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MUSTER is a collaboraive research project co-ordingted from the Centre for
International  Education a the Universty of Sussex Inditute of Educetion. It has been
developed in partnership with:

The Inditute of Education, University of Cape Coadt, Ghana

The Inditute of Education, The Nationd Universty of Lesotho.

The Centre for Educationd Research and Training, Univeraty of Mdawi.
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Fnancid support has been provided for three years by the British Depatment for
International Development (DFID).

MUSTER is focused on generating new understandings of teecher education before,
during and after the point of initid qudification as a teecher. Its concerns include
exploring how new teechers are identified and sdected for training programmes, how
they acquire the skills they need to teach effectivdly, and how they experience traning
and induction into the teaching professon. The research indudes andyticd concarns with
the dructure and organisation of teecher education, the form and substance of teacher
education curriculum, the identity, roles and culturd experience of tranee teschers, and
the cogts and probable benefits of different types of initid teacher training.

MUSTER is desgned to provide opportunities to build reseerch and evauation capacity
in teacher education in developing countries through active engagement with the research
process from desgn, through daa collection, to anadyss and joint publication. Principd
reseerchers lead teams in each country and are supported by three Sussex faculty and
three graduate researchers.

This series of discusson papers has been cregted to provide an early opportunity to share
output from sub-sudies generated within MUSTER for comment and condructive
criticiam. Each paper takes a theme within or across countries and offers a view of work
In progress.
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ABSTRACT

There is little by way of documented research which explores the qudity of the teacher
educaion programme offered in Trinided and Tobago. This sudy sought to investigate
the quaity of teacher education through an examindion of primary teacher training
curriculum as documented, espoused and enacted within the Teachers colleges. Specific
reseerch questions explored the stated philosophies underpinning the Teechers College
curriculum, the naure of the curricullum, how it is ddivered and tescher educaors
dams regarding content, method of ddivery and outcomes. Findings reveded tha,
during the two-year course, educationd, professond courses, academic dudies and
teaching practice formed the compulsaory core dong with optional courses. There was a
reesoneble level of congruence between teecher educators cdams and wha actudly
happened, but there were dso generd concerns about content, timing and rdevance. The
conclusons were as fallows the ystem tends to be dow to change there is a need for dl
sakeholders to work together to consider the preparation of teachers in relation to policy;
there is a lack of a link between the “on the job” traning scheme and the college
curriculum, which suggests more should be done to build on trainees prior knowledge,
the technica raiondity modd predominates in the colleges the curricllum could be
managed in more effective ways, and there is a need for more professond deveopment
for college lecturers.



CHAPTER 1

BACKGROUND TO THE STUDY

11 Introduction

Any atempt to improve the qudity of basc education in schools places immediady the
preparation of teachers as the point of centrd focus, snce teschers and teaching are
accepted as importart factors in the success or falure of children. The role of teachers in
contributing to the quality of education has been wdl acknowledged. Joyce and Well
(1972, p4) refer to the teacher as the “mid-wife of educationd change” who is expected
to provide an education tha will equip the young to survive and develop to their fulleg,
and which will provide them with a sense of sodd responghbility and the ability to make
informed choices in a conggently changing complex world. The preparation of teachers
mus., therefore, be afforded the care, atention and support needed to ensure that the
desired outcomes of the teaching/learning process are achieved.

Reforms in teacher education are occurring worldwide in both developed and developing
countries.  Within the last two decades the pace of these reforms seems to have increased
dgnificantly.  Yet, some measure of discontent with what is happening in schools peradts
and teacher education “... gopears to be more in a date of turmoail than in a dae of
condant improvement....in fact, under attack” (Wideen & Grimmet, 1995, p vii).

Teechers have often fdt the sing of public upbraiding as blame for the inadequacies of
the system has been s0 often focused sngularly upon them. But, ensuring the success of
teaching requires not jugt efforts to improve its qudity but the recognition thet contextud
factors may st limits to what can be achieved (Avdos 1991). The need to shift from the
mechanidic, narrowly-based <kills gpproaches to an inquiry-oriented and interactive
pergpective has been acknowledged internationdly, but, particularly in  devedoping
countries, this shift has been found to be difficult. Avaos (1991) attributes this difficulty
to a number of factors She explans for example that the developing world is
experiencing a much higher rae of increase in the number of learners and governments
have resorted to cost-effective means of rgpidly training the grestes number of teachers
Such a draegy, she dams is derimentd to any effort to improve teacher education
sydems.  Other factors identified by Avados as dfecting teecher preparaion in the
developing world relate to the education levels of recruits to the service, the daus of
teachers, and the conditions of service.

There is little by way of documented reseerch which explores the qudity of the teacher
educaion programme offered in the deveoping country of Trinidad and Tobago. It is
undear to what extent (if any) the factors identified by Avados (1991) as negatively
impecting on the qudity of teacher education in deveoping countries are dso operding
in the Trinided and Tobago context. This Sudy sought to investigate the qudity of
teacher education in the country through an examination of the primary teecher-training



curiculum a documented, espoused, and enacted within the Teaches Colleges A
separate sudy — Becoming a Primary School Teacher in Trinidad and Tobago, Part 2:
Teaching Practice Experiences of Trainees — explored that segment of the Teachers
College curriculum that deds with the devdopment of competence in practicd teaching
In trainess.

1.2  TheTeacher Training Ingitutions

Traning progranmes for teechers & dl levds of the education sysem ae offered a
oedidized inditutions in Trinidad and Tobago. Training for teachers a the primary leve
is conducted primarily a the two government Teachers Colleges Vdsayn Teeches
College and Corinth Teechers College, as wel as a the privatdy operated Caribbean
Union College Sudents from dl three Colleges ae catified by the Minigry of
Education on successul completion of the termind examinations adminidered by the
Minigry of Education. Although the course of teacher traning offered a the Teechers
Colleges is desgned to equip the dudents for practice a the primary levd, a few
dudents, especidly those who have specidized in the areas of the Credive Arts ae
alowed to teach a the lower levels of the secondary school system.

1.3  Entry Requirementsfor the Teaching Serviceat the Primary Leve

According to a Minigry of Education crcular of February 2, 1985, gpplicants for entry
into the teaching service are expected to have a leest a secondary level education, with
the atanment of a saidfactory leve of achievement in five subjects a the Caribbean
Examinaions Councll (CXC) andlor GCE O-levd examindions Further, thee five
ubjects mugt include English language, mathemdtics, and a stience subject. It is not part
of the requirement that these five subjects be obtaned a any one gtting of these
examinagions. It is therefore possble to qudify for entry into the sarvice hy
accumulating these subjects over an extended period of time. These requirements amount
to some smdl advance on what obtained prior to 1985. It was possble then, to gan
entry into the teaching sarvice with a combingtion of any five - sometimes less - subjects.
In 1985, for example, only 51% of trainees a Teachers Colleges had secured a pass in
mathematics and 62% had secured a pass in a stience subject.

1.4  Onthe-Job Training

In 1993, the Minigry of Educetion, in collaboration with the Nationd Traning Boad,
introduced its Onthe-Job Training: Pre-Service Teecher Training Programme (heresfter
referred to as the OJT progranme). The rationde of this programme was to provide
CXCI/GCE O-levd and GCE A-levd graduates with employment and training, with a
view, in the long term, to enabling the Minidry to identify trainees with good potentid
for becoming teachers. It is not very dear from the documents avalable wha the
indicators of “good potentid” are.



The OJT programme, extending over a period of about one year, provides indruction in
the Foundations of Education, the Teaching of Reading and the Teaching of Mathemétics
in an induction phase. This is followed by placement in schools with mentor teachers.
During this second phase opportunities are provided for teaching experiences in some of
the depatments of the primary school.  Throughout the period following the induction
phase, trainees are Ao required to atend Saturday classes which are designed to meet the
ongoing needs of the tranees as they function in the different depatments of the
schools. A Vacation School, organised by the School of Continuing Studies of the
Universty of the West Indies during the July-August vacation, provides experiences in
the aesthetic aress for tranees. It is envisaged that in the near future, dl candidates for
entry into the teaching service would be sourced fully from graduates of this programme.

This paper does not ded with the curriculum offered on the OJT progranme.  Rather, it
deds with the curriculum offered to trainees in the Teachers Colleges only.

15  Sdection of Traineesfor the Teachers Colleges

Trainees ae sdected by the Board of Teacher Traning on the bads of seniority in the
teaching service, and sent to the Colleges on scholarship.  This seniority is determined by
length of continuous sarvice in the teaching sarvice: They are required to Sgn a contract
on initid entry, and, after ther two-yer tenure a College, they must sarve the
Government of Trinided and Tobago for a least two additiond years. Student teachers
ae employess of the Minigry of Education, which has find authority in dmog al
metters.

Trainees, on entry to a Teachers College, would have usudly had two to three years of
teaching experience in a primary schoal or, as in the case of a smdl number of Sudents,
in a secondary school.  These trainees may or may not have been exposad to the OJT
programme. This means that some tranees entering the Teachers Colleges would have
had some pre-sarvice traning while others would have been teaching in the primary
schools for two to three years without the benefit of any such pre-sarvice training
experience.

1.6 TheStaff at the Teachers Colleges

Both of the Colleges are headed by a principd and a vice-prindpd. The principa a
Corinth Teechers College is femde, while the princpd a Vdsayn is mde  Both
principals hold masters degreesin education.

In dl, there are 20 members of daf a Corinth (induding the adminidration) - 13 mde
and 16 femde. At Vdsayn, there are 34 daf members — 17 mde and 17 femde. Eleven
of the 29 daff members a Corinth (38%) hold masters degrees while 20 of the 34
membersa Vasayn (59%) are smilarly qudified.



1.7  TheTeaching/L earning Environment

Both Corinth Teaches College and Vasayn Teeches College ae located on
compounds thet are away from the hudle and budle of daly living. The naurd, physicd
locations are, therefore, suitable for teeching/learning activities The physcd dructures
in both Colleges are reasonably sound and, a Vdsayn in paticular, there is more than
enough space for classes.

While space may not be a problem, other fadilities and equipment are. Adminidration,
daff and dudents dl complain that they are expected to function with the minimum of
these amenities  Corinth recently acquired a computer laboratory equipped with 24
computers through the untiring efforts of the prindpd who sought hdp from private
organisdtions. At the time of writing, no such laboratory exised a Vdsayn. There is
lile audio-visud equipment a ether College and, sometimes lecturers resort to
borrowing AV equipment from gudents, or bringing their own, for activities such as
micro-teaching.  Vadsayn has been operding with an antiquated public address sysem
which the adminidration has been seeking to replace; Corinth seems to be a hit better
equipped in this area.

