the teacher

questionnaire, preliminary conversation, and prior lesson observations and interviews.

Audio-video recording is chosen over audio-only recording in order to capture non-
verbal communication and contextual details. An examination of non-verbal cues and
messages would also be helpful in achieving a better understanding of the communication
processés involving ethnic and cultural factors which may be unfamiliar to me. Observed
situations of interest will then be clarified with the particular teacher participant during
the post-lesson interviews. Since only jotted notes will be taken during the lessons
observed, the video recordings will also be used to produce the transcripts of the lessons
for data analysis. Over the recent years, technological advances has meant that audio-
video cameras are not as obtrusive in appearance as they used to be. The increasingly
widespread use of these cameras in home/holiday videos and web videos has also meant

that people do not generally fee! uncasy or uncomfortable in the presence of a video-
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camera. Furthermore, under the guidelines of the university Ethics Approval Committee,
the video images will not to be retained as data. Data analysis will be conducted from

written transcripts only, and the tapes will be destroyed after these transcripts are made.

Practice with the use of the observation checklist will be conducted with
commercially avatlable video-clips of mathematics lessons-in-progress. Not only will
practice familiarise me to what needs to be observed, these trials also have the potential to

improve researcher attention to details and short-term memory (Neuman, 1997).
3.3.4 Teacher Interviews

An initial conversation will be conducted with a teacher soon after she is identified as
a teacher participant (sce Appendix 11 for the interview questions and stimulus
statements). The aims of such a meeting are essentially to allow both me and the teacher
participant to get to know each other, to establish opportunities for the development and
growth of trust, to put the teacher participant at ease, to clarify any issue she may have,
and to make practical arrangements for the lesson observation visits (including meeting
with the teacher participant’s principal to explain the study and to gain permission for
access to the school). In turn, this may lead to the beginning of “‘a relationship that is
conducive to a respondent's explanation of beliefs and attitudes given the special features
of the interview situation” (Mishler, 1986, p. 29). Other than jotted notes, the
conversation will not be tape-recorded in line with an aim of the meeting, being to

establish trust between me and the teacher participants.

An interview with each teacher participant will be held after each of the lessons
observed. Appendix 11 also includes the post-lesson interview protocol. These sessions
will play an essential role in confirming the perceptions of value differences during the
previous lesson, and in seeking for teacher explanations for these differences. After all,
what is observed and interpreted of a teacher participant’s decisions and actions are
functions of the researcher’s knowledge, personal experience and sensitivity, which may
very likely differ from the teacher participant’s viewpotints and considerations. Even what
may appear to the researcher to be a clear-cut portrayal of particular value in a lesson may
well tumn out to be an articulation of some other, overriding values. That is, the range of
values particular teacher participants subscribe to can hardly be established through

observation by an ‘outsider’ alone. Thus, decision points and relevant incidents which
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take place during the lessons observed will be used to initiate face-to-face conversation
with the teacher. participants, This ‘checking back’ confirmations and clarifications with
the teacher participants is also imp.v.unt from another perspective: that the researcher is
by nature not value-free can potentially affect interpretations regarding the values relating
to the immigrant teachers’ professional lives. Regular discussions with teacher
participants on what appears to be observed, and an acute attention to what the teacher
participants share in such interactions, should present an effective strategy to validate any

conclusion drawn in this study.

Here, interview discourse will be treated as narratives, Mishler (1986) had expressed
concern that the ‘standard’ conception of interviewing as involving behaviour (rather than
talk) effectively “allows, and indeed encourages, interviewers and analysts to treat each
question-answer pair as an isolated exchange . ... [so that it] excludes explicit recognition
of the cultural patterning of situationally relevant talk” (Mishler, 1986, p. 11). As a result,
there are ‘technical’ problems such as variation across interviewers and unreliability of
coding, requiring ‘solutions’ such as, respectively, training interviewers and elaborate
coding manuals. Furthermore, it is envisaged that treating the interactions as narrating
would be particularly relevant to the nature of this study, involving the immigrant

teachers’ different cultural mores relating to patterning of their speech.

Another (related) problem with the standard interviewing approach is the adoption of
a stimulus-response paradigm, in which interview questions were viewed as stimuli to
obtain interviewees’ verbal responses. This implies the need for equivalent stimulus
effects for all interviewees in any research study, which in tumn requires standardisation of
questions. The problem is that even with careful planning towards this end, they are
seldom actualised in practice, and Mishler (1986} presented several research reports to

support this point. In addition,

the question-answer format guides and organizes the discourse of interviewers and respondents,
but they are taiking together, not “behaving” as stimulus-senders and response-emitters. It is their
general competence as language users and not simply interviewing “skills” or techniques that
underlies their abilities to engage in this type of talk. (pp. 21-22)

In this context, therefore, the interviews with the teacher participants will be
semistructured (Merriam, 1988) in nature. The flow of such an interview process is
flexibly and loosely guided by a list of questions and stimulus statements. Semi-
structured interviews not only help to deliver questions of similar meanings (rather than
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questions of similar wording/phrasing) to the different teacher participants, they are
considered suitable for the intended study because they allow for the flexibility to respond
to different culturally-based patterning of speech, and to emerging situations, viewpoints,
ideas and worldviews. In addition, each teacher participant will be briefed on the nature
and focus of each post-lesson interview session, thereby providing her with some degree

of consistency in expectation.

Note-laking will be complemented by audio-recording in each of these interview
sessions. The practice of taking notes is expected to be useful in cueing the teacher
interviewee of the importance of what has just been said, as well as being useful in pacing

the progress of cach interview session (Merriam, 1 988).

During the interviews, there will be no attempt to correct teacher participants’
staternents or opinions, whether they refer to self, matters pertaining to their respective
home cultures, or matters pertaining to the Australian (host) culture. After all,
“empirically false interview statements can have real consequences for the subjects’
behavior” (Kvale, 1996, p. 222), a phenomenon termed as the Thomas theorem in
sociology. In fact, accepting these ‘false’ statements as they are helps to establish a better
interpretation and explanation of teacher participants’ responses and strategies in dealing

with value differences in their respective mathematics classrooms.

Talking about one’s own values can be a very private matter commonly reserved for
very close friends, although the extent to which this is the case can vary across different
cultures. The topic may also appear threatening to an individual: Clarkson, Bishop,
FitzSimons and Seah (2000) observed that “the subject of ‘values’ seems to immediately
provoke in many teacher [sic] notions of judgement and finding fault” (p. 158).
Unwillingness by participants to bare their affective qualities has also been research
difficulties that were reported by both Chin and Lin (1999a), and Leu (1998) in their
respective studies, Thus the ‘recursive probing approach’ advocated by Chin and Lin
(1999a) will be employed during the interview sessions. Probes for further clarifications
and/or elaboration will be given sometime later if it is felt that a teacher interviewee is
able to offer them more comfortably given this other opportunity. These probes may be
‘planted’ later in the same interview, or even in one of subsequent interviews. That said, it

is recognised that should a teacher participant demonstrate continued discomfort to
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discuss particular topics, her wish to move on to another conversation topic {(or to

terminate the conversation) should — and will — be respected.

My role as interviewer has also to reflect my approach in treating interviews as the
production of narratives. In acknowledging that a story is being told to me, | have to be
mindful of allowing the immigrant teacher participants to talk without imposing time
limits or boundaries on what [ perceive to be relevant information. Although I may be
expected to hold the initiative to control the ‘agenda’ of any interview session, I will
recognise that 1 should act as the teacher participant’s audience once she ‘takes over the

stage’, so that the teacher participant can present her story in the way she intends to.

3.3.5 Teacher Assessment of Student Written Weork

Teacher participants will be informed that the ways they score/grade and comment on
student written work provide additional sources of data for the purpose of better
understanding how value differences are negotiated. There is also the possibility that
immigrant teachers may react to such dissonance situations differently, given the more
private and personal nature of assessing student individual work. In this context, teacher
participants will be invited to share with me any chosen set of marked assignments, which
will constitute textual data for qualitative analysis. To maintain student anonymity,
students’ names and other possible identifying marks will need to be removed prior to the

teacher participants making a copy of the assignments for submission to me.
3.4 Data Analysis

3.4.1 Analysis of Quantitative Data

In this study, quantitative data will be gathered from school responses to the survey
slips, as well as from the first section of the questionnaire. The main purpose is to
construct, through descriptive statistics, a contextual background of the state of immigrant
teachers practising in Victoria al the time of this study. 1t is expected that more

meaningful interpretation of the collected data can take place against such background

information.
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3.4.2 From Voice Recordings to Verbatim Transcripts

As discussed earlier, voice data will be collected from audio-video recordings of
lessons observed and audio recordings of post-lesson interviews. These voice recordings
will be transcribed into written text for analysis. As discussed earlier, video images
recorded do not constitute data for analysis in this study. To increase transcription
reliability, only what was heard clearly and distinctly will be transcribed, thereby
reducing incidents of guessing particular utterances. Since false-starts and hesitations will
not be the foci of analysis for the purpose of this study, they will also be excluded so that

the transcripts can be presented in a more coherent, ‘reader-friendly’ manner.

Thus, the transcripts will not represent a written version of the reality of the
interviews and classroom interactions. Nor should they be. After all, “transcripts are
artificial [and interpretative] constructions from an oral to a written mode of
communication” (Kvale, 1996, p. 163) to help in the visualisation of the shared

interactions.

3.4.3 Coding of Text Data

Interpretation of all written data (from the teacher questionnaire, lesson transcripts,
interview transcripts, and teacher assessment of student written work) in this study will be
conducted from the perspective that these constitute narratives. As pointed out by Kvale
(1996), a narrative

contains a femporal sequence, a patterning of happenings. It has a social dimension, someone is
telling something to someone. And it has a meaning, a plot giving the story a point and a unity.
One of the main social functions of narratives is to maintain social ties: The narratives of a group
contribute to constituting the group’s identity and to holding the group together. (p. 200)

In such a context-rich form of discourse, the conventional assignment of codes or tags
to flag units of meanings to chunks of information in data text is not likely to be able to
reflect the true meaning of isolated words, sentences or simple paragraphs. For the same
reason, this study will not involve the use of qualitative analysis software such as ‘QSR
NUD*IST’, since these programs tend to assign codes according to a search for pre-
determined terms. As Kvale (1996) noted, the “technical ease of coding and of analyzing

isolated variables ... [leads to] a neglect of the contextual base of interview statements in

the narratives of lived conversations” (p. 174).
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Furthermore, for these immigrant teachers who have not yet mastered an extensive
(Australian) English vocabulary, the use of generic terms such as ‘nice’ and ‘good’ to
convey meanings of different intensities of emotions can only be differentiated by
examining the context of the relevant conversation or written text. Also, that this study
will involve speakers from different linguistic cultures would also mean that it cannot be
presumed that the same (English) word or phrase refers to the same meaning between and
among the home and Australian cultures. Neither can it be assumed that their frames of
reference are similar. Rather, the treatment of narrative data “entails the temporal and
social organization of a text to bring out its meaning. It focuses on the stories told ... and

works out their structures and plots™” (Kvale, 1996, p. 192).

In this light, the coding exercise will foliow a three-stage process as defined by
Strauss (1987, cited in Neuman, 1997), i.e. open coding, axial coding, and selective

coding. Creswell (1998) summarised the steps involved:

In open coding, the researcher forms initial categories of infornation about the phenomenon being
studied by segmenting information. Within each category, the investigator finds several properties,
or subcategories, and looks for data to dimensionalize, or show the extreme possibilitics on a
continuum of, the property.

In axial coding, the investigator assembles the data in new ways after open coding, This is
presented using a coding paradigm or logic diagram in which the researcher identifies a central
phenomenon (i.e., a central category about the phenomenon), explores causal conditions (i.e.,
categories of conditions that influence the phenomenon), specifies strategies (i.e., the actions or
interactions that result from the central phenomenon), identifies the context and intervening
conditions (i.¢., the narrow and broad conditions that influence the strategies), and delineates the
consequences (i.e., the outcomes of the strategies) for this phenomenon,

In selective coding, the researcher identifies a “story line” and writes a story that integrates the
categories in the axial coding model. In this phase, conditional propositions {or hypotheses) are
typically presented. (p. 57)

It is during the open coding stage that codes will be first assigned to text data to flag
units of meanings. The codes used are shown in Appendix 12. There are four main
categories of codes. The first, with the leading letter ‘T’, is associated with information
about the teacher participants. The other three categories are related to the three types of
perceived value differences, namely mathematical, mathematics educational, and general

educational (see Section 2.2.5).

A focus on meanings has meant that codes will not strictly be assigned to particular
words or phrases in a rule-bound fashion. Similarly, since the telling of a story is often
also framed implicitly by the narrator's values, beliefs and assuinptions, a comprehensive

interpretation of each narration should be guided by what is told, and what is behind what
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is told. Agar and Hobbs’ (1982) three independent levels of discoursal themes, or
‘coherence’ would be useful for the purpose of this study, namely: local, giobal, and

themal,

The open coding phase will thus be expected to be conducted in three passes, with

each pass over the text data focussing on local, then global, then themal coherence.

The open-coded data for each teacher participant will be expected to be labelled on
the teacher questionnaire, transcripts (of lessons and interviews) and student assignments.
A sample page of a coded transcript of a lesson, and another from a post-lesson interview,
have been included as Appendix 13 to demonstrate what these codes look like. These
chunks of information will then be grouped by value differences and presented in logic
diagrams (such as in Appendix 7) in the axial coding phase. In each of these, what
Creswell (1998) referred to as the ‘central phenomenon’ will be the particular perceived

value difference. Figure 3.1 demonstrates how the various components in the logic

Figure 3.1, 'The components of a logic diagram.

Perceived value difference

- causal condition(s)
- context (incl home
culture’s values)

- what the value
difference looked
like

- effect on teacher
participant

J

- teacher responsive
strategies

= context
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diagram will assist the exploration of context, causal conditions, and strategies that are
relevant to each of these central phenomena, and that will be iaentified through the
coding structure, This arrangement of the logic diagram also enables relevant data to be
pulled together from different sources and from different parts of the same data source
(e.g. from different interviews). As cross-referencing will allow me to relate particular
data to its context if necessary, each logic diagram will be constructed in a visual, one-
page format containing only the key summary information. “Valid analysis requires, and
is driven by, displays that are focussed enough to permit a viewing of a full data set in the
same location, and are arranged systematically to answer the research questions at hand”
(Miles & Huberman, 1994, pp. 91-92). An example of a logic diagram to be composed in

the course of conducting this study will be presented in Appendix 7.

3.4.4 Interpretation of Meanings from Codcd Data

Analysis of coded data in the selective coding phase will not only aim at making
sense of the teachers’ negotiation of each perceived value difference, but also to construct
a coherent story that brings all the value difference experiences together for ¢ach teacher
participant. These will be summarised in the form of a matrix display (see, for example,
Table 5.3) for each teacher participant to facilitate cross-case interpretation and

explanation.

As is characteristic of qualitative studies, my relationship as researcher with the
teacher participants is a legitimate factor and has to be recognised. The quality of such
relationships impacts on what the teacher participants and I will say and/or do. While my
cultural and professional positioning will certainly heighten my sensitivity to the
collected data, it may also lead some teacher participants to assume particular shared
knowledge / experience in the process of working with me. Thus, what a teacher
participant says, how she says it, and why it is said will be interpreted in the light of my
relationship with the teacher participant at the time of the interaction. In a way, it may be
argued that replicability of this study by someone else will be difficult, if possible. But, it
is precisely a feature -— and possibly a methodological strength — of adopting a socio-
cultural approach that different researchers can hear different messages from the same
narrative anyway. The way forward, then, other than acknowledging such a factor in the
data analysis phase, is to make explicit these shared assumptions and knowledge as they

become relevant in the context of this study.
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The result of the entire data analysis process is expected to be a substantive theory of
what value differences look like for immigrant teachers, and of how these teachers
respond to them, grounded in data collected in the study (see Chapter 6). it is also
important to examine the conceptual significance of conclusions drawn (Miles &
Huberman, 1994). Thus, another outcome of the substantive theory will be a discussion of
this in the context of literature reviewed and ideas put forward (e.g. Table 2.3), as well as
of concepts which become significant as the data are being interpreted. These will be

presented in Chapter 7.
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CHAPTER 4

RESULTS OF SCHOOLS AND TEACHERS’ SURVEY

The previous chapter had described the research methodology for this study. It was
proposed there that in the light of no known prior research into the professional lives and
experiences of immigrant teachers of mathematics in Victoria, the interpretation and
understanding of the qualitative data obtained for this study would benefit most from a
knowledge of the context in which these professionals practised. It was also proposed in
Chapter 3 that this information would be most efficiently presented mainly through
descriptive statistics, with data to be obtained from feedback in a state-wide school survey
exercise, 1s well as from responses to questionnaires distributed to immigrant teachers of

mathematics in Victoria. This chapter presents this mainly quantitative information.
4.1 Schools’ Survey of Immigrant Teachers

In this first section, information about the home countries, destinations, and nature of
mathematics pedagogical duties of immigrant teachers of secondary mathematics in
Victoria will be presented. Survey forms (Appendix 8) designed to collect demographic
data and to identify immigrant teachers of mathematics were sent to all state, Catholic and
independent schools in Victoria in August 2000, as planned. A full-page insert in Issue
1746 (July 2000) of the mathematics education newsletter, ‘Common Denominator’, was
targeted at generating publicity about — and raising awareness of — the study, especially
amongst immigrant teachers. That the advertisement was sent a month before the survey
forms were sent out was to allow time for the newsletter to be circulated amongst teachers
of mathematics in the different schools. Although no teacher had responded directly to the
advertisement, several of the teacher participants in the study mentioned having come

across the insert in the newsleiter.

An impromptu decision was made to circulate the insert for publicity purpose in early
December, 2000 at the Mathematical Association of Victoria’s Annual Conference, an in-
service professional development conference for school teachers of mathematics. This
annual event traditionally attracts more than two thousand teachers from Victoria,
together with a smaller number of teacher educators as well as participants from interstate

and overseas. This exercise was executed personally at the trades display hall during the
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Conference. To avoid the possible bias collation of immigrant teacher numbers, the
handouts were distributed to each passing Conference participant, whether he or she
appeared to be an immigrant or not. It was hoped that ‘local’ teachers would pass the
handouts to their immigrant colleagues anyway. Several contacts were established,
especially those whose head of mathematics did not reply to the demographic survey | 1

forms. Face-to-face encounters with three of the teachers who had either agreed or who

IR RO,

later agreed to participate in the study were made. Two of these were among the 8 teacher
participants to be featured in this study.

The survey data were fed into an electronic spreadsheet (Appendix 14) as they were
received. Each entry was prefixed as either being valid (1) or otherwise (0) to facilitate
follow-up clarifications with schools and with electronic sorting of data, whereby a valid
entry refers to one where all associated column entries (as shown in Appendix 14) were
registered. To preserve teacher anonymity in this thesis report, each immigrant teacher of
mathematics was assigned an ID in the format of ‘x-y’, where x corresponds to the school
number (reflected on the survey slips) and y, the first, second, etc immigrant teacher

listed in that particular school’s survey returns.

The home culture of each immigrant teacher was denoted by the IDD access code
corresponding to the country she came from. Unless particular respondents had supplied
extra information (as in the case for those from Fiji), it was assumed in this study that the
home culture referred to the dominant culture of the respective countries. Some teachers,
however, did not make a clear distinction amongst the cultures in the respective countries
they came from. For example, teachers 157-1, 160-1 and 160-2 were Chinese Malaysian
immigrant teachers, and although they indicated their home culture to be Malaysian, the
Chinese Malaysian culture differs from the dominant (Malay) Malaysian culture in some

ways.

On the other hand, it was interesting that teacticrs from Fiji made a distinction
between being culturally indigenous Fijian (code: 6790) or Indian Fijian (code: 6791)
(679 being the IDD code for Fiji, the fourth digit distinguishes between the two cultures).
This differentiation signalled a significant difference between these two cultures (ivhich
was validated in greater detail by one of the teacher participants, Manoj), and these two
home cultures were subsequently assigned different home culture categories (Oceania and

Asia, respectively).
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The home culture categories basically correspond to the inhabited continents in the

world, as shown in Table 4.1.

Table 4.1
Home Culture Categories
Calegory Home culture
1 Britain / New Zealand
2 Oceania, excluding New Zealand (and Australia)
3 Asia, including Russia and Turkey
4 Middle East
5 Africa
6 Europe, excluding Britain
7 America

Immigrant teachers from Britain or New Zealand have been assigned an independent
home culture category. This recognises these two countries as traditional sources of
migration to Australia, such that the fabric of the Australian society is expected to be
historically similar to the Anglo-Saxon tradition that is characteristic of Britain and New

Zealand.

Table 4.2
Education System Categories
Category Education system
1 state
2 Catholic
3 independent
Table 4.3
School Region Categories
Category School region
) metropolitan Melbourne
2 regional city
3 rural Victoria

Schools were also categorised by education system (see Table 4.2) and geographical
region (see Table 4.3) to facilitate further distinction of factors relevant to our
understanding of immigrant teachers’ professional lives and experiences. Categorisation
of schools by education system was a straight-forward exercise, informed by the lists of

schools available at different education boards in the state. As for categorising schools’
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geographical regions, it was felt that the addition of the ‘regional city’ category to the
urban/rural dichotomy would acknowledge and recognise the different level of support
and services available to teachers in these administrative/financial centres of rural
Victoria. These regional cities were identified using the 2000 data published by the
Australian Bureau of Statistics (2001); they were all located outside the Melbourne
Statistical Division, denoted as cities at the Statistical Subdivision level, and each had a
population exceeding 50 000 in June 2000. Four such regional cities were thus identified,
as listed in Table 4.4.

Table 4.4
Victorian Regional Cities
Regional city Population on 30 June 2000
Geelong 191 018
Bendigo 87918
Ballarat 81 981
Shepparton 56 537

Note. Data from “Victoria: Population by age and sex,” by Australian Bureau of Statistics.
Copyright 2001 by the Australian Bureau of Statistics.

The survey slips were sent out to a total of 369 state, Catholic and independent
secondary schools in Victoria, of which 160 replied. As is expected in the exercise of
feedback collection, sonie of these returns were not completed fully. Of the 34 of these
schools with incomplete returns, all but one did not give the number of teachers of
mathematics in their respective schools (see Appendix 8). This one school provided only
the immigrant teacher’s name and his home culture, and nothing else. Since the majority
of the contextual information to be discussed in this chapter will not concern the
population of all teachers of mathematics in schools, the data from which information will

be drawn will derive from the 159 schools (unless otherwise stated).

There were 110 immigrant teachers of mathematics in the 159 schools. Given the
number of schools, and given that only teachers who were teaching mathematics in these
schools were of interest, 110 should not be perceived as a negligibly small number. Put in
context the 369 secondary schools in Victoria in 2000 (Australian Bureau of Statistics,
2002), this translates to 255 immigrant teachers of secondary mathematics if the 159
schools were considered a representative sample. Valuing each individual teacher’s
coniribution to Australia’s (mathematics) education notwithstanding, the emerging global

trend of human capital transfer/exchange will only see an increase in the number of
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immigrant teachers (of mathematics) in the near future. Understanding the experiences of
the current, small group of immigrant teachers thus positions us to further facilitate the
professional socialisation into Victorian schools of future groups of immigrant teachers

{of mathematics).

4.1.1 _Sources of Immigrant Teachers of Secondary Mathematics in Victoria

The 110 immigrant teachers had come to Victoria from 34 different countries. A third
of these teachers, however, originated from the top three sources. As shown in Figure 4.1,
these were (in order) UK, Malaysia, and USA. Together, they made up 33.64% of the
immigrant teachers surveyed. Given that USA has never been a major source of
immigration to Australia, what this means is either that the proportion of teachers differs
amongst different nationalities of immigrants (i.e. there was a relatively high proportion
of teachers amongst American immigrants to Australia), or that Victoria has been an

especially attractive state of settlement amongst American teachers.

Figure 4.1. Home cultures of immigrant teachers of secondary mathematics in Victoria in

2000

On the other hand, the number of immigrant teachers of mathematics amongst the
proportionally large number of immigrants from New Zealand was relatively small. This
observation further implies that teachers of mathematics are not likely to move across
countries in the same way that most other professionals do. In turn, this is likely to also
reflect the state of professional health and of the supply and demand of mathematics

teachers in the different source countries.
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In terms of the broader grouping of home culture categories, it may be seen from
Figure 4.2 that Asia accounted for more immigrant teachers than any of the other six
home culture categories. More than 1 in 3 of the immigrant teachers surveyed had come
from one of the 13 countries with dominant Asian cultures (12 in Asia and | out of Asia,
in Fiji). This may be the combined result of Australia’s emphasis on skilled migration and
a high number of immigrants from Asian cultures (including Fiji Indians) in the recent
years (see Section 1.1). This also implics that mathematics teaching is probably generally
believed to be culture- and value-free, such that practising mathematics teachers from
countries in culturally-different Asia (and from other regions) were probably not deterred

by the idea of moving to — and teaching in— Australia.

Figure 4.2. Home culture categories of immigrant teachers of secondary mathematics in
Victoria in 2000.
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On the other hand, while Oceania (excluding Australia and New Zealand) might
represent the smallest culture by population count, there were more immigrant teachers
from these nations in Oceania than those identifying themselves with a home culture in
the Middle East. This may reflect the traditionally high volume of demographic outflow
from the Pacific islands to Australia and New Zealand, the destinations being the islands’

traditional governing nations and/or financial donors.
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4.1.2 Destinations of Immigrant Teachers of Secondary Mathematics in
Victoria

Given that schools in Victoria are governed by different education systems (state,
Catholic, inde;« ' \dent) and are understandably located in different geographic locations
(metropolitan Melbourne, regional city, country Victoria), it will also be informative to

explore if immigrant teachers from different home cultures were practising in particular

patterns in terms of professional communities, Figure 4.3 shows how the immigrant

teachers of secondary mathematics surveyed were distributed differently in the state.
Most of Victoria’s population resided in metropolitan Melbourne, with the four regional
cities registering the least population count (in part due to the way the regional cities were
defined in relation to country Victoria in this study) (Australian Bureau of Statistics,
2001); as a group, the immigrant teachers surveyed also demonstrated this trend (refer to
the last cluster of columns in Figure 4.3). If the data is examined by home culture
categories, however, only immigrant teachers from Asia and Europe (excluding UK)
appeared to exhibit this trend. No immigrant teacher from the home culture categories of
Oceania (excluding Australia, New Zealand), Middle East, and Africa was practising in
any of the regional cities. In addition, it appeared that there were either an over-
concentration in country Victoria or under-representation in Melbourne of immigrant
teachers from the cultures of UK/New Zealand, Oceania, and America. Ethnic Anglo-
Saxon immigrant teachers of mathematics, then, might be more likely to settle in more
‘traditional’ communities outside the relatively ethnically-diverse metropolitan

Melboume.

The immigrant teachers’ ‘distribution’ amongst the three education systems also
followed the state’s trend for all teachers in general, as demonstrated by the last cluster of
columns in Figure 4.4, That is, there were more teachers in the state education system
than any of the other two systems, with the independent schools accounted for the least
number of teachers. However, when analysed in terms of home culture categories, this
trend was observed only amongst teachers from the Asian and African cultures, although
all the cultures did have at least half of their immigrant teachers practising in state
schools, The cultures of UK/New Zealand and
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Europe saw more teachers teaching in independent schools than in Catholic ones.
Furthermore, teachers from the American and Middle Eastern cultures were evenly

divided between the Catholic and independent systems.

It is noteworthy that only immigrant teachers from Asian and European (excluding
UK, but including Eastern European) cultures registered state school percentages of
deployment that were higher than the state considered as a whole (as illustrated in the last
cluster of columns in Figure 4.4). Does this imply a general affinity to the state education
system by these groups of immigrant teachers, or does it suggest a relative greater
difficulty with which teachers from these cultures were able to practise in non-

government schools?

In these communities of practice within which immigrant teachers of secondary
mathematics functioned, to what extent were their colleagues also immigrant teachers?
Bearing in mind that some of the 160 response schools did not provide the total number
of mathematics teachers in their survey reply slips, this information could only be

deduced from those schools which did. Therc were 126 of these.

These 126 schools had a total of 85 immigrant teachers of mathematics amongst a
total of 1 288 such teachers, translating to a proportion of 0.066 (or 6.6%). Without the
benefit of testing for statistical significance, it may be noted that the respective
proportions in Tables 4.5 and 4.6 corresponding to schools in regional cities and to
Catholic schools were lower than the other three corresponding values for each table, In
fact, the proportions for the state as a whole, schools in Melbourne, and schools in
country Victoria, as well as the proportions for the state as a whole, state, and

independent schools, were comparable within each group.

Table 4.5
Proportion of Immigrant Teachers of Secondary Mathematics to All Teachers of

Mathematics in Victoria in 2000, by School Location

School location Melbourne Regional city Country Victoria All

85

Proportion 47 6 32
598 (0.067) 141 (0.043) 349 (0.071) 1288 (0.066)
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Table 4.6
Proportion of Immigrant Teachers of Secondary Mathematics to All Teachers of

Mathematics in Victoria in 2000, by Education System

Education system State Catholic Independent All

Proportion Sl 16 18 85
700 (0-073) 326 (0.049) 762 (0.069) T 2gg (0-066)

Let us examine this from another perspective, that is, at the level of individual
schools. Comparing across school locations, Figure 4.5 indicates that for regional cities,
the 75" percentile (upper quartile) for the proportion of immigrant teachers was the
lowest (0.071) while the corresponding values for the state (0.111), schools in Melbourne
(0.111), and schools in country Victoria (0.118) were comparable. Clearly, the
mathematics teaching staff in secondary schools in the regional cities were less

multicultural than schools elsewhere in the state.

Also, Figure 4.5 shows that the median proportion of immigrant teachers in schools in
metropolitan Melbourne was higher than schools elsewhere, and also higher than the state
considered as a whole. That is, while half the schools outside Melbourne did not appear to
have any immigrant teachers in their staff, half of the schools in Melbourne had at east
5.88% (the median in-school proportion of immigrant mathematics teachers in
metropolitan Melbourne secondary schools) of immigrant teachers “mathematics
amongst their mathematics teaching taff. The inter-quartile range for the proportions of
immigrant teachers in Melbourne was also visibly and considerably smaller than schools
elsewhere. Thus, not only were immigrant teachers most likely to practise in Melbourne
than anywhere else in the state (see Figure 4.3), there appeared to be a relatively more

even spread of these immigrant professionals in schools across the city.

Figure 4.6 illustrates the in-school proportion of immigrant mathematics teachers by
education systems. The lowest 75" percentile obtained for individual schools’ proportions
of immigrant teachers in Catholic schools was expected, given that on the whole, the
proportion of immigrant teachers in this education system was the lowest (see Table 4.6).
Another noteworthy feature of Figure 4.6 is the highest median value (0.103) for

individual state schools’ proportions of immigrant teachers, accompanied vy the smallest
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Figure 4.5. In-school proportion of immigrant teachers of mathematics in secondary schools in 2000 in Meibourne, the regional cities, and

country Victoria.
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Figure 4.6. In-school proportion of immigrant teachers of mathematics in state, Catholic and independent secondary schools in 2000 in Victoria.
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inter-quartile range compared to the other two education systems, and compared to the
state as a whole. That is, half of the state schools in Victoria had at least 10.3% of their
mathematics teaching staff being immigrants. Coupled with the small inter-quartile range,
these suggested that the employment of immigrant teachers in state schools was rather

evenly distributed across these schools.
4.1.3 Mathematics Subjects Taught by immigrant Teachers

Moving a level narrower, it will be informative to also explore the distribution of the
immigrant teachers amongst the four different types of school mathematics subjects

offered in schools at the time of the survey. These subjects were:

— mathematics (Year 7-10), taught in the first four years of the secondary school

system,
— General / Further Mathematics,— Mathematics Methods, and
—  Specialist Mathematics,

the last three of which are the four mathematics subjects offered at the pre-tertiary levels
in the last two years of the six-year secondary school system, and with which students
may sit for the Victoria Certificate of Education (VCE) examinations. In particular, the
difficulty level and abstractness of school mathematics are generally regarded as
increasing from General/Further Mathematics, to Mathematics Methods, then Specialist

Mathematics.

This information was only collected in the questionnaires distributed to the 110
immigrant teachers of mathematics reported by the responding schools. A total of 35 of
these teachers returned the completed questionnaires, so these 35 teachers made up the

pool from which information for the rest of this chapter was obtained.

Figure 4.7 shows the percentage of the 35 teachers that were teaching each of the four
mathematics subjects in schools in Victoria. Since most teachers were teaching more than
one mathematics subject, the percentages of the four bars in the chart add up to more than
100%. Understandably, given that the subject ‘mathematics (Year 7-10)’ was offered
across four years in schools (as opposed to two years for the other three subjects), all but

two of the 35 immigrant teachers (94.29%) were involved in teaching this subject in one
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Figure 4.7. Distribution of immigrant teachers of secondary mathematics in Victoria in

2000, across mathematics subjects taught.
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or more of the grade levels of 7 to 10. Also, of the 35 immigrant teachers, 26 of them
were teaching at least one of the three VCE mathematics subjects. In this context, that
31.43% of these 35 immigrant teachers were conducting lessons for Specialist
Mathematics may be a reasonable figure, especially since the number of students enrolled
in Specialist Mathematics is traditionally lower than the other school mathematics

subjects.

Examining the same set of data by home culture category, however, offered a
different insight, as demonstrated by Figure 4.8. In general, the composition of each

column in the figure indicates that all the home culture categories appeared to ditfer from
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one another in the relative probability of teaching each of the school mathematics
subjects, and none of these home culture categories resembled the relative probability for _ §

the group considered as a whole (last column of Figure 4.8). Also, none of the three

teachers from the American culture was teaching General/Further Mathematics, and none
of the two teachers with the Middle Eastern culture taught either Mathematics Methods or
Specialist Mathematics in 2000.

4.2 Survey of Value Differences Perceived by Immigrant Teachers of Secondary

Mathematics

This second major section of the chapter draws information from the responses to the
teacher questionnaires distributed to immigrant teachers, who were identified in the state-
wide postal survey mentioned in Section 4.1 The questionnaire included three open-ended
questions, each inviting teacher respondents to share a most significant difference
perceived in the Australian classroom relating to, namely, mathematical knowledge,
school mathematics, and mathematics education (i.e. mathematics teaching/leaming).
Each question also asked teacher respondents to propose possible underlying cultural
values, to write about how personal professional practice in Australia had been influenced
by the perception of the value differences, and to explain the extent to which school and
wider communities, and their policies, had afforded or constrained the immigrant
teachers’ attempts at responding to the differences reported. These are certainly relevant
to the research questions posed for this study, and will be explored in greater detail with
the eight teacher participants. The following provides only an outline of how the 35
questionnaire respondents reacted to the questions (amongst whom were 6 of the 8
teacher participants of this study). A summary of the responses to the open-ended items is

also enclosed in this study, as Appendix 15.

4.2.1 Nature of Vailue Differences

Amongst the 35 questionnaire returns, the number of culturaily-based differences
perceived and reported by the immigrant teachers in the questionnaire was the highest in
regards to school mathematics, followed by mathematics education, then mathematics as
a scientific discipline. As argued in Chapter 2, and as reflected in the teachers’ feedback
(see column 3 of Appendix 15), these culturally-based differences may be grounded in
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differences in how aspects of mathematics and mathematics education were valued in the

teachers’® home cultures and in Australia. In other words, they were value differences.

Value differences that were related to mathematics as a scientific discipline were not
reported by immigrant teachers from cultures of the Oceania and America. This may
suggest that at the level of regarding mathematics as a form of knowledge at least,
teachers from the Pacific islands may share similar values to their colleagues from
Australia. Could this be the result of Australia’s politically and ideologicatly dominant
role and presence in the Pacific island nations? Similarly, could the apparent absence of
mathematical value differences for (continental) American immigrant teachers be taken to
reflect the contemporary dominance of American worldviews and ways of life in the

Australian society?

For the other immigrant teachers who had responded to the questionnaire, the general
view of perceived differences was that mathematics as a discipline had not been treated
seriously by the Australian society. Underlying cultural values cited by the teachers
included the degree to which different societies valued education and success, which were
related to the historical and economic factors peculiar to different societies. An immigrant

teacher from Hong Kong (questionnaire 15) wrote of her observation:

The Australian culture promotes a more relaxed attitude towards life and subjects like Art and
Graphics where people [who] express their feelings flourish while subjects where students have to
exercise their logic are considered too hard and only for some elite group. (p. 9)

Many of the teacher respondents also did not appear to relate the notion of values (or
valuing) to mathematics and mathematics education. Comments like the following were
often made before the open-ended questions in the questionnaire, that is, the open-ended

questions seemed to prompt them to relate values to the discipline of mathematics:

I do not come across any conflicting cultural values in my mathematics classes [in Australia].
Mathematics is a universal subject and is not affected by culture. (questionnaire 28, p. 8)

Twenty-six of the 35 questionnaire respondents reported 40 perceived value
differences related to the school subject of mathematics. These respondents had
represented all the home culture categories used in this study. That is, whilst teachers
from the cultures of Oceania and America did not report any cultural difference relating
to the valuing of mathematics, they perceived differences in the way school mathematics
was structured in Victoria and in their respective home cultures. The most commonly

reported value difference referred to a perception that the school mathematics curriculum
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in Victoria emphasised more on the applications aspect of mathematical knowledge, and

correspondingly less on the rigour of the discipline.

Many of the teachers believed that the school mathematics value differences arose
from differences in values at the political and societal levels. A British immigrant teacher

wrote that

the greater emphasis on applicability {in the Victorian school mathematics curriculum} reflects
what I see as a ‘Pacific Rim’ philosophy (and which 1 biame largely on Americal), that something
is only worth doing if it can lead ultimately to a profit of some kind! {(questionnaire 7, p. 9)

Another British immigrant teacher reflected on how the different social values in UK

and in Australia had shaped the mathematics curricula in the two countries:

class structure acceptance in the UK, Understanding that we have limilations and may not all have
the same opportunities because of that. More social engineering in Australia .... To make all
[people] equal. (questionnaire 31, p. 9)

In terms of mathematics education, that is, the teaching and leaming of school
mathematics, 14 of the 35 teacher respondents reported 21 related value differences. None
of the teachers identifying themselves with cultures of Middle East and America appeared
to percetve any value difference in this aspect of their professional practice. The most
commonly cited value difference related to mathematics education was the (greater)
emphasis of information and communications technology (ICT) use in mathematics

teaching and learning in Victoria.

Again, as in the other two categories of value differences, many of the values
underlying the perceived differences were historical, political and societal in nature. For
an immigrant teacher from Myanmar, his perception of a difference in the valuing of
mathematics education was apparently the result of scarred memonies of life experiences

in his home counh‘y:

The significance [sic] difference between ... [Burmese and Australian perceptions of the
mathematics discipline] is none, in the way that, both samples originate {sic] from the same
culture, predominantly English. But the way it is taught is culturally different. One is taught with a
cane, the other is by means of positive appraisal. (questionnaire 35, p. 10)

4.2.2 Responsive Approaches to Perceived Value Differences

The teachers’ approaches to perceived value differences were discerned from their
reflection on how these incidents had influenced their practice in the Australian

classroom, which were summarised in the column headed ‘influence on teaching’ in
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Appendix 15. With reference to the conceptualised range of teacher approaches (outlined
in Table 2.3), the responses in the questionnaire provided evidence that the five
approaches (i.e. cultural-blind, assimilation, accommodation, assimilation, appropriation)
were adopted in different situations by the immigrant teachers, although no attempt is
being made to match these approaches to the teachers’ proclaimed practices. Also, no one

teacher negotiated value differences exclusively with any one particular approach.

It was also evident that these approaches helped the immigrant teachers negotiate the
value differences by addressing in particular the values that were different and which
apparently underlied what were manifested. For example, whilst four immigrant teachers
(questionnaires 5, 15, 20, 32) had reported four different value differences relating to
school mathematics and mathematics education, the underlying difference in values was
similar, that is, pertaining to Victorian students’ attitude to and motivation in learning
mathematics. As a result, these four teachers’ responsive approaches — while being
different — were all chosen to address the way their students in Victoria valued the
learning of the subject. That is, there was no evidence in the data collected that the
teachers® responsive approaches were targeted at the observable differences. For instance,
the teacher submitting Questionnaire 15 noticed a difference in displayed competencies
between students in Victoria and in her Asian home-culture, Instead of addressing this
observable difference, such as through providing drills exercise, the teacher’s responsive
approach was one of motivating her students in Victoria, as a means of attempting to
modify their relaxed attitudes towards the subject, which was the cultural difference she
identified as underpinning the perceived value difference. Thus, the teachers appeared to
(subconsciously perhaps) recognise the central role that values play in value differences,

and 1o actively seek for ways to resolve the situations by addressing the ‘root’ cause.

Importantly, it appeared that not all perceived value differences were negotiated
successfully. A British immigrant teacher (questionnaire 8) wrote about how he continued
to feel frustrated at the relatively less emphasis placed by students in Victoria on keeping
notes and learning facts. It was not clear, however, if any prior attempt was made by the
immigrant teacher to resolve the value difference (and what that approach might be), or if
a sense of helplessness was present from the very beginning. A concern is the extent to
which this teacher’s professional health would be affected in the middle- and long-term if
his apparent helplessness at negotiating this particular value difference was not overcome.
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Could this feeling of frustration be similar to the plight of those immigrant teachers who

had since left the teaching service in Victoria?

2.3 _Factors Affording or Constraining Immigrant Teachers’ Negotiation of

Value Differences

The immigrant teachers’ approaches to negotiating perceived value differences were
adopted in the context of different levels of culture, such as the classroom, school,
community, society and nation. These were seen to be either facilitating the immigrant
teachers’ attempts at negotiating the value differences, or impeding the success of such
attempts. Given the constraints imposed by the questionnaire format, it was difficult to
tell if some of these factors demonstrated the actions of competing, overriding, or second-

hand values,

It was noted, however, that the nature of these factors (i.e. facilitating or impeding)
generally differed according to the type of value difference perceived, Thus, the
immigrant teachers’ negotiation of differences in values relating to mathematics and to
the teaching/learning of mathematics was generally accompanied by constraining
contextual factors, be they institutional, societal or national in nature. One Indian
immigrant teacher {questionnaire 30) wrote of the dilemma she faced, which was possibly

rooted in the institutional culture she was in:

My cultural ethos are not rejected, however, I am expected 10 accept tocal culture. (p. 9)

As for differences in values related to school mathermatics as a subject, the teachers’
response indicated generally positive support mechanisms existing at the level of schools
(e.g. staff teamwork), education policies (¢.g. differentiated mathematics subjects), and
society in general (e.g. society’s recognition of the role played by problem-solving). At
the same time, constraining factors in this aspect of the teachers’ practice tended to refer
to education policies (e.g. closure of technical schools) and to the society, One such
example was what a British immigrant teacher (questionnaire 7) considered to be a
constraining factor arising from the ‘praise culture’ in Australia, although the Myanmar

immigrant teacher mentioned earlier was clearly appreciative of this same culture:

In some ways it has been harder [to respond to value differences] because there is a perceived need
... to keep encouraging the pupils by telling them how brilliant they are in general terms while
perhaps offering some small specific criticism. I can’t help but feel this makes them think that they
are performing well even when they aren’t! (p. 10)
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The purpose of this chapter has been to provide a context for understanding the
sources, destinations and some socialisation issues amongst immigrant teachers of

secondary mathematics in Victoria. The state-wide survey has helped to provide such a

S
sketch. While 3 of immigrant teachers of secondary mathematics had come from UK,

Malaysia and (North) America, 3 of all immigrant teachers practising in secondary

schools identified themselves with the Asian home culture. In terms of their professional
destinations, it appeared that these teachers were more evenly distributed across schools
in metropolitan Melbourne than elsewhere in the state, potentially creating an image of
Melboume schools as having the most multicultural mathematics teaching staff in
Victoria. This phenomenon might be further accentuated by the observation (through the
survey data) that more teachers from the home cultures of UK, New Zealand and America

were teaching in country Victoria than in Melbourne.

Across all the home culture categories, more than half of the immigrant teachers were
teaching in state schools, which may not be of any surprise. In particular, more teachers
from Asia and Africa compared to the whole group of immigrant teachers were teaching
in state schools. Also, immigrant teachers were more evenly distributed across state
schools than schools elsewhere in Victoria. An interesting observation is that the
proportion of immigrant teachers in individual schools was the lowest for Catholic
schools. In fact, amongst teachers from the home culture categories of America, Europe,
Middle East, and UK/New Zealand, there were at least as many teachers practising in

independent schools as there were in Catholic ones.

As would be expected, nearly all immigrant teachers were teaching Year 7-10

mathematics, with a majority also teaching at least one VCE mathematics subject.

Perceived value differences amongst immigrant teachers surveyed were observed to
be mostly related to culturally-different ways of valuing the school subject of
mathematics, involving immigrant teachers across all categories of home culture. The
data collected also seemed to validate the conceptualised range of teacher approaches to
negotiating value differences, listed in Table 2.3. It was evident too that the teachers’

approaches were targeted at the underlying values causing the dissonance, rather than at
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the forms of value differences. Not all value differences were successfully negotiated,

however. One teacher reported feelings of frustration in his daily professional practice in

the Australian mathematics classroom, While the teachers’ attempts to negotiate value
differences were reportedly not well supported by contextual factors, the category of
value differences that occurred most frequently (i.e. school mathematics) was one to
which immigrant teachers attributed positive facilitation at various levels of the

Australian culture.

With this broad sketch of the situation of immigrant teachers of secondary
mathematics in Victoria, let us move on to understanding the professional socialisation
experiences of eight particular teacher participants in the next chapter, from the
perspectives of values and of value differences related to different aspects of school

mathematics teaching and learning.
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CHAPTER 5

RESULTS FROM INDIVIDUAL TEACHERS’ CASES

(The bell went and everyone was packing up, and the class chatter’s volume was high)

Carla: {Answering a query from Rudi) You choose whichever you want to. It
doesn't matter as long as you show the working and you get the answer,

(To the class) Right, excuse me, 1 haven't finished.

(Raising her voice when the class did not seem to have heard her) ! haven’t finished!
Give me a second,
(Shouting) Give me a second!

(Class volume continued to go up, and Caria gestured helplessly at one
student)

One second, I want you to — Victor!
Student; Shhh!
Carla: Show me the respect. I'm here to teach you. You, like you!

(CL3: 264-271)
5.1 Introduction

The above incident represents an example in which a teacher (Carla) was visibly
overwhelmed and helpless when confronted with a perceived value difference during one
of her mathematics lessons. The context of the situation was not unique to Carla’s
classroom alone, and in fact this can be a rather common scene in schools when the bell
signals the end of a lesson (whether the class teacher is a ‘local’ or an immigrant). What
is unique and significant from the perspective of the current study was the teacher’s
interpretation of the situation as being a difference in the valuing of power difference in
Australia and in her home country, Romania. Her repeated utterance of ‘I haven’t
finished’ was an indication of her valuing of the overriding authority of the teacher over
the school bell, and over the students’ intention to leave the class. The last line in the
quote above further supports her valuing of teacher authority and the maintenance of a
power distance between teachler and students. It also demonstrates her (re-)assertion of

the teacher’s authority to the class.

