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ABSTRACT

This paper is one segment of a two-part sudy that was designed to investigate the process
whereby primary school teecher trainees in Trinidad and Tobago learn to teech udng
quditaive methods of interviews, obsarvaions and document andysis This paper
presents a detalled description and andlyss of the arangements for field experiences in
prectical teaching and the actud tesching practice itsdf. The overdl intention was to
gan ingghts into the process of learning to teech by obtaning information through
obsarving teaching practice sessons, and by documenting and andyzing the views of the
mgor dakeholders involved, that is the trainees the Teechers College lecturers, who
upervise teaching practice, the principads and cooperating teechers in the primary
schools.  Key ressarch quedions rdlated to the provisons and orientation mede for
teeching practice in the college and schools, and perceptions of dakeholders on that
provison; and the perceptions of trainees on the teaching practice and its ussfulness.

A key finding of the dudy is that teeching practice as it is currently conceived and
executed is problematic, though trainees do make some gains from the programme.
There needs to be more condderation of the kind of primary teachers nesded in Trinided
and Tobago, rasng quedions about the current training curriculum and the dructure of
teeching practice. It emerged that trainees experience difficulty reconciling theory and
practice and there is a need for more reflection on action and reflection in action. There
is dso a need for more patnership between schools and colleges based on better
communication and more dealy defined roles The current arangement of teaching
practice, organized as three blocks, is seen as ingffidient and there is a drong argument
for a longer school attachment. Furthermore, there is a need for dearer criteria in the
sdection of cooperaing teachers and provison of incentives There is ds0 a need to
revist assessment procedures.



CHAPTER 1

BACKGROUND TO THE STUDY

11 Introduction

One of the main gods of teacher preparation programmes is to help trainees to develop
into effective, practiang teachers  In the Trinidad and Tobago context, this god is
pusued a the primary leve through both in-college courses and fidd experiences in
cooperating primary schools.

The question of how trainees can best be prepared to become effective classroom
prectitioners has been engaging the minds of teacher educators world-wide. Caderhead
and Sharrock (1997) note that, in grgppling with this issue, some teecher educators have
been at painsto make aclear distinction between teacher education and teacher training:

It has been argued that teacher education is involved in the dl-round education and
development of teachers, emphassing teaching as a professon involving well-informed
judgment; whereas teacher training refers to a more mechanistic approach to teacher
preparation, more akin to a craft apprenticeship nvolving the mastery of well-defined
routines. (p. 192)

Cdderhead and Sharrock argue, though, that such a digtinction might not be very useful

dnce the process of learning to teech is likdy to embody aspects of both teecher
education and teacher training;

Such a didtinction, however, may be smplistic and unhelpful. Obvioudy, learning to
teach does involve the acquisition of certain knowledge and skills that are essentid to
adequate classroom performance. It is adso the case, however, that learning to teach
involves being able to reason about one's actions, being able to judtify particular

drategies, understanding the subject matter, children and their ways of learning, and
having a conception of the purposes of education and the ways in which schools operate
in order to promote educeation. (p. 192)

The sub-study reported in this paper comprises one segment of a two-part Sudy that was
desgned to invedtigate the process whereby primary school teecher trainees in Trinidad
and Tobago learn to teach. The other sub-gudy - Becoming a Primary School Teacher in
Trinidad and Tobago, Part 1: The Curriculum in the Teachers Colleges - explored the
primary teacher training curriculum as documented, egpoused, and enacted within the
Teechas Colleges This ab-dudy presents a detalled description and andyss of the
arrangements for fidd experiences in practicad teaching (heresfter referred to as “teaching
practicg’) and the actud teaching practice itself.



1.2  Purposeof the Study

The ovedl intention of the sudy was to gain indghts into the process of learning to
teech by obtaining information on the teaching practice process, by obsarving teaching
practice sessons, and by documenting and andysing the views of the mgor stakeholders
involved in this process, that is, the trainees, the Teachers College lecturers who
upervise the teaching practice, and principas and cooperding teachers in the primary
schools to which trainees are atached for fidd work. Specificdly, the sudy sought to
find answers to the following research quedions:

What are the provisions for practice within the Colleges and the cooperating
schools?

How do trainees make use of their preparation for teaching practice in the
teaching practice sessonsin cooperating schools?

What are the views of the Teachers College supervisors, cooperating teachers,
cooperating principals, and trainees on the efficacy of the provisions for practice
in teaching?

What orientation to teacher preparation is evident in the teacher preparation
programme of the Teachers Colleges?

1.3 General Procedure

Ealy in the research project, it was discovered that some stakeholders view the teaching
practice enterprise as problematic. The decison was therefore taken that two teaching
practice rounds vould be observed and analysed — the session in the second term and the
onein the fourth term of the two-year Teachers College programme.

The ressarchers rdied on the goodwill of the Teachars College adminigration and
academic daf for the execution of the work. Consequently, the sample of lecturers
(supervisors) for this invedtigaion condsted of those who were willing to have the
researchers observe their teaching practice sessons. For the mogt part, the trainees on the
second teaching practice round were different from those on the firg round dnce the
policy isthet trainees are rotated among supervisors.

The data-collecting drategies involved andyds of documents, observetion of trainees as
they taught dasses in the schools obsarvation of podt-teaching conferences between
tranees and supervisors, and  indepth, semi-dructured  interviews  with  trainees,
upervisors, cooperating teachers, and principas of cooperating schools.

In the andyds of teaching practice fidd data use was made of Shulman's (1987)
diginctions among the vaious kinds of knowledge that are important for teaching.
Shulman  identified these a content knowledge, generd pedagogic  knowledge,
curricullum knowledge, pedagogic content knowledge, knowledge of learners, knowledge
of educationd contexts, and knowledge of educationd ams and vadues The paticular



Shulman categories used in this andyss were content knowledge, generad  pedagogic
knowledge, and pedagogic content knowledge.

1.4  Organisation of the Report

In addition to this chepter which sets the scene for the study, the report congds of four
other chapters. Chapter 2 describes the arrangements for teaching practice. Chapter 3
presents and andyses data obtaned in the observatiion of the fird round of teaching
practice sessons held in the second term of the 1998-1999 school year for the 1998-2000
dudent cohort. Chapter 4 presents and andlyses teaching practice data for the same
cohort, but for the second round of teaching practice sessons hdld in the fird term of the
1999-2000 school year. Compaisons of peaformances in the two rounds ae aso
presented. Chapter 5 presents asummary and discussion.



CHAPTER 2

ARRANGEMENTS FOR TEACHING PRACTICE

21  Preparation of Trainees

The dudy focused on the preparation of tranees a the two Government Teschers
Colleges— Vdsayn Teechers College and Corinth Teachers College.

2.1.1 Valsayn Teachers College

There is a very dructured programme for preparing trainees for practice teaching a
Vdsayn Teechers College. The programme is co-ordinated by one of the saff members
who is a lecturer in Educaion. The programme is refered to as PET — Professond
Enhancement for Teaching. Theamsof PET arel

...1o prepare student-teachers to develop and demondirate the pedagogica skill necessary
for effective teaching. In addition, it seeks to mativate them to display an attitude of
professonalism in their approach to teaching, as well as, to simulate a desre for
improvement of their competence and perfamance through membership in professona
organisations. Moreover, it seeks to imbue in student-teachers an enthusiasm for this
dynamic profession, so that graduates will recognise the need to continually upgrade their
skills through professona readings, persond research in the classroom and participation
in workshops, courses and conferences.

(Trinidad and Tobago. Ministry of Education, n.d., p. 57)

The programme commences in the fira year of the College programme and continues
into the second year. The year group is divided into three smdler groups A ddff
member is in charge of each of these sub-groups and is respongble for expodng the
dudents in her group to drategies and techniques that are suitable and useful for teaching
a a paticular levd of the primay school sysem. The three levds conddered in this
programme are the infants, the juniors, and the seniors  Trainees spend one term in a
group and then switch to another group in the falowing term.  In this way, dl trainees are
exposed to teaching methodologies for each of the three levelsin the primary schoal.

PET is timetabled for 120 hours of in-College work (each sesson being 1.5 hours long)
and 12 weeks of teaching practice The in-College sessons focus on “generd
preparation” for teaching practice, but there seems to be some overlap between what is
done in the PET programme and what is done by subject area specidids in preparing
trainees to teach ther particular subject. PET tutors dso invite subject specidigts © be a

pat of the PET programme from time to time, for example, when the groups are doing
micro-teaching in aparticular subject.

The levd of coordingion between preparaion in the PET programme and the
preparation by subject area specidiss does not seem to be satisfectory. The rationde



behind preparing trainees for teaching practice through the subject aress (in addition to
the PET programme) is that there are specific techniques that are gopropriate for the
ubject aress that may not be avaldde in a generd preparatory programme.  However,
the net result of the different types of preparation seems to be some confusion in the
minds of tranees Some tranees have complaned that they are sometimes required to
prepare different types of lesson dans for the different areas, based on the preferences of
the lecturers concerned.

The topicsthat are covered in PET indlude the following:

Teaching drategies

Unit planning

Lesson planning

Classroom management and organisation

Making gppropriate use of resources, for example, using recycled maerids
Teaching pecific parts of the lesson, for example, the introduction
Quedtioning techniques

A “PET Juniors’ handbook exigs. This outlines the PET programme as it gpplies to the

junior levd of the primary school in more detal. The drategies employed by tutors in the
PET programme include whole group discussion and micro-teaching.

Teaching practice is conducted in three blocks during the two-year period. The block
periods are arranged in three-week (2" term), four-week (4™ term), and five-week (6"
term) sessons, to give a totd of 12 weeks of teaching practice in primary schools.  In
preparation for teaching practice, trainees must develop a set of units to be taught to the
primary school class to which they have been assgned for the period. Trainees must do
background diagnostic work with the class and cooperating teecher before embarking on
the prepardtion of thar units The units (with accompanying leson plans) must be
checked and sgned by the subject specidigts before the trainee goes into the fidd on
teaching practice.

The Colleges are responsble for making arangements for trainees to be assgned to
schools for teaching practice.  Trainees from Vadsayn are assgned to schools in the
northern part of the idand. Attempts are made to send trainees to schools that are not too
digant from ther homes. The adminidraion a& Vdsayn tries to asign tranees to
schools in groups 0 as to maximise the use of the tutor's time when he/she vists the
schools  Tranees are even dlowed to suggest the names of other trainees with whom
they would like to work in a particular school. For the find teaching practice in the 6"
term, atempts are made to use schools with low noise leveds and an environment thet is
generdly conducive to teaching and learning.

All lecturers from the College are involved in the supervison of tranees on teaching
practice.  Typicdly, a lecturer would be assgned 7-8 trainees didributed in 2-3 schools
for a given teaching practice period. Lecturers are expected to vidt tranees in ther
schoals, ligen to them teach, and generdly help them to reflect on ther efforts in the



attempt to become more proficient. These lecturers aso award grades to the trainees a
dedgnated points

The adminidrators & Vdsayn have indicated that they experience some difficulties with
the teaching practice exercise. Some of these difficulties are:

Thereisno AV equipment available a the College for micro-teaching.

Tranees do not save wdl as “pupils’ during micro-teaching exerdses in the
College.

Some principds are unwilling to have tranees asdgned to ther schools for
vaious. reesons, with the result that some degree of difficulty is sometimes
experienced in finding places for trainees.

The Standad 5 (Common Entrance) dass is never used whenever teaching
practice is conducted before those sudents have taken the examination.

Tranees do not like to work with the post-primary cdasses because of ther
percaived intdlectual deficencies

There is a high number of trainees living in catan areas meking placement in
schoolsdifficult in those aress.

During the fird week of teaching practice, tranees are encouraged to return to the
College to sort out any difficulties that they might be experiencing a that initid dage of
the attachment.

2.1.2 Corinth Teachers College

Traness are required to fulfil a minimum of 12 weeks of practicd teaching during the
two yeas of traning. This peiod is indudve of the four weeks of find teaching
practice. Corinth Teachers College does not gppear to have as dructured a PET
programme as Vadsayn Teachers College

During the firg term, trainees engege in their firgt practice sesson. This sesson extends
ove three weeks and congds of two hdf-day teeching sessons, usudly Tuesday and
Thursday afternoons. Different dasses are taught on each of these two days Tranees
are divided into groups of sx and are placed under the supervison of one lecturer. Some
lecturers have responghility for two such groups which means that some of them will be
out with students on both Tuesday and Thursday afternoons.

