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Multi-Site Teacher Education Research Project (MUSTER)

MUSTER is acollaborative research project co-ordinated from the Centre for
International Education at the University of Sussex Indtitute of Education. It has been
developed in partnership with:

The Indtitute of Education, University of Cape Coast, Ghana

The Inditute of Education, The Nationd University of Lesotho.

The Centre for Educationd Research and Training, Univeraty of Mdawi.

The Faculty of Education, Universty of Durban-Westville, South Africa

The Schoal of Education, The Univeraty of the West Indies, St. Augudting s Campus,

Trinided.

Financid support has been provided for three years by the British Department for
International Development (DFID).

MUSTER is focused on generating new understandings of teacher education before,
during and after the point of initid quaification as ateacher. Its concarnsindude
exploring how new teachers are identified and sdected for training programmes, how
they acquire the skills they need to teach effectively, and how they experiencetraining
and induction into the teaching professon. The research includes andytica concernswith
the structure and organisation of teacher education, the form and substance of teacher
education curriculum, the identity, roles and cultural experience of trainee teechers, ad
the cogts and probable benefits of different types of initid teacher training.

MUSTER is designed to provide opportunities to build reseerch and evauation capacity
in teacher education in deve oping countries through active engagement with the reseerch
process from design, through data collection, to andysisand joint publication. Principa
researchers lead teams in each country and are supported by three Sussex faculty and
three graduate researchers.

This series of discussion papers has been created to provide an early opportunity to share
output from sub-studies generated within MUSTER for comment and congtructive
criticism. Each paper takes atheme within or across countries and offersaview of work
In progress.
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ABSTRACT

Snce 1993, a spedificdly designed Onthe-Job Traning (OJT), PreService Teacher
Training Programme has been used as a vehide for providing some measure of pre sarvie
traning for progpective primary school teachers. This is an exploraory sudy of that
programme usng primaily quditaive methods, such as inteviews with tranees and
personnd working on the scheme content andyss of curricllum documents, and some
fidld obsarvations. Key ressarch questions were: who is recruited, is it a good filter for
traning, what is the organizetiond culture of the programme, what are the dated
philosophies underpinning the programme, whet is the nature of the curriculum, and what
is the organization of its ddivery. Hndings are that: firdly, OJT is having an impact on
the preparedness of trainees, but it is not as efficient as it could be; secondly, it was st up
without adequate resources; thirdly, that mentoring and monitoring are key ingredients of
the progranme and there ae dgns of increesng collaboration between personnd; and
fourthly that there ae no links beween OJT and the oollege curriculum.
Recommendations include: the need for a computerized database in order to provide
accurate quantitative information about the programme; the need to build on and extend
collaboration between gaff in schools and colleges involved in teecher prepardion; and
folowing from that, the need to tie in the college curriculum more dosdy to the QJT
programme.



1. INTRODUCTION

The Multi Ste Teacher Education Research Project (MUSTER) focuses on the qudity of
education provided in one sector of the basc education leve in Trinidad and Tobago, the
primary sector.  Specificdly, it is designed to generate undergandings and explanations
of the teacher education process in this sector in order to inform policy formulation,
paticularly with respect to teacher training. The study reported on in this paper is a sub-
dudy of the MUSTER Proect and it focuses on the PreSavice Teacher Traning
Programme in Trinidad and Tobago.

In Trinidad and Tobago, there is no longer any full-blown pre-service teacher education
programme for the primary school sysem. This type of programme ended in 1974 with
the dosure of the Maudca Teachers College, which was the only inditution designed to
provide this type of pre-service taning. Potentid primary school teachers have typicaly
taught for 2-3 years in primary schools before being admitted to the teacher education
programme in one of the two government teachers colleges, Vasayn Teachers College
and Corinth Teachers College, or in the privately operated Caribbean Union College.

Snce 1993, a specidly desgned Ontthe-dob Training (OJT), Pre-Service Teacher
Traning Programme has been usad as the vehide for providing some messure of pre-
savice traning for progpective primary school teachers.  This sudy explores this specid
programme.



2. PURPOSE OF THE STUDY

The purpose of this sudy was to investigate the Onthe-Job Pre Sarvice Teacher Training
Progranme in order to comprehend its origin, gods, progranme design curriculum, and
organisation. The following research questions guided the investigation:

Who are recruited to be teacher trainees in the Onthe-Job Pre Service Teacher
Traning Programme?

Is the programme a good filter for the teechers college programme?

What isthe organisationd culture of the programme?

What are the stated philosophies underpinning the curriculum?

What isthe nature of the curriculum?

How isthe ddivery of the curriculum organised?



3. METHODOLOGY

The invedigdive techniques ussd were primaily quditaive in nature, condsing of
interviews of tranees and personnd involved in the organistion and design of the
programme, andyss of documents, and limited fidld observations.

Indepth interviews were conducted with personnd from the Minidry of Education who
were involved in the desgn and conduct of the programme. These included present and
past adminigrators and their assgants, three Didrict Coordinators (DCs), four tutors,
eight mentor teachers, and three principds.  Interviews were dso hdd with five primary

school trainees, three secondary school trainees, and three graduates of the programme.

Curriculum booklets, graduation reports, reports on interviews and trainee sdection,
students records, and correspondence files were the mgor documents used for andyss
These documents were subjected to content analys's procedures.

The curriculum reports outlined the course content and scheduling over the year.