The library a@ Vadsayn had been a source of concern for many years, but, within recent
times, the library collection has been increesed to a reasonable levd.  The library a
Corinth is aso thought to be functioning at an acceptable levd.

Lectures ether involve the whole year group of about 200 students (and such sessons are
usudly hdd in the Hdl) or “smdl” groups congding of one-third of the year group.
Elective classes can be quite smdl, depending on the subject involved.

The amosphere in the Colleges is generdly a plessant one. On a vigt to ether of these
Colleges on a typicd day, one is likdy to see samdl groups of sudents conversang during
the bresk and lunch periods. It is not uncommon to see lecturers conversing with students
in an informa manner in the corridors.  The principd a Corinth uses the metaphor of
“family” to desribe the amosphere that she is trying to creste and mantain in the
College Vdsayn has recently had a change of adminigration with some atending
teething problems.

Ovedl, then, the amosphere in these Colleges seems to be suitable for the intended
purpose, but the provison of equipment and other amenities seemsto be inadequate.

1.8  Purposeof the Study

The sudy sought to assess the philosophicd orientation and content of specific agpects of

the documented Teachers College curricullum in Trinided and Tobago. The sudy aso
sought to describe how the lecturers a the two Colleges articulate their understandings of



what the documented curricullum demands and how they try to implement it. This agpect
of the sudy is referred to as the espoused curriculum.  In addition, the curricullum as
enacted within the Teaches Colleges was explored through an examination of
teaching/learning episodes in specific subject areas in the Teachers Colleges.

Specificaly, the objectives which guided the study were asfollows

The Documented Curriculum
Wha are the gated philosophies underpinning the Teechers Callege curriculum
What isthe nature of the Teachers College curriculum?
How isthe ddivery of the Teachers Callege curriculum organised?

The Espoused Curriculum
What do teacher educaiors dam are ther intentions with respect to the content,
method of delivery, assessment and outcomes of thelr teacher training efforts?

The Enacted Curriculum
How wel do the dated intentions of teacher educators mesh with what is reveded in
the curriculum in action?

1.9 Organisation of the Report

In addition to this chapter containing background information, the report condsts of three
other chapters.  Chapter 2 detalls the andyds of the documented curricullum and the
account of the espoused curriculum. In Chapter 3, the curriculum as enacted in the
Teachers Colleges is described and andysed.  Findly, Chepter 4 contains a summary
and a discusson which focus on the research questions which guided the dudy in the firg
place.



CHAPTER 2

THE CURRICULUM —DOCUMENTED AND ESPOUSED

2.1 Introduction

An oveview was done of the generd curricullum, as documented. In addition, a detailed
dudy was done of specific agpects of the Teechers College curriculum.  The aress
chosen for detalled study were the Education courses and three of the core primary school
courses, namey, mathematics, language arts and science.

Daa on the documented curriculum were gahered through content andyss of the
curriculum document. Indghts were ganed by focussng on the four targeted aress
(Educetion, mathematics, science, and language ats) and drawing on the work of Eraut
(1976) for the anayss.

Eraut outlines that the curriculum can be viewed agang a five-point diamond frame, with
the points of the frame comprisng the ams objectives, content, pedagogy and
assessment procedures.  The content andyss thus focused o these “points’ and attempts
were made to see if there is coherence among them, as should be the case with a wdl-
documented curriculum.

Ideas about the espoused curriculum in education were obtained through the conduct and
andysis of in-depth interviews with lecturers from the two Colleges who are Heads of the
Educetion depatment.  Lecturers in the other subject areas targeted were Ao
interviewed. In dl, four Education lecturers, one language ats lecturer, two literary
dudies lecturers, two science lecturers, and five mathematics lecturers were interviewed,
meking a totad of 14. These interviews were transcribed and andysed in the effort to
unearth the intentions and philosophy that these lecturers hold for the courses in which
they areinvolved.

The research questions which guided this aspect of the work were asfollows:

The Documented Curriculum

Wha are the gated philosophies underpinning the Teechers Callege curriculum
What isthe neture of the Teachers College curriculum?

How isthe ddivery of the Teechers College curriculum organised?

The Espoused Curriculum
What do teacher educators clam are ther intentions with respect to the content, method
of ddivery, assessment and outcomes of their teacher training efforts?



2.2 TheGeneral Curriculum

The Colleges offer a full-time two year course of sudy which lagts thirty nine (39) weeks
eech year, and coincides with the primary and secondary school year, beginning in early
September and ending in early Jduly. All courses a the Colleges nust be gpproved by the
Boad of Tescher Traning. All courses ae subject to continuous assessment, both
formd and informa, and courses which follow a prescribed syllabus are assessed by a
find extend examingion. On succesful completion of the traning programme, with
passes in dl the subjects teken a the find examination, the Teacher's Diploma of the
Ministry of Education is awarded.

There is no officdd dae on the curricllum document thet is in current use in the
Teachers Colleges, but popular opinion is tha it was published sometime in the period
1995-1996. This current document is a compilaion of course outlines which had been in
exigence for a long time, but which (at leest some of them) underwent varying levels of
modification when the document was compiled.

2.2.1 General Layout and Organisation of the Programme

At the sate Teachers Colleges, the programme of study is designed for two years. The
curriculum is organized and ddivered dong lines drongly reminiscent of a secondary
school, that is the day condsts of seven, forty-five minute periods with a fifteenr minute
mid-morning bresk and a lunch hour. There are no free periods during the day. Staff and
dudents are expected to regider their presence on campus, students must do this twice
daly, before 830 am. and before 12:45 p.m. Classes begin a 8:30 am. and finish at
3:00 pm. The Coallege year is prescribed by the Minigry of Educaion and coincides with
the academic year for dl public primary and secondary schoals.

The courses offered at the Teachers Colleges have been designed by persons identified
by the Board of Teacher Training, who may or may not be lecturers & the Colleges. The
curriculum document is a compilaion of course outlines in the vaious disciplines The
document details the specifics of the various courses. Courses are broken down into units
and information is provided on the aims, objectives, and content of each unit of work, and
teeching methodologies, assessment procedures and esimated teaching time for each
course.

There is no dated overdl philosophy of teacher education which governs the document.

This has been a mater of concen to College adminigraiors and daff.  Proposds
concerning policy issues have recently been made by the Colleges and have been
submitted to the Board of Teacher Training for congderation.

The curriculum is broadly differentisied into (8) academic dudies and (b) teaching
practicee. Both aess ae examined through continuous assessment and a find
examinaion. Course lecturers ae dlowed to meke some input into the find

examinations, but the find form of these examinations is determined by persons externd



to the Colleges, who have been gppointed by the Board of Teacher Training as externd
examiners.

a) Academic Sudies
A basc, compulsory core condsts of education or professona dudies and subject
pecidtieswhich are pursued over the two years.

The education/professional studies component conssts of three courses — Education |,
Education |1 and Education I11. These courses are described in detall below.

The subject specialties and their timetabled contact hours (in brackets) are asfollows

language educeation (101) reading (105 1/2)
literary studies (86) mathematics (150)
socid studies (90) integrated science (105)
family life education (90) agriculturd science (36)

physical education and hedlth education (75)

Unlike the other subjects which extend over a period of two years family life education
and agricultura science are one-year CoUrses.

There is d0 a basic, optional core condging of music (60hrs), at and craft (60hrs),
dance (18hrs) and drama (19 1/2hrs). The College decides which two subjects will
conditute the options in a given year and sudents must sdect one of the options offered.
This optiond subject is assessed interndly, by continuous means, and externdly, a the
end of the firg year, by afind examination.

Fndly, there is an elective core. Electives are courses offered by the Colleges in which
Sudent teechers may choose to specidize. The levd is usudly above that of the basc
core. The number and types of courses offered here are a function of the avalability and
expeatise of resource personnd a any given time. Students sdect one of the dectives to
be done over the two-year period. At present, the offerings are as follows: at, agriculturd
stience, creft, drama, ealy childhood education, educationd technology, geography,
home economics, integrated science, literaiure, mathematics mudc, nationd  heritage,
physcad educaion, psychology, sociology, messurement and evduaion, and specid
education. Some electives require the submisson of a research report on a specid area of
Sudy for the completion of the course.

Enrdment in the basc compulsory core, the basc optiond core and the eective core,
results in sudents pursuing fourteen subjects a any one time. This therefore, involves
the coverage of a consderable body of content, especidly if the student has not had a
previous foundation in the area, for example, agricultura science.

b) Teaching Practice

This is gructured differently & the two Colleges At Vasayn, the sudent engages in three
block periods of teaching practice in a primary school. The block periods are aranged in
three-week (2% term), four-week (4™ tem) and five-week (6" term) sessions, to give a



total of twelve weeks of teaching practice in primary schools. At both Colleges, a weekly
sesson of 1.5 hours is given to Preparetion for Effective Teaching (PET), dso known as
Education 111, designed specificdly to prepare sudent teechersfor their fidd experience.

At Corinth, the firgd year sudents engage in teeching practice in the first term for one
hdf-day each week and this is aranged o0 that there is opportunity for joint preparaion
with, and observation of peers. In the second term trainees are teamed in pairs to prepare
units, and for teaching practice. There is no teaching practice in Teem 3. Terms 4 and 6
are aranged in block practices as a VAsayn. Thus the tweve-week period of practice is
computed differently at the two Colleges

2.2.1 Overall Sructure

The ovedl dructure of the programme and the implied inter-connectedness among the
various parts are shown in Figure 1, which was produced by a College lecturer.

2.3  Detailed analysis of the core courses
2.3.1 Education: the documented curriculum

The three courses Educdtion |, Education Il, and Education Il are desgned to provide
traness with the basc foundation work in education. These three courses are run
concurrently, from the very beginning of the training programme and are supposed to
reinforce each other. Pat of the rationde provided for these courses, presented in the
form of a quedtion, probably sums up the orientation for these courses. It asks: Wl the
classroom teacher be able to analyse real Situations in concrete terms, determine its key
components, identify  problems/constrainty/possibilities and propose  solutions
appropriate to the environment and characteristics of learners? (Minisry of Educetion,
undated, p.33).