For this firg teaching practice, trainees are exposed to some of the methodologicd skills
(eg., quedioning, set induction, usng pupils prior knowledge) in the PET programme as
it is organised a Corinth. Subject area depatments dso equip trainees with some
methodological <kills  During the course of the PET programme, esch subject area
depatment is given a dot in which to present the methodology for teeching thet
particular subject area.

Before embarking on the fird practice, tranees must seek permisson from school
principals & least three to four weeks prior to the dart of the practice. Following this, the



firg par of trainees pay a prediminary vigt about two weeks before the start of practice.

This vist fadlitates thar megting with the Princpd, the cooperaing teecher, and the
pupils. During this vigt, the trainees gather information about the lesson to be taught and
any other information that might be rdevat to its ddivery. An informaion sheet is
provided by the PET Department for this purpose.

At the College, periods are dlotted on the timetable for pre-conferencing. At these
sessions, trainees and supervisors critique a firg draft of the lesson to be taught by the
par of tranees. Amendments are made and the other trainees take responghility for
other agpects of the planing (eg., the preparation of resources). An assessment
instrument, designed by gaff a Corinth and used only a Corinth, is discussed snce this
is what will guide the other tranees in their obsarvaion and assessment of edific
agoects of thar pears lesson. A teaching roder is made up for the remaning trainees o
that each trainee in the group gets a chance to teech a lesson as pat of a team of two.
Supervisors, as wel as subject lecturers, are avallable for any consultation subsequent to
this planning sesson.

Prior to the actud ddivery of the lesson, the tranees who would not be teaching sdlect
which aspects of thet lesson they would like to obsarve. These aress are rotated over the
three weeks. At the end of each lesson, a podt-conferencing sesson is held ether a the
schoal itsdf or a the College. Each trainee is encouraged to share hisher comments, as
objectively as possble, taking care to address both postive and negetive issues aisng
out of the lesson. Trainees are dso required to do a sAf-gpprasd of their lessons At
this time as well, ether before or ater the lesson, the second par of tranees meet with
the fadlitating teachers and the dasses, to gather information for the lessons that they
would teach.

Around the middle of the second term, trainees embark on their second (three-week)
practice. At this time, the trainees can decide whether they wish to go out dngly or in
pars. After schools ae sdected and pemission is sought from the principds, trainees
pay a prdiminary vidt about three to four weeks prior to the beginning of the practice
Approximatdy 12-17 trainees are assgned to a par of supervisors. Sessons are not
dlocaied on the timetable for conferencing with students but mestings are arranged a the
convenience of both supervisors and students.  Subject lecturers can dso make an input
in the planning of units. All units must be seen by supervisors before sudents proceed on
practice.  This means that each supervisor is expected to be knowledgeable about the
entire primary school syllabus.  Supervisors are expected to observe a least two lessons
together. During this practice, trainees are required to teech five lessons per day. Podt-
conferencing is conducted at the end of every lesson. Trainees are encouraged to do a
sf-gppraisd of each lesson.

The third practice takes place during the fourth term. This can ather be a three- or four-
week practice where dudents go out singly. The preparation for this practice is amilar to
the previous one.



The final teaching practice tekes place during the dxth teem. Here agan, the
preparetion is Smilar to the previous practices. Trainees are advised thet they are required
to teech a minimum of four lessons per day. During the fird week of find practice
supervisors post-conference with trainees, after which feedback is reduced. Counsdlling
forms a mgor pat of this practice in paticular, Snce sudents experience serious dress
throughout the evauation exercise.

2.2  TheTeaching Practice Sites

Primary school buildings in Trinided and Tobago are not uniform. At one end of the
gpectrum are those schools that are dilgpidated and in need of serious repair work. These
schools have little by way of amenities At the other end of the spectrum are the schools
which were built in the recent pagt with funding from the Inter-American Devdopment
Bank. These sthools have separate rooms for the principa and the daff. They dso have
room for a science laboratory, dthough some of the schools have converted these rooms
into regular dassooms in order to accommodate more pupils In spite of these
differences, one common fediure in nealy dl the schools is the open dassroom.
Typicdly, one dass is divided from another by wooden screens or blackboards. In only
few cases are there walls separaing the various classooms.  In some schools, only a
narrow corridor (and not even a blackboard) separates two classes.

The net result of such poor layout of the physcd plat is that the noise levd in thee
schoals is quite high, as noise from activity in ore dass is readily augmented by noise
from activity in nearby dasses. This is the seiting in which trainees are expected to learn
their craft.

The schoal furniture in mogt schools is dso less than desrable Typicdly, three or four
pupils St a long, wooden, heavy benches which are a combination of a seet and a desk.
Thee benches are usudly packed dosdy together. This means that there is not much
room within which the teacher can move during a lesson. It dso means that teechers are
limited in the extent to which they can manipulate dass furniture to creste different
learning environments.  However, in a few schools there is enough space to facilitate the
rearranging of furniture.



CHAPTER 3

TEACHING PRACTICE — FIRST ROUND

3.1 Procedure

The procedures and foci for the observation of teaching practice sessons were firg
discussed by dl the researchers engaged in the work.  Theredfter, researchers operated
independently in the fiddd but the didogue among researchers continued whenever
interesting events were experienced. Three researchers monitored the teaching practice
activities of firdyer traness from Vdsayyn Teeches College during the period
February to March 1999. In dl, 43 lessons were observed, involving over 30 trainees and
7 supavisors Two researchers monitored the practice teaching activities at Corinth.
Because of logigtical problems, only 12 lessons were obsarved, involving 8 trainees and 4
supervisors. The lessons covered the full range of subjects offered at the primary levd.

The cdasses obsarved were made up of roughly equad numbers of boys and girls. Class
gzesranged from 12 pupils to 35 pupils

3.2 TheClimatein the Recelving Schools

The principd and g&ff in the primary schools were generdly very accommodating to the
reseerchers. Every effot was made to ensure tha the researchers were physcdly
comfortable.  All tranees were dble to teach their dasses when the supervisor (and
researcher) vidted. In some indances, principds adjused the time of class periods to
fedlitate the supervison process In pite of these courteses, though, some principas
had reservaions about their continued participation in the practice teaching exercise. The
man problem seemed to be rdated to the logisics of accommodating trainees, with
ometimes  limited dassoom management  <kills, within an exising school  programme.
The term “digruption” was used by one principa to describe how he viewed the impact of
the trainees teaching programme in his schoal.

3.3 Trainees View of Their Role and Function in the Teaching Practice Exercise
Many trainees came to the firg teaching practice sesson with concerns that they had not
been adeguately prepared. One area of insecurity was the planning of units and lessons.

Asonetranee sad:

You' re preparing unitsand you don’t know what to write. Don'’t talk about the lesson
plans. Thelesson plansweretheworst because | never wrote a lesson plan and most of
the subjects don’t really tell you how to.

10



One trainee even indicated that she prepared her lessons by referring to a few books and
getting help from her mother who is ateacher.

Others came with doubts about their ability to interact wel with ther pupils One
cooperating teacher reported of the trainee assigned to her dassroom:

And hewas so nervous! Hewasafraid of taking on Infants Year class... Hethought he
would never be ableto work with them, you know. He say, Miss, | don’t know whereto
start with them.

Neverthdess, most of them seemed to be determined to try ther best, in soite of ther
perceived lack of preparation for the task. One trainee philosophised: “We cannot predict

the outcome of these lessons, we can plan for the best and learn from our mistakes.”

Traness were gengdly interested in doing things to pleese the supervisor. This is a
daunting task snce different supervisors are known to have differing expectations of
trainees. One trainee described some of the difficultiesinvolved:

| was really there fishing around and trying and thinking whether my idea was good,
thinking Miss Brown (supervisor) might not likeit. MissBrown isa professional and
likesalot of things, so that had mereally scared. | wasthinking that | would not be able
to come up to par and impress these people who were coming to hear me.

One cooperding teacher supplied corroborating evidence with respect to the differing
expectations of supervisors when she explained:

It isnot a constant thing in that everybody wants to see the samething, so it might bea
litdle puzzling for them (trainees).

Some trainees aso expressed awareness that they could be seen as potentidly intrusive in
the dassrooms of cooperating teachers to whom they were assgned. At one schoal, the
tranee teacher sad that she was more agppreciative of her cooperaing teecher’s hep
because she recognised that when ghe is there, “the teacher has to leave her programme
unettended.” This underganding was not without foundation, as cooperaing teachers in
different schools dso expressad the belief that the presence of the sudent teacher meant
that the planned programme of work could be kept back, and that, a best, the tranee's
contribution would be no more than, as one cooperating teecher expressed it, “the icing
on the cake.”

34  Content Knowledge of Trainees

The range of lessons observed incduded language ats scence, mathematics socid
dudies, physcd educaion, and family life educaion. Most of the dudent teechers
obsarved demondrated adequate knowledge of fundamentd concepts pertinent to the
subject and for the leved taught. However, there were some content aress that presented
some difficulty.  One trainee experienced some difficulty with the concept of a plot (of a
dory), while another trainee could not explan to her sdence dass why a pladic fork

11



didn't float. Yet another trainee, in a lesson on synonyms, focused on the word “get” for
which synonyms were to be chosen. This proved to be quite chdlenging for the Standard
2 class being taught. One of the trainees taked about “pieces’ of a fraction. Another
trainee aked her dass “How many pats in a quarter?’ This crested some confusion and
pupils were unable to respond. In some socid udies classes, conceptud difficulties were
noted with regard to concepts such as “continents,” “bodies of water,” and “ government.”

While trainees displayed an adequate knowledge of content, they were often unable to
aticulate connections to previous knowledge or other areas of knowledge very reedily.
Thus, the concept of a quater was limited to what was possble with the teaching
learning ads accumulated and usad in the lesson. Smilaly, the aectivity of making
predictions in a stence dass was limited to what was obsarvable in the pictures
presented.

3.5  General Pedagogic Knowledge

It is evident that trainees had recelved some indruction with respect to generd pedagogic
sills, particularly pertaining to the affective domain. Nealy dl trainess interacted
comfortably with ther pupils. Pupils were given words of encoursgement for ther
efforts and the entire dass was often asked to applaud when something was well done.

Not dl trainees were able to handle incorrect regponses from pupils gppropriatey - while
some tranees were careful not to be negative or derogatory when incorrect responses
were given, others smply moved on to another pupil without deding with the pupil who
had given the incorrect reponse. Trainees often did not seem to be able to use incorrect
responses as launching pads for enhancing the teeching/learning process.

In nearly dl the classes observed, trainees attempted to engage their pupils and reinforce
concepts through questioning.  Most questions asked were closed questions and there
were some ingances where the trainee was engaged in the adivity “guess what is in the
teecher’s head,” tha is, accepting only certain specific responses from pupils as being
correct. In some ingances, questions were directed to particular pupils but in other cases,
quesions were directed to no one in paticda. Some tranees recognised ther
shortcomings in this area, as exemplified by the comment by one tranee “In future |
would prepare ligs of questionsto assst mein the process of encouraging predictions”

All trainees used some form of resource materids in ther lessons Thee materids were
provided a the tranees expense. They provided charts cut-outs pictures, sSmple
teacher-made gpparatus for teaching science, fraction grips, and so on.  Charts created on
newsxrint were the mos common resource used. Resource maerids were dways in
aufficent supply. Some degree of credtivity was dislayed by some trainees, for example,
in the condruction of a red-life shoe by one made traineg this was used as a imulus to
hdp pupils in an Infant dassroom to determine whether the shoe lace could be “long” or
“short” — the teaching point of the lesson. There was some degree of enthusasm about
the use of resources in teaching. As one trainee put it (in the vernacular): “When | get
resources so, though, eh, | does get so excited, and | want to bring it for them!”
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The aspects of generd pedagogic practice which seemed to chdlenge tranees mogt
seemed to be connected to those aspects of classoom experience which are less
predictable, and which demand responsveness to the ongoing dynamics of dassroom
exchanges. Three vignettes can be used to illudrate this point:

Miss D. is symied when pupils do not respond as she predicted to the materid
provided for the evaduaion of the lesson. The pupils msnterpret the demands of
the question posed and she is unable to ded with this. She goes to the cooperating
teacher to ask what she should do.

Miss O., faced with the plagtic fork that would not float as she expected, responds
with panic: “Oh Lord!”” Sre later recovers and asks the dass to think of possble
explanations for what happened and to bring these to the next class.

Mr. D., having been told by the supervisor thet he needs to do more to make the
concepts “long” and “short” cdlearer to the pupils, panics The dass ends in
disarray with the cooperating teacher having to intervene to keep order.