The gradugtion reports contained information on the progranmeraionde, an
outline of the curriculum, the procedure for selection, developmentsin the
programme, and a synopsis of the problems affecting the trainees and the
programme.

There were files containing sudents' records which induded the following:
goplication forms and related gpplication documents, eva uation forms and other
certification information; dam forms (for stipends due); atendance forms, and
information on the gppointment of trainees in schools.

There were d 0 in-coming and out-going correspondence files. The in-coming
files contained letters from students to the administration concerning matters such
as payments of stipends, reasons for absence, and so on. These in-coming files
aso contained correspondence to the Programme Coordiretor (PC) from the
Chief Educetion Officer (CEO) and the Assstant Programme Coordinator (APC).

The out-going files hed mainly responses to the in-coming mail, the programme's
proposed budgets, and directives to the DCs of the programme regarding the
structure of the programme and processes for its adminigtration.

There are eight Education Didricts in Trinidad and Tobago. Limited fidd observations
of Saturday classes (described later) were done at one centre in eech of three Education
Didricts which had been randomly sdected. The tutors, principads, mentor teachers, and
trainees who were interviewed belonged to these three Didtricts.



The daa collected from andyss of documents interviews, and fidd notes were
thoroughly scrutinised in an atempt to discarn any themes that would illuminate the

nature and function of the programme.

There were some limitations to the data collection process  Time did not aways dlow
for fdlow-up interviews. Also, not dl persons targeted for interviews were in fact
interviewed because of indudrid action being teken by some teechers a the time of the
invedigation.  In addition, the Tobago Educatiion Didrict was not incduded in the
investigation because of the limitations of time and funding.



4. BACKGROUND OF THE PROGRAMME

This section of the report deds with the origin of the programme, its gods and objectives,
and its Sructure.

4.1  TheOrigin of the OJT Pre-Service Teacher Training Programme

A Nationd Symposum on Employment Generation and Job Cregtion was hdd in
Trinidad and Tobago in 1992. This nationd symposum, organised by the government,
was a response to the high levd of unemployment in the country at the time. One of the
outcomes of the symposum was the creation of the On-the-Job Training Programme
This programme was a naiond apprenticeship programme designed to provide working
experience for young personsin variousfidds.

The Minigry of Educatiion saw the cregtion of the OJT programme as an opportunity to
sendtise young people with Caribbean Examinaions Council (CXC), GCE O-levd, ad
GCE A-levd qudifications about the teaching professon, and to begin to groom them for
possble employment in that ohere. The sysem of employment in the teaching sarvice
was a that time and ill is one in which secondary school, technica college, or
universty graduates are often gppointed without any training in pedagogy. Primary
school teechers are required to have a minimum of five CXC/GCE O-levd passes,
indusve of English languege mathemdtics, and a science subject. The secondary school
teacher is typicdly required to have a universty degree or a diploma from a technicd
college  However, a limited number of A-levd graduates may dso secure teeching
postions in the secondary sector.  Training in pedagogy weslis not a prerequiste for
employment at ether the primary or secondary school leve.

In May 1993, the then Director of Curriculum Deveopment (DCD) designed a primary
teacher preparation programme as pat of the OJT scheme. The Permanent Secretary
worked out the logidics of the pilot project of teaching assgants under the OJT
goprenticeship scheme, and this was submitted to the Cabinet in a Depatmenta Note of
the Minigry of Educaion on June 8, 1993. It was hoped that this programme would
provide some basic training in pedagogy for participants, test ther gptitude for teaching
and, ultimatdy, diminate those patidpants who were not suited to teaching.  This
progranme was cdled the PreSavice Teacher Traning Programme (heresfter referred
to amply as the OJT programme), and the Technicd and Vocaiond Education and
Traning Divison of the Minidry of Education was assigned the task of adminigering the
programme.

The recognised teschers trade union, the Trinided and Tobago Unified Teachers
Asodaion (TTUTA), made some recommendaions and then strongly supported the
OJT plan. The Primary School Principds Associaion dso gpproved the pilot project.
The Denominationd School Boards were asked to submit the names of prospective



paticpants for the project. In addition, the School Supervisors (SSs) of the eght
Education Didricts met for two days in August 1993 and studied the Structure and time
frame of the plan, nating therr involvement in management and adminigration. A team,
which was made up of SSs | and Il and the DCD, was formed to give direction to the
programme, which began on Augugt 3, 1993 and lagted for one year. An APC wes hired
in Augus 1993 to manage the programme. Much later during the course of the
progranmes implementation, in May 1994, a Steering Committee was formed, which
comprised the DCD, the APC, a TTUTA representative, a primary school principa, and
two SSs.

During the period February 1994 - December 1996, three subseguent programmes
followed the pilot programme for potentid primary school teechers. The programme was
temporarily stopped in December 1996 when there was a change of government. It was
revived in March 1997 and resumed in April 1997. The Cabingt Minute 662 of March

20, 1997, ordering the restarting of the programme Sated:

Cabinet agreed:

- To the reiindaement, under the aegis of the Minidry of Educetion, of the
1996/1997 Pre-Savice Teacher Traning Programme which was discontinued
with effect from January 1, 1997 when the Naiond Apprenticeship System
was terminated (Minute No. 3112 of December 5, 1996)

- Tha the PreSavice Traning Progranme be continued as pat of the on
going teacher training activities of the Minidry of Education

- Tha provison be mede in the 1998 Draft Edimates of Expenditure of the
Minigry of Education to meet the cogt of continuing the Programme in 1998.

