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

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

This series of discussion papers has been created to provide an early opportunity to
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ABSTRACT

This dudy examined newly traned teacheas impact on and interaction with the
educationd sygem usng quditative methods, such as focus group interviews and
clasyoom obsarvations  The research questions were as follows what are experienced
teachers perceptions of the vaue of the present Teachers College programme;, how are
newly traned teachers sodidised into school working cultures, and what hgppens to the
knowledge and skills acquired at the Teachers College. In generd, it was found that the
Teachers College programme did not prepare them adequady for work in the school
sting.  Once they began work in ther firgt pod, ther main interest was surviving the
experience and doing what worked, so sometimes this led them to revert to traditiond
methods. Many hdd the belief that teachers were “born” rather than “made’. However,
despite these perceptions, it was possble to note the impact of traning in sysemdic
goproaches to leson planning, varied teaching dyles, and an informed professond
approach to the job. Many teachers expressed concern for the individud need of pupils
and encouraging different tdents in them, which could be patidly atributed to traning.
Ovedl, the paper condudes that traning had only a limited impact and many newly
traned teechers maintained bdiefs that they had held before they had entered training.



1. BACKGROUND

Research on beginning teachers and how they experience the process of beginning to
teech has focused on the prior bdiefs of beginning teachers, the teacher education
experience and the firg years of practice (Wideen, Mayer-Smith, & Moon, 1998). Most
of these dudies, however, have focused on pre-service teachers who enter teacher
education programns with no prior classoom experience and whose firs year as newly
qudified teachersisthar fird year in the dlassroom except for their teaching practice.

In Trinidad and Tobago this is not usudly the case. The recruitment and sdlection process
for primary schodl teachers in Trinidad and Tobago require applicants to possess at least
five passes a the Gened Catificate Examination (GCE) O-levd or Caribbean
Examinations Councal (CXC) examindions a the Generd Proficdency Levd, in & lesst
three subject groups mathematics, English language and a science subject. It is not
compulsory  for recruits to be professondly traned before they begin ther teaching
carers. In many indances, recruits are assgned to schools before having had the benefit
of professond teacher training. Over the lagt five to eight years therefore, mogt of the
teachers who entered Teachers College in Trinidad and Tobago would have hed & least
two years experience as assdant teachers a the primary school levd. In this sudy, dl
the newly qudified teechers had been in the cdlassoom as assgant teachers for a least
two years prior to being traned. They may have been given a short induction course,
placed with an experienced teecher or have been involved in the On the Job Traning
programme before going into the classroom.



2. RESEARCH QUESTIONS

This sudy looked a the impact on and the interaction with the educationd system of the
newly qudified teachers. The research quedtions were the fallowing:

Wha ae experienced teachers perceptions of the vaue of the present Teachers
College programme?

How are newly trained teachers sociaised into the school working culture?

What happens to the knowledge and skills acquired a the Teachers College?



3. METHODOLOGY

Newly qudified teachers were identified as those teachers who had graduated from the
Teaches Colleges in the last three years Eight such teachers were interviewed, sx
femdes and two mdes from five schoals in the eestern pat of the idand. The schools
were chosen because they were eadly accessble and incdluded both denominaiond and
government primary schools. There were two government schools, one Roman Cathalic,
one Hindu and one Mudim.

Three principas were interviewed and data were dso obtaned from a focus group
interview with prindpas Classoom obsavaion was dso caried out with seven
teachers, as the eighth teacher did not wish to be observed.



4. EXPERIENCED TEACHERS PERCEPTIONS OF THE VALUE
OF THE PRESENT TEACHERS COLLEGE PROGRAMMES.

Based on thar assessment of the peformance of the newly qudified teachers in ther
schools, principas had both postive and negetive perceptions of the Teechers College
programme. Mog of the principds had very podtive comments about the attitude of the
nemy qudified teachers to their work. They found them to be enthudadic, energetic,
hard working, committed, “willing to go the extramile’, asone principd put it:

The newly qualified teachers seem to want to put everything into what they do. That
is my view of the nemy qualified teacher. Fresh out of college they have all the
ideas, they want to get things done. They want to get a lot of things done

overnight...