The atitude to authority varied among the dassrooms observed and this had implications
for the dassoom manegement process.  Pupils in some schools were farly docile,
reponding obediently with: “Yes, Miss’ or “No, Sr.” In other schodls, dassroom
management was a chdlenge for tranees One cooperaing tescher indicaed tha a
tranee had been moved to tears on one occason when she experienced difficuity in
controlling the dass.  Some trainees openly admitted that they depended on the presence
of the cooperating teacher to maintain order. When activities were varied and interesting,
the problem was sometimes minimised. This was not dways the case, though, as one
tranee found out. In order to regain his pupils atention, this trainee had to collect dl
the plagicine with which the pupils had been working. A few boys managed to save a
few pieces of plagticine and played with them throughout the rest of the lesson!

Whole group, teacher-centred drategies were used by most of the trainess. Even when
pupils were put into smdl groups to work, such activities were dlowed to run for
relatively short periods of time before the trainee resumed the teacher-centred role. There
were a few ingances, though, where the trainee st amdl groups (or individuas) a task
and dlowed them to work on the task on their own for some time. In such cases the
tranee acted as a fadlitator as the pupils worked. One tranee who used this laiter
drategy was doing Art and Craft with a group of 12 Standard 2 students (6 boys and 6
girls) in a very cramped dassoom seting.  As the pupils worked, she managed to move
aound the smdl soace quedioning them individudly, and getting them to solve any
problems they were experiencing. She even used one of the pupils to demondrate the
technique again to the whole dass to hep other pupils who were experiencing difficulty.
In addition, she assgned more able pupilsto help other pupils who were less advanced.
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3.6  Pedagogic Content Knowledge

Lack of underdanding of how to teach for concept development was a weskness
disgplayed by many tranees Trainess seemed to experience great difficulty in developing
concepts in a manner that would dlow for easy acquigtion by pupils while & the same
time pacdng the lesson gppropriatdy and involving the pupils activdy in the leamning
process.

Sometimes, the lesson was conducted at too fast a pace. For example, the trainee would
present one piece of dimulus maerid after the other without dlowing pupils time to
internalise the conoepts that condituted the teeching point.  Typicdly, in such sHtings,
the pupils were not asked to record anything in ther books with the rest that, at the end
of the dass, pupils had little to which to refer for the purposes of review. The flip dde to
this was that tranees might stay 0 long with one issue that the teaching process hdted
for a while as some pupils became bored. One tranee, for example, repested the
definition of a word, and had pupils repeat the definition over and over again even though
it was clear that pupils had acquired the concept.

The dilemmas faced by tranees in teaching for concept development can be further
exemplified by reference to a mathemdtics lesson on the net of cuboids The dassoom
was aranged for group activity with desks turned so0 that there were five groups with
pupils facing each other. Each group was given a box with ddes of varying Szes The
objective of the lesson was that pupils would be gble to ate the characterigtics of the net
of a cuboid and come up with a definition of same The trainee then used quedioning
drategies to dicit from pupils a name for the shape of the box before t was cut open and
after it was cut open and lad fla. Whenever an answer was given, it was written on the
board; there was no discusson on the gppropriateness of the answer. If there was no
answer, the trainee amply asked another question.  The following is an example of some
of the questions asked, and answers received:

Trainee What is the new shgpe formed when the box is dismantled?

Pupil: Six rectangles (Written on the board)

Trainee What isthe formulafor the area of arectangle?

Pupil: (After along pause..) Length by breadth (Written on board)

Trainee To find the new shape, what do we do?

Pupils (No response)

Trainee If you had to measure the distance round each shape, how would
you do that?

Pupil: Add around the edges.

Trainee Yes. What isthe correct name for the new shape that you found?

Pupils Likeaplane. LikeaT-square.

The trainee then put up a chart with the definition of the net of a cuboid, and asked the
pupils to read the chart. From al gopearances, the group arrangement served the purpose

of having pupils share the resources, but little dse. There was no evidence that pupils
hed learnt anything about the net of a cuboid.
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Trainees often usad ads to teach concepts, especidly in mathematics  Sometimes, in
spite of he use of these resources, concept development was not achieved, and trainees
did not seem to know what ese they could do. For example, in one Standard 3 class, the
process of deriving the formula for the perimeter of a rectangle proved to be difficult ér
pupils, even &fter dl the practicd work had been done In her atempt to correct this
gtuation, the trainee Iamply asked pupils to repeat the formula agan and agan. In a
gmilar vein, a tranee doing a socid dudies dass experienced some difficuty in getting
the pupils to locate pogtions of places on a map, usng lines of Iditude and longitude.
Her corrective measure was to keep reviewing the steps exactly as she had done before.

Ingppropricie drategies were sometimes used for concept development.  One femde
teecher of a fird year Infant class tried to get two pupils to act out the sory of the lion
and the mouse while she read the sory from a book. As she read, she insarted her own
interpretations of what was happening.  The pupils found it difficult to follow this
presentation format and some of them became redless. In the end, when the trainee
asked the dass to tdl her what was the firg thing that happened in the dory, a pupil
promptly told her: “Go it over agan.”

3.7  Participation of Pupils

The paticipation of pupils in the lessons observed was generdly high. Mogt of the pupils
were engaged on task mogt of the time, but there were nearly dways a few in each dass
who were indtentive.  Some trainees were able to use quedioning drategies to involve
some of these inattentive pupils in the lesson, but other trainees seemed oblivious of the
fact tha these pupils were not paying dtention. Generdly, pupils were treated with
dignity by traness and they responded wdl to the traness initigtives It was driking
thet, in a few of the dasses obsarved, there were a couple of pupils (boys mainly) who
were sucking their fingers. This occurred, not only a the lower leves but even a the

post-primary leve.

Pupils engagement in the lesson mugt be differentiated from “time on task.” The former
requires mentd engagement (“minds-on” ectivity) wherees the latter refers to the
involvement in indructiond  attivities (“handson”).  Pupils were often engaged in
“hands-on” ectivities, but, as mentioned previoudy, the “mindson” activity necessary for
proper concept acquistion was not away's obvious

At least two cooperating teachers interviewed indicated that pupils came to the classes of
these trainee teachers with high expectaions of “novdty” dements in the lesson. They
would get name tags, there would be dramétic dements in the lesson, gold stars and other
rewards would be handed out. “The lesson must be animated,” one cooperating teacher
suggested, and he commented thet, when this does not hgppen, the pupils

... find, something wrong here. This classroom is not interesting enough. Then,
ahem, they begin to get a little bit rowdy and so on.
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He noted that pupils may respond in this way, even when their dasses with their regular
teechers are mainly “chak and talk.”

Typicdly, towards the end of a lesson, pupils were asked to do some type of exercise in
their copy books or on a worksheet. These would then be collected by the trainee (as
pupils completed them) who would begin to mak them during the lesson if time
permitted. There were few ingances where an evauation of pupils peformance was
conducted during the lesson itsdf; presumably, such feedback was given in subsequent
lessons.

3.8  TheRoleof the Cooperating Teacher

Cooperating teachers defined thar roles differently and interacted differently with
trainees from dassoom to dassoom. Some saw ther role as fadlitators, dthough some
defined this role amply as making it posshle for trainees to ddiver lessons as they had
planned them. One cooperaing teecher defined her rolein thisway:

All | tell themisthat we have certain topicsthat we have covered. | expect my workto be
done. | am not going to come out and tell you that it should be done this way.

Others saw themsalves as guides and assgants in smoothing over rough spots

Asa cooperating teacher, | seemyroleisto assist Joanne (thetrainee) by telling her the
level of the pupils, their standards, assisting her if she hasany problensdealingwiththe

children, just being there if she needs my help, generally.

Mog indicated that they would point out flaws in the deivery of the lesson, more or less
ovetly, for example “At the end of each lesson, what | would normadly do is tdl her
whet | think should have been done”

In one extreme case, a cooperating teecher who fdt that a lesson had been inadequately
delivered, taught the entire lesson over again, to show the tranee wha she fet should
have been done. Many, however, indicated that they remembered their own insecurities
as trainees, and tried to ddiver thar criticiams in ways that would not make the trainee
fed worse. In only one case did a cooperating teacher define his role as being partly a
collaborator with the tranee, both in planning individud lessons and, generdly, in
managing the whole practice teeching exercise:

We know it sgoing to be hectic. You know its going to be alot of time-consuming work

and so on. We know it’sgoing to be a lot of stressoneither side, so wetry to makeit as

comfortable as possible.

He added thet, both in preparing a lesson, and a the end of it, “we could St down and
best out atopic and we could get a better idea of it.”
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During actud tesching sessons, the cooperating teechers aso displayed different levels
of paticipation. Some cooperding teachers were absent for the teaching practice
sessons, some sood around on the fringes of the dassroom and, through eye contact and
facid expressons hdped to mantan discipling others played a minor role by handing
out materids to pupils when indructed to by the tranee It dso seemed that some
cooperating teechers were anxious tha the trainee should do a good job dnce they
seemed to be empathizing and giving hints from the sddlines

Not surprisngly, tranees had varying views about the role played by their cooperaing
teecher. The trainees reported levels of interaction that ranged from no help a dl to the
digplay of genuine interest in the trainegs work and the giving of qudity feedback and
advice. One tranee who was graeful for the hep given by her cooperaing teacher
described their rdationship as follows:

| teach by myself. At the end shemight say, ‘ You should have donethis. Thiswould have
been more appropriate, but thelesson was quite a good lesson. You need to polishup on
this.” But, sheisvery helpful. Even before, shewould ask mewhat | was going to teach
today. Shewould ask me how | wasgoing to teachit. Depending on how much timeshe
has, she would ask me and | would explain to her and she would say, ‘ Okay.’

Other trainees were not as fortunate and some were unhappy about the lack of support
from the cooperaing teecher. One trainee, who depended on the cooperating teacher for
the maintenance of order in the classoom, was quite disgppointed that she recaived little
help with her lessons from this cooperating teacher:

When sheis not there, | have some trouble controlling some (pupils) — not all. Even
when most of the class would be engaged in what might be for most an interesting task,
one or two would give trouble... She should be there. Before the lesson, we should
discussit and after thelesson... she should give mefeedback. Most of thetimel don’t get
any and | think she should tell me whether it was good and where | needed help and stuff
like that.

In teems of thar role in evaduding individud tranees, some cooperaing teechers
indicated thet, a the outsat of the practice teaching exercise, they had made notes, but
stopped when they redised that they were not being asked for ther notes.  In only one
school did cooperating teachers indicate that they had been asked by the supervisor of the
tranee teechers assgned to that school how they would evauate the trainees The
principa of that school said that, since he had been principd, that was his fird experience
of collaboration between supervisors of the College concerned and gaff a this practice
teeching Ste:

He (the College supervisor) made us feel our school was not being used, then.

Our school was being made part of a bigger, global thing... Before, | never felt
like that.

17



3.9  Post-L esson Conferencing Sessions

The supervisng lecturers displayed different approaches to the podt-lesson conferencing
sessons. All supervisors found something positive to say about the lesson. About haf of
the supervisors adopted a technicd raiondity gpproach in the podt-conference, focusng
on the dements of the lesson — the objectives, the type of drategies used, the evauation,
and the cdlosure. A lot of time was spent by these lecturers on discussion of the effective
use of resources, use of the blackboard, the darity of charts and so on. Typicdly, these
discussons would begin with the supervisor asking the tranee to give hisher views of
the lesson.  After a few short sentences from the trainee, the supervisor would literdly
take over, pointing out how the lesson could be improved in the areas mentioned above.

This gpproach by these supervisng lecturers fits wdl with the focus of PET as outlined in
the syllabus document and other supplementary maerids It dso indicaes that thee
lecturers are fathfully following the instrument that is supposed to be used for assessng
trainees on teaching practice (See Appendix).

Other supervisng lecturers, though, had more interactive sessons. They spent more time
trying to find out what the particular trainee was trying to do in the lesson and why he/she
fdt it was important.  In a couple of indances, it seemed that the lecturers concerned had
paticular orientations (for example, a leaning towards the use of dramatic episodes in the
lesson) and tried to encourage the trainees to adopt these orientations.

It would be interesing to see if the trainees in later practices, gradualy come to reflect
for themsdves about the criteria of effective indruction. In this firg practice teaching
sesson, trainees seemed to be extremey focused on the supervisor's definition of good
practice, and did not seem to be seeing good practice as respondveness to the context and
classroom dynamics.