The OJT programme was origindly desgned for prospective primary school teechers but,
by July 1994, a programme was prepared for prospective secondary school teachers. The
committee for planning this secondary programme comprised the PC, the APC, and the
coordinators of the North and South zones. There was no secondary programme in

Taobago.

4.2  The Goalsand Purpose of theOJT Programme

The raionde of the programme, as it gopears on dl forma programme documents, is as
folows “The rationde of this scheme was to provide CXC and ‘A’ Leve graduates with
employment and training, with a view in the long tem of endbling the Minigry to
identify trainees with good potentia for becoming teachers”

The organisrs of the programme clam that the programme was not intended to be a
junior teechers training college - it was smply meant to expose prospective teachers to
theories and practice in teaching. At the opening of the second apprenticeship primary
programme in 1994, the ams of the programme were expanded further by the coordinator
of the project in the Southern Divison asfollows



It is hoped thet trainees will:

Deveop apersond philosophy of teaching

Vdue and practise exemplary teaching

Devdop and apply knowledge and undersanding of curricullum and
indruction

Work collaborativdly with supervisory personnd, colleagues, dudents
and the school community, in arespons ble and humane manner

Be committed to sdf-improvement, life-long leaning and reflective
thinking

Become agents of educationd and socid improvement and work with
dl dudents in an equitable, effective and caring manner, respecting
diversty in reaion to culture, ethnicity, gender and specid needs.

The current APC, who was hired in August 1999, summed up the gods asfollows:

There are two globd gods of the progranme.  Frg to empower young
people to execise ther full potentid as teachers in a controlled
environment that is caring and provides them with practicd and theoreticd
expaiences. Second, it is intended to give would-be teachers the
opportunity to test ther vocaion and to give adminigrators the
opportunity to observe would-beteachers.

All of these views point to a sysem where traning is provided with the underganding
that future employment in the areais a possibility, though not guaranteed.



5. PROGRAMME STRUCTURE

Fgure 1 shows the macro organisationd dructure of the OJT programme.  The CEO has
overdl responghbility for the programme.  The responghility for the execution of the
progranme lies with the Director of Educationd Sevices (DES) and the officers under

hisher charge. These roles and functions are described next.

Figure 1. Macro organisational structure of the OJT Teacher Training Programme

Minister of Education

Chief Education Officer
(CEO)

Director of Educational Services/
Programme Coordinator
(PC)

Assistant Programme Coordinator
(APC)

District Coordinators

(DCs)
|
| |
[Primary School Programme] [Secondary School Programme]
| |
| | | |
Tutors Principals Tutors Principals
Mentor Teachers Mentor Teachers
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5.1  TheProgramme Coordinator/Director of Educational Services

The Programme Coordinator is the Director of Educationd Services in the Minigry of
Education. The role of the PC is to vet any correspondence to the CEO from the APC's
office, and to make gpproaches for funding and resources to the CEO and Miniger of
Education. The PC is the one responsble for accessing the funds needed to execute the
progranme. This officer oversees dl educationd sarvices in the Minidry of Education
and does not function from the same office as the APC.

5.2  TheAssgant Programme Coordinator

The execution of the prgect is manly the responshility of the Assgant Programme
Coordinator who answers to the PC.  All duties of programme personnd are laid out by
the APC's office, which is respongble for monitoring ther peformance The APC and
the receptionis undertake the public reaions work related to the programme.  For
indance, they invite gpplications to the programme; they send officid |etters to schools

formdly requesting placement of trainees, and they keep track of tranees. The APC
organises the formd traning sessons monitors tranees & schools, updates the
curriculum, prepares the budget estimates, approves gipend sheets for payment, plans
graduation exercises, and liases with the DCs.  For the 1999/2000 sesson, a retired
school supervisor and former DC was hired, on a part-time bass to asss the APC, so
that there could be some focus on the revigon of the curriculum.  This revison of the
curriculum has led to some changes in the implementation of the programme.

53 Didrict Coordinators

The APC is assiged with the programme in primary schools by the Didrict Coordinators
for each Education Didrict, and in North and South sscondary schools by a zone
coordingtor. DCs are usudly SSs but may indude some school principds  The role of
the DCs is multi-faceted: (a) their knowledge of the schools in ther Education Didrict
helps with the placement of trainees; (b) they are responsble for recruiting tutors for the
formd sessons, monitoring tutors  attendance and  performance, and ensuring that the
time sheets for sipend payments are filled out and returned to the APC's office; and (C)
they are charged with the responghility of ensuring that trainees are not trested as full-
fledged, full-time teachers.

The monitoring of trainees performance & school and during the formd training sessons
is one of the mgor functions of the DCs  This is usudly done through informd chats
with the principd, dnce there is usudly not enough time for diret dassoom
obsarvations.  If problems arise with the trainees & a paticular school, the DCs are

respondble for deding with the maiter. This may ental placement of the trainee in
another school or removad of the trainee from the programme.