The ams of these three courses, teken together, seem to suggest that the route to the
development of teaching competence by trainees involves (a) an gopropriate introduction
to the theories and principles of teaching and learning; (b) exposure to the techniques of
planning for indruction, drawing on theories and principles leant; and (C) practice of
these techniquesin an in-college stting.
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Figure 1: A suggested interplay of curriculum componentsbased on an inter pretation of current documentation of the
Teachers College curriculum (Margaret Cain, March 2000)

TEACHERS COLLEGE
CURRICUL.UM

Education / Foundation Subject / Content Cour ses
Courses Practical Teaching :
(Teaching Practice)

e A

""""""" ED I: Sociology & Psychology designed to faC|I|tate y

of Vo ** Elective Cour $es....-
............. ED II: Knowledge, .-~ .~ - applicationof theory & sklllsm_ I
Theories & environment of the classroom; *,
K - experiences in a variety ._.of'-..___ *BagcC
- situations: different schools % aSICLOUNSES......
______________ ED Preparation for different levels in the primary * o
Effective hool* designed to
. SCNOOl; L :
Teaching . .4 :
D suoerV|S|on bv college lecturers. * '
intended to provide T .
foprovide e R +
- content/EknowIedge of pedagogy ::: | Practice in subject- .
- simulated practical exposureto various specific methodology SUbégﬁtt;?tter
teaching strategiesthrough micro-teaching,
modeling, demonstrations etc.
Key:
*oo- Math Lang. Studies, Science, Social Studies, Music, P.E., Art & Craft, Agri. Sc., Family Life Ed.
*x & Craft, Music, Home Ec., Science, National Heritage, Geog., Agri. Sc., Math., Psych., Special Ed., P.E., Meas. & Eval., Early Child Ed.

............................... Interplay that should occur among the different components of practical teaching



Genadly, the objectives identified for the various units in each course match tre ams.
In Education |, the verbs used in the outcome objectives are written mainly a the lower
leves (“date” “identify,” “explain,” “discuss’ etc.), dthough there are a few that specify
ills & a dightly higher level (eg. “compare/contrast”). The objectives for Education 1
and Education 1ll folow a amilar pattern dthough, towards the end of these courses
more performance objectives are Specified.

The content of Education | is based on aspects of the sociology and psychology of
education. These two foundation area strands are presented as separate disciplines.

The sodology component includes - an introduction to the sodology of educaion; the
family; the sodo-economic context of education in Trinidad & Tobago; and, gender and
education. The psychology component includes - psychology of education; theories of
human devdopment; cognitive devdopment; knowing and underganding dl the complex
facets of the young learners persondity; behaviourd and socid learning theories of
development; motivating dudents to lean; and, providing for individud differences
among students. Education | istimetabled for 120 hours.

Education 11 darts with a congderation of the loca context in which teaching takes place.
It then locates the tescher within that sysem and continues by conddering specific
agpects of teeching. The units in this course are - the educaion sysem of Trinidad &
Tobago; the teacher and the education sysem; curriculum and indruction; teaching
dudents with exceptiondities and, messurement and evauation. Education 1l is
timetabled for 120 hours.

Education 111 is desgned specificaly to develop good pedegogicd skills and professond
dtitudes in traness. The units in this module are - teaching and learning; ingtructiona
planning; lesoon planning; the dassoom environment; methods of teaching; and, use of
learning resources.  Education 11 is timetabled for 120 hours and 12 weeks of teaching
practice,

The methodology prescribed for the presentation of these courses spans a wide range,
induding lecturestaks pand/symposum/debates; group work; demondration/skitSrole
play; and field trips.

Severd assessment procedures are suggested for these three coursess These ae
presented under five headings

Written work (module papers, reports, assgnments, group work)

Ord work (class discussons, class debates, ord presentations, quiz)

Paper and pencil tests and examinations (objective type, short answers, essays)
Performancetest

Projects (case study)

This is a wide range of assessment procedures which, theoreticaly, could be used for
testing the outcomes as prescribed in the various units.

12



2.3.2 Education: The Espoused Curriculum

Indepth interviews were conducted with two Education lecturers a Vdsayn (induding
the Head of Department) as wel as the Head of Depatment a Corinth. In addition, in
interviews with other College lecturers, their views were sought on how the in-college
courses prepared Students for teaching practice The discusson that follows is an
amagam of the views expressad on the Education component by al of these lecturers.

The generd view is that, whether directly or indirectly, the Education courses to which
dudents are exposed a the Colleges are desgned to develop trainees into competent
practiioners.  Education lecturers a both Colleges disdlayed sengtivity to the need to
change the curriculum as the teeching/learning context changed. So, for example, one of
the Education lecturers & Vasayn outlined that, in the Education | course, units on socid
devdopment and socid grdification replaced those on the family and the sodio-
economic context of education respectively.

Education lecturers described certain  conditions which fadlitate the devdopment of
competence in teaching inthetrainee. Theseindude:

A thorough knowledge of theories in the psychology and sociology of education
and the ability to goply this knowledge to planning for teaching and the teaching
act itsdf

Exposure to vaious teaching drategies through teechingllearning formets such
as lectures, amdl group work, and ord presentations and with the aid of media
such as overhead projectors, video cassettes etc.

Modeling of desred teaching behaviours

Prectice in a school environment that is conducive to learning (gppropriate
gpace, low noiseleve, good overdl school management)

An awareness by the trainees of who they are and what their role is, as wdl as
an underganding of the neture of the children in their charge.

These lecturers dso outlined factors which hinder the devdopment of teaching
competence. Theseinclude:

The difficulty of trandearing knowledge about educationd theories into actud
practice

The unavalability of proper audio-visud equipment and maerids for in
college prepardtion of trainees

Insufficent time for practisng teaching kills

Lack of darity about the relative roles of the subject specidids and the lecturers
in Education in preparing trainees for teeching practice in the various subject
aress

The poor attitudes of some trainees

Arrangements with cooperaing teechers that are sometimes less than ided, for
example, untrained teachers acting as cooperating teachers.
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One of the mgor issues aigng out of this andyss is the dilemma faced by Education
lecturers who believe that a firm grounding in the theoreticd foundations is necessary, for
example

Education.. .provides the students with the theoretical foundation which will inform
their practice. It is not only a question of being able to do it or know how it is
done, but also why it is done. So if you (the trainee) behave in a particular way,
you have some kind of grounding which has informed your behaviour.

but who ds0 redise that there are sometimes problems in negotiating this theory/practice
interface, for example:

We are not putting into practice what we teach....That transfer is not very easy with
them because | think they are not mature enough really to do that. | mean, we
(lecturers) study it and sometimes it is very difficult for us to make that transfer and
apply it, and they just come in with their minimum qualifications.....

The examples given by the Education lecturers of how they try to integrate theory with
practice seemed to draw most heavily on the psychology of education. For example, one
Education lecturer made the link between Piaget’'s stages of development and the type of
teeching/learning materias appropriate for each dage. Ancther referred to making use of
knowledge about the learner in lesson planning:

When we get into lesson planning, we go back to the characteristics of the
learner. S0, given the characteristics of the junior school child — talkative,
gregarious, loves to manipulate objects, interested in lots of things in the
environment, .... How are we going to use these characteristics in planning?

Other types of examples of how theory is used to inform practice were not forthcoming.
Education lecturers expected tranees to become proficient in various teaching
methodologies.  Tems such as “dudent-centred teaching,” “inductive gpproach,”
“Quedtioning drategies” “lesson introduction,” and so on, were used frequently. There
seemed to be the belief that “generd skills’ should be taught in the Education courses but
that there are subject-gpedfic sills that must be taught by the subject specidids
However, there doesn't seem to be a high levd of coordination between preparation in
the Education courses and preparation by subject specidids  One Education lecturer
indicated that there was some degree of overlap in the exposure provided by these two
groups while ancther suggested that it was difficult for the subject goecididts to pace their
presentations o that they could synchronise with what was being done in the Education
COUrSes.

All of the lecturers emphaszed the pivotd role that resources play in the

teeching/learning enterprise. They were of the view that trainees should be able to make
effective use of resources (preferably low-cost resources) in ther teeching. They were

themsdves unhgppy with the provison of resources for their own teaching in the College
(Each Coallege has an overhead projector and little ese by way of AV equipment.).
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There were no overt references made to heping trainees to reflect in action (Schon,
1987). The concept of reflecting on action is embedded in the sysem of supervised
practice with post-conference sessions, which is the organisng base for teaching practice
a both Colleges Even 0, there were no overt references to what trainees would be
expected to reflect on in the post- conference sessons.

Lecturers identified drawbacks to the documented curriculum. A mgor concern was the
inadequacy of the time dlocated to the programme if trainees were to receive adequate
indruction in dl the aress identified as essentid. Lecturers indicated that students needed
more time to cover the content that was important & each sage. They fdt, for example,
that unit and lesson planning were not adequatdy dedt with and interndised before
trainees went out into the fidd. In addition, there were areas that the programme clamed
to indude in its gods that were never adequatdy dedt with because of the rush to cover
basc knowledge that students needed to have. Lecturers pointed, for example, to the fact
that the notion of teaching the primary school curriculum in a holigtic manner was never
adequately addressed.

In summary, with respect to the Education courses, a reasonable level of congruence was
found between the documented Education curriculum and the espoused curriculum.
Nonethdess, areas of unease were identified. These induded the role of the subject
gecidig vis a vis the role of the Education lecturers in preparing the trainees to teech,
the insufficdency of time avalable for activities conddered to be crudd (such as unit and
lesson planning), and the problems in negotiating the practicetheory interface. In
addition, lecturers seemed anxious to effect some changes to the documented curriculum
(and had in fact begun to do s0) in the light of percelved needsin thelocd context.

2.3.3 Language Arts. The Documented Curriculum

The rationale for this syllabus dates that the main function of the course is to “cater to
the professond and persond needs of student teachers who must be developed both as
teachers and users of language” The document dso Sates that the syllabus is intended to
introduce teachers to the philosophy of whole language, with the intention of enabling
them to create diversfied goproaches to the teaching of language in the primary school
curriculum. Another important intention of the syllabus identified in the document is to
devdop in dudent teachers a level of competence in Internationdly Acceptable English
(IAE) adequate to dlow them to help ther own Students to become confident and
competent in IAE.

The dated goals of the programme indude devdoping language awareness, familiarisng
dudents with current issues in Language and Linguidics rdevant to the teaching of
Language Arts in Trinided and Tobago;, deveoping tesches competence in IAE;
equipping teechers to adopt a persond philosophy of language teaching which  will
inform ther implementation of the Language Arts curriculum, and training teechers to
asess the language needs of thar dtudents and to design, implement and evduate an
integrated Language Arts curriculum. The gods as ddfined seem congruent with the
goproach outlined in the rationde.
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The content of the programme as identified in this document is organized around three
units The Nature of Language Methods and Principles of Teaching English, and The
Nature and Organisation of Practice Teaching.

Each of the units within the Language Education sylldbus is further sub-divided into
topics, which the syllabus describes as “courses” each with its own content and
objectives, which are intended to fulfill the gods of the syllabus.

Unit |, “The Naure of Language and the Language Studion in Trinided and Tobago,”
introduces trainess, in the 24 hours alocated, to mgor concepts and theories about: a) the
language environmet in Trinidad and Tobago and contexts of use b) the naiure and
functions of language C) language acquistion and explordions in how dSudents use
language; and d) teaching English as a second/ foreign languagel second didect.