In one ingance, a supervisor dso seemed to define his role as being to hep trainees to fit
into the dimate of the school to which they had been assgned for practice teeching. This
upevisor hed indicated in an interview, thet, in his vison of the practice teaching
process, the student teacher should “become part of the school and redly understand what
it isto be ateacher in aschool.”

He atempted to help his teachers to fit into the school in two ways. First, he advised the
trainees as to how they might behave in order to win the cooperation of school personnd:
“I tdl them, ‘Be humble Ask their advice’” In addition, he himsdf gopears to have
conscioudy folloned this princdple in establishing his own rdationship with the principa
and teachers of the schoal to which one group of his trainees was assgned. The principd
of this schoal in describing how this supervisor interacted with school gaff, commented:

He would ask you things. He would say, ‘Do you think what | am doing is right?

Do you think in my comments to the teachers | amfair?’ | have never found that
before. | have never found that— he was so humble!
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310 Summary

The practice teaching exercise is consdered by both College staff and trainees to be one
of the mogt important parts of the curricllum ddivered to tranee teechers As one

teacher educator put it:

And teacher training to me, the fina important factor is your going out there and being
able to teach effectively. If you have 10 distinctions but you cannot teach the Infant class
or the Junior class or the Senior class that you are attached to, the principa will want to
know what we are doing a Vasayn.

Ye, daa from the firg teaching practice round suggested that a number of factors detract
from the effectiveness of teaching practice in preparing teachers for the red world of the

dassoom. Thes limitations of the programme indlude the following:

1

Insufficient coordingtion of activities between spedidis lecturers and lecturers in the

PET programme results in digunctures in indruction given to trainees, and sometimes
causes confusion in the minds of these trainees.

Inedequate forma communication mechaniams exis to fadlitate a process by which
the schools which hog the tranees are made an efective pat of the training
programme.  Schools often do not percalve themsaves as being made an integrd part
of the process. This may lead, in some cases, to ther levd of particpation beng
limited to Smply having the trainess in their dassooms  Even in those cases where
schools fed actively involved, adequate feedback mechanisms do not exist to provide
the Colleges with a congant source of rdiable information about how the tranees
function within hogst schools

The actud practice dtes — the schools — provide the trainees with widdy varying
expeiences.  All tranees may not have adequate opportunities to practise drategies
and ills to which they have been introduced in the programme. Physicd conditions
range from excelent to poor; cooperding teechers may be involved or detached,
hdpful or less than hepful. Schools may integrate trainees into ther communities to
a gregter or lesser extent. Hence, trainees may profit more or less from ther training
expeience, based on factors which are extraneous to both the Colleges curriculum
and to their own ahilities and undersandings

Trainees often come to the practice teaching experience feding insecure about thelr
ability to plan units and lessons adequatdy, and many seem to be inadequatey
prepared to ded with cetan pedagogicd tasks such as teaching for conceptud
underganding and quedioning pupils to encourage higher-order thinking. Some
traineeswere also unclear about some aspects of subject matter content.

The constiousness of trainees that they are bang assessed from the firg practice
teaching sesson gppears to lead them to be highly sendtive to the expectations of
ther supervisors, whose idiosyncratic understandings of what conditutes “good
teeching practice’ play a dgnificat role in shaping trainees draegies and reactions
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in the dassoom. This may, to some extent, diminish their adility to be respongve to
the dynamics of the lesson as it progresses, and of the classsoom. This is epecidly
likdy in Stugtions where supervisors define thar own roles primaily as directing
tranees and trangmitting knowledge, rather than as collaboraing with them in
condructing meaning about what teaching entalls. Hence, a transmisson pedagogica
modd may be given a higher vdue in the hidden curriculum, even if transactiond
modes (i.e, inquiry and problem-based agpproaches) and transformational modds
(i.e, approaches which require trainees to devedop ther own understandings of how
to be regpondve to dassoom dynamics) are encouraged in the explicit curriculum.

6. The condraints imposed by the timing of practice teaching sessons and by the time
needed by trainees to fulfil the required number of practice sessons, often impose a
sense of drain on cooperating teechers who fed that their own work is kept back, and
that their (own) students progress is retarded as a result.  This, in turn, affects the
willingness of teechersto act as cooperating teechersfor thisexercise.

In spite of the difficulties and shortcomings identified, however, observation of actud
classyoom experiences suggests that many trainees, even by the end of the firgt practice
sesson, demondrate adequate knowledge of the course content in the various subject
aess of the primay school curriculum. Other achievements noted were as follows

1. Traness were able to edablish a good rgpport with ther pupils and interacted
comfortably with them. Genedly, tranees were dso able to edablish a certan
levd of interaction within their dassooms and to sdect and practise classoom
management Srategiesto promote such interaction.

2. All traness seemed very aware of the importance of sdecting and developing
dimulaing resaurce materids, and, in some cases traness invested a
congderable amount of planning time in accessing and developing such maerias

3. Cooperating teachers sometimes expressed a sense that they learned, or were
reminded of, dtendive agpproaches to indruction by waching some of the
tranees carying out the practice teaching exercise, some indicated that they
wanted to use these gpproaches in their own practice in the future.
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CHAPTER 4

TEACHING PRACTICE — SECOND ROUND

4.1 Procedure

Four researchers were engaged in this agpect of the work during the period October-
November, 1999. In dl, teaching practice sessons were obsarved a 14 schools. Seven
of these schools hogted trainee teachers from Corinth Teachers Training College while
the other saven schools hoged trainees from Vasayn.  Eight supervisors were involved in
this second round of the research; of these, 7 had been involved in the firg round.
Altogether, 38 trainees were obsarved, 20 from Corinth and 18 from Vdsayn. Of the
trainees obsarved during the second round, three, a Corinth, had aso been obsarved
during the fird round. All the other trainees were being obsarved for the firg time by the
reseerchers.  This Stuation exised because, typicdly, tranees are sddom assgned to the
same supervisor in the second round of teaching practice asin the first round.

The dases obsarved were smilar in compogtion to those obsarved in the fird round.
Class gzes ranged from 15 pupils to 35 pupils, with roughly equa numbers d boys and
girls

The breskdown of the lessons obsarved was as follows: Language Artdliteraiure — 13,
Mathematics — 9; Science - 3; Socid Studies — 6; Art and Craft — 5; Agriculturd Science
- 3; Physicd Educetion - O; Family Life Education —2.

Nineteen cooperding teechers were inteviewed, 10 from schools hoging Corinth
tranees and the other 9 from schools hogting trainees from Vasayn. Recorded interviews
were conducted with 17 trainees, 5 a Corinth and 12 a Vdsayn. Interviews were dso
conducted with two Principas and one Vice Principd of schools hoding Corinth trainees,
and with Principds of two schools hoging Vdsayn tranees. Pog-conferencing sessons
were obsarved, and notes taken on these sessions, a dl schools, but only 10 were
recorded

In addition to looking a the overdl peformance of tranees in the second round of
teaching practice, an andyds was dso done of their teaching of three core subject aress
in the primary school curriculum, namely, language arts, stience, and mathemétics.

4.2  TheRoleof Principals
Princpds continued to play a dgnificat role in determining the qudity of the teaching
practice experience. All of the principas interviewed indicated that they were hgppy to

have traness in ther schools, and tha they would be willing to continue doing 0. Some
principds even saw themsdves as contributing, through facliteting the teaching practice
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sessons, to enhancing the overdl standard of education in the country. Most expressed
empathy with the trainees experience, and recognised how dressful the Stuation could
be, and how much was demanded of the tranees. They saw ther role as being to
establish an environment in which the teaching practice sessons would be productive of
good learning experiences for the tranees Different principas defined this as keegping
their schools quiet, and ensuring that pupils and daff cooperated in the experience. In
some cases, principas went 0 far as to dlow specid arangements, that went againgt
norma school practice, to ensure that trainees were accommodated. For example, in
some schools, noisy classes were moved away from areas where tranees were teaching
when these trainees were being obsarved by ther supervisors In ancther case, the
principd dlowed the ringing of the lunch bel to be ddayed o tha a tranee who had
gone over time could be dlowed to finish the lesson he had planned. Some principds
even indicated that they offered inputs into the process of planning and ddivering
indruction, requesting to see trainees notes and making suggestions, or commenting on
the ddlivery of lessons that they had stopped to observe.

Some principas dso indicated that they saw the teeching practice sessons as
opportunities for their own gaff, and for themsdlves to be introduced to new drategies
and approaches, and to acquire some of the resource materids prepared by trainees.

Nealy dl of the principas, however, were vague as to what the Training Colleges hoped
would be achieved by the teaching practice. Severa indicated a wish for more
communication with the Colleges, and more information as to what exactly was expected
from the school and the trainees during the teaching practice This wish was echoed by
some supervisors from Vadsayn Teachers College, who fet that more formd lines of
communication needed to be established between Colleges and host schools.

4.3  Content Knowledge of Trainees

Many trainee teechers observed were more confident in their knowledge of content in the
vaious subject aess taught during this second round. Trainees did, however,
demondrate indances of uncertainty. In one indance, the subtleties of language escaped a
trainee teaching a Language Arts dass During a lesson on antonyms, the trainee teacher
wrote on the board, “The boy jumped over the table” When a pupil supplied, “The boy
jumped under the teble’ the teacher took the antonym as being correct but made no
comment about the fact that one does not normdly tak about jumping under a table (It
should be noted that a lecturer & one of the Teachers Colleges may have accounted for
this sort of problem, to some extent, when he pointed out that even a this dage of the
programme many of these trainees continue to have very badc difficulties with English
for their own everyday functioning).

Tranees undersanding of concepts related to indruction in different subject areas dso
showed occasond lapses. One traineg, for indance, confused the concept of a “sory
gramma” with that of grammar in the sense in which it is more treditiondly used.
Topics in mathemaics and science continued to be chdlenging for traness Gengdly,
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though, trainees handled the subject mater content ressonably wel in the lessons
observed.

4.4  General Pedagogic Knowledge

Tranees generdly showed more confidence in sdecting a range of drategies to dructure
lessons s0 as to fadilitate learning. In fact, trainees indicated that one of the primary
benefits they fdt themsdves to have acquired from the Teachers College experience up
to this point was their increased repertoire of drategies. More trainees could now be
obsarved modding skills and draegies for pupils, usng smdl group as wel as whole—
group activities, drama, role-play, and chats which could be filled in as lessons
progressed.

While they demondrated a greater awareness of the drategies and were more willing to
use them, however, not dl were equdly successful in managing thelr dasses or ther time
when they dtempted to use these drategies. Ingructions to the pupils were not dways
cear and, often, pupils clearly had little prior experience with these gpproaches as a
result, indead of going to work on assgned tasks, some pupils took the opportunity to
play games or to sodaise with their dlassmates.

Other trainees continued to use more traditiond whole-group, teacher-directed activities.
Even these trainess, however, understood as a generd principle that pupil participation in
thelr learning process was a desrable thing. To encourage such participation, some
resorted to rgpid and frequent questioning of pupils to dicit responses to agpects of the
lesson.

It should be noted that in indances where the trainees usad a limited repertoire of
drategies, some of these trainees later indicated thet this was a choice determined by
conditions originating in the schools. In some ingances, the physca doseness crowded
conditions, and the absence of patitions meant tha interactive sessons, and anything
ese that could possbly be digracting to pupils in nearby dases were activdy
discouraged by principas and cooperating teschers In such cases, trainees received
ggnificantly different undergandings about appropriate pedagogicd  draegies from the
schools and from the Colleges. For ingtance, one trainee later indicated that he and his
fdlow tranees had been made to undardand in ther host school that activity-based
agoproaches would be unwdcome. The principa of this school, according to this trainee,
“...sad that having children dgp out work and do activities and thing is making noise
[...] So he likes a quiet environment, SO we were not alowed to redly express oursdves
the way we redly wanted” While tranees often understood that these were specid
conditions, some tranees fet thet they were hampered in ther ability to practise
drategies and agpproaches encouraged by their Colleges, and worried that this would
impact negatively on how they were assessed in the long term.

In some indances, dthough the lessons obsarved were conducted in a reasonably
competent and confident manner, it laer emerged, in interviews with cooperaing
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teechers and with ther supervisors, that the trainees had expressed their lack of
confidence about teeching a particular leves of the schodl. In interviews, some trainees
ads0 reveded that their confidence in teaching extended only to year groups with which
they had had experience in primary schools before coming to the College. They fet that
up to this point in ther training, not enough time had besn spent teaching them drategies
designed to meet the specid requirements of different age groups.