10



Offiad job commitments of the DCs sometimes afect their peformance DCs who are
SSs are not aways able to vigt dl the trainees in cases where there are aout 25 to 35
tranees a different schools in a Didrict. DCs who are principas are dso hampered in
the performance of their duties, snce the workload a ther own schools often prevents
them from spending too much time & other schools. These principas dso face issues of
authority and credibility snce they have no official authority to enter another school and
give advice on how that school should be functioning to ensure adequate exposure for the
trainee

54 Tutors

The tutors, who are universty graduates, are specidist teechers in their repective fieds.
Typicdly, they ae curricllum fadlitaors (curriculum support personnd who vigt
schools to assist teechers) who are employed by the Minidry of Educaion in ther
respective disciplines. Tutors are expected to prepare the units of work, which involves
identifying the objectives for the packege to be ddivered, deciding on content and
reading materid, and preparing handouts. They ddiver the units and evduate traness.
There is no coordingtion among tutors, ether in Imilar subject aress or in the generd
development of the programme, s0 that each tutor on the programme develops hisher
own unit.

55  Princpals

Principds function as adminidrators in the progranmme. They ae gatekegpers who
decide whether or not therr school should participate in the programme.  In participating
schoals, it is the princpd who identifies the mentor teacher(s) to whom the traine(s)
will be assgned. Upon acceptance of a trainee or trainees, a principd is committed to
obsarving ther progress and filling out a monthly evduation form, in collaboration with
the mentor teecher. The principd and the mentor teecher evduae the teecher trainees
atitude to work, teaching competencies and ills, interest in teaching, habits and mord
vaues, and generd deportment.

The principd is one of 9Xx persons required to examine and dgn the diay in which the
trainees are expected to keep a record of ther work and ther reflections on ther
experiences.  The mentor teecher is dso expected to Sgn and date the diary once per
week. The diay is viewed as an indrument for professond growth and accountability of
tranees. The trainees are expected to use the diary to reflect on how they rdate to ther
mentor teachers and pupils, and on teaching strategies they have observed.

56 Mentor Teachers
The role of the mentor teacher is to encourage and guide the young trainee. The trainee is

to be guided in meking lesson plans, and the dSructuring of objectives in the cognitive,
affective, and psychomotor domains is seen as vitd. Mentor teachers are expected to firgt

11



mode desrable teaching behaviours and then to dlow the tranee to teach under ther
guidance. Spedificaly, the mentor teecher is expected to guide the trainee in the
fallowing:

Presentation of alesson
Quedtioning techniques

Teaching of concepts

Interpersond skills

Strategies in dassoom management
Use of resource materids.
Methods and uses of evauation

The mentor teacher is expected to be an exemplar and to encourage the trainee to be one

a wdl. The mentor teecher ds0 has the responghility of examining and dgning the
traineg sdiary and evduding the trainee generdly.

12



6. RECRUITMENT, CERTIFICATION, AND REMUNERATION
POLICIES

6.1  Recruitment Palicy

The man, officid policy governing recruitment into the OJT programme is thet the laws
of the Intenationd Labour Organisaion (ILO) governing apprentices should be
obsarved. These laws date that gpprentices should not work full-time and should dways
be supervised by a professond. Another policy adopted in the programme is that dl
recruits must be regidered as teachers with the Minisry of Educetion. Prospective
tranees must have agoplied for a job as a teacher and scored wdl on an interview
conducted by ateam from the Ministry of Education.

Sdection of trainees is aso based on the date of gpplication, so that prospective teachers
who have been waiting longest for gppointment to the teaching service are sdected fird.
There is ds0 a quota sysem to ensure that prospective teachers who are nominated by
Denominationd School Boards dso have a far chance of being sdected (two-thirds of
the primary schools in Trinidad and Tobago are adminisered by Denomingtiond Boards,
with government assstance).

The method of sdection of tranees hes varied over the years of the execution of the
programme.  For the firgt programme in 1993-1994, dl gpplicants who were regisered as
teechers and responded to the published advertisement in the daly newspapers were
sected.  All gpplicants whose names were submitted by the Denominaionad Boards
were dso sdected, provided that they were regisered as teechers.  In dl, 464 trainees
were admitted to the programme.  Ten months later, 342 trainees (73.7%) graduated from
the programme. Some trainees had dropped out of the programme, and 89 of those
entering (19.2%) had been gppointed as untrained teachers in the schools, without having
completed the OJT programme.

In the second phase of the programme (February to December, 1994), the number of
trainees was reduced because of the limited amount of funding avalable.  Applicants who
responded to the published advertisement were interviewed by Minigry of Education
personnd, who scrutinised goplicants  deportment, knowledge of current issues in
education, interest in teaching, and the uitability of ther qudifications Of the 470
applicants who responded to the advertisement, 300 (63.8%) were chosen. Of these, 257
(85.7%) completed the programme. Again, there were dropouts, and some gppointments
to the teaching service were made before the programme ended.  Over succeeding years,
the number of tranees admitted to the programme has continued to be dictated by the
funding avalable for the progranme, and the numbers graduaing have not exceeded the
300 mark.

13



Farly high graduation rates are aso evidet in the secondary programme.  Of the firgt
baich of 111 trainees admitted in 1994, 82 (73.9%) graduated at the end of the

programme.

6.2  Caertification Policy

Trainees are cetified at the end of the 10-month period of the programme on the bass of
the following criteria

Attendance and performance a the orientation sessons in the fird ssgment of
the programme.

Attendance and performance during the second segment of the programme
when they are placed in schools

Attendance and performance a the compulsory Saturday classes

Attendance and peformance a the Vacation Schod in the Arts which is dso
compulsory

Attendance and peformance in the Computer Literacy dasses during the
second term of the school year (January to April).