As we will encounter later in Section 5.3 and in its sub-sections, Carla responded to
incidents of perceived power difference differently in different contexts. Such a response

might be one of accommodating to student behaviour, when she believed that this
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behaviour had stemmed from a mistake she had made in class. In these instances, her
valuing of (student) confidence and self-esteem was a powerful competing value that
enabled Carla to accept the students' remarks, acknowledge her mistake, and apologise to
the class. At other times, these values of confidence and self-esteem competed against
Carla’s valuing of power distance, and what resulted were episodes of attempts to ignore
the incidents (e.g, CL3: 145-149), laughing it off (e.g. CL2: 174-181, 237-242; CL3: 100-
105, 118-128, 174-183) and helplessness (e.g. CL3: 268-277). So, not only were teachers
employing different approaches to perceived value differences (as we saw in the last
chapter), but different contexts relating to the same set of conflicting values can also

initiate these different approaches too.

This then is a snapshot of what this chapter will be focussing on. The last chapter had
provided a general overview of the professional socialisation experiences of immigrant
teachers of mathematics in secondary schools in Victoria. This chapter will focus on eight
teacher participants so as to examine these experiences in greater detail, after a

description of how these eight teacher participants were selected.
5.2 Selection of Teacher Participants

Of the 35 immigrant teachers who responded to the questionnaire, 9 had expressed
willingness to participate in the in-depth component of this research study. Another 5
chose the option of ‘not certain yet, you will keep me informed’. For these 5 teachers,
follow-up telephone calls were subsequently made to them to explain the nature of
participation in the research, and more importantly. to allow them to clarify queries.
Eventually, 2 of them joined the initial 9 to form a pool of potential teacher participants
for the next phase of the research. As introduced in Chapter 3, this phase was concerned
with the collection of qualitative data arising from lesson observations, interviews, and
document analyses. Eight of these teachers were eventually selected to be the teacher

participants. The following pseudonyms were given to them:

Carla Betty
Deanne Khaligq
Li Kang Manoj
Rana Saka

The leading letter of these pseudonyms coincided with the leading letter of the respective

teacher participants’ real names, to facilitate my relating the pseudonyms to the actual
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teacher participants themselves. Also, the ethnicity corresponding to each pseudonym
matches the home culture of the teacher participant it refers to. Thus, for example,
‘Mangj’ is an Indian name which had been chosen for the teacher participant who
indicated his home cutture as (Fiji) Indian. These eight teacher participants had been
selected to highlight a spread across teaching experiences (total, and Australian), years of
residence in Australia, gender, home culture categories, and education systems of the
schools they were practising in. Table 5.1 presents the distribution of the teacher

participants across these factors.

For all the eight teacher participants, a preliminary conversation was held with each
teacher, the same number of lessons were observed, they were interviewed the same
number of times, and an equivalent amount of teacher-marked student assignments was
examined. The collected data for all the eight teacher participants were analysed with
equivalent rigor. However, for reason of word constrainté imposed on this thesis report,
the socialisation experiences of only four of the teacher participants will be presented in
detail. The experiences of the other four teacher participants will only be summarised,
based on the framework of analyses found useful and meaningful for the first four teacher

participants,

Whilst it may be argued that the four teacher participants whose experiences will be
reported in detail here could be selected at random from the eight, and while I could have
done that, I had ‘identified’ these to be representative across the selected characteristics
instead. Table 5.2 presents essentially the same information as Table 5.1, except that this
information has been summarised further to demonstrate the distribution of the teacher
participants more explicitly. As shown in Table 5.2, it is reasonable that Rana was
selected since she was the only teacher participant practising in a Catholic education
system. Also, Manoj was picked for being the only teacher participant with more than 29
years of teaching experience. Likewise, Carla’s selection reflected her beirig the only

teacher participant with less than ten years of teaching experience.
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Table 5.1

Distribution of Teacher Participants across Selected Characteristics

Teaching experience (years)
Australian

Teacher participant Total Years in Australia

Gender

LA e o il e,

Home culture category

A R IR A

Education system

Carla 6 5 6
Betty 11 9 9
Peanne 10 6 6
Khaliq 19 9 15
Li Kang 27 12 iz
Manoj 31 27 27
Rana 20 12 16
Saka 18 1 3

F

2 n X 2 =

Europe (excl UK)
UK
America
Middle East
Asia
Asia
Asia
Africa

state
independent
Independent
state
state
state
Catholic
independent

119




o S

T 13 AT e T Sl L L T

Table 5.2

Distribution of Teacher Participants across Selected Characteristics (Summarised)

Teacher Caria Deanne Betty Saka Khaliq Rana LiKang  Manoj
Total years in teaching 0—9 v
10—19 s R v v
20—29 é 4
30— 39 '/
Gender | male v v/ v 7
female v/ 4
Home culture category Acerica UK Africa Middle Rsia Asia KH
East
Education system state 4 4 7
Catholic /]
independent &L v " 4
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What was left was the choice of the fourth teacher participant from amongst the four
teachers having between 10 to 19 y'ears of teaching experience, namely, Deanne, Betty,
Saka and Khaliq. None of the four home culture categories they represented (in order,
America, UK, Africa, Middle East) was shared by the three selected te: cher participants,
so this characteristic did not impact on the final choice. A desire for an equivalent number
of male and female teachers narrowed the choice down to Deanne and Betty (after having
selected Carla, Rana, and Manoj). Considering a similar desire in terms of the proportion

of teaching experience in Australia over the total number of vears in teaching, Deanne

1
was finally selected as her proportion ("l% )} was similar to Rana’s ( '2%) (that is, about ‘% ),
. 5 . 27 .
and in contrast to those of Carla g) and Manoj ( 3—1') (that is, nearly 1).

In the reporting of the teacher participants’ experience with negotiating perceived
value differences, each of the value differences will be labelled by an identifying term,
which relates to a value that is emphasised to a different degree in the different
mathematics educational cultures. This value may be valued more in the immigrant
teacher’s home culture, or valued more in the Australian culture. For example, technology
and mathematical proof are labels for two of the value difference situations to be
discussed for Carla. She had perceived that rechnology was more valued in her
mathematics classes in Victoria, whereas the Romanian mathematics educational culture
appeared to her to value mathematical progf more. On the other hand, the value used to
label a value difference situation may refer to one of a pair of opposing values that are
separately emphasised in the two cultures. An example of this would be Manoj’s
perception of teacher-centredness in Fiji and correspondingly, student-centredness in

Victoria.

As the teacher participants’ professional socialisation experiences are discussed,
references to the relevant data source will also be made. There are two parts to each of
these references. The first letter, making up the first part, identifies the teacher participant
and is the leading alphabet of the teacher participant’s pseudonym. The second part

reveals the data source, and may be one of the following:

C for preliminary conversation,
Q <item number> for teacher questionnaire,

L <lesson number: transcript line number> for observed lessons, and
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P <interview session number: transcript line number> for post-lesson interviews

Thus, for example, “‘CP1: 308-315 would identify the data source as lines 308 - 315
in the first post-lesson interview conducted with Carla. Similarty, ‘BC’ would refer to the

preliminary conversation conducted with Betty.

There will also be situations in this research report where particular teacher
participant’s voice will be given prominence through the inclusion of a relevant portion of
her transcript. Relevant parts of the transcripts would be presented here in the same way
that the sentences were uttered, so as to preserve the culturally-specific mood and
language patterns against which the meanings of the utterances would be interpreted.
Thus, in such quotes, omitted will be marked with °...’, pauses and interrupted text with

_’, and unclear words with ‘[word(s) unclear)’. Also, comments about context or tone of

speech will be stated in brackets.

5.3 Carla

5.3.1 Introducing Carla

5.3.1.1 Personal Background

Carla is a female mathematics teacher who had immigrated to Australia from
Romania (CQI, 4). Initially trained as an engineer (CC), Carla had taught mathematics at
both the pﬁmary and tertiary levels for a year in Romania, in addition to being a private
tutor at students’ homes. Carla made the move to Australia with her family in the mid-
1990s. For three years she was teaching mathematics in schools in South Australia (1996
- 1998), and since 1999, there had also been three years of mathematics teaching in
Victoria (CQS5).

Moving interstate to Victoria, Carla had initially settled in a country town near the
Victoria - South Australia border. Having found life in the countryside not particularly
suitable for her, she moved to metropolitan Melbourne in the first months of 2001 (CP1:
308-315).

Carla expressed her passion for mathematics explicitly. Her son’s participation in an
university mathematics enhancement program had provided Carla with another
opportunity to be involved with the subject that excited her (CP3: 438-446). At the same
time, she liked to teach (CP3: 358). Moving to a different culture in Australia, Carla felt
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ihat she had adapted quickly in her professional practice (CP2: 52), thus suggesting that
there had been one form or another of professional changes or modifications as a result of

teaching in Australia. She did not believe that she would lose her ‘old ways’ of teaching,

though.

There had been instances when her students would express their concerns with her
teaching style (CQ29). This did not prompt Carla to overhaul her professional practice,
for she believed that she was teaching effectively. These same students would often
validate this belief later, asking if Carla could continue to teach them mathematics the
following year. Carla also received similar acknowledgeme, { of her professional
expertise from the students’ parents (CQ28). In fact, when Carla’s principal in her
previous school did not approve of Carla’s style of mathematics teaching, some of her
students’ parents had come forward to the principal to show their support for and

confidence in Carla as their children’s mathematics teacher (CC).

Carla was identified by her mathematics coordinator in the postal survey as being an
immigrant teacher of mathematics. She responded to my invitation to participate in the

teacher questionnaire exercise with interest, indicating that “‘it would be a pleasure”
(CQA45).

That took place in late 2000, when Carla was teaching in a state secondary college in
country, south-western Victoria. She was then in the second year of teaching in that
school after arriving interstate from South Australia. The school was small in scale, with
250 students and some 30 teachers. 7% of these students were Aboriginals. The principal
in that school did not approve of Carla’s pedagogical approach, and he had been
encouraging and reminding her to teach the *local way’. The principal’s weekly summons
to her had, in her opinion, ironically made it harder for her to respond to value differences

in mathematics teaching,

by isolating me and my teaching manner from the rest. By remainding [sic] me all the time that 1
have a different background (like I wouldn't know that). (CQ42d)

Carla needed someone to share her professional concerns and issues with. Accepting my
invitation to participate in the research study had not only provided Carla with a listening
ear, that the study examined immigrant teachers’ professional socialisation experience

also meant that the listening ear would certainly be a very willing one.
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Data of Carla’s practice, howcever, were collected in 2001, when she had moved to
metropolitan Melbourne to take up a teaching position in a state secondary college in
January that year, Carla had interviewed successfu'ly for a mathematics coordinator
position in this current school, and the principal respected her pedagogical expertise and
experience. Colleagues in this current school had also been appreciative of Carla’s work
in the school and department. Yet, as will be evident in the discussion of the value
differences which Carla perceived, Carla had not been able to resolve all of these
differences. Thus, in another way, participating in this research study was a source of
emotional outlet for Carla. The following is a comment Carla made during my last
interview conversation with her:

I just love to teach. Look, I just don't have someone to talk to about this [that is, negotiating the

perceived value differences). Sometimes I think I have the feeling that I'm losing all these, all these
- (CP3: 358.359)

5.3.1.2 Current School and Community Context

Carla participated in this research study during her first year of residing and teaching
in metropolitan Melboume. The schoo! she was teaching in was a state coeducational
secondary college sitnated in an inn.:-city suburb, where an increasingly graying local
population meant that the number of school-age children in the local community was
decreasing. Only slightly more than half of the school’s 750 student places were filled in
2001. The 400 students had come from more than 50 different countries, demonstrating
the divection the school was taking to remain operationally viable. As such, the school
wa, an accredited provider of education for international students, and the school
brechure emphasised that school life there was “enriched by a strong international
perspective, one which values the harmonious diversity of cultures within the College”.
Two non-English languages were offered by the school in 2001. Also, it maintained
sister-school relationships with a school in China, and the school principal’s business card

also featured a Chinese translation of her name.

At the time of working with me on this study, Carla still subscribed to the belief that
the Australian community did not adequately value the experience and talent of

immigrant teachers. She linked this to an incident in her previous school:

What annoys me the most is that they don't try to talk to you as a person coming from somewhere,
to see whether you know more or less, or better, or change ideas. This is what I sometimes don't
understand. You know, ... when 1 was teaching in {my previous school] ..., they brought this
perses, this research guy from America. And they paid him quite well. Anyway, what he told us,
th:- 51277, there was nothing new. Like everybody was disappointed, not just me. In the end,
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everybody was disappoirtted, and they thought, “why did they have this guy here?” 1 said to them,
the administration. 1 said, “why do you have to pay so much money, why do you have to pay this
person so much money, a person who comes from an educational syslem which we know doesn't
work well.” 1 mean, doesn’t work, you know, we sce what happens there, And [ said, “when you
have people like me here, and try to find out from me, like, you know very well the system in
Europe works very well.” The Asian system works very well. 1 said, “why don’t you talk to people
who are in Australia? You don’t have to pay them that much. 1t's just so —* (CP3: 72-86)

I mean, it’s not that I think our system is perfect, or where I came from is perfect. It’s not perfect,
There are weaknesses in the system as well. Why not share what’s good? Why not? And usually,
they are not interested in how you think as a person. (CP3: 114-117)

However, Carla felt that her current colleagues had accepted her socially. Although
colleagues generally perceived her as being strict, and as one who drove students to work
hard, these colleagues also acknowledged that the school really needed more teachers like
Carla to lift its standards further (CC).

5.3.1.3 Personal Values and Belicfs

I strongly believe that Maths is Maths in any culture. I teach Maths my own way, with a great
passion and commitment to the students I teach. (CQ comments)

As is evident in the quote above, Carla valued (school) mathematics as being culture-
Jree. That is, whilst the context for questions and whilst notations may differ amongst
cultures, the mathematics involved remains the same. This may explain why Carla did not
appear to be bothered by a student’s use of the French decimal notation in the evaluated
answers (see Figure 5.1), one which uses the comma instead of the period to denvie the
decimal point. At the same time, it also helps us to understand her nomination of
‘personal values’ as the most influencing set of values in her daily-1ife values portrayal
(CQA40, 41). In terms of her classroom practice, this valuing of the culture-free nature of
mathematics had resuited in her introduction of solution methods that were seldom seen
in the Australian curriculum. During one of the lessons observed, Carla introduced a

geometric method for a question. challenging students’ recall of related geometric facts as

she went along:
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Figure 5.1. Student use of the French decimal notation in their evaluated answers.
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(The question being tackled was: Given a regular hexagon ABCDEF with centre O and sides
1.5¢m each, show that OA = 1.5cm)

Carla: (After going through a solution whose approach was suggested by some students)

Now, there are other ways of showing that this is 1.5m. Can you see another way?
Can you see another way of showing this is 1.5m? What can you tell me about this
line and this line here?

Student: They are paratlel.

Carla: They are paratlel. These two are parallel. What haﬁpcn to these two?

Student: Parallel.

Student: There are three lines which are parallel, that one, that one, and this,

Carla: This one, this one, this one. Anyway, let’s just not being so, this is parallel to that,

this is parallel to that, this is equal to that, Now, what kind of shape is this one?
Student: Parallelogram.

Student; Rhombus.

Carla: That’s a rhombus, isn’t it? What do you know about the sides of a rhombus?
Siudent: It's the same,
Carla: They’re the same, isn’t it? So if this one is 1.5m, these two are 1.5m.

Student: That’s easy.

Carla; So, there isn’t one single way. (CL3: 1-32)

This took place in a Year 12 Further Mathematics class, and none of the students

appeared to be put off by the introduction of an apparently novel (geometric) approach in
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their final year of secondary schooling, at the end of which they had to sit for a high-
stakes state examtnations. In fact, the comment given by a student (given towards the end
of the quote above) appeared to suggest the contrary. Such positive response from
students was reaffirming for Carla (CP3: 27-30). Carla further reasoned that exposing
students to different methods of solving mathematical problems could foster student
confidence in doing mathematics (CP2: 5-13), and develop student interest in the subject
(CP3: 27-32). After all, sharing of alternative methods was a way of explaining related
concepts too (CP3: 66-71), so Carla felt that the extra time needed to do that was worth it
(CP3: 56-65). '

This valuing of mathematics as being culture-free was probably why Carla felt that
the values she portrayed as a teacher would be independent of the country or culture she
was teaching in (CQ33). These would have accounted for the observation that her
preferred teaching style, her teaching style in Australia, and her teaching style in Romania
were all identical (CQ35-37). In particular, Caria’s teaching style (preferred, in Australia,
and in Romania) emphasised direct instruction, drills, and problem-solving. The extent to
which her professional practice carried these activities through, though, did not need to be
similar across the three contexts. For examnle, the number of dnills exercise questions
Carla put her students through was less in Australia compared to her teaching days in

Romania.

This knowledge allows us to understand her when she claimed that

I had adapt [sic] of course to the different conditions, Whenever I teach I try to raise the standards
of Maths. (CQ42c)

The word ‘adapt’ was likely not used here to indicate that she had modified aspects of her
teaching repertoire in the context of the Australian culture. Rather, while the teaching
styles remained unchanged, the extent to which these were demonstrated was ‘adapted’ to
the local conditions, such as the number of drills questions given to students. Adaptation
could also be in the form of artificially ‘altering the external fagade’ only. For example, if
the furniture in a classroom were found to be arranged in such a way as to facilitate
student group-discussions, Carla would not make any change to that arrangement, but she
would still continue to teach with a direct instruction style even though the students might

be sitting in groups (CC).
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5.3.2 Nature of and Responses to FPerceived Value Differences

5.3.2.1 Mathematical Proof (Mathematics Educational)

One of the more significant value differences perceived by Carla in the mathematics
classroom was related to the demonstration of mathematical proofs in mathematics

teaching, As such, this perceived value di{ference has been labelled mathematical proof.
As Carla recalled, in Romania,

we need to have demonstrations; this is what we call proof [in Australia]. Everything was proved,
not just “this is the formula, this is how you do it.” 1t was all proof. (CP1: 47)

Carla’s observation of mathematics teaching/learning in Australia was one of simply
giving students the relevant formulae (CP1: 34, 57; CP3: 333-334). Even for those
teachers in Australia who led students to conduct investigations to ‘derive’ the particular

formula, she felt that the subject would still be trivalised somewhat:

what ! don’t understand, [ might be wrong, ... [is that] all these mathematicians worked years and
years and years to develop theorems, and we want the kids to follow some steps to work out the
formula at the end. I find that stupid. I can't see the point in there .... Because, not everybody has
mathematical thinking. Plus you don’t have the instruments. If you haven't got the time to work on
it, like they used to work 24 hours a day, everyday, they were thinking of this, and we want the
kids to actually work out the formula, (CP3: 273-297)

In her opinion, the ways in Australia with which formulae were introduced
compromised student understanding (CP1: 58), and in turn, siudent interest in the subject
(CP1: 57). In fact, Carla believed that everything in mathematics needed to be proven
(CP1: 32, 34, 56).

So, Carla was observed showing, explaining to, or discussing with he: students proofs
of concepts introduced in her lessons. A quick explanation of the related proof, for
example, enabled her to demonstrate to the class why the tangent of an angle is a ratio of
the opposite to the adjacent sides corresponding to that angle (CL1: 77-104). Her
enthusiasm for proofs could be discemned from the way she concluded the discussion, that

is,

s0, is that interesting? (CL1: 104)

Carla had also given another example of her sharing of proofs with students:

when you have the quadratic formula, I always like to actually go through the working out, how
you get to the formula, not just give the formula on the board. I like to explain what's behind these
formulae. (CP1: 33-34)
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Carla evidently felt supported in her responses to this value difference by the positive
feedback made by her students (e.g. CP1: 28-30, 35, 54-585, 75-76):

Like the kids today, when someone says, "oh, that's good" or "oh, gee!", il gives you something

like, you know, you can enjoy this! And they were something very simple, you know, but they

were something they haven'i seen before. And, they undersiand now that how come that was that,
(CP1: 75-76)

5.3.2.2 _Participation (Mathematics Educational)

Carla had noticed that whereas students in Romania were eager to answer posed
questions and always had their hands raised, students in Australia did not appear as eager
in these situations (CP1: 84-89). Carla’s interpretation was that students in Australia
tended to be more conscious of themselves, so that they preferred not to raise their hands

in class.

For this reason, Carla typically did not pick students to answer the questions she
posed during her practice in Australia. Many such examples were evident in the lessons
observed (e.g. CL1: 24-30, 63-66, 77-99; CL2: 18-23, 36-62, 69-75, 94-97, 100-102, 183-
185; CL3: 5-7,9-11, 17-21, 84-87, 138-142, 168-170, 213-216). On the other hand, that
Carla did not believe in straight exposition of content had meant that questions were still
posed in her lessons in Australia. In her Australian class, however, any student could
offer an answer or opinion from his/her seat, without the expectation to raise the hand
first. After all, as Carla said in a post-lesson conversation, picking students to answer

questions might end up embarassing them (CP1: 94).

There were a few instances during the lessons observed, however, when Carla did
identify particular students to answer questions (e.g. CL2: 153-157; CL3: 56-59). This
was confirmed by Carla later to have occurred in some other lessons as well (CP1: 98-99,
112). In such instances, Carla would normally pick students who were normally quiet in

class

because 1 want to know what they know, or if they get the understanding or not, or usually the
quietest kids wouldn't tell you themselves. (CP1: 113)

This approach to picking students in class was also adopted in Carla’s teaching in
Romania (CP1: 117-118). Posing questions to evaluate student learning was probably the

source of discomfort amongst Carla’s students in Australia.
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Incidentally, Carla made it a point to attempt to put students at ease when they
answered the questions wrongly, emphasising that what was more important was the

learning achieved in the process rather than the correctness of answers offered (CP1: 98):

if they come with the wrong answer, 1 tend to say, “doesn’t matter, we all make mistakes. So
what's the big deal?" You know, | mean, you have attempted this. (CP1: 102)

5.3.2.3 Computational Fluency (Mathematics Educational

Carla continually placed a great deal of emphasis on students’ fluency in computation.
In her opinion, Romanian education stressed more on (mental/paper-and-pencil)
computational skills (CQ18), and she felt that the Australian teachers’ emphases on
understanding and applications had led to what she called *basic knowledge gaps’ (CP1:
207), that is, gaps in the body of basic knowledge. She cited an example of such a ‘basic

knowledge gap’ relating to cross-multiplication amongst her Years 11 and 12 students:

Carla: I have noticed that nobody teaches it [cross-multiplication] here. If you have — can |
show you?

Interviewer: Um,

Carla: If you have two fractions, right, a over b equals ¢ over d, alright? Let's suppose 1
want to find out this one when [ know these ones, alright? The casiest way to go is
times this, and divide by that. Or, if you want to find this one, you times [showed
working on paper]. It's not taught here. It is not taught, not, how do you work this out
if it is not taught [laughed]. it’s not taught. Youn look, you look in the syllabus, it is
not there! You know, it's not there! Or, cross-multiply ....

Interviewer: It's not taught, yeah,
Carla: It is there, but, but, it's not taught, you know.
Interviewer: This is a big problem for a lot of them, even in Year 12 ...

Carla: This is what I taught them a couple of weeks ago, you know, a equals bc over d,
that's it, what’s c? Oh, ad over b, you know. And they just liked it. And I did the
same thing with my Year 11 Physics, because you need this so often. And they said,
they said to me, “but nobody has taught this,” you know? I said, “I know, it's not
there.” And it isn't, you know? I mean, how do yvou want students to understand half
the things when something like that is, doesn’t _ you know you have things like a
over b, you know, over ¢ over d. [ had to explain that. You know why, because the
lesson before I had this {wrote down equation], alright? The lesson before I had this,
and they couldn't work out why I did _ that [worked it out]. (CP}: 212-236)

In Carla’s opinion, teaching with an investigative approach would not have reflected

the spirit of the mathematics discipline:

And, what I don’t understand is some people do here, they don’t teach a thing. They start with an
investigation, from the investigation you work out the answer. What I don't understand, I might be
wrorg, but 1 might be wrong, Wee [Tiong], all these mathematicians worked years and years and
years to develop theorems, and we want the kids to follow some steps to work out the formula at
the end. I find that stupid. 1 can’t see the point in there. (CF3: 271-276)
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In resporse to this perceived difference in valuing of computational fluency, Carla
would teach the necessary skills that students lacked, and which would assist them in
solving the current problem or understanding the current topic (CP1: 212). In this regard,
Carla put her students in Australia through drills exercise, although it must also be
mentioned that typically less questions than she used ic give out to her students in
Romania were given out in her Australian classes (CQ25). Nevertheless, students still

tried to ‘bargain’ with Carla:
Oh, 1 do that [drilis] all the time. These kids, these Year 12s you've seen, they've done every
guestion in the book. Every single one, and Pve got plenty for every chapter. I never say, “do the
left hand side or do the right hand side,”” No, all of them! “You know, but so-and-so said, last
year's teacher said, “do the left hand side!™ I say, “good, I'm saying do the left hand side then the
right hand side!” Sometimes they ask me, “do the left hand side?” I said, “yeah, do the left hand
side, and then when you’ve finished, do the right hand side!" I always do that, becausc it's

important. I sometimes do with the younger kids, I do things with the whole class, and | ask them
until they know how to. (CP3: 408-418)

In her opinion, drills is a necessary part of mathematics education, and students’
competency in computational skills would actually facilitate their ability to solve the kind
of applications and analysis problems they would encounter in the education system,
including the standardised state tertiary-entry examinations, the VCE. Her teaching style

in Romania was similar, reflecting her values in this aspect of mathematics education

(CQ43):

Carla: I prefer the drills.

Interviewer: But we are also aware that we have constraints like SAC [school-assessed
coursework] -

Carla: See, [ like drills. Once they know what to do, I love to do something like I did today.

But when they know what they are talking about. But if they don’t know what they
are talking about, I don't like 10 do that type of thing, if they have no idea of the
content .... | never. I am never going to give up on drills because this is how it
works. (CP3: 395-402, 426)

These *fixing-the-leaks’ measures did not appear to be something Carla enjoyed doing

in her professional practice:

sometimes | would love them to know their basics, so that I don’t have to go back and do
something special, you know, something extra. I would love them to come to class and, um, I teach
the lesson and they go from there. I don't have to [word uns!zar] the schedule. 1 would love to do
something like that. (CP1: 298)

Her efforts to teach ‘basic skills’ to students were, however, welcomed by students,

and they just liked it. And I did the same thing with my Year 11 Physics, because you need this
[mathematical skill] so often. And they said, they said to me, “but nobody has taught this,” you
know? I said, “I know, it’s not there.” (CP1: 231-233)
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As with some other value differences Carla perceived, it was this kind of student
validation of her pedagogical decisions which had helped her maintain some sense of

professional confidence.

Carla’s valuing of mathematics as culture-free and her valuing of computational
Sluency were likely to explain her apparent emphasis on student mathematical concepts
without much regard to their literal expressions. For example, one of her Year 9 test
questions asked students to “explain, with the help of a diagram, the following
mathematical terms”, the terms being ‘angle of elevation’ and ‘angle of depression’. An
examination of Carla’s marking revealed that full marks were awarded to students as long
as they could demonstrate the relevant angles in the diagrams. Looking at where the tick
marks were positioned, the students’ literal explanations were not seen to be important,
even if these explanations were not precise (e.g. Figures 5.2a-c), or were absent (e.g.
Figure 5.3). In fact, as Figure 5.3 demonstrates, use of language was not a factor at all in

securing full scores in that question (CA4).

Figure 5.2a. Full marks awarded for student diagrams, even when the language used was

not precise.
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Figure 5.2b, Full marks awarded for student diagrams, even when the language used was

not precise.
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Figure 5.2¢. Marks awarded for student diagrams, even when the language used was not

precise.

7. Explaigowith the help of a diagram, the following niathematical terms:

Figure 5.3. Full marks awarded for diagram only.
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5§3.2.4 Technolopy (Mathematics Educational

Carla’s personal fluency in mathematical computation was cultivated without the
assistance of technological tools like calculators. In fact, her first encounter with

catculators in her education was at university:

I remember that we had to use calculators at university in one subject, because we were working
with so many decimals and it was just, we were talking about structures of buildings and materials,
and you need it, you need it at that point. It was second year at the university, I remember that it
was the only subject that we were required to have a calculator, because it'd have taken us too long
to solve a question, It was the only reason, just to be faster, We weren’t allowed to use calculators
at high school. We were not allowed. We could purchase one, but we weren't allowed, because
you just imagine we used to do multiplication, division, square root by hand. (CP3: 122-131)

Her proficiency with ‘paper-and-pencil’ computation is evident in the following

remark:

for simple numbers, by the time 1 grab the calculator, and I push the numbers on the calculator, |
do it by hand. {CP3: 133-134)

Thus, in Carla’s view, calculator use did .ot present any learning advantage for

students:

It’s not an advantage. I don’t think it’s an advanta: =, {23t of all, because it stops them [ie,
students] from thinking. Like, when you get to the r:>:ut where you grab the calculator to do ¢
divided by 2, that's useless. Secondly, if they dor . kv, you know what some people do? For
example, you have something like 2 divided by §. 1< = fruction, right, at the numerator you have

2, at the denominator you have 5 times 10 to the power '3 [i.e. ‘5"‘3(%'01 ], let’s say. What they do

in the calculator, they do 2 divided by 5 times 10 to the power of 3, which is a totally different,
now, if you don't know how (o use it, and I always say, “put the brackets, like that,” or “2 divided
5 divided by 10 to the power of 3, because you divide this by both.” So if they haven’t got the
understanding of what's behind the caiculation, of course they get shocking answers sometimes,
because they dont know how to use the calculators, But, once you, like if they knew this, if they
knew what was happening here, they didn't need me to tell them how to put it on the calculator,
But because they don't know how 1o use it, they’ve got no idea what the mistake was. It was they
who made the mistake, you know. And this happens in Year 12, Year 11. So I can't see the point in
using the calculators. First of all, they forget their times tables. The brain is not working. Like you
go into the shop, you're not going to go with a calculator in your hand, and calculate 50% of
something, or which one is better, is cheaper, to buy 200m! of this juice at 1.6 dollars, or 235ml of
this at this price, you know, I mean, you need to know how to do these things, (CP3: 139-160)

Yet, the school mathematics curriculum in Victoria premoted the use of information

and communication technology (ICT). For example, questions in the high-stakes, tertiary

entrance examinations (VCE) were no longer graphic calculator neutral. In response to
this difference in the valuing of technology, Carla could only discourage her students

against being reliant on calenlators for simple computation questions. At the same time,

Carla provided the appropriate modelling in class. For instance, during one of the lessons

observed, a student had suggested using a calculator to find the value of a square root.
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Carla replied that the calculator was not necessary as the square root could be computed |
mentally (CL3: 36-42), which she demonstrated. Her modelling was also extended to : :

casier computations, such as multiplication:

Carla: Equals six times area of triangle AOB, equals six times 0.974, equals {calculating
mentally) 58447

Student: Human calculator! (CL.3: 89-92)

As with the other value differences she perceived, Carla’s approach to negotiate the
difference in valuing of technology was validated by her students’ positive responses. For
example, the student in the quote above was evidentiy visibly impressed by Carla’s ability

which paralleled that of the calculator.

5.3.2.5 Power Distance (General Educational)

Differences in the nature of teacher-student relationship in Australian and Romanian " ‘
classrooms highlighted further value differences in the two cultures. Carla’s experience
teaching in Romania was one in which the teacher was seen o be perfect, where the
teacher was not expected to make any mistake (CP1: 158). Students in Romania would
also not try to uncov er teachers’ mistakes in public (CP1: 146-152). While teaching in
Australia, however, Carla came across many situations where her students would ‘tatk
back’, challenge her, and/or act rudely. Some of these were also observed in the lessons
observed (e.g. CL1: 153, 192-208; CL2:174-177, 237-240; CL3: 71-75, 100-102, 122-
125, 144-147, 174-179). The following provides such an example:

Carla: What I'm going to do, at the top of the page, write this.
(Wrote the following on the board: ‘Calculator: Degrees’ )

Would you please write this, because you will forget again. At the top of the page,
Just make sure that you write this, so you know it, It does happen, I mean, it happens
to everyone. It’s not a big ...

Student: Including you?

Carla; It does, when I have the answer, then I think, “oh, I forgot to change it.”
Class: Tsk tsk tsk.
Carla: Because when you use your calenlator, what you want to do, you want to work out

the answer, right? So, you punch your numbers, and then when you see the answer

Student: Press; punch is not good for the calculator. (CL1: 192-208)

In her first days of teaching in Australia, Carla would interpret such student comments
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as a challenge to (her} authority, and she did not like any of these at all.

I didn't like it. I thought this is not right, you know, I mean, But it's, you know, I sort of realise
where it comes from and why it is, it doesn't worry me anymore, (CP1: 175-176)

Although she still believed that students should treat teachers with greater respect, such
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incidents no longer bothered Carla as much. She had become more comfortable with

admitting any mistake she made in class:

when [’m wrong, when | do something wrong, I said, “1 made a mistake.” When I do something
right, then that's just the right way, because I'm very honest. I make a mistake, 1 admit it. So what,
we all make mistakes, (CP3: 240-242)

Thus, Carla was observed to be acknowledging — and apologising for — the errors
she made (e.g. CL1: 195-210; CP1: 157; CL3: 71-76, 174-177; CP3: 240-242). Through

her expertence, Carla believed that teacher admission of own mistakes could also

discourage students from continuing to pick on the teacher (CP1: 186-189). Also, in her
opinion, student picking on teachers was a reflection of their lack of confidence (e.g.
CP1: 156, 159). Understanding Carla’s concemn with raising/maintaining student
confidence in themselves (e.g. CP2: 5-13, 30-31; CP3: 216-218), it probably contributed

to Carla’s tolerance with Australian students’ behaviour when she made mistakes.

However, when student remarks made were not in response to any teacher mistake
and students were just being rude, Carla appeared to be helpless. In each of these
instances, she would either ignore the incident (e.g. CL3: 145-149), laugh it off (¢.g. CL2:
174-181, 237-242; CL3: 100-105, 118-128, 174-183), or simply give up (e.g. CL3: 268-
277). For her, appearing to ignore the incident or to laugh it off was not a negotiation
approach; she did not know how else to react, and she was still visibly affected by these
incidents. This is illustrated by her comments after a lesson in which a student

complained that she had messed up his mathematics notes:

I was so disappointed with Dino. | was quite upset .... Like 1 did get very upset when Dino had
that go at me, “oh, you don't know how 10, you messed up the question," and I thought, "can't you
Just say what happened.” (CP3: 39, 237-239)

Referring to a separate incident in class, Carla’s exasperation was rather evident:

Even, sometimes, see, even today in class. [ look at the boy and I think, “this is getting so much,”
letting me down. It’s hectic to follow. (CP3: 364-366)

Thus, Carla still subscribed to the valuing of a power distance between teacher and

students, The prevalent use of imperatives whenever Carla issued instructions to her class B g
(e.g. CL1: 236-238; CL2: 36, 115, 187, 237-238; CL3: 239, 246-247, 278) lent support to
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this assertion. This maintenance of a distance between teacher and students could also be
noticed in Carla’s marking. As shown in Figures 5.4 and 5.5, students’ written comments
and apologies (clearly addressed to her) appeared to have been ignored while Carla’s
marking emphasised the mathematical aspect of student work. Any written
acknowledgement of these student comments by Carla would have signalled a less formal
relationship between her and the student involved. Her sense of helplessness in the face of
students’ ‘rude’ remarks was in line with her valuing of power distance. However, her
concem with student confidence, and her belief that she needed to apologise for mistakes
made anyway, illustrate the competition between power distance and other values such as

(student) confidence.

Figure 5.4. Full marks awarded based on diagram only; student’s cominents appeared to

have been ignored.
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Figure 5.5. Another example of student’s comments being ignored.
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5.3.3 Responsive Approaches and the Underlying Factors

it is clear from the discussion above that Carla negotiated perceived value differences
with a range of different approaches. This should not be seen to represent inconsistent
assumptions on her part towards mathematics teaching/learning, or towards professional
socialisation. Rather, il was likely that the different institutional and societal factors
interacted with personal, culturally-based values, resulting in constraints or opportunities
in Carla’s attempts to negotiate the value differences. It was also apparent that Carla’s
valuing of mathematics as a culture-free subject had played an important role in ensuring
that none of the values related to mathematics and mathematics teaching/learning which
she cultivated in Romania was lost in the process. The one value difference (power
distance) which saw Carla embracing local practices was neither mathematical nor

mathematics educational in nature,

It was perhaps this notion that mathematics (and mathematics teaching/learning) was
culture-free that led Carla to attribute perceived value differences to the people involved
in such incidents. It was evident in Carla’s conversational discourse of her adopting a
‘T/us’ (Carla, and by extension, fellow immigrant teachers) versus ‘them’ (the
Australians) stance (e.g. CP3: 66-74, 214-215). This is 1llustrated through statements such

as the following:

What I have noticed, I don’t know if you’ve noticed this or not, but underneath the educational
system these days, here in Australia, there is this idea, you know, talk to the kids and develop
skills, whatever. Like the idea is there, but the practice is not. They don’t know how to do it. They
always talk about make things interesting, develop their understanding. But they don't know how
to do it.

What annoys me the most is that they don’t try to talk to you as a person coming from somewhere,
to see whether you know more or less, or better, or change ideas. This is what I sometimes don't
understand. (CP3: 66-74, emphases added)

While Carla valued student participation during mathematics lessons, her concern for
student confidence and self-esteern meant that there were times when she would hold
herself back from picking particular students to answer questions in class. In regard to
technology use, she was explicitly promoting mental computations of square roots during
her lessons, yet she was also aware that institutional and societal factors (such as
preparing students for the VCE) meant that student calculator use had to be allowed.

Similarly, while Carla strived to improve students’ computational fluency by putting her
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students through drills exercises, she was mindful that local factors restricted the number

of questions she could reasonably expect her students to do.

In these instances, Carla’s practice in her Australian class reflected a fusion of what
she valued and the institutional/societal factors. While she valued aspects of her home
culture’s educational system (such as paper-and-pencil computation), Carla also
acknowledged that these needed to interact with local values, norms and practices such as
student confidence and institutional assessment requirements. By the nature of interaction
(Bishop, 2002) of values, it is likely that no one cultural value consistently dominated a
competing value from the other culture. Nor was there a need for such a certainty as Carla
attempted to reflect a balance of her concerns in different contexts at different times. That
is, despite attributing a label (i.c. appropriation) to Carla’s approach to negotiating, say,
the cultures’ different emphases on technology, the extent to which Carla would explicitly
encourage her students to rely on paper-and-pencil computations would depend on the
extent to which the particular group of students were thought to be over-reliant on

calculators, or the extent to which they could use these tools efficiently.

As for her perceived difference in the cultures’ valuing of proof, however, the
apparent absence of institutional/societal constraints had probably led Carla to act in ways
which would be best described as being culture-blind (using the termin ology of the

approaches summarised in Table 2.3).

Carla had not been able to resolve all the value differences she percetved in her
Australian mathematics classroom though. The emphasis she placed on teacher authority
and power distance had meant that she could remain helpless and exasperated whenever
she interpreted particular student actions to be rude, of which the opening quote of this
chapter is an example. On the other hand, in instances when she recognised that these
behaviours were justified by a mistake she had made, she was ready to accommodate and
accept them willingly. Thus, as mentioned at the beginning of this chapter, different
contexts pertaining to the same perceived value difference (in this case, power distance)
could bring about different meanings to what was or was not valued, thereby prompting

different negotiation approaches.

Carla was certainly aware that the nature of interpersonal communication in Australia
was much less hierarchical than in Romania, and that she could not expect here the same

level of respect Romanian students accorded to teachers. Yet, her upbringing in Romania
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has also meant that she could not help feeling a sense of hostility and disrespect in
situations when students were perceived to be speaking rudely to her. As we had seen
earlier, her use of imperatives represented her attempts to (re-)establish a power
difference between herself as teacher and the students in the class. Nevertheless, she
would still leave a class feeling exasperated and disappointed. Thus, to the extent that
Carla could resolve her perception of hostility and conflict whenever her students’ actions
appeared unreasonable, it is likely that this value difference would remain a source of

professional dissatisfaction for Carla.

The discussion in Section 5.3.2 (and its sub-sections) above has also shown how
much Carla relied on the feedback from her colleagues, students and their parents to
affirm her approaches to negotiate the perceived value differences. For her (and possibly
for many other immigrant teachers of mathematics), positive feedback from these ‘locals’
appeared to validate her particular ways of teaching mathematics, ways which

incorporated aspects that reflected values subscribed to in her home culture,

Before moving on to a description of the professional socialisation experience of the
next teacher participant, Table 5.3 summarises Carla’s experience negotiating those
perceived value differences which were evident during the data collection phase of this
study. For each of the value differences perceived, its nature (mathematical, mathematics
educational, or general educational), Carla’s responsive approach, and the operating
facilitating or constraining factors are listed. Contextual factors that reflected what were
valued in a teacher’s home culture would be considered to be facilitating the teacher to
portray the associated values, and are denoted by the sign ‘+’ in the matrix. On the other
hand, contextual factors that were aligned with Australian values would be constraining a
teacher’s continual portrayal of values she acquired in her home culture, and are denoted
by the sign ‘= in the matrix. The construction of one such matrix for each teacher

participant would facilitate future comparison of their respective experiences.
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Table 5.3

Value Difference Matrix for Carla

Value difference Nature * Responsive approach Contextual factors °
Proof ME Culture-blind (+) Personal education in proofs.
{(+) Positive student feedback,
Power distance GE Accommodation (+) Personal upbtinging which
or emphasises respecting authority.
Nil (helpless) (-) Student confidence
(-) Admission of personal mistakes.
Participation ME Appropriation (—) Student confidence.
(+) Evaluation
Coniputational fluency ME Appropriation (1) Personal upbringing in mathematics
solving skills.
(+) ‘Basic knowledge gaps’ amongst
VCE students.

(+) Positive student response.

(~) Availability of student time for
homework practice.

Technology ME Appropriation {(+) Personal proficiency in mathematics.
(+) Positive student feedback.

(+) Student over-reliance, even for
simple computations,

(+) Student knowledge of calculator use
(+) Calculators not readily available in
daily life,

(=) School curriculum requirement for
technelogy.

Note, ® The nature of value difference may be;
mathematical (M),
mathematics educational (ME),
general educational (GE).
® Contextual factors may be:
facilitating (+), aligned with the home culture value,

constraining (-), aligned with the Australian value.

5.4 Deanne

5.4.1_Introducing Deanne

3.4.1.1 Personal Background

Deanne is an immigrant teacher from Toronto, Canada, At the time of participating in

this research study, she had been in Australia for 6 years,
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A fter Deanne graduated from teacher training school in 1991, she spent the next 4
years teaching in a public secondary school in inner city Toronto. The school, with a
student population of 900, was considered a big one there, and Deanne characterised it as
a ‘rough’ school, with high incidences of crime and gun-carrying. Most of the students in
the school were East and West Indians, many of them new immigrants to Canada. There
was ‘automatic respect’ for teachers from these students, typical of the respect accorded
to teachers by the community there. Deanne remembered noticing that some parents were
feeling a bit apprehensive about teachers. In fact, her school in Canada had attempted to
put parents at ease through different means, one of which was to encourage teachers to

dress casually during parent-teacher meetings.

The school’s curriculum time was slightly longer in Canada: a typical school day
would begin at 8.45am and end at 3.45pm. (DP1: 184). Students were normally given
classwork in a typical Canadian mathematics lesson, so that they would be able to

complete any homework issued (DN1).

Deanne felt that much of her professional values were internalised in the school she
taught in Canada. She noted how her older colleagues there might have influenced her

outlook on mathematics teaching:
I can think of a colleague that I worked with who is very much sticking to notations and — but
she's been teaching maths for a long time, whereas people perhaps are not interested to know
whether that same formality exist in teachers that are just starting. Because even when | taught in
Canada, I was the first person to be hired to the maths department in 10 years, and everybody 1

worked with was 50 years plus, So very much of it was that ‘old school’ formula, and [ think that's
what, they were my mentors, and [ sort of grew up in that situation there, (DP1: 104-110)

During her first year of teaching in Canada, Deanne wedded an Austraiian man. Four
years later, in 1995, the couple shifted to the current community in country Victoria,
where Deanne had applied successfully for a teaching position in the current school, and
where she had been teaching for the last 6 years. Over these 6 years, her capabilities and
skills had been recognised, so that in addition to teaching mathematics, Deanne was also
teacher in-charge of the school senate, Head of Humanities Faculty, as well as Head of
one of 4 Houses in the school at the time of participating in this study (i.e. 2001) (DN3).

One of the duties and roles expected of the Head of House was the provision of pastoral

care to students of the House.

The year had been additionally busy for Deanne as she was also teaching Year 11

Mathematics Methods for the first time. Further, it was the first time she was teaching N ?
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calculus (DP1: 43-44), a topic offered at the equivalent of Year 12 in Canada, and onc
which many Canadian students considered to be difficult (DP1: 49-61), Nevertheless,
Deanne had chosen to teach this topic because she had enjoyed taking over a lesson on
‘limits’ the vear before (DN1). She admitted, though, that she might have taught it better
in 2001 if she wasn’t as busy with school administrative duties that year (DP2: 3-6; DP3:
233-234),

Deanne was interested in this research study all along. She had responded to the
survey of immigrant teachers sent out to mathematics coordinators in late 2000,

indicating her interest and inviting me to contact her.

In 2001, Deanne was given a substantial amount of school administrative and
leadership responsibilities. She was unable to respond to the teacher questionnaire sent
out to her in early 2001. By August, it became clear that there would be no teacher
participan? vho had migrated to Australia from the American continent. The few
American teachers identified in the survey of mathematics coordinators were sent another
tuiter of invitation to participate. Deanne replied favourably to this second invitation,
apparently sensing my need for a teacher participant from America. As she told her class

when introducing me to the students:

he’s got teachers from all over the place, from different countries, and no one from North America.
So I"'m the North American delegate (class laughter)! (DL1: 6-8)

It was apparent that being so busy that she was, Deanne’s decision to participate was
purely based on her desire to fill a perceived gap in the distribution of teacher participants
of this study. She wanted to help me out, and so it was not so much for professional
development reasons that she had come on board. Throughout the interaction period with
Deanne, we had to be very disciplined with time sr2nt working together so that she would

not be late for her many school commitments (e.g. excursions, meetings).

Over the period in which we worked together, the relationship that evelved was more
of an official one. Deanne did tell me about her upcoming tenth wedding anniversary
celebrations, as well as her upcoming holiday trip to Canada. She also shared with me her
interest in alternative algorithms, in response to which I faxed her the Russian Peasant
Method for multiplication which I introduced to her during the conversation. However,

she seemed to pull back whenever she felt that she was talking ‘too much’ about things
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that were not related to mathematics teaching / learning. Was a heavy work schedule

possibly a factor here?

Nevertheless, the experience of participating in this study did raise Deanne’s
awareness of the implicit values teaching that took place in her lessons, The impact of my
visiting her lessons and talking to her about each of these afterwards may be understood

from her reflection at the end of the data collection:

I think it’s been good just to have somebody observing in my classroom, because | haven’t have
that probably since my practical rounds, so it's always good to have somebody to come in to see
what you are doing and to give you some comments, It has made me think a little bit more about
some of the — more beyond conscious ideas that I'm putting across. You know, it sort of really
came to light today after the circular function lesson, not going so well, and today, even my
enthusiasm for the topic really does affect them. So, then after talking about these cuitural
differences, whether that's something which I could insert more of, given that I do have that effect.
Even if it's just something little that I can add in that might change the way that Ihey think slightly.
I thought that would be a good thing. So it’s been good! (DP3: 257-308)

Although Deanne had probably started off with the intention of helping me out with
the study, and her work demands meant that we had to be very strict with time, her
contributions during our interactions appeared to be geiiuine and valid. The triangulation
afforded by the multiple data sources did not reveal any inconsistency amongst Deanne’s
data. Her reflection above of her role in values portrayal was also likely indicative of

Deanne’s personal involvement in the study.