Some traness demondrated continuing problems with time management, and with
planning how much could reasonably be taught in a Sngle sesson. One lesson that was
scheduled to last 35 minutes went on for 55 minutes, and the supervisor later indicaed
that this dudent habitudly went dgnificatly over time In another case, a tranee
obsarved asking a number of irrdevant questions during a lesson explained, during the
post—teaching conferencing, that she did this, “to make up time” She sad that she hed
planned to teach for 30 minutes but that the lesson as she planned it was actudly
ddlivered in 15 minutes.

Tranees ability to ded with contingencies that arose as pat of the dynamics of
clasyoom dStudions continued to be uneven. In one Standard 3 socid Studies cdlass, for
exanple, a trainee teecher who was usng a whole group discusson to explore the
concept of illegd drugs and ther effects on the body, was informed by one pupil that her
owvn brother sold drugs The trainee continued to probe for more detals, apparently
oblivious to the potentid dangers of this line of quedioning. Ancther tranee when
interviewed admitted that because she knew she couldn't ded with some of the
unexpected responses and behaviours of pupils, she would gt with her cooperating
teecher when she knew her supervisor was coming, and try to anticipete the things the
pupils might do or say.

Procedures for evauation and closure seemed to be a particular source of confusion in the
minds of tranees. Evadudion, for some trainees, took the form of an assgned exercise a
the very end of the cdlass, and the promise that it would be corrected later. Other trainees
who usad quedioning a the end of indruction to determine what pupils had learned, and
who found that pupils replied incorrectly, did not aways probe to find out the source of
the pupils confuson. Ingead, some of them exhorted the pupils to “work harder next
time’ or to “try to do better.” Closure was il limited, by a few trainees, to thanking
pupils for thar participation and good behaviour during the lesson.

Resources continued to be a prime focus of tranees efforts, and some enliged ther
cooperding teechers support in finding resources. What did shift, in this round, was that
more trainees now appeared to understand that the resources were not to be a prop, but
condituted a way of fadlitaing learning. In the words of one trainee, “without tret, the
pupils wouldn't redly be adle to understand, if they don't have things to manipulae...l
mean, the children need to actudly see it and to hold it and to look a it, and to measure
it” Otherwise, “ they St down there, and they say, ‘Yes Miss, that is true’ and they don't
have any ideawhat you are taking about.”
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For other trainees however, the resources had begun to be seen as something of an
impogtion, and they quedtioned the emphass they felt was being placed upon resources
by supervisors. Although they acknowledged that the resources were important, one
tranee commented, “Supervisors fed objectives are not met if you are not flooded with
resources. Then, they will say, ‘Good lesson.”” It should be noted that the supervisors
themsdves often daed that they fdt that the tranees placed an undue emphass and
reliance on ther resources to carry the lesson, S0 it would seem that there is some failure
to communicate on this issue. For some trainees, the need for resources was dso seen as
condituting an additiona finendd burden whee they were dreedy having finandd
difficulties

The absence of partitions in some schools proved an additiond chdlenge to trainees, who
were left with no place to digplay the resource materids they had so pangakingly
prepared. Given the importance that they attached to these resources, some trainees

commented thet they found this disurbing.

Class control continued to be a chdlenge for many trainees teaching young children, or
embarking for the firgd time on tudent-centred approaches. One trainee confided that he
kept sweets which he promised to the infants if they would behave well. Other trainees
were seen promising redless dasses thdt, if they did their work well, they would be
dlowed to go out in alittle while to play.

45  Pedagogic Content Knowledge

Trainees command of pedagogic content knowledge was adso uneven.  In one ingance, a
tranee who was teeching the concepts of “living’ and “nonliving” things, agreed with
pupils that one characteridic of living things was that “they move” Children then pointed
to cars and trucks, which had been identified in an earlier sage of the discusson as non-
living things, and pointed out that they too moved. The tranee modified her origind
datemert to sy tha living things moved “by themsdves” whereupon other pupils
pointed out to Miss that “ a coud moves by itsdf,” and 0 did a bdl (the pictures of
which had dso been placed on the board, under the category nortliving things. The
tranee seemed undear how to extricaie hersdf from the Stuation that had aisen, and
resorted to teling the pupils that these were, nonethdess, non-living things, and moving
on to an evauation exercise.

In another case, a trainee conducting a mathematics dass attempted to teach verification
and edimation, working on the assumption that pupils would remember the concept of
edimaion which had been taught some time before in a sodd dudies dass She
introduced the terms edimaion and veification on the pupils worksheets, without
referring to what had been done previoudy in the socid dudies dass, and gave them
numerous resources to fadlitate an activity which would help them to use the concepts.
The pupils totaly bewildered, played with the resources and with each other. It later
became necessary for the supervisor to explain to the trainee how she might have made
the concepts more intdligible to the pupils.
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4.6  Participation of Pupils

In many of the dasses obsarved, pupil paticipation was of a high sandard. Pupils usudly
seemed esger to go dong with the atempts of the trainees to involve them in dass
activities, or to respond to quedtions. Trainees themsdves admitted thet the pupils usudly
did attempt to support them in cases were they were being observed by their supervisors.
In cases where lessons were well gructured, pupils could be seen to be engrossed in the
activities, and to be following keenly. In other, less successful dasses, however, pupils
went dong, but demondrated some levd of uncetainty as to exactly what they were
meant to be doing. In the cases where trainees atempted to use smal- group techniques,
but had not fully medered these techniques, pupil paticipaion degeneraied into
unproductive sodidisng or, in a few cases into actud chaos as pupils used the
opportunity to play with resources.

4.7  Performancein Language Arts Classes

Thirteen languege atdliterature classes were obsarved. A brief summary of these 13
lessonsis shown in Teble 1.

Table4.1: Summary of the 13 Language Arts L essons Observed

Class Natur e of lesson taught
T year Infants® Reading - the Language Experience Approach
T year Infants Creative writing based on a picture of a market

scene

2" year Infants Reading— word recognition

2" year Infants The “oa’ digraph. Sounds of words containing the
digraph

Standard 1 Grammar — forming the past tense of verbs by
doubling the last consonant before adding “ ed”

Standard 1 Giving the meanings of words in context;

substituting words in sentences; writing sentences
with given words

Standard 2 Operational  definitions  for  transitive and
intransitive verbs (s there an object?’)

Standard 2 Story telling. Analysisof charactersin the story

Standard 2 Letter writing— writing afriendly letter

Standard 2 Creative writing.  Writing about a favourite
character

Standard 3* Strategies for comprehending texts

Standard 3* Establishing the correct sequence of events in a
story

The three lessons marked with an asterisk are described in ddal beow. Of these three
language arts classes, one was basad on a Language Experience Approach to reading and
was taught to a Year | Infants class. One, intended to hdp pupils develop drategies for
comprehending texts, was taught to a Standard 3 class. The find lesson reported on was
taught to a Standard 3 dass and entailed teaching pupils to establish the correct sequence
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of events in a dory. All three dasses employed whole-group gpproaches, with differing
degrees of success in tesching the idetified concepts and drategies.  The dealed
andyses of these dlassesfollow.

4.7.1 A language experience approach

This trainee demondraied a reasonably good understanding of the gpproach. He was able
to use the pupils own interests and experiences to fadlitate their undersanding of the
text they were asked to read. He spent the firg minute of the dass asking pupils about the
kinds of gports they liked, and used this as a pringboard to introduce his stimulus
maerid, a picture of men playing cricket. Some discusson of the picture, prompted by
his asking the dass questions about what they were seeing, managed to didit pupils use
of many of the words which would be introduced in the text they were asked to read.

Pupils interest in the subject mater presented in the picture ensured that they were
willing to discuss it, and his quedioning techniques were successful in diating  pupil
responses. Two areas where he experienced some difficulty were, fird, when the young
children, seaing douds in the picture, (dthough they were dlver douds in a blue sky)
sad in response to a question about the kind of day it was, thet it was “cloudy.” This was
disconcerting for the tranee largdy because indead of letting the pupils discusson
generate text for the lesson, he had previoudy developed a text based on their predicted
reponses. When, therefore, they responded with unexpected responses, this crested a
difficulty, snce the text he had prepared spoke of it being a sunny, rather than a doudy
day. Smilarly, they indicated that they “love’ cricket. He had prepared a text based on
the assumption thet they would “like it.” Later, when he asked them to read the text that
should have been familiar if they had generated it themsdves pupils ran into difficulties
with the second word, which he, and not they, had generated.

He managed to use redirecting quedions to prompt ther generding a text more in line
with the one he had prepared, and later, when one pupil made an aror in identifying the
word “like” he was able to reestablish a discusson which cregted a context within which
the pupil could identify a possble meaening of the word. He was dso adle to mantain
class involvement in the lesson. Pupils were esger to volunteer to read the drips of text
he placed on the board, and were dl able to identify words sdected for particular
atention. The trainee used peer correction to dert the pupil who incorrectly identified the
word ‘like, and the pupil was not put off by rediang that he had misdentified a word,
but was willing to try again.

The tranee might have used the gimulus maerid a litle more extensvey to gimulae
pupil response to the text, but he was able to achieve the objectives of the lesson.
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4.7.2 Comprehension strategies: Making predictions

This tranee had an excdlent command of the drategy he wanted to teach, and was very
effective in initiating pupils into the use of the drategy in reading comprehension. His st
induction drametised ways in which they used predictions to try to interpret Stuations in
ther daly lives and when his proposed Stuation had to be abandoned because of an
unexpected event, he moved eesly to encourage them to make inferences about who the
researcher was, and to predict what the researcher’ s role would be during the lesson.

He was very dramatic in his reading of the story he st out on a chart. The chart was well
lad out and visble to dl the pupils and the subject of the sory - a woman who sole, and
learned a lesson by the consequences of her actions - gppeded to them. There was a high
levd of dass invovemet in the events of the dory, with pupils esger to volunteer
interpretations, to make predictions, and to evaduate the accuracy of those predictions as
the sory moved on. Also, he directed his questions to pupils in every pat of the dass
and was extremdy supportive in his responses to pupils predictions.

An exercise @ the end dlowed them to extend ther responses to the story, and so to read
as writers themselves. The main weskness of this lesson was that the trainee had totaly
miscalculated the time it would take for pupils to respond to a gory of thet length, as they
made predictions, teted those predictions, and suggested dterndtives. The dory took
twice as much time as he had expected.

4.7.3 Sequencing a story

In this lesson, the trainee intended to teach pupils about story sequence. The lesson
demondrated severd misconceptions hed by the tranee. To begin with, she described
the lesson as being about grammar, ingeed of tory grammar, which was gpparently what
she was trying to teach. Some of her proposed objectives were unrdated to the main topic
of the lesson, and s0 were never provided for, or obtained. One, for example, was tha
pupils reading the story should develop “proper vaues” No discusson about issues of
vaues emerged a any point in the lesson.

The dimulus maerid she used was a dory about the antics of a raccoon. The pupils
knew nothing about raccoons, when she asked them during the set induction to tdl what
they knew about the behaviour of these animas.  The pictures of raccoons passed around
were smdl, were passed around dowly, and were more of a didraction, snce pupils
focused on the picture rather than on the deals of the dory they were laier asked to
sequence. Her initid reading of the story was rather uninspired, and she logt the attention
of a number of pupils early in the lesson. She never seemed to notice that some of the
pupils were not atending, focusng mogs on the pupils & the front who were involved in
the sory.

When she placed the dory in the form of jumbled sentences on the board, some pupils

tried to deveop it, usng principles which demondraed that they had dreedy interndised
the rules governing gay grammar, and had grasped the meaning of the text. The trainee,
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however, corrected these pupils, favouring, instead, pupils who reproduced the dory
according to a literd sequence. Given the way she hersdf had summarised the events on
the sentence drips she prepared for them to work with, this led to ther proposng an
illogicd sequence of events

The quedtions the trainee used to dicit responses to the text were closed, and gave rise to
one-word responses. “Did you like that sory? “Yes Miss” “Do you think that was a
good thing for him to do?” “No, Miss” Other questions were never rdated to the task in
hand.

She edablished dosure by inviting them to read the redructured dory — by now
illogicaly sequenced, and to colour a picture Agan, the find activity left no red
undersanding of whether the objectives of the lesson had been met. Later, though, she
indicated that to her mind, the principa objective had been met, snce they restructured
the gory in away she thought was effective. As indicated, that point is debatable.

4.8 Performancein Science Classes

Only 3 of the 41 lessons observed were science classes. Science is only taught for one or
two periods in a given week. Further, supervisors reported that trainees tend to shy away
from teaching science because they find the task daunting. The three stience lessons
taught, which were dl & the Standard 1 leve, are described next.