Performance on the end of term examindions. In the case of the secondary
school trainee, portfolio assessment and an interview are used ingead of the
end-of-term examinations

The examination for primary trainees is intended to relate to al aspects of work covered.
Items covered in these examingtions have incuded the desgn and judification d a lesson
plan for a paticular group of Sudents comments on generd educaiond issues a
discourse on subject integration, its drengths and wesknesses, a discusson of issues
pertaining to assessment and evauation; and so on. In the case of the secondary school
tranees items tha should form pat of the portfolio indude schemes of work, lesson
plans, a review of sx atides found in educaiond journds audiovisud ads tranee-
made tesds, and 0 on. There are goparently few falures, the emphass seems to be on
assessing suitability for teaching rather than on academic achievement.

Graduaion from the OJT programme is not a prerequiste for gopointment in the teaching
savice dthough there is evidence that the lig of graduates is consulted when
gopointments are to be made. However, there are many gppointed teachers who were
never exposed to the OJT programme, and there are graduates of the programme who
have not been gopointed to teaching jobs. A former DC has emphasised that gppointment
of trainees to the teaching sarvice has no rdationship to OJT traning and graduation; it is
more related to the individud’s pogtion in the waiting lig of aspiring teechers. He (and
others) dams tha Denominationd Boards process gpplications much faster than the
government and, therefore, Board-recommended trainees tend to get ther gopointments
fager. The current PC and APC are preparing proposas for submisson to the Minigtry
of Education, which seek to meke this initid traning a prerequiste for entry into the
teaching service.

14



6.3  Remuneration Policy

All participantsin the OJT programme, except the principas and mentor teechers, receive
adtipend asindicated below: (Payments are quoted in Trinidad and Tobago dollars —
US$1.00=TT $6.30)

DCs are paid $30.00 per hour less 20% government tax.
Tutors are paid $27.00 per hour less 20% government tax.

Traineesfor the primary school are paid $42.00 per day less 20% government tax.
Tranees for the secondary school who are university graduates are paid $68.18
per day, and the non-graduates are paid $42.00 per day, less 20% government tax.

In the case of the trainees, the dipend is pad for atendance during the induction period
and the period when they are placed in the school. No dipend is given for days absent
from school, induding public holidays and school holidays. No gipend is given for
atendance a the compulsory Saturday classes. Trainees have complained bitterly about
the late payment of gtipends.

15



1. THE CURRICULUM

7.1  TheUnderlying Philosophy

The man architect of the OJT curriculum (the then DCD) explaned that, from its
inception, the philosophy thet guided the devdopment of the curriculum was that it is
important to sendtise young people to the theory and practice of teaching. This took
place within approximady nine months for primary school teaching apprentices and one
year (July to July) for secondary school teaching gpprentices. He daborated: “We
perceved of the programme itsdf as having a theoreticd base and rooted in the practice
of schools” Emphass was placed on vaues, dtitudes, and the manner in which the
trainees conducted themsdves. These socid dtributes, he argued, are the most important
agpect of being a teacher. He dressed the philosophy that education is more about
teaching people than it is a subject. These, then, were the philosophica bases on which
the curriculum was grounded.

7.2  ProgrammeComponents Primary

The programme conggs of severd components — the induction segment, the intschool
mentoring period, the Saturday classes, the Vacation Schoal of the Arts, and the more
recently added computer literacy course. These components are described next.

7.21 The 3Week Induction Segment

During this ssgment of the primary programme, trainees are exposed to theoretica work
deding with concepts in education, teaching and leaning, dassoom management,
moativation, and school culture and organisation.  In addition, trainees are introduced to
the primary school reading and mathemdtics curricula and they are sendtised to the ams
and objectives, content, methodology, resources, and evauation procedures in these two
subject aress.

At the end of this ssgment, a comprehensive report is prepared on each trainee according
to the following guiddines

Thetraineg sdiligencein kegping adiary (5%)

Thetraineg sregularity and punctudity (10%)
The Education tutor’ s report (25%)
The Reading tutor’ s report (25%)
The Mathematics tutor’ s report (25%)

Tranees mus receive favourable reports on this firs ssgment before they are dlowed to
move on to the next segment.
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7.2.2 Placement with a Mentor Teacher in a Primary School

Thefirg APC of the programme described mentoring as*“ . . .the key to the success of the
programme.” Trainees are placed in primary schools by the DCs who take into account
the proximity to home (to minimise travel expenses), religion, and qudity of teechersin
the receiving schools. Trainees are expected to spend two termsin the schools to which
they have been assgned.

During the fird phase of the programme, teachers were placed in the Infant, Junior, and
Upper Junior/Post Primary Depatments of the primary schools  After this they were
placed only in the Infant and Junior Departments because of time condraints. Trainees
fird observe the mentor teacher for a period of sx weeks. After this, they should be
dlowed to teach two lessons per week with the guidance of the mentor teecher. It is
dipulated that the prindpd and mentor teacher should provide tranees with the
opportunity to teach one lesson in meathematics and one in reading on a weekly bess
Both the principa and the mentor teacher are expected to evauate the trainee.