While the syllabus dates that Unit | is intended partly to develop Sudent teachers own
communictive  repertoires,  “with  emphass  on  building ther competence in
Internationaly Accepteble English,” the dated objectives of the course seem to place
gregter emphads on ther propostiona knowledge, of facts and theories about language,
and about the different language systems exiding in Trinidad and Tobago, than on their
usng it in different contexts so asto increase their competence in the Language.

Unit 1l, “Methods and Principles of Teaching English,” demondrates a somewhat eclectic
mixture of philosophies and of content. Topics taught within the 30 hours dlocated for
this unit indude a) the language processes spesking, ligening, reeding, thinking and
writing; b) methods gppropriate for Language Arts, ¢) grammar content and mechanics of
language d) laguage across the curriculum, and underdanding the Language Arts
gyllabus € dudy skills f) resources in language teaching; g) teding and evdudion; and
h) incorporating dramaand the Arts.

While the syllabus rationde suggests the importance of a whole language gpproach to
language teaching, the documented contents of different topics within the unit seem to
emphasse a less integrated, and a more rule- and ill- based approach. The syllabus
notes, for indance, that “the mechanicd dands dde by sde with the processud and
cregive dements of language teaching,” where whole language gpproaches generdly
tend to subordinate mechanica concarns, to a greater or lesser extent, to issues of process
and meaning- making. The dated objectives of the topic “gramma” dso seem to focus
more on making dudent teechers aware of different syntactic dructures and rules within
English Credle and English sysems which mus be used when communicating (usage)
than on awaeness of the integrd rdationship between dructures and communicetive
contexts. Yet the overview of course content refers to “ the importance of grammar in
communication” which suggests a somewhat broader interpretation.

Unit 11l focuses on the nature and organisation of practice teaching. Forty-seven hours are

dlocated for this unit, and the document notes that topics are drawn from the entire
languege education programme. The unit indudes coursess on  planning  integrated
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Language Arts units for different leves of the school; lesson ddivery in vaious languege
“skills’ and on student teachers reflection on their own teaching practice.

A separate document deds with the Teaching of Reeding, which is taught and assessed
separady. The reading education curriculum document conceptudizes reeding both as a
process, which indudes meta-cognitive, perceptua and &ffective dements and as a
product, which the curriculum document defines as comprehension.

Among the stated aims of the reading curriculum are to hep student teachers deveop a
persond philosophy based on an underdanding of the complexities of the reading
process, to dert them to the factors which promote and hinder reading success, and to
equip them with the necessary <kills and drategies to hdp dudents a dl levels of the
primary schoal to develop the ability and willingness to read.

The content component of the reading course is dlocated a totd of 105 %2 hrs, which
indudes units in: the nature of the reading process, determinants of reeding;, the
raionship between reading and other language <kills devdopmentd reading
indruction; mgor basc goproaches to reading; diagnods of reading problems and
evdudion of reading competence <ills of planning and  orgenizing for reading
ingruction; and cregting lifdong interest in reading.

A wide range of mehods and media ae proposed for ddivery of the Language
Education curriculum. They indude lectures, large and amdl group gpproaches, role-play
and various kinds of mediated ingruction, indluding the use of computer technologies

The assessment procedures for Language Education combine both internd and externd
assessments. The course work on Reading, as described in that syllabus document, has its
own procedures for assessment. This contributes 25% to the sudents overdl mark on the
programme.

The intend assessment counts for a possble 50% of the find mak in Language
Education. The assessment of this pat of the programme entails both course work and
dudent performance on internd examindions. Both traditiond and dternaive assessment
approaches like projects and portfolios are used, and pee- and sdf- evauaion ae
induded. Thefind examinaion isweighted a 50%.

2.3.4 Language Arts. The Espoused Curriculum

Unfortunatdly, only the coordinator of the Language Arts programme from one of the
Collegeswasinterviewed.

The coordinator indicated that the lecturers use the syllabus as a guide, but that they make

thar own plan of how they would teach the course. Each lecturer is free to plan for
higher ddivery of the Language Arts curriculum in hisher own way.
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Although the coordinator indicated that the syllabus is very comprehendve, some
ambiguous fedings about the syllabus seemed to emerge in the discusson concerning the
whole language or integrated approach to language versus the traditionad approach of
bresking up the teaching into pats — for example, grammar, peling etc.  All of these
agpects are touched on in the syllabus but there seems to be some uncertainty as to how to
incorporate these contragting approaches and how to get this across to the student
teachers.

The coordinator noted that there was a mismaich between the primary school syllabus
and the Teachas College sylladbus In her view, the Teachars College syllabus hed
evolved wheress the primary school syllabus had not. It should be noted, though, that
there is a new thrugt toward usng a more integrated gpproach to Language teeching in the
primary schools motivated largdy by a new Primay Language Arts curriculum which
was recently developed, and which is now being implemented.

The old concarn about time arose as the coordinator indicated that there is so much detall
in the syllabus and major limits in the time dlotted to the area.

Commentary on the Language Arts Curriculum

The quedion of how to ded with the tendons between two opposng philosophies of
languege teaching gopears not to have been reconciled, ether within the Language
Education document or within the minds of College lecturers. This is an issue which
remans unresolved & dl levels of the academic community. Pat of the problem lies in
the different undergandings which exig about the nature of the specid opportunities and
chdlenges which learning English presents to speskers of English Lexicon Credles. This
may account in pat for the uncertanty experienced by lecturers in deciding how to
organise the content of the College curriculum for ddivery.

2.3.5 Science: The Documented Curriculum

The rationale for the science syllabus is to adequately prepare trainees to introduce
science a the primary school level. Science is described as the study of the “phenomena
of the materid universe and therr laws” and is concerned with a body of accumulaied
knowledge as wdl as “trusworthy methods for discovery of new truth” Trainees are
expected to achieve competencies in the processes and skills of science and to magter the
teaching/learning drategies that would enable them to develop these same competencies
intheir pupils

The aim of the course is “to prepare teachers to provide pupils with education in science
adequate for everyday living and to equip these pupils to underteke science a the
secondary leve.”

The objedtives of the course aticulate with the raionde as dated. They focus on the

competencies and attitudes that trainees need to develop not only as stience teachers, but
ds aslifdong learners
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The content is presented in two sections The generd objectives that reate to
methodology and philosophy in science educaion are set out in Section A. Trainees are
required to examine the naure of science its rdevance in the curriculum, its role in
society and its rdationship with technology. The process approech in the teaching of
stience is highlighted. Trainees ae expected to devdop competencies in usng this
approach, as wel as in the various assessment drategies for evauaing pupils learning.
Trainees are dso expected to draw on the work of modern philosophers and psychologists
as they relate to teaching, learning, and other aspects of pedagogy, and to be proficient in
al aspects of the planning and ddlivery of science lessons.

A gened outline of the content of the course is presented in Section B. The centrd
concern is that trainees develop postive atitudes to science. The content is based on
stience that is rdevant, that is typicd of exising knowledge, that best illudrates the ways
that sdentigs work, and that will promote an gppreciaion of nature. The content is
organised around four aress namely matter, energy, organisms and ecosystems, and
environment and technology. Each topic area is presented as a module with spedific
behaviourd objectives. Some examples of the specific objectives are as fallows. Students
should be ddleto:

Discuss the kinetic theory of gases

Differentiate between vectors and scalars

Predict the effect of forces upon objects

Formulate hypotheses to explain observed changes that occur in an aquarium
Discuss nmeasures that can be taken to minimise the ill effects of waste from
internal combustion engines on life and the environment.

A range of teaching methodologies is suggested for the science course a the College,
ranging from lectures and hands- on activities to projects and research reports.

The assessment procedure is Smilar to what obtains in the other courses. It combines
interna and externd assessments, with each component carrying equa weightings. The
interna assessments condst of coursework and internd examingtions. Part of the course-
work includes an assessment of |aboratory skills and trainees are required to keep a
practicad notebook. The externa assessment consss of two papers. Peper 1 condds of
multiple choice items. Pgper 2 is divided into three parts — pat A examines methodology,
pat B, processicontent knowledge, and pat C, enquiry skills A candidae must meet
certain minimum requirements in each of the areas to be awarded a pass

The course is delivered over two academic years and comprises one hundred and five
(105) contact hours.

2.3.6 Science: The Espoused Curriculum

Two science educators were interviewed — one from each College.
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One of these stience educators indicated that it was not possble to complete the syllabus
in the time dlocated. By mutud agreement between science educators at this College, the
stience content had been adjusted to a more managesble Sze. Topics were trested with
aufficient detal to give tranees the solid content base required for teaching the concepts
and the confidence to handle students questions in the dasssoom. She felt that greeter
emphasis should be placed on “...mastering the techniques of teaching science.”

Although content and methodology were taught separately, there was some werlap since
teaching of pedagogic kills had to be done in some context, and she indicated that she
was gble to merge the two areas when she worked with her sudents in developing unit
and leson plans. She did not see any conflict in terms of orientation of the College
stience gyllabus and the primary school sdence syllabus, since she fdt that the primary
school syllabus did not truly reflect a process goproach. Her own philosophica
orientation was towards condructivism and this she tried to reflect in her teaching.

The other teecher educator bemoaned the fact that there wasn't enough time to address
the methodology of stience teaching adequatdy. She contended tha an inordinate
amount of time had to be spent in covering the stience content included in the syllabus
She was of the view tha the syllabus was overloaded with stience content, particularly in
the area of physics.

This teecher educator had serious misgivings about the use of the process gpproach thet is
highlighted both in the primary school science syllabus and the Teechers College science
gyllabus. She argued thet, in the primary schools, science concepts are “margindised” in
the process gpproach since the primary syllabus is built around the processes and there is
no logicad order to the concepts that are taught. She was, therefore, caught in a dilemma
between the conceptud approach to the teaching of science and the process gpproach in
her own teeching a the College This was 0 because, while, philosophicdly, she
maintained that the conceptua approach was more sound, she redised that the trainees
had to be prepared to ded with the redity of the primary school syllabus and the
Teachers College examindions which dress the process goproach. [It should be noted
that a new Teachers College science syllabus has been drafted by a tesm comprisng the
Teachas College stience educators and the Curriculum Officer of the Minidry of
Education. The main am has been to cut down on the amount of science content in the
syllabus. To date, however, this new syllabus has not been given offidd atus]

Commentary on the Science curriculum

Both lecturers fdt that there were issues in methodology that needed to be addressed.
However, there was no consensus on how this should be done. There were dso concerns
about what content areas, and how much content should be covered in the syllabus. One
College has found a temporary <olution to the latter problem through an internd
agreement. Until the new syllabus is offiddly introduced, the sngle factor thet condrains
how much stienceis actudly taught istime
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2.3.7 Mathematics: The Documented Curriculum

The rationale for the mathemdtics syllabus dates that the man function of the course is
to equip tranees to ddiver the primary schoo mahematics curriculum  effectively.
Mathematics is described as being a discipline that involves “idess, processes and
reesoning,” as wel as being a language, a science, a tool and an at. In the teaching of
mathematics, trainees are to hdp thar pupils to condruct knowledge, to be credtive
problem solvers and to gppreciate the relevance of mathematicsin society.