Ancther had very complimentary remarks about the two newly trained teechers & his
school:

Mr. R.... was sent here in September so he has been with us just a few weeks from
September to November and he has demonstrated competence in all areas. He is
enthusiastic, bright, he is dynamic and | am very satisfied with the work he is
doing. The other newly trained teacher, she graduated from Teachers College in
1998 and therefore she has been teaching with us for more than a year. | am very
impressed. | am particularly impressed with the way she goes about her duties, the
relationship she has with the children and generally her teaching skills. In fact |
look at her as one of the bright starsin the teaching profession.

However, two of the principds in the focus group, while they agreed that the mgority of
the newly qudified teachers were podtive n their goproach, cited two exceptions to this
rule. Both teachers had taught in the secondary school prior to ther training and were
unhgppy with tharr placement & a primary school. Ther disstisfaction was seen in thar
lack of enthusasm and even frequent absenteeism in one case.

Apat from thar atitude to work the prindpas commented favourably on the newly
qudified teechers dtitude to and relationship with the children in thair dass:

She is a good teacher. She has that kind of attitude. She cares about the children
under her and to me that is one of the most important things. You could see the
caring about every child. Every child isimportant in her class.

In terms of teaching sKills, the principas found thet the newly qudified teachers were not
as wdl prepared as they expected. While the new teachers had the potentiad to be good
teechers they had some problems, which, in the principals view, pointed to the need for
the Teachers College to pay more attention to this area:



| think looking at teachers who have come out of college within the past couple of
years | would say methodology at college needs to be done more, in the areas of
maths and numeracy and literacy. | have detected a dant in that area where
teachers need a little more of that. They come to you, | wouldn’t say without any,
but without sufficient, as it were, methodologies...

The princpas fdt that the emphass in the Teechers College programme was on the
acquigtion of content knowledge to the detriment of methodology. One principd said:

| always fedl that a Teachers College should be a place where people will learn
how to teach. The methodology, that is important. | have discerned a marked
difference between the work that is done at Teachers College and the work that is
done by the curriculum facilitators as they come to the school. And therefore | say
there needs to be a greater concentration on methodology, how to teach the

particular subjects.

Another sad tha teachers come to the primary school from Teechers Coallege lacking
besc teaching methodologies and fdt thet this showed that “something is not right with
the teacher training”.

Yet despite the flaws, they recognise in the newly qudified teechers the pogtive impact
of whet they have learnt in the Teachers College with respect to curriculum ddlivery:

What | have also found with some of the new teachers on the positive side thereisa
tendency to use a lot of concrete ideas. | have seen one or two years ago in the
infant department, she used a lot of concrete material. Thisis a positive aspect of
teachers coming out of college.

Ancther principd fdt that the newly qudified teechers came out with an understanding
of the new gpproaches to the teaching of mahematics and language. She d<o fdt tha
based on ther teaching practice experience they continued to use chats and
meanipulatives to meke their lessons exciting.

Ancther principd noted a change in the inditution because of the influence of a newly
trained teacher who was implementing some of the new methods that he had learnt:

| have found that his delivery methods are really different, and | mean in a positive
way. When we were trying to implement the new language arts syllabus he was
very helpful because he had been exposed to it and there was a change in the
ingtitution because of his methods. We were able to change those big heavy
benches and have a setting that incorporated a kind of group work. He was
instrumental in getting the other teachersto do it aswell.

This was not the experience of dl princpds however. Ancther principad lamented the
fact that the newly qudified teechers did not mantan the kind of teaching that they
displayed on teaching practice:



What you see when teachers come to teaching practice and what you see when you
come out of collegeis[sic] two different things. At college they will go out of their
way a hundred miles to get their charts and everything necessary to gain that extra
mark. When they come out of college you don’t see that same kind of enthusiasmin
terms of their teaching, in terms of their preparation and in terms of their delivery.

One of the reasons put forward to account for this was the difference between what the
newly qudified teacherslearn a College and the redlity of the classroom Stuetion:

At times though some of the things, applying some of the psychology and some of
the methods they get for classroom control, the things they get from training
college, it [Sic] is not applicable to our situation lots of times...l get the impression
talking to the newly trained teachers that what they learn in college and what they
come here and find are entirely different.

Another reason put forward for newly qudified teechers not performing as they did on
teaching practice was the fact that most schools were strgpped for funds and could not
provide the necessary resources for the teachers to put into practice what they had learnt
inthe Teechers College. As areault, teachers got frustrated and fell back.