7.2.3 Compulsory Saturday Classes

These classes are organised by the SSsfor the Education Didrict. The programme of
work is determined by a Committee of SSsand tutors in consultation with the PC, and
focuses on thefallowing:

Preparing Notes of Lessons
Preparing useful ads
Teaching alesson
Roleof TTUTA asaprdessond organisation
Nature of teeching in the infant dasses
Nature of teaching and learning in the lower junior classes, Standards 1- 3
Some issues in education
-Teacher credtivity
-Parentd support
-Literacy
School Bassd Management initistives the Cortinuous  Assessment
Programme (CAP) and the School Improvement Programme (SIP).

Friday classes are organised to fadilitate teachers who are members of the SeventhrDay
Adventigt faith and who are unable to attend classes on Saturdays.

7.2.4 AVacation Shool in the Arts
During the Easter/Augugt vacation, trainees attend an intense course on the theory and

practical agpects of physicd educetion, art/craft, music, and drama as they relate to the
development of children. Therole of creativity in children’s development is highlighted.
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7.25 Computer Literacy Course

A compulsory compuiter literacy course has recently been added to the curriculum. These
classes are scheduled for one day aweek from 3.00 p.m. to 6.00 p.m. during the second

term of the school yesar.

7.3  Programme Components— Secondary

The secondary programme has a dructure that is dmilar to that of the primary
programme. The overal objectives of the secondary programme are asfollows:

To andyse the characterigtics of the adolescent
To undergtand the diversity of the school environment

To discuss gods of secondary education
To develop an understanding of the process of learning
To develop an understanding of the nature and characterigtics of teaching

To explan/demondrate selected teaching drategies
To gppreciae the importance of co-curricular activities and the aesthetics

To discuss educationd policy
To develop an understanding of the teecher/educator as a reflective practitioner
7.4  TheRdationship between Theory and Practice

FHaure 2 illugtrates how the practicd and theoretical components of the programme are
presented.
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Figure 2. Practical and theoretical components of the OJT Teacher Training Programme
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While trainees are exposed to both the theory and practice of education, these two aspects

of their training are compartmentalised. Training in theory isthe responghility of the
tutors while training in practice is the responshility of the principa and the mentor

teechers. The tutorsinterviewed daimed that they never visit the schools and do not

know who the mentor teechers are. They operate with the hope that the mentor teachers
drategies are conggent with what is being taught in the induction programme and a the
Saurday dases. In the same vein, the mentor teachers daim that they do not know whet
is being taught in the formd sessons, except for what the trainees rday to them. The
mentor teechers have found that the tranees method of writing lesson plans differs from
what they were taught a teachers traning college, dbet many years ago, and this results
in some messure of corflict.

7.5  New Devdopmentsin the Programme

During 1999, the programme experienced some basic changes. An assgtant coordinator
was employed to work full-time with the programme, and this has led to changes in the
curriculum and to some of the procedures.

Previoudy, the curriculum was badcaly a framework and tutors were free to develop and
formulate therr coursework as they saw fit. There was no collaboration among tutors in
the various Didricts However, a more gructured curriculum has been developed, which
has been vetted by Curriculum Officers of the Minidry of Educaion and some gaff from
the teachers colleges. Workshops were organised for tutors and discussons preceded the
implementation of the programme. Teaching sessons are now supervised by the APC
who intends to have fird-hand knowledge of the teaching/learning process.  Persons who
have worked as stience and socid dudies fadlitators in the Minisry of Education have
been given fird preference as tutors in the Didricts, because of their knowledge of the
primary school curriculum and their involvement in the schoolsin their arees

There is now one dandard examination for dl the traness. Previoudy, there were eight
different examingtions with each Didrict being respongble for its own examinaion. The
only commondity was the day on which the examindion was written. The primary
school trainee continues to write two examinations, and a written examination has been
introduced for the secondary school trainee. The portfolio and its contents, and criteria
for making, have dso been adjused and organised in such a way that the secondary
schoal trainee will have an opportunity to demondrate both the theoretical and practica
knowledge gained from the training programmes.

The examination quesions have now been dandardised and the examindion scripts are
team-marked by a group of tutors. As a reult of the new approach to examinations, the
APC has found that there is a tendency for tutors to be more vigilant and to pay dos
attention to trainee preparation.

A conddeation of soiritud vaues hes been induded in the programme, and the

Denomingtiond Boards have been invited to play a lead role in the formulaion and
implementation of this agpect of the programme.  This has been identified as an important
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component of the curriculum and efforts have been made to ensure thet it is properly
planned and implemented.

The computer programme has ds0 been redtructured and dandardised in terms of the
course content and the system of marking. Tutors have been trained and marking has
been dandardised. Previoudy, there was some levd of discrepancy in that tutors used
varying marking sysems.

The APC has begun fidd vidts to the schodls in dl the Didricts including Tobago. This
hes dlowed the officer to evduae the lessons taught and to communicate with the
traness and the school adminidration. He has dso met the mentor teachers and the
principals in amdl Didrict groups and updated them on the ams and objectives of the
progranme.  This involvement of dl the dakeholders is intended to improve the qudity
of the programme and to ensure that the gods and objectives ae beng me. An
ingrument for school vidts has been desgned and developed, and is being used by the
APC who is being assged by an officer who has been involved in the programme over a
long period of time, and who has acted unofficidly when there was no gppointed APC.