The aim of the course is. “to train teachers to provide pupils a the primary levd with a
sound mathemati cs education adequate for everyday living and future development.”

The dated objectives for the course maich the philosophicd orientation to mathematics
presented in the rationde. They focus on the mathematics needs of the trainee as wdl as
the primary school child.  Thus the objectives focus on developing competencies and
atitudes in the tranee and preparing the trainee to do the same for the primary school
child.

The course content is presented as a list of topics that commonly gppear in mathemétics
gyllab, namdy: Number Theory; Computation; Consumer Arithmetic; Measurement;
Geomelry; Grgphicd Rdadionships Sdidics and Probability; Algebra;  Coordinate
Geometry; Trigonometry; and The Teaching of Mahematics.

Each of these 10 topics is presented in a module which corsgts of generd and specific
objectives. Mog of the objectives are written as peformance objectives indicating that
the tranee is expected to learn the <kill through the actud peformance of tasks for
example

Sudent teachers will use transformation geometry to develop the properties of
simple polygons and to make patterns and shapes

Student teachers will develop and use formulae for volume and surface area of
solids.

Module 10 is different from the others in thet it does not dedl with content, but rether, it
deds with the naure of the discipline and pedagogicd issues. The fird pat of the
module deds with the role and nature of mathematics This sub-component requires that
traness explore how mathematics serves mankind in various aess of life It do
highlights mathemdtics as a language The second pat of the module deds with the
psychological principles involved in the teaching/learning of mathematics It requires
that trainees draw on the work of cognitive and behavioura psychologds, be proficient
in presenting mathematics in a vaigy of lesson formas and be competet in usng
various assessmant drategies to evauae sudent learning.

A wide range of teaching methodologies is suggested for the presentaion of the
Teachers College mathematics course.
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The assessment procedure combines both internal and externad assessments in equd
proportions.  The internd assessment condsts of coursework and internd  examinaions,
The externd assessment condds of two pagpers — one on methodology and one on
content.

Severd resources ae prestribed for the teeching of this course  They indude a

camcorder, televison set, video cassdtte recorder, computers and software, as wel as
severd manipulatives spedific to the fidd of mathematics.

The courseistime-tabled for 150 hours over two years.
2.3.8 Mathematics: The Espoused Curriculum

Interviews were conducted with five mahematics educatiors — three a Corinth (focus
group setting) and two a Vasayn.

Lecturers from both Colleges were agreed that the teaching of the mathematics course a
the Teachers College was hindered by the weak mathematics background of trainees and
the insufficiency of time dlocated to the teeching of the syllabus It was suggested thd,
dthough dl tramees had secured a leest a Grade 2 in CXC mathematics, such
performances may have been the result of rote learning and drill and not of deep learning.
The lecturers dl saw the need to do remedid work in mathemeatics content but lamented
the fact that it was becoming increesingly difficult to do this because of the overloaded
College curriculum and aso because many sudents do not have extra time because of
home and family commitments They agreed, too, that the upshot of dl of this is that
trainees have a negdtive dtitude towards mathematics.

At one College, the drategy of teaching content through the methodology was advocated
and was, in fact, being tried but it was acknowledged that trainees sometimes have a
menta block and expect to be taught cortent and methodology separately. The lecturers
were dl of the view that more time should be spent dedling with methodology issues.
Thiswas not being done because of the time condraints dluded to earlier.

There were differences in views among the lecturers from the two Colleges about
whether or not the syllabus is overloaded with mathematics content.  Lecturers from one
College were of the view tha tranees should cover mathematics content thet is well
beyond that covered on the primary school syllabus. On the other hand, lecturers from
the other College fdt that a thorough undersanding of basic mahematics content was dl
that is necessry. Lecturers indicated that they try to mantan a match with the primary
school methematics syllabus

Commentary on the Mathematics curriculum

The quetion of “How much mahemdics content is necessxy to teech primay
mathematics?’ is one that has not been sttled among the mathematics educators.  This
goat, they seem to be comfortable with the Teachers College syllabus. However, they
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have some other concarns. The wesk mathematics background and the poor atitude
towards mathematics of many trainees are burning issues for them and they seem to be

suggedting that the task of teaching mathematicsto the trainees is an uphill sruggle

24  Assessment Procedures

Data on assessment and certification procedures were obtained through interviews with
College lecturers and the (externd) Chief Examiner for the Teachers Colleges.

2.4.1 Assessment of In-College Courses

Assessments are weighted so that 50% is dlocated to the course mark, and 50% to the
examination. Students must get 50% on each section overdl to be consdered to have
passed most subjects, but for the teaching practice, a sudent must have scored 60% to be
conddered to have passed. For some dectives, too, the required passing mark is 60%.

The assessment is in two pats, and is conducted in two phases. At the end of the firg
year, there is the assessment of tranees peformances in the one-year courses, such as
Art and Craft. It is mandatory that trainees complete this requirement before receiving
thelr diplomas, but it is not necessary that they should pass these courses before moving
on to the second year of the program. Students who have not passed any of these courses
a the end of the two-year period are reguired to write supplemental examingtions in them
after they have been assgned to schools a the end of the Teachers College programme.

At the end of the second year, students are assessed on their performance on the two- year
courses. Agan, this is based on course work and the find examinaion. Find
examinaions ae extandly assessed. The extand examings ae drawn from the
education sysem. They are expected to collaborate with Cdlege lecturers, and to meet
with students to determine what content was taught during the course of the programme
before preparing items for the examination. (However, this is not dways done, given the
condraints of the conditions under which externd examiners must work — they are part
time g&ff, such as curriculum officers, who have full time jobs dsewhere)

Extand examines st the examination papers devdop the mak scheme, and ae
expected to supervise the College lecturers who act as assgtant examiners in the marking
process during the 5-6 day making sesson. The extend examings Sandardise the
making. The College course mark is combined with the find written examination mark
to arive & an ovedl find mak. Examinaions are usudly in the form of multiple choice
and essay — type questions, and questions are based on content and methodology.

2.4.2 Limitations of the Assessment Process
There are limitations, arigng out of the conditions under which externd examinas work,

which aregte condrants on the rigor with which the externd assessment of Students is
conducted. The poor remuneration, the fact that externd examiners cary out these
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activities as a pat time occupation, and the high turn-over rate, mean thet it is somewhat
difficult to get enough persons who have the necessary competence to cary out the
marking exercise efficiently, and that a times the measures necessary to ensure the rigor
of the exercise are not carefully observed.

For example, exam papers may be handed in too late to permit scrutiny of the papers 0
as to enaure that the examinations are of a high qudity. Also, some extarnd examiners
may not go through the necessary process of collaboraing with lecturers and students,
before seting the examination, or may not St with the lecturers for the entire 56 days
over which the marking of find examination stripts is conducted, so as to enaure that the
marking processis effectively sandardized and moderated.

The adsence of a Genard Supervisor of examindion scripts has meant, on occasion, that
there have been dlegdions that some irregulaities may exig in the didribution of the
sripts. As a reault, it is possble that sudent anonymity may not dways be preserved,
and lecturers from one College may be marking the stripts of dudents from that same
Callege with whom they may be familiar.

25  Summary of Curriculum Issues

The documented curriculum for the Teachers Colleges in Trinided and Tobago, while it
condgs of inter-related ams, objectives, content, and assessment drategies, is deficient
in that it does not contain an over-arching philosophy for teacher education in Trinided
and Tobago. Yet, this document is what dictates much of wha happens in the Teachers
Collegesin Trinidad and Tobago.

While lecturers ae very familiar with the offidd syllabus document, they nearly dl tend
to tak about it with congant reference to the red-life context in which it is implemented.
Thus, there is some concern about whether the process gpproach in sience is suitable for
traness who may have a week conceptuad base in stience, the amount of mathematics
needed to teach primary mahematics by tranees who have a negdive dtitude toward
mathematics, and the suitability of the whole language gpproach, as opposed to a direct
aoproach, in the teaching of language arts. Because of these tensons, lecturers sometimes
try to do work to cover the extreme gtuations (for example, extensve mathematics
content), or to cater for both ends of a dipole (for example, extensve science content and
process ills), with the result that the courses taught might end up being somewhat

lengthy.

In thee interviews with lecturers, some dilemmas surfaced.  The dilemma of matching
the syllabus to the characteridtics of the tainees was discussed above. Reated to this, is
the dilemma of what are gppropriate methodological approaches in the different subject
aress, and what congtitutes an gppropriate mix of content and methodology in the training
progranme. The gpparent overload of the curriculum, and difficulties with assessment
procedures dso surfaced. These dilemmas sgnd that the teacher education environment
isaturbulent one.
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This curriculum document is currently under review by Minidry of Education and

Teachers College gaff. It is to be hoped that some of the concerns of the Teechers
College staff would be addressed serioudy in this process.
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CHAPTER 3

TRAINEES IN-COLLEGE LEARNING EXPERIENCES

3.1 Introduction

In the atempt to undersdand more fully the nature of the interactions among College
lecturers  espoused views on the curriculum, ther actud ddivery of the curriculum,
traness experience of the curriculum and other contextua factors four researchers
(independently) observed teeching/learning episodes a the Teachers Colleges. In esch
case, the researcher had secured permisson to attend the sesson from the lecturer
beforehand. The researchers functioned smply as obsarvers, taking detailed notes of the
events and interactions during the sesson.

Following, accounts of lessons in the aress of literary dudies stence and mathemdics
are presented in the effort to portray the enacted and the experienced curriculum. These
accounts sarve to present some "sngpshots' of in-callege learning experiences of trainees.
Five such sngpshots are presented.

3.2 Literary Studies. Valsayn

| say, if you have to teach this..., you're not just going to leave it in the world of
Shakespeare. You're going to bring it home! Bring it relevant! Find a smilar
Stuation to which they are going to relate. And then you are likely to get...
interactions, the interactions you want in terms of their own responses.