Principals fdt that as a generd rule the newly qudified teachers had the reguiste content
knowledge to ddiver the syllabus The only deficencies noted were in the core aress of
mathematics and language:

In the two teachersin question who have just come out of teachers' college | would
say | have not found any deficiencies except in the case of the mathematics that the
teacher mentioned to me. And | would not call that a deficiency. But in teachers
previous to these teachers | have found that their own language sometimes
indicated that we may have a population of young people who are leaving school
and eventually Teachers College with everything not strongly in place. Like for
example concord and sometimes spelling and sometimes the agreement of subject
and verb.

While the sample of principals was smdl and ther views of the Teaches College
programme were based by and large on the performance of the individud teschers who
came to their school, there was consensus on some issues. They noted some postive
outcomes of the traning experience, such as a pogtive atitude to work, a good
rlaionship with the children and some use of new methods However the generd feding
was that not enough atention was being paid to methodology and that too much time was
spent on content knowledge. They fdt that this should not be so, and that the function of
aTeachers College was to teach students how to teach.



5. THE SOCIALISATION OF NEWLY QUALIFIED TEACHERS
INTO THE SCHOOL WORKING CULTURE

The working culture of a schoal, like any other organisation may be defined in many
different ways. For example Ouchi (1981) defines working organisationd culture as dl
those symbols, ceremonies and myths that communicate the vaues and beiefs of that
organistion to its employees Robbins (1991) defines organisationd culture as a
common perception hed by the organistion's members, a sysem of shared meanings.
Mintzberg (1989)on the other hand, regards organisationa culture as a pettern of beliefs
and expectaions shared by the organistion's members which produce norms thet
powefully shgpe the behaviour of individuds and groups and which determines the way
things are done in the organisstion. The common thread that links dl these definitions is
the notion that organisaiond culture has a soddidng effect on the members of the
organisdtion through the shared bdigfs, myths norms, ceremonies tacit assumptions,
vaues and cusoms It is generdly accepted therefore, that socidisdtion is the manner in
which employess ae trandormed from organistiond outdders to paticipating and
effective group members. This concept is important for schools because the way teechers
ae asdgned and inducted into schools impacts Sgnificantly on the type of teacher they
become.

The newly trained teschers met a range of sodaisng forces from principas, teschers
dudents and the school environment.  The most common srategy used by principds to
induct the newly qudified teechers into the working culture of the school was a system of
mentoring. As a rule the newly qudified teecher would be atached to a senior teecher
who would monitor their teaching and provide assstance and support when needed. In
most cases the principd dso did some monitoring. One principa described the process in
her schoal:

| try asfar as possible to attach the newly trained teacher to a senior teacher who
isin a classroom nearby who would serve as a mentor asit were to them and help
them with lesson preparation, preparation of units of work, introduce them to all
the aspects of the tasks they have to carry out and listen to their lessons and also
have them listen to the senior teacher teach a lesson.

This principd did not use seniority aone as the cariterion for choosng her mentors but
observed the senior teechers dyle of teaching and chose those who would be the best
role modds. Other principds assigned the mentoring role to the heads of departments or
the viceprincipd. None of the prindpas provided any traning or additiond support for
these mentors to hep them carry out this function. Other members of & induding the
princpd, who were not spedificdly assigned to the newly qudified teechers dso
provided professond, emotiond and materiad support. This comment from one of the
newly trained teechers was echoed by a mgority of theinterviewees.



Oh my principal is very supportive, my colleagues are very supportive, if you are
not familiar with the content or something like that it is not a problem. You have a
number of people who are willing to assist you. And my principal she is very
open, she is willing to listen to the problems you are encountering. It is a very
open environment; we have a lot of support fromthe other teachers.

While the mgority of the teechers indicated that they received a grest ded of support
from their colleagues, this was not the case for dl of the teechers interviewed. One
reported thet she got no hep from her colleagues nor from the principd who was afrad
of offending the senior teechers

Well support here has not been very good. You do not get the support of the
senior staff as you should in terms of taking into consideration...l have a standard
five class and we have to correct all our compositions ourselves, nobody
volunteers. Nobody comes in to help you teach anything. It is just you are thrust
into a classroom and you have to deal with it as a younger teacher on staff. So |
would not say | have been helped much.