The find making sysem has been changed to ensure that cartificates display the leves
of competence in the three aeas professond deveopment, theory, and practice
teeching. Ceatificates of excelence have been introduced into the certification process.
The three sudents who gan the highes maks overdl ae now being rewarded with
catificates of excdlences There ae ds plans to awad ceatificates to Sudents for
excdlence in terms of regularity and punctudity, and involvement in the programme,

The lack of funds gill continues to plague the programme and, recently, the amount

dlocated was further reduced. The shortage of programme personne and the low sipend
paid to the tutors are two factors that have been, and continue to be, of concern to the PC.
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8. STAKEHOLDERS PERCEPTIONS OF THE ORGANISATION
AND FUNCTIONING OF THE PROGRAMME

Four mgor themes emeged from the andyss of inteview daa from the mgor
sakeholders. Thesewere:

Perceptions of the nature of the trainees

The importance of the mentor teacher.

Lack of continuity between what is taught in theory dasses and what the trainees
learn from the mentor teecher.

Theimportant role of the OJT programme in the preparation of teacher trainees

8.1  Perceptionsof thenature of thetrainees

It isipulated that the age range for traineesis 19-25 years. Y et, the evidence suggests
that trainees are not regarded as mature sudents. The former APC, in his 1994
graduation report, referred to the trainees as “boys and girls” Ealier,inamemotodl
daff and trainees, the APC had described trainees as being like “fresh wax on which
anything can be engraved, docile saplings whaose growth can be guided and the potentia
as yet untouched by any form of redity.” The expectation, then, seemed to be thet the
OJT programme would train students who brought little that was of sgnificanceto the
programme, but who could be molded as the trainers saw fit.

8.2 The Mentor Teacher

In the interviews with the various dakeholders, the importance of the mentor teecher
emeged as the most dgnificant theme.  The mentor teecher is expected to be the
exemplar who guides and evaduaes the trainee in lesson planning, ddivery of lessons,
and bath direct and indirect dassoom management and control.  The mentor teecher dso
dlows the trainee access to a dassoom. This would not be otherwise possble, given the
laws for apprentices stipulated by the ILO.

It is driking that there are no offidd criteria for determining who should qudify as a
mentor teacher. The assumption seems to be that the mentor teacher is a master teacher
(ds0 undefined officdly) who would know precisly how to mentor. There is no formd
training for mentor teachers. In the firg three years of the primary programme, there

were medtings a which mentor teachers, principds, and tutors were briefed on ther
roles After the 1995 medting, a publication entitted: Guiddines for Principals and
Mentor Teachers was produced. This is now the only offida communication on what is

expected of mentors.
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In some cases, DCs identify the mentor teachers and recommend that the trainees be sent
to those schools. However, it is primarily the role of the principa to do so. Principds, it
is believed, work dosdy with their teeching gaff and would have a good idea of who was
performing well and would meet the unofficid criteria to be mentor teachers.  Principas
sem to teke into account the persondity of the teachers and ther experience in
determining whether or not those teacher would make suitable mentor teachers.

Principds, and the teachers themsdves, view mentor teachers as persons who have many
years of teeching experience. Indeed, many of the primary school mentor teechers are
teechers college graduates of nore than 17 years danding, but few have atended any
professond courses in more than 10 years. Sometimes, compromises are made in the
section of mentor teachers, in that teechers who do not meat the unofficid criteria are
chosn in an effort to ded with other condraints such as the trainegs rdigion and the
distance of the cooperating school from the trainee' s resdence.

8.3  TheTheory/Practice Interface

There was concern that there is no bridge between what is taught in the theory classes by
the tutors and wha obtains in the sthools with the mentor teachers  The lack of
communication between tutors and mentor teachers could result in confuson for the
traness. The mentor teachers depend on the trainees for information on wha they ae
taught in the theory dasses It was initidly assumed that since DCs were dso SSs they
would be able to supervise the trainees a forma theory sessons and at school. However,
the heavy officid workload of the DCs does not permit this. Mentor teachers nterviewed
reported that they had never seen a supervisor. The zone coordinators for secondary
schools found it impossible to vigt trainees a schoal, therefore, the principas and mentor
teachers provided the only monitoring that occurred.

The recently gppointed APC is trying to bridge this gap by single-handedy vidting dl
the schools to which trainees are assagned, and supervisng their performances on the job.
In addition, the APC has begun monitoring Saiurday cdlasses and vacation traning
sessons to get an idea of what is happening a dl leves of the progranme. It seems a
mammoth task for one person.

84  Tranees and Graduates Experiences of the Programme

Views of their OJT experience were sought from trainees and recent graduates as ouitlined
ealier. The views of older graduates who ae currently regidered as sudents a the
teechers colleges were dso sought through interviews conducted in other sub-
components of the MUSTER project. These views are detailed below.

The traness admitted that the experiences gained in the forma theory sessons and the

clasyoom gStuations were mainly good. However, they placed a higher premium on the
exposure in the dassoom than on the theory sessons. Trainees admitted that they fdt
more confident to teach after some exposure to a cdlassoom.  There was consensus among
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the trainees and the recent graduates that dassoom management was a most useful kil
learnt. It was put into practice immediately by the trainees as they practised ther craft in
the schools. There was dso the common bdief among recent graduates that classoom
culture could not be smulated and, therefore, there was indeed a need for the hands-on
experience which is provided in the dassooms and from which the lessons leant were
invaugble

Although mogt of the trainees interviewed could not see immediate links between the
theory and the practice, there were a few who could. One of the trainees continudly
drew reference to indances where she saw examples of the theories dive in the
classoom. She observed that her mentor teacher gpplied adolescent psychologica theory
in her handling of the dass and the planning of lessons She dso observed that other
theorieslearnt in forma sessionswere gpplicable.