Mr. M. (not rea name) has been teaching a Vasayn Teachers College, as a lecturer in
Literary Studies, snce 1993. He has indicated that he feds the man chdlenges of
teeching Literay Sudies to the traness lie in the range of abilities and previous
experience they bring to the subject, and the limited culturd experiences they bring to
their teaching geerdly. He has dso noted the difficulties of edtablishing an adequeate
levd of interaction with these sudents given the large groups with which he must ded,
and the limits of time within the crowded curriculum. At the same time he has expressed
the belief that Literature is pivotd to any curriculum, and catanly to the Teechers
College curriculum, which, he bdieves, must prepare the trainees for the complexities of
their dedings with the sudents out in the school. He says that he mugt try to impart to
the trainees both the academic content and the human dimenson of teaching. “It is no
point if you are trying to interact with peopleés minds” he says “if you are going to
ignore their emotions”

He is ds0 concerned because, he says, the College curriculum doexn't do enough to

promote the holigic devdopment of the teechers. But to get them to profit by the
Literature experience, he feds that he must get them to “embrace the Literaiure” He
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mus get them to see it as rdlevant to thar own lives It is dl these undergandings thet he
says he brings to the teaching of Literature.

The course in Literay Studies, as Mr. M. describes it, is divided among three lecturers.
One lecturer deds mainly with the methodology for teeching Literature The other two
focus on the texts. Mr. M. ’s responghility is to teach the Shakespearian and West Indian
texts.

Given his underdanding of the chdlenges of his job, it is not surprisng tha Mr. M.’s
main emphags in teaching the Literature is on making the cortent of the subject rdlevant
to the red — life drcumdances of the traness, and on mantaning interaction and
persona contact with them. Yet, his own lectures are conducted in the College Hdl to

dauntingly large dasses. Nearly 200 dtudents were present & the sesson which was
observed.

He describes teaching a the College as being in many ways “primitive” For indance,
the sound sysem in the Hal had only recently been inddled. Mr. M., however, did not
rey on the microphone during this sesson, choosing ingead to leave the podium a
intervals and to go down into the middle of the Hdl, among the Sudents, a different
pointsin the lecture,

The sesson obsarved garts & mid morning, and the large group of students take about 15
minutes to filter into the Hal. Some cary ther breskfags with them, and St edting
throughout the gtart of the lecture. Before the dart of the dass the lecturer maintains an
informd bantering with the students, coaxing some of them to move chars that were left
on the gage from a ceremony which took place some time before. There is some good-
natured grumbling, but the gudents move the chairs willingly enough.

When the lesson actudly begins the topic is a short dory by a West Indian writer.
Throughout the entire lecture, Mr. M. continues to make links between the world of the
text and the sudents own lives tgpping their persond experiences with the sodiety to
hep them undersand the story. He does this patly by interspersng his andyses with
persond naratives. When he looks for ingance, & how the author describes a
judgmenta person in the story, he spesks of his own experience in a church, with people
daing a other members of the congregation and making judgments about ther privae
lives He is very dramatic during these naratives teking on a vaiey of voices to
illudrate tone, regiser and aititude. As he uses these examples, the tranees begin to
respond with narratives of ther own. Mr. M. uses probing questions to get them to move
fram narraive to andyds of wha the incidents they are narating reflect about the neture
of the society, and how thisis pertinent to the issues raised in the gtory.

As individud sudents volunteer answers, he goes down into the middle of the Hal,
continudly minimisng the space between himsdf and the sudent who is spesking. At
the same time, however, this has the effect of exduding persons seated out of reach of the

range of their voices from the discusson. He compensates for this limitetion & intervals,
by repeeting sudents observations aoud.
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His dyle of ddivery is quite idiosyncratic. Theoretical issues are concretised by him
through persond nardives, some of them bassd on his expeiences in the wider
community, some based on his interactions with tranees a the College itsdf. Thus
dudents are able to respond, and even though the dass is quite large, there is some leve
of interaction between individuad members of the group and the lecturer. Also, because a
number of the naratives relae to events which they know about, even sudents who are
not spesking to the lecturer can be seen nodding and showing other dgns of ther
involvement in the discusson.

For a ggnificant proportion of the time, however, the lesson is conducted not only as a
draight lecture, but with a large measure of extremdy tranamisson - oriented techniques.
Some sudents gpparently do not have ther texts. Others were absent from the previous
lecture. Mr. M.’s way of deding with this Stuation, and with his underdanding of their
limited background in literature, is to cal notes He aso has students repegt the notes he
has cdled, verbatim. “Let us read that note together,” he says as he refers to a note given
a the previous sesson. After the students read it, he indgts that they read it again. Findly
he dgnds the reason why he is inading that they repeat the note “I shdl ask you agan
to read it, TOGETHER,” he says, for yet another time, and after the third reading, he
comments, “You will recognise that | am a little concerned for the people who were not
here for that lecture, and to get the notes”

He dso indructs them as to what parts of the text to commit to memory: “ * Roseanna
was a lowdown news agent” And I'd like you to learn that quotation, to tell you about
language for the communication of ideas about characters”

At other times he explicitly modds how to conduct literary andyss After one discusson
on how the author uses language, for example, he says, “Let’'s move to the lagt paragraph,
because you are learning how to critique the short story, how to read it, and discover it as
more than a dory.” When he dicits comments from some sudents about another
character, he stops and says, “I am inserting that in your notes — your own camments. So
those of you who read the sory and say that you don't know whéat to say, you are learning
commentary.”

Thus the lecture proceeds as a mix of shared exploration of the text, and of direct and
explict indruction in what to do, what to note, and how to think in regponding to
Literature. The dudents seem quite content with this gpproach, reeding doud together
when he asks them to do so, or scribbling notes franticdly as he cdls them. In spite of
this, however, there are some sudents in the back of the hadl who dearly have no text,
and who gt garing into space, or whispering to each other sporadicaly.

There is only one explicit reference during this dass as to how the Literature may be
agoplied to ther own teaching. Within the gtory, there is a reference to a Stuation where
socid cdlass differences are shown to influence how characters trest one another. Mr.M.

guides the discusson towards the issue of how this atitude is manifes in the trainees
own communities, and in the wider society. He questions, “Is somebody bad because they
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don't live according to your philosophy?’ The group tekes this up, and begins to relae
examples of discrimingtion that they have seen, which gppear to be based on socid or
rdigious differences At the end of the discusson, he reminds them that, “this is where
the literature content will affect our methodology. It should lead us to an examingion of
our perceptions. How do we fed about the smdl, smely child? Are there people who
teechers teach more feverishly than others?” It is one of the lagt issues raised during the
sesson.

At the end of the dass, the researcher comments to a student who has gppeared engrossed
throughout the entire lecture that she seemed quite interested. She says “He's dways like
that.” As the researcher leaves the Hdl, Mr. M. is dtting in the middle of the Hall, talking
to a group of Tobagonian udents whom he supervised during the previous teaching
practice. Some are teesng him, and one is confiding her problems with her landlady. Mr.
M. ligens, and makes sympathetic comments. As he has sad, describing his own theory
of what it is to be a teecher, it is no point interacting with their minds if you are going to
ignore their emations.

3.3 Literary Studies Corinth

The ledurer, Ms. S. (not her red name) holds a Mager's degree in Literature and is
currently pursuing a Mader's degree in Education. She feds tha her exposure to a
Mader’'s degree in Literaure has given her a wider view of the fidd than she would
normaly have had. On the other hand, she rdaes that she fet the need for professond
traning when she took up the job as a College lecturer, hence her current enrolment in
the M.Ed. Programme.

Ms S sees her podtion as a lecturer in Literary Studies as a chdlenging one The
bigges chdlenge for her is to present the Literature in such a way that it impacts
postively on trainees dassroom practice. As she explains

You can analyse it (the literary work), you can summarise it. You can do
whatever, but how you use that...how you really find ways and means and
structures...and ideas to make a difference in what they do in the classroom every
day...how they enrich students’ lives...| am saying that | do not know whether or
not | succeed in that area.

In her d@tempts to reach this god, Ms. S. advocates an experientia gpproach to aress like
poetry as part and parcd of the learning process. Thus, she says.

Sudents come and tell me, ‘Miss, | am teaching character. Miss | am teaching
rhyme and rhythm.” 1 will say, ‘No.” Sudents have to experience poetry and from
the encounter, they have to experience rhyme, experience rhythm. You don't go
and teach that. ....In order to teach character, have children listen, read. Have

them imagine what it would be like tobe in the place of that character.
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The lesson observed was a Literature lesson on character and Ms. S's main objective was
that trainees would “underdand the drategies for the reading and studying of literature”
The class congsted of about 80 second year students.

She begins the dass by digributing some reading materid on “Becky” and dlows the
tranees to dudy the handout for about 5 minutes Following this she engages the
dudents in a very free and open interactive sesson in which she uses probing questions to
dicit responses on the context, the historicd and culturd background, the bdiefs and
fedings coming through, and the writer's syle and impact on reeders.  As points emerge
and reference to literary terms is made, Ms. S. summarises these on the blackboard.  This
section lags for about 15 minutes.

She then leads the trainees to congder the character of “Becky.” This 15-minute portion
of the lesson is more speculdive and is not as grounded in the materid a hand. Ms. S.
dominates a this dage, introducing other isues into the discusson.  This mode of
cdassoom ddivery is in keegping with her description of her teaching yle: “1 ded with a
whole lot which is not written down and sometimes can't be written down because | deal
with spur of the moment kinds of issues that come up.”

Together, the lecturer and trainees then dissect the piece on “Becky” paragrgph by
paragraph.  Trainees seem to be less enthusiagtic about this drategy than they were in the
beginning. In the final 7-8 minutes, Ms. S. tries, through discussion, to compare “Becky”
with other characters studied in the Literature course.

Ms. S has an engaging persondity. She has a srong voice and is very enthusiagtic about
her work. It is dear that she has a commanding knowledge of the subject. The continuing
task, as she hersdf describes it, is to help trainees to convert this “new” way of looking at
the Literature into meaningful experiencesfor pupilsin the classroom.

34  Science Valsayn

Ms. J. (not her red name) has taught a both Teechers Colleges. She taught Psychology
and Principles of Education a Corinth, and this experience, to a lage extent, has
influenced her gpproaches to the teaching of sdence a Vadsayn. She explains tha the
trainees come to her with different experiences in stence and some of them lack the
necessary content knowledge on which she could adequatdly build. She dams that they
come to her with “lots of misconceptions in the physica sciences’ as a result of exposure
to wha she refers to as “Trini teaching ... bascdly teeching from a book.” She uses
evayday maerids in he teaching and tries to provide Stuations that will dlow the
trainees to come to some undergandings of stience. She feds that she is wel pogtioned
to do this Snce she intuitively undersands how her trainess are thinking. She hersdf has
had to daify a number of her own misconceptions She dso feds tha there is an
“empowerment component” in teaching, snce “... how we teach is just as important as
whet we teach ...can give more meaning to content.”
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Clases ae hdd in a large science laboratory. Trainees projects were disolayed on
counters around the room, and there were charts and teaching aids displayed on the walls.