This lack of hep from colleagues was dtributed by another newly trained teacher to the
heavy workload of the primary school teecher. He said:

The principal gives a lot of support. But the staff relationship here is so busy.
Each teacher has so much responsibility that teacher socialisation is very very
hard.

Even one of the principas noted the difficulty in finding time for gtting and taking to the
newly qudified teachersto monitor their progress

Well in addition to the mentoring | believe that the teacher now coming out of
college needs time to sit with somebody and talk things over when problems arise.
The way things are structured at present within the school system there is not
much time for that except teaching time is taken.

The levd of materid support provided by both principd and colleegues for the newly
qudified teachers was less than the emotiond and professond support. The evidence
from both newly trained teechers and principals indicaied that in dmost dl schools little
or no materid resources or teaching aids were provided. Materia resources were limited
to very basc items such as markers, bristol board and in rare cases some books. The more
experienced teechers had grown accusomed to providing for themsdves mogt of the
materid resources and teaching aids needed to enhance ther classoom practice. The
newly qudified teachers quickly became aware of this gStudion. One newly trained
teacher reported that:

Well, we get markers and we have access to bristol board. But other basic things
like record books and forecast, they expect you to buy. | don’'t seewhy | should be



spending my money to buy notebooks for the record and forecast when they
require the record and forecast, and | don't find it very helpful to me.

In some ingances, the inadequate support both emotiond and materid from the principd
and other colleegues contributed to some newly qudified teachers being uncomfortable
and experiencing a low sense of efficacy. In a few cases the newly trained teechers
expressed the dedire to be transferred to other schools where they fdt they might derive
greater psychic rewards. One teacher expressed this sentiment in the following manner:

Eventually 1 will like to leave here maybe in a year or two. You don't get the
support and | really want to do it and sometimes you are bursting and you cannot
say. . .because people get offended.

The newly qudified teechers ae not only inducted into the manner in which the school
wants the curriculum ddivered but are dso introduced to the school’s expectations for
the teecher. This is done by making the rew teachers aware of the school’s policies with
repect to catan matters eg. discipling, dress and assambly. The principd or head of
department usudly assumes the responghility for doing this One principd makes her
expectations quite explicit:

| wish to just again to call my new teachers in before the termis out and speak
again about their manner of dress, of speech, of deportment, of themselves, how
they speak to the children. | just want to remind them that they are role models.

She dso pays alot of atention to team building and to the socid agpects that will help to
build a teem. The new teacher is made to fed welcome and other teechers make sure that
the new teecher knows how things operate in the school so0 tha she feds pat of the
inditution very soon.  Another principd mentioned that the promotion of daff
togetherness was a matter of policy a her school. She therefore sought to provide
opportunities for the Saff to get together socidly.

Ovedl, there was no dructured programme for the induction of newly qudified teachers
but rather an informd sysem of mentoring and hep from other teechers in deding with
soecific problems related to the syllabus, methodology or classoom management. Most
prindpas made themsdves avalable to the new teechers for advice and held regular
meetings with them to monitor ther progress and discuss syllabi, schemes of work and
record keeping.

The gaff ds0 contributed to the sodidisation of the new teecher by sharing information
about the way things were done in the school to make the new teacher fit in more quickly.
Principas dso ensured that the new teachers were made aware of the school’s policies
and expectations.
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6. THE USE MADE BY NEWLY QUALIFIED TEACHERSOF THE

KNOWLEDGE AND SKILLSACQUIRED AT THE TEACHERS
COLLEGE.

The newly qudified teechers were asked a variety of quedions about their dassoom
practice in order to dict from them whether they fdt tha the Teaches College
experience had been hdpful. They were adso asked whether, in ther fird years of
teeching, they drew upon any knowledge and skills they had acquired during their
traning programme. They were dso obsarved in the dassroom. The responses ranged
from those who sad that their training had not hdped them a dl, to those who fdt tha it
helped somewhat but not much, to those who fdt that it had helped a great ded. The
genera consensus was that the Teachers College programme was too academic, that the
content of some subjects was not relevant to the ontent taught in the primary school, and
mogt importantly, that they had not been exposad to enough methodology. However even
those who sad that their training had not helped much, when asked about specific aspects
of their practice acknowledged the input of the training course.

Cheryl was one such teecher.