5.4.1.2 Current School and Community Context

The 17 students in this Year 11 class observed were predominantly Anglo-Saxon in

ethnicity. As the class achievement was generally low, Deanne’s focus with the class was

very much examinations-based (DP2; 21-22).

The school within which this class was situated and within which Deanne had been
teaching for the last 6 years was an independent (non-denominational}, coeducational
school in country Victoria. The school, 120km from Melbourne, was staffed by 31
teachers and catered to the education of 435 Grade 5 to Year 12 students in 2001.

In Deanne’s opinion, Australia students’ and their parents’ expectations and valuing

of achievement in school mathematics were not as high as their Canadian counterparts:
from the parents 1 have dealt with, the maths was very highly valued, but if the
student couldn’t do it, it was that perception of ‘just couldn’t do it’, that’s okay. And

here, I think, parents think it’s great when their kids do well at maths, it seems to be
okay not to. I don't know whether that has to do with the community that I'm in, or, 1
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don't know, I feel uwiful saying that, it just sounds such a — but you know, you get
lots of parents saying that, “oh, you know I was not good at it™ and “1 couldn’t do il",

Interviewer: Do we hear that more often in Canada?

Deanne: No.

Interviewer: In fact, it’s more okay that “I did terribly bad in maths at school.”

Deanne: Yeah, that's what I'm (rying to say, but it seems to be more okay not to, you know,

Interviewer: Do you think a kid will be more readily confident to say in words that “I'm good in
maths,” relatively?

Deanne: No, I don’t think so, which is a shame that it doesn't seem to be something to be
particularly proud of. Maybe at the senior levels, but when you get to the last year of
school, those maths, some sort of i's cool not to be good at it, I guess. It’s a battle,
isn’t it? (DP3: 268-290)

Having been educated in the Canadian culture and educational system, Deanne had
al..J noticed differences in mathematical terminologies in Australia and in Canada, such

as those shown in Table 5.4 below.

Table 5.4
Different Terminologies of Mathematical Concepts in Australia and in Canada
Australia Canada
simultaneous equations system of equations
gradient slope
f dash x f prime x
y=mx+¢ y=mx+b

In response to such differences, Deanne would normally make use of the term used in
the Australian classroom (DP3: 186, 189-192),

really making a conscious effort to change my terminology to fit the expectations of the school ....
{and also] because that’s what they are going to encounter when they leave me, that’s what they
are going to encounter in their text. (DP3: 191-192, 216-217)

though she would at the same time make it known to her students that alternative

terminologies existed to describe the same mathematical concept (DC),

really emphasise that it’s just a difference in language, there’s no difference in technique, (DP3;
187-188)

In fact, in instances when Deanne felt that the Canadian terminology was more

appropriate than the Australian form, she had the tendency to use them interchangeably:

if it’s something that could aid their understanding, 1 would still perhaps use both at times. (I: Use

both?) Well, I wouldn’t be so worried about using the wrong terminology I suppose. (DPJ: 198-
201)




Examples of terms which might be used interchangeably in Deanne’s lessons were:
‘gradient’/*slope’ and ‘simultaneous equations’/‘system of equations’ (¢.g. NL3: 436,

438).
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5.4.1.3 Personal Valucs and Beliefs

i Deanne viewed mathematics as being a way of learning, since mathematical skills are
readily transferable to other subjects (DC). To her, the value of the subject lies in
{ cultivating logical thinking and more pragmatically, in creating more carcer/study

options:

maths is a very key subject that every student should have leamt, and even though
they may not use the mathematics, 1 think the way of learning it is good training for
future learning. Some kids get the importance in that sense,

Interviewer: Future learning; would you look in the sense of future career, the more practical and
materialistic aspect?

Deanne: Yeah. I suppose | am thinking about just in terms of the way of studying, the way of
logically, sort of, make the sequence in which you attack a problem.

Interviewer: Training for the mind?
Deanne: Yeah, yeah, That’s how I looked atit. So I think it’s important.

It’s also, it is valued in the workplace. Students that continue with mathematics will
certainly have more options open to them as far as what they can study later on, and
as far as what they can do. And that, it sounds like a real snob, 1 guess., But it's sort
of like it’s something that is highly valued. (DP1: 276-292)

For Deanne, assessing student knowledge of the First Principle formally was one way

of promoting student logical reasoning skills:

first principle is something that you can test their skills of logic and reasoning. Because then they
have to go through the steps rather than punching into the calculator or applying the rule. It's
something that they really have to set it up probably, to show the steps clearly, which is something
we do really value, that everything is set up the right way. (DP3: 160-164)

Mathematical skills were not perceived to be a set of algorithmic steps which students

were expected to memorise and reproduce:

I think that’s what makes a really good mathematician: it’s somebody who has lots of tools that
they can draw on, and they can look at the situation and say, “well, [l just try and do it this way,
and experiment, and modify as they go.” Those are the ones who do really really well, because
they are not limited to ‘if it's this, then I do this’, which becomes a problem, Because you're going
10 always come across a situation which doesn't look like this, and all of a sudden you might have
to think backwards, or, if you’ve got lots of different ways of thinking about something, you might
quit and to approach a question with that sort of curiosity, as in *how am I going to solve this?” as
opposed to “well, it’s this, so I do that.” (DP3: 109-117)

In the teaching of mathematics, Deanne clearly valued student confidence. For the

class observed in particular, where student ability was relatively weak, Deanne felt that




the students' mathematics learning experience would be much enhanced by a boosting of
student confidence in understanding and achieving in the subject (e.g. DP1: 185-191,
DP2: 22-24; DL3: 118-119, 148; DP3: 128-138, 235-239, 245-249). Seemingly
complicated topics, such as the First Principle in calculus, were actually utilised by
Deanne to boost student confidence in the class observed:
getting back to this class, we had a really fun time doing first principle, because we did — it was
the first time that they do a whole page, some of them took a whole page to do a question. And we
got to the end of it and was saying, “oh, isn’t that great! We started with this, we ended up with
this. Look at how much we've done! Isn't that fantastic that you know that much mathematics that
you can do that!”” And being a weak class, it was something that by the end of the lesson when we
first introduced that, they could all do it. And they could all do it well. That’s why [ wanted to do
that becausc it also builds confidence for the exams. Like, they look back, "thal was really
difficult, and I can now do that!” It's sort of, you know, “if I can do that, I can manage to grasp

that bit more.” That was deliberate, because it's something they can do and be really successful at,
as well as getling an understanding. (DP3; 128-138)

Student confidence was also encouraged through ‘little’ gestures during Deanne’s
interaction with her students. For example, after completing a lengthy solving process for
a problem sum with the class, Deanne put a large tick and drew a happy face by the

solution, commenting to the students with a smile that

that will be you after you do the examinations, right? (DL3: 118-119)

Related to increasing student motivation is Deanne’s promotion of student
understanding and enjoyment of mathematics (e.g. DP1: 84-87, 121-125; DL3: 164-165;
DP3: 124-138). After all,

I see what's so crucial in mathematics teaching is maintaining that interest, and the notion that they
can do it. We see too many kids that's just, they come to the class and they are beaten already.
Because they found it a difficult subject, and they don't enjoy it. They feel frustrated. It makes
them, you know, they feel out of their depth, and that's just awful. (DP1: 121-125)

These were such central values to Deanne that they overrode her valuing of precision,

which will be discussed later on in this chapter:

I think that it kind of caught on as a class. And I think, ultimately, while 1 do think that notations is
important, and formality is important, I think it’s more important that they understand and enjoy
mathematics. So if I have to sacrifice ‘plus ¢’ for ‘chucking in a ¢’, T will. (DP1: 84-87)

These personal values and beliefs were clearly concemed with improving student
affective readiness to learn. In her opinion, dealing with students struggling with
mathematics should be about changing how content is taught, rather than selecting the
content {o be taught (DC). That Deanne has been emphasising these qualities since her
teaching career in Canada has also meant that her approach to teaching did not go through

a complete overhaul after her arrival in Australia. She continued to value student
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motivation, as well as to make use of humour during her teaching to facilitate student
learning. Furthermore, she was also using some resources such as textbooks and activity

worksheets from Canada in her Australian mathematics classroom (DC).

5.4.2_Nature of and Responses to Perceived Value Differcnces

5.4.2.1 Precision (Mathematical)

A difference in the way Australia and Canada were seen to value mathematics was
demonstrated by the students’ competency in the subject’s language and notations,
although Deanne felt that the curricular expectations of these in the two countries were
“fairly similar” (DP1: 98-101). In Canada, there was an emphasis on formal language and
notations from the early years of a student’s mathematics education process (DP1: 256-

266), whereas this emphasis was felt to be weaker in Australia.

For Deanne, this value difference affected her because of her belief about the nature

of mathematics;

Interviewer: 1 noticed that you wrote this on the board: ‘general notation’, and [ think, when one
of the chaps in front talked about, “just chuck in c, just chuck in the ¢,” and you
commented, “this is too casval!” Do you think that there is a need for students to be
able to be not so casual when they are talking about notations, that when they are
talking maths, that they should be talking to a certain degree of technicality.

Deanne: I think I do, and I think there is the formality to mathematics, which is, it’s part of the
tradition, and I think anyone has to uphold that. (DP1: 63-70)

When probed further, Deanne elaborated that she valued the precision that is inherent

in the subject:

Interviewer: You uphold the value of students talking in terms of more formal and technical
language. Could 1 just lead you down that a little bit, and perhaps for you to
nominate in one word or a phrase what value does that signify or exemplify, or, why
should students be able to do that?

Deanne: Oh, okay. Hmm, I think mathematics is a precise subject, and I value precision. And
I think the language is an important part of that precision. To be able to communicate
in the language of mathematics is part of it, just as much as setting out a question
propetly. To be able to talk about it in those terms.

[nterviewer: Even if a student does not learn or take up maths anymore in the Year 12, do you
think that it's good practice for them to cultivate the habit of talking precisely?

Deanne; Definitely, because 1 teach English as well, so — | mean, language is precise,
language is important to get the right word to describe what you are talking about.
So [ think language is important across every subject, and every subject has its own
language .... Exactly that, because | suppose rather than saying something in a
roundabout way, mathematics allows us, just like algebra might allow us to simplify
an equation. The language of mathematics allows us to simplify a technique, or a
tool because of the preciseness of the language, that you can use one word to say
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simplify, or evaluate, or integrate, or any of those words which allow us to know
precisely what we are doing.

Interviewer; And that is important?

Deanne: I think it is, to be able to articulate what you want to say, (DP2; 197-212, 221-229)

Inherent in the quote above was Deanne’s other emphasis on conciseness, so that
things needed not be said in a ‘roundabout way’. This was demonstrated in some of the

comments she made in student written work:

you could be ... more concise in your explanations in this first section. (DAS)

your explanations are concise. (DA7)

There were many episodes amongst the lessons observed in which Deanne presented
and explained concepts, skills and instructions with the use of formal terminologies.
Some of these were accompanied by clarifications (e.g. DL1: 67-79, 96-100, 249-252),

which one may argue was a common practice in any mathematics classroom, such as:

if you just have a look at the question, if you look at dealing with z now, that z at the end, which
means that we'’re finding the anti-derivative with respect to z. So that dz at the end means with
respect to z, That’s all part of the notation. You should be careful using that notation. (DL1: 249-
252)

However, there were also incidences when Deanne expected students to have
understood and internalised notations or terminologies tanght earlier, such that these
became parl of her discourse in class (e.g. DL2: 36, 46, 47; DL3: 17-40, 394-396, 407-
412, 456).

Much more illustrative of Deanne’s emphasis on the use of formal language in
mathematics was her interaction with students in class. In particular, Deanne modelled the
use of the appropriate formal language in response to student use of more colloquial

terminologies. The following are several examples illustrating this:

Deanne: Try this one: 8x to the power of 7 dx. Think about what did ] start with when [ took
the derivative?

Student: It’s pretty much the same, when w2 chuck the ¢ on.
Deanne: What do you mean it's the same?
Student: The same as whal we used to do, just chuck ina c. add on c.

Deanne: That's too casual. (S: Add on a ¢) Okay. (DLt: 119-128)

Deanne: Okay, you’ve got 1, 7 is going to be there. So where's n by 27

Student; Up high.
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Deanne: Up high.
Student: 90°

Deanne: 90°. Thank you. Don'tsay ‘up high’ in your report.
Student: We understood.

Deanne; 1 understood, but your calculator might not. (DL.2: 177-189)

3
I
‘.
it
g

Student: Don't you put that h in front?
Deanne: Oh yes, that’s right, okay. Put that h out in front, or, in other words — 7
Student: Factor.

Deanne: Factor! Factor out your h from the top. Why do I have to factor oul the h from the
top? (DL3: 93-100)

Student: Get the threes out.

Deanne: Well common factor the 3 out. (DL3: 429-431)

Student: So I can just take out all the threes, and things —

Deanne: Oh, what I did was 1 factored out 3 from both sides, and then divide both sides by 3.
(DL3: 440-442)

Through these examples, we can see that formal language was valued either by
encouraging students to use the precise terms, or through Deanne’s modelling by
rewording of students’ statements in more formal language. Deanne reiterated (e.g. DP1:
71-73, 94-96) that she would have emphasised the use of formal language in her

mathematics class more if she wasn’t teaching the grade level for the first time:

it’s something [ probably would be more strict about, perhaps the next time I go through it and I
can start to - right now, I guess this year I’ve been focussed on getting the concepts across, and
having the students being able to find derivatives of graphs and functions. I can then focus on
finetuning that if you like, getting those formalities and things done. (DP1: 92-96)

This, then, appeared to demonstrate that Deanne’s valuing of precision might be
overridden by other factors deemed more important, such as concepts and skills. After all,
the use of formal language was not directly tied to improving student understanding of

concepts and attainment of skills.

Deanne did wonder if teacher emphasis of precision through formal language in

mathematics was all that important (DP1: 111-112). Another factor which appeared to
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override her concern with formal language in her teaching experience in Australia was

student confidence, Especially with the class observed, whose students
have done well in maths in the past, but they haven’t excel [sic]. They are not finding it very easy.
They have to work hard at it, And one of the ways that [ encourage that particular group to work at
it is to, sometimes not to get too caught up in those formal, scary things, If they are happy to, if
they can say, “chuck in a ¢ on the end,” and to them that means that we need to have a variable,
and they know why, 1 guess that's what the most important thing is. And if they can have a bit of
fun by saying, “chuck in a ¢”, and 1 think that was something from, and 1 can't remember from
what topic, you know, “chuck it here.” And I think that it kind of caught on as a class. And T think,
ultimately, while 1 do think that notations is important, and formality is important, [ think it's more

important that they understand and enjoy mathematics. So if I have to sacrifice ‘plus ¢’ for
‘chucking in a ¢’, | will. (DP1: 77-87)

Indeed, her concem for student confidence was a point which Deanne mentioned
several times in our converzation (e.g. DP1; 121-127, 185-191; DP2: 22-24; DP3: 128-
138, 235-239, 245-249). On the other hand, Deanne recognised that she was to try to find
a balance here, since student use of formal language also played a part in promoting their

interest and confidence in the subject:

another thing that helps those weak kids, if they are using the language of mathematicians, and
sounding like mathematicians, then they get a sense of doing it, being part of that mathematicians’
community. For some of them, maybe the language part is the part that they grasp, because they
might be strong linguistically. So if they're getting the right terms and using the right words, they
are part of that community .... That will raise their confidence levels, because then they may not
understand the big, long equation on the board, they know when I say ‘derivative’, they know what
that is. So they are already involved at that level, and ready to move on. (DP2: 238-249)

This consideration of Deanne’s, together with her knowledge of individual students’
mathematical ability, may possibly explain the apparent inconsistencies observed in her
grading of student written report. Thus, in a script awarded 20 marks out of a total
possible of 25 (DAS), Deanne highlighted (by underlining) to the student the latter’s use
of non-precise term, ‘in conjunction’ (Figure 5.6). On the other hand, in another script
with a lower score of 18 marks (DA9), she did not single out the student’s use of

‘plugging in’, a colloquial term for ‘substituting the values in’ (Figure 5.7).

Figure 5.6. Deanne’s reaction to a student’s use of imprecise language, ‘in conjunction’.
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Figure 5.7. Deanne’s tolerance of a student’s use of colloquial language, ‘plugging in’.

THE BEST DESIGN FOR THE ALUMINIUM CANS.

By vsing the Exvel program we were able to tind the bost desiga tor che nluminium can.
This was done by plugging in the formulas, 10 which we found the best design for the vans

lo b; v

Another category of apparent inconsistency was observed in a script receiving a score
of only 13 out of 25 (DA4). The student had tried to describe the values 4.6, 4.7, 4.8, 4.9,
5, 5.1, 5.2 as ‘the values which are with in [sic] 3 decimal places of 4.9’ (Figure 5.8). A
tick was placed next to this statement, and there was no written remarks from Deanne
alerting the student to her use of imprecise language. This same incident happened three
times in the same report. Yet, a few questions down the same piece of work, Deanne
expressed her concern (by underlining and including a question mark) with the student’s
imprecise use of language for ‘equating the equation to zero’, as illustrated in Figare 5.9.
Could Deanne possibly be more lenient initially with this student of relatively lower
ability, then reminding herself later on in the same assignment that with the kind of marks
the student was scoring thus far, it might not make much difference to it anyway if she
was to become more particular with the student’s use of mathematical language? Or could
it just be simply a case of Deanne overlooking the student’s incorrect use of language in

some instances while grading the students’ work?

Figure 5.8. Deanne’s marking of a statement containing imprecise/incorrect language,

‘with in 3 decimal places’.

The ininimum surliee arcy is the Jowest for LOOUME when the rudivs is 9t 3.9 the
following table shows the suelace aren st 4.9 apd also the xlucs which arc with lo 3
decimal places of 4.9
456 564125 295.5956794 7525 353435054 11.28225 459.0391576
4.7 5.403831 2982700315 7.20484¢ 351.5G15209 10.80726 457.9444996
48 5.180M25 301.0145395 6.907767 353.0079228 1036165 457.2645808
4y 4.971521 303.9205037 €.828804 354 9409113 = W0 | Ao 28 26
5 4.774648 J07.0796327 €.560188 IST 0796327 D.549297 457.0796327
51 4569243 3104844734 4.118991 359.5020812 9.1784086 457.5432061)
52 4.414431 314.1200999 5.8859008 362205023 B5.828861 458 45488682
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Figure 5.9. Deanne's reaction to student use of informal language, ‘by setting for 0.
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5.4.2.2 Alternative Assessment (Mathematics Educational

During Deanne’s professional experience in Canada, mathematics assessment there
had been pretty much examinations-based. She noticed the shift in Australia towards
alternative assessment practice over the previous few years, especially at the lower

secondary levels, where there were

many longer-term, problem-solving projects with a formal write-up of aims, and results, methods,
conclusions. (DP2: 117 - 118)

In making this observation, Deanne was aware that she might be experiencing what I
called the ‘cultural freeze’ phenomenon (DP2: 105 - 106), in which an immigrant's
conception of her own home culture froze at the time of her departure from that home
culture. Thus, the possibility that practices and norms in the home culture might have
changed during the time the immigrant had been in the new, host culture might elude the
immigrant’s conception. A daily-life example of the ‘cultural freeze’ phenomenon might
be someone returning to a culture after a period of absence, and expressing surprise that
the price of a particular commodity has risen, or that the youths there were not what they

used to be before, when she was in that home culture.

Nevertheless, Deanne embraced the practice of alternative assessiment because she

believed that

not everyone does as well in a test situation, and, you know, trying to remember everything. (DP2:
109 -111)

She had certainly found these alternative ways of assessing student learning helpful for
her students. In doing so, it was apparent that there were facilitating factors in the wider

community, such that

there is much more room to do some alternative assessment, which is great. (DP2: 109 - 110)
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54.2.3 Power Distance (General Educational)

The nature of the Canadian school Deanne taught in was mentioned earlier in Section
54. . Teaching in Australia had made Deanne aware of a different set of student
expectations, To her, at least, there was a valuing of (student) respect for teachers and
subsequently a valuing of power distance in Canada. The casual, friendly teacher-student
relationship she encountered in Australia, however, had meant that this respect was not
automatic and had to be earned (DC). It certainly would not come about by virtue of
Deanne’s position as teacher, something which she experienced while teaching in
Canada. In Australia, Deanne found that students’ success in tests/examinations might be
one of their means of determining the degree to which respect should be accorded to the
teacher (DC). There was also an expectation amongst students of teachers to work for
them. For example, Deanne recounted an incident when a student passed her an essay at

3pm and expected her to grade it by the next day (DC).

Nevertheless, Deanne had been enjoying the relatively casual teacher-student
relationship in Australia, one which did not value power distance too much. She had no
trouble embracing it in her professional life in the school (DC). In fact, as Deanne found
out, she might have turned out to be too personal in her interactions with her students for
their ‘comfort’. Perhaps, due to the small school community and because of her
involvement in the school extra-curricular activities, Deanne had found herself discussing
personal topics with students more in Australia (DN2). In some of these instances,
students reminded her that she did not have to tell them that much (DN2).

3.4.2.4_Diversity (General Educational)

Deanne expressed her concern at the different emphases with which ethnic diversity
was seen to be projected by textbooks and assessment questions in Australia and in

Canada. She shared with me a few Canadian mathematics textbooks, in which

you often see people of different nationalities ... whereas in the Australian books, there is very
strong ‘John’, ‘Tim’ and *Sarah’. You will come across all sorts of pames and things [in Canadian
textbooks), which I think is a very good thing which we are lacking here .... (Referring to a
particular question in a Canadian textbook) And here we have ‘Takzan has three times as much as
Paul’. We are not going to sec that in an Australian book .... You think there is a very strong
Aboriginal community in Australia, and yet you don't see a lot of Aboriginal names up in our
textbooks, which is a shame. (DP3: 1-4, 9-10, 89-91)
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The relative lack of ethnic representation in textbooks has been one of the findings in
McKimmie’s (2002) comparative study of three Victorian mathematics textbooks. For
Deanne, the implicit messages portrayed by textbooks were a source of concern because
both the Australian and the Canadian mathematics classrooms were “pretty dependent”
(DP1: 15) on the textbook, and thus these publications could be influential on young
minds. Further, there were already very few cultural differences in the community in
general, and in the school population (DP3: 6) in particular. Thus, Deanne has observed

that

you might be having a conversation with kids particularly given what happens [sic] in the States
{ie the September 11 tragedy at New York], and with the refugee crisis [ie the plight of asylum
seekers at detention centres in various parts of Australia). Some of the attitudes are quite shocking
at times, part of that is because they are kids, and part of that is maybe they are attitudes they get
from older parents. But they are not quite as embracing difference as I like them to be. (DP3: 43-
47)

As an immigrant teacher speaking with an American accent, Deanne had also been a
target of the community’s relative de-emphasis on diversity, although she did not appear

to have been personally offended:

I don’t mind them having a joke with me about that {accent], but if 1 came across from behind
someone there was imitating my accent, that would make me quite angry, because they weren't
doing that as fun; there’s a different attitude towards that, (DP3: 25-27)

What was of concern to Deanne was the possibility that her community’s general lack
of valuing of diversity was a reflection of a similar situation in metropolitan Melbourne,

which like other parts of Australia was becoming increasingly multi-ethnic. After all,

the lextbooks that we use {here in country Victoria] will be the same as the one they’ll use there [in
metropolitan Melbourne]. And still we're seeing the same sort of names [in the textbooks]. (DP3:
21-22)

Deanne valued diversity enough to want to continue to emphasise it in her Australian
classroom. She did this in several different ways. For instance, she would emphasise to
students the nature of school mathematics as a subject that is studied and used by people
all around the world (DP3: 28-30, 52-53), and as “something that ties everyone together”
(PP3: 31). She would also be explicit in her expressions of how particular problems may
be solved differently by different ethnic groups, thereby demonstrating the language of
mathematics as an universal language (DP3: 59-63). This notion of mathematics serving

as an universal language was highlighted in one recent lesson:

I was saying that it was a { prime X, and the German boy [in the class] was saying that it’s fline x.
Everyone had a different take on it, but it was the same thing. And he still knows how to do it from
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the symbols. The symbols were the same, there were slight changes in the way we say things,
(DP3: 64-68)

By explicitly valuing (ethnic) diversity, Deanne hoped that students might become more
aware of the similarities shared by people in different parts of the world. In this way,

mathematics

could be a valuable (ool in perhaps creating some understanding of difference, and not to be afraid
of people who are different. (DP3: 72-74)

Deanne also attempted to promote the valuing of diversity through including different
ethnic groups in the contexts of mathematics questions (like in the Canadian textbooks)
(DP3: 53-59). While her efforts in this regard might be facilitated through her reference to
— and use of — overseas textbooks, she also identified the positive role played by her
school in supporting her research in this area. In this regard, she advocated institutional
support in

looking at developing the text{book}, so that you do see — when you have pictures of kids doing
activities — that you have a lot of difference. (DP3: 88-89)

At the same time, Deanne also suggested possible teacher professional development
support at the local level, such as the bringtig together of teachers of mathematics who
represented different cultures but shared the common experience of practising in
Australian classrooms (DP3: 85-87).

5.4.2.5 Professional Support (Organisational)

Deanne had also found that professional support was valued differently in Australia
and in Canada. In her opinion, the level of this support was lower in Australia. Even for
textbooks,

they [the Canadian textbooks) have some really fantastic activities, and lots of ideas

for lessons, whereas I find the text and things have activities for kids, there isn't a lot
for, directed at teachers.

Interviewer: The texts here, or?

Deanne: Just in the methods of teaching.

(DP2: 139-145)
Deanne noticed the same for professional journals in Australia and in Canada as well.
Deanne mentioned two particular American resources, RHYME and the journals
published by the National Council of Teachers of Mathematics (NCTM). It was
interesting that Deanne had considered the NCTM resources as Canadian, since NCTM is

a mathematics teacher professional development association based in Virginia, USA. This
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might be because the neighbouring status of Canada and the USA has resulted ina
relatively high level of exchanges and communication between the two countries. In fact,
some of the regularly-held NCTM regional conferences arc held in Canada as well, such

as one whicli took place in Alberta, Canada in November, 2003,

The difference in the nature of departmental meetings in Deenne’s schools in
Australia and in Canada also contributed to the perception of this value difference. In

Australia,

it’s more administrative meetings: whether the examinations is going 10 be written, and that sort of
thing (laughter), rather than sharing ideas, (DP2: 181-183)

The mathematics meetings in her school in Canada were run differently:

some of our mathematics meetings were focussed on lessons and what we were doing
in class.

Interviewer: The regular faculty meetings?

Deanne: Yeah, the regular faculty meetings that you might have some professional
development aspects .... We all were very interested in spending our meetings
talking about how you might improve the skills in fractions. (DP2: 170-175, 180-
181)

This ‘phenomencn’ may be explained in part by the fact that in her school in Canada,
Deanne’s department was made up of only mathematics teachers, whereas the school
department she belonged to in her school in Australia was called the ‘science,
mathematics and technology faculty’. That is, the department’s teachers were teaching
different subjects. Also, in Canada, all mathematics teachers occupied the same office j
(DP2: 166), whereas in Australia, “we are all sort of scattered about” (DP2: 167). .
Nevertheless, these were also indicative of the degree to which professional support was

emphasised in Australia. Further,

I think Australian schools generally - and I think this is true from the people [’ve talked to - tend to
be busier. There seems to be a lot going on, and so there doesn’t seem to be the time to sit down
and really collaborate, which is what 1 would like. 1 think that is a sad thing, because when we do
get together and we do have a chance 1o think about how we are going to approach a topic, or we
are going to try something new, you get quite excited about it. That’s what you do when you are
able to talk about it. And if you don’t have the time set aside (o do that, when people are too busy,
[ think it'll affect your teaching. (DF2: 184-191)

The nature of this perceived value difference, however, could not be satisfactorily
classified as mathematical, mathematics educational, or general educational, in the way
that Bishop (1998) had used these terms (as discussed in Section 2.2.5). Yet, the different
ways in which professional support was valued in the two countries affected Deanne’s

professional planning and/or practice. The source of this value difference might be seen to
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be at the systemic level, related to schools’ organisation of mathematics teachers, schools’
workloads, nature of professional development opportunities, and the context within
which textbooks were written and produced. For this reason, a new category of value
difference, called ‘organisational’ was introduced in this study and added to the first
three, so as to represent the scope of immigrant teachers’ perception of value differences

in their own mathematics classrooms.

Deanne’s response to this value difference was facilitated by her personal valuing of
professional support and her continual access to Canadian teaching resources. In fact, her
upcoming holiday trip to Canada would also see her acquiring more teaching resources
there. She has also been making use of some of the existing Canadian resources she has
with her in the mathematics classroom. Thus, Deanne was able to sustain her valuing of
professional support in her own way, exhibiting the traditional responsive approach (see

Table 2.3) to negotiating this perceived value difference.

5.4.3 Responsive Approaches and the Underlying Factors

As discussed in the last section (Section 5.4.2.5), Deanne’s experience has suggested
that the types of value differences perceived by immigrant teachers of mathematics in
their (Australian) classrooms may extend beyond that of mathematical, mathematics
educational, and general educational, to also be of organisational in nature. That is, there
can be aspects related specifically to mathematics teaching and learning that are
institutional in nature (e.g. the nature and level of support given to mathematics teachers),
and which are valued to different degrees by different institutions in different cultures. As
a result, teachers practising across these cultures may experience value differences that

impinge on their respective pedagogies.

A matrix summarising Deanne’s experience with perceived value differences, similar
to tiie value difference matrix set up for Carla earlier, is presented in Table 5.5. Again, as
was the case for Carla, the value differences had been listed according to responsive
approaches to reflect the focus in this section on the different ways Deanne (and the other

teacher participants) negotiated the perceived value differences.

158




B i e B R AR T R et

Table 5.5

Value Difference Matrix for Deanne

Value difference Nature * Responsive approach

Contexiual factors

Diversity GE Culture-blind

Professiunal support O Culwure-blind

AMernative assessment ME Accommodation

Power distance GE Accommodation

Precision M Appropriation

(+) Multiculturalism
(+) Mathematics as a way of leaming,

(+) Lessons' dependence on the
textbook.

{+) Schoot support for her research into
this value differences,

{+} Little cultural variations within the
school and in the community.

{+) Professional support network

(+) Access to Canadian teaching
resources.

(-) Not all students do well in tesls.
(<) *Cultural-freeze’ awareness

(=) Room within the curriculum for this
form of assessing

(-} Personal preference for what she
encountered in Australia.

{-) Deanne’s involvement with house
and senate activities.

{-) Small school community in
Avstralia.

(-} Student concept/skills
(-) Student confidence

(+) Professional induction in the 'old
school” environment,

(=) Personal doubis about the relevance
of ‘precision’

(+) Promotes the values of confidence
and inferest

(+) Conciseness

Note. * The nature of value difference may be:
mathematical (M), '
mathematics educational (ME),
general educational (GE),
organisational (O).

*Contexmal factors may be:

facilitating (+), aligned with the home culture value,
constraining (-}, aligned with the Australian value.

When Deanne noticed that the Australian mathematics textbooks did not sufficiently

reflect the ethnic diversity of the Australian society, her concern was further decpened by

her awareness of little cultural difference in the immediate school population and local
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community, as well as her understanding that mathematics lessons were dependent on
textbooks. Deanne’s attempts to identify ways to inculcate the value of divers:'bz through
her mathematics teaching were clearly supported by her school as well. Thus, all these
factors facilitated Deanne’s culture-blind approach to the perceived value difference,
whereby Deanne validated the importance she placed on promoting greater student
awareness and sensitivity to the multi-ethnic nature of the society, and of school

mathematics.

In fact, she was probably empowered by these facilitating factors; not only did
Deanne appear happy with her portrayal of diversity in class, she was also suggesting
ways in which the emphasis on diversisy could be further fostered in contexts beyond the
mathematics classroom (e.g. relating to textbook production and teacher professional
development support). At the very least, this demonstrated the potential for teacher
empowerment and professional development as a result of positive institutional support.
Deanne’s perception of the two countries’ difference in the valuing of professional
support had also prompted her to react in a culture-blind manner, that is, she continued to
believe in the benefits of the kind and level of professional support that was available in
Canada when she was there. Again, this took place in the context of factors which were
all facilitating, that is, her personal valuing of professional support, and the continual

supply of Canadian teaching resources.

Deanne’s personal vaiues and beliefs had also guided her response to her perception
of difference in the valuing of power distance between Australia and Canada. She
personally preferred the casual relationships between teachers and their students in
Australia. As for the perception of a greater valuing of alternative assessment in
Australia, Deanne’s personal belief that traditional tests and examinations could not
accurately measure student learning had led her to embrace alternative assessment
herself. Deanne’s awareness of the ‘cultural freeze’ phenomenon contributed another
factor against not valuing alternative assessment, as was the case in her Canadian school.
There was even an institutional factor, in the form of opportunities given by the
availability of space and time within the curriculum design for alternative assessment to

take place. For both these twe |, ¢rceived value differences, the contextual factors were all

constraining towards the upholding of what were valued in Canada. Supported by

personal values, Deanne accommodated to the Australian values.
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Thus, Deanne appeared to have responded to value differences in the culture-blind
way when the contextual factors were supporting what was relatively more valued in her
home culture. The accommodation approach was adopted, however, when the contextual
factors involved were constraining. That is, when they were more aligned with the values
associated with the Australian culture. As for her perceived difference in the way the
countries valued precision, however, there were both facilitating and constraining
contextual factors. These had resulted in an unique teaching style evolving for Deanne,
one that saw the associated values from the two countries interact together, preserving
what Deanne valued in her Canadian experience but also accounting for what were valued

in Australia.

5.5 Manoj

5.5.1 Introducing Manoj

5.5.1.1 Personal Background

Manoj is a male, Fiji Indian immigrant teacher (MC; MP3: 378-390). He qualified as
a teacher in Fiji, and taught there for four years prioi 1-, his migration to Australia with his
then young family in 1973 (MC). He was nearly 55 years oid at the time of working with
me on this study (in 2000). He had decided to leave Fiji to provide his children with a life
which emphasised more fairness (MP3: 432-440), a value which might have been
cultivated by his undergraduate study experience in New Zealand, and/or by the
experiences of relatives residing overseas. The main reason Australia was chosen as his

migration destination was the proximity to his wife’s family members (MP3: 442-449).

Manoj was definitely not a newcomer to value differences in the context of his
professional practice. The first few years of teaching in Australia had not been easy, and
he had come to accept what he encountered locally as they were, instead of getting too
worked up over them (MP2: 340-358). He had come to recognise that value difference
was inevitable, and he was ready to examine what might not be aligned with values he
subscribed to (MP2: 310-311). He did not rule out the possibility of adapting or adjusting
his personal values as a result of his exposure to and experience in different cultures. In
fact, he believed that he portrayed different values while teaching in different countries
(MQ 33). Manoj appeared to feel a sense of professional enrichment that had arisen from

the privilege of being able to reflect on personal experiences in two different cultures
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(MC). As an example, Manoj reflected that over the years he had become more tolerant in
his academic expectations of students. He had accepted that not every student can
perform with similar high standards. He had come to understand some of their

‘shortcomings’. “I have learnt a lot. I have learnt to be tolerant, as I said, and to accept
people as they are” (MP3: 458-459),

Manoj was identified by his mathematics co-ordinator as an immigrant teacher of
mathematics. He replied favourably to a personalised letter of invitation to participate in
the current study. As it was two weeks before the school examinations at that time, and as
Manoj preferred for the data to be collected before the examinations, we decided that the
three lesson observations would be carried out in two visits, made up of a double-period
and a single.

According to Manoj, part of his motivation for participating in this study was to find
out more about the role of values in mathematics teaching. As he began to understand
more about the study, it was apparent that Manoj assumed the role of mentor, one who
was confidently sharing his rich teaching experiences, including those concerned with the
negotiation of perceived value differences.

5.5.1.2 Current School and Community Context

At the time of this study, Manoj was teaching in a state co-educational secondary
college in a North-western inner-city suburb. It was a medium-size school with about 550
students (MC). According to Manoj, most of the students belonged to middle-class
families, many of which were single-parent households (MC). That year, his teaching
load included Mathematics at Grades 8, 9 and 11, Chemistry for Grade 12, and Science
for Grade 8 (MC). Although the school's student population was multicultural (as was the
case in most schools in Melboume), Manoj considered that 95% of his own students were
culturally different from him (MQ9). That is, there were few students in the school who

were Indian.

The lessons were observed in Manoj's Year 8 mathematics class. Of the 24 students in
the class observed, there was a fair distribution across ethnicity, although, again, none of

the students in that class appeared to be Indian.

Manoj had obviously established his credibility_ in the school as an effective teacher
(MP2: 265-277). These days, neither his students nor their parents expiessed any doubt
over his teaching technique (MQ 28, 29). The situation was different in the beginning of
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his teaching career in Australia though. For example, there was parental concern over his

accent (MP2: 258-261). Manoj also mentioned a racist incident:

We got one of them [who] said, “You know, when you cut your finger, you still got blood. Red,
white, or black?” I said, “I got the same blood as you.” (MP2: 262-263)

5.5.1.3 Personal Values and Beliefs

Manoj was proud of his (Fiji) Indian ethnicity, emphasising that his home culture was
Fiji Indian, rather than Fijian. Thus, “although my blood are [sic) Fijian, my
characteristics are Indian” (MP3: 389-390). Two such characteristics of the Indian culture
which Manoj felt to be significant in his profession were an emphasis on education, and a

personal desire to do one’s best (MP3: 385-388), which might be related to the valuing of
effort.

To Manoj, education was important for the young generation, not just because
excelling at school could lead a student to a good job, but also because it prepared a
person for life (MC; MP2: 295-298). While he did not expect all his students to do ‘big
things” (MP2: 308), he wanted them to have done well enough to be independent in their

respective futures.

Manoj saw education as a fundamental way for teachers to impart values to help
shape students’ developing character (MP2; 293-294). “Teachers have a lot of — very big
influence in kids” (MP2: 320-321). He identified the following as key values portrayed in
his mathematics lessons:

- respect (of students for teachers),
~—discipline (of students to want to learn),
— relevance (of mathematics in daily life) (MC).

In terms of his teaching style, Manoj’s preferred style was identical to his teaching
style in Fiji (MQ 35-36), basically one which was teacher-centred and one in which
students valued effort (MQ35). Across all three categories of teaching styles, that is, his
preferred teaching style and his teaching styles in Australia and in Fiji, direct instruction
remained to be used niost often (MQ 35-37). Accordingly, peer discussions, student

presentations, and group work were often not employed. Even when he allowed students

- to engage in discussions or group work, limits were clearly enforced; *“I still have control

over my class because I believe in discipline” (MQ 44c). Thus, he ‘“‘often emphasise
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students 1o work independently so that they can realise their own strengths and
weaknesses” (MQ 44d).

Manoj also stressed to students the importance of using time wisely, a habit which he
felt that he personally practised. For instance, towards the end of lessons, Manoj would
inform students the number of questions they were expected to have attempted during
classwork (e.g. ML2: 266-267, 288-290) if they had been ‘busy doing the work 1 have
selected’. These served to raise students’ awareness of what was acceptable pacing of

work, and what might have constituted efficient use of (study) time.

Another of Manoj’s personal values may be discerned from the way he conducted
assessment, Each time a test was set for his students, Manoj would prepare multiple sets
of test papers of similar difficulty levels. Students who did not perform well in the first
set would be allowed to have a second go, with marks awarded for the second try only.
Not only was Manoj acknowledging that people make mistakes, he was also emphasising

the virtue of learning from one’s own mistakes (MC).

5.5.2 Nature of and Responses to Perceived Value Differences

5.5.2.1 Relevance (Mathematics Educational)

One of the value differences identified by Manoj in his questionnaire response was
Fiji’s valuing of drills and rote learning of facts and procedures (MQ 14, 42a), and
Australia’s relative de-empbhasis of these for the valuing of applications, relevance and
problem solving strategies (MQ 17, 42a). Although Manoj was educated and teacher-
trained in Fiji (MP1: 77-81), teaching in Australia has enabled him to appreciate the

relevance aspect of school mathematics:
you have to show that the relevance of what you are doing, because a lot of time, what we are
doing — to the child, to the students is not relevant .... I think they have to be shown that — the
application .... like ratic. You are going to use ratio all your life! All sorts of things: making cake,

cooking cookies (I: yup), mixing — herbicide to — you know, to make the right mixture. (MP1:
89-97)

In fact, relevance was one of the main things he valued in school mathematics (MC;
MP1: 412-420). As he said, “even if one ‘becomes a bum’, there are uses of mathematics
in daily life” (MC). This may be understood bearing in mind Manoj’s valuing of
education and its role in preparing students for lives in the future. Manoj also perceived
teachers’ roles as including the teaching of knowledge and skills which students could
utilise afler leaving school (MC; MP2: 295-298).
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Manoj’s valuing of relevance was also evident in his classroom discourse and actions.
For example, he made explicit links between the mathematical knowledge being taught
and its application in the outside world (ML1: 630-632). These included aspects which
might not appear apparent to others, For example, he was observed to be not just teaching
studenis the order of the Cartesian coordinates (i.e. the positions for x- and y-

coordinates), but also stressing the nght order, for:

that order [of the x- and y-coordinates] is also important. But that order is alse important not only
in school. Everyday you use order. I mean, whether that meal and certain thing, Do they have the
meal, or they can have the dessert, or they don't have the dessert, hold down a bit, can I have done
yet the dessert, then the meal? So there is a certain order involved, so that — as I said, I think
maths teaches them to follow a way, rather than just do it. (MP2: §9-95)

§5.5.2.2 Teacher-centredness (Mathematics Educational

Another aspect of the mathematics education which Manoj perceived Australia and
Fiji to have been valuing differently was with regards to the role of the teacher in the
mathematics classroom. The typical role of a teacher in Fiji was to impart knowledge
(MQ 44b), and this was mainly achieved through direct board-and-chalk teaching (MQ
443). On the other hand, in Australia, the typical mathematics classroom (in Manoj'’s
impression) was not so teacher-orientated (MQ 44a). Rather, Manoj felt that Australian
classes tended to value student-centred learning, adopting pedagogical strategies such as

student discussions.

Although Manoj mentioned that his teaching repertoire also included student
discussions and groupwork (MQ 44c, d), these actions did not appear to be accompanied

by a corresponding value shift in Manoy:

Interviewer: There’s people who believe that students ... can leam by discussing with one
another, [or] discussing with each other.

Manoj: I have to find it yet {chuckles)! Look, | know what is discussion. In other words, they
have this thing. They always, you see, discussions — when you have them — get out of hand.
From my own experience, that's what I find. And you find that somebody says from there, and then
somebody says there ... Nobody is listening. Everybody is just throwing things around. So, I don't
know, to me, I want to be focussed, impart the things tha* I have to say ... get them over their work
... discussions is all very relevantin ... English or whatever, that's fine. (MP1: 353-365)

In fact, discussions and groupwork had been Manoj’s least used teaching style in Fiji,
and also his least preferred (MQ 35, 36). The situation had not changed after his years of
teaching in Australia (MQ 37). Direct instruction remained his top favourite teaching

style ir his personal preference and in his professional life in Fiji and Australia (MQ 35-

165




37). In this respect, the quote below represents the typical discourse that might be found

in Manoj’s lessons:

This is a number line going from left to right, okay? And, this is your starting point. Zero is always
the starting point, which is called the origin, So if you go (o the right, it means it is positive. You're
going in the positive direction. 1f you're going [to] the left, it is the negative direction, If you now
have another number line, which is going up and down. One, two, three, four, five, Negative one,
negative two, negative three, negative four, Part of the problem .,, is that you don't pay aitention
when I'm explaining something which is basic and relevant. When it is basic, you should
understand what we're doing before we go on to it— start doing the actual work. So if you put this
onto this, it will look like that, Now, this — erase this first — the horizontal and the vertical in fact
is what we call the number line plane. This is your coordinate plane. (ML1: 454-468)

The lessons observed generally followed a teacher exposition — student practice
pattern. During these lessons, there were many instances of Manoj establishing his
authority as knowledge dispenser (e.g. ML1: 64-65, 252-254, 454-478, 511-525; ML2:
120-121; ML3: 231-234), two examples of which are:

these values ... are called ordered pairs .... I'll be telling you later on how to plot them and get a
kind of graph, (ML1t: 63-65)

you should be careful how you substitute it So, I will do that one for you on the board so that you
know what to do. (ML.1: 253-254)

5.5.2.3 Basic Skills (Mathematics Educational)

Another value difference of the mathematics educational nature related to the
perceived difference in the valuing of basic skills in mathematics teaching/learning
between Australia and Fiji. These refer to the mathematical skills which might be used as
tools for computation in the solutions of more complex problems. According to Manoj,
the Australian school mathematics curriculum seemed to value applications more than
basic skills (MQ 17, 42a). While not discounting the benefits of students being able to
apply mathematical knowledge to solve real-life problems (after all, Manoj valued
relevance), Manoj felt that this capability might be more effectively cultivated through
student mastery of basic skills (MP1: 295-298, 338-350, 400-408; MP3: 27-44) first,
rather than expecting students to be able to solve applications-type questions

straightaway. As he said,

I mean, they [students) learn by rote leaming .... like rote learning the {multiplication) tables, you
have to rote learn. Otherwise you will be counting, and then, you can't even multiply .... You
[wil!] have problems with anything you are going to do in maths later in use everywhere .... so 1
mean, you still need the concept. The basic concept is very important. (MP1: 338-346)

In a lesson on drawing up tables of values, Manoj again emphasised the role of basic
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skills in consolidating understanding and promoting applications:

the rule [of the equation] tells you what to do. It’s like a recipe someone has. Here is an example;
you have y = 5x+1, so y is five times the value of x, so the whole thing plus one, And then you
work it out. And then -—— and then you do it on the graph, a lincar graph, And, as the name
suggests, you should know what we're talking about. This data gives a linear graph, lincar
equation. After that, while making sure they have focus through on what I'm talking about, and
they are confident before they go on and do some problem-solving type of thing .... Applications,
you know what I mean? After their knowledge has been building and building, they must
recognise that yes, this is not the sort of formula you've been doing, but you alse know how to
apply in situations, other than — simple lincar equations, (MP3: 31-44)

Subsequently, Manoj was explicit in promoting the attainment of basic skills before
applications in his lessons (e.g. ML1: 202-205; ML2: 103-104, 197), as illustrated in the

following quote from a lesson on substitution:

1f you cannot do this, you'll be not doing very much in the next period of work that I'm leading
into, which is doing -—— and plofting linear graphs. (ML1: 202-2035)

Drills exercises (in class or as homework) were a significant part in Manoj’s
cultivation of students’ basic skills in mathematics (e.g. ML2: 5-10; ML3: 60-184, 355-
419). For Manoj, these exercises did not necessarily mean repetitive questions of similar
content and/or solution approach, though. In fact, drills questions essentially helped
students to develop the necessary understanding. Thus, in his homework (MA 1-1J), the
range of questions probed for depth of understanding as well as for breadth of knowledge
and skills. This may be demonsirated by Manoj’s choice of examples in a lesson on graph
plotting. The four equations selected were: y=2x, y=5x+1, y=5x-2, y=1-x. On the surface
this might appear to be a repetitive exercise in plotting straight lines; Manoj’s choice,
however, was intended to help students consolidate plotting skills through examining
different types of intercepts and different representations of the linear equation. In his
opinion, these

few examples, each one demonstrating slightly different, so that they can see that [when] they
come across a new one, they are able to cope with any change. (MP3: 192-194)

Manoj’s valuing of basic skills was also expressed through the way he utilised
textbooks. He had observed that Australian textbooks often introduced a chapter through
an investigative activity, as a sort of stimulus or rationale for learning the relevant
concepts or skills to conduct the activity. Not surprisingly, Manoj believed that
mathematics learning would be more effective if basic skills (and concepts) were
introduced first. Thus, when Manoj used the textbook, his teaching would represent a re-
ordering of the sequence of materials presented in the textbook, so that the investigative

activity would be introduced after students had mastered the related mathematics skills.
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Manoj’s valuing of basic skills was also demonstrated through his marking of student
work. In 13 of the 19 pieces of work collccted, students received ticks for accurate
plotting of points on the Cartesian plane (a ‘basic’ skill) for questions 7 and 8, cven
though they did not name the shape formed, as requested by the question (MA 14, 16, 17,
18(X2), 19(X2), 21(X2), 24, 25, 26, 29, 30, 31, 32) (see Figure 5.10 for an example),
What appeared to matter, then, was the basic mathematical skills (of plotting points) the

students were learning in that particular topic.