One of the lessons observed was on the topic “Mater” and it was taught to a dass of
forty-four (44) trainees, of which fifteen (15) were mde.

Ms J. begins the lesson by diditing her trainees prior knowledge of the topic and having
them, in groups of two or threg, look for five examples in the room. This introduction
takes dbout eght minutes. She then quedions them on the components of matter, and
how maiter is dasdfied. She continues to build on their responses by having them read
sected areas from the text. There is further discusson about the nature of the substances
identified in the text.

Ms. J. then moves into a group activity, where the trainees, in groups of seven or eght,
put substances into the three groups — solids, liquids and gases. Ms. J. moves from group
to group, asking probing quedions to have the trainees determine the bads for ther
classfications. Group responses are then summarised in tabular form on the blackboard.
This activity, which lagts for doout fifteen minutes is vey interactive and generates
livey discusson.

Ms. J. continues to develop the concept through the use of concrete examples and
quedioning drategies. Together they explore gasivolume rdaionships (opening a bottle
of perfume), make links to aomic dructure, and then use mables in a glass to illudrate
the patterns of arangement of solids, liquids and gases Ms. J. makes use of probing
quesions, such as “In which case are the molecules doses? In which case are they
vibrating? to come to some concdusons on proximity of molecules amount of
movement, amount of energy and attractive forces in each of the groups.

The concept is then reinforced with a fun activity. Trainees are asked to form three large
groups and role-play to demondrate their understandings of the properties of matter.

This activity, which lagts for about 20 minutes dlows for some rdaxation in the 90-
minute lesson.  In the firg group (solid), the trainees are packed cdosdy together making
ubtle movements with ther shoulders and hips to illudrate a regular pattern, vibrations
and low kinetic energy. In the second group (liquid), the trainees are not as dose, moving
about but dill touching, to illudrate a shepe that is not condant and with higher kinetic
enagy. Traneses in the third group (gas) run aound the room, bouncing each other and
eventudly dl run out of the room (much laughter), to illudrate high kinetic energy, some
collison, and low forces of atrection. The class sHtles after this activity. Trainees ae
congratulated and the lesson continues.

Ms. J. continues by building further on the concepts dready developed. She uses
questioning again to dicit tranees responses on effect of temperature on maiter. For
example, she asks “Does physca property change? This discusson continues for about
eight minutes, and the trainees then move into another group activity. They are required
to identify 9x changes tha occur to solids liquids and gases due to changes in
temperaiure. They ae given dear indructions. Explanations of changes of dae mugt be
a the molecular levd and they must dso explan each change usng the kinetic theory.
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Ms J agan moves aound to each group, asking openended questions, answering
tranees quedions and dtempting to daify issues There is much discusson among
trainees themsdlves and between Ms. J. and the trainees. There is ds0 some disagreement
on how the kinetic theory can be used to explain changes of date. Trainees work in their
groups for aout 15 minutes, and then present ter results. The results from eech group
ae summarised and recorded on the blackboard. Some issues are unresolved and will
need to be darified. The sesson has come to an end, and the main points of the lesson are
summarised.

Tranees seemed to be highly motivated. The pace of the lesson dlowed trainees
aufficient time to interndise the concepts. At the end of each teaching point the trainees
were given ome adivity that dlowed for further darification of issues through
dudent/sudent as well as teacher/qudent interaction. The drategy of summarisng a
intervals during the lesson helped trainees to process amdl amounts of information a a
time. The roe-play dso introduced an dement of fun and gave trainees an opportunity to
relax during the long sesson. The frequent switch in drategies dso prevented boredom;
tranees were engaged throughout the entire lesson and were in fact rductant to leave
ance there were gill some unresolved issues. They obvioudy needed more time for the
last activity which, for the mgority of them, seemed to be the mos chdlenging part of
the lesson.

35 Mathematics: Valsayn

The lesson obsarved was hdd in a large dassoom, with excdlent furniture. A dorage
area a the back of the classsoom was used for storing resource materid. Ms. A. (not her
red name) had built up a veary impressve resource collection during her tenure a the
College. She indicated that she did not favour the didactic approach that was the norm at
the College. She used a variety of teaching methods and, as far as possible, tried to mode
the teaching drategies that she expected her students to use. She used hands on activities
whenever possble, as she indicated tha she found that this helped to facilitate conceptud
underganding.

The math lesson is on the topic “Reatio” and 35 students are present. Ms. A. begins the
lesson by asking the students to make comparaive satements between two dtrips on the
blackboard. She then asks the students to categorise thelr statements into two types of
comparison. She didts ther idess on how best this can be done, and “quantity” and
“qudity” are suggested. Students then give examples of datements and these are written
on the blackboard. Ms. A. then introduces the concepts “quantitative’ and “quditaive’
by explaning tha numbers are asdgned to dtributes in mathemdtics, and tha some
things cannot be quantified. She holds up a single rod for comparaive saements and
eicitsfrom sudents that they must have two objects or entities to make a comparison.

Students are given a task to write quantitative satements on two sets of objects (circle cut

- outs) placed on the board. On completion of the task, Ms. A. asks the sudents to write
quantitative dtatements about two sats of objects hed in her hand. These statements are
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more complex, as sudents now write statements like “st B has three times as many as
st A” or “set A is one third of set B,” and so on. Students now recognise that there is an
operation involved and correctly name the operaion as “multiplication.” Ms. A. builds
on this knowledge by drawing a smple flow chat to illudrate that “quantitative’ can be
“multiplicative’ or “additive”  She gives examples of datements usng the two
operations and the sudents give reverse satements.

Ms. A. continues to build on the concept, indicating to the students that comparisons must
have a base or gandard and tha the unit of comparison mugt be the same. She introduces
the concept of ratio, and examines how it rdates to multiplication She gives examples of
ratio that are rdaed to the udents experiences and sudents are given smple problems
to determine ratio. Ms. A. moves around the classoom assisting as required. Students
share idess with those nearest to them. Concepts devdoped ae summaised as @)
gatements and b) flowcharts.

Ms A. now engages the dudents in a discusson on differences between ratio and
fractions and students responses are summarised and written as Smple satements on the
blackboard.

Students now work in pars on an activity to assess ther undergandings of the concepts
taught. Ms. A. waks around as the students engage in the task, darifying misconceptions,
and giving guiddines about gepsto follow. A generd discussion fallows

Ms. A. now asks the sudents to categorise the lesson, identify its objectives and identify
the drategies used. They categorise the lesson as “concept development” and atempt to
answer the other questions Ms A. does not follow through. Indead she refers the
sudents to a previous handout on differences between concept teaching and dgorithms
The lesson ends with an evauation task on solving problems with ratio.

This lesson used the learning cyde approach to concept development — exploration,
introduction and application of the concept. The lesson seemed to be gppropriately paced,
ummaies were done on two occasons to pull important idess together, and the
discusson sessons were held to help sudents to darify concepts. A number of drategies
were used — whale group, individud, and smdl groups (pars), and the trangtions from
one activity to the other were smooth. The lesson dso introduced trainees to some aspects
of pedagogy. They were able to categorise the lesson, identify some of the drategies
used, but ill needed to work on identifying lesson outcomes.

3.6 Mathematics: Corinth
This dass was hdd in a lecture theatre room with about 60 sudents. As the trainess filter

in, there are some light-hearted exchanges between trainees and the lecturer, Mr. P., who
isstanding behind alarge desk at the front of the room.
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The lesson is a continuation of work done previoudy on capacity and volume. Mr. P.
begins by putting out severd different coloured shapes on his desk. He then asks for a
pack of cards from a student and proceeds, through questioning, to develop the concept
that one card has area but “no” thickness but that several cards stacked one on top of the
other have measurable thickness. From this point, he proceeds to develop the concept
thet the volume of the pack of cards would be the area of the based multiplied by the
height/thickness and that a more generd formula for volume would be cross-sectiond
areax height.

Mr. P. then goplies this formula to different solids, demondrating its gpplicability. In the
case of cubes, he builds up a table on the blackboard to show how the formula applies, by
usng multiple cubes of the same sze He aso introduces a few olids to which the
formula could not reedily goply and terms these “trouble.”

At this point, Mr. P. makes suggestions about how the concept of the volume of these
regular shgpes could be presented to pupils in the primary school cdassoom. He
encourages trainees to let their pupils use the gpparaus to work out the volume of
increesng numbers of cubes, then to chdlenge them to use the paitern in the reaults to
work out the volume without the blocks.

Ancther mathematics lecturer, Mr. Y., waks into the room a this point and, after the
exchange of some pleasantries, is dlowed to take over the lesson for about 10 minutes.
The students seem unperturbed by this and continue to be atentive. Mr. Y. deds with the
reaionship between the volume of a cone and the volume of a cylinder with a Smilar
base. Agan, through questioning, he gets sudents to infer the reationship between the
volume of the cone and the volume of the cylinder, leading to the generation of the
formula for the volume of a cone Agan, dso, reference is made to the primary school
pupil and trainees are encouraged to conduct the experiments with pupils usng different
szesof cones and cylinders.

Udng dmilar techniques, Mr. Y. edablishes the rddionship between the volume of a
pyramid and the volume of a prism. The presentation here is more rapid and not as
detailed as that for the cone and the cylinder.

Mr. P. takes over and draws trainees dtention to the everyday experience of cutting a
pyramid (wedge) from a watermelon. He links the pyramid to a sphere and establishes
the volume of a gphere. Again, the presentation here is fast-paced and not as detaled as
the earlier presentations with the cube. He advises trainees that this type of work should
only be used in the higher primary school dasses and/or for enrichment.

In the find dages of the class, Mr. P. refers to a framework that had been developed in a
previous class. There is no expanson on this and the metter is left hanging. Mr. P. then

shows the dass a bag full of manipulaivesresource materids (metches, palet dicks,
aerosol can covers, ec) which can be usad to make the teaching of mahematics more

interactive.
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This was a lively presentation by Mr. P. and his colleegue, Mr. Y, in which interactive
techniques were used. Mr. Y. later lamented the fact that the lessons had to ke taught
through demondrations ingead of through active hands-on activities performed by the
trainees themsdves, because of the lack of suitable facilities and equipmernt.

Throughout the presentation, trainees were genegdly dtentive  The lecturers both
interspersed  their presentations with teacher-initiasted quedtions.  Trainees responded
willingly but the responses were nearly dways short phrases or sentences. There was
only one indance of a tranee-initiated question which Mr. P. responded to by directing
the trainee to the relevant portion of the text. Mogt trainees were observed taking notes
throughout and, in afew indances, the lecturer would pause to facilitate note-taking.