The prindpds interviewed dl cdamed that the trainees receve a good initistion to
teaching on the QJT programme. They have found that the trainees ask more inteligent
and rdevant questions about the job than do other teachers who have been appointed to
the schools without exposure to the OJT programme.

Current teachers college trainees made both podtive and negative comments about ther
exposure to the OJT progranme prior to entering college.  They were paticulaly
gopreciative of their exposure to lesson planing on the OJT programme. Many
explaned that they were only able to function on ther first teaching practice as trainees
because of thar OJT exposure, sSnce they had recaved little training in this area in the
college before being sent into the fidld. Asonetrainee put it:

If I didn’t attend those OJTs, | wouldn’t know whereto start. | felt it did a whole
lot of good for me in the sense that you have something to go with, something to
start fromin terms of how you would deliver your lesson, how you would go about
preparing the lesson in thefirst place. 1f | didn’t attend OJT, | would be logt.

Some were dso gppreciative of the training they received from tutors in specific subject
aress, where they were exposed to teaching techniques for those subjects that they had
hitherto never encountered, for example:

Some of the things we made, | haven't seen anybody down here [at teachers
college] do that. For mathematics, she taught us to do puzzes and things like
that. When we were teaching addition and subtraction, we made it more like a
game — like Shakes and Ladders. We brought all the games that they [ pupils]
liked into mathematics.

Although there were some teechers college trainees who vaued the hdp given by ther
OJT mentor teachers, mogt of the trainees who expressed dissatisfaction with the OJT
progranme were disstidfied with thar interaction with mentor teeches  Some

expressed a feding of frusration when they had to St and observe the mentor teecher for
long periods, preferring indead to do the teaching themsdves. A few fdt that trainees
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were exploited and used as chegp labour in the mentor/mentee relaionship. Yet others
complained that mentor teachers gave unfar evauation comments on trainees,

Interestingly, there were severd teachers college trainees who had not been exposed to
the OJT programme who fdt that they had missed out on something worthwhile.
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0. CONCLUS ONSAND RECOMMENDATIONS

All indications are that the OJT Pre Sarvice Teecher Traning Programme is meking an
impact on the preparedness of young, untrained teachers for the dassroom. It is evident,
though, thet the sysem is not operding as effidently as it might, due to lack of proper
coordination among its various components. In addition, the insuffidency of funds
needed to implement the programme and the lack of the necessry daff to manage the
progranme affect the leves of efficiency. It gopears that the programme was st up
without adequate undersandings of what it would require in terms of infrestructure, and
geff traning and preparation for its effident and efective functioning.

One of the mgor, pressng needs of the programme is a computerised database to manage
the wedth of information that is generated. Because of the adosence d such a database, it
is exceadingly difficult to obtain quantitative data on the progranme. There is a need for
accessible records on the trainees, principas, mentor teachers and tutors, and the costs of
running the programme, o that policy decisons could be based on evauation data and
not merely on perceptions.

Mentoring and monitoring are key ingredients of the programme. If the programme is to
achieve its full potentid, sandards must be set. Mentor teachers and monitors (principas
and DCs) need to be properly trained, and tutors need to collaborate with each other in
order to creste a sandard curriculum.  Mentor teachers dso need to work in doser
collaboration with the tutors The new ACP has begun involving personnd from the
teachers colleges in the desgn of the programme. This is a most welcome gep dnce it
can open the door for collaboration between OJT personnel and the teachers colleges.

But, for degper callaboration to result, the links with the teachers colleges should be adso
made a the adminidgrative levd, and not dmply a the levd of individud college
lecturers

The origind am that the OJT programme should help to identify those young people who
have the potentia to become good teachers is perhgps not being met. This is o because,
damingly, there is as yet no officid link between the OJT programme and the teechers
college programme.  Exposure to the OJT programme is not now a prerequidte for entry
into the teachers colleges, nor does a student’s performance affect their chances of being
accepted for traning.  Furthermore, individuas who have not been exposed to the OJT
programme continue to be gppointed as untrained teechers in the schools and, apparently,
this practice is mog widesporead among the Denominational Board schools.  If the OJT
programme is to sarve its origind purpose as a filter, the gppropriate linkages must be
established in the sysem. In addition, the programme would need to be expanded (rether
than curtailed), Snce the annud intake into the teachers colleges is a least 400 while the
annud graduaing dass from the OJT programmeis, typicaly, less than 300 in number.

The 1999/2000 programme has benefited from the addition of a retired school supervisor
who is assding the APC on a pat-time bass The present ACP has begun supervisng
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the trainees and doing school vidts. This seems a mogt onerous task for one person. It
aso means that not very many vigts can be made. There is therefore, need for more,
properly trained daff to monitor the trainees a the schodl levd, as it is difficult for the
SSsand principas, who dready have a heavy workload, to perform this function.

Computerisstion and daffing would necesstate the provison of additiond funds The
amount of money alocated to the programme is decreasing. It seems as though the am
of addressng the unemployment problem dominaed the thinking a the inception of the
programme, with the result that condderations of the requirements for sustained funding

of a qudity pre-sarvice programme were not as prominent.  The time is right for such
congderdions
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