Figure 5.10.
The valuing of basic skills.
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Similarly, in another question, Manoj appeared to only focus on students’ ability to
identify gradients of lines as either positive or negative, regardless of whether the students
provided a reason, as required by the question (MA 14, 15, 16, 17, 19, 21, 24, 28). In fact,
even if the wrong reason was given (MA 20, 22, 23, 25, 26, 27, 29, 30, 31, 32), a tick was
still given, for stating the sign of the gradient correctly. Figure 5.11 illustrates examples
of these.

It also appeared that Manoj’s valuing of basic skills did not extend to notations. For

example, two questions (questions 5 and 6) had asked for coordinates of certain points on
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Figure 5.11.

Affirmation for correct statement of the sign of the gradient, regardless of the students’
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the Cartesian plane. Students who were able to find/locate the coordinates were awarded
with ticks, even if they had used the wrong notation (MA 24), or no notation at all (MA
17, 24, 25(X2), 30), as illustrated in Figure 5.12.

Figure 5,12,

Awarding students for demonstrating skill of identifying the desired coordinates.
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5.5.2.4 Respect (General Educational

In terms of general educational values, differences in the way in which Australia and
Fiji were perceived to value respect (for teachers) were a source of dissonance for Manoj. ;
In Fiji, it was important for students to accord teachers with respect (MC; MQ 44b). In o
Australia, however, Manoj felt that teachers and students were almost on equal footing in |

classroom relationship and interaction (MQ 44b).

For Manoj personally, he valued respect and he believed that it was one of the main
values he portrayed in his class in Australia (MC). To him, the value would also be gi
related to the quality of home education: ;

1 think the value of respect ... we always respect our elders without necessarily know [sic] why we

still respect them, You know, my uncles and aunties, and etc, But, when we think about it, I think, 1

yeah, it was a good value that those discipline was included .... Um, to me, that’s important, To
me, respect is important. You don't respect, you don’t get anything out. (MP2: 278-284)

In this regard, Manoj was observed to be intolzrant towards what he perceived to be
student challenge to his authority. The following shows an example of such an incident in
class, wh<a Manoj reminded a student (Michael) of his authority as teacher and of his

expectation that due respect be given to him:

Manoj: {Manoj moved to Michael's seat, and talked quietly to him) You get up ;
there, draw again, copy that table, and draw the graph, 1

Michael: Why?

Manoj: Because I’'m asking you to,

Michael: I’m doing this,

Manoj: You copy that. Unless you do this, you won’t be able to do anyone of those. ;
Where's the graph? Do all the graphs, 3

(Michael protested)

Manoj: Then, you plot it from here. That's how you know whether you know it or
not. Don’t talk to me in that tone. :

Michael: 1 know. You talk to me —

Manoj: No, no, don't talk to me in that tone. You talk at home, but you don’t talk to

me in that tone. Just don't do it, okay? You finish it, or you will be sitting
here to do it. It's up to you. If you don't know, you ask me.,

{ML.3: 605-628)

In a sense, valuing respect facilitated the valuing of authority and order. These two
related values were also emphasised by Manoj in his practice (e.g. ML1: 507-511, 519-
520, 614-615, 619-620, 645-660, 716-719; ML3: 605-610, 691-732), and Manoj had also
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talked about the importance of students valuing these (e.g. MP1: 227-230, 478-483; MP3:
70-78).

Perhaps due to the several incidents which led him to discipline ‘rude’ students like
Michael, Manoj’s valuing of respect, authority and order had helped to define the
atmosphere of the class observed. It was one in which students sat in rows quietly
throughout the lessons. In this sense, these general educational values were also expected
to impact on the quality and nature of mathematics learning that took place in Manoj’s
classroom. Certainly, they also supported his valuing of teacher-centredness (Section
55.2.2).

5.5.2.5 Academic Achievement (General Educational)

Differences in the way the Australian and the Fiji Indian cultures valued academic
achievement was another value difference inherent in Manoj’s mathematics classroom.
According to Manoj, a good education in Fiji was equivalent to a route to good jobs later
on in life (MQ 12, 42b). As a result, students there were very dedicated to academic
achievement (MQ 42b). On the other hand, Manoj perceived the Australian society as not
placing as much importance in student achievement of school mathematics (MQ 13).
Learning tended to be undertaken with an element of fun, and thus most students in

Australia were not enthusiastic about learning and about schooling (MQ 42b, 43b).

For Manoj, education was important, not just for career prospects, but also for
meeting demands in life (MP2: 295-297). While academic achievement might be an
indicator of how successful a student had been in the education system, the years of
teaching in Australia had led Manoj to recognise that this value needed not be the
determinant of one’s success in the Australian society. That is, while Manoj continued to
portray his valuing of academic achievement in the Australian mathematics classroom, he
had also cultivated a different understanding of its place in the society, and a view that

expecting every student to excel in mathematics might not be good for all students:

Mano;j: _ I think I have become more tolerant here. Tolerant in the sense that [ have
accepted that there are students who are not just in the top L vel, and that 1
have come to understand their shortcomings, in — whether mathematics,
science or whatever. Hmm, 1 think I have become more tolerant of that,
Whereas 1 don’t think I was that at home, Now that I have become tolerant, 1
can see that, over the years, that yeah, it’s not always right, it’s bad for
everybody ....

Inicrviewer: Can say that over the years ~

171




Manoj: I've mellowed (laughs). That's what it is. (MP3: 401-419)

In this process, Manoj had not taken on board values related to his perception that
Australian (mathematics) classrooms emphasised fin. He elaborated on his evolving

valuing of academic achievement:

Manoj: I think, as I say [sic], | think over the years, your own [teaching] style
changes .... I have learnt to be tolerant, as 1 said, and to accept people as
they are, I think we [in Fiji] were sort of [having a kind of] restricted way of
thinking, 1 think here [in Australia) it’s sort of what ynu call open-minded,

slightly different.

Interviewer: But in your tolerance, in cultivating the tolerance, have you compromised
any of your cultural -

Manoj: No. My expectation is still the same. I still expect the same .... Those who

can get 90 should get 90, I don't think about it. But, yeah, in the lower
quartile, yeah, if they can get 50%, 60%, I’m happy with that, because 1
know that's their limit. 1 accept that, and I value them that way. Not
everybody is going to be ‘A’ students; some of them will be average
students. But the emphasis is I have tried, the students have tried, [and they
have done] done their best, got the best result as expected of her ability, or
his ability. Now, I think that’s an important thing 1 have learnt here. Because
not everybody can become a doctor, and all that ... I always tell my kids,
“look, you may not like this ... but there are something you must be good at.
You should find out what it is. If you are good with your hands, you should
realise ... your ability, because that will lead you into a fruitful, meaningful
life. And you might be good at painting, you might be good at carpentry,
you might be good at mechanical things. But that doesn’t mean that you
can’t make a life out of ... your area of interest!” You know, some people
may be very good at cutting, drawing things .... You don’t have to be
academic, you can be on the mechanical! side of things, and I think that’s
very very important ... If you have kids in your class and they {are} sort of
not doing very well in your subject, because academically they are not that
inclined, there is no reason why the same child can’t be doing something
else, like art, or doing graphics, or doing drawing which they are very good
at. There’s nothing wrong about that. You have to ulilise whatever ability
you are best at. And 1 think that’s very important, That’s something also [
have leami over the years, isn’t it? That’s nothing wrong with it. Why not,
you are good in this sort of work. 1 mean, you can see, it’s your interest, or
carpentry, or painting, ... mechanical work, you know .... This child of a
friend of mine, he can take the whole model apart, put it all together. He
can’t read, but he can do ii all. So, you know, you have to realise your own
potential, where you are, where your strengths will add up. And that’s
something I have leamt. It doesn’t have to be a white, clean job. You can do
anything [as your career]. (MP3: 454-515)

3.5.3 Responsive Approaches and the Underlying Factors

From the discussion in Section 5.5.2, it was apparent that Manoj’s response to most of
the value differences he perceived was one of being culture-blind, that is, he did not feel
the need to change his practice. As he mentioned, he did consider the relevance and
suitability of the local values for effective mathematics teaching/leaming (MP2: 310-

311). Most of the time, however, his rationalisation would justify the continual

172




affirmation of the Fiji Indian values. We saw this in the value differences relating to basic

skills, teacher-centredness, and respect.

Table 5.6
Value Difference Matrix for Manoj
Value difference Nature * Responsive approach Contextual factors ®
Basic skills ME Culture-blind (+) Rote learning leads to
understanding, which in turn leads
to acquisition of basic skills useful
later in mathematics and in life,
Teacher-centredness ME Culture-blind (+) Student discussions are not
effective,
Respect GE Culture-blind (+) Important to respect teacher
authority.
Relevance ME Accommeodation (~) Learning is to prepare students for
life.
(-) Provides students with motivation to
practise basic skills,
Academic achievement GE () Different people have different

Appropriation

potential,

{—)} Academic achievement is not the
sole determinant of a student’s
success in education.

(+) Utilise one’s ability to her best,
{—) Australian society did not value

student achievement in
mathematics.

Note. * The nature of valve difference may
mathematical (M),
mathematics educational

be:

(ME),

general educational {GE),

organisational (O).
® Contextual factors may be:

facilitating (+), aligned with the home culture value,
constraining (~), aligned with the Australian value,

Manoj did embrace the Australian relative valuing of the relevance of school

mathematics, for it supported his belief regarding the purpose of education, and provided

students with the motivation to sharpen their basic skills. Other than this accommodation

approach, Manoj also appropriated his practice for the value difference relating to

academic achievement, In this instance, Manoj’s interpretation of the value difference in

the context of the Australian culture had probably interacted with his personal valuing of

personal best in shaping his responsive approach. Furthermore, Manoj talked about
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tolerance (see Section 5.5.2.5) as a means of explaining why he appropriated his practice.
In a way, this related to his valuing of conscience; that he ensured that his conscience was
clear (MP2: 44-47; MP3: 367) was Manoj’s way of maintaining his sanity. He shared that
he did not wish to go home at the end of a school day feeling upset and losing sleep as a

result. In his words,

you can take them [the students] to the well, but you can’t make them drink unless they want to
drink. So I mean, you can only do so much. (MP3; 372-374)

It is significant that despite his having been teaching in Australia for the past 27 years,
despite years of opportunities to compare Australian values with Fiji Indian ones, and
despite having negotiated value differences perceived during years of teaching in
Australia, Manoj did not appear to have turned local, accepting and internalising what the
Australian classroom valued in its context. Manoj’s reflection in this study showed that
his frame of reference for thinking about mathematics pedagogy remained very much to
be based on his Fiji Indian values. There was evidently no total embrace of Australian

values, at least not for those related to mathematics teaching and learning.
5.6 Rana

5.6.1 Introducing Rana

5.6.1.1 Personal Background

Rana is an ethnic Indian immigrant teacher of mathematics (RC). She was educated
and teacher-trained in India (RC). The school she taught at in New Dethi was a Catholic

school, as was her current school in Australia at the time of this study, Institutionally,

it is very similar, I didn’t find much difference. We have the same sort of teaching structure,
meetings after school, social occasions, and emphasis on looking after the staff, access to
international conferences. (MP2: 196-198)

Rana migrated to Australia with her family in 1985 from New Delhi, India (RC).

Rana summed up the reasons for the move as follows:

My husband’s family is in Australia. Mine is somewhere in New York, I think. Scattered! So we
decided to come to Australia, because it’s such a great place, and more opportunities at the tertiary
level, and jobs for the children. And that has turned out to be true. The kids have dons well. They
have gone on to university and fo jobs. That we probably would have to put them in boarding
school if we are back in India. (MP2: 205-209)

Rana did not start teaching in schools in Australia til} 1989, that is, four years after
arriving in Australia. She had spent the first two years of her teaching career here

teaching in a South-eastern suburb of Melbourne, before joining the current school in
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country Victoria in 1991 (RC). The move from metropolitan Melbourne to country
Victoria was prompted by Rana’s husband being offered a job in the area (RC). The
family had since liked the way of life ‘in the bush’ (RC).

At the time of this research study, Rana had been in the current school for 10 years.
She had been promoted to Director of Curriculum (RC). Accordingly, she was offloaded
from classroom teaching commitments; the class observed (Year 12 Specialist
Mathematics) was the only class she was expected to teach in the year when this study
was conducted (RC).

Having been in Australia for more than a decade, and not having returned to India in
the last few years, it was noteworthy that Rana frequently referred to current educational
contexts and situations in India. According to her, the source of such information had
been her friends. Through such contacts, Rana had been able to follow the major changes
happening in Indian schools. At the time of this study, for example, Indian schools were
experiencing much influence of the Western culture and its ideas, and were also

introduced to computer technology (RC).

Speaking from personal experience and reflecting upon her professional interaction
with immigrant teachers in her school, Rana singled out the first two months as being
cructal for successful professional socialisation (RN4). During this period, it was
especially more important that immigrant teachers knew and remembered students’
names. Otherwise, there would be a risk of students playing up in class. As the school’s
Director of Curriculum, Rana had also been advising her newly-arrived immigrant
colleagues to teach differently, if necessary. This included teaching flexibly (through
stories and quizzes, for examples), teaching to motivate, and ensuring that rewards given

out were deemed ‘cool’ by the students themselves.

Rana did not find teaching in her current school in country Victoria to be any different
from teaching in a Melbourne suburban school (RC). However, she did find differences in
schooling between Australia and India. An example was with regards to student

attribution of failure:

See, here in Australia, the students atiribute their failure to others, like the teachers. In India, it is
different: failure to perform would be blamed on destiny and on oneself. (RP3: 19-21)

Rana had also constructed a concept map for the purpose of this study, as her way of

visualising aspects of differences in mathematics teaching/leaming between Australia and
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India (see Appendix 16). The concept map listed, for example, how parents in the two
countries played different roles in their children’s schocl education. Her observation was
that Australian parents were more supportive of students’ social life, imposed less
pressure to — and lower academic expectations of — their own children, allowed their
children to engage in part-time work when they were younger (e.g. Year 10), and
possessed relatively less knowledge of available pathways in their children’s education.
While Indian parents might adopt efficient use of the fewer available resources, Rana also
noted that Australian parents had not made good use of the many resources available

around them (e.g. television, computer, internet) (RN4).

Rana had responded positively to my invitation to participate in this study. She
supported educational research in general, and this study’s focus on culture and
immigrant teachers in particular. Throughout the period of study, Rana had been very
eager and willing to share her experience. Despite her heavy administrative workload as
the school’s Director of Curriculum, Rana had not only volunteered to participate in this
study, she had also set aside generous amounts of time for the preliminary conversation
and post-lesson interview sessions (with the exception of the last interview session, in

which she had to attend a meeting).

As hinted at earlier in this section, Rana had been playing an advisory role informally
to colleagues who were newly-arrived immigrants themselves. At the time of this study,
her school had just employed two more immigrant teachers of mathematics. They had
arrived from Africa and Russia. Rana took the initiative to inform them about the current
study and encouraged them to participate. According to Rana, she had highlighted to both
teachers the academic importance and personal benefits of engaging in educational
research. She was also interested to learn how different immigrant teachers of
mathematics would socialise differently in the same school. Unfortunately, both the
newly-arrived immigrant teachers felt that they were too busy coping with the first
months of teaching in Australia, and both did not feel they were ready to participate in the
study. Nevertheless, this episode highlighted Rana’s positive attitude towards helping

immigrant colleagues settle in, and towards educational research,

Overall, the relationship between Rana and me had been extremely friendly. On
several occasions she had extended invitations to me to meet her family whenever I drop

in at the vibrant country town in the future. She had also offered to collect for me any
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information from India which might be useful for any of my educational research studics
(RP1: 200-201).

5.6.1.2 Current School and Community Context

The school Rana was teaching in during the period of her participation in this research
study was a multi-campus Catholic secondary coilege in a country town (RC). It attracted
students from not just the town, but also from the surrounding regions, Most of these
students belonged to middle-class families (RC). Class size was capped at 30 for the non-
VCE students, and 28 for those in the VCE years (i.e. Years 11 and 12). This school was
similar to the school Rana taught in India, in the sense that both were Catholic schools
and both were not part of the government school systems (RC). Both schools were also
well-endowed with facilities and both valued teacher professional development (RP2:
196-199, 239-249). For an immigrant teacher like Rana, this similarity between the
schools had reduced the possibilities of culture shock when teaching in Australia (RC;
RP2: 199-200).

The school’s motto was ‘strong mind, compassionate heart’. As such, the school
emphasised teacher promotion of student self esteem (RC). In this regard, the school’s
programme included support for academically weak students, cross-age tutoring, and an
emphasis on the pastoral component of a student’s education. The school would also
refrain from awarding the ‘failure’ grade to a student before attempts to help this student
were exhausted (RC).

A recent dilemma facing the school had been deciding for or against the introduction
of accelerated mathematics education for the more able students. On the one hand, the
idea behind accelerated learning ran counter to Catholic teachings, On the other hand, the
school had witnessed many able students who were not challenged, became disengaged,
and subsequently under-performed in mixed-ability classes. In the end, the school chose
to proceed with the introduction of the accelerated mathematics program (RC), a decision

which was aligned with the school’s valuing of student self-esteem.

The class observed was a Year 12 Specialist Mathematics class, the only class Rana
was teaching that year. Out of the 10 students in the class, 9 were boys, and this lack of
gender balance in the Specialist Mathematics class was often observed informally in

schools elsewhere (the subject was commonly perceived to be the most rigorous amongst
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the VCE mathematics subjects). Possibly also due to the nature of this mathematics
subject, the students in the class were generally conscious of the need to achieve high
scores and marks (RP1: 47-49),

5.6.1.3 Personal Values and Beliefs

In terms of her personal values, what stood out was Rana’s emphasis on professional
development, evident from Section 5.6.1.1 above, This was a value which had probably
prompted Rana to volunteer as a teacher participant in this research study, and one which
she tried to share with her colleagues who were themselves immigra -t teachers of
mathematics. This value had possibly accounted for Rana’s support for educational
research. In the following quote, Rana explained how this value had contributed to her

professional health:

Interviewer: Do you feel challenged professionally?

Rana: Very much so (I: And enjoying 17} | enjoy it, bul only because you're constantly
researching new strategies, new methods. You're taking so many different things into
account, de Bono, some current research, and you’re talking to people and networks.
It’s very good. If you didn't do that, it will become still. You will be too focussed on
your immediate class, results, class, results, keeping the course going, and that can
kill a teacher, (RP2: 230-237)

5.6.2 Nature of and Responses to Perceived Value Differences

§.6.2.1 Process (Mathematics Educational)

Despite the similarities she perceived between the school she was teaching in
Australia and the one she taught in India, Rana had also come across value difference
situations in her Australian classroom. One of these was her observation that students in
Australia appeared to place a lot of focus on right and wrong answers (RP1: 180-181). To
her, Australian students were interested in quick fixes. If they appeared interested in
knowing how to solve a particular problem, it was to serve the aim of getting an answer,
and of getting marks (RP2: 163-164). Students in Australia appeared to Rana to be less
interested in thinking about the process of doing mathematics. This was a source of
dissonance for her, who had come froin an educational system which emphasised
thinking about the process (RP3: 38-39).

Rana considered this conflict between process and product as a differance in

emphasis between how to learn and what to leam. Her personal view was that the benefits
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of embracing process would be more permanent in a student’s life (RP2: 165-167, 188-
191) and more motivating (RP2: 165-170). As she said,

later, when they use maths again, what do they leamn through their Year 12? Or 1 year with a
teacher like me? What will they remember of what they learn, or how to learm? So 1 try to do that
‘how to leam’ rather than ‘what you leam’, because | realise in my second or third ycar of
teachung, that if I focus on ‘how to learn’, T automatically got the kids wanting to learn, because
they arc mentally successes [sic]. (RP2: 165-170)

Thus, in the classroom, Rana consistently demonstrated her valuing of process. She
would direct her students to focus on, and to discuss the steps involved in solving
mathematical questions (e.g. RL1: 65-73). Many times this might be recipe-like, with
each step of the solution process clearly articulated (e.g. RL1: 128-132, 160-172). Rana
might also write down the strategies used on the board, as a means of cultivating students’
ability to articulate their solutions better (RP3: 38-41). She might also challenge students
to think critically about particular steps (e.g. RL1: 94-98). At other times, Rana led
students to focus on particular steps in the solution process, through representing with
flowcharts (RL1: 195-196), identifying keywords or key-phrases (RL3: 25-41), or
defining given conditions (RL1: 196).

Rana’s valuing of process was also articulated through getting students to look
beyond the correct answers for given mathematical problems. As shown in Figure 5.13,
Rana did not want students to just find the correct answer; that would have reflected the
valuing of product. Rather, students also had to provide reasons to explain why their
choice would t :: w.v answer, thereby emphasising the process. In addition, students were
also challenged to identify and justify for the least incorrect answer, supposedly a
commonly-committed error, This exercise was unique to Rana in this study of 8 teacher
participants, and exemplified again her valuing of process in the mathematics learning

experience.

Rana recognised that this valuing of process in one’s teaching necessarily consumed a
lot of time. Rana seemed to have worked round this by issuing less but carefully selected
homework questions, and by getting the students to check the answers and soiutions from
the teacher solution book themselves (RP2: 170-182):

this I leamt three years after giving kids exercises, lefi-hand side, right-hand side, all that rubbish.
But I was doing mathematics with them. (RP2: 179-180)
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Figure 5.13
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3.6.2.2 Historical Context {Mathematics Educational)

Another perceived difference of what the Australian and Indian mathematics

classrooms valued was Aistorical context. In India, this was very much valued in
mathematics education; students would ofien be shown how similar problems had been

tackied in the ancient civilisations (RC). In fact, Rana shared a personal affinity to this
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value as well;

I’m very focussed on where things have come from, and why, and how we in those generation
used them. So [ always do things with the kids with the abacus, Arabic numerals, and a link with
different things, (RP1: 105-107)

Thus, in her Australian mathematics classroom, Rana remained committed to
encouraging her students to know the historical background to mathematics topics, and to
be aware of how ancient civilisations dealt with problems related to these topics (RC).

Her students played an active role in this, as explained by Rana:

So what I do, I give them reading material, like we're working with differential equations, so they
have the life stories of Bellouni and the rest of them, and they each pick one, and then when it
comes to a certain point, they might refer to some of the work that Descartes or Bellouni have
done, and relate it to us. So then they have to talk in class. {RP1: §8-92)

Rana considered this valuing to be an a’d to facilitating student memory of the related
mathematics, as students would often find it easier to remember mathematical knowledge
if they could link this with episodes of wkat mathematicians or other people had done
with them in the past (RP1: 92-94). Fﬁrthermore, there were the opportunities for students
to establish connections between mathematics and other school subjects (RP1: 108-109).
In Rana’s view, the extra time which was invariably required to portray this value was
well-worth the connections made, and the positive learning experienced, by the students
(RP1: 95-96).

5.6.2.3 Conceptual Understanding (Mathematics Educational)

The Australian and Indian mathematics classrooms were also perceived to value
conceptual understanding differently (RC). Rana felt that this value was emphasised
much more in Indian schools. For example, the compulsory component of school
mathernatics there at the equivalent of Year 11 level would include geometry and formal
proof. These two areas of mathematics did not appear to be as emphasised in Australian
schools, if at all (RC).

While Rana recognised that she could not possibly make any change to these
institutional factors, she did seize opportunities to encourage her students in Australia to
deveiop depth in their understanding of mathematical concepts (RC; RP1: 117-119). For
example, she was observed to have invested time to discuss with students the concepts

behind given conditions in mathematics questions:

Kana: Can you have a look at 2(e) on page 217, and explain to us why that particular
restriction has been placed on that function,
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David: {(Murmured a response)

Ranu; Soiry, David?

David: (Words unclear)

Rana; Right, should you include restrictions like that in your answers?

Student: Yes.

Rana: Yes. If it is relevant and applicable, yes. Please use the restrictions in your answers,

Okay, alright, use a pencil, write a note inside your book to remind yourself.

(RL1: 104-118)

In another instance (RL2: 37-67), Rana was obser« ed discussing the number of
significant figures required in the answer for a particular question. She went beyond
informing students that a certain specified number of significant figures was expected in
the examinations. Rather, Rana took the opportunity to explore with the students why
certain number of significant figures were required for particular circumstances (RL2: 66-
67). This provided students with a conceptual understanding of the role of significant

figures in different mathematical contexts.

Conceptual understanding was portrayed in a different manner in Rana’s Australian
classroom, however, While she explained mathematical concepts through formal
definitions when she was teaching in India, Rana recognised that the relatively lower
level of competency in mathematical language amongst students in Australia meant that
she had to foster conceptual undersianding differently. She had been achieving this by
way of illustrating concepts through examples, and guiding students to understand
concepts in context (RP1: 119-120). Or, she might make use of chosen textual discourse

to help students draw out the conceptual knowledge (RP1: 120-122).
5.6.2.4 Mathematical Language (Mathematics Educational

As hinted to in the section above, Rana felt that her students in Australia were less

competent in their command of mathematical language. She recalled that

at the start of the year, the boys [sic] would hardly say one or two words, but they could write
pages. They just would not articulate, and ihey wouldn’t say things like ‘transpose’. (RP1: 113-
115)

In Rana’s opinion, however, the mastery and valuing of mathematical language were
important for daily living and communication (RP1: 158). She had also noticed a boost in

students’ self-esteem and expressivity when they had acquired more of the language of
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mathematics.

Like Katrina for instance, she’s very weak at maths, But here, she has enough confidence to move
over, come up 10 the board, ask me things. In her [mathermatics]) methods class, not a word. The
teacher says she is very far behind, she’s not working, so that's a pity. (RP1: 168-170)

Thus, this was a situation which Rana felt needed to be changed, not least because a
de-valuing of mathematical language affected her discourse to her students (as we saw in
the section above, for example). However, instead of introducing mathematical terms
formally (such as through definitions),

I throw them [i.e. the mathematical terms] in. 1 don’t give them as something at the start the lesson
and they don't use it. I throw them in all the time, so they use it rather than learn about it. (RP1:
152-153)

The following is an example of Rana’s discourse in her mathematics lessons, which

encouraged students to learn and to use mathematical language in context:

(A student walked up to the board to work out another problem while classwork was in progress)

Rana: Okay, we are looking at 2(l), and this time, the dilference is you're using initial
conditions to solve. So you are not going to get a general solution; you are going to
get a pariicular solution. So make a note about that.

(RL1: 83-88)

The inclusion of the term ‘initial conditions’ facilitated students to fully understand its
meaning and its use, with Rana making explicit the context within which it was
positioiied with the cue, ‘this time, the difference is’. In the next sentence, the use of both
the terms ‘general solution’ and ‘particular solution’ effectively provided a contrast
against which students might be able to remind themselves what the terms separately

meant.

Rana, however, had not been able to demonstrate her valuing of mathematical
language in all classroom situations in Australia. There were occasions when this value
was in competition with conceptual understanding. As we saw in the section above, Rana
would ‘sacrifice’ mathematical language to foster students’ conceptual understanding.
After all,

I try not to use very rigorous terms. It means nothing to them [i.e. the students]. So I try and find
an example, and then I said, “well, what concept is that?” And I might say, “look at paragraph so
and s0,” I might say, “refer to paragraph so and so, check the third line, what word is in there that
says what this concept is.”” .... Over the years ['ve seen that my expectations [of students’
command of mathematical language] need to match what the students can produce, ctherwise it's
no good. So if I start up there, and then they are down there, the two will never meet. It's not much
use. (RP1: 119-126)
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As a result, Rana’s level of portrayal of her valuing of mathematical language had been

markedly lower than it was when she was teaching in India;

Inlerviewer; Do you think you use much more deeper mathematical language in terms of
terminologies and conceptual terms in India in your teaching?

Rana: Absolutely yes, oh yes! This would be considered baby language, you know. This
would be considered like skimming through a course.

(RP1: 128-132)
5.6.2.5 Groupwork (Mathematics Educational)

Here [in Australia), it's — we don't really care that you work with someone else to get your
solution, provided you understand it. That's the attitude here, Over there [in India), it has to be
yours, because you are going to be assessed on it. It must be some overt kind of answers. And you
can't get help for — you must do it by yourself. That's a big difference. So group work is
encouraged here. Group work is not encouraged there. (RP2: 106-110)

Rana’s observation above outlined another mathematics educational value difference
she had perceived in her professional experience in Australia. In a typical Indian
mathematics classroom, students were expected to learn individually in class, and
assessment policies there rewarded student individual effort. In Australia, however, there
appeared to be a valuing of groupwork or collaboration in a student’s mathematics

learning experience.

Over the years of teaching in Australia, Rana had leamnt to entrust students with the
responsibility of their own learning, and part of that involved letting students engage in
groupwork, albeit with “checks and balance in place” (RP2: 126-129). As she had come
to realise, students could and did learn a lot when they reciprocated the trust that she gave
them (RP2: 130-131).

However, Rana’s introduction of groupwork in her lesson did not seem to imply that
she had embraced the value of collaboration that was inherent in the norm of an
Australian mathematics classroom. While she had found that students could be trusted
with the responsibility to learn on their own in groups, this took the form of peer teaching
rather than peer discussion. So, when Rana mentioned that she had replaced some of her
direct instruction with opportunities for peers to teach one another (RC), such
opportunities involved the more knowledgeable students teaching their peers. Even her
provision for student contribution in class appeared to have been planned such that the

more able students could reinforce the relevant topics in their own words; it was more of
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a way of facilitating knowledge transfer rather than open discussion of ideas (e.g. RP1:
72-75).

It appeared that Rana’s adoption of peer-teaching in her class was a response to the
students’ lower mathematical standard. Getting the students to peer-tcach one another
would facilitate the teaching process, and which allowed Rana to “keep the standard
going” (RP2: 125-126). In this sense, Rana had appropriated her valuing of groupwork in
the context of local conditions, in a way which utilised selected aspects of groupwork to

support her practice.

3.6.3 Responsive Approaches and the Underlying Factors

As suggested in the sections above, Rana’s responses to value differences tended to be
the culture-blind and appropriation approaches. These are summarised in Table 5.7,
together with the corresponding contextual factors which were found to impact on Rana’s

attempts at negotiating these difterences.

It may be noted from Table 5.7 that the ‘cultural freeze’ was a contextual factor that
ran through the various value differences. Despite Rana’s ongoing awareness of the latest
development in the Indian (mathematics) education system, she had evidently been
experiencing ‘cultural freeze’; when discussing the value differences, her frame of
reference was invariably the Indian education system within which she cultivated her
professional and personal values. As we saw earlier, Rana had been aware that the
contemporary mathematics education system in India was undergoing changes due to the
influence of Western pedagogical ideas and of computer technology. If Rana had not been
experiencing ‘cultural freeze’, her own values pertaining to mathematics, mathematics
education, and education in general might have evolved together with developments in
India, especially since it may be assumed that some of the Western influences on the
Indian mathematics education system might be similar to what Rana had noticed about
the Australian education system too. In turn, this would likely have meant different

perceptions of value differences, and/or different ways of responding to them.

It was also interesting to note that the culture-blind approach needs not be relevant
only in situations when contextual factors were all facilitating the relevant home cultures’

values. In the case of valuing process, for example, there was the constraining factor of
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Table 5.7

Value Difference Matrix for Rana
Value difference Nature® Responsive approach Contextual factors
Process ME Culture-blind (%) Student self-esteem.,
(=) ‘Cultural-freeze’ awareness

(+) Does not hamper student
creativity.

(#+) Students can thus better talk
about their solutions.

(+) Schoal-leavers bring method
along with them, not content.

(-) Teaching schedules
Historical context ME Culture-blind (-) ‘Cultural-freeze’ awareness

(+) Personal value.

(+) Aids student memory,

(+) Links mathematics to other

school subjects.
Conceptual ME Appropriation (-) ‘Cultural-freeze' awareness
understanding (+) Personal value

(-) Students in Australia were
weaker in the mathematical
language.

Mathematical ME Appropriation (+) Student self-esteem

language (-) Conceptual understanding

(~) ‘Cultural-freeze’ awareness

(+) Important for daily
communication.

Groupwork ME Appropriation (=) *Cultural-freeze’ awareness
{(-) Trust.
(=)} Pcer-teaching.
(=) The local students’ lower
mathematical standard.

(+) Maintaining the students’
standards,

Note. ® The nature of value difference may be:
mathematical (M),
mathematics educational (ME),
general educational {GE),
organisational (O).
®Contextual factors may be:
facilitating (+), aligned with the home culture value,
constraining (), aligned with the Australian vatue.
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teaching schedules, since emphasising this value required time. Rana was able to work
round the hurdle presented by limited time, however, by a combination of prudent
homework planning and efficient assessment of student work (as discussed in Section
5.6.2.1).

As for the remaining perceived value differences, each was associated with both
facilitating and constraining contextual factors, and Rana had shown consistently an
appropriation of what the two cultures valued. As was the case with the appropriation
approach adopted by the other teacher participants, the contextual factors were likely to
be interacting with one another on an ongoing basis, in such a way that the relative
dominance of each factor over the other factors associated with the same value difference
could vary in different contexts. For example, with regards to the difference in valuing cf
conceptual understanding, the extent to which Rana emphasised that appeared to be
contingent upon the standard of mathematical language demonstrated by a class. The
relative equilibrium in the valuing of both conceprual understanding and mathematical

language would differ in different classroom contexts.

The discussion with the first four teacher participants would have familiarised the
reader with the structure of the value difference matrix, that is, the different categories
under which value differences might be classified, and the interpretation of responsive
approaches in the context of the facilitating and constraining factors. Spatial constraints
placed upon this thesis report have meant that the professional socialisation experiences
of the next four teacher participants need to be summarised rather than elaborated. This
will be facilitated by the value difference matrix as a means of organising and displaying

the relevant points relating to the negotiation experiences of the teacher participants.
S.7 Betty

§.7.1 Introducing Betty

5.7.1.1 Personal Background, Values and Beliefs

Betty followed her Australian husband to settle down in a Victoria rural city in 1992
(BC), after having taught for two years in England. She had earlier grown up, attended
school, and qualified as a teacher in England (BQ 2, 3). She had been teaching
(mathcmatics) since her arrival in Australia (BQ 5), and one of her greatest impressions

had been her observation that different aspects of her practice had become more laid-back
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in Australia (BC). Furthermore, she also felt that sports was more emphasised in
Australian schools (BC).

Betty listed the following as qualities she personally valued: tolerance, choice, human
rights, acceptance (of others for who/what they were), and respect (for mathematics). She
felt that the same values would be portrayed by her regardless of the country or culture
she found herself teaching in (BQ 33). On the other hand, she also felt that value
differences were best resolved by taking into account the school’s ethos and culture, as
well as the community’s concerns (BQ 40, 41). In other words, the local culture would be
reflected in the mathematics she was teaching and through her professional norms and
practice (BQ 31, 32).

5.7.1.2 Current School and Community Context

Betty was teaching in a prestigious independent secondary school in a rural city in
Victeria (BQ 7). Unlike most other immigrant teachers in this research study, Betty
considered that generally 95% of her students shared the same, Anglo-Saxon culture as
her. Most of the other students had come from Asian cultural backgrounds (BQ 9,
comments). The state school she was teaching in while in England had been challenging
to her in terms of student behaviour and organisational expectations, and it was
understandable why she considered her current workplace a great place to practise in (BQ
comments). The class observed for this research study was a mixed-ability, Year 9

mathematics class of 23 students (BN!).

5.7.2 Nature of and Responsive Approaches to Perceived Value Differences

The difference in the way the Australian and English mathematics educational
systems emphasised applications was evident to Betty. Specifically, she found that there
was “more emphasis on genuine explanation, investigation and applying skills in a ‘real’
context” (BQ 43a; see also BP3: 190-199) in the Australian mathematics curriculum. On
the other hand, muthematics was often perceived in England as mestly facts and
procedures to be memorised (BQ 43a). Betty attributed this difference to “more stable
employment sttuation [in Australia, where] — differing skills [are] needed for
employment and for education” (BQ 43b). Betty had not found any difficulty embracing
the value of applications in her practice though, since she had always demonstrated to

students the relevance of school mathematics, even while she was teaching in England
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(BP1: 169, 207-215). Thus, in this sense, the application that was valued by the education
system in Australia had also been valued by her, which implied that this might have been

a source of dissonance for Betty while she was teaching in England.

The different schoo! systems she had found herself teaching in across the two
countries had also made explicit the difference in the way (administrative) support was
valued and provided. Betty had been frustrated in England at the amount of record-
keeping and other administrative tasks ieachers like her had to involve themselves in. In
her opinion, such tasks had made it difficuit for her to see the ‘big picture’ (BC) in
mathematics education, Her school in Australia, however, had been organised in such a
way that the provision of necessary support for teachers was efficiently delivered, so that
teachers had the opportunities to examine their pedagogies and reflect upon their practices
trom a wider perspective (BC). Again, while this represented a difference in the valuing
of support for teachers between Australia and England, it did not represent any source of
dissonance for Betty, since she was only too glad that her school in Australia was sharing

her value.

One value differenc: thii was perceived in Australia, though, related to Betty’s
perception that mather1at12= questions were solved differently in Australia and in
England: a valuing ol :¢c~«ology use in Australia, and an emphasis on algebraic solutions
in England (BC). She wsas concerned that students (in Australia) might e using
technology inappropriately, such as not knowing when to harness technology, and when
not to, in the process of doing mathematics (BP1: 284-290). She was also mindful that
some aspects of the beauty inherent in mathematics could not be appreciated when
mathematics was solved with calculators (BP1: 280-282), Howéver, Betty’s valuing of
efficiency had also meant that she was supportive of the time and effort saved with proper
use of technology. Efficiency thus acted as a competing value against Betty’s valuing of
more algebraic, paper-and-pencil or mental solutions to mathematical problem (BP1: 265-
267). As a result, Betty’s practice in her Australian classroom reflected a situational
emphasis of rechnology, that is, one that encouraged mental computation for simpler

questions and responsible use of technelogy in more tedious calculations.

Relative to the other teacher participants in this research study, Betty’s home country
(England) can be considered to be the closest culturally to the Australian culture. Thus,

one would expect Betty to report few or no value differences between the Australian and

189

ik i

g i




English mathematics classrooms. Does Betty's reporting of three perceived value
differences constitute fewer instances of such differences? Cettainly, one may arguc that
the observed difference in the valuing of (administrative) support was probably the result
of Betty's transition from a state school system that was probably under-resourced to a
prestigious, independent school that was financially well-endowed. in other words, any
teacher making a similar transition in Victoria would have also perceived the same value
difference. However, the other two perceived value differences (relating to technology
and application) were very likely rooted in differences in the two countries’ educational
systems, and both had the potential in that sense to create dissonance and even conflict in
any immigrant teacher from England. The implicaiion, then, appears to be that even
though Australia and England might have shared certain parts of their respective histories,
the inevitability of distance have probably led the two countries to develop their cultures

along different paths, Even though there might be fewer opportunities for value

differences
Table 5.8
Value Difference Matrix for Betty
Value difference Nature Responsive approach Contextual factors °
Application ME Affinity
Administrative support O Affinity
Technology ME Amalgamation {-) Efficiency.

(+) Beauty (of mathematics).

(+) Student inappropriate use of
technology.

Note. * The nature of value difference may be:
mathematical (M),
mathematics educational (ME),
general educational (GE),
organisational (O).
b Contextua! factors may be:
facilitating {+), aligned with the home culture value,
constraining (), aligned with the Australian value.

across Australia and England, the potential for such value differences to create dissonance

and conflict was not necessarily reduced.

Another interesting observation arising from Betty’s data had been that while the
difference between what was valued by an immigrant teacher and by the host culture

(Victoria) might lead to dissonance and thus affect the teacher’s professional
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socialisation, any perceived value difference between the home and host cultures needed
not be seen to necessarily potnt to such dissonance. According to Betty, for example, the
Australian and English mathematics education systems valued application and
(administrative) support to different degrees, but these value differences which Betty
identified did not threaten to affect the quality of her socialisation into the mathematics
education profession: she had apparently valued these to the same extent as they were in

the Australian mathematics education system.

This distinction implies a response to the perceived value differences that was not yet
described by any of the five conceptualised approaches listed in Table 2.3. The
accommodation approach may appear to fit the vesponse best, and yet it is different
because accommodation suggests a change in the way the immigrant teacher orders her
personal values, whereas in this case with Betty, what was valued in the Australian
culture had already been part of her personal value system. She was already valuing
application and (administrative) support when she was practising in England. The term
‘affinity’ may more suitably describe the sense of identification immigrant teachers like
Betty feel with the local values in such cases, and has been used to describe Betty’s
response to the value differences of (administrative) support in her value difference

matrix (see Table5.8).

5.8 Khaliq

5.8.1 Introducing Khalig

5.8.1.1 Personal Background, Values and Beliefs

Khaliq is a male teacher who had been educated and teacher-trained in Lebanon (KQ
1, 2, 3). He had taught mathematics in Lebanon for 10 years before migrating to Australia
15 years ago (KC). Khalig spent some time in Australia initially completing English
language courses (having taught in French while in Lebanon (KP2: 111-113)), and the
last 9 years here had been spent teaching mathematics in schools (KC). Khaliq was
regularly kept informed by friends of developments in the Lebanese educational system.
He had also been visiting family members and teacher friends in Lebanon regularly.
Remembering his first days in the Australian education system, Khaliq considered
himself fortunate to be given opportunities to observe lessons for a few weeks prior to

actual teaching. Even then, he remembered experiencing a feeling of being thrown
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straight into the system without adequate support (KC). Thus, Khaliq was very supportive
of my proposal of running professional orientation and induction programs for newly-
arrived immigrant teachers (KC). He also recommended that these teachers start off as
relief teachers first in different schools and different educational systems, so that they
might be certain what kind of teaching environment best suits each of them individually
and professionally (KC). On the whole, Khaliqg felt that his contributions towards teaching
and towards organisational matters had often been ignored (KP3: 135-137), and even in

the few instances when his suggestions were adopied, his contributions were not
acknowledged (KP3: 143-150).

In relation to teaching in a different culture, Khaliq valued adaptation, in the sense
that both his teaching style and his pedagogical content had to reflect the Australian
cultural values (KQ 31, 32; KP1: 90, 133-134; KP2: 19). In particular, he reflected that
his responses to value differences normally incorporated the tenets of the school ethos,

and the concems and interests of parents and the community (KQ 41).

5.8.1.2 Current School and Community Context

At the time of this research study, Khaliq was teaching in an inner suburb, secondary
college in the state educational system (KQ 7). About 40% of the students there are
Muslims (KC) like Khaliq. Many students in that school came from low socio-economic
status (SES) background families (KC). Furthermore, Khaliq felt that the school was
acting as a sort of ‘dumping ground’ for at-risk or financially-poor students living in the
area, as well as for students with behavioural problems from the neighbouring suburbs
(KC). Khaliq attributed this to the prestige and popularity enjoyed by non-government
schools in general, and an increase in the number of such schools in the area (including
two large Islamic independent schools) in particular (KC). An additional concern for
Khaliq had been his feeling that the school administration had not been able to cater
adequately to the needs of the largeiy Islamic students in the school (KC). According to
Khalig, these factors had accounted for the generally low morale amongst his colleagues
(KC).

5.8.2 Nature of and Responsive Approaches to Perceived Value Differences

In Khaliq’s opinion, one significant way Australia and Lebanon differed in their

mathematics education systems was the degree of emphasis on the application of
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mathematical knowledge. In Lebanon, school mathematics was mostly facts and
procedures which students were required to memorise (KQ14), and there was also less
practical work (KQ43a; KA1). As a student, Khaliq had tried to find out the relevance of
school mathematics in daily life (KC), beyond its role in the society as educationa! gate-
keeper (KQ42a). None of his teachers and lecturers, however, was able to provide him
with a satisfactory answer. In the meantime, Khaliq had developed a valuing for concepts
in mathemaiics teaching/leaming in Lebanon. It was afier Khaliq had arrived in Australia
that he saw for himself how school mathematics could relate so well to real-life (KC). His
impression had been that “the curriculum is very practical and suitable to students’ needs
and helping students for further study or work™ (KQ44a; KA1). Subsequently, his practice

had become one that portrayed both the values of applications and concepts.

Australia and Lebanon also appeared to value assessment differently. A student in
Lebanon was normally expected to go up to the board in class to solve posed problems
when asked, and all students had the same chance to demonstrate their mathematical
competence publicly (KP3: 14-15). In fact, a student’s performance at the board could
contribute towards her formal assessment (KP3: 80-83). In Australia, however, student
fear of embarrassment was normally respected and valued, and thus teachers did not
normally identify particular students to solve given problems on the board (KP2: 74-77).
At the same time, Khaliq was aware of the emotional burden students in Australia were
already carrying without his valuing of (public) assessment adding to this burden: he had
seen many students who did not feel valued at home, and school was a place in which
they might have any chance to prove themselves (KC). Thus, Khaliq appropriated his
valuing of assessment: students were invited to volunteer to show the solutions on the
board, and should a student encounter difficulty at the board, Khaliq would guide the
student through.

Cultural differences between Australia and Lebanon had also meant that respect was
valued differently in schools. According to Khaliq, respect for teachers in Lebanon was
stmilar to what would be given to prophets (KC). Khaliq recalled an incident when a
student-turned-fiancée to a teacher was visiting the school and she was reminded to
address her fiancé formally (KC). This level of respect accorded to teachers in Lebanon
might be related to the population’s high regard to schooling (KN1). Respect, however,
was valued weakly in Australian schools (KC), and parental respect for teachers was

virtually non-existent. In negotiating this value difference, Khalig appeared to be

193




asserting his demand for respect in more subtle ways, while acknowledging the various
constraining contextual factors that were prevalent in the Australian classroom and

society.

Khaliq also felt that there was generally a greater expectation for teachers in Australia
than their Lebanese colleagues to value the customisation of their lessons to the students’
necds and capabilities. In Lebanon, teachers were expected to cover the prescribed
syllabus “regardless of what they [the students] like to be or regardless to [sic) their
ambitions” (KP1: 95-98; see also KQ42c.d). In Australia, however, Khaliq sensed that
teachers “have the chance, the resource to produce and deliver a curriculum which is
suitable to students [sic] needs and community expectations™ (KQ43d). Khaliq had to
assimilate to the way the Australian education system viewed teachers’ work; he had little
choice, such as the ten lessons he had ‘lost’ that year to his mathematics class (due to the
school’s staging of several sports events) which he was expected to find a solution to
himself (KN2).