Cheryl was teaching & a Roman Cahdlic girls primay school. At the time of the
interview and obsarvaion she was in her fird teem a the school. After leaving The
Teachers College she had spent ore year a another Roman Catholic primary schoal. She
hersdf was a Roman Cathalic. She was teaching Standard four in which the average age
of the dudent was ten. This was unusud as newly traned teechers were usudly given the
lower forms. Cheryl however had graduated from Teschers College with ten distinctions.
Despite her success she indicated that she did not think that the Teachers College
programme had affected her teeching in any dSgnificat way. Prior to atending College
Cheryl hed taught for three yearsin aprimary school:

To be perfectly honest, | think | was a much more enthusiastic teacher before |
went to College. But maybe | have benefited from some of the measures they have
taught us with regard to discipline and how to deliver your content, | can’'t say |
have benefited significantly or changed my methods vastly.

Ye she admits that she has tried to implement some of the things she learnt dthough she
questions how rdevant they arein the red life Stuation:

| think maybe | am more competent with regards to how | diagnose the children
and assess them and stuff like that. But what | did at College writing notes of
lessons for every lesson and so on. | no longer do that. That is just not very
practical.

As fa as methods were concerned she admitted that she had been trying to use the

gpproach to reading that she had been exposed to at College. She was sdlective however
in the aspects she chose to employ:
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Some of the reading methods are very helpful. But again like some of the things
like in composition, that although | find the writing process very helpful | can’t go
into as much detail asthey advocated in college. It’ s just not possible | don’t have
that kind of time to spare.

She reterated severd times that her teaching had not redly changed because of the
College experience and that "I just continued teaching the way | know how to before |
went to College'.

Concerning the content of the subject area courses, Cheryl found that some of the
materid covered was not relevant to the work done in the primary school. With reference
to the content of the language arts syllabus a College she expressad the view that while it
was useful to know how language evolved the details were not helpful:

But some of the things | don’t see how learning about phonemes and graphemes
and stuff is doing much to me right now, not really.

She dso indicated that some of the content that was taught was not ussful snce the
schools lacked the resources needed for teaching:

As| said some of the content isjust not relevant. And you know thingswith regard
to PE and stuff, they teach you all those things knowing well you don't have the
equipment and stuff to apply it when you come here.

Cheryl beieved tha she was dready a good teacher before she went to College and that
classroom experience is superior to the College experience:

| think | was a good teacher before | went to Training College. Maybe | have
learnt some things that | have applied along the way but | think teaching is...a
good teacher basically learns from her experience. | think had | stayed in class |
would have learnt just as much as | learnt from Training College. Because | am
not teaching the way | started when | first came to school. | think teaching is
practice and experience. And | think that iswhere | have got most of my learning
from, in the class.

Cheryl had a andl dass, only 14 sudents which she taught as a whole dass during the
lessons observed. The dasses were teacher-centred as the man teaching Strategy used
was expogtion by the teacher usang the chakboard, followed by teacher questioning of
the dudents Students were evduated ordly and in writing. Cheryl explaned that she
used a whole group drategy since the dass was andl and this fadilitated interaction,
During the three lessons observed a chart was used only once in a mahematics class,
Basad on the results of the lesson evduaions Cheyl fdt tha dl the lessons were
successful, as the students hed achieved the objectives st out, were dtentive and
responded well.

12



While Cheryl was an effective teacher her methods were traditional and did not reflect a
cregtive and innovaive gpproach to dudent learning which supported her own view that

her practice had not been sgnificantly changed by the Teachers College experience.

Shdini's experience was different from Cheryl's She had a very postive view of her
Teachers College programme and how it had helped her and was continuing to help her
teech more effectivdy. Shdini was teeching & a Hindu school. She hesdf was Indo-
Trinidadian and Hindu. She had graduated from Teachers College with Sx didinctions a
year before. Prior to entering College she had been teaching for three years. Like Cheryl
she too had been given a senior dass to teach, Standard Five, the deven year olds who
would be taking the Common Entrance examindion for entry into secondary school.
Snce leaving the Teachers College Shdini has dated a degree programme a the
universty as a part-time student.

Shdini sad that she had learnt alot a Teachers College, which had helped her become a
more effective and focused teecher:

W training for me, while there were some things that were not applicable, it did
a lot for me in terms of delivering the curriculum and actually getting methodsto
bring out what | want to teach. You become more focused. You know now
objectives what you wanted to achieve in each lesson. Well it has helped me
immensely in terms of time management, getting my point across in a specific time
frame, seeing about the readiness of the children, making sure they are ready for
the lesson.