4.8.1 Parts of a leaf

Pupils were expected to observe and identify the parts of a leef. The trainee used a whole-
group, teecher-centred approach to teaching. The trainee was obvioudy unprepared for
his lesson. His pupils remained unattended for 15 minutes while he made his preparations
(the cooperating teacher was absent).

The trainee's drategy for @ncept development was to draw a leaf on the blackboard and
write down the names of parts of the lesf on the blackboard. Pupils were then expected to
“guess’ which part of the leaf was associaed with the name. In spite of having a leef in
front of them, pupils were denied the opportunity to touch the ledf, turn it over, and
perhgpsidentify other partsto be named.

There was evidence of conceptua wesknesses on the part of this tranee. He informed
his pupilsthet dl the“space’ insde the ledf isthe leaf blade.

Only during the evauation were pupils asked to trace the leaf in their books and labd the
pats In fact, the actud lesf served little purpose in ading concept deveopment. The
pupils could very well have used the drawing on the board.

The trainee expected his pupils to St with ams folded throughout a lesson where there
was supposed to be some engagement with a leaf. He reminded them five times during
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the lesson to keep their ams folded. On one occason when the pupils were on task and
talking quietly to each other, he stopped the lesson to conduct a drill exercise. He dso
had an unusud drategy (probably because he was unfamiliar with names) of cdling one
name, but looking & another pupil. This crested much confuson, as nether the pupil who
was being cdled nor the pupil & whom he was looking knew to whom the question was
redly directed.

4.8.2 Healthy plants

In this lesson, pupils were required to carry out an activity to verify what plants need for
hedthy growth.

This lesson never redly devdoped as intended. Few of the pupils responded to the
traneg's request to bring in plants. Faced with this dilemma before she was scheduled to
teach, she was uncble to respond in a crediive way. There was no contingency plan in
place. She dill atempted to teach the lesson as planned.

The trainee usad a good st induction to introduce her lesson (a hedthy plant and a wilted
plant), and questioned pupils on what might have caused the plant to wilt, and what was
needed to keep a plant looking hedthy. After getting some answers such as “ar, wder,
aunlight and soil,” the trainee was unsure how to continue the lesson as she did not have
enough plants for the invedtigation. She then tried to explain to very passve and bored
pupils how they were to use the record sheet when they did eventudly bring ther plants.
Other then the three or four quedions asked a the beginning, pupils were not given
opportunities for interaction ether with the teecher or with each other, and no stience
was redly taught.

4.8.3 Parts of an insect

Pupils were expected to observe a number of insects, identify the number of specified
parts, and make some kind of generdisation.

The trainee used a smdl-group Srategy that required the pupils to meke some inferences
through inductive reasoning. The traineg's lesson was wel conceptudised and her pupils
were actively engaged in the learning process. She displayed an understanding of how to
teech for concept devdopment. For example, dthough her activity as planned should
have led to concept development, when faced with what seemed like an anomaous
gtuation, she dlowed her pupils to repest the process giving them the opportunity to
darify the misconception.

Of the three trainees, this was the only one who was able to choose a drategy that was
agopropriate for process <kill and concept development. The smadl-group drategy and
section of resources (a varigly of insects) gave pupils the opportunity to carefully
obsarve, to explore, and to be engaged in criticd thinking, a high order ill thet is often

neglected. Good quedtioning techniques adso heped in getting pupils to arive a some
generdisations aout insects Clear indructions for the group activity would have
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improved the lesson. This lesson wes the only one of the three where there was full
particpation of dl pupilsin the lesson.
49  Performancein Mathematics Classes

Nine mathematics lessons were obsaved. The breskdown of these lessons is shown in
Table 4.2. Thethree lessons marked with agterisks are presented in more detail.

Table4.2: Summary of the 9 Mathematics L essons Observed

Class Nature of lesson taught

2™ year Infants Money: Equivalence (1cent to 10 cents)

2% year Infants Money: Equivalence ($1 to $10)

Standard 1 M easuring lengths using estimates and verification

Standard 1 Subtracting a 2digit number from a 2-digit number
without “ borrowing”

Standard 1 Measuring the area of arectangle

Standard 2* Measuring time — using a clock

Standard 3* Graphical representations - pictographs

Standard 4 Statistics

Standard 4* Graphical representations — bar graphs and pie
charts

4.9.1 Pictographs

This|esson was taught to a Standard 3 dlass.

The dass began with the trainee focudng the dtention of the pupils on two diagrams
dravn on the blackboard. The diagrams were pictographs representing the same
quantities, but one was aranged verticdly and the other was aranged horizontdly. The
trainee began by asking the pupils to decide whether the two were smilar or differant.
The quedions asked were leading questions and the pupils responded with one-word
ansvers or smple phrases. The trainee indgted that pupils answer in complete sentences
and got the pupils to rephrase ther response when they faled to give a complete
sentence. Eventudly, with much prompting, the pupils sad that the two diagrams were
the same.

The tranee then put up a chat with a pictogragoh showing the various numbers of
butterflies caught by different people. The trainee then tried to get pupils to interpret the
pictogragph by asking quesions such as “Who caught the mogt butterflies?” The
questions were smple and pupils responded reedily.

The tranee dated the evduaion of the lesson by asking smple recdl questions  Then,
she digributed a worksheet to dl but five pupils and then announced that she had a
“goecid” worksheet for that group (it turned out that these pupils were dower readers
than the others).
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The entire lesson was teacher directed. The trainee later explained that she thought it was
important to have pupils see pictographs verticdly and horizontdly dnce “... if | just
maeke a change it throws them off bdance. For ingance, if you are writing something and
for some reason you may write it a different way, they can't do it because of the change.”

By the end of the dass pupils had hadly leant any new mahemdtics It was dso
uncertain that they had undersood why they were asked to compare the verticd and

horizonta pictographs.
4.9.2 Telling thetime

The tranee had prepared a large dock with movable hands for this Standard 2 class, and
the clock was mounted on the blackboard. She began the dass by reviewing the process
of tdling the hour usng the long hand and the short hand of the dock. Individud pupils
responded to the trainee's questions and some were cdled to the blackboard to fix the
hands on the clock. Pupilswere eager to respond and to get a chance to st the clock.

The trainee then moved on to showing the pupils how to tdl the time usng the hdf hour
and the quarter hour, again using the big clock on the blackboard. She then asked the
pupils to manipulate their own miniature clocks (which she didributed a that point)
while fdlowing her indructions The tranee moved around the room while pupils tried
out teling the time as indructed. She interacted with pupils providing guidance as

necessay.

For the evduation, the trainee wrote the time on the blackboard, then asked the pupils to
show the time on ther docks They were then to diolay the time so that the trainee
could see if they had magtered the skill.  Pupils appeared to be handling the task wdl but
the lesson ended before they had dl completed the task.

This tranee's dep-by dep presentation usng manipulatives was very dear and the pupils
were keenly intereted. She didributed her quegtions wel across the dass, dthough
some of the questions could have been better formulated.

4.9.3 Graphical representations

The tranee had desgned this lesson with the objectives that pupils would be dble to
interpret a pie chart and they would adso be able to “ explain the rdationship between a
bar graph and a pie chart.”

The st induction was a sory adout a boy, Tom, who had to share his pizza with his
friends. Through quedioning, the trainee directed pupils atention to a drawing of a pie
chart on the blackboard and reviewed the properties of a pie chart. She asked them to
assume that Tom ae mog of the pizza and to identify some possible representations of

this on the pie chat. The pupils ligened atentivdly and participated readily, providing
gppropriate answers.
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Next, a bar grgph representing the quantities of different flavours of ice cream wes
presented to the dass  Agan, through quesions such as “Which flavour is mogt
represented?  Which lees? the tranee sought to get pupils to interpret the
representation.

In the last segment of the lesson, the trainee asked pupils to describe the reationship
between a pie chat and a bar grgph. Pupils experienced congderdble difficulty in
dedling with this question and the issue was never fully darified.

For the evauation of the lesson, the trainee provided pupils with dips of pgper on which
were written very smple questions about the grgphicad representations. They contained
nothing about the relationship between bar graphs and pie charts.

410 TheRoleof the Cooperating Teacher

As hgppened in the firg teaching practice sesson, tranees reports of ther reationship
with their cooperating teachers varied. Some sad that cooperating teechers absented
themsdves throughout the entire four-week period, or through a dgnificant pat. There
was the perception that some of these cooperdting teechers saw the teaching practice
period as a time when they could take a rest from their teeching duties. Some cooperating
teechers who did not say with the trainees were unavoidably absent — they might have
been asked to subditute for other teachers who were gbsent, or, in the case of senior
teechers, for the principd, if that person was cdled awvay to meetings or workshops
Others trainees reported that cooperating teachers did day to ensure that order was
mantaned in ther dassooms and tha lessons went smoothly. In cases where
cooperating teachers stayed, most adopted a nurturing role to the trainees assigned to
them, aswdl asto the pupilsin their care.

All of the 19 cooperdting teechers interviewed sad thet they saw ther role as a nurturing
one. They emphassed that they tried to make tranees comfortable, to ensure that they
hed the materids thet they needed, to mantain discipline in the dass and to hdp with
correcting work assigned by the tranees Some even reported that they often worked
with trainees in the prelesson phase to predict what pupils might say or do in response to
catan gages in the indruction. However, what cooperding teechers sad they fdt and
wha they actudly did fed may not have been the same thing, dSnce a leest some
cooperating teachers who sad they fdt comfortable having the trainees in ther dasses
and tha they wanted to hep them, were reported by the trainees to have been openly
hodtile or indifferent.

Not al cooperating teachers were hgppy with their roles. Two reported that there was no
clear indication of whet their role was and thet trainees were even reluctant to show them

their lesson plans when they were asked to do so. Two other cooperating teachers who
were faced with unpunctuaity and aosenteaiam on the part of trainees expressed ther

reluctance to continue sarving in this capadity in the future.
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Some cooperating teachers who stayed on indicated thet their presence during the lessons
taught by trainees was largdy because they fdt tranees peformance was 4ill uneven.
As one cooperaing teecher remarked when the supervisor was not there to see a lesson,
“...the children a risk. Teaching will be done, but not to the best.” In such cases, as one
cooperding teacher said, whatever hgppened with the traineg, “...my job is to teach my
class” In other words, cooperating teachers felt they had to pick up the dack, to ensure
thet their pupils did not suffer.

On the other hand, five trainees commented that their cooperating teachers stayed around,
but were of little or no hep to them. In some cases, this may have been because
cooperating teechers felt out of their depth with the new drategies expected of the
tranees, and were insecure adout their ability to hep them. One trainee contended that
with the cooperding teachers “...we ae continudly faced with, ‘I don't know ayuh new
thing. | don't know ayuh new method. | don't know what dyuh doing.’” Another tranee
was ectively discouraged by an older cooperating teacher from usng some of the less
traditional drategies. This cooperdting teecher had advised : “Don’'t make this wuk hard,
because of the number of resources and what not” Two tranees suggested that
cooperating teachers needed to be incuded in dl post-teaching conferences, s0 that they
could share some common understandings with the supervisors, and could understand the
rationae behind some of the gpproaches taken by trainees.

The absence of some cooperaing teachers meant that when trainees had expected to have
to teach four lessons a day, the workload for the entire day fel on thar shoulders. These
tranees had dready been fully occupied trying to prepare the 80 lessons demanded of
them over the four-week sesson. This had two results One weas that the four-week
sesson was physcdly grudling, in tha they taught dl day, ad then had to prepare
lessons and resource maerids way into the night. The other was that, in spite of dl this
effort, they were not learning as much or doing as wdl as if they had had the guidance
and assistance of their cooperating teechers.

Three tranees from Vadsayn Teechas College reported open conflict with ther
cooperating teechers. Trainees gave different reasons for these conflicts. Some apparently
aoxe from differing philosophies aout teaching. One traineg, for indance, sad that his
cooperating teacher bdieved in corpord punishment, while he (the trainee) used “a
moativationd type of discipline” Other conflicts were identified by tranees as aisng out
of isues of teritoridity, as when one tranee complaned that her cooperating teacher
refused to take down any of the charts she had made to dlow the trainee to put her charts
up on the board. In one particular case, the conflict was indeed severe. This trainee had
been assgned by the principal of the school to a cooperating teacher who had indicated
quite dearly that she did not wish to act as one. In the words of the trainee ”...it was a
kind of battle between the principa and her for a while there, and then, you know, | was
jud there in the middle, wondering, wdl, what to do.” The prindpa would actudly St in
on some dasses to ensure that the trainee was dlowed to teach, and when the principd
was not there, the tranee explained, “1 actudly had to fight, you know, with her, then, to
teech my lessons” According to the tranee, towards the end of the sesson, this
cooperating tescher informed her dass in the trainee teacher's hearing, that from the
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falowing wesk she done would have them, and she would punish them for any wrong
behaviour they had “ picked up” from the trainee.