Khaliq's value difference matrix is presented in Table 5.9. It can be seen how
Khaliq’s responses to the perceived value differences were expressions of the personal
values he identified, that is, adaptation and learning atmosphere. In negotiating the value
differe nces, he had acknowledged the values and beliefs that he perceived to be in
operation in Australia, such as students’ coniidence and their negative emotional
experience at home in the value difference relating to assessment. His responsive
approaches had also reflected Khaliq’s emphasis on maintaining a positive atmosphere in ‘ ;

his mathematics classroom. '
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Table 5.9
Value Difference Matrix for Khalig

Value difference Nature Responsive approach Contextual factors °
Customisation GE Assimilation (~) Student career demands.

(-) Need not necessarily prepare
students for exams,

{(~) Support from school, community,
‘ state and/or national policies.

Applications ME Amalgamation (+) Concepts
(-} Relevance of school mathematics.
(-) Student career/life demands.

{-) Need to reflect the Australian
cultural values.

{-) No need to prepare all students for
higher education.

Assessment ME Appropriation (-) Confidence

(=) Need to reflect the Australian
; cultural values.

(-) Many students don't feel valued at
home.

' (+) Assessment
Respect GE Appropriation (-) Create/maintain excellent leaming
atmosphere.

{~) Need to reflect the Australian
cultural values.

(+) Need to uphold the worthy values of

home culture,
(-) Relatively little respect for teachers
in society
() Relatively less importance placed by
society on schooling
Note. * The nature of value difference may be:
mathematical (M), :
mathematics educational (ME), 4
general educational (GE), ;
organisational (O). :

® Contexiual factors may be:
facilitating (4}, aligned with the home culture value,
constraining (—), aligned with the Australian value.
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5.9 LiKang

5.9.1 Introducing Li Kang

5.9.1.1 Personal Background, Values and Belicfs

Li Kang is Chinese Malaysian by ethnicity (LQ4). Educated and teacher-trained in
Malaysia (LQ 2, 3), Li Kang had taught for 15 years there before migrating with his
family to Australia in 1988 (LQ 5; LC). The move was prompted by perceived unfair
disadvantages in the Malaysian job market (LC). Throughout his stay first in country
Victoria, then in metropolitan Melbourne, Li Kang had been teaching in schools (LC). In
his opinion, he had been in Australia sufficiently long enough to not attribute his norms
and practices as being characteristically Australian or Malaysian (LP2: 28-32). In other
words, Li Kang believed that he had incorporated features and values of both Australian

and Malaysian pedagogical traditions.

As far as the subject is concerned, Li Kang believed that mathematics was
independent of culture, unlike English where different writing styles would reflect the
underlying cultural differences (LC). In this regard, he felt that the teaching of the subject
should also be culture-free, even though he valued (real-life) applications of mathematics
(LQ B comments):

Maths is universal. Worded questions should not be culturally biased, e.g. questions involving
cricket, football (aussie rules) may be biased in favour of Australians or students who play in the
sport. How in questions ltke probability, involving playing cards, if assumed that alf students are
expected to know what a ‘pack of cards’ are. (LQ A comments)

Li Kang considered himself 2 conservative teacher (LC). He had this impression
because he felt that his view that students were becoming too reliant on calculators and
technology was somehow out of step with the latest mathematics pedagogical practice.
Similarly, Li Kang was also wondering if his valuing of the role of practice in

mathematics learning had become inappropriate.

5.9.1.2 Current School and Community Context

The state secondary school Li Kang was teaching in was situated in a south-eastern
suburb of Melbourne (LQ 7). In his opinion, less than 4% of his students share his
cultural background (LQ 9). His school principal had been treating Li Kang very well and
providing him with good professional support (LC). This had been very different from his

experience with other principals, one in his previous school in country Victoria, and the
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other being the previous principal of the current school. Li Kang felt that these two
principals did not give him any opportunity to teach senior level mathematics, or
mathematics at all, even though he was trained to teach the subject (LC). He was never
told of the reason either, although he suspected that it would expose him to teacher
redundancy exercises of the time (LC). At the wider level, Li Kang had found himself
professionally vulnerable as a result of a culture of blame in the (school) community.
That is, students who did not perform in his class could always blame him, claiming that
they did not understand his lessons. During his participation in this research study, the
class observed was a Year 12 Spectalist Mathematics class. Aithough 7 out of the 10
students in the class were not ethnically Anglo-Saxon, Li Kang did not think that would
signal lesser value differences for him. After all, in his opinion, most of the students were
born and raised in Australia anyway, so they would have come to class with habits and
beliefs that reflected the Australian culture (LN1).

5.9.2 Nature of and Responsive Approaches to Perceived Value Differences

The relative emphasis on fechnology in Australian mathematics classrooms worried Li
Kang, for he had noticed student over-reliance on calculators (LP2: 60-62, 152-154) and
students’ silly mistakes arising from improper use of calculators (LP2: 66-68). The
competing value of (student) self-esteem probably accounted for his approach to
assimilate fechnology into his practice, however. On the other hand, Li Kang’s valuing of
self-esteem had been cultivated in Australia, probably as a result of his feeling that
students in his home culture might have also become more sensitive to self-esteem (LC),

and of his desire to reflect Australian cultural values in his practice (LC).

It is worth noting again in Li Kang’s case that despite an individual’s awareness of the
‘cultural freeze’ phenomenon, his frame of reference in interpreting particular value
difference situations appeared to position him as a victim of ‘cultural freeze’. Even
though _i Kang felt that students in Malaysia might have become more sensitive to the
state of their own self-esteem (LC), his view on the sensitivity of his students in Victoria
was nevertheless contrasted with his knowledge of how Malaysian students used to accept

teacher criticism and comments:

in a Malaysian school that is the difference, in a Malaysian [school] it does not worry me at all you

know, [ can just [say,] “can you answer me, can you answer me?” I say yes or no, they will say yes
or 1o, you know. (LP1: 190-192)
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Students in Australia and Malaysia were also felt to value practice (through
homework, for example) differently. For Li Kang, it would not be easy to come across
students in Australia who regularty completed a substantial amount of homework (LC).
Thus, Li Kang felt that he had compromised in this aspect of mathematics teaching (LC),
giving less homework as a result. In a related manner, Li Kang felt that the Australian
{mathematics) education system did not appear to value standards as much as in
Malaysia. For example, he observed that students who were not yet taught all the topics
for a particular year level could still move up to the next grade in the following year
(LP3: 46-49), even though it was unlikely that these students might have attained the
minimum required standards. There were several contextual factors at the institutional
and societal levels constraining Li Kang’s efforts to ensure that his own students attain
the appropriate competency, however, such as limitation of curriculum time (LP1: 346~
349) and absence of streaming (LP1: 353-354; LP2: 107-110). All Li Kang could do in
response was to appropriate the values, portraying his valuing of standards as best as he
could, in ways which took into consideration these constraints. Thus, for example, Li
Kang acknowledged the limited time in the curriculum for mathematics, but also
expressed his valuing of standards by staging extra classes for students in his own non-

teaching time in school (LP1: 71-72, 84-98).

It has also been interesting to note that Li Kang held the view that having been
teaching in Australia long encugh, his actions in class might not be characteristically
Australian or Malaysian (LP2: 28-32). He believed that his professional practice had
become reflective of values related to both Australia and Malaysia. This seems to be in
line with most of the responsive approaches Li Kang was observed to have adopted
during the research collaboration period, as shown in Table 5.10. His appropriation of the
perceived value difference pertaining to standards would demonstrate practice that
brought out features of both Australian and Malaysian related values, and in that way Li
Kang’s actions would not be seen to be characteristically Australian, nor Malaysian, in
nature. He might have chosen to assimilate technology and (student lack of) practice, but
his personal values relating to these two perceived value differences had not likely
changed. Thus, for Li Kang at least, even though assimilation may be associated with a
continual private embracing of values associated with the home culture, the individual
assimilating the action might not be certain that this home culture value is not portrayed

in any way subconsciously, Does this imply then that beyond the surface characteristics
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associated with the host culture that are demonstrated through the assimilation approach,

the home culture’s values may be in some way discerned by others (e.g. the students) too?

Table 5.10 .
Value Difference Matrix for Li Kang g
Value difference Nature ° Responsive approach Contextual factors® :
Technology ME Assimilation () Student experience of achievement /
sclf-esteem.
(-) Need to reflect Australian cultural
values,

(+) Technology is best introduced afler
skills are mastered.

(-) Calculators introduced early on in
the school years.

Practice ME Assimilation (~) Need to adapt to local situation.

(~) Students in Australia do not
comptlete homework.

‘ Self-esteem GE Accommodaltion (=) 'Cultural-freeze’ awareness
(-) Need to reflect Ausiralian cultural
values.
Standards ME Appropriation (-) Need to adapt to local situation.

(+) Mixed-ability class.

(~) Students may still move up one
grade if they are not taught all the
topics at current grade.

(+) Demands of VCE at the end of Year
12.

(<) Curriculum time limited.

(+) Slower students expect teachers to
teach to their level.

(=) No streaming of students

Note. ® The nature of value difference may be:
mathematical (M),
mathematics educational (ME),
genera! educational (GE),
organisational (O).
® Contextual factors may be:
facilitating (+), aligned with the home culture value,
constraining (-), aligned with the Australian value.
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5.10 Saka

35.10.1__Introducing Saka

5.10.1.1 Personal Background, Valucs and Beliefs

Saka was born and educated in Ghana (SQ2-4). He left Ghana in 1979 after 6 years of
secondary teaching there, and taught in Nigeria and Papua New Guinea over the next 19
years before migrating to Australia in 1998 (SQS). He had earlier applied for further
studies in Australia and the United States of America, and having heard a reply from
Australia first (SP3: 326-328), made the move to Victoria with his family (SP3: 314-318).

Saka had come across as a quiet and obliging man, He appeared to be someone who
would prefer to stay away from conflicts or confrontation. Although a Christian
independent school was located nearer to his house, Saka had chosen to join the current
Christian independent school instead, because he preferred to teach to a student
population which was relatively small and relatively free of discipline problems (SC).
This line of reasoning would fit his personality well. Consequently I had a sense that he
had felt obliged to participate in this study when invited to, even though he was
experiencing a very hectic daily schedule. This was reinforced by Saka’s interview data,

which were typically not as well elaborated upon as the other teacher participants’.

Saka regarded his teaching style as one which emphasised teaching through direct
instruction and learning through investigations (SQ35-37). Groupwork was a pedagogical
activity he consistently placed least value to (§Q35-37). The role of mathematics
education in reinforcing religious values appeared to be a significant one for Saka, as

illustrated in the following quote regarding the teaching of faith:

Sometimes the connections {between doing mathematics and learning religious values] are very
clear and you can make it. For example, when we are talking about faith, you notice that in maths
we exercise a lot of faith. Pythagoras® Theorem says that the square of the hypotenuse is equal to
the sum of squares on the two remaining sides. We accept this as a thing and when you are using it
in calculations, it is faith. You believe in it and you work with it. So you can link it ..., So if you
want to explain what faith really is, maths can always offer good levels of faith. (SP3: 236-260)

$.10.1.2 Current School and Community Context

Saka was teaching in a Christian independent school in suburban Melbourne (SQ7).
The school was known in the area for its emphasis on the religious aspect in education. In
fact, teachers applying for a position in the school needed to furnish reference letters from

their respective churches, so that the schoo! could ascertain the candidate’s religious faith
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and ability to encourage and inspire students in their overall personal development (SN1),
From Saka's perspective, all his students were different from him culturatly (§Q9). The
class abserved for the collection of data was a small class of Year 11 Mathematics
Methods, with an enrolment of only 4 students (SC) ——a figure that was rather typical in
that school.

5.10.2 Nature of and Responsive Approaches to Perceived Value Differences

Both Saka and .the Ghana culture valued students’ initiative during their
{mathematics) learning process. Students with initiatives were expected to revise their
work on their own (SP1: 96-105, 135-138), and to complete assigned homewaork on time
(SP1: 267-270). This value, however, did not appear to Saka to be as emphasised in
Australia. According to him, one possible factor might be that whilst mathematics was
considered a ‘do-able’ subject in Ghana (SQ42a), the Australian students were perceived
to view mathematics as a subject in which an individual simply does what she can
{5Q42a). That is, mathematics achievement is constrained by one’s ability. Another
contextual factor, in Saka’s view, was a valuing within Australia that success would come
about from external factors (such as ‘quality’ teachers and ‘cheat sheets’) (SQ42b),
especially when therc were “policies [which] may encourage students to expect good
results without making much effort” (SQ42d). Against these contexts, Saka appeared to
have assimilated to the Australian custom. For example, even though he continued to
value student /nitiatives in their own learning, Saka was observed revising a topic with his
students (during one of my visits) by personally solving several questions on the board
(SP1: 117-119). He had believed that the students would be too passive to try themselves
anyway, even though the examinations was approaching (SP1: 298-300).

Another value difference perceived by Saka related to different ways of valuing
supervision. In Ghana, the teacher could walk amongst the students during classwork,
checking on individual student’s progress (SP3: 50-53). The same, however, might not be
said of Australian students. In fact, Saka had noticed that those students in Australia who
had written little might feel nervous having the teacher looking over their shoulders (SP1:
169-170; SP3: 42-44, 55-59). Saka’s response was to stop at a student briefly, move
around the classroom quickly, then retum to the student to check for progress. Not only
did this response recognise the students’ possible lack of confidence to display her

intermediate solution to her teacher, it also reflected his continual valuing of supervision
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in monitoring student progress in mathematics learning. This would be considered an
appropriation response, siitce he was valuing both supervision and confidence through
developing a ‘new’ classroom practice rather than simply enacting distinct norms that

portray the two values separately.

There was also a perceived difference of how tecinology was valued in Australia and
in Ghana. It was apparently emphasised so much in Australia that over-reliance on
calculators had seen the tool being used even for simple, basic computations like 5+7
(SP2: 140-141). While he could not stop his students from continuing to use the
calculator, Saka would stress to them the importance of using it at the right time (SP2:
140-143). He might also remind them that more time could potentially be saved in
contexts when calculators are not used (such as finding exact trigonometrical ratios (SP2:
131-136)). In other words, Saka’s practice took the form of both allo- ing students to use
the calculator, and emphasising to them the need to be prudent in its use, thereby

demonstrating the amalgamation approach.

Saka’s responsive approaches to the three reported value differences were
assimilation, amalgamation and appropriation. Although they were different from one
another, all three were reflective of Saka’s choice to portray values related to the
Australian culture. At the same time, those values from his home culture involved in the
value differences were not rejected. For the amalgamation and appropriation approaches,
these home culture values (such as supervision) continued to be embraced alongside the
Australian ones. When he assimilated a weaker emphasis of student initiative, that
assimilation had also meant that he continued to value inifiative amongst mathematics

learners, though his actions did not explicitly portray it.

If Saka’s responsive approaches to perceived value differences were aimed at
maintaining harmony in his Australian classroom, this would be reflective of his
personality. As discussed earlier, Saka gave the impression of a person who sought to
avoid conflict or confrontation in his life. Although Saka did not identify these as such,
but values like peace, obligation and/or amiability might well be part of his personal
value system, which in turn guided his approaches towards negotiating the perceived
value differences. It is thus not surprising that approaches such as accommodation and
culture-blind was not chosen, as each of these involves the rejection of values related to

either the home or host culture.
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Table 5.11
Value Difference Matrix for Saka

Value difference Nature ™ Responsive Contextual factors *
approach
Initiative ME Assimilation (-) Expectation of teachers to give.

(<) Policies mean that good results may
; be expected without much learner
j effort.
(-) Examinations not a motivating
factor for students,

(~) Not as important for students to do
well in school mathematics.

(-) Academic success is due to external
factors.

(-) Mathematics achievement is
constrained by one’s ability.

Technology ME Amaigamation (-) Student reliance on calculator.

(+) Continual exercising of brain is
essential.

Supervision ME Appropriation (+) Personally values supervision
(-) Student lack of confidence

H; (-) Lower level of knowledge and
quality amongst Year 10 students.

Note. * The nature of value difference may be:
mathematical (M), : :
mathematics educational (ME), '
general educationat (GE), ' ]
organisational (O).

® Contextual factors may be:

facilitating (+), aligned with the home culture value,
constraining (=), aligned with the Australian value.

: In the last chapter, what the 35 questionnaire respondents wrote about the nature of
value differences perceived, the operating contextual factors, and their responsive
approaches to negotiating these value differences, were discussed (Section 4.2). This
chapter has focussed on similar themes with eight immigrant teachers of secondary
mathematics. However, the on-site collection of data from the teacher participants
introduced in this chapter has facilitated more in-depth observations and discussions with
them relating to their perception of — and responses to — value differences. In this

sense, living with the teacher participants through the perception, negotiation and
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discussion of value differences in the mathematics classroom provided valuable insights.
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In the next chapter, we will re-examine these experiences across the 8 teacher A
participants, as a means of achieving further understanding of their socialisation

experiences through comparing similarities and contrasting differences.
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CHAPTER 6

DISCUSSION OF INDIVIDUAL TEACHER DATA

The experiences of eight immigrant teachers in negotiating and mediating perceived
value differences in their respective secondary mathematics classroom in Victoria had
been presented in the last chapter. This chapter aims to look across the different cases and
address the themes that emerged as a result. Specifically, the sections of the chapter will
be organised by the three research questions formulated in Section 2.4. These questions

arc:

1. What is the nature of value differences perceived by immigrant teachers in the
Australian secondary mathematics classroom? In view of the hitherto virtual
absence of value conflict research in mathematics teaching/learning, to what

extent are the value differences perceived directly related to mathematics and its

pedagogy?

2. What are the approaches adopted by immigrant teachers to cope with and/or
negotiate perceived value differences as part of their own professional
socialisation process? What are the underlying assumptions, and how might these
approaches displayed in obser-able ways? To what extent have these approaches
been reflected in the conceptualised model of teacher approaches discussed earlier
(see Table 2.3)?

3. What are the operating contextual factors that interact to guide teacher choice of
responsive approaches? In particular, what are the roles played by competing,

overriding and second-hand values?

This discussion will also be dealing with aspects of proposing responses to the
research questions. The emerging ideas that are evident in Section 4.2 and Chapter 5 have
all foreshadowed the complexities that are potentially involved in offering answers to the
research questions. As sﬁch, it is envistoned that single paragraphs of summarised
responses will not do justice to making any adequate account of the professional
soctalisations experienced by the teacher participants. In this manner, then, the writings
that will be developed in the rest of this chapter may be seen to constitute an extended

response to the three research questions posed in Chapter 2, and listed again above.
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6.1 Nature of Perceived Value Differences

It is useful for the purpose of reader interpretation of this study to clarify that while
perceived value differences explicated how the home and host cultures emphasised values
related to the chosen contexts differently, this by no means implied that any one of the
two cultures did not subscribe to any of the values concerned. Thus, different
mathematics educational cultures might value, for instance, practice, by which a teacher’s
decisions and actions were guided. Yet, because other cultural values might be reflected
in particular situations in the mathematics classroom, the relative significance and
emphasis of practice in one of these cultures might be compromised as a result. A value
difference may thus be perceived, though from a more holistic perspective this did not
mean that practice was not valued in any one of the cultures. Rather, the value difference
was percetved, and dissonance experienced, because two cultures appear to value practice

to different degrees.

During the fieldwork phase of this study with the 8 teacher participants, a total of 34
value differences were perceived and reported by them. These value differences were
categorised by individual teacher participants and listed in Appendix 17. Of course, these
34 differences might have been presented alternatively as a list, or categorised by
different sets of criteria (such as types of value differences, or types of responsive
approaches). That a decision was made to present these by teacher participants is a
recognition of these immigrant teachers’ ownership of their respective socialisation
experiences, and perhaps more importantly, of the legitimacy of anchoring these value
differences to the very people who perceived them and to the context within which they

were so perceived.

6.1.1 Categories of Perceived Value Differences

From this list of 34 value differences, it is evident tha® the three categories of values
identified by Bishop (1998) as possibly expressed in the mathematics classroom, namely,
mathematical, mathematics educational, and general educational, were useful in
describing most of the values which teacher participants perceived to be different and
potentially in conflict. Likewise, each perceived value difference had been classified as
mathematical, mathematics educational, or general educational. The rest of the values
involved in the perceived differences, however, appeared to relate to organisational

concerns, rather than being directly situated within the mathematics classroom. As a
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result, an additional category was needed to more fully describe the range of perceived

value differences observed. This will be introduced in Section 6.1.1.4.

6.1.1.1 Mathematical Value Differences

Mathematical value differences refer to those incidents when there is a perceived
possibility, need or pressure for the immigrant teacher to portray mathematical values
corresponding to the Australian culture, when the teacher’s actions may otherwise be
guided by mathematical values corresponding to her home culture. Of the 34 value
differences reported during fieldwork with the eight teacher participants, only one of
these pertained to the nature of (school) mathematics. In other words, across the countries
and cultures represented by the teacher participants of this study, there appears to be
relatively few differences in how the discipline of mathematics is valued, Specifically, the
observed mathematical value difference pertained to precision. Interestingly, with regards
to her valuing of the precise nature of school mathematics (language), Deanne expressed
the view that the Canadian emphasis on the value might be due to the ‘old school
formula’ that ran through both her schoo! education and the culture of the school system
in which she taught. That is, there was the possibility that the focus on precision of
mathematics might have become weaker in Canada as well over the period she had

migrated to Australia,

Thus, it appeared that values related to the mathematics that the teacher participants
knew in their respective home cultures were no different from the values that were
inherent in the discipline of mathematics in Australia. It was as though the discipline was
a constant and coherent entity across cultural borders. This phenomenon had been
observed despite literature evidence of the socio-cultural nature of mathematics as a
scientific discipline (Section 2.1.1), which emphasised the different mathematicses that
developed in different cultures as these cultures confronted their own needs and made
sense of the environment within which they situated themselves. Indeed, the teacher
participants® experience recorded in this study and the ethnomathematics movement
discussed in Section 2.1.1 seem to indicate the presence of a pan-cultural mathematics
discipline that presented itself in all cultures, ethnic or otherwise, and that which is often
taught in schools in these different cultures. That different ethnic cultures had contributed
to the development of ‘real’ mathematics (Bishop, 1990; Joseph, 1993) might in fact

serve 1o reinforce the pan-cultural nature of this conception of mathematics, which
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Bishop (1988) had referred to as M (against m for the ethnomathematical knowledge).
The ongoing contribution to this form of knowledge by mathematicians from different
cultures today may suggest that this M continues to develop free of any flavour of ethnic
cultures. However, this is not to imply that M is culture-neutral. It has its own set of
mathematical values (such as the three complementary pairs identified by Bishop (1988),
and listed in Section 2.2.5), and it may well be that the preservation or development of
these values are being regulated by a group of mathematician gate-keepers. These may be
in the form of prominent voices at academic mathematics conferences who debate the
relevance or validity of emerging mathematical theorems or proofs. They may also be in
the form of authoritative pens of the editorial boards of academic mathematics journals,
which influence what get published and what do not. There are also the referees and
sponsoring corporations for mathematics research funding agencies, and these may signal
ideological or commercial implications developed along particular directions.
Unfortunately, the relative affluence of Western funding agencies has meant the
possibility of this pan-cultural mathematics being identified with Western mathematics as

a result,

This is thus possibly the scientific discipline of mathematics that has been introduced
to different parts of the world, either through its association with the Western civilisation,
through the political, commercial or religious colonists past and present, or through
educational aid projects initiated by agencies such as UNESCO, the World Bank, and
AusAID. In so doing, there is a perception that there is one ‘real’ mathematics, and the
different ethnomathematics can somehow be regarded as relatively primitive and thus
become marginalised. This ‘real’ mathematics belongs to the category of hard sciences,
free from the socio-cultural subjectivities that may be characteristic of the softer, social
sciences such as the languages, history, and geography. The positioning of mathematical
studies departments in tertiary Faculties of Science certainly reinforces such views. In
turn, students of mathematics, and thus the general population, acquire an internally-
consistent set of mathematical values, that becomes immune to cultural differences when
an individual functions across cultural borders, as the eight teacher participants’

professional socialisation experiences has demonstrated.
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6.1.1.2 Mathcmatics Educational Value Differences

If the mathematics discipline and the school subject of mathematics were considered
by the teacher participants to be culture-neutral, the reporting of mathematics educational
value differences implied that the way this knowledge is learnt and taught is not. In fact,
the category of mathematics educational value differences was most commonly reported
by the teacher participants. Twenty-three of the 34 value differences examined amongst
the 8 teacher participants had been mathematics educational in nature, where the source
of difference and the potential for dissonance and even conflict arose from perceptions of
different ways of mathematics teaching, and by extension, different views of mathematics

learning.

How mathematics teaching/leaming was valued differently in different cultures was
observed to express itself in different aspects of the curriculum, that is, intended,
implemented and attained. In terms of the intended curriculum, there were instances when
teacher participants reported value differences that were evident between the curriculum
frameworks of their respective home cultures and the CSF operating in Victoria. For
example, in the value difference relating to conceptual understanding that was perceived
by Rana, she noted how this value was more emphasised in India through the inclusion of
formal proof in the Indian curriculum staterments, whereas this form of explanation was
not evident in the CSF. Value differences were also observed in the implemented
curriculum, such as in Manoj’s observation that similar mathematics content might be
delivered in Fiji in ways which were more teacher-centred than in a typical mathematics

classroom in Victoria.

Aspects of the nature of the attained curriculum might also be valued differently in
different educational cultures. Student learning, for example, appeared to be evaluated in
different ways, thereby demonstrating different values relating to assessment (an aspect of
the attained curriculumy), as was reported by Deanne in her reflection of her teaching
experience in Canada. There, there was a focus on formal examinations and tests as a
means of assessing student leaming,. In Victori vever, she had noticed a valuing of
alternative assessment, in which student progt.. ..as evaluated through such means as

extended projects.
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6.1.1.3 Gencral Educational Value Differences

The mathematical and mathematics educational value differences discussed above are
certainly directly related to how different aspects of the discipline of mathematics, the
school mathematics curriculum, and the pedagogy of school mathematics were perceived
by the teacher participants to have been valued differently in the Victorian mathematics
classroom when compared to their respective home culture sites of professional practice.
On the other hand, cross-cultural value differences which were related to more general
educational aims were also reported by 5 of the teacher participants. A total of 8§ such

incidents were reported by these teacher participants.

Amongst these reported differences that were related to general educational values, it
might be seen to be significant that half of them were experienced by multiple teacher
participants. Specifically, power distance was observed to be valued differently in
Australia by Carla (Romania) and Deanne (Canada), while respect appeared to Manoj
(Fiji) and Khalig (Lebanon) to be valued differently in Australia. Notably, the relative
emphases of these in Australia were similar across teacher participants, even though the
teachers involved had come from a diverse range of cultures. That is, the mathematics
classroom in Victoria, and by extension, the Australian society appeared to these teachers
to be valuing power distance or respect less than in the teachers’ respective home
cultures. In fact, in Hofstede’s (1997, Table 2.1) survey of 53 cultures, Australia ranked
13™ in terms of cultures with low power distance, behind Great Britain and the
Scandinavian nations. In particular, Canada (Deanne’s home culture) has a higher power
distance index than Australia, whereas Romania (Carla’s home culture) was not surveyed

in Hofstede’s study.

Deanne’s experience with the use of Canadian mathematics textbooks, and her
subsequent perception that the Australian mathematics textbooks did not appear to
explicitly promote diversity were significant, given that both Australia and Canada are
amongst the most multicultural societies in the world today. 1t is likely that the rate of
demographic changes to the contemporary Australian society is not complemented by a
corresponding ‘trickling-down’ effect to the individual Australian of the country’s
commitment to multiculturalism or diversity in the major Australian cities. Further,
Deanne’s observation implied that little or no attempt was made to cultivate such (general

educational) values in the young through school mathematics education. On the other
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hand, the current federal government policies relating to the ‘stolen generation® of the
Aboriginal Australian population, its response to ‘illegal’ boat immigrants, and its
hardline approach to global and regionatl terrorism, have all served to reinforce ideas of

selective diversity and fear of (ethnic) differences in the community.

6.1.1.4 Organisational Valuc Differences

This study has also found that the values that were apparently underlying perceived
differences were not always deriving directly from the mathematics classroom. As was
mentioned in Section 5.4.2.5, values which were emphasised at the organisational level
{such as school values) could be brought to bear in the context of the immigrant teachers’
decisions and actions in the classroom, resulting in value differences being perceived. The
source of these organisational values may be evident if educational systems are regarded
as social institutions, which traditionally embody the values and norms of the very people
who design and structure them (Bruner, 1996) — politicians, and to a certain extent,
stakeholders such as educational boards (for example, in Victoria, the Viclorian
Curriculum and Assessment Authority), school councils, as well as the relevant

professional associations and unions. In fact, they

specify more concretely what roles people play and what status and respect these are accorded —
though the culture at large expresses its way of life through institutions as well. (Bruner, 1996, p.
29)

Specifically, both the organisational value differences reported by two of the teacher
participants related to differences in the level of support that was available for these
professionals, although the type of support in each case was different. For Deanne, this
was about a perceived lower level of emphasis on professional support in the Australian
mathematics classroom, relating to teaching resources such as textbooks and professional
journals, as well as to the different ways in which department meetings were conducted in
Australia and in Canada (see Section 5.4.2.5). As for Betty, she noticed a relatively
greater emphasis in Australia of administrative support that was offered to teachers,
Clearly, these two types of support had one or more educational institutions as the source,
such as the ministry of education and/or school. In this way, then, the nature of the
valuing of these has been labelled ‘organisational’ in this study. In terms of the immigrant
teachers’ soctalisation, the perception of organisational value differences impacted on the

teachers’ classroom practices, as demonstrated through Deanne (Section 5.4.2.5) and

Betty’s (Section 5.7.2) accounts.

21




- ————

6.1.2 Teacher Scnsitivity to Perceive Value Differences

It has been interesting to observe in this study that value differences were not
perceived by immigrant teachers from non-Western cultures only, as might be possibly
expected by some, Amongst the teacher participants in this study who reported a total of
34 value difference incidents, there were two immigrant teachers from Canada and
England, who were also perceiving value differences like their colleagues from other
cultures, For instance, for Betty who had come to Australia from England, these value
differences have been — and continued to be — perceived during her professional
practice as a teacher of mathematics, that is, despite the fact that the wider Australian

society has its roots in the English culture historically,

1t is likely then that just like their carrier agent, language, cultures Jevelop along
different paths regardless of how close they might have been in the past. In doing so,
cultures placed different emphases and values on comparable aspects of thinking, feeling
and acting. That there is no banding or categorisation of the cultures surveyed in
Hofstede’s (1997) value continua (see Section 2.2.1) supports this notion that no two
cultures share similar values consistently in different aspects of their functioning,
Significantly, the internalised nature of values imply that if even immigrant teachers of
secondary mathematics from England could perceive value differences in their
professional socialisation experiences in Australia, they are as likely as immigrant
teachers from other cultures to experience difficulties, conflicts or dissonance in almost
all aspects of their (professional) lives. In other words, there is a need to guard against
misconceptions that immigrant teachers from ‘Western’ cultures should have
inconsequential or no encounter with value differences in the mathematics classroom of

other ‘Western’ cultures.

It was also evident through this study that irrespective of the number of years the
teacher participants had been practising in Victoria, value differences continued to be
percetved as the student, classroom, institutional and social contexts changed with time.
That these value differences remained related to the teacher participants’ own home
values suggest that as long as each immigrant teacher retains part of her home culture’s
values, perceived value differences will likely remain to be a facet of her professional
socialisation and professional lives in the Victorian mathematics classroom. Thus, there

has been no evidence in this study that teacher length of stay in Victoria might be a
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measure of an immigrant teacher’s disposition or sensitivity to perceive value differences
in their practice. Clearly, there are implications here for the fine-tuning of existing
mentoring or professional development programs for immigrant teachers and their
colleagues. For example, there may be a need for such programs to raise awareness that
value differences between cultures may still impact on the practices and norms of

teachers who might have immigrated to Australia 10 or 20 years prior.

Certainly, teaching experience which may be expressed through length of stay would
probably have provided immigrant teachers with multiple opportunities to hone their
responsive approaches to particular value differences. The certainty and confidence with
which Manoj talked about how he dealt with perceived value differences was likely the
manifestation of 27 years of teaching mathematics in Victoria. On the other hand,
immigrant teachers who had demonsirated a keen awareness of value differences in their
practice and an empowered ability to negotiate these were not necessarily teachers who
had been ‘veteran immigrants’. Carla was one such immigrant teacher amongst the
teacher participants, whose 5 years of teaching in Victoria placed her as being the second

youngest immigrant teacher in terms of teaching experience in Australia.

The discussion in Section 2.2.1 has perceived values as shared meanings of cultures,
which helped to frame this study in the perspective that the immigrant teachers’ personal
value systems were first cultivated i their younger years in their respective home
cultures. The strength of this internalisation of values in an individual’s personai value
system was certainly evident from the data collected in the study, for the value
differences perceived by the immigrant teachers were clearly referenced against what
were valued in their respective home cultures. Even for Manoj who had been teaching in
Victoria for 27 years afier leaving Fiji, day-to-day classroom interactions with his
students remained to be interpreted against the Fiji Indian vaiues with which he grew up.
In this light, value differences were construed in Chapter 2 as being situations with the

potential to lead to dissonance and conflict.

Betty’s perception of value differences relating to application and administrative
support, however, has also reminded us that not ali perceived value differences present
themselves to be affectively negative. While Betty recognised the differences in the
valuing of application and administrative support between the education systems in

Victoria and England, she was already identifying herself with how these qualities were
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valued in the Australian classroom, rather than subscribing to a lesser valuing of these
which Betty related to the English educational culture. In both these cases, the perceived
value differences were sources of professional consonance for Betty, because her own
values were aligned with the Australian culture. Betty might have been socialised to value
application and administrative support to the same degree as the Er rlish culture, but
evidently during her teaching experience in England, her values relating to these had been
modified. As discussed in Section 2.2.4, value change in an individual accompanies life
experiences, and it was likely that Betty's professional practice in her school in England
might have stimulated a modification of how she valued application and administrative
support, even though these changes had placed her ‘on the outer’ as a result. In fact, it is
likely that these two value differences might have caused Betty some dissonance in

England!

Thus, the findings of this study have not only validated current literature regarding
values formation, th=y have also demonstrated how our knowledge of values change may
be related to that of values formation to explain how perceived value differences need not

always imply a potential for dissonance.

Values change amongst immigrant teachers after they have arrived in Victoria could
also take place, such that the teachers’ approaches to these value differences might be
affected as a result. Manoj made reference to this in his appropriating the value difference
relating to academic achievement. The quote below demonstrates a change in his valuing
related to acceptance of people as they were, with the consequence that it impinged upoen

his responsive approach to the value difference:

Manoj: I think, as [ say [sic], 1 think over the years, your own {teaching] style
changes .... I have leamt to be tolerant, as | said, and to accept people as
they are. I think we [in Fiji] were sort of [having a kind of] restricted way of
thinking. I think here [in Australia] it's sort of what you call cpen-minded,
slightly different, (MP3: 454.461)

6.1.3 Value Differences as Relative

The five Hofstede’s (1997) value dimensions were introduced in Section 2.2.1. As
demonstrated by the continua of value dimensions, a particular country or culture may be
perceived to value a particular attribute more than another country or culture, but at the

same time less than a third country or cnlture. Thus, we saw how Deanne perceived ihe
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Victorian education system as valuing professional support less than the Canadian
system, whereas Betty was very happy to find the Victoria education system emphasising

the same value more than the system in England.

Beyond this organisational value difference, however, it was not evident from the data
that this relativity holds for any cther perceived value difference in the context of the
Victorian mathematics education system. That is, when Rana reported that Victoria did
not emphasise historical context as much as the Indian school system, there was no
evidence in this study of any other country’s educational system which valued historical
context less than in the Victorian classroom. Amongst the 34 value differences perceived
and reported by the eight teacher participants, however, what appeared to emerge was a
sketch of a mathematics education system in Victoria with distinct and unique features.

These features will be discussed in the last chapter.
6.2 Teachers’ Responses to Perceived Value Differences

The unique features of the mathematics curriculum in Victoria had certainly
contributed to the immigrant teachers’ perception of differences between cultures in the
valuing of mathematics, mathematics education, and education in general. Faced with
these perceptions in their respective mathematics classrooms in Victoria, how did the
immigrant teachers respond to them? What were the teachers’ responsive approaches to

mediating and negotiating these value differences?

6.2.1 Responsive Approaches Adopted

As is evident from Chapters 4 and 5, different approaches were adopted by the
immigrant teachers in tl:eir own negotiation of different value difference situations. Any
one immigrant teacher has been observed to adopt a variety of responsive approaches
towards the negotiation of different value differences perceived in her practice, a
phenomenon which was also reported in studies, such as those conducted by Chew and
Lim (1995) and Fast (2000) (see Section 2.3.2). In addition, the immigrant teachers in this
study have demonstrated that in practice, the same individual may adopt different
approaches in response to different contexts within which any one particular value
difference was perceived. These approaches were found to be adequately differentiated
with the five conceptualised approaches to negotiating value differences, as discussed in

Section 2.3.2, and as tabulated in Table 2.3. As mentioned in this earlier discussion, the
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conceptualised model was aimed at ¢stablishing a framework with which the experiences
of the immigrant teachers could be understood. That is, while observed teacher
approaches were compared against the five categories encapsulated in Table 2.3, there
were consistently conscious efforts against ‘forcing’ individual teacher approaches to fit
any one of the five categories, and there was explicit awareness of the need to identify
hitherto unaccounted-for responsive approaches, if any. As a result, Betty’s affinity to
two Australian values was documented, as was Carla’s sense of helplessness in resolving
one of the value differences she perceived in her mathematics classroom in Victoria.

These responsive approaches will now be discussed in turn.

6.2.1.1 The Culture-blind Approach

The culture-blind approach refers to a teacher response in which the teacher’s
assessment of the difference in values resulted in the teacher’s continual valuing of
mathematics, mathematics education, or education in a way that is characteristic of her
home culture. The introduction of this responsive approach in Section 2.3.2 was guided
by Bishop’s (1994) conception of it as an action reflecting an individual’s unawareness of
cultural difference. In our study, for each of the eight incidents (adopted by four of the
teacher participants) in which values related to the respective home cultures continued to
be espoused, it appeared to take place amidst an awareness and acknowledgement of
differences in the way Victoria and their respective home cultures were seen to emphasise
certain values, although in some of these cases the teachers had found it a challenge to
explicitly articulate what the Victorian mathematics education system or the wider society
valued. An example of this was Carla’s negotiation of differences related to her valuing
of proof. She was unable to account for the relatively less emphasis on mathematical
proof'in Victoria. She did not appear to have identified aspects of the Victorian education
system which might explain, for example, her perception of this aspect of trivialisation of
the discipline of mathematics. She just “found that stupid. I can’t see the point in there”
(CP3: 276). But, nevertheless, Carla was able to recognise a difference in valuing arising
from cultural difference, and subsequently responded to it to restore a sense of affective

equilibrium within herself.

In this regard, the use of the label ‘culture-blind’ to describe this responsive approach
may be misleading. As explained above, the individual adopting this approach affirming

relevant home cultural values appeared to be well aware of differences between cultures.
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_ That is, the immigrant teachers certainly did not appear to be oblivious of — or blind to
* — cultural differences. Perhaps, a change in the labelling of this approach from ‘culture-
blind’ to *status quo’ may be more appropriate in describing this nature of the teachers’
approach to ncgdti ating perceived value differences. That is, the 4 teacher participants in
this study who adopted the status quo approach in the 8 reported incidents chose to
maintain the status quo of the particular teacher actions or dispositions, in the same way
that mathematics teaching would be facilitated in similar contexts ‘back home’ in their

home cultures.

One might expect the status quo approach to be associated with relatively newly-
arrived immigrant teachers, since continued experience in the host culture should sensitise

a teacher’s personal value system to a greater alignment to the host culture. Yet, for
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Manoj who had been teaching in Victoria for 27 years, he was observed to continue to

demonstrate the status quo approach to several of his perceived value differences.

Does the status quo approach correspond to situations when the contextual factors

were all facilitating the teachers® continual valuing of qualities associated with their
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: respective home cultures? As the data showed, this might be the case for most of the
value differences that were responded to with the status quo approach, but Rana’s
experience with process demonstrated that a determination to validate the home culture
value could overcome any constraining factor, even if it might be imposed at the

institutional level, such as that of the teaching schedule which Rana experienced.

6.2.1.2 The Assimilation Approach

When an immigrant teacher responds to a perceived value difference with the
assimilation approach, she is acting in ways which affirm the Australian value whilst her
value schema remains committed to the home culture value that is in conflict with the
Australian value being portrayed. This approach was observed in 4 value differences

perceived by 3 teacher participants in this study.

Examining the personal background and values of these 3 teacher participants, it
might be possible to suggest why their actions did not reflect what they actually valued in
these 4 cases of value differences. Amongst all these 3 teacher participants, none adopted
the status quo approach in the other value differences each perceived. It is thus likely that

these immigrant teachers had the disposition to avoid emphasising their home culture’s
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values in instances of perceived value differences. They might, however, accommodate,
amalgamate or appropriate, as they did for the other value differences they perceived.
That is, for these immigrant teachers, it appeared that they might prefer to assimilate
rather than to negotiate value differences with the status quo approach. Afier all, Khaliq
personally felt it important to reflect the Australian cultural values in his teaching style
and pedagogical content (KQ 31, 32; KP1: 90, 133-134; KP2: 19). As for Li Kang, his
assimilation response for the value difference of technology might reflect the effect of the
competing value of (student) self-esteem, but in relation to the other difference to which
his response was one of asstmilation, which was related to the valuing of practice, it
might be plausible that as an ethnic Chinese, a personal valuing of collectivism might
have prevented Li Kang from emphasising only the value he subscribed to, For someone
who values collectivism, the approach towards relationships has been to maintain
harmony and to avoid direct confrontations (Hofstede, 1997). Saka’s assimilative
response to the difference in the valuing of initiative, on the other hand, appeared to have
been an expression of his concern that insisting on emphasising initiative in the
Australian mathematics classroom might be a futile attempt anyway (Section 5.10.2).
Thus, the 3 teacher participants had different reasons for selecting the assimilation
approach, although for the same reasons, the status quo approach was not selected

instead.

6.2.1.3 The Accommodation Approach

The accommodation approach to negotiating perceived value differences involves the
teachers embracing Australian values at the expense of the home culture’s values with
which they were perceived to be in conflict. A resolution of value differences through this
approach is evidenced by the affirmation of the Australian culture in the teacher’s
planning exercise and classroom decisions. In this study, 5 instances of the use of this

mode of negotiation were reported by 4 of the teacher participants,

Amongst these § value differences to which the accommodation approach was applied
were 2 instances relating to a perception of the de-emphasis of power distance in the
Victorian mathematics classroom, This was perceived by Carla from Romania, and
Deanne from Canada. The relatively low power distance observed in the Victorian

educational context was apparently reflected in the wider society as well; according to

218




Hofstede’s (1997, Table 2.1) survey, Australia ranked 13" lowest in terms of power

distance amongst 53 participating cultures,

In relation to this approach to negotiating perceived value differences, it is remarkable
that one of the questionnaire respondents seemed to have embraced the Australian values

and way of life in all aspects of his professional and personat life. This immigrant teacher

had migrated from Myanmar, and from his written responses (such as those shown
below), it appeared that a cause for this kind of professional change was perhaps the

deeply-ingrained negative experiences brought about by strong political or institutional
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agents in a teacher’s home country. A contrasting view of the Australian society as being

fair and free might, then, induce the immigrant teacher to embrace all that the host society

Ty AL

has to offer.

Excerpts of this immigrant teacher’s responses will be presented below for the

purpose of sharing with readers the affective intensity he had been (and still was at the
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time of this study, apparently) going through whenever he was reminded of Myanmar.
This serves to help us understand why the teacher embraced all that were associated with
the Australian mathematics education system. This also potentially enables us to
j understand why intense affective experiences can stimulate significant value changes over
a short period of time, at the same time providing support for the argument against the 7

criteria of the ‘valuing process’ (see Section 2.2.2).

Anstralia embraces TRUE democracy. In Burma [as Myanmar was previously cailed], tyrants still
reign. Power is expressed as [the] number of fire-arms one owns. You would be king, if you owna
¢ nuclear missile in BURMA. (RMQ 42b)

Burma was always, will always be ruled by despots. For many years, they wrongly used the word
‘democracy’ (1948-1962). But not a singular Burman ever understood the meaning of
‘FREEDOM’. Canes, chains, goals, missiles are their built-in culture, (RMQ 43b)

1 am an Australian now, | love democracy practised in this great Nation [sic]. | am not influenced
by Burmese Culture in any way in my teaching at all. (RMQ 42¢)

I have come to Australia to enjoy a perfect life-style. 1 am not [in] the least bent by
Multiculturalistic approaches. My philosophy is that, I will do what the others do except going out
sun-bathing because my skin is dark enough. (RMQ 42d)

[With regards to school mathematics,) the significance difference between two means p pym, and p
Awstalia 15 TIONE, in the way that, both samples originate from the same culture, predominantly
English. But the way it is taught is culturally different. One is taught with a cane, the other is by
means of positive appraisal. (RMQ 43a)

This difference has influenced in {sic] my teaching, giving a free-people to learn something of ;
value in their own will. As a matter of fact, you should leam how we teach our kids in Australia ;
instead of creating a cultural diversity. (RMQ 43¢) g
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6.2.1.4 The Amalgamation Approach

When a perceived value difference is negotiated with the amalgamation approach, the
immigrant teacher’s subsequent practice portrays both the home and host cultures’
pedagogical traditions, such that the values involved coexist and that the cultural
traditions which these reflect are identifiable. In this manner, the amalgamation approach
differs significantly from the three approaches discussed earlier. The status quo,
assimilation and accommodation approaches represent a teacher’s alignment with values
related to either her home culture or the Australian culture that are involved in the
perceived value differences. When the approach adopted is one of amalgamation,
however, the teacher is mediating the situation by portraying relevant values of both the
home and Australian cultures. That is, as far as the classroom interaction encompassed by
the perceived value difference is concerned, the teacher is neither practising as she would
have been had she becn teaching in her home culture, nor acting in ways that correspond

to a ‘typical’ Australian secondary mathematics teacher.

Three of the teacher participants had adopted this responsive approach in 3 different
perceived value difference situations. Khalig’s practice in Lebanon and Victoria had led
him to value both application and concepts in his pedagogy. While Betty continued to
identify with algebraic solutions to mathematical problems, the competing value of
efficiency had resulted in Betty valuing student use of technology to solve more tedious
problems. For these two teacher participants, it is likely that the level of internalisation of
application (for Khaliq) and of rechnology (for Betty) had increased within their
respective personal value schemas after they had begun teaching in Australia. If the
values of such systems are seen to be related in a schema-like fashion, then the effect of
an immigrant teacher adopting the amalgamation approach on the personal value schema
may be visualised as a relocation of value branches (corresponding to the new adopted
values) closer to some central core. In the cases of these values being embraced for the
first time, the corresponding effect would then be one of the introduction of new
branches. This visualisation of the organisation of the personal value system as schema is
also useful in discussing competing and overriding values, and it will be highlighted again

in Section 7.1 of the next chapter.