Sdini do caedited the Teachas College with giving her <kills in  dassoom
management, assessment, record keeping and specific teaching skills such as questioning.
Regarding the content of the subject areas, Shdini found that the materid covered in the
College courses was very reevant to the work done in the primary school:

Yes. Especially in social studies, things that we covered on our social studies
gyllabus in College is[s¢] very relevant to Sandard five. So | have used that. In
terms of science the experiments like electricity what we did there, you bring it
back to the classroom because it is relevant. The materials, for comprehension,
all the comprehension skills, study skills. The writing process in comprehension
has been very effective.

The content, particularly the psychology component, was adso very hdpful to Shdini who
saw itsrelevance to every agpect of her teaching:

Where you might have dealt with a problem before, now after training and
dealing with the psychology aspect of everything, | think it brings a new
dimension to what I'm doing. | am able to deal with students in (sic) a more
individualistic level. | am getting through to themin that way. Now my teaching is

not more instruction anymore it is facilitating.

13



Ovedl, Shdini, unlike Cheryl, fdt that her teaching had improved Sgnificantly after
being exposed to the Teachers College programme:

[My teaching] has changed in terms of the way | approach the class. | am no
longer getting flustered about problems that arise. For every problemthat | have
seen so far | have been able to find a way to deal with it, a method. Even the
weakest child, there is some method that | have used from my training college
years to try to deal with the problem. Before training college, it would have been
getting flustered, calling the child, doing my way, not knowing the proper method
of doing it and the child still not understanding what | was doing. | had no
training in the processes and the psychology behind it.

Shdini’s dassoom wes a less traditiond one. Ingead of a whole dass approach, Shdini
vaied the draiegy according to the task. In a compodtion dass she darted with a whole
class drategy where she dicited from the students idess to develop the compostion and
showed them how to deveop thexe idess. Then she waked around monitoring and
helping individud dudents as they wrote their compogtions. In a comprehenson lesson
she used smdl groups as wel as a whole dass group usng handouts and a variety of
activities such as quedtioning, reading doud, writing ansvers to quedions, doing
exercises in the workbook.

Shdini’s cdasses were sudent-centred. Rather than being the transmitter of knowledge
Sdini tried to involve the dudents in generaing idees and building on ther own
experiences. She tried to goply some of the new methods and gpproaches that she had
been exposad to a College and was dealy usang dl the knowledge and skills acquired
during traning.

Gender did not seem to be a factor in the newly qudified teachers perception of the
vadue of the knowledge and skills acquired a the Teachers College and the use they
meade of these dnce leaving College. The two mde teechers in the sample, like the femde
teachers, hed different views.

Ray fdt that he had ganed a greet ded from Teachers College which was useful to him
in doing his job. He dngled out the methodology, paticulaly in the core aess of
meathematics and English:

[My teaching has changed] in terms of the different methods in some of the
subject areas | have been using, especially maths and the reading. | have learnt
more in terms of the reading...Now | have gone to College because of the
lecturers | know how to do like Direct Reading Approach, Direct Reading and
Thinking Approach and the Language Experience Approach. So all these things |
have learnt have prepared me for the classroom.

He dso indicated that he had benefited from leaning to use pedific drategies for

deivering indruction more effectivdly such as how to get children's dtention and to
interest and excite them by the way in which the content was presented. Like dl the
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teechers he sangled out the psychology leamnt & College as hdping him to undersand
children better.

Ray ds0 fdt that the College experience was extremdy vduable for the opportunity it
presented for interaction with other students and with the lecturers:

Well, interacting with other teachers. | think that was very [good]. You krow you

getting different ideas, really the socialisation, and you know there are some
lecturerswill inspire you to do good.

In spite of his pogtive experiences, however, there were some drawbacks, which were
related to the lack of resources a the College This impacted on the qudity of the

preparation which the teachers recaved:

| guess the problem with the College in terms of the resource materials they don’'t
have enough in terms of finance to give you the resource material. For example |
was doing educational technology at the College and you will find we are
supposed to be dealing with computers. But the thing is there were computers but
they were not working. So that is why also in terms of them providing the
resources for you to be properly trained as a teacher...that was lacking, the
resources, the materials.