The inductive reasoning in the earlier pat of the lesson was presented a a dower pace,
ad in more ddal, then in the later pats of the lesson.  Tranees with a wesk
mathematics background might have experienced no difficulty with the earlier parts of
the lesson, but might have found the concept load and the more rapid rate towards the end
difficult to handle

3.7  Summary

The descriptions of these 9x lessons provide some sngpshots of what hgppens in the
College classroom. It is to be noted that the researchers were only able to act as observers
in the dasses of lecturers who volunteered to be a pat of the research project. This
means, therefore, that one cannot generdise based on the sngpshots obtained.  However,
there are a few features of these sngpshots tha provide informetion on some of the
experiences of traness

It is noteworthy that none of these teechingllearning sessons involved a “draght”
lecture. Mr. M’s dass was closest to this ddivery format but, in many ways, was quite
different to wha one would expect in a normd lecture  His engagement with the
discipline and with his sudents and ther redl life experiences was quite striking.

In two of the five dasses described above (one stience class and one mathemdtics class),
some form of group work was used. Both of these lecturers were able to put together
enough equipment and materids to permit direct hands-on activities by trainees. These
two lecturers embrace the philosophy that the subject should be taught to the trainee in a
manner congruent with the way in which the trainee would teech higher pupils. In other
classes, lecturers smply made reference to how the subject might be taught to the
primary school pupil in thar presentations. These two different syles of deding with the
theory/prectice inteface might yied differing results when trainees are placed in the
actud classoom Stuation.

A dggnificat proportion of dass time involved traness in  higher-order  thinking

activities. However, there were no ingances where trainees were able to pursue problems
that they had thought of - dl of the sessons hed fixed and finite gods
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Ore lecturer dluded to the fact thet a far amount of “draight” lecturing occurs in the
College. This project was not able to determine how widespread this practiceis.
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CHAPTER 4

SUMMARY AND DISCUSS ON

4.1  TheResearch Questions

The research quedtions which guided the invedigation were detailed in Chapter 1 of this
report. Here, we return to these questionsin summarizing the findings of the studly.

What are the stated philosophies underpinning the Teachers College Curriculum?
There is no dated philosophy underpinning the Teachers College curriculum of Trinided
and Tobago. This is of concan to College adminirators and deff, snce the Teechers
College curriculum document dictates, to a large extent, what happens in the Teachers
Colleges.  Proposas regarding policy issues have been submitted by the Colleges to the
Board of Teacher Training for consderation.

What isthe nature of the Teachers College curriculum?

How isthe délivery of the Teachers College curriculum organised?

The Teachas College curriculum is differentiated into academic dudies and teaching
practice.  The academic studies component comprises a basc compulsory core, a basic
optiond core and an dective core. Education or professond courses and subject
specidities make up the basc compulsory core. The badc optiond core is made up of
courses in the fine ats, whilg the dective core is made up of courses in the various
ubject specidities, from which student teachers may choose to specidise.

The programme is of two years duration. All courses are delivered a the Colleges except
for the teaching practice which takes place in cooperaing schools throughout Trinided.
The teaching practice alows the sudent teachers to engage in blocks of teaching practice
in primary schoolsfor atotd of twelve weeks.

All courses are subject to continuous assessment and ae adso assessed by a find
examination. Course outlines generdly conss of a rationde ams objectives and
content as well as pedagogy and assessment procedures. Generdly there was coherence
anong thee aess except for Language Arts where different drongly contraging
theories of language learning seemed to have crested some lack of congruence in the sub-
components of the course outline.

What do teacher educators (lecturers) claim are their intentions with respect to the
content, method of delivery, assessment and outcomes of their teacher training efforts?
With respect to most of the courses, there was a reasonable level of congruence between
the documented curricullum and the curricullum as espoused by the lecturers.  However,
there were some aess of unesse for thee lecturers. There were concerns about
edablishing the gppropriate amount of content that needed to be taught, the time frame
for ddivery, and the rdevance of the materid presented. Specid chdlenges were
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highlighted, such as the problem of negotiating the theory/practice interface, the lack of
co-ordination of roles among lectures in different departments, and the task of trying to
meke curricular decisons tha would adequatdy meet the needs of dudents while
smultaneoudy trying to reconcile opposing philosophiesin the fidd of study.

Lecturers acknowledged that trainees come to them with differences in abiliies and
previous knowledge. They damed that they try to condder these differences and dso the
(sometimes large) dass Sze and peculiarities of the various subjects when planning for
ddivery of the curriculum. In addition, lecturers sressed the importance of making the
curricullum rdevant to the tranees lives They hdd persond philosophies about the
nature of their subjects and how these should be taught, and they seemed to have a dear
vison of the type of teachers they wanted to produce. Generdly, there was the view that
the graduates from the Teachers College programme should be able to plan dasses to
meet the gpedific needs of the pupils in thar charge, present interesting and innovative
lessons tha ae manly sudent-centred and which make adequate use of teaching
resources, manage their classwell, and administer gppropriate evaluation tasks.

How well do the stated intentions of teacher educators mesh with what isrevealed in
the curriculum in action?

The dated intentions of the teacher educators did aticulate to a large extent with the
enacted curriculum. Teecher educators used a range of teaching drategies, both direct as
wel as indirect. Even when the direct lecture method was the dominant strategy used,
there was dgnificant interaction between lecturer and trainees through use of questioning
techniques that tapped trainees persond experiences, or enadbled them to explore/andyse
issues from broader perspectives. Attempts were made to make topics relevant to
tranees experiences and where gopropriate, familiar maerids/scenarios were used to
concretise lessons.  Links were often made to primary school teaching but, at times, these
links were somewhat oblique and this is probably one area tha is in need of further
atention.

4.2 Discussion

The above findings must be examined in the overdl context of the present educaiond
landscgpe of Trinidad and Tobago. The educdtion sysem is undergoing some
redructuring with the introduction of programmes such as the Continuous Assessment
Programme (CAP) a the primary levd; the Secondary Entrance Assessment (SEA),
which is a new form of the examindion a the primary/secondary interface that congsts
only of supply-type items and the Secondary Education Modernization Programme
(SEMP), which is amed a a complete overhaul of the secondary school sector. The
Teachers College curriculum mug, therefore, be one tha can respond reedily and in

meaningful ways to changesin the system.

This dudy reveded that there are severd curricullum issues that occupy the minds of
lecturers a the Teachers Colleges. In soite of the fact that there have been some

medtings with Minisry of Education officas on these issues, the machingry for effecting
change and deding with needs, problems and changes in the sysem seems to be very

38



dow. The coming together of key players a the two date Colleges to discuss important
issues is heatening, but there remans the serious problem with respect to officd
consderation and implementation of new plans.

Thelack of an gppropriate machinery is even more gpparent when one consders that

the School of Education & the Universty of the West Indies (UWI) offers further
education programmes for teachers a the primary levd, with a Teecher's Cetificaie from
a Teachas College being a matriculation requirement, but thet there are no officid links
between the Teachers Colleges and the School of Education. There is an urgent need for
a Joint Board of Teacher Education with representation from dl inditutes involved in
teecher education, to determine policy with respect to the preparation and professond
development of teachers as well as teacher education curricullum deveopment.  This will
enaure tha there is aticulaion and co-ordingdion among the teecher education
programmes and that there are agppropriate opportunities for the on-going professond
devdopment of teechers. In fact, this has been one of the recommendaions in the
Education Policy Peper (Minidry of Educaion, 1994). It is dso imperdive tha such a
Board table mechaniams for decison making, for implementation of decisons and for
collaboration among the various stakeholders, including the co-operating schools.

One agpect of the lack of coordingion in the sysem that is in need of urgent atention is
the rdaionship (or lack thereof) between the OJT programme and the Teachers College
progranme. It seems to be a colossd waste of resources to have a pre-traning
programme thet is not linked in any officda way to the Teachers College programme.
One of the outcomes of this is that trainees enter the Teachers Colleges with varying
backgrounds in the area of pedagogy, depending on whether or not they had been
paticipants on the OJT programme. In addition, tranees dso come with varying
backgrounds in the academic areas Snce some are CXC/O-levd graduaes while others
are Alevd graduates. The common basc programme that is pursued by al trainees does
not teke cognisance of these differences in entry characterigics  The dreamlining of the
College curriculum to take into account these differences is criticd. A few lecturers have
suggested the solution that the curriculum can be reengineered in the form of modules,
with trainees ganing exemptions from modules on the bads of ther background
experiences and qudifications.  This approach would necessarily mean thet the more
advanced modules would have to be dructured to make adequate use of trainees prior
knowledge and experiences in the teaching/learning process

The present documented curricullum of the Teachers Colleges, with an aisence of an
overarching philosophy that could guide direction, places great vdue on assessment. This
drong vaue component has in fact shaped the orientaion of the programme so that
tranees ae outward looking (toward the product of their traning experiences i.e. the
awad of a cetificate), rather than inward looking (at the processes of becoming i.e. their
growth and development). The dant towards a technical rationality model thet is highly
managerid and which looks a the application of educationd knowledge for the purpose
of ataning given ends dso tends to shift the focus of teacher educetion to the product,
rather than the process.
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The way in which the curriculum is organised and ddivered represents a heavy load for
both sudents and gaff. Students are time-tabled for dmogt al the periods per week, yet
it is dill impossble to devote the number of hours for each subject that the doauments
uggest (Lewin with Kdler 2000). Though the organisstion of teaching differs between
colleges, sudents are taught mogly in large groups (between 60-200), except for the
eective subjects where numbers can be much smdler.  Bath the lengthy syllabus and the
large dass sze make it difficult for the tutors to modd interective, participatory syles of
teaching unless they are paticularly resourceful, committed and cregtive.  Teaching loads
work out on average to be less than 50% of the totd number of periods per week but this
hides a wide variety. In addition, during much of the year lecturers are vigting schools to
upervie dudents on teaching practice & the same time as running ther courses in
college. This raises quedions of whether the curriculum time for both staff and students
could be organisd in more effective ways. (See Lewin with Kdler 2000 for further
discusson of thisissue)

The role of the lecturerfteecher educator is dso criticd. There is the need for more
caduly defined and devdoped dructures for traning and re-traning of teacher
educators, more S0 in the context of the current educationd reform initigives. It should
aso be noted that the teacher educators who were involved in this project represent just
about 20% of the totd Saff at the Colleges. These teacher educators were willing to be a
pat of the project, but there were others who were not willing to be o involved. It is
therefore uncler whether the types of teaching drategies obsarved in the College
cdassooms and the naure of the teaching practice supervison witnessed are common
across the full range of teacher educators. It is, therefore, difficult to specify the extent of
re-training that might be needed.
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