Regarding his perception of a cultural difference in the valuing of fechnology, Saka

drew on his personal valuing of efficiency. While institutional policies had meant that
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Saka had to allow his students to continuc using the calculator in his mathematics class,
he had to allow student access to technology. On the other hand, his valuing of paper-
and-pencil skills and efficiency was manifested at the same time, through his explicit
encouragement to students to make use of these personal computation skills to work more
efficiently, Thus, both technology and paper-and-pencil skills were amalgamated in
Saka’s actions and emphasised simultaneously, while features of these individual values

remained distinct and ‘separable’.

It is also interesting to note that in the value difference of rechnology perceived by
Betty and Saka, where efficiency expressed itself as a competing value, the nature of its
influence was in opposite directions. In Betty's case, her valuing of efficiency was
prompting her to embrace the emphasis on tecinology. On the other hand, for Saka, he
had associated non-technological ways of doing mathematics as being more efficient for
the solution process. Thus, this culturally-referenced valuing of efficiency provided a
striking example of the socio-cultural nature of perceived value differences. In other
words, the same value (such as e¢fficiency) embraced by two different cultures may be
interpreted and espoused in ways which lead to opposing actions, creating dissonance and

even conflicts!

6.2.1.5 The Appropriation Approach

The appropriation of perceived value differences was the most commonly adopted
approach amongst the immigrant teachers, accounting for 12 of the value difference
situations observed. All but one of the eight teacher participants were found to have
responded to at least one perceived value difference through appropriation. When a
teacher appropriates difference, aspects of her teaching style that are related to the value
difference undergo a transforrnation that customises them to the Victorian school
mathematics pedagogical context, by blending appropriate and relevant values of both the
home culture and the Australian culture. Whilst features of the home and/or Australian
culture may be identified individually in the amalgamation approach, with the

appropriation approach these may not be easily picked up as distinct qualities.

For example, in one of the value differences perceived by Deanne, her valuing of
precision in the use of mathematical language was challenged by the need to take into
account the emphases on (student) confidence, concept and skill in her Victorian

mathematics classroom. While she remained committed to the need for students to
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cultivate the value of precision, she did not negotiatc the value difference with the status
quo approach, Neither was her response (discussed in Section 5.4.2.1) demonstrative of
amalgamation, as there were instances in which Deanne had downplayed the emphasis of
precision (see Section 5.4.2.1 for examples). To the extent that fostering student
confidence was an important consideration in Victoria, to the extent that cultivating
student competency of the related concepts and skills was crucial, Deanne was ready to
allow her valuing of precision to be portrayed less correspondingly. Adopting the
appropriation approach to resolve her dissonance, Deanne’s practice took on a form
which incorporated both sets of values in a way such that their espousal represented a

balance in emphasis between themselves according to the context in which the value

difference occurred.

Another example of appropriaiion was demonstrated through Manoj’s negotiation of
differential valuing of academic achievement. Over the years of teaching in Victoria, he
had come to value what might be called capability, embracing the idea that students could
differ from one another in terms of cognitive capabilities, While Manoj continued to
value academic achievement, the appropriation approach to mediating its ‘clash’ with
capability had meant that he could not poss.oly expect all students to excel in school
mathematics. Thus, again, there was a situation where the ongoing emphases of both
these values could not be made at levels cotresponding to Manoj’s internalisation of each

of the values individually, but rather, they co-existed by balancing each other’s portrayal.

The idea of the value schema was mentioned in the discussion of the amalgamation
approach (Section 6.2.1.4). While the value schema of an individual involves either the
addition of new ‘value branches’ or the promotion of some existing ones, our discussion
of appropriation implies that the value schema is probably more structurally affected in
ways which alter not just the location of ‘value branches’, but the nature of each of these
as well. Deanne’s appropriating of the value difference of precision, for example, might
have prompted a reorganisation of her value schema, specifically ‘value branches’
relating to precision, confidence, concept and skill, one which not only affected the
relative position of each of these to the central core, but also (as we have seen) the
meaning attached to each value, including how each has become related to the valuing of

the others.
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6.2.1.6 Teacher Affinity with Australian Values

Betty’s response to her perception of the value differences of application and
administrative support has been described in this study as one of affinity. While Betty
believed that the Victorian and English educational systems valued the applicational
nature of (school) mathematics and the nature of administrative support available to
teachers in different ways, she had questioned the way in which these two aspects of her
practice was actualised in England. There (in England), Betty had developed a valuing of
explicating the applicability of mathematics, and a frustration at the lack of opportunities
for teachers to expand or ennch their professional worldview. The professional workplace
in which Betty found herself after migrating to Victoria, on the other hand, appeared to
her to be embracing application and administrative support in ways which were aligned
to her valuing of these qualities, Thus, although a value difference was perceived in these
two instances, they were not likely to be sources of dissonance for Betty; instead, she felt
a personal affinity to these aspects of mathematics pedagogy and institutional

organisation,

Betty’s data indicated that while the personal value systems of most immigrant
teachers might be aligned to the values of their home cultures, ongoing experiences or
developments within these home cultures could also have prompted their members to
question some of the values the cultures purportedly upheld. That two of the three types
of value differences perceived by Betty were instances of affinity did not imply that her
personal values were not typically English, however. This is because there might well be
values to which Betty subscribed which were equally embraced in the Victorian and
English educational cultures, and which thus did not express themselves in the form of

value differences.

The sense of frustration and helplessness reported by Carla (Section 5.3.2.5) in some
cases of her perceived value difference relating to power distance indicated the possibility
that not all of these value differences were, or could be, mediated successfully by the
immigrant teachers. This phenomenon was also noted in one British immigrant teacher
responding to the questionnaire survey (Section 4.2.2), where he expressed his frustration
at aspects of the mathematics educational culture in Victoria with which he was unable to
effect desired changes. These examples serve to remind us that despite immigrant

teachers’ successes at negotiating perceived value differences, and despite their remaining
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in the mathematics teaching profession, these riced not indicate in any way that all of
them had been able to resolve the differences they had perceived as they practised across
cultures. Also, the responsive approaches an immigrant teacher has adopted in mediating
some value differences need not be equally effective in helping her deal with the other
differences she might perceive, and this is perhaps one of the main reasons why the
teacher participants in this study had been observed to select multiple responsive

approaches.

In fact, Carla’s experience with the differential valuing of power distance in the
Victorian and Romanian mathematics classrooms presents an example in which any one
value difference might be negotiated successfully in relation to scme context (e.g. when
Carla felt that the student comments were made in response to some tnistake she had
made), but remained unresolved given a different set of contextual conditions. There is no
reason to propose that Carla’s apparent inconsistency in negotiating differences in the
way power distance was valued was an unique set of incidents; different contexts within
which value differences occur do logically affect personal meaning-making of the
associated reality, thus calling for the interpretation of each of these using different
personal values. That Carla felt a sense of personal responsibility as contributing to the
student behaviour in some of the power distance incidents had obviously guided her
interpretation of what the students said as being somewhat justifiable. In situations where
she felt that she was not personally at fault, the same kind of student behaviour would

have been a source of frustration for her.

In other words, although the immigrant teachers participating in this study had been
able to mediate all but one of the 34 incidences of reported value differences, there exists
a likelihood that future perception of any of these in a different set of contextual
conditions may tun out to be 3 zoatinuing source of dissonance, frustration or

helplessness for any of the immigrant teachers.

6.2.2 Beyond Responsive Approaches

While the conceptualised range of teacher responsive approaches (shown in Table
2.3) has been useful in contextualising and making sense of the experiences of the
immigrant teachers in this study, the exercise also highlighted the possibilities that a
teacher’s personal values might actually be aligned with Australian values (instead of her

home culture’s values) in some perceived value differences, and that not all value
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differences that were perceived were responded to in ways which eliminated dissonance.
The five approaches listed in Table 2.3, nevertheless, have been found in this study to be
useful when exploring value differences. Furthermore, Betty's affinity with two
Australian values was contextualised against her knowledge that there was no need for
mediation. Also, Carla’s sense of helplessness with the perceived difference in the
valuing of power distance reflected the difficulty she sometimes faced in resolving the

dissonance that she perceived.

An inclusive presentation of the immigrant teachers’ responses to perceived value
differences would thus be more than accounting for the approaches that may be adopted
to negotiate these differences. It would not only celebrate the teachers’ abilities in
responding successfully to difference, but would also highlight obstacles and difficulties
experienced by this group of teachers in other instances of perceived value differences.
Such a presentation would also demonstrate that not all perceived value differences are
necessarily signposts to dissonance and conflicts. An attempt at this kind of
representation is shown in Table 6.1. Understandably, some of the descriptions of the
responsive approaches have been fine-tuned, as a result of the meanings constructed

through researching with the immigrant teachers in this study.

The possible teacher responses listed in Table 6.1 should not be regarded as a
taxonomy. In other words, professional socialisation is not associated with a
developmental progression of responses to perceived value differences, from helplessness
to appropriation (or in some other order). There has been no indication in the data
collected that responsive approaches change with teacher experience, or that some
approaches were more empowering than others in helping immigrant teachers mediate the
value differences. With the obvious exception of helplessness, each of the other
responsive approaches appeared to enable the immigrant teachers coricerned to restore

consonance and resolve conflict in their own unique ways.

That is not to say, of course, that the responsive approach to any particular value
difference does not possibly change through time. Personal values change (Section 2.2.4)
as a result of ongoing experience and reflection, and the transition process immigrant
teachers go through in the workplace and in the wider Australian society can intensify
such an evolution. As a result of such modification of personal values, sensitivities to and

reflections of what might constitute Australian and home culture’s values develop, and
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interpretation and sense-making of difference and conflict are fine-tuned. Against this
background, it is reasonable to propose that experience and length of service can

stimulate changes to responsive approaches. A longitudinal research design applied to a
similar study such as this should be able to uncover such developments. What is not likely
is that these changes reflect the adoption of ‘better” ways of mediating value differences
— at the time of negotiation and mediation, the approach adopted is contextually the best

response since it serves to restore the individual’s sense of consonance.

Table 6.1
Responses by Immigrant Teachers to Perceived Value Differences in Mathematics
Education
Culture to
which personal Response Assumption Teaching
value is
aligned
Avstralian There is no culture conflict; The Australian culture
culture Affinity my value is aligned withthe  supports my mathematics
Australian culture, teaching style.
There is no apparent way to My mathematics teaching
Home culture Helplessness negotiate the different values  style may not be consistent,
satisfactorily. and I may not know what 1o
do.
My home culture should be I teach mathematics in the
Status quo espoused. same way I did in my home

culture,

Assimilation

The Australian culture
should influence the surface
characteristics of my
mathematics teaching,

1 include the Australian
cultural contexts in my
teaching, such as in examples
and problem sums.

The Australian culture

Planning and classroom

Accommodation should be espoused, decisions portray the
Australian culture,
The essence of my home My teaching reflects a
Amalgamation culture and the Australian synthesis of teaching styles
culture should guide from my home culture and
mathematics teaching. from Australia.
My home culture and the My mathematics teaching
Appropriation Auwstralian culture should style consistently reflects an

interact 1o inform my
mathematics teaching.

adaptation of my home
culture to local norms and
practices.

Thus, as we saw in Chapter 5, Saka might have only taught for 1 year in Victoria, but
his responsive approaches to perceived value differences incorporated the relatively more
cognitively complex approaches of amalgamation and appropriation. On the other hand,

Manoj had clocked 27 years of mathematics teaching in Victoria, but his choice of the
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status quo approach in his practice did not appear to have undermined his professional

effectiveness, nor his affective health.

It might be obvious that the nature of an immigrant teacher’s personal value system
affects her interpretation of any mathematics classroom incident as a value difference (or
not), at the same time as it defines the extent to which the home culture’s influence
contributes towards a gap between personal values and Australian values. In terms of the
responses to such differences, however, what emerged from the data was a sense amongst
the immigrant teachers that social factors played a significant role in helping them
interpret, and subsequently respond to, difference. As is evident from the various value
difference matrices, these factors might be contextualised in different aspects of the
immigrant teachers’ professional reality (classroom, institutional, cultural, etc.), and
might act as either constraints or affordances towards any inclination to act in ways that

embrace the home cultural values, This will be the focus of the next section.

6.3 Contextual Factors guiding Teacher Responses

6.3.1 Factors Contributing to Perceived Valuc Differences

Data from both the questionnaire survey (in particular, to item numbers 40 — 44} and
the in-depth study with 8 immigrant teachers have suggested that immigrant teachers’
{(subconscious) choice of responsive approaches to perceived value differences were
guided by social factors that related to the value differences as these were perceived.
Although it was not the focus of this study to account for the causal factors of the vahue
differences perceived, it was inevitable that the teacher discourse was often
contextualised against the sources of the differences. As we saw in Section 4.2.3, the
questionnaire survey responses demonstrated immigrant teacher attribution of the
perceived value differences to historical, political, societal and economic factors. Similar
messages were also heard during the interviewing of the eight teacher participants, as
reported in Chapter 5. For example, Deanne’s perception that diversity was not as valued
in her mathematics classroom in Victoria as in Canada was contextualised in her
observation that aspects of the Australian society were found wanting in embracing this
value, such as the community within which her school was situated and the textbook

writers, The following quote relates to how these societal factors might influence the
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attitude of students in Victoria towards valuing diversity:

you might be having a conversation with kids particularly given what happens {sic] in the States
[ie the September 11 tragedy at New York], and with the refugee crisis [ie the plight of asylum
seckers at detention centres in various parts of Austratia). Some of the attitudes are quite shocking i
at times, part of that is because they are kids, and part of thal is maybe they are attitudes they get L
{from older parents. But they are not quite as embracing difference as I like them to be. (DP3: 43-

47

Quite clearly, these historical, political, societal and economic factors that contributed
: to cross-cultural value differences could be related to the values embraced by the local
culture. The discussion in Section 2.2.1 highlighted the significance of values as cultural
products of shared meaning. Such values might exist at the interactional, institutional or
societal tevel. Thus, Rana’s observation of a differential valuing of groupwork between

Victoria and India was interpreted by her to be a reflection of how the value was

embraced at the institutional level:

Here [in the Australian classroom}, it’s— we don't really care that you work with someone ¢lse to
get your solution, provided you understand it. That’s the attitude here. Over there, it has to be
yours, because you are going to be assessed on it. It must be some overt kind of answers. And you
can’t get help for — you must do it by yourself. That’s a big difference. So group work is
encouraged here. Group work is not encouraged there, (RP2: 106-110)
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Factors contributing to perceived value differences have been discussed here in a
section devoted to factors upon which immigrant teachers’ responsive approaches were
based, because these sources of difference were often part of the contextual factors
guiding teacher response. For example, in Deanne’s case, a consideration of both the little
cultural variation in the community and teachers’ frequent dependence on textbooks
probably constituted part of Deanne’s reasoning over the most appropriate response to the

value difference regarding diversity.

6.3.2 Values Underlying Contextual Factors

These contextual factors were themes identified by the immigrant teacher participants

ALt e T R s Ft R NS Y AR o

and me during our inquiry into the ways in which perceived value differences were
negotiated by them. These themes might be the immigrant teachers’ conceptions and
interpretations of the value difference, such as Saka’s belief in the importance of regular
exercising of the brain to maintain students’ proficiency in mental computation in the
value difference relating to technology. They might also be externally-referenced; for
example, in Saka’s perception of a difference in the valuing of rechnology, one such

factor was his observation of students’ reliance on the calculator in Victoria. Such = factor

might also be viewed against a wider context beyond the classroom, such as Khaliq’s
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awareness of career trends in the Australian society in his negotiation of the value

difference of customisation.

Each of these contextual factors could be seen as a manifestation of personal or

societal values, Whether the factors arose from an observation of a phenomenon, from an

interpretation of a phenomenon, or contextualised within the personal belief of the

‘players’ in the value difference situations, they reflected the worldviews and emphases
play P

of the immigrant teachers’ respective home cultures and/or Australian values. That Carla

responded differently to the value difference of power distance in different contexts

reflects how a different configuration of the set of contextual factors might affect the

responsive approach adopted in any value difference situation. For Carla, the presence or

absence of the contextual factor of her making a mistake in class was evidently pivotal in

guiding her subsequent response to comments made by her students. Carla’s concern

against denting student confidence was also a factor that influenced her response:

Interviewer:

Carla:
Interviewer:
Carla:
Interviewer:

Carla:

(CP1: 249-272)

.... What happened was that you told them to write at the top of the _
worksheet, ‘calculators, etc, degrees’, okay. And you have this, and you said
that, “we normally make mistakes, and we forget to change from radians to
degrees.” And you have that girl _ behind who shouted out this thing,
“including you?"

Yeah.

I assume that we don’t get this type of respcnse from students in Romania?
No, no.

So, what went through your mind before you responded to her?

Now I'm used to this, and I'm used to _ see, this is the difference here; there
are so many students who are, lack self-confidence, right?

So I have taught myself to tell the kids that [ make mistakes too.
In Romania, the teacher is perfect, the teacher never makes mistakes, right?

While here, you see, this is one of the ways that I have adapted to the
conditions. Here you have to tell the kids that anyone can make mistakes,
s0, yes, even | can make mistakes. Because __ their self-esteem is so low;
there’s nothing like that over there, so, you know, you have to go to the kids
actuatly, you know. And, ves, I mean, some are perfect, but no one is
perfect. And yes, ! make mistakes, so I'm used to that now.

The intimate relationship between values and action was discussed in Section 2.2.3. In

particular, it was highlighted that while values need not always be enacted, they clearly

played a key role in guiding an individual’s decision-making process leading to a choice

of action. This study has provided examples of a range of contextual factors which have
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been expressed in terms of their underlying values, and it had been significant to examine
how the values underlying these contextual factors ‘compete’ for articulation through the

teachers’ responsive approaches.

6.3.3 Facilitating and Constraining Contextual Factors

The representation in the value difference matrices of the contextual factors (see, for
example, Table 5.3) highlighted one way of classifying these factors, into facilitating (in
the sense that they supported the portrayal of values associated with the home culture)
and constraining (factors which constrained the poriray *. »fhome culture’s values). As
shown in the note section accompanying each value difference matrix, the facilitating
factors were aligned with the home culture’s values and were denoted by the plus sign,

whereas the constraining factors were denoted by the minus sign.

An exploratory survey of the questionnaire had revealed a possible association
between facilitating contextual factors and value differences related to school
mathematics, and an association between constraining factors and value differences
relating to mathematics pedagogy and mathematics discipline (Section 4.2.3). This
pattern, or any pattern for that matter, could not be discerned from the data collected in
the in-depth study with 8 immigrant teacher participants, however. Moreover, relating
nature of perceived value differences to nature of contextual factors may not be very
useful practically (given the depth of data collected with the 8 teacher participants): the
nature of value differences (i.e. mathematical, mathematics educational, general
educational, organisational) 1s beyond an individual’s control, and thus it may not be a

helpful approach from the perspective of professional development concerns.

On the other hand, given the breadth and depth of data collected in the in-depth phase
of this research, it may be worthwhile to look for any relationship between responsive
approach and nature of contextual factors (i.e. facilitating or constraining). If any pattern
can be discerned between these two variables, then, opportunities exist for modifying the
context within which perceived value differences occur to increase the chance of
particular responsive approaches to be adopted. An examination across the eight value
difference matrices, however, did not provide evidence of any relationship between an
immigrant teacher’s responsive approach on the one hand, and the proportion of
facilitating (or constraining) factors on the other, for any given value difference. Thus, the

status quo approach, say, may be associated with the negotiation of perceived value
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differences that had been contextualised in a set of facilitating factors. Yet, even though
Rana's response to the value difference of process was one which was status quo (Section
5.6.2.1), the negotiation process had likely taken into account two constraining factors
loo, namely, that of ‘cultural freeze’ and of the pressure of time brought on by her

teaching schedule.

Likewise, neither the assimilation nor the accommodation approaches was associated
with sets of contextual factors which were all aligned with the Australian values. Li
Kang's assimilation of the valuing of tec/nology, for example, was a responsive approach
that was adopted despite the presence of a facilitating factor, that is, his personal belief
that student mastery of skills related to particular mathematical topics should precede the
introduction of technology. When Carla accommodated to what she considered as rude
comments made by students, a personal contextual factor related to respect for authority
was a facilitating factor operating against constraining ones. It appears that in these
situations, values related to admission of mistakes and maintaining student confidence

were more important to Carla than respect (for authority).

Since the amalgamation and appropriation approaches incorporate one or more of an
immigrant teacher’s home culture values, as well as of the Australian values, it may be
expected that the contextual factors which related to each of the value differences
concerned included both facilitating and constraining factors. Indeed, the data showed
that each amalgamation or appropriation took place in the context of both these types of
factors, amongst which were values from both Victoria and the home cultures that were

affirmed together by the immigrant teachers through their chosen approaches.

The affinity responsive approach had not been associated with any contextual factor,
because the adoption of the approach in each of the cases observed in this study appeared
to be a direct response to a perceived favourable situation whereby there was an
alignment between what was valued personally by the immigrant teacher and what was
seen to be valued in the Victorian mathematics classroom. There was no evidence that the
contextual factors had influenced any immigrant teacher to continue to embrace her own

values through the affinity approach.

The discussion above highlights the possibility that beyond the number of and nature
of contextual factors operating in each of the value differences, the nature of the

underlying values of these factors were playing a pivotal role in guiding the immigrant
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tencher towards the most appropriate responsive approach for the particular value
difference situation, Thus, the influence on the immigrant teacher of| say, 3 facilitating
factors needed not be similar to 3 constraining factors, As has been alluded to earlier,

‘ these values were more likely to relate to — and influence — one another as competing
! or overriding values, Examples of how these values probably functioned as they were

observed in the data of this study will be discussed in the next section.

6.3.4 _Competing and Overriding Values

In a general sense, the notion of immigrant teachers of mathematics adopting
responsive approaches to perceived value differences in the context of epistemological,
pedagogical and societal factors (some facilitating, others constraining) by itself can be o

considered to be a meeting of competing values in each of these negotiation processes. As
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contextual factors were compared with and weighed against one another (albeit

j subconsciously at times), the values underlying these factors might be imagined to be
1 competing with one another for affirmation and subsequent portrayal. At times, one such 1
value would stand out from the rest, such as when the status quo, assimilation,
g accommodation or affinity approaches were adopted by the immigrant teacher. At other
E times, two or more values were embraced together (in the case of the »malgamation
iy

: approach), or were interacting to help define a novel, customised pedagogical practice (in

7 the case of the appropriation approach).

¥

; The discussion of competing (and overriding) values may also be made more

g focussed, by looking at the teacher negotiation process as possibly involving competing

values that were all part of an immigrant teacher’s personal value system. In such a
situation, the perceived value difference might be contextualised against a set of factors,
some of which were associated with values which the immigrant teacher also embraced.
The negotiation process, with the subsequent adoption of a responsive approach to

mediate the value difference, became one of challenging the composition of the personal

value system.

A few examples from the data may help to illustrate these relationships. In Carla’s

perception of the value difference of power distance, her personal valuing of this nature
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of teacher-student relationship was challenged by contextual factors which were
associated with competing values such as (student) confidence and self-esteem (Section

5.3.2.5). Though these competing values might have constituted part of Carla’s set of
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personal values, they might not likely have been related to her valuing of power distance,
if not for the constraining factors that operated in that value difference. Whatever
responsive approach Carla chosc to negotiate the value difference of power distance with
might have tipped the balance of emphasis amongst the competing values, atthough this
relative emphasis of one competing value over the rest was likely to remain sensitive to
prevailing contextual factors. Thus, in cases when Carla felt that the value difference had
been initiated by some mistake she had made in her practice, her accommodation
approach affirmed the relative dominance of confidence and self-esteem over power
distance. In other occasions, power distance appeared to assume a greater emphasis
compared to the other two competing values, to the extent that it rendered Carla helpless

in her response to students’ rude remarks.

Teacher negotiation of value differences involving personal competing values were
also documented with other immigrant teachers. We saw in Section 5.7.2 how Betty's
valuing of mental or paper-and-pencil ways of doing mathematics (against the greater
valuing of technology in Victoria) was challenged by her personal valuing also of
efficiency. For her, the quickest method of solving any mathematical problem was valued,
and she recognised that both the competing values could possibly be emphasised at the
same time. By amalgamating efficiency and technology, Betty acknowledged that there
were situations when valuing tecinology in her practice supported her valuing of
efficiency, situations where the use of the calculator led to a quicker solution process

compared to mental or paper-based methods.

Li Kang’s mediation of his experiencing of dissonance with regards to the valuing of
technology in Victorian classrooms also invelved personal competing values (Section
5.9.2). His concern at what he observed to be student reliance on tools like calculators
was similar to Betty’s, The competing value associated to this value difference of Li
Kang, however, was different from that of Betty’s; his valuing of (student) self-esteem
presented for him a tussle between discouraging students from relying too much on
technological tools in their mathematical work and sustaining students’ sense of worth
through use of these tools. (As will be discussed in the next section, self-esteem was
possibly a second-hand value when it was first embraced by Li Kang.) Ultimately, Li
Kang’s response was one of assimilating the value of technology in his practice. Clearly,
self-esteem “got the upper hand’ in this particular value difference, though Li Kang's

action might give others the impression that reciinology was embraced too, when in fact
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he remained as concerned as ever of student use (and misuse) of technological tools like

calculators in their mathematics learning, J

These three immigrant teacuers’ experiences involving personally-held vatues in
competition with one another have demonstrated how difficult it can be to try to predict

the outcomes that resulted. Indced, as mentioned carlier, the different responses that Carla

displayed in her negotiation of differential valuing of power distance indicated just how

sensitive the relationship between competing values could be to changes in contextual

factors.

Our discussion in Section 2.2.3 has also referred to overriding values as a group of
highly priciitised values within an individual, In this study, concepts / skills and
confidence appeared to be the more internalised and prioritised — that is, overriding —
values in Deanne’s socialisation process in the Victorian mathematics classroom. The
extent to which Deanne valued student confidence and mathematical skills was evident in
the discussion of her personal values and beliefs (Section 5.4.1.3). In fact, when asked

what advice she would give to newly-arrived immigrant teachers, Deanne identified the

fostering of student confidence:

1'd advise them to really emphasise what the kids can do, so whether — choose practice things that
they can do, and intermingle with the things that are a bit more difficult, so really build on their
confidence levels, particularly before a big exams, because confidence is the biggest thing that
they feel, if they can do it, and then they won't get thrown when they are in there, (DP3: 245-249)

To her, a measure of her sense of satisfaction about a lesson was concemed with the
extent to which she could increase student confidence in doing mathematics (DP3: 233-
239). As for concepts, the centrality of this value in Deanne’s value system could be
discerned from the priority she accorded to it in her content delivery, such as in the first

time she was teaching a mathematical topic (DP1: 92-96), ahead of her emphasis on

terminology and precision.,

Thus, although Deanne appeared to place a lot of emphasis on precision as a
characteristic of mathematical knowledge, evidence (such as discussed in Section 5.4.2.1)
suggested that it was overriden by a greater priority placed on confidence and concepts /
skills, The apparent inconsistency in Deanne’s grading of student written work was also
interpreted in that Section as a demonstration of the overriding values of confidence and
concepts / skills in operation. It was also interesting to note that in some instances even

the encouragement to students to use formal mathematical language could serve the 'm
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of promoting their confidence in the subject as well. That is, paradoxically perhaps, the

overriding nature of confidence over precision could take the form of precision being
portrayed as a means to facilitate confidence. For example, Deanne explained how this

might relate to student articulation of mathematical spesch:

I think it's another thing that helps those weak kids, if they are using the language of
mathematicians, and sounding like mathematicians, then they get a sense of doing it, being part of
that mathematicians’ community. For some of them, maybe the language part is the [only] part that
they grasp, because they might be strong linguistically. So if they’re getting the right terms and
using the right words, they are part of that community ..., That will raise Iheir confidence levels.
(DP2: 238-247)

In the above example with Deanne, the role of confidence as an overriding value over
precision was not expected to translate into a dominance over other competing values,
although the extent to which it was internalised could well lead to such a posstbility. A
value which overrides another in terms of personal priority in one value difference
situation might be confronted with another equally internalised, thus competing, value in

another situation.

€.3.5 Second-hand Values

The concept of second-hand values was introduced in Section 2.2.3. In the context of
this study, these values may be regarded as values which were observed by the immigrant -
tezcirers to be embraced by colleagues and other people successfully in the Victorian
educational system, and which were not part of the immigrant teachers’ own personal
value systems. It is likely that most of the time these values were also aligned with the
Australian (mathematics educational) culture, though they need not be; a particular value
observed by an immigrant teacher to have been portrayed by a colleague or expert might
be brought on board by the immigrant teacher as a response to a perceived value
difference in a critical incident, simply by virtue of the fact that the value appeared to fit
the local educational scene well. Whether it was an Australian value or not might not

have been a consideration at all.

In this study, a teacher’s action was considered to reflect a second-hand value if she
referred it to a similar action made by a peer or by another person in the Australian
culture, or if the contextual factors indicated a course of action that was made purely on
observed practice in the Australian culture. The reflexive naiure of adopting second-hand
values would mean that teacher responses portraying such values were often made before

due consideration to the merits of portraying the associated values. Thus,
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epistemologically- and pedagogically-based choice of course of action will not likely be a

feature of responses reflecting second-hand values.

Adopting this perspective, it appeared that teacher responsive actions that were
informed by second-hand values were only found in one instance in this study. This
related to Li Kang's perception of the value difference of self-esteem. Teaching in
Victoria, he had become aware of a greater student sensitivity to the state of their own
self-esteem. Though his memory of how Malaysian students would react to teacher
criticism and comments might have prompted the perception of a difference in the
students’ valuing of self~esteem, Li Kang’s awareness of ‘cultural freeze’, as well as his
expressed desire for his professional practice to reflect Australian cultural values, were
factors that could have led Li Kang to simply ‘do as the Romans do’. That is, he would
act in ways which protected students’ emotional sense of self by, for example, posing

classroom questions to the class rather than to individual students (LP1: 194).

In fact, it may be argued that Li Kang’s belief that the mathematical, mathematics
educational and other educational.vaiues he portrayed should align themselves with
Australian cuitural values had put him in a position that predisposed him to take on
second-hand values that were prevalent in his workplace. Li Kang had explicitly clanfied
this belief in several occasions during his participation in this study. In his questionnaire
response, he had also identified the following as being the most influential factors guiding
his responses to perceived value differences: Australian cultural values, colleagues’ tried
and proven strategies, as well as the school ethos and institutional culture. Furthermore,

the next significant influencing factor was the school community and parents’ concerns

(LQ41).

The discussion in Section 2.2.3 had flagged the possibility of a second-hand value
being internalised by the individual portraying it. Data collected f-om Li Kang appeared
to support this scenario. He had even accommodated to the valuing of self-esteem
(Section 5.9.2). Specifically, there was the possibility that this second-hand value was
internalised within Li Kang enough to contribute to his assimilation of technology in his

practice (Section 5.9.2).
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6.3.6 A Look at Manoi’s Contextual Factors

During the analysis of data (collected from the eight immigrant teachers) relating to
contextual factors guiding teacher responses to perceived value differences, it was noticed
that Manoj’s case stood out from the rest. Whereas the factors identified by the other
immigrant teachers could be positioned within different socio-cultural contexts (e.g.
personal, classroom, institutional, societal, national), Manoj’s appeared to be
predominantly related to his professional beliefs. As has been visually summarised in his
value difference matrix (Table 5.6), and elaborated in Section 5.5, Manoj’s considerations
of perceived value differences appeared to be in the form of internal debates amongst
associated beliefs, which might manifest as facilitating or constraining factors. Although
personal beliefs also constituted contextual factors experienced by the other immigrant
teachers (e.g. Deanne’s belief that not all students were able to demonstrate their
capabilities fully through tests in her value difference of alternative assessment), they
were not as overwhelming in number (e.g. using the same example from Deanne’s
experience, there was also the contextual factors of an awareness of ‘culture freeze’ and
of opportunities within the school curriculum for alternative assessment to be
implemented). It was as if Manoj’s assessment of the value differences he perceived was
conducted from a more removed stance, one in which he could maintain emotional

distance and exercise rational reasoning over the contextual factors available.

Thus, in negotiating the value difference of relevance (Section 5.5.2.1) for example,
Manoj was found considering the relevance and importance of factors reflecting two of
his beliefs, namely, that the purpose of learning was to prepare oneself to lead a
satisfactory life, and that an appreciation of relevance by students might motivate them to
practise basic skills, Also, in responding to the value difference of academic achievement
{Section 5.5.2.5), the contextual factors included Manoj’s beliefs that different people
possess different potential, that academic attainment was not the sole determinant of a
person’s success in education, and that a student should utilise her ability to her best,
although in this case Manoj’s interpretation of a low Australian valuing on school
mathematics achievement constituted a contextual factor that was more societal than

personal.

This phenomenon could of course be attributed to Manoj’s untqueness as an

individual, although there was also the possibility that this might be due to Manoj’s
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exceptionally rich experience in teaching (31 years in all, 27 of which were in Victoria),
relative to all other seven immigrant teachers. It was noted carlier that despite his years of
teaching in Victoria being the longest amongst these immigrant teachers, value
differences continued to be perceived by Manoj. It was also observed that compared to
the other teacher participants in this study, the difference arising from his years of service
in Victoria might lie in the greater ease with which he responded to these perceived
differences. Might this have been so due to a rich socialisation experience validating a set
of beliefs for Manoj, with which he could use to make sense of value differences
perceived in the course of his practice in Victoria? This perspective acknowledges
Hofstede’s (1997) “acculturation curve’ (see Section 2.3); in particular, the possibility that
Manoj’s experience had acquired for him a ‘stable state’ of mind represented by Phase 4
in the curve. In this phase, Manoj was likely to remain aware of what happened in his
workplace context whenever value difference was perceived; the stability of mind,
however, probably meant that instead of weighing these out affectively and rationalising
amongst these, Manoj had been able to interpret what he observed and what he perceived
in terms of the underlying beliefs, both facilitating and constraining. In this manner, the
negotiation process was conducted at a more remote and less emotional level, since
Manoj was then making sense of his professional reality by examining beliefs rather than

considering his experiences of lived events.

As was argued in Section 2.3.1, this study was designed to inquire into the
professional socialisation of immigrant teachers through investigating the interactive level
(Pollard, 1982) of workplace-based influences. Examples of such influencing factors were
documented in this study, such as the role played by students’ positive response to Carla’s
practice, and Betty’s observation that students had been making inappropriate use of
technological tools in the course of their mathematics leaming. Not surprisingly, the
nature of this study has alse contextualised teacher socialisation in the other two levels as
well, that is, institutional and cultural. The constraining factor posed by Rana’s teaching
schedule is an example of an influencing factor existing at the institutional level. On the
other hand, there were also influencing factors at the cultural level, such as Saka’s
observation that the Australian society placed relatively little emphasis on student
achievement in school mathematics. Having conducted this study from the values
perspective, these different levels of contextual factors could all be related to the

individual. With the discussion of the role of values establishing a framework (in Section
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2.2) for understanding and interpreting, contextual factors guiding immigrant teachers’
negotiation of personal value differences were seen to provide the impetus for values
underlying such factors to be negotiated against one another. The agency of the individual
in responding to value difference, and thus its role in facilitating professional
socialisation, was explicated through the interaction of values within the individual’s

personal value system.

Although the focus of this chapter has been to discuss the data collected from
immigrant teachers of secondary mathematics practising in Victoria, particularly the eight

teacher participants with whom extensive research work was carried out, this discussion

B

has also begun to inform possible responses to the three research questions as it

Rl

developed. In particular, this discussion highlights once again the complexity that is

’ potentially involved in inquiring about professional socialisation across cultures, and

; researching with a values perspective.

; The interpretation of the data collected has been made with reference to the
theoretical framework informed by contemporary academic knowledge of the socio-

3; cultural context of mathematics and mathematics education, of values related to

% mathematics and mathematics education, and of teacher socialisation. At the same time,
I this interpretation has also fostered opportunities for theory-building. This will be the
intention of the content within the next chapter.

)
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CHAPTER 7

THEORETICAL REFLECTIONS

In the last chapter, the results of the study were discussed. Multiple data sources had
been used to collect the relevant data. In facilitating the discussion, responses to the three
research questions guiding this study were offered. In the discussion, it became evident
that the existing understanding of related theories and knowledge mentioned in Chapter 2

may be developed further in the light of the data obtained.

The following sections in this chapter will attempt to further our understanding of
some of these theoretical ideas. As the construct of personal, culturally-based values was
found in the last iwo chanters to be helpful in providing a way of interpreting and making
sense of negotiating each value difference perceived by the immigrant teachers, theory-
building in this chapter will begin with an examination of the personal value system.
Specifically, the possibility of regarding a set of personal values as schema will be
explored. In the next section, the notion of choice in the valuing process will be
challenged again in the light of this study’s data. The dynamic nature of the process will
also be emphasised. Shifting the focus from value schemas to how these might influence
teacher choice of responsive approaches, the discussion will move on to relating the
amalgamation and appropriation approaches to the notion of complementarity (Bishop,
1688). In mediating the perceived value differences, a sense of cultural relativism
appeared to have been empowering for at least one of the immigrant teachers. This will

also be discussed towards the end of this chapter.
7.1 The Personal Value Schema

Section 2.2 focussed on the construct of values and the role these played in
mathematics education. The discussion there had contributed to a useful framework with
which the professional socialisation of immigrant teackers could be interpreted. However,
it is evident from the discussion in that section that values might be defined as isolated
qualities distinct from one another (e.g. the several definitions listed in Sections 2.2.1,
2.2.2 and 2.2.5). However, more extensive discussions of values have revealed
conceptions of values functioning in sets. Hofstede (1997), Rokeach (1973) and
Schidglmann (2001) had referred to such sets as “systems’, while Krathwoh! et al, (1964)

used the terms ‘value system’ and ‘value complex’ interchangeably. Thus, the discourse
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in this thesis had initially adopted the practice of referring to ‘personal value systems’,

such as in the definition of the construct of values as used in this study (Section 2.2,5),

Yet, relatively little appeared to have been researched on the structure of such value
systems, and equally little attention had been focussed on the collective function of such a
system as an entity. Krathwohl et al’s (1964) taxonomy regarded the organisation of a
value system as the bringing together of a set of values “into an ordered relationship with
one another” (p. 159). The nature of this order was made clear later on in their writing
when there was a reference to an individual’s ‘value hierarchy’ (p. 165). The idea of such
a hierarchy representing different degrees of internalisation of values was alluded to. It
was Rokeach (1973) who made a similar point in more explicit terms, having regarded
the integration of individual values into a “hierarchically organized system, wherein each
value is ordered in priority or importance relative to other values” (p. 6). In other words,
an individual’s personal values may be visualised as being internaily organised such that
different degiees of internalisation of these values are reflected in different levels of the

hierarchical structure.

This conception is certainly useful in facilitating an understanding of the ways in
which competing and overriding values are related to one another. Interestingly,
competing and overriding values appear to have been researched in terms of a meeting of
two or more seemingly independent values (see Hofstede, 1997; Lewis-Shaw, 2001),
rather than being considered in terms of how these values are organised and related within

the value system.

As was evident in the previous chapter, the extent to which the negotiation of
perceived value differences could be meaningfully understood in this study had been
facilitated by an understanding of values prioritised differently within each individual.
This includes the notion of competing and overriding values. Thus, it is helpful to
formalise this further by examining how values are possibly ordered within personal
value systems. Having conducted this study from the perspective of values, the values
documented in this study would also be useful in exploring a structure within which they

may be prioritised and organised.

The notion of ‘value schema’ was refeired to in Section 6.2.1.4, in which individual
values were perceived to be represented by value branches. A value’s distance from the

central, core values was also imagined to correspond to the extent to which it is
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prioritised, The amalgamation approach to negotiating value differences was thus
visualised as involving the relocating of value branches such that those corresponding to
values being amalgamated would be equally far from the core. In Section 6.2.1.5, the
discussion of the appropriation approach also attempted to represent the interaction of the

values involved using the notion of the value schema.

Why was it necessary to develop the term ‘value schema’ from ‘value system’? As the
dynamic nature of the valuing process (see Section 7.2) became increasingly prominent in
this study, the shift in conceptualisation effectively acknowliedged the tendency of the set
of personal values to fine-tune its organisation faced with experiencing change and
transition. The ‘Collins English Dictionary’ defines the term ‘system’ as *‘a group or
combination of interrelatec, interdependent, or interacting elements forming a collective
entity”, yet it is not obvious from the data that personal values prioritised at different
levels are necessarily always interrelated, interdependent or interacting. On the other
hand, the same dictionary defines a schema as “‘a plan, diagram, or scheme”, which has a
connotation of temporariness about it, and which was thus feit to be a more appropriate

term to describe the nature of the set of personal values.

Since values which are prioritised differently may possibly be mutually interrelated,
interdependent, and interactive, hierarchicalisation with its system of branches and sub-
branches may not be an effective representation mode. For example, what does it mean
when some value branches are sub-branches of a more internalised value: how are the
values in these sub-branches related to one another, and how are these in turn related to

other values associated with value branches at the same level?

An alternative representation for the personal value schema will be proposed here.
This alternative representation positions values in concentric rings about a central core of
the most prioritised values. The further away a particular ring is, the less prioritised the
values within it woulki be. An example of this representation of the value schema is
shown in Figure 7.1. For any individual with such a value schema, honesty and creativity
would be part of her core values, Neatness and efficiency are valued to the same degree.
Technology, on the other hand, is a value that is not as internalised as efficiency and
honesty, since the ring within which it is located is relatively further from the core. In this

mode of representation, overriding values may be regarded as values situated within
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Figure 7.1. A representation of an individual’s personal value schema.

technology

neatness

efficiency

co-aperation

relatively inner rings of the personal value schema. At the same time, that other inner
rings of values may exist implies that overriding values are contextualised within the
values over which they are embraced, rather than being absolute. This is of course with
the exception of core values, since the fact that they are relatively much more internalised

implies that they likely override al} other personal vatues,

Nevertheless, that two or more values can be internalised to a similar degree (and
located within the same ‘value ring’) implies that a competition amongst the values can
take place, even amongst the core values. These would then be considered as competing
values discussed in the previous chapters. Referring to Figure 7.1 again, neatness and
efficiency would be competing values in relation to each other in certain situations where

an emphasis of both of these values are implicated.

Of course, the personal value schema for any individual is likely to be more
sophisticated in structure, and the task of identifying the schema’s constituents as well as
how these are internalised relative to one another is understandably not a straight-forward
task. While a study such as this which examines situations of value differences has been
able to identify some of the competing and overriding values of particular tmmigrant
teachers, such knowledge only identifies the values observed in the study; also, the exact

‘location’ of these within the individual’s value schema may not be immediately obvious.
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Figure 7,2, Evaluation and confidence as competing values in Carla’s personal value schema.

(school

mathematics)

culture-free

Without the benefit of a longer study which would provide many more value difference
situations through which the interaction amongst personal values — and indeed, a more
complete range of personal values — may be examined, it can be difficult to map an
immigrant teacher’s personal value schema. While individual value difference situations
may demonstrate how two or more values might relate to each other, continual
observations are needed to explore how each of these values play out with other values
embraced by the individual. Thus, while the data presented in the perceived value
difference of participation in Section 5.3.2.2 might enable a representation in terms of
Carla’s personal value schema to be made as in Figure 7.2, the positioning of evaluation
and confidence as competing values in the same value ring appears to be the only feature
that may be proposed with any degree of certainty. Even the relative location of this value
ring from Carla’s core values cannot be ascertained with the available data, thus the use
of the dotted rning in Figure 7.2 to denot- :ts unknown location relative to Carla’s core

values,

Similarly, a representation such as one shown in Figure 7.3 may be used to summarise
the difference between values in Carla’s perception of the computaiional fluency
situation. But, nothing short of a longer study could enable us to represent all these values
within the same personal value schema. 1t is not possible to examine the existing data to

determine with any degree of reliability a more integrated or detailed value schema that

describes Carla’s personal values.
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Figure 7.3. Competing values involved in Carla's perception of the computativnal fluency value difference.
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However, this is not to say that the usefulness of this research study should be
downplayed. After all, the emphasis of this study is on how perceived value differences
have been negotiated by immigrant teachers of secondary mathematics. This difficulty in
proposing a value schema that is representative of Carla’s professional practice does not
imply that the notion of the value schema is untenabie. In fact, the data confirms the
power of examining values in terms of value schemas. This study also acknowledges how
difficult it can be for an individual’s personal values o be mapped out, and affirms the

strength of the qualitative research methodology to conduct research into values.
7.2 Involvement of Valne Schemas in the Valuing Process

The notion of available choice of possible values as an individual undergoes the
valuing process (Raths ¢t al., 1987) or organises her personal value schema (Krathwohi et
al., 1964) was questioned earlier (Section 2.2.2). Data collected in this study also
suggested that the values inculcated within the immigrant teachers arose from the teachers
being socialised in their particular home cultures, rather than resulting from choices
amongst possib!s values. There were examples from all the immigrant teachers
associating what they valued in their lives and educational experiences in their respective
home cultures. The home cuiture values which the immigrant teachers subscribed to had

beer internalised as they grew up, went to school, interacted with others, underwent pre-
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service training, taught mathematics in schools, and indeed, socialised in that particular
culture. Rather than presenting the immigrant teachers with choices, often these
experiences appeared to shape the nature of values inculcated in them. For example,
Rana’s valuing of the practice of writing the solution sirategies on the board reflected a
norm in Indian classrooms. "‘ﬁ,
Interviewer: In going through the worked examples in your lesson, you listed what [ would call
‘thinking’ sieps on the board (Rana: Yes.), and the students would need to translale

this into the ‘proper’ solution in their notebooks, What are your comments on this
styie of demonstrating worked examples?

Rana: Yes, hopefully, these written strategies that 1 put on the board would make — help
them articulate their solutions better. This practice is common in India, and | have
found that students can thus talk about their own solutions very well, like the Chinese
[classroom] if ] am not wrong.

(RP3: 33-41)
Similarly, it can be argued that Deanne’s valuing of diversity (and her perception of a

difference in its valuing in Victoria) was rooted in the Canadian educational scene she

was teaching in:

i Deanne: (Referring to some Canadian resources) .... you often see people of different
: nationalities in the books, whercas in the Australian books, there is very strong
: ‘John’, ‘Tim’ and ‘Sarah’. You will come across all sorts of names and things [in the
? Canadian textbook], which 1 think is a very good thing which we are lacking here {in
' Australia). Particularly, with the refugee situation that we got now, 1 wonder among
the %ids there’s not a lot of tolerances. There are very few cultural differences in the
school here, and you have probably seen that, They're all very similar to each other.
So that’s prchably one of the things [ want to investigate.

(Referring to a particular question in a Canadian textbook) And here we have
‘Takzen has three times as much as Paul’. We are not going to see that in an
Australian book.

{Referring to an item in the Canadian textbook) ‘Rashid’ here, So they made a point
in the books, having lots of different names, Even on a test, you have a question like
this ....

Interviewer: How do you personally feel about this difference?

Deanne: I think it’s a shame that we don’t, because Australia is becoming a place where there
are a lot more cultural differences .... it is a shame because mathematics is something
that is quite universal .... it should be something that ties everyone together, and
there isn't that value of the world nature of mathematics here.

(DP3: 1-19, 28-32)
Thus, generalising from this particular study, the unique values which we all acquire
in our respective socio-cultural environments are what make each of us Asian, British,

Islamic, masculine, professional, or metropolitan, etc. As observed by Krathwohl et al. 1
(1964), 1
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In the more traditional society a philosophy of life, a mode of conduct, is spelled out for its
members at an early stage in their lives. A major funclion of education in such a society is to
achieve the internalization of this philosophy. (p. 165)

Thus, choice is not a pre-requisite for highly internalised values associated with any
individual, though its occurrence and role in certain cultures cannot be discounted. Values
inculcation in schools through the values clarification process is one such example.
Values clarification provides students with the privileging of choices as they consolidate

the organisation of their respective personal value schemas.