Findly, during this teaching prectice round, it was observed that four cooperaing
teachers assgned to tranees were themsdves untrained, and O were unable to be of
much practical use in providing guidance in metters of indruction. Indeed, some of these
cooperating teachers when interviewed, indicated thet they had been so impressed by the
new draegies they had obsarved tha they were totdly unfamiliar with, that they were
now looking forward to the Teachers College experience themsdves. In these casss,
cooperating teechers were only too glad to St in on classes taught by the trainees, who
indicated that they neverthdess appreciated the hdp of their cooperaing teschers in
telling them about the children they were expected to teach, and in hdping them to
mantain order in the dassoom or to didribute materids for different activities In cases
such as these, when trainees fdt that they needed the guidance of a trained teacher, some
chose to consult with other, more experienced teachers on daff; however, in two cases
where the cooperating teacher refusad to be involved a dl, this became a red problem to
the trainees, who said they received little guidance about important issues, such as the
needs and ahilities of the pupilsin the classes to which they were assigned.

411 Post-L esson Conferencing Sessions

It was noticegble thet, a this stage of the teaching practice, mogt trainees appeared much
more confident in asserting their reasons for using certain gpproaches, even in the face of
the supervisors suggestions that other gpproaches might have been more effective. One
tranee teacher who had often gone sgnificantly over time, for ingance, continued to
assat, even a the end of the teaching practice, that he fdt it was more important to go on
with a lesson, once the children were caught up in the learning process, than to observe
the limitations imposed by dassoom schedules In ancther case, when a supervisor
uggested that a trainee might have upbraided pupils for laughing a one of their peers,
the tranee replied, “1 didn't see anything wrong with tha part. That was to teach him a
lesson, so that next time he would pay more ettention.”

However, tranees gopaent new assativeness might occesondly have condituted a
fom of defendveness of themsdves or thar colleegues in dtudtions where they
interpreted  the supervisors comments as aiticdans of themsdves For ingance, the
tranee who dissgreed with his supervisor during the pod-conferencing sesson on the
issue of time management later indicated, in an interview, that he knew he had adways
had problems with this issue, even before coming to the Training College, and that he
fdt, “on reflection,” tha this practice of his was short-dreuiting his pupils leaning
process.

At thee later sessions, trainees were now more often prepared to do sef evauation,

indeed of deferring to thalr supervisors goprasad of lessons taught. As yet, however, dif
evauations continued to be brief and often quite globd in character. Trainees might say,
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for ingance, “1 think | was a little smoother. | had a dosure and an evauation. | bdieve |
had dl the parts. Some areas | did not spend too much time on.”

Mogt often, supervisors gill dominated the sessons, in that they conducted the detailed
andyses of lessons observed. In some cases, too, supervisors persond styles were such
that they seemed mainly to be requiring trainees to respond to their comments, rather than
to be didting tranees own impressons and intentions in conducting ther classes
However, gyles differed, and other supervisors did conduct the post-conferencing
sessons more collaboratively, seeking to dicit tranees and cooperaing teachers
impressons about the various events of indruction, and about the dynamics of the lesson,
aswdl as making therr own inputs.

Supervisors dyles dso differed in terms of how they dructured their responses to the
lessons In some cases, supervisors were cearly guided manly by the assessment form
provided by the Colleges for evauating lessons. Supervisors might emphesse the
technica proficiency of tranees, as evidenced by ther ability to saidfy the different
criteria as defined by the form. However, those supervisors who conducted the post-
conferencing sessons more collaborativdly dso tended to be more halidic in thar
comments on a leson. These supervisors used the form as a reference point, while
placing primary focus on the lesson in its context, rather than viewing the lesson more as
something to be commented on a intervas in the context of its goproximation to the
criteriaindicated by the form.

In most cases, supervisors tried, during these sessons, to encourage trainees, and to
accentuate the pogtive aspects of ther performance. Ore supervisor did note, however,
that she tended to be somewhat more gringent in her andyses of trainees performance
during this round, snce she was aware tha the next round would conditute their find
teaching practice. Some supervisors dso used issues which were raised & one pos-
conferencing sesson to inform later sessons with trainees, in which they guided them
through strategies they could use to address the issues before they were next observed.

During the pos—conferencing sessions, cooperaing teachers agan demondrated varying
degrees of involvement. Some dayed away from both the teaching and the pod-
conferencing sessons dtogether. Mot who stayed on were encouraged by supervisors to
make comments. Generdly, cooperaing teachers terded to couch criticiams of trainees in
guarded terms. “I fdt he induded a lot in the lesson” was al one cooperdting teacher sad
of alesson for Year Il Infants which contained enough content for two separate lessons.
However, she later told the researcher that she was amazed & how much the trainee had
tried to do dl a once In generd, cooperating teachers comments accentuated the
positive agpects of lessons taught by trainees, or dse they amply acquiesced to criticiams
mede by the supevisors rather than meking citidams based soldy on thar own
observations, experience, and knowledge of their classes.

Not dl supervisors were equdly willing to have cooperaing teechers gt in on the post —

conferencing sessons. One supervisor indicated thet she did not want cooperaing
teechers paticpating in the sessons because she fdt tha ther empathy with the
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trainees, with regard to what they recognised as the pressures of the teaching practice,
often mede them less objective in ther assessment of tranees peaformance, coming

down on the Sde of leniency.

Suparvisors had differing perceptions on the issue of whether growth in trainees
competence had occurred between the firgt and second rounds. Some fdt thet many of the
same problems they had identified in the trainees during the firg round were Hill obvious
in the trainees they were supervising for the second round. Others fdt that they had seen
definite improvements in the overdl dandard of peformance of trainees assgned to them
this time. In the case where the researcher observed the same group of trainees during
both rounds, definite improvementsin their performance were reported.

412 Trainees Perceptionsof the Teaching Practice

Mog trainees agreed tha they fet better prepared for the second teaching practice, in
terms of thar unit and lesson planning. They fdt thet this time around, they knew what to
expect, and they could reflect on lessons learned on the firgt teaching practice round, and
try to avoid previous mistakes. A number of trainees commented, however, on the fact
that they dill fdt inadequatdy prepared to meat the requirements for teaching a dl
different levels of the primary school. Some trainees fdt that not enough dasses were
devoted to methods agppropriate to teaching a pedific leves. In such a Stuation, they fel
back on ther experiences & the primary schools were they taught before coming to the
Teachers College, or conferred with ther cooperating teachers, with senior sudents at
the Teachers College, or with friends who had recently completed the programme.

One comment made by different trainees was that they fdt that too much time was soent
on coverage of unnecessary content a the Colleges, to the neglect of aress that trainees
fdt would be more helpful to them in the dassoom. One noted, for example, that he fdt
a lot of time was spent on facts like where Fiaget lived, and his family life, thet would
have been better employed in doing things like having lecturers demondrate drategies, or
on agpects of theory that were more directly relevant to their dlassroom practice.

Trainees resorted to different drategies to ded with the teaching practice.  Some trainees
described how thar entire group prepared units in common, and then adapted ideas to
meet the needs of spedific groups of pupils They dso shared notes on comments made
by their supervisors during the firgt teaching practice round. Some went to senior sudents
for advice, and for units. Supervisors indicated thet they were aware that some trainees
were buying units and usng them, with grester or lesser degrees of understanding.
Though trainees generdly didn't admit that this was s0, a few did indeed admit tha there
was “fraudulence” Other trainees referred to resorting to “plans’ and “notes’ lodged in
the College library & Corinth.

Even though they may have fdt better prepared generdly for the unit and lesson planning

agpects of the programme, however, dl the trainees agreed that the experience was
extrendy dressful; some trainees, in fact, sad that they found it even more sressful than
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the firg teaching practice sesson.  Sources of dress identified by trainees included the
fact that it was phydgcdly tiring, eypeddly for those tranees on whom the entire
workload of the dass to which they were assgned fdl, in Stuations where the dass
teecher was absent.  Traness sad they adso found the sesson emationdly sressful,
because they were dways aware that they were beng graded. One trainee sad that
whenever she saw her supervisor gppear, she would think, “Oh God! Well he's herel”

Trainees worried about their pupils behaviour as well as their own peformance. For one
thing, they gengdly tried to etablish an agreement with thelr pupils that they should be
on therr best behaviour when the supervisor visted. Cooperding teachers often helped to
reinforce this In addition, trainees fet keenly aware that however wdl they may have
taught generdly, ther peformance on the lessons supervisors saw would largdy
determine how they were assessed. Trainees were aso concerned about the unevenness
of the experience for different individuds They pointed out that some supervisors saw
traness severd times while others saw them only once or twice They fdt that this
difference had implications for how much guidance they receved, and how farly they
were assessed.

Some trainees dso coped by adapting the lessons thelr supervisors would obsarve, 0
they would be in tune with what trainees percaived supervisors wanted, even if they fdt
that ther credivity was impared when they did this One trainee noted that he would
never try unusud things when his supavisor was present. He would wat until the
upervisor waan't there, and try them then, to see how wel they worked. At such times
he would ask his cooperating teacher, who was very hdpful, to give her comments. In
cases where trainees cooperaing teachers were absent, tranees would use ther own
judgment in deciding how effective the new Srategy was.

A dgnificant aspect of tranees development of drategies to negotiate the chalenges of
the teaching practice entailed finding ways to “read” what ther supervisors wanted. They
shared ther experiences with supervisors with each other, they shared documents thet
provided indications of how supervisors assessed agpects of ther performance, and they
devoted conscious effort during the teaching practice to interpreting what each supervisor
expected. As one trainee commented, “ It's a draightforward case of, | am here to get a
Diploma. So | will decide what Mr. X (the supervisor) is looking for, and | will give him
that.”

Trainees expressad concern about the fairness of the assessment by supervisors.  Some
complained that unit plans that had been given a Grade A by one supervisor might be
assessed and given a Grade C by another. They indicated that there was some discusson
anong traness aout how this demondrated the subjectivity involved in assessment
practices, and that they wondered to what extent this subjectivity perssted in other aress
of performance on which they were being assessed.

It is possble — though no trainee admitted to ddiberate absentedam — tha indances of

absentesism and  unpunctudity discerned by supervisors, cooperating teachers, and
researchers dike dso condituted another attempt to cope with the stress of the Stuation,

38



in a context where tranees now knew, from ther previous experience with teaching
practice, how much leeway they had when they were out in the schools

413 Summary

Thefollowing sgnificant festures of this second teaching practice round were observed:

Changesin trainees performance over the two rounds

There was no condgtent trend in terms of growth observed between the firg and second
teaching practice rounds. Seven supervisors did indicate that they saw improvements in
the generd standard of performance of trainees supervised in the second practice, but one
wpevisor sad she saw no ggnificant shifts in different agpects of tranees peformarce
and that, in her experience, the redl shift came during the lagt teaching practice. Another
supervisor sad that there were some trainees who appeared to have regressed, and who
actudly peformed worse during the second round. In the cases where this happened,
however, the supervisor atributed their gpparent regresson to the fact that trainees did
not fed comfortable teaching the age groups to which they were assgned for the second
teaching practice. This suggestion was borne out by the comments ¢ some of the trainees
themsdves. In the one case where a researcher saw the same group a both teaching
practices, he indicated that the trainees he saw seemed to have improved in ther grasp of
the concepts central to their subject aress, and in their echniques. He noted, too, that
their lesson plans seemed better conceptudised, and that they seemed more confident.

Trainees preparation: Content knowledge

There continued to be some deficencies in tranees knowledge of subject contert,
especidly in aess that may not have been emphassad on the curricula of the primary
schools from which trainees came to the Training College. Aress which are traditiondly
emphassad on the primary sthool curriculum are often dso those areas where many
tranees demondtrated a surer grasp of content knowledge. Some trainees, and one
upervisor interviewed, suggested that trainees levd of experience with teaching the
content of certain subjects on the primary school syllabus before coming to the Teechers
College was a dgnificant factor in determining their gragp of the content a this dage.
However, this is not invaridbly true, as college lecturers in subject aress like mathematics
ad Engish, which are empheszed on the primay school curriculum, described
dgnificant deficienciesin trainees grasp of important concepts in these subjects.