The possible absence of choice in what Raths et al. (1987) called the valuing process
is an important idea in this study, because it is the relative lack of choice when values
were acquired in the home culture that possibly made novel experiences such as teaching
in a new country susceptible to perceptions of value differences and potentially, value
conflicts. Change and transition situations may thus be regarded as opportunities for the
structure of the personal values schema to be challenged and redefined. The current state
of the personal value schema may be maintained when value differences are negotiated
with the status quo, assimilation or affir . v approach, but when the responsive approach is
one of accommodation, amalgamation or appropriation, structural changes or
modifications to the value schema have to take place. It is the possibility of different ways
of value change within the existing value schema that allows immigrant teachers to
negotiate value differences with different approaches, thereby broadening the scope for

successful and meaningful socialisation.

The notion of value change was discussed in Section 2.2.4, where references to the
literature were made in regard to the modification of values as a result of experience and
maturity. The notion of value change has also been acknowledged in studies more
recently (e.g. Groenfeldt, 2003). As our discussion develops the visualisation of values as
value schemas rather than as sets of independently-emphasised qualities, there is a need to
fine-tune our conception of the nature of value chanee. Our understanding of the roles
played by competing and overriding values suggests that value change cannot take place
in a trivial stimulus-response mode; the greater (or less) emphasis of existing personal
values and/or the inclusion of new values can threaten to disrupt the hitherto harmonious
relationship amongst the constituents of the value schema. The data collected in this study
have demonstrated that as immigrant teachers negotiated their perceived value
differences, the accompanying value change was contextualised against a rich socio-

cultural fabric, composed of their interaction with students, colleagues, principals,
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parents, curricula, policies, etc in not only the host culture, but often referenced against
the home culture as well. Importantly, the immigrant teachers’ socialisation experiences
imply that value change is triggered by change and transition, not for its own sake, but as
a means through which perceived value differences might be mediated and a sense of
consonance restored. The resolution of value differences, then, is not just about achieving
the harmony of the several individual values involved. Rather, the roles played by the
contextual factors in the study indicate that negotiation is also about re-establishing

harmony and equilibrium for the entire value schema.

For example, when Carla perceived a relatively less emphasis on participation by her
students in Victoria (Section 5.3.2.2), she could well have negotiated the difference by
(re-)assessing her own valuing of participation and responded accordingly, independently
of other values she might be holding. Instead, the negotiation process observed was one
that took into account her valuing of (student) confidence and self-esteem. Legitimising
these competing values and thus appropriating her responsive approach to this perceived
value difference had enabled the outcome to be one that re-established balance in Carla’s
value schema. On the other hand, her sense of helplessness in resolving some value
difference situations related to power distance, and the frustration she felt subseqilently,
revealed Carla’s experience of dissonance and conflict when harmony and equilibrium

were not successfully restored.

From the perspective of the personal value schema, value change may thus be
imagined as movements of values between the concentric rings, or the inclusion of values
into the structure. Accommodation can be associated with the promotion of an existing
value to an inner ring, or the introduction of a new value into the structure. In the
amalgamation approach where two or more values are emphasised equally, some existing
values may be ‘promoted’ to the same level of internalisation as the other values involved
in the context, although it is also possible that new values are introduced to be embraced
as much as some other values. Appropriation, on the other hand, is likely to be involved
with a more complex transformation of the value schema. The interaction of values can
lead to existing values becoming more or less internalised at the same time as new values
are added to the value schema. Values that are appropriated are likely to be located in the
same ring of intemalisation, although the extent to which each is emphasised in relation
to the others can differ from one situation to the next. The sense of accomplishment

amongst immigrant teachers at having successfully mediated value differences, suggested
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that such modifications to the value schema restored overall harmony and equilibrium

between and amongst values.

How may this dynamic perspective of the personal value schema be associated with
Krathwohl] et al’s (1964) taxonomy of affective educational objectives? If immigrant
teachers arrive in Australia with a personal set of epistemological, pedagogical and
societal values that already corresponded to the highest level of ‘characterisation’
(Section 2.2.2) in the taxonomy, the negotiation of value differences surely disturbs this
stable state of affairs. Culture shock is experienced. As values are compared, contrasted,
synthesised, analysed and re-organised, the value schema may be perceived to operate
one level lower, that is, at the ‘organisation’ stage, as it re-establishes consonance and
equilibrium. These processes are complementary and interdependent (Lemin et al., 1994),
Over time, as value differences continue to be negotiated and re-negotiated, the value
schema’s operation may be visualised as alternating between the ‘organisation’ and

‘characterisation’ stages.

Instead of treating the value schema as a fixed entity that signifies maturity, its
function may thus be viewed as an organised collection of values that exist in dynamic
harmony with one another. Phenomena such as perceived value differences are threats to
such harmonious relatior: ships among personal values. The negotiation process, with its
responsive approaches, is thus a means by which the value schema regains harmony and
equilibrium. After all, several schools of thought regard the maintenance of a sense of
harmony as human nature. For example, the Confucian philosophy associates harmony to
when “a happy order will prevail throughout heaven and earth, and all things will be
nourished and flourish” (Confucius, 1961, p. 249). Also, the Piagetian view identified the
active role played by the human mental structure in maintaining and re-establishing
equilibrium between an individual and her surroundings. Schlglmann (2001) has also
referred to ‘stabilised emotional schemata’ (p. 8). As the data collected in this study
show, a successful mediation process brings about personal peace for the individual.
Interestingly, “the Confucian terminology for peace, namely ho-ping, is a compound
[word] of two ideographs — harmony and equilibrium” (Chew & Lim, 1995, p. 146).
This is not to imply that the immigrant teachers subscribed to Confucian values, or that
their actions reflected such values. Rather, there appears to be evidence in this study that

when value change takes place, this process takes the form of the entire value schema
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seeking to achieve a dynamic harmony amongst all constituent values within it, beyond

the mere restoration of potential dissonance between any two diiferent values.

The third research question guiding the conduct of this study inquires into the context
within which perceived value differences are negotiated by the immigrant teachers (see
Section 2.4). While Section 6.3 detailed some of these facilitating and constraining
contexiual factors., the ensuing discussion of the roles played by competing, overriding
and second-hand values serves to further our understanding in responding to the research
question. That is, underlying what may be seen to be facilitating or constraining the
process of value change is the unique composition of the personal value schema, and the

dynamic nature of the relationship amongst the constituent values within.

7.3 Cramplementarity of Values in the Amalgamatiocn and Appropriation

Approaches

It is evident from the discussion in the last section that in situations of value
differences, the (re-)establishing of harmony and equilibrium within the personal value
schema expresses itself as different responsive approaches to the value differences. This
is an important consideration in our endeavour to articulate the findings of this study with
regards to the second research question, that is, the approaches adopted by immigrant
teachers of secondary mathematics in Victoria to negotiate perceived value differences.
This section will very briefly revisit these responsive approaches before devoting itself to

two of these approaches (that is, amalgamation and appropriation) in detail.

As we saw in Chapter 5, the 35 responsive approaches adopted by the immigrant
teachers to negotiate the 34 reported perceived value differences included all the five
conceptualised approaches summarised in Table 2.3, as well as two examples of the
affinity approach (see Sections 5.7.2 and 6.2.1.6) and an instance in which the immigrant
teacher appeared helpless (see Sections 5.3.2.5 and 6.2.1.6). In general, these may be
classified in terms of the degree to which the home culture values have been de-

emphasised in favour of values inherent in the Australian society:

o Home culture values fully intact :  status quo
assimilation
» Home culture values rejected : accommodation
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affinity

¢ Both home culture and Australian values espoused . amalgamation
appropriation
¢ Relationship between home culture and
Australian values not defined :  helplessness

The teacher data has demonstrated that regardless of the responsive approaches
adopted, the negotiation of perceived. value differences is not an automatic process that is
void of cognitive and affective invoivement. The choice of the status quo approach, for
example, is the result of teacher reflection and subsequent conviction of the
appropriateness of this approach in the Australian mathematics classroom context. For
example, Deanne’s continual emphasis in Australia on diversity (Section 5.4.2.4) and
valuing of professional support (Section 5.4.2.5) were not acts of single-mindedness. Nor
were they reflective of a lack of cultural sensitivity in Deanne — that would have been
paradoxical with her valuing of diversity. With diversity, say, Deanne’s views
demonstrated a teacher who was concerned about the moral and ethical development of
her students through school mathematics in the contemporary socio-politico environment
within which they live (e.g. DP3: 43-47, 72-74). Her valuing of diversity was deemed by
Deanne herself to be appropriate (and even important) in terms of the role she saw herself
in fostering students’ positive feeling about -— and understanding of — difference and

diversity.

Likewise, there is no evidence in the data that the accommodation approach is
adopted as a means of avoiding value difference. Rather, the immigrant teachers in this
study shared their personal thoughts and feelings that had shaped the choice of this
responsive approach. For example, whenever her students pointed out her mistakes, Carla
no longer interpreted it as a threat to her authority (as she might were she still in her home
culture). Her accommodation approach to a cultural difference in the valuing of power
distance was evidently guided by personal consideration of other values that played out in
the related situation, such as student confidence. In fact, Carla’s choice of the
accommodation approach reflects the importance she placed on maintaining / raising

student self-confidence.
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There were also the two responsive approaches (i.e. amalgamation and appropriation)

which may be seen to be different from the other approaches discussed above, in that

instead of the values of either the home or host cultures being affirmed through an

immigrant teacher’s response, amalgamation and appropriation bring together aspects of

both these cultures in ways which also re-establish the harmony and equilibrium of the

particular teacher’s personal value schema. In this way, they may be perceived as being

inclusive responsive approaches: approaches which are characterised by the inclusion,

embracing, and mutual support of values from different cultures. On the other hand, the

status quo, assimilation, accommodation and affinity approaches may be called exclusive

responsive approaches as some values tend to be excluded in the process.

These inclusive responsive approaches of amalgamation and appropriation do not

exactly represent the blending of cultural values in the same way that Ninnes (1994, cited

in Astill, 1996) used the term ‘blending’, In his description, ‘cultural blending’ refers to

the weakening of the home culture through the adoption of aspects of the host culture.
Yet, as we have seen in Chapters 5 and 6, adopting either the amalgamation or
appropriation approach needs not appear to dilute a teacher’s valuing of the
corresponding home culture value. In Section 5.8.2, for example, in which Khaliq was

reported to have appropriated his perceived difference in the valuing of respect in the

Australian and Lebanese cultures, his acknowledgement of relatively lesser emphases on

schooling and respect in the Australian society, and of a need for his actions to reflect the

Australian cultural values, were balanced against the need for him to embrace what was

seen as a worthy value in his home culture, that is, respect. In the process, Khaliq had not

grown to value respect any less than before; rather, the expression of this value seemed to

have become contextualised within constraining factors in his workplace and wider socio-

cultural space.

Thus, if anything, both the amalgamation and appropriation approaches serve to

enrich both the home and Australian (host) cultures, possibly through the choice of a

‘middle way’. Yet, this middle way is not about adopting a compensatory value which is

seen as acceptable or desirable in relation to existing norms and practices in different

cultures, for that would probably involve the rejection of the conflicting values and the
acceptance of a new value in the first place. In the case of amalgamation, there may be
the embracing of both cultures’ values as they are. As discussed in Section 6.2.1.4, the

newly-acquired Australian value may be visualised as being added alongside the
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corresponding home culture value such that both are emphasised but without altering the
nature of the individual values, All values concerned may be secn as occupying the same
ring within the personal value schema. From the observer’s point of view, the two
amalgamated values can be identified as distinct and separate qualities. Analogically, this
is similar to the chemical formation of mixtures (versus compounds): the constituents of a
mixture remain distinguishable and separable although they together have produced

something new.

The appropriation approach is different, however. The way this approach had been
conceptualised in Section 2.3.2, and the fact that its articulation was observed in all but

one of the participating teachers in this study, suggest that the home and Australian values

causing the dissonance initially had actually interacted with each other in harmonious
ways. The introduction of the new Australian value to the value schema is accompanied
by a personal definition of this new value with respect to the corresponding traditional
value. For example, when Manoj grew to understand the relatively looser connection
between academic performance and personal success in the Australian culture, his
approach to negotiating a perceived difference between the cultures in the valuing of
academic achievement was one of appropriating it to optimise its relevance in the
Australian classroom. While Manoj remained committed to the importance of academic
achievement in enabling an individual to meet the challenges of life demands and career

choice, he no longer expected all his students to be performing at the same high level.

Instead, there appeared to be an interaction between academic achievement with the
Australian value such that the importance became manifested as one of ‘each to her best
potential’, whether that potential was to be 90% or 60% of measurable achievement
(MP3: 466-515).

In other words, Manoj’s appropriation of his valuing of academic achievement was an
ongoing process. With approaches like accommodation or assimilation, the individual

makes a decision and the relevant values are embraced or de-emphasised in similar
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situations in future. With appropriation, however, the balance of emphasis between values
changes with each classroom situation, and the individual needs to assess the degree to
which one value will be more emphasised relative to the other relevant values in each of
these situations. Thus, the values that are being appropriated are constantly interacting

with each other. An observer may sense aspects of the different cultural values being
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embraced, but would probably find it difficult to isolate them. Decisions and actions
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portraying the home culture’s values also demonstrate aspects of the Australian values,
and vice versa. Using the analogy of chemical formations again, this approach is akin to
the production of compounds (as contrasted with mixtures). While the properties of the
constituents may be distinguishable in the nature of the compound formed, it would be

impossible (in the scientific sense) to isolate the constituents from the compound.

It is significant to remind ourselves that the amalgamation and appropriation
approaches together represent the most commonly-adopted responses to cultural/value
difference, in the context that the studies were conducted with teachers with different
home ethnicities. At the same time, it also needs to be put into perspective that the 15
instances in which these inclusive responsive approaches were adopted in this study may
not be significantly more than the 12 other instances when the immigrant teachers’
responsive approaches served to preserve the home or host culture values. Another way of
highlighting the extent to which these inclusive approaches had been found useful is to
note that no other group of responses was adopted by e!l the eight immigrant teachers.
Similarly, in Fast’s (2000) account of his mathematics teaching experience in Zimbabwe,
the range of approaches he adopted to negotiate perceived value differences included
appropriation. Also, in Chew and Lim’s (1995) study with ethnic Chinese business
managers, the most preferred conflict resolution mode was the compromising style,
exemplified by such actions as “I try to find a fair combination of gains and losses for
both of us” (p. 147).

That all the immigrant teachers participating in this study had found the inclusive
approaches of amalgamation and appropriation to be appropriate during their professional
socialisation into the Victorian mathematics classroom is significant, in that this has
implications towards the appeal and suitability of responsive approaches that recognise
the strengths and power of different cultural practices and traditions. The choice and
adoption of approaches that amalgamate or appropriate values that have been perceived to
be in conflict may perhaps be one way in which modern-day societies may re-define
themselves, metamorphose and progress in an age of globalisation and

internationalisation, and in a period of conflicts between political / religious ideologies.

Negotiating perceived value differences with the amalgamation or the appropriation
approach, however, should not be equated with the practice of cultural pluralism. The

immigrant teachers may have become increasingly cultural relativistic, as Manoj probably
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did (to be discussed in Section 7.4), where there is a recognition that phenomena can be
and are interpreted in different perspectives by different cultural groups. On the other
hand, this study adopts Groenfeldt’s (2003) view that cultural pluralism helps an
individual to perceive cultural diversity differently; it acknowledges and accepts plurality
of worldviews and perspectives. Furthermore, cultural pluralism as a worldview would be
expected to influence all the responsive approaches adopted by any individual. In fact, if
different cultural perspectives are considered to be equally valid instead, it can be difficult
to imagine the individual negotiating value differences with either the culture-free or
accommodation approaches. Yet, both these two responsive approaches have been seen to

be adopted by the immigrant teachers.

What the inclusive responsive approaches of amalgamation and appropriation
epitomise, however, may well be the notion of complementarity. The idea of
complementarity was first mooted by physicist and Nobel Laureate, Niels Bohr, in the
1920s to account for the different possible modes of describing the atomic electron.
Bishop (1988) applied this notion in his discussion of the socio-cultural approach to
mathematics education research. He considered the six mathematical values he
conceptualised as three complementary pairs, namely, rationalism/objectism,
control/progress, and openness/mystery. Although the values within each pair appear to
contradict each other, they may also be viewed as complementing — and supporting the
valuing of —— each other. That is, complementary concepts may be mutually exclusive,
but yet both are required in order to enable a holistic description and understanding of

particular situations.

The approaches of amalgamation and appropriation to negotiate perceived value
differences appear to demonstrate this idea of complementarity. Deanne’s adoption of the
appropriation approach (see Section 5.4.2.1) to mediate a conflict between the values of
precision and confidence is illustrative of this, While teacher expectation of students to
use more technical, mathematical language in class and in their work may be seen by
some to be a possible threat to student self-esteem and confidence as mathematics
learners, Deanne’s response had shown how these apparently opposing values may also
be harnessed to support each other. The quote below, for example, reveals how, to
Deanne, student valuing of precision in their mathematical language and discourse can

support the fostering of greater confidence amongst themselves as learners of
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mathematics:

Because 1 think it's another thing that helps those weak kids, if they ave using the language of
mathematicinns, and sounding like mathemaucians, then they get a sense of doing it, being par of
that mathematicians’ community, For some of them, maybe the language part is the part that they
grasp, because they might be strong linguistically. So if they're getling the right terms and using
the right words, they are part of that community ..., That will raise their confidence levels, because
then they may not understand the big, long equation on the board, they know when I say
‘derivative’, they know what that is. So they are already involved at that level, and ready to move
on, (DP2: 238-249)

On the other hand, it is possibly easier to imagine how student confidence supports
the valuing of precision. A student would be expected to be reasonably confident with his
mathematical performance to be using precise mathematical language in speech and in
writing. Thus, Deanne’s decision to value both precision and confidence, instead of
attempting to affirm the valuing of only one of these values, provided her with the
opportunity not only to articulate what was emphasised in both the Australian and
Canadian mathematics classrooms, but also to strengthen the valuing of each of these

attributes.

Betty’s amalgamation of efficiency and beauty in the value difference of technology
(see Section 5.7.2) is another example. While the pursuit of beauty in mathematical
practice through paper-and-pencil activities could be perceived to be in conflict with time
saved through valuing efficiency, Betty had developed an appreciation of how both might
be emphasised in complementary ways. Clearly, her valuing of efficiency (and of
technology) did not signat the demise of her valuing of beauty. In fact, these two vaiues
were observed to be effectively supporting each other. For her, efficiency could well go
hand-in-hand with beauty, since student practices that are efficient invariably bring about
the ‘aha’ moment, and have the potential to stimulate them to appreciate the beauiy that is
inherent in mathematics. On the other hand, it is also possible to perceive beausy as
supporting the valuing of efficiency. Isn’t it through the pursuit of elegance and beauty in
mathematical reasoning that efficient ways of doing mathematics are often discovered?
For example, one can imagine how interpreting the sum of the first one hundred positive
integers (i.e, 142+3+...+99+100) as 50 groups of 101 might have been an exercise in
discovering the beauty inherent in number patterns. At the same time, this knowledge —
and especially the generalisation of this knowledge to the first n positive integers —
promotes the valuing of efficiency in computations as well. Thus, although these two
values of efficiency and beauty may be seen as contradicting each other, such as in the

context of time constraints during mathematics lessons, Betty has demonstrated how they
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might also be embraced collectively in ways which effectively enable each to support the

valuing of the other within the individual, and by her students.

That all the eight immigrant teachers participating in this study were observed to be
adopting one or both of the two inclusive responsive approaches at some time, and that
these teachers also responded to other perceived value differences with other approaches,
implies that the use of these approaches is probably not related to the presence of some
specific factors at the individual or environmental levei. Rather, it was more likely that
factors facilitating or constraining the adoption of amalgamation and appropriation
approaches might have been unique to the particular value difference situattons,
contextualised in the teachers’ own professional experiences and in the cultures in which
relevant values were seen to be in contrast. That is, although there is no evidence (as
Jiscussed earlier in Section 6.3.3) that the relative dominance of facilitating or
constraining factors determined teacher choice of responsive approaches, what constituted
as facilitating or constraining factors might influence such a choice of responsive

approach.

Thus, Saka’s amalgamation approach to negotiate the value difference of technology
was chosen in the context of his belief that students needed to continually exercise their
brains (which supported his home culture values), and his observation that mathematics
leamners in Australian schools had been too reliant on the calculator (which supported the
Australian value of technology). These facilitating and constraining contextual factors
might possibly have provided the basis upon which Saka amalgamated the values of
technology and thinking or mental exercise. Similarly, when Carla appropriated her
perception of a difference in the valuing of participation, the process took place in the
context of her desire to evaluate student learning, against her perception that Victorian
students’ relative low confidence made them feel embarrassed about volunteering
responses. Thus, Carla’s appropriated practice allowed her to assess student
understanding and competence while maintaining the students’ self-confidence in
participating in class. As we saw in Section 5.3.2.2, Carla explicitly assured her students
that it was human nature to make mistakes, thus demonstrating her efforts to aiso foster a
non-threatening learning environment within the classroom, one in which students might
be less worried about saying ‘the wrong thing’ during their mathematics lessons. In these
and other situations of perceived value differences when the immigrant teachers

concerned responded with either the amalgamation or appropriation approach, there
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appeared to be favourable environmental factors that together presented the teachers with

both facilitating and constraining forces. Compared to the other approaches (i.e. status
quo, assimilation, accommodation, affinity), these inclusive responsive approaches are

certainly more cognitively challenging to adopt. Professional practice that amalgamates

or appropriates values from different cultures is certainly not as easy as making a choice

of embracing particular values at the expense of the emphases of others. A significant
feature, however, is the potential for the fostering of new cultures afforded by
amalgamation and appropriation. These approaches are creating opportunities whereby
different values can continue to be embraced across cultures, but in useful ways which

support culture reproduction and growth, as well as culture preservation.

7.4 Teacher Development of Cultural Relativism in the Context of Ethnocentrism

So far, in this chapter, we have discussed theoretical ideas related to the personal
vatue schema, as well as the complementarity of values demonstrated through the
inclusive responsive approaches of amalgamation and appropriation. This next section
will explore the possibility of changes in an individual’s responsive approaches to

perceived value differences over time.

Granted, the methodological design of this study has meant that the involvement of

the personal value schema in an individual’s choice of responsive approach is examined

at only a few periods of the immigrant teacher’s professional life. In particular, these

correspond to situations of perceived value difference during the lessons visited. Studies

reviewed in Section 2.3.3 were also focussed on how ethnic minority and immigrant
teachers negotiated cultural differences at different points in time, rather than on how
such negotiation approaches or pattemns possibly evolved with accumulated experience

the teaching profession.

Hofstede’s (1997) conceptualisation of the ‘acculturation curve’ (see Section 2.3)

in

might point to the possibility of the immigrant teacher attaining the ‘stable state of mind’

eventually. However, there has been no evidence in this study that professional
experience in the host culture acted as a factor of the frequency with which value
differences in the mathematics classroom are perceived. Specifically, the more
experienced immigrant teacher participants of this study, namely Li Kang, Manoj and

Rana, were found to be continuing to experience dissonance as novel value differences

were being perceived.
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What stood out from the collected data was a somewhat unexpected aspect of Manoj’s
response to perceived value differences. While his extensive years of teaching experience
in Victoria might have helped him to hone his skills at responding to perceived value
differences, what was really surprising was that he appeared to be displaying a sense of
detachment in his response to value differences at the time of the study (as discussed in
Section 6.3.6). Manoj appeared to negotiate the value differences through assessing,
comparing and evaluating beliefs regarding mathematics, education, and mathematics
education in both Australia and Fiji. Differences in values did not appear to have been
examined at the micro-level of events, or with regards to his emotions about these events,
even though these incidents probably triggered off his affect in the first place. Thus, value
difference negotiation did not seem to be referenced against values embedded in different
cultural practices and norms. Rather, the values underlying diffcrent philosophical and
pedagogical beliefs seemed to have been guiding Manoj’s sense-making of the perceived
differences. Instead of responding to value differences by considering ‘what is’, Mangj’s
actions appeared to consider ‘what ought to be’. In this sense, it is as if Manoj was
demonstrating an awareness of cultural relativism, where there was a consciousness that
what he observed in his environment (in this case, the culture in Victoria) could be
interpreted on the basis of what the ‘locals’ valued. Cultural relativism recognises that the
same phenomenorn may be interpreted differently with legitimacy in different cultures
(see, for example, Groenfeldt, 2003). Whether Manoj’s 27 years in the Victorian
mathematics education system was a crucial contributing factor was not clear from this

study, although the role played by time in the cultivation of this valuing and practising of

cultural relativism was evident from quotes like the following:

I think, as | say, I think over the years, your _ own style changes. When I came initially from home
to here, the way you think, the way you _ sort of teaches slightly _ devalue time, includes ethics,
that’s uncthical, teaching practice as are practised here, which was for the better, I think, myself,
that [ have learnt a lot. I have learnt to be tolerant, as I said, and to accept people as they are. |
think we were sort of _ restricted way of thinking. I think here it’s sort of what x-3u call open-
minded, slightly different, (MP3: 454-461)

In this way, it may be easier to understand Manoj’s range of responsive approaches,
given that the status quo, accommodation and appropriation approaches Manoj adopted
for value differences are conceptually very different from one another. His cultivation of
an ‘open-mind’ might well have allowed him to consider difference as diversity situated
in different cultural contexts, heightening Manoj’s awareness that norms and practices

(and the values and beliefs underlying these) were not absolute, and that their legitimacy
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might be socio-culturally interpreted. Cultural relativism “does not mean that one must
give up one’s identity, values, or culture” (Winkelman, 1994, p,123), and the data in this
study clearly show that the personal value schemas of immigrant teachers like Mano)

continued to affirm some aspects of the cultures of their respective home countries.

Another way of interpreting Manoj’s valuing of cultural relativism over time, and a
way of understanding the affective states of immigrant teachers in the face of value
differences, is to suggest that the first years of professional practice in a host culture
inevitably bring out feelings of ethnocentrism. Ethnocentrism has been identified in
Section 2.3.1 as a factor influencing the quality of an immigrant teacher’s socialisation
process, and it appears from the quotes there that ethnocentrism was not only associated
with a sense of loyalty and pride amongst the ‘insiders’, but also a fecling that the

‘outsiders’ are somehow inferior as well. Sumner’s (1906) description that

each group nourishes its own pride and vanity, boasts itself superior, exalts its own divinities, and
looks with contempt on outsiders. Each group thinks its own folkways the only right ones, and if it
observes that other groups have other folkways, these excite its scom. (p. 13)

1§ thus echoed by other researchers over the years (e.g. Cashdan, 2001; Eckermann,
1994). Indeed, the data collected are not short of examples in which discourse was
marked by comparisons of what were observed in Victoria and what would be the case in
the home culture. For example, does Rana’s opinion below imply the presence of a sense

of ethnocentrism in her professional practice?

Interviewer: Do you think you use much more deeper [language,] in terms of terminologies and
conceptual terms, in India in your teaching?

Rana: Absolutely yes, oh yes! This would be considered baby language, you know. This
would be considered like skimming through a course.

(RP1: 128-132)

Was Rana, then, feeling superior about the Indian mathematics education system, and
subsequently devaluing the legitimacy of the Victorian mathematics education system?
This is not likely so, for if Rana had felt that what she observed in the Victorian
mathematics classroom to be inferior to what was practised in India, she would not have

negotiated a majority of her perceived value differences with the appropriation approach.

Rather, while the immigrant teachers might have been ethnocentric with regards to
their views of what they observed in their respective sites of professional practice in

Victoria, this sense of ethnocentrism might be due to what Carla attributed to in the
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Of course | have [my] own way, the way 1 was taught, the way I do things in Romania. So tha
comes back to me all the time, 33 years I lived there, so 33 years 1 used maths in that certain way.
(CP3: 24-26)

For Carla, her ‘own way’ was cultivated through her life experience in Romania, and was
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sufficiently internalised so that it ‘comes back to me all the time’, such that it became a

et

frame of reference against which sense-making of the new reality could be facilitated.
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Differences in the way the (mathematics) discipline, its pedagogy, and education in
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general played out in the home and Australian cultures, then, appeared to be interpreted
with an awareness of cultural difference across geopolitical borders, even if many of these
teachers might have thought that mathematics teaching was culture-neutral initially. As
the quotes below illustrate, and difference observed was viewed in terms of cultural
difference, reflecting a case of ‘this is different because of the different mathematics
education systems’, rather than ‘this is different because of an inferior mathematics

education system in Victoria’:

.
:
4

Rana: So they [in the Indian education system] build [sic] them [i.e. problem-solving] in,
but under exams conditions. Here, it's — we don’t reaily care that you work with
someone else to get your solution, provided you understand it. That’s the attitude
here. Over there, it has to be yours, because you are going to be asse¢ssed on it. It
must be some overt kind of answers. And you can’t get help for — you must do it by
yourself, That's a big difference. So group work is encouraged here. Group work is
not encouraged there. (RP2: 105-110)

.

R

S

LiKang: My expectation [when I first came to Victoria), well, I think that the, if I teach at year
10, right, I expect the student to be of year 10 standard. If I teach year 11 I expect
students to be at year 11, year 9 the same. But no, because over here...in Malaysia
when you teach a particular year level, year 7, year 8, year 9, you must finish the
curriculum of that syllabus for that year. (LP1: 338-342)

Manoj: Absenteeism is a problem. See, in that way, they [in Australia) are very relaxed about
education. Not like us [in the Indian culture] .... Here, the whole culture is different,
that _ ittakes a while to come to terms with it. (MP3: 44-48)

cherthéless, Sumner’s (1906) definition of ‘ethnocentrism’ has helped us to explore

in general the nature of ethnocentric feeling which the immigrant teachers might have.

More recent definitions of ‘ethnocentrism’ may actually further validate the nature of the
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immigrant teachers’ interpretations and actions as ethnocentric. For example, LeVine and

Campbell (1972) defined ethnocentrism as “the self-centred scaling of all values in terms
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of the ingroup folkways” (p. 8). Anthropologist Ken Barger proposed that “ethnocentrism
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can be defined as making false assumptions about others’ ways based on our own limited

experience” (Barger, 2003).

As mentioned earlier, this discussion on ethnocentrism was initiated to provide
another way of understanding Manoj’s valuing of cultural relativism over the years of
teaching mathematics in Victoria. Manoj, like the other immigrant teachers in this study,
might have interpreted value differences in terms of his home culture, but any sense of
ethnocentrism was probably not accompanied by a feeling that the mathematics education
system in Victoria was somehow more inferior or inadequate. Rather, these teachers
(including Manoj) developed an awareness that meaning and valuing are grounded in the

respective cuitures in which phenomena take place. As Manoj said,

It’s always been that _ emphasis _ in our _ thing, you know, like in our culture, so it is very very
important .... I mean, [ appreciate their value [in Australia), I mean, of course, some of their values
don’t agree with mine, but I look at it. (MP2: 300-307)

While not being complementary (in the same way that complementarity was described in
Section 7.3), it is certainly likely that immigrant teachers® professional socialisation may
be characterised by a mixture of ethnocentrism and cultural relativism, with a possibility
that the former gradually became less significant with the increasingly greater emphasis

of the latter over time in the host culture.

The possible development within an immigrant teacher of cultural relativism over
time in a host culture (as observed in Manoj in this study) has relevance to responding to
the third research question, that is, relating to the context within which different perceived
value differences were negotiated satisfactorily by the immigrant teacher. This can only
be tentatively proposed, given available data of this study, and it would thus be of
academic and practical significance to investigate further the nature of such development
within the immigrant teacher. Is the inculcation of cultural relativism a natural by-product
of immersion in a host culture? How does the relative status of the home culture to the
host culture possibly play a part in this development? What are the facilitating factors, or
the constraining ones, that might operate in the professional environment within which
the immigrant teacher practises? These and many other related questions are worth

researching in subsequent, follow-up studies.

This chapter has built on the discussion of the results in the previous chapter.
Specifically, theoretical examination of the following constructs has been made in this

chapter:
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—— the notion of the personal value schema, how it plays an active role in the valuing
process, and how the negotiation of perceived value differences reflects the

maintenance of harmony and equilibrium within this schema,

— the prevalence of the inclusive responsive approaches of amalgamation and
appropriation in the teachers’ negotiation of perceived value differences, and how
these approaches highlight the possibility for seemingly conflicting values to co-exist

in complementary ways,

— the possibility for the immigrant teachers to cultivate a sense of cultural relativism as
they accumulate experience practising in the Victorian secondary mathematics

classroom.

These discussions have contributed to a fuller understanding of how the research
questions of this study might be answered, some main points of which will be included in
the next chapter. The practical implications arising from the discussions in this and the
previous chapter will be highlighted in this next, last chapter. At the same time,
suggestions for how academic knowledge and understanding related to values and

professional socialisation in mathematics education may be further explored will be
offered.
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CHAPTER 8

CONCLUSIONS AND IMPLICATIONS FOR FURTHER
RESEARCH AND PRACTICE

‘ The presentation of the data analysis in Chapter 5 has been followed by a discussion
of the findings in Chapter 6, and then by a theoretical analysis of selected important
constructs in Chapter 7. Through these three chapters, the reader might have discerned
how the data collected in this study has provided responses to the research questions
posed at the end of Chapter 2. The nature of qualitative research methodology, reflecting
1 the different ways phenomena are interwoven and possibly interpreted, has meant that
any substantive response to each of the research questions cannot be made in a few
sentences alone. Thus, the optimal way of examining how the current study has answered

the research questions might be through a (re-)reading of Chapters 5 through 7, thereby

e e,

allowing the discussion and analysis to present a coherent response on their own accord.

In other words, any attempt at summarising the last three chapters with the aim of
answering the research questions risks presenting a reductionist view to educational
research, and also risks downplaying the significance of the socio-cultural context within

which the solutions are ‘obtained’ and in which these are grounded. Nevertheless, it is felt

gy,
g —r—

; that this last, concluding chapter should begin with a brief summary of the responses to
the three research questions. As long as the reader remains mindful that these do not
represent in any objective sense ‘answers’, but responses that have meaning within a
socio-cultural context of researching and teaching, and that these meanings are best
constructed through a perusal of Chapters 5, 6 and 7, this exercise presents how my
research perspectives have shaped my interpretations of — and responses to — the

‘ research questions in some coherent way. The major constructs that possibly underpin the

findings will also be mentioned in the summary.

This chapter will then move on to focus on the more practical aspects of the te~chers’

socialisation experience. In this way, this last chapter may be considered to be

, complementing Chapter 1, which featured the rationale for embarking on this study. In
particular, the unique features of the Victorian mathematics curriculum that were
especially visible to the immigrant teachers of secondary mathematics will be identified.

The increasing significance of values teaching through mathematics in the current climate
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of major curricula changes will be discussed next. After this, the writing will focus on
what the findings of this research study mean in the context of fine-tuning and facilitating
the professional socialisation experience of future immigrant teachers of secondary

mathematics in Victoria.

This will then lead on to a proposal of suggestions for further, related research into
values, or teachers’ professional socialisation in the context of mathematics education.
While it is likely that the current study has led to the conception of some new knowledge
in most — if not all — of these three fields of study, the defining of now frontiers
invariably uncover more uncharted territories for exploration, examination and scrutiny.
In concluding this thesis report, it is the hope for the continual quest for knowledge and

understanding with which these suggestions will be made.
8.1 Conclusions Regarding the Initial Research Questions

The conduct of the present study into the professional socialisation experiences of
immigrant teachers of secondary mathematics in Victoria was guided by a series of
research questions, themselves arising from a survey of current academic knowledge and
posed in Section 2.4. A summarised form of responses that have been informed through
the data collected and analysed in this study will now be presented, to serve as a marker
of significant constructs underpinning the fuller understanding of the findings of this
study.

8.1.1 Rescarch Question 1: Nature of Value Difference

The first research question guiding this study was: What is the nature of value
differences perceived by immigrant teachers in the Australian secondary
mathematics classroom? In view of the hitherto virtual absence of value conflict
research in mathematics teaching/learning, to what extent are the value differences

perceived directly related to mathematics and its pedagogy?

The eight immigrant teacher participants reported a total of 34 perceived value
differences over the data collection period. The nature of these value differences may be
categorised as being mathematical, mathematics educational, general educational, and
organisational. Despite the socio-cultural nature of mathematical knowledge (Section
2.1.1), there appeared to be a feeling amongst these immigrant teachers that the discipline

1S pan-cultural, Amongst these categories of value differences, the mathematics
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educational ones were most frequently reported in this research study. Differences in the
way different cultures facilitate the teaching and learning of school mathematics were
found to take place across intended, implemented and attained curricula. On the other
hand, half of the general educational value differences perceived by the immigrant
teachers were reported by several teachers, all of whom positioned Victoria’s education
system as consistently higher (or lower) ir. emphasising the values involved. The only two
examples of organisational value differences, interestingly, related to aspects of support

provided to teachers of mathematics.

Not all the value differences perceived by the immigrant teacher participants led to
dissonance and conflicts, however. There is evidence in this study that teachers’
epistemological, pedagogical, educational and organisational values need not necessarily
be aligned with what were valued (or not valued) in their respective home cultures. The
finding that the notion of choice is likely not a part of the valuing process implies

opportunities for consonance as well as dissonance with the host culture.

Is cultural distance (Dawe, 1982) a determinant of successful socialisation? After all,
Allan’s (2002) study into the induction experiences of students in an international school
echoed this point, where “the nature of this [students’ interaction with their peers] could
be seen to vary according to nationality. North American and British students experienced
the least cultural dissonance” (p. 75). In this study, the two smallest cultural distances
pertained to the English (Betty) and Canadian (Deanne) cultures. Yet, there is no
consistent evidence from their data that both experienced less value differences (see
Appendix 17) than their peers from other cultures. In fact, as explained in Section 5.7.2, if
Betty had not taught across educational systems of schools as well, she might have
reported even more value differences between the English and Victorian mathematics
education systems. In other words, the findings of this study imply that insofar as teacher
professional socialisation is concerned, cultural distance does not appear to be a factor of

opportunities for perceived value differences.

Specifically, in relation to mathematics education, this study has shown that more
value differences pertaining to mathematics pedagogy were perceived than any other
categories of such sources of potential dissonance, although mathematics as a discipline
appears to be regarded as pan-cultural and thus relatively free from perceived difference.

This validates the proposal in Section 1.4 that teachers of mathematics may migrate J
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overseas (and to Australia) in the belicf that the teaching of a culturc-neutral subject such
as mathematics should be problem-free, essentially and potentially rendering these
teachers ill-prepared to negotiate any value difference they might come across in the host

culture.

The second research question for this current study was: What are the approaches
adopted by immigrant teachers to cope with and/or negotiate perccived value
differences as part of their own professional socialisation process? What arc the
underlying assumptions, and how are these approaches displayed in observable
ways? To what extent have these approaches been reflected in the conceptualised

model of teacher approaches discussed earlicr (see Table 2.3)?

Analysed data in this study has built on a conceptualised set of teacher responsive
approaches (as shown in Table 2.3). These data had facilitated the further development of
a range of responses, and the renaming of one approach, which the teacher participants
were observed to adopt in response to perceived value differences, Table 6.1 is
reproduced below as Table 8.1, summarising the features of the status quo, assimilation,
accommodation, amalgamation, appropriation and affinity approaches, as well as of, the
helplessness response. It is noted, though, that this listing does not represent a sequence
through which it is desirable for one’s socialisation to mature. For example, Table 8.1
does not suggest that amaigamation is a better responsive approach than accommodation
or affinity. Rather, as was observed in the study, each immigrant teacher participant had
been observed to adopt multiple approaches as the contextual factors underpinning the

value differences changed.
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Table 8.1

Repeat of Table 6.1: Responses by immigrant teachers to perceived value differences in

mathematics education

L TR LI o T e e i

L e R e,

Culture to
which personal Response Assumption Teaching
value is
aligned
Australian There is no culture conflict; The Australian culture
culture Affinity my value is aligned with the  supports my mathematics
Australian culture. teaching style,
There is no apparent way to My mathematics teaching
Home culture Helplessness negotiate the different values  style may not be consistent,
satisfactorily. and | may not know what to
do.
My home culture should be I teach mathematics in the
Status quo espoused. same way I did in my home
culture.
The Australian culture [ include the Australian
Assimilation should influence the surface  cultural contexts in my
characteristics of my teaching, such as in examples
mathematics teaching, and problem sums.
The Australian culture Planning and classroom
Accommodation should be espoused, decisions portray the
Australian culture.
The essence of my home My teaching reflects a
Amalgamation culture and the Australian synthesis of teaching styles

culture should guide
mathematics teaching. _

from my home culture and
from Australia.

Appropriation

My home culture and the
Australian culture should
interact to inform my
mathematics teaching.

My mathematics teaching
style consistently reflects an
adaptation of my home
culture to local norms and
practices.

It is significant to note that the demonstration of the status quo approach was not

restricted to newly-arrived immigrant teachers only; Manoj with 27 years of experience

mathematics teaching in Victoria made use of this approach to negotiate several value

differences as well. That is, the adoption of the status quo approach does not likely reflect

lack of socialisation experience or lack of resources with which to work round perceived

value differences.

As for the assimilation approach, the three teacher participants who adopted this

approach in different value difference situations were not observed to have used the status

quo approach in other situations. This hints at the possibility that assimilation may be

chosen instead of status quo to enable individuals to continue embracing particular home
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culture’s values. While the accommodation approach (along with other approaches) was
exhibited by several teacher participants, one of the questionnaire respondents
demonstrated the possibility for immigrant teachers with unique life / professional
experiences in their respective home cultures to totally embrace the Australian way of

life, and the values underpinning this (see Section 6.2.1.3).

The amalgamation and appropriation approaches have been differentiated from the
approaches discussed above, having been considered to be inciusive (see Section 7.3). As
a group, these inclusive responsive approaches were the only ones adopted by each of the
teacher participants in this study. The way in which these approaches are different from
each other has been discussed with the analogy of the properties of chemical mixtures and
compounds (see Section 7.3). In an unique way, the appropriation of values represents the
ongoing and active interaction of these values within a teacher’s personal value schema.
The paradoxical mutual support of different cultural vatues that is characteristic of the
amalgamation and appropriation approaches essentially epitomises the notion of
complementarity (see Section 7.3). The potential for these approaches to enable societies

to re-define and to develop was acknowledged.

There are two examples amongst the immigrant teacher participants and the
questionnaire respondents in which the teachers were clearly helpless in the face of two of
the value difference situations. That these teachers were still practising in the profession
indicates that continual service in the teaching profession does not necessarily imply
successful negotiation of all perceived value differences. In particular, Carla’s experience
in this instance indicated that contextual factors play an important role in rendering
teachers helpless, given the perception of similar value differences —and her different

approaches to negotiate these— in different contexts.

The different contexts within which similar value differences were perceived (even by
the same teacher) demand different responsive approaches. In general, the range of
responsive approaches (as shown in Table 8.1) demonstrates different teacher
assumptions in the context of the unique socio-cultural framework. These assumptions
may include a feeling of ‘no way out’ (helplessness), to a need to espouse the home
culture (status quo, assimilation), or to portray the host culture (accommodation, affinity),
and to a desire to espouse both the home culture and Australian values (amalgamation,

appropriation).
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been displayed overtly in the decisions the immigrant teachers subsequently made, and in
the choice of course of actions. Although the composition of the individual value schema
may not have been affected in the status quo, assimilation and affinity approaches, the

nature of the other three approaches has meant that each immigrant participant’s personal

[ value schema is reoriented somewhat as a result of professional socialisation.

8.1.3 Research Question 3: Contextual Factors

g As formulated in Section 2.4, the third set of research questions was: What are the
operating contextual factors that interact to guide teacher choice of responsive
approaches? In particular, what are the roles played by competing, overriding and

second-hand values?

The contextual factors that were operating in the value difference situations were

varied (see Appendix 17), and it is significant that they were not just pedagogical or
epistemological in nature, but also historical, political, societal, and economic. These

provide convincing validations of the socio-cultural nature of school mathematics

teaching and learning.

! The choice of responsive approaches to perceived value differences appeared to be
g informed by factors situated within such rich socio-cultural contexts. There has been no

evidence, however, that the relative proportion of facilitating and constraining contextual

: factors determined such choices. On the other hand, choice of responsive approaches was
; probably regulated by the different beliefs and values underlying these contextual factors,
and the mediation amongst them (the beliefs and values) within the individual’s personal

value schema.

At the same time, the number of years of professional socialisation is likely to be a
factor in cultivating within the immigrant teacher a sense of cultural relativism, thus

privileging her with a set of lenses with which future perceived value differences might

frreics e e, ~
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be interpreted.

Competing, o' ~rriding and second-hand values were discussed in Section 2.2.3, and

examples of these operating in the different value difference negotiation processes have

T thm g R

been documented in Chapters 5, 6 and 7 (e.g. Sections 5.7.2, 5.9.2, 7.1, 7.2, and more

extensively in Sections 6.3.4 and 6.3.5). That there has been no clear relationship between
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the operation of any of these values and the choice of responsive approaches in the
different negotiation processes is an indication of the complexity underlying the influence
of these values on successful socialisation experience. What appeared to be evident,
though, is a validation of the function of value schemas, over the alternate view of a
collection of isolated, single values involved in the process of negotiating perceived value
differences. In fact, each of the responsive approaches may be described and
distinguished in terms of the introduction or re-orientation of values amongst the

concentric rings of values in any one such schema.

The notion of the personal value schema may indeed be considered to be the main
contextual factor in itself, for it was consistently observed that any of the teacher’s
negotiation of values in difference (incorporating choice of responsive approach) was
really an articulation of the personal value schema seeking to re-establish harmony and
equilibrium amongst its constituent values. Regardless of the number of contextual
factors operating in any value different sitvation, and regardless of whether these are
facilitating or constraining the continual espousal of values related to the home cultures, it
has appeared that it is how the underlying val.x s are prioritised within the personal value
schema that more directly influences choice of responsive approaches. The centrality of
values (and value schemas) is thus a significant variable in the professional socialisation

process of immigrant teachers of mathematics in the Victorian secondary classroom.
8.2 Unique Features of the Victorian Mathematics Curriculum

As discussed in Section 6.1.3, value difference between any two cultures 1s relative
(Hofstede, 1997). In this way, aspects of any culture which are uniquely de-emphasised or
not as emphasised as other cultures can become the defining features of that culture,
rendering it unique in associated ways. These cultural differences in values and beliefs
may be articulated in the form of different educational principles and beliefs, which in -
turn define the characteristics of national and/or sub-cultural (mathematics) educational
curricula (Woodrow, 2001). The data collected and analysed through the conduct of this
study revealed certain mathematics educational values associated with the Victorian
mathematics cwrriculum, values which were apparently not more emphasised anywhere
else. Specifically, these referred to the value differences related to zechnology (Sections
5.3.24,57.2,59.2,5.10.2) and numeracy (Sections 5.5.2.1, 5.7.2, 5.8.2). Four of the

eight teacher participants had reported how trechnology was valued more in the Victorian

271




classroom than in their respective home cultures. Also, amongst the teacher participants,
the experiences of three of them demonstrated that the Victorian mathematics curriculum
appeared to emphasise numeracy more than in their respective home cultures’ curricula,
Specifically, Manoj, Betty and Khaliq had expressed their views that the mathematics
curriculum in Victoria emphasised more on relevance and applications, these being key
ideas in the construct of numeracy (see Section 8.2.2). That none of the other teacher
participants perceived Victoria as valuing these two aspects relatively less, then, suggests
that none of the eight foreign cultures’ school mathematics curricula valued techrio!ogy
and numeracy more than Victoria’s Curriculum and Standards Framework. In this sense,
these have defined two striking features of the Victorian secondary mathematics

curriculum within the context of this research study.

8.2.1 Defining Feature 1: Technology

Four of the eight immigrant teachers had perceived a difference between their own
home cultures and Victoria’s valuing of technology with regards to the teaching and
learning of school mathematics. Betty expressed concern at students’ inappropriate use of
computer and calculator technology, and she also felt that technology was often valued at
the expense of the heaury inherent in mathematics. As for Carla, Li Kang and Saka, all
three were of the opinion that there were signs of student over-reliance on technology, a
phenomenon which could threaten the level of student competence in basic computational
skills. In addition, Carla mentioned that calculator use amounted to a contradiction when
the Curriculum and Standards Framework stated as one of the goals of school
mathematics teaching, the acquisition of “mathematical skills and knowledge so they [the
students] can deal confidently and competently with daily life” (Board of Studies
Victoria, 2000, p. 6), since individuals normally lead datly lives (and solve emerging
problems) without necessarily carrying calculators with them! Three of the teachers
(Carla, Li Kang and Saka} were teaching in VCE classes of Further Mathematics,
Specialist Mathematics and Mathematics Methods (respectively) at the time of this study,
and the curriculum’s emphasis on the use of the graphing calculator was arguably the
strongest at these levels. Betty, on the other hand, was observed teaching in a Year 9
mathematics class. Although Betty’s questionnaire response indicated that she also
perceived the technology value difference at the other (VCE) levels she was teaching, the
lesson and interview data suggested that the imperative for calculator use had filtered

down the levels of school mathematics curriculum to the Year 9 level as well. Similar
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phenomena with other aspects of the mathematics curriculum have also been reported
elsewhere (e.g. Brew, Tobias & Leigh-Lancaster, 2001; Clarke & Stephens, 1996).

Indeed, the Victoria Cwrriculum and Standards Framework’s emphasis on the
harnessing of educational technology in mathematics education is arguably a defining
feature of the state’s secondary mathematics education system. One of the Curriculum
and Standards Framework’s seven goals of school mathematics learning, as stated in
Board of Studies Victoria (2000), is for students to “use technology appropriately and
effectively to support the learning of mathematics, and in carrying out mathematical
activities in context” (p. 6). Fulfilling these goals and working mathematically involve
engaging students in activities that develop their “practical ability in ... making sensible
use of calculators and computers” (p. 6). As such, a section of the CSF is devoted to a
discussion called ‘information and communications t~chnology in the mathematics CSF’
(pp. 8-9). A relationship between this emphasis on technology and the curriculum’s more

general values relating to mathematics education was established by Leigh-Lancaster
(2000):

A key reason for this ... position [to create technology-active, rather than technology-free or
technology-neutral assessment) relates to values and beliefs about mathematics: mathematics at
school should be like mathematics as used outside school. As mathematics outside school changes
and the methods of choice change, so also should the methods of choice at school change, to the
extent that this is reasonably possible. (p. 10)

which, in itself, may also be perceived as contradictory, in relation to Carla’s view

discussed in the opening paragraph of this section.

While many other nations may also be encouraging the integrating of calculators and
mathematics learning/teaching computer software into teachers’ pedagogical repertoire, a
shift from school-based curriculum planning to a centrally-imposed curriculum
framework in the mid-1990s (Clarke, Clarke & Sullivan, 1996), together with a pre-
tertiary standardised, high-stakes examination system which has moved from being
technology-free (Leigh-Lancaster, 2000) to technology-active in three years, had resulted
in a prescribed curricuium which brings to centre stage the role of technology in
mathematics learning and teaching. This latter factor is significant, in that it demonstrates
how assessment (the attained curriculum) could be — and has been — structured to

induce, or to inculcate changes in teacher practice (the implemented curriculum) as well
(Lange, 1996).
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Although the use of scientific calculators has been permitted in examinations in
Victoria since 1978, such assessment was considered technology-free. From 1997,
approved graphing calculators can be used by students in the tertiary-entry mathematics
examinations, but the papers remained technology-neutral, in the sense that the questions
were not designed to disadvantage any student, whether she has access to a graphing
calculator or not. This phase had been a short one, however, as examinations questions
from 2000 onwards have been designed to be technology-active, with assumed student
access to the technology, such that some questions are designed to require its use, The
state education authority’s valuing of technology in the mathematics curriculum
continues, with the introduction of ‘mathematics methods computer algebra system
(CAS) pilot study’ in 2001, By 2003, 19 secondary schools in Victoria, spanning across
the different educational systems and different geographic locations, were involved in the
project harnessing hand-held and computer-based CAS technology (Victorian Curriculum
and Assessment Authority, 2003). The VCE papers for students in participating schools
have also been modified to reflect an expectation of the students’ capability to use this

new technology in their mathematical work.

A survey of how technology is valued in some other mathematics educational systems
may illustrate Victoria’s uniqueness in this regard. As of 2003, emphases on the use of
relevant computer software, graphing calculators and even CAS were evident to different
degrees in the other states and territories of Australia (Leigh-Lancaster, personal
communication, June §, 2004). Although the Victorian VCE examinations had become
technology-active in 2000, it is not until 2004 when “every state and territory [of
Australia] has permitted [only] the use of handheld graphing technology in senior years
and high-stakes external examinations (where applicable) for students of mathematics”
(Amold, 2004, p. 17). Although the International Baccalaureate mathematics
examinations was technology-active (just like the VCE), the harnessing of CAS
technology was only beginning to be considered in its 2003 review process. In other parts
of the world, Denmark, France and Gemmany had been allowing students to make use of
CAS calculators in their mathematics examinations, although it was not clear in all cases
if the assessment questions were technology-active or technology-neutral (Victorian
Curriculum and Assessment Authority, 2003). The Danish Bacclauréat Mathematics
examinations may be technology-active, but some questions appeared to have non-CAS /
CAS alternate versions (Evans, Norton, & Leigh-Lancaster, 2004). The USA College
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Board’s Advanced Placement Calculus examinations allowed student access to approved
CAS calculators, but basic capabilities of graphing calculators “should provide the
sufficient computational tools for successful development of a solution to any exam
question that requires the use of a calculator. Care is taken to ensure that the exam
questions do not favor students who use graphing calculators with more extensive built-in
features” (College Board, 2003).

Thus, the valuing of technology in the Victorian mathematics education system has
been unique in that it remained steps ahead of other comparable educational systems, as
well as educational systems in the region, in harnessing new technologics, especially
handheld technologies. Leigh-Lancaster (personal communication, June 5, 2004) summed

up the position of the Victoria mathematics education system in the following way:

In summary, Victoria is unique in that it is a ‘mature’ gc [graphics calculator] use sysiem (with
assumed access for all parts of all examinations) and its CAS pilot also assumes student access 1o
approved CAS for all parts of all examinations,

In some ways, the extent to which Victoria's mathematics curriculum embraces
technology may be reflected also in the internationally active agenda and output of related
educational research in Australia in general, and Victoria in particular. For example,
Amold (2004) noted the high frequency of Australian research amongst 43 quality
research studies on handheld graphing technology, selected by a research team based at
Michigan State University from over 180 identified reviewed and published research
reports based on strict “criteria related to publication, perceived relevance, inclusion of

evidence, rigour and scientific design” (p. 17).

If the Victorian mathematics curriculum’s proactive adoption of (handheld)
technology has been guided by institutional vision of how school mathematics can remain
relevant to emerging trends and lifestyles in the society, then the reason(s) for its relative
success over other curriculum bodies outside Victoria in actualising this vision appears
unclear. This is especially significant given that other states and territories of Australia
have not been able to match Victoria in emphasising technology in school mathematics
education. Could it possibly be due to the presence of a group of passionate and dedicated
believars in technology within the mathematics education administrative level of this
Australian state? Or could it be the availability of a critical mass of (mathematics)
educational researchers in Victoria who has been responsible for engaging in related

cutting-edge research, and for supporting technology use in local schools? There is also
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the question of the role played by the financial involvement of the major graphing
calculator corporations, in the contemporary political climate of diminishing taxpayer-
funded research in Australia. For example, ‘Texas Instruments Australia’ is based in
Victoria. So was the influential ‘computer algebra research project’, conducted by the
University of Melbourne in partnership with the Victorian Curriculum and Assessment
Authority, and supported by Casio, Hewlett-Packard, and Texas Instruments. In a related
manner, could the push for the adoption of handheld technologies be a manifestation of
transferring the financiat burden from taxpayer-funded acquisition to a user-pays system

at the individual level?

8.2.2 Decfining Feature 2: Numeracy

The second defining feature of Victoria’s school mathematics curriculum as defined
by this study’s data is ‘numeracy’, In its report, ‘Numeracy = Everyone’s Business’ to
Australia’s Department of Employment, Education, Training and Youth Affairs, the
Australian Association of Mathematics Teachers regarded the following as its description
of ‘numeracy’: “to be numerate is to use mathematics effectively to meet the general
demands of life at home, in paid work, and for participation in community and civic life”
(Australian Association of Mathematics Teachers, 1997, p. 15). Johnston and Yasukawa
(2001), in critically reflecting their co-construction of the meaning of numeracy, provided

an useful analogy to the same effect,

permitting, indeed requiring, it fnumeracy] to be a bridge between mathematics and society. To be
numerate was to negotiate the world — including its values — through mathematics; it was also to
negotiate the mathematics that constructs the social realities we live in. Both sides of the bridge
were core to this concept of numeracy, both the socially critical and the mathematical. In this
sense, numeracy was larger than mathematics and unable to be conftned within it or within any
single level of it. (p. 291)

The term ‘mathematical literacy’ has been used elsewhere to refer to a similar concept
(see Organisation for Economic Co-operation and Development, 2001, p. 14). A valuing
of ‘numeracy’ wou.ld then have as its focus the teaching and leaming of mathematics to
equip learners with the necessary knowledge, skills and dispositions for life and career
demands. In a way, then, numeracy relates to the cultural and practical, while

mathematics as a discipline appears to be more abstract and theoretical.

The distinction of the Victorian mathematics curriculum as one which values
numeracy first surfaced when the questionnaire data was being processed. Out of the 35

immigrant teachers responding to the questionnaire (some of whom subsequently were
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part of the eight tcachers who took part in the next phase of the study, involving lesson
observations, interviews and document analyses), 17 (that is, nearly half of them) had
written about differences between the mathematics curricula in Victoria and in their
respective home cultures that suggested a greater emphasis on numeracy in Victoria,
None of these teachers referred to the contrary. Terms used by the questionnaire
respondents to describe how the Victorian mathcmatics curriculum differed from the
home culture’s equivalent included practical and applicational knowledge (versus rote
learning, drills, pure mathematics), development of skills (versus mathematics for theory

and knowledge), and activity-based learning (versus learning of concepts).

Amongst the eight teacher participants, three of them (Betty, Khaliq and Manoj) had
expressed the view that the content of the school mathematics curriculum in Victoria was
relatively more relevant and more likely to be related to real-life, authentic situations and
problems than the mathematics curricula of their respective home cultures (i.e. British,
Lebanese and (Fiji) Indian respectively). None of the other five immigrant teachers felt
that the school mathematics curricula in their own home countries featured more real-life
applications. The applications involved in mathematics learning/teaching that the teacher
participants talked about extended beyond providing computation problems with
contextual background, to situating such problems in authentic everyday contexts
drawing upon mathematical skills and knowledge from multiple topics, where the
solutions might not be nice whole numbers, or there might be multiple solutions as in
open-ended questions. As observed by the three teachers, such authentic applicational
questions were particularly suited to students’ needs and helpful in their future studies or

work.

How are these teachers’ views reflected in the Curriculum and Standards Framework
(CSF) (Board of Studies Victoria, 2000)? Amongst the document’s expressed goals for
school mathematics are student acquisition of “mathematical skills and knowledge so
they can deal confidently and competently with daily life”, and development of
“knowledge and skills in using mathematics for employment, further study and interest”
(p. 6). Thus, students are expected to “acquire numeracy skills that enable them to use
mathematics sensibly and confidently in a variety of different situations” (p. 8). In this
regard, successful approaches to mathematics teaching would be characterised by,
amongst other factors, an emphasis on applications (p. 9). This reflected the vision of the

nattonal mathematics curriculum profile (Curriculum Corporation, 1994) in different
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ways. One, the CSF reflected a continuing emphasis of ‘mathematics for all’ and its
relevance to the needs of day-to-day living. Also, there was the aim by the national
framework to be proactive to economic needs and thus the preparation of students for
future employment, A successful leamning of numeracy concepts and skills by students is
expected to cultivate lifeskills and dispositions that would become increasingly important
in the emerging economy. These lifeskills and dispositions might include creativity, the
flexible harnessing of technology, and the embracing ot change; arguably, a contextually-
based numeracy education has greater promise in delivering these qualities than a
theoretically-based mathematics education, Thus, as Horwood and Thomas (2000) noted
in their review of Australasian mathematics education research conducted in the second
half of the 1990s, “major changes to educational policies and operations have been
introduced in order to align the goals of education to the perceived needs of business and
industry” (p. 351). It is thus by no coincidence that Victoria’s Curriculum and Standards
Framework was highlighted for discussion in Lange’s (1996, section 5.4) review of
applications oriented mathematics curricula around the world, and that its focus on
numeracy was regarded as a characteristic feature by the immigrant teachers of secondary

mathematics.
8.3 Values Education in Mathematics Education

Through inquiring into the professional socialisation experience of immigrant
teachers in Victoria, this study has highlighted how the secondary mathematics classroom
can be as values-rich as any other classroom in the school, and how these teachers
functioned in this environment through engaging in valuing processes with their own
value schemas, The values-rich nature of the mathematics classroom is a reflection that
although mathematics may be perceived by the immigrant teachers as being pan-cultural
in nature (thus, a school subject sharing similar values across cultures), research evidence
here indicates that different culturally-based values regulate how the same pan-cultural
mathematics may be taught differently, contribute to different educational aims and
objectives, as well as affect the nature of the relationship between the educational

institution and the mathematics teachers’ practice in the classroom, all in different ways.

Thus, if education is essentially about inculcating desirable values in the students,
then the presence of mathematics educational, general educational and organisational

value differences mean that different values may potentially be taught through, and in,
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school mathematics. In additio., fhe socio-cultural nature of mathematics and schoo!
mathematics implies that even if mathematics is seen to be pan-cultural, there exist
certain valucs associated with the discipline which may be espoused in the mathematics
classroom. Yet, it is fair to say that the subject of mathematics is very seldom associated
with values teaching, unlike science (e.g. ethical issues related to cloning), history (e.g.
moral justifications for particular battles), SOSE (e.g. conservation of nature), or
language (e.g. theme-based, whole-language teaching approach). A greater awareness
amongst policy makers, educational administrators, and classroom teachers is clearly
required to actualise a total educational experience that explores and teaches values in
consistent ways in all school subjects, including mathematics which is often a compulsory

subject in many education systems around the world.

What is the immediate significance of these? The ongoing Victorian Curriculum
Reform in 2004 has identified as one of three pillars supporting the new framework of

‘essential learning’,

personal and social development ... [as a ] core business for education. This involves development
of specific forms of knowledge and skills together with values and personal attributes. (Victorian
Curriculum and Assessment Authority, 2004, p. 4)

There is an emphasis for the new curriculum framework to recognise both — and
distinguish between — the enabling skills and knowledge on the one hand, and values

and attributes on the other. After all, students

need access to core understandings about how to function effectively[. While] much of this wil}
derive from the core discipline concepts and generic skills ... some will be specific knowledge and
understanding of our society and culture. (VCAA, 2004, p. 4)

To this end, the VCAA has adopted the set of ten commonly-fostered values
identified in schools around Australia through the ‘Values Education Study’ (Curriculum
Corporation, 2003) as a “starting point for the elaboration of a statement of values”
(VCAA, 2004, p. 4). The ‘Values Education Study’ had earlier found out that “these
values are shared with remarkable consistency across the broad range of schools
represented in the project, including very disadvantaged schools and the more advantaged

schools” (Curriculum Corporation, 2003, p. 157). Specifically, these values are:
tolerance and understanding
respect

responsibility
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social justice
excellence

care

inclusion and trust
honesty

freedom

being ethical

In this public consultation phase of the curriculum reform, the following two related

questions were posed:

the framework should be underpinned by an explicit statement of broadly agreed values. Do you
agree?
what comments do you have about the set of values provided ...? (VCAA, 2004, p. 5)

In addition, a set of generic skills, values and attributes has also been defined by the
Victorian Curniculum and Assessment Authority, covering the social/cultural and
organisational/employability aspects of education (Victorian Curriculum and Assessment
Authority, 2004). The expectation is for schools “to incorporate an agreed set of skills and
values across the curriculum and develop methods for assessing them as appropriate” (p.
8). The emphasis, thus, is for the fostering of values through the different school subjects.
Unfortunately, the phrase ‘as appropriate’ seems to convey a contradictory message
somewhat, as it signals a sense of option and choice in relation to values assessment

and/or teaching.

At the national level, the aforementioned ‘Values Education Study’ commissioned by
Australia’s Department of Education, Science and Training (Curriculum Corporation,
2003) appears to be more affirming -— but not directly so — of the role that mathematics
teaching in schools may potentially play in a values-based education. Amongst the three
different domains of values education identifted, the underpinning vision for improved
values education acknowledges the incorporating of values into the curricula of key
learning areas, which includes mathematics. In particular, quality teaching encompasses

the notion that “schools and educational leaders recognise that values interact with and
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are integral to all key learning areas™ (Curriculum Corporation, 2003, p. 152), a point

which is not lost in the Victorian curriculum reform exercise,

The listing of the set of ten shared values to be fostered through school education is
accompanied by examples of curriculum programs and classroom activities appropriate to
each of the values. An example of this is the possibility of inculcating respect through
“team-based approaches to learning, problem solving and the completion of tasks” (p.
158). Clearly, while these recommendations may not be subject-specific, they have the
potential to assist teachers of secondary mathematics — both immigrant and ‘native’ —

to be more aware of the value-laden aspect of parts of their professional practice.

Nevertheless, the report also noted that the *how’ of incorporating values into the
school subjects had been a challenge facing case study schools. To this end,

‘Recommendation 7’ of the report states

that the Commonwecalth, in collaboration with education jurisdictions and schools cooperate in
providing teachers with resources (including professional development, teaching resources and
evaluation materials) to support their efficacy as ieachers of values within ail areas of the
curriculum and total school life and to monitor this efficacy on an ongoing basis. (p. 164)

The state and national discussion of values teaching in education has also recently
become part of the ongoing political debates relating to the divide between public and
private education systems (e.g. Green & Tomazin, 2004; Maiden, 2004). Earlier in 2004,
the Australian Prime Minister had controversially claimed that the increase in student
enrolment in non-government schools throughout Australia was a reflection of a lack of
emphasis in values cultivation in the public school system. A study conducted by the
Australian Council for Educational Research with 600 parents with secondary school-
going children had revealed that a perception that non-government schools are more
likely to embrace traditional values has emerged as a very significant factor guiding

parental choice amengst the school systems (Green & Tomazin, 2004).

Although this research study is not specifically focussed on values education, or on
student enrolment in particular school systems, the unique socialisation experiences of the
immigrant teachers of secondary muthematics have put in relief the value-ladenness of
school mathematics teaching and learning. In particular, this research study reveals that
values are already being espoused, contested and affirmed in the mathematics teaching
and learning environment, whether this is located in public (government) or private {non-

government) settings. Appropriate and creative professional support for classroom
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teachers of (secondary) mathematics is likely to be not only important —— but also timely
— in facilitating Victoria’s ongoing curriculum reform in ways which incorporate more
seamlessly the recommendations of the ‘Values Education Study’, as well as in helping to
address societal mis-conceptions regarding the relative lack of values education in public

schools,

To better achieve this, it is perhaps instructive to focus on the observation in this
study of the valuing that the teacher participants were engaging in. The negotiation of
perceived value differences involves more than acknowledging the presence of values
operating in the socio-cultural environment within which the mathematics classroom is
situated. The process reflects the teachers’ consideration of, comparing amongst, and
contesting the various values. Indeed, it is an embodiment of the teachers’ valuing of
aspects of mathematics, education, and mathematics education. Thus, a step further
forward is to move beyond the identification of values, to a recognition of valuing. The
findings of this study has in this sense positioned us at a good vantage point, with its
discussion of how valuing is enacted through a range of approaches to mediate value

differences in the context of the personal value schema.
8.4 Bcyond Celebration of Diversity and Difference

Shifting our focus back to the professtonal soctalisation of immigrant teachers of
mathematics, it can be very tempting to conclude from the findings discussed that this
group of practitioners has succeeded professionally because they were able to adopt a
range of responsive approaches to perceived value differences in the secondary
mathematics classroom. In negotiating perceived value differences in their workplaces, it
appears that immigrant teachers can either choose to embrace values reflective of their
respective home cultures or of the Australian culture, or to integrate the different vuttural
values in productive ways. The broad findings, thus, have the potential to draw one into
joining a chorus of support, affirmation and celebration of diversity and difference in the

society in general, and in Victorian (mathematics) education in particular.

However, while this can be very positive and encouraging towards considerations for
inducting immigrant teachers, and indeed, any teacher in transition (understood broadly),
how useful and potentially empowering would the findings be for any immigrant teacher
of secondary mathematics from the professional development perspective? How would it

help these teachers if they are simply presented with a range of responsive approaches
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with which they may negotiate future perceived value differences? Docs the list of
responsive approaches (Table 6.1) imply that any one approach may be used to help the
immigrant teacher make sense of a particular perceived value difference? 1f not, how
would the immigrant teacher make an informed choice as to which would be the most
appropriate or helpful response? What would the implications be of the observations in
this research study that each of the eight immigrant teacher participants had adopted

multiple approaches in their respective negotiation of perceived value differences?

The data of this study have not been interpreted with the expressed aim of celebrating
diversity and affirming difference. Rather, the discussion of the immigrant teachers’
responsive approaches in relation to the contextual factors operating within the workplace
environment has highlighted the complexities and limitations of each type of responsive
approach identified. In this way, the data interpretation exercise adopted for this study has

echoed Lubienski’s (2003) concern:

What I am calling for here is a critical examination of what might be lost amid the current climate
that conveys that diversity should only be viewed in a positive light .... I am raising questions
about whether restricting our discussions to only positive aspects of diversity is an academic,
middie-class luxury that detracts attention from research on social class and larger. systemic
inequities. (p. 36)

The value of looking beyond these celebrated aspects of diversity and difference is
also a point raised by Barry McGaw, the Director of the Directorate for Education in the
Organisation for Economic Co-operation and Development (OECD), in a recent keynote
address in an international mathematics education research conference. In relation to
Australia’s performance in the international comparative study, PISA 2003, McGaw

(2004) concluded his speech by waming that

it [Australia] seems at best (o have celebrated its high average without looking further at the hard
questions [relating to inequity in the provision of mathematics education). (p. 44)

Thus, a way of looking at the ‘hard questions’ has stemmed from conceptualising this
thesis within a socio-cultural framework, with the data analysis and interpretation
acknowledging that the immigrant teachers’ professional socialisation experiences were
not a reflection of how they functioned in — and responded to — an environment which
was static and fixed. Otherwise, any immigrant teacher’s response to particular perceived
value difference could be easily used as a case study for other (immigrant) teachers to
learn from. That this research study recognises that any two immigrant teachers can

possibly respond to the same perceived value difference successfully, but with different
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approaches, also acknowledges the interactional co-construction of realities by both the
immigrant teacher and the socio-cultural environment within which she practises, one

which is ‘alive’ and responsive.

Instead of adopting a deficit view and claiming that particular values may be too
exotic or unsuitable in the context of mathematics teaching and learning in a classroom in
Victoria, this research study has recognised particular values (both home culture values
and values associated with the Australian culture) as being the products of cultural sense-
making by the immigrant professionals. In exploring the complexities and limitations
involved in the negotiation of perceived value difference, in examining the range of
operating contextual factors which provided both affordances and constraints,
empowering future immigrant teachers is regarded as not merely knowing the range of
possible approaches towards negotiation and mediation, but also encompasses an

understanding of the challenges involved in this negotiation process.

Thus, from the practical, professional development angle, the findings of this research
study should not be interpreted as providing immigrant teachers of secondary
mathematics with the ‘how’ of negotiating perceived value differences, but rather, the
‘how’ of better interpreting such situations, on which appropriate and sound decistons

may be made.
8.5 Ciritique of the Study

As is the case with all (educational) research, one makes the best decisions with
regards to research methodology and to data interpretation one can within the parameters
of limitations posed by physical and ideological constraints. Before embarking on a
discussion of the theoretical and practical implications arising from this study, it is
important to acknowledge the limitations inherent in this study, so that these implications

may be understood in the context of these constraints.

Firstly, the findings of this study should be interpreted in the light of the knowledge
that the immigrant teacher participants were chosen based on criterion-based selection,
rather than being chosen randomly (see Section 3.2), With the limited number of potential
immigrant teacher participants available, the eight teacher participants were so selected to
represent a spread across educational systems, geographical location, gender, years of

teaching experience, and broad cultural categories according to the inhabited continents
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of the world. While this distribution allowed us to learn about the socialisation experience
of a ‘balanced’ representation of the body of immigrant teachers in Victoria, it is
inevitable that in so doing, other possible ways of representation have been de-
emphasised. For example, one other way of selecting the teacher participants might have
been to achieve a balanced ethnic representation based on the relative cultural proportion
of the immigrant teacher population in Victoria, in which case the data presented in
Appendix 14 would be instructive. Alternatively, since this research study emphasises the
interaction between values and mathematics pedagogy, one may also argue that a greater
proportion of Asian or religious immigrant teachers would be desirable in the sam ~. .
since the role of values teaching in {(mathematics) education is often more explicitly
expressed in the curricula of many Asian nations, and through the teachings in various

religions.

Another point of criticism is that data from each of the teacher participants had been
collected with the same instruments, and these were analysed in a uniform manner as
described in Chapter 3. While this may be considered desirable from the perspective of
contemporary research methodology, a consideration might be that this is relevant insofar
that the sample from which the data has been collected is homogenous. But cultural
homogeneity can be a ‘slippery’ notion, especially if ‘culture’ is understood broadly. One
possible limitation in the context of this research study is the different ways in which
Asian immigrant teachers and their Western colleagues respond to questionnaires and
interview questions. For example, Cao (2004) noted the culturally different ways in which
Chinese and Australian respondents interpreted the middie option (i.e. ‘neutral’) of a five-
point Likert scale. Thus, this has to be kept in mind in our understanding of the context of
this study, provided through the immigrant teachers’ responses to the questionnaire used

in this study, and reported in Chapter 4.

A degree of cultural sensitivity had also been exercised in the conduct of the
interviews. While the interview protocol (Appendix 11) might have provided a general
structure to the semi-structured interview sessions, the phrasing of similar question items
was not verbalised in the same grammatical structure. Generally, when interviewing more
traditional Asian immigrant teachers like L1 Kang and Manoj, more context was built into
the vocalisation of interview questions to make these appear less abrupt and up-front.
Nevertheless, it is worth noting in this section how immigrant teachers from different

cultures may interpret similar questions differently in terms of not just vocabulary but
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also in terms of overall tone, with the assumption that this affects the amount and depth of
response rendered by the immigrant teachers. After all, my ethnicity might only help me
to be more sensitive to the cultural characteristics of Asian teacher participants, and in the
relative dearth of academic literature on this aspect of the interaction between culture and
methodology, it is only reasonable to suppose that the cultural sensitiveness of the Middle

Eastern ot East European immigrant teachers might have been overlooked.

The issue of vocabulary was raised in the last paragraph, which implies that the
differential command of the English vocabulary amongst immigrant teachers from
different cultures might have impacted on their understanding and interpretation of the
questionnaire and interview items. Although such misunderstandings might have been
minimised somewhat in this study through the inclusion of interview items to cross-check
responses and the employment of different data-collection methods to triangulate data, a
real challenge to a fuller understanding in the researching of values in the context of
mathematics education is “the lack of an appropriate and shared vocabulary to discuss the
types of values ... based in mathematics and mathematics education” (Clarkson, Bishop,
Seah, & FitzSimons, 2000; see also Chin & Lin, 2000b; Clarkson, Bishop, FitzSimons, &
Seah, 2000). Notwithstanding the fact that the very concept of ‘values’ is not easy to
define (see Section 2.2.2), it has also not been easy to make use of the English language
to adequately describe the intensities and range of values, value differences and value
negotiation. Thus, another inevitable limitation of this research study is the relationships
between the quality of responses from the immigrant teacher participants, and the quality

of description and interpretation of these responses in this reporting of the research study.

Certainly, one main reason for this relative lack of a vocabulary with which values are
discussed may be the very private nature of individuals’ personal values (see Sections 3.1
and 3.3.4). That values are more internalised than beliefs and attitudes (Section 2.2.2)
contributes to an understanding of this aspect of values, In this light, the incorporation of
the ‘recursive probing approach’ in the interview protocol of this study (see Section 3.3.4)
was intended to maximise the quality of the immigrant teachers’ feedback and sharing
(see Appendix 11 for a demonstration of how this was incorporated into the interview
protocol). Nevertheless, it is also reasonable to propose that individuals from different
cultures may feel more or less comfortable to talk about their own private values. It is
also arguable that researcher personality and ethnicity can affect the degree to which

research participants reveal their own personal values. In other words, the private nature
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of values, cultural differences, and quality of researcher-participant relationship can all
interact to affect the validity of the data collected through discussions of values in this —
and related — research studies. In this light, the short description of teacher participant
characteristics and of the (emerging) researcher-ieacher participant relationship that
accompanied each teacher participant’s results (e.g. Sections 5.3.1.1 and 5.4.1.1) were

included to help the reader better interpret the presented results in context.

The qualitative nature of this research study provides another limitation which, while
inevitable, needs to be taken into account as the reader reads through the chapters. As
discussed in Section 3.1, the qualitative research approach is particularly appropriate,
considering the nature of this research study. In that section was discussed how this
research has been set up to describe and understand processes and sequences, with a
recognition that there is no single reality within which these may be interpreted. The
conceptual and practical preference for the qualitative methodology in researching such
constructs as values, beliefs and attitudes was also presented in Section 3.1. In
emphasising the richness and depth of our understanding of cases, however, the
qualitative research tradition does not provide for a representative breadth across the
population. In other words, as in other qualitative research, an inherit tradeoff is a lack of
generality of the findings. It is therefore not possible to extend the findings, and
conclusions to all immigrant teachers of secondary mathematics in Victoria, and neither is
it possible to construct generalised statements about the professional socialisation
experiences of immigrant teachers from particular home cultures or of particular amount
of teaching experience in Victoria. Of course, arguably, generality is also a criticism of
quantitative research methodology, if the unique social-cultural context of each individual

is acknowledged to underlie the way her life experiences evolve.

Last but not least, I am value-laden myself as an individual. My personal values
relating to mathematics, to mathematics pedagogy, and to education are expected to have
impacted on what constituted ‘data’, and how these were subsequently interpreted. The
adoption of multiple data sources to achieve ‘triangulation’ has been an attempt to
minimise the potential threat from this source to validity in the research findings. The
deployment of only one (instead of several) researcher also ensured a certain degree of
consistency in data validity. Yet, it is useful to make sense of the findings and

conclusions presented in this chapter — as well as in Chapters 6 and 7— keeping this
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and the other limitations outlined above in mind. In other words, an understanding of the
findings and conclusions in the light of these inevitable limitations (given the inherent
constraints) is possibly the most valid and most reliable way for us to inquire into the
lives of immigrant teachers in Victoria as they negotiated perceived value differences in

the secondary mathematics classroom.

The conception of this research study had been motivated by the identification of a
problem confronting immigrant teachers of secondary mathematics in schools in Victoria
(see Section 1.4). The findings and conclusions were derived from the conduct of a
qualitative educational research built upon a theoretical framework that was defined in
Chapter 2. The conclusions and implications discussed thus far have likewise addressed
both theoretical and practical ideas. This study will now close with the next two sections
which attempt to identify the steps forward for both research and practice. First, in
Section 8.6, suggestions for ways of furthering academic understanding of relevant
theories through further research will be discussed. Next, Section 8.7 will identify some
of the practical implications arising from this study which might relate to the optimisation
of the teaching and learning of school mathematics. In this way, the two sections hope to
extend available possibilities in which educational research may contribute to
professional practice in the classroom both directly and indirectly, thereby addressing the

concerns and issues discussed in the opening chapter of this research study.
8.6 Implications for Further Research

From the theoretical perspective, this study has opened up avenues for further
research opportunities and explorations. For example, that it has documented the
negotiation of perceived value differences by immigrant teachers of secondary
mathematics might have provided us with more knowledge and a better understanding of
how such potential sources of dissonance may be mediated, but this has also raised
questions of how these value differences may not be as successfully negotiated bv other
immigrant teachers. Related data may be collected in further research from immigrant
teachers who had left the teaching service in Victoria. With these (ex-)teachers may be
explorcd the nature of contextual factors that rendered particular responsive approaches
as listed in Table 6.1 to be relatively ineffective. Useful knowledge may alsc be
constructed from an inquiry into unique, new responsive approaches which might have

been adopted by this group of immigrant teachers who had left the teaching service, To
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what extent did these approaches or responscs possibly contribute to the teachers’
departure from their carcers? In fact, was the departure attributable to any particular
perceived value difference, or to any value differcnce which might even not have become
apparent to the individual teacher until 1t proved too overwhelming to be negotiated with
any degree of success? What might be some of the unique contextual factors which were

likely to have acted as barriers or constraints for these teachers in general?

The quantitative display of the results of the schools and teachers’ survey reported in
Chapter 4 implies that several aspects of the immigrant teacher deployment/distribution
across the state and within schools deserve further research attention, and contributing
factors addressed. For example, how can the regional cities attract more immigrant
teachers of mathematics (see Table 4.5)? Also, is the observation that immigrant
mathematics teachers from the Middle East were not teaching the relatively ‘harder’
subjects of Mathematics Methods and Specialist Mathematics, and that colleagues from
America were not involved in teaching General / Further Mathematics (see Figure 4.8), at

the VCE levels indicative of any cultural assumption and bias?

The notion of the personal value schema was discussed in Sections 7.1 and 7.2. The
mapping of the values which constitute the different levels within such a schema, as well
as the effect on this structure brought about by value change, have not been able to be
established with sufficient specificity in this study. As such information had not been an
aim of the conduct of this research study, the methodology of this study was not
structured to provide the much-needed opportunities for sustained, long-term collection of
data. One can envisage a longitudinal research design which incorporates more lesson
observations, more interviews, and more content analyses which would provide the scope
for more reports of perceived value differences. In turn, a richer picture of the personal
value schema of individual teacher participants (sec, for example, Section 7.1), as well as
more evidence of how competing, overriding and second-hand values may be intemally
re-organised in the context of value change (see, for examples, Sections 6.2.1.4 and
6.3.5), can possibly be gained from conducting such complementary research. While the
current study is an inquiry into the negotiation of value differences from the perspective
of personal value schemas, the longitudinal research design mentioned above would be a
study of the structure and functioning of the personal value schemas through looking at

how value differences are negotiated by individuals.
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The relative dearth of educational research on values in mathematics pedagogy was
highlighted in the review by Bishop et al. (2003), and supported by what was included in
the discussion in Section 2.2.5. This is in contrast to the higher amount of mathematics
educational research activities relating to beliefs and attitudes. Could the availability of
user-friendly, validated and reliable instruments (e.g. the Fennema-Sherman Mathematics
Attitude Scales, Schoenfeld’s Mathematical Beliefs questionnaire; see also, Malmivuort,
2001, Chapter 2) with which to gather data on beliefs and attitudes be a possible
explanation for the relative popularity of mathematics beliefs and attitudes research?
Viewed another way, would mathematics education research have acquired a deeper
understanding of values and mathematics teaching / learning if there had been a
culturally-validated measuring too] available with which values related to mathematics
education may be surveyed and explored? There is no evidence that such an instrument
exists for teachers or students of school mathematics, although the various research
projects investigating values in the mathematics education context (see Section 2.2.5)
have constructed and validated their own values surveys and questionnaires. Clearly,
there exists a need for the mathematics educational research community to factlitate the
compilation of values survey instruments that are designed to identify specific values
relating to mathematics and its pedagogy. Indeed, the availability of such a data-
collection instrument could pcientially inspire more mathematics educational research

focussing on values.

It was explored in Section 7.4 how an immigrant teacher’s teaching ex;.rience in the
host culture might possibly correlate with a fostering of cultural relativism. While this
current study and its research design were not meant to provide answers to the nature or
strength of this relationship, it can be of academic significance to be able to shed further
light on this aspect of teacher professional socialisation, For example, to the extent that
cultural relativism mediates an individual’s interpretation of perceived value differences,
there may be implications for proactive and purposeful inculcation of this value in
immigrant teachers, and indeed, all teachers in transition, such that it emphasises to these
professionals the possibility and usefulness of alternative interpretations of particular
phenomena, each of which is contextualised within different cultures’ unique ways of
knowing, understanding and responding. Thus, a suggestion for future research in this
regard may be to investigate the nature of fostering the valuing of cultural relativism

within the immigrant teacher, and possibly, any teacher in transition, with the assumption
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that this value is likely to empower such teachers to respond to perceived differences in
values in positive and constructive ways, Possible research questions might include: to
what extent is the fostering of cultural relativism a natural by-product of immersion in the
host culture? How might the status of the home culture relative to the host culture play a
part in this development? What are some of the contextual factors that might facilitatc or

constrain the development of cultural relativism?

8.7 Implications for Practice

Through this study, the professional voices of some immigrant teachers of secondary
mathematics in Victoria have been presented and acknowledged. The report for this study
began with a guote on the difficulties associated with ‘culture switching’, and by making
explicit the complexities and limitations related to the decision-making processes
involved in such an exercise of professional socialisation, this study has uncovered

seve ral avenues through which professional support may be rendered more effectively.

Victoria, like many other places in and beyond Australia, wil! witness an increasing
number of immigrant teachers of mathematics in her educational system in the years to
come. This is an inevitable phenomenon that is being witnessed both domestically (e.g.
looming teacher shortage, see Section 1.2) and externally (e.g. demographic movements
across geo-political borders brought about by globalisation, see Section 1.1). A more
meaningful institutional response to the immigrant teachers’ perception of difference and
feeling of dissonance should thus be one that aims to smooth the transition experiences of
these professionals. Any professional induction or professional development program
which desires to fulf 1 this aim shouild preferably steer away from expecting immigrant
teachers to become enculturated into the Australian values, not least because the very
notion of what constitutes ‘Australian’ values is in itself multicultural in nature, and
contextual in practice. On the other hand, the implication is also not about listing ways of
preserving the home culture values of immigrant teachers. The ongoing evolution of an
individual’s personal value schema (Section 7.2) has meant that this discussion, in my

concurrence with Groenfeldt’s (2003) view,

is less to forecast the future of indigenous values, than to suggest what responses we might take to
influence that future — to create a world that has room for other ways of seeing, thiniing, and
‘valuing’ .... [The] approach [of salvaging home culture values per se] would preserve information
about indigenous values, but not the values themselves. Values are expressed by individuals living
within a social group, having a shared culture ... and depend on a cultural ‘habitat® — a social
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group -— for their preservation. The preservation of values depends on the preservation of cultural
identity within which indigenous values can be maintained. (p. 918)

As we have seen in Chapters 5, 6 and 7, this maintenance of immigrant teachers’
professional confidence and cultural identity, and the preservation of culturally-
appropriate home culture values which it entails, often also involves varying degrees to
which these interact with values aligned with the Australian mathematics pedagogical and

general educational traditions.

This calls for explicit immigrant teacher awareness of what can be professionally and
personally negotiated, and a main recommendation from this study is for future
immigrant teachers (of secondary mathematics) in Victoria to participate in more
formalised induction courses. Such a proviston should extend beyond introducing these
newly-arrived teachers to the array of responsive approaches to perceived value
differences (see Table 6.1 or 8.1), to facilitate knowledge, personal exploration and group
discussions of the complexities and difficulties that inay accompany attempts to make
sense of and negotiate these situations. Such an in-service program also offers the newly-
arrived professionals the invaluable opportunities to share personal experiences and
stories relating to socialising into the local mathematics education system with fellow

immigrants as these experiences and stories unfold.

The potential for this research study to demonstrate the complementary nature
between affect and cognition was introduced in Section 1.7. 1t is perhaps significant that
as a construct, ‘values’ has been defined in this study (see Section 2.2.5) as being both
affective and cognitive in nature. 1t is rather clear from the data collected that the
immigrant teacher participants’ ability to negotiate value differences has strengthened
their beliefs in their own capability to practise, their attitudes and confidence towards
continuing to teach mathematics in Victoria, their ability to make meaning of perceived
value differences, and their skills in responding to these potential dissonances in ways
which empower them. That is, not only was the negotiation of perceived value differences
both an affective and cognitive exercise in itself, the process also affects the individual’s
states of affect and cognition. Thus, there is perhaps a greater need to more consciously
plan for professional development programs from the values perspective. More
workshops aiming to facilitate or effect teacher change may well be planned with the

approach of fostering teacher examination and fine-tuning of personal value schemas.
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Value differences are of course discerned by all teachers (of mathematics) functioning
in different cultural settings. There is no reason why such experiences may not also be |
encountered by teachers involved in other kinds of transition, as outlined in Section 1.6.
The list of responsive approaches shown in Table 6.1 (or 8.1) can easily be adapted to
assist teachers negotiate value differences inherent between government and non-
government schools, single-sex and co-educational schools, VCE mathematics teaching

and teaching mathematics in the middle years, for exampics.

In particular, the world order has changed dramatically during the time this research
study was conducted. The role played by an individual’s cultural intelligence (CQ) in
complementing her intelligence quotient (IQ) and emotional intelligence (EQ) can only
become increasingly crucial. The findings of this study — in particular, an understanding
of how some immigrant teachers of secondary mathematics in Victoria had negotiated
about perceived value differences - can empower teachers in transition to function and
excel in different cultures, thus nurturing higher cultural intelligence. The incident of
September 11 and the ensuing events could have increased the pressure upon teachers in
transition to more effectively reconcile their pedagogical practices in relation to their
religious values and to the values expected of them by the institution. Certainly, the
intensity of such a pressure differs amongst the different religions. An example of a
teacher negotiating between her Buddhist religious values with the classroom values was
reported by Chin, Leu and Lir {2001). Sensitive though this may be, ongoing professional
support is nevertheless crucial to more proactively empower all teachers to locate an
optimal position between thei: i eligious values and the institutional or social values

embraced by the school within which they teach.

As discussed in Section 8.3, Victoria is undergoing a reform exercise of her school
curriculur. It was also highlighted that although values education appears to assume a
prominent position in this exercise, specific details of how the ten identified values may
be efficiently and effectively cultivated in the young are relatively lacking. The
experiences of the eight immigrant teachers as reported in this study aftirm how teachers’
own values were reflected implicitly through their classroom decisions and actions, and
how these were expected to be inculcated in the students. Clearly, then, this study
provides support to the notion that values ieaching can be as effective — if not more so

——when carried out implicitly (versus the more explicit ‘values education’ lessons
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planned for in school timetables). The study also lends further support for the discomfort
associated with the use of the phrase ‘values-based education’ in official documents (e.g.
Australian Department of Education, Science and Training, 2003, p. 149), for such usage
appears to fail to acknowledge that all forms of education are by nature values-based.
Even if the immigrant teacher participants were not delivering a ‘values-based education’,
their individual professional practice was shown to be equally values-rich in nature. Thus,
there is clearly a need for all stakeholders in education to view (mathematics) education
in this light; that is, values education is not an add-on feature, but has always been part of

what education in general — including mathematics education — provides.

With the above discussion, this chapter brings about a closure to the current study, the
conception of which (as discussed in Chapter 1) was a concern for the affective and
professional well-being of immigrant teachers of mathematics in Victoria, sometimes
appearing invisible in the teaching service, and teaching a subject which is iiself often
considered culture- and value-neutral. It was envisaged that the multiple daily crossings
of cultural frontiers in their professional practice in the cultural borderlands (Allan, 2002)
would lead to dissonance. With a focus on the socio-cultural context of mathematics and
mathematics education, on the values related to mathematics and mathematics education,
and on teacher socialisation, Chapter 2 set up the theoretical and research framework, at
the same time identifying the research questions which arose from the survey of available
relevant literature. This informed the research design, which was formulated through the
discussion developed in Chapter 3. A state-wide survey of the state of the immigrant |
mathematics teacher workforce first provided the background for this study. This was
developed both through a postal survey returmned by 159 school heads of mathematics
departments, as well as a questionnaire survey of 35 immigrant teachers of secondary

mathematics. The relevant information was presented in Chapter 4.

This background assisted in the subsequent development of more detailed research
inquiry with eight selected immigrant teachers of secondary mathematics, involving
lesson observations, interviews, and content analyses of student work. Chapter 5 reported
on the data collected, presented in the order of individual teachers. In the next chapter
(Chapter 6), these results were interpreted along a different dimension, cutting across the
immigrant teachers, and focussing on the nature of perceived value differences reported,
the teachers® responses to these incidents, as well as the examination of the contextual

factors underpinning the teacher responses. As these discussions developed over the
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chapters, it was also evident that the research questions formulated for the research study
were being addressed. In addition, theoretical ideas were emerging from these
discussions, and although these might not be directly retevant towards responding to the
research questions, it was argued that a better understanding of these developed through
Chapter 7 would also contribute towards the advancement of academic knowledge in
general, and indirectly towards the understanding of the contextual complexities relating

to the research questions in particular.

This chapter (Chapter 8) has been more practical in its approach, with the intention of
providing a closure to the research study by relating to the more practical concerns and
themes identified in the opening chapter. The unique features of the mathematics
curriculum in Victoria have been identified through two of its prominent values that
surfaced through this study, and the research has also highlighied the extent to which
mathematics education lends itself to effective values education, Both these issues have
direct implications for the state and the future of mathematics education in schools in
Victoria, Having presented this study in the form of a research (learning) journey, the
latest, ongoing curriculum reform exercise taking place in Victoria highlighting the
fostering of desirable values was also discussed here in the light of the research findings
and conclusions. The danger of succumbing to the seduction of celebrating cultural
difference and diversity in research effort per se was also emphasised. A critique of the
study followed, highlighting inherent limitations in the research design and socio-cultural
context against which the research findings and conclusions should be interpreted and
understood. Last but not least, the chapter has alsc pointed to some of the possible ways
forward for changes in mathematics education in Victoria, as weil as for future research

in mathematics education, in professional socialisation, and in cultural studies.

Rogoff (1995) conceptualised three planes on which socio-cultural activities may be
discussed, narnely, personal, interpersonal (interactional), and community (social).
Inquiring into the professional socialisation experiences of immigrant teachers of
secondary mathematics in Victoria in this study has allowed for mathematics teaching to
be examined on all three planes. Including the social plane in both the research design and
the data analysis have helped to account for how changes in the socio-cultural
professional environment influence (re-)constructions of what it means to teach and learn
mathematics, and thus how the social plane impacts on the personal and interpersonal

planes. Thus, overall, the preceding pages have shared with the readers a research journey
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that not only demeonstrated how an identified issue in mathematics education may be
addressed satisfactorily from the socio-cultural perspective, but which has also exposed
important complexities and difficulties, thereby opening new frontiers for creative
research and practice to further fine-tune our collective capability in optimising school

mathematics teaching and learning.
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