Trainees preparation: General pedagogical skills

Tranees obsaved on this round generdly demondrated a dgnificantly grester
knowledge of a range of drategies for fadlitating learning, induding a wider range of
sudent—centred gpproaches, than was the case with trainees observed during the firg
teeching practice round. They dso showed a grester willingness to use these drategies.
At this dage, however, ther ability to utilise the drategies effectively was dill somewhat
uncatan. Traness adso dill seem chdlenged in terms of therr dblity to respond
goontaneoudy to the dynamics of dassoom Studtions, dthough many who were
interviewed seemed more aware of the sorts of contingencies tha may arise, and made
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some attempt to consult with the cooperdating teechers beforehand, where possble, and to
plan for such contingencies.

Trainess often sad that they did not fed adequatdly prepared to employ methods and
drategies which might be gppropriate for medting the specific developmenta needs of
pupils a different levels of the primay school. As before tranees edablished an
excdlent rgpport with therr pupils, and made every effort to bolster ther confidence, and
to establish adassroom environment where they felt emotiondly secure.

Trainees preparation: Pedagogical content knowledge

While there was some improvement on the part of the trainees, at least two demondrated
tha they were 4ill uncertan about how to ded with concepts, and to make them
accessible to pupilsin some subject aress.

Professionalism of trainees

A decline was observed in the work ethic of some trainee teachers a Vasayn Teechers

College, as compared to those observed during the first teaching practice round. This
menifeted itsdf in diffeent ways induding a grege levd of unpunctudity,
absenteeism, and fallure to prepare lessons adequately. Trainees and cooperding teachers
adso admitted thet, for these trainees, there was a dear difference in the type of effort they

were willing to expend when observed by their supervisors as compared to what they did
when supervisors were absant.

Quality of practice sites

The wide range in qudity of the fadlities offered a different pradice Stes continued to
play a dgnificant role in determining the types of opportunities offered to trainees to
aoply the drategies and techniques they were being taught a the Teachers Colleges.
“Range in qudity” subsumes such festures as physcd characteridics of the host
schoals, professond expertise and cooperativeness of cooperating teachers, and school
cultures which are more or less receptive to innovaive teaching approaches. In schools
and dassooms obsarved, however, with only a few exceptions, attempts were made to
meake the trainees fed welcome, and to hdp them to fit into the culture of the schools.

Trainees perceptions of the teaching practice

All trainees agread tha the teaching practice was an important and vaued pat of the
Teachers College experience. However, mogt tranees continued to spesk of it as highly
dressful, and as bang of vaying hdpfulness This was due manly to the following
features of the experience:

1 Tranees consciousness that they were being evduaed by ther supervisors,
which, they sad, sometimes condrained them in the risks they were willing to
take in trying new things when observed by supervisors.

2. Trainees perceptions that different supervisors provided different levels of
guidance and supervison, even in tams of the number of vidgts pad to
different trainees.

40



3. The grudling workloads imposed in cases where cooperating teschers were
absent, and trainees took full responghility for their cdasses, without getting
adequate feedback on their practice.

4. The differing levels of cooperation and professond expertise of cooperating
teachers 30 that there were dgnificant differences in the type of guidance and
feedback tranees got in sessons which were not obsarved by ther
upervisors. Such sessons necessarily condituted the greater proportion of the
teaching practice.

Communications between host schools and colleges

Host schools and some supervisors, continued to express the hope that the
communicetion lines between the College and the host schools might be improved.
Interviews dicited the fact that, dthough some supervisors tried to make principds and
daff avare of what was hoped for from the host schools during the teaching practice
sessons, and what was expected of the trainees, this was not dways the case. As a reault,
different principads and cooperaing teechers had differet understandings of wha
practices and outcomes might be expected, and regulated ther own conduct to the
trainees accordingly.
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CHAPTER 5

SUMMARY AND DISCUSSION

51  Summary of findings

There were differences in provisons for practice in teaching, as wdl as in the dructure of
the PET programme between the Colleges Vdsayn seemed to have a more dructured
PET programme than Corinth. At Corinth experimentation is continuing in an atempt to
find an appropriate dructure for the PET programme.  Corinth employs a sysem which
involves trainees in group preparaion for, and conduct of, teaching before they are sent
out on ther own on therr firs red teaching practice assgnment. Vasayn does not have a
amilar sysem.

The provisons for practice dso varied sgnificantly among the cooperating schools and
determined the type of opportunities offered to trainees for applying the drategies taught.
The criticd provisons which fedlitated the tranees work included good physcd
characteridics of the recelving schools (discrete classooms, low noise leved, ec), the
professona expertise and cooperdiveness of cooperating teachers, as well as a school
culture which was receptive to innovative teaching approaches.

Teacher educators generdly viewed the provisons for teeching practice as less than
ided. They outlined that they carried a heavy workload during teeching practice rounds,
snce they would be required to be supervisng one year group in the fidd while having to
conduct in-college sessions with the other year group during the same period. The task of
checking the units tranees prepared for teaching practice was dso described as
contributing to this heavy workload. One of the areas of great concern for teacher
educaiors was the abosence of shared undergandings among the College adminidration
and the principa and daff of the cooperating schools about roles and responghilities
during the teaching practice. This resulted in varying levels of support for trainees in the
host schools.

Trainees were generdly of the view that they were overburdened with work in preparing
units and lessons for teeching practice sessons Some of them fdt that they needed far
more indruction in the aea of unit and lesson planning before being sent into the fidd.
Whilgt trainees acknowledged that physical conditions in the recalving schools were not
adways ided, they were more concerned about the different levels of support provided by
upervisors as wel as cooperating teachers. The levels of support from supervisors
spanned the full range from sharing and nurturing relaionships to autocratic ones.  In the
case of the cooperating teachers, there were those who were genuindly concerned about
the wdl-being of trainees and did what they could (with the limited preparation that they
had for the task) to facilitate the tranees work. At the other extreme, there were those
cooperding teachers who saw the teaching practice atachment as the time to take a rest
from ther work and who absented themsdves from the cdassoom. The absence of
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proper support from supervisors and/or cooperating teechers reduced the willingness of
tranees to try out new draegies in the classoom, especidly in the presence of
upervisors who were aso there to grade them.

Most trainees were conscientious about making use of what they had leant a College
during the teaching practice.  Some maximised this by working in goups in preparing for
teeching practice. This often resulted in enhanced planning and ddivery of lessons and
in the production of qudity resource materids.  Unfortunately, some trainees were unable
to maximise thelr preparation time ether because of poor time management, poor dtitude
to the teaching practice, or, in the case of an unfortunate few, additiond responsbilities
due to the absence of the cooperating teacher.

Tranees agreed tha ther fird teaching practice was a learning experience, ta they were
better prepared for the second teaching practice, and that they were looking forward to
the find sesson. Some fdt that not enough time was spent on the teeching of
methodologies, and educationd theory and practice a the College. There wae adso
concerns about the fairness of the assessment of the teaching practice since contact time
between trainees and ther supervisors varied. There was the perception that there was
some correation between the number of vists received and the qudity of feedback and
guidance given. Furthermore, trainees reported that the grading practices of supervisng
lecturers were not uniform and they were able to cite concrete examples of instances
where thislack of uniformity had been digplayed.

52 Discussion

This sudy has reveded tha teaching practice, as it is currently concalved and executed,
IS problematic. It is problemétic from severd angles  There is the question of the kind of
primary schoolteecher that is necessary for the schools in Trinided and Tobago today.
There is the question of the kind of curricullum that will best prepare these teechers
There is ds0 the quedion of the nature of the teaching practice experience that will best
prepare trainees to function in today’ s schools

Problems surfaced particularly with respect to the difficulty that trainees experience in
negotiating the theory/practice interface.  Perhgps trainees need to be given more
opportunities to become aware of therr bdiefs aout teaching and its contexts, and to
guestion these bdiefs in the light of ther new experiences. There is little reference in the
Teechas College curriculum document (except in the case of Language Arts) to
devdoping cgpadities in trainees for reflective action. In the dosence of any dHated
philosophicd orientation, there is ds0 no reference point for reflection, dthough the
concept of reflection on action (Schon, 1983) is embedded in the teaching practice as part
of the post-lesson conferences. A greater emphasis on reflective action, both reflection on
action and eflection in action (Schon, 1983) may hep to reduce some of the problems
being currently experienced with the theory/practice interface. It may dso hep to reduce
the intengty of complaints from severd quarters that the trainees tend to be deficent in
the area.of methodology.

43



The arrangements for school attachments for teaching practice dso need to be looked a
more caefully. It is difficult to underdand why doser links do not exig between
upervisng lecturers, cooperating teechers, and principds of cooperating schools.
Nether the College officids nor Minigry of Education daff have been adle to organise,
on a sudaned bads for the proper aticulation of the roles and functions of these various
stakeholders, and ther interaction in meaningful ways One would dso need to examine
the dructure of the attachment period in the schools. The current arangement of three
block periods does not seem to be the mogt efficient one, dthough trainees did report that
they had recaived some benefits from the exposure. If the trainees presence in a red
clasyoom is seen as essentid for the development of good practice, and given that the
neture of the primary school dassoom in Trinidad and Tobago today is changing rapidly,
then a longer schoal attachment, with properly trained cooperating teachers, would seem
to be amore viable option.

Is primary teacher education at the Teachers Colleges in Trinidad and Tobago making a
difference in the teaching abilities of tranees who underteke the two-year programme?
The evidence suggests that tranees do make some gains as they move through the
progranme. The further question that must be asked, though, is “At wha cods are these
gans made?” As presently condituted, there seems to be a heavy cost with respect to
tranees phydcd, mentd, and emotiond energy, and there is little evidence that these
high cogs are counterbaanced by superior outcomes. The quedtion of financid cost hes
not been conddered in this sub-sudy (see sub-dudy on “Codsts’ for this andyss) but
indications are that the effidency of the sydem can ds0 be queried on this bass
Perhgps, the time is right for the reenginering of the Teachers Coallege curricullum to
cater more efficently for the desired outcomes.

In the light of the findings of this study, the following recommendations are mede:

In order to sandardise teaching practice requirements, roles and responghilities
of the patnes mus be aticulaed and dealy communicated The fragile
inditutiona relationships between the Colleges and the recalving schools need to
be drengthened. There must be some formdised inter-inditutional agreement to
guide the nature of the paticipaion. Snce the college adminigrators, the
supenisng lecturers, and the cooperaing schools are dl partners in the practice
component of teacher training, there must be shared underdandings of individud
roles and responghilities The school atachment in the preparation of teachers is
assumed to be a no-cogt factor. True partnership, however, is a high-stakes
invesment where eech partner puts into the equation improvement drategies that
ae meaingful, with each patna shaing the regponghility for meaking the
improvements a redity. There must be the cregtion of new roles and role
relaionships that fully acknowledge the roles of the recalving schools and the
cooperating teechers. These changes require commitment, time and resources, and
new patterns of governance that rest on shared assumptionsabout teaching.

Criteria for the sdection of cooperating teachers mugt be indicated. There must be
formd recognition and preparation of cooperating teachers. Cooperating teechers



gould have professond certification and should be sdected bassd on
recommendations from princpas and school supervisors They should be given
additiond training through workshops/short courses on mentoring and  dinicd
upervison, after which they may be rferred to as  “expert” or “didinguished”
teachers Thee “diginguished” tesches will then foom a pod from which
cooperating teachers may be sdected as required.

There should be incentives for cooperating teecher's In order to encourage
teechers to continue ther professond devdopment, “didinguished” teechers
should be formdly recognised (eg., by upgrading or cetification), and those who
srve as cooperating teachers should be given a amdl dipend. In addition, such
schoolbased responsibility should be considered a criterion for promotion.

The dructure of the school atachment must be revisted. Trainee teachers need to
soend longer periods in the receiving schools and, so, other options for
restructuring the teeching practice should be explored. One option is to have
curriculum modules organisd in blocks, so that one term is devoted to teaching
practice. This would dlow dl trainees and supervisors to be out in the fidd at the
same time, enhancing the qudity of supervison as wdl as feedback. It is
proposed that al the stakeholders come together to work out the best arrangement
for the school atachment.

Asssment practices must be revisted.  The sysem of grading trainees from the
initid teaching practice sessons should be discontinued. The initid period should
provide tranees with the necessary support to improve ther practice, dlowing
opportunities for sdlf-assessment through persond reflections, as wdl as feedback

from supervisors and cooperating teachers.  There should be dear criteria for
assessment, and grading practices should be congstent.
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