Ray's dassoom teaching reflected his pogtive dtitude. In a Standard One dass he
aroused dudents interest by the way he introduced the gtory, diciting from the students
their own experiences of birthday parties Students were exposed to a variety of activities,
they ligened to the story then answered quedtions, sang the birthday song and wrote ther
own dory. The dass was smdl s0 the activities were done as whole dass activities He
used cutouts as teeching ads in this lesson and sentence drips in another lesson on
grammar. It was dear that he was trying to implement some of the things he hed learnt at
College and was having success.

Imran, unlike Ray did not fed that College had heped his teaching. Like Cheryl, Imran
seemed to fed that he was as good a teacher before he went to College as when he [eft.
Paticulaly in the aea of methodology he fdt tha the College had not heped. When
asked if he was helped in teaching by what he had been exposed to in College he sad:

Wl as far as lessons go what | learn from College, | find that is like totally the

opposite. | don’t think College actually help me with actually teaching the
lessons. You know the lesson planning, the objectives...when | was teaching
[before] it wasn't say written down but | knew what | was doing.

Imran seems to fed like Cheryl that teachers are born not made. He feds that he was
destined to teach.

Because | had loved this thing [teaching] from the first day | started. | had the
lovefor it and to me | did it with a certain amount of dass.
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He dso fdt that the academic content of mogt of the subject areas was not rdevant to
teaching in the primary school and recommends that the content be cut down and more
time dlotted to methodology, different ways of putting things across to children. Like
others he dso fdt that many of the recommended drategies did not work in the red world
of the classoom. He gave the example of classoom control where the suggestions made
by the College lecturers did not work with the children in hisdass.

There were some podtive aspects however. Like most teachers he found the psychology
courses useful in hdping him to ded with children’'s individud differences and meking
him more aware of the relationship that the teacher should have with the sudents Yet he
qudifies this by saying that he was dways conscious of these things even before coming
to College. Overdl, Imran does not fed tha his teaching has been affected in any red

way by his College preparation.

Imran used a whole class gpproach and traditiond teaching aids, blackboard and chalk,
during the dass which was obsarved. The physcd fadlities were not conducive to
individual or group work snce he was in an extremdy smdl and cramped classroom,
which did not adlow the teacher to move around the class. However, Imran got around
this by having students come up to the teachers table where he dedt with them on an
individud bags. His concern for his sudents was evident and the dass was an effective
one where the dudents showed evidence of having grasped a difficult mathematica
concept for seven year olds.
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7. DISCUSSION

In the mgority of cases, the newly qudified teachers in this study reported varying
degrees of saidaction or disstidaction with the programme offered a the training
college in terms of its rdevance and usefulness for the primary schools in Trinided and
Tobago. For example, dl teachers reported that the foundation subjects (psychology,
sociology and philosophy) were very beneficd. In dl indances participants expressed
the view that they were now better able to underdand thar dudents than before ther
College experience. They dso indicated that they were better equipped to ded not only
with ther colleagues on a professond bass but more petinently with many of the
learning difficulties of ther dudents A newly trained teecher, expressng the views of
most participants, reported that:

| fed my role has expanded. Even though | may have been a good friend to the
students before, now | am able to seeit in a different light. Where you might have
dealt with a problem before, now after training, and dealing with the psychology
aspect of everything, | fed it brings a new dimension into what | amdoing. | am
able to deal with students in a more individualistic level. | am getting through to
themin that way.

Ancther teacher indicated a number of areas which helped her to ded with her students
more effectively.

Ok the Ed classes, psychology and sociology of education those classes helped as
well as my physical education... It helps you understand children, it helps you
adjust how you think and behave towards the children.

In spite of thelr perception that not enough emphass was given to methodology, teechers
gave examples of what they had learnt which was hdpful, and these were rdated to
methods, teaching drategies curriculum ddivery and dassoom management. Some
teachers focused on specific teaching skills which they had added to their repertoire such
& leson planning, introducing a lesson, quedioning, giving examples, deveoping
concepts, and correction draegies. Others indicated tha they 4ill used resource
materids, such as charts, which they had made at Collegein their classes.

Specific subject areas were cited where the work done in college influenced how they
taught the subject. Severd teachers mentioned the agpproach to reading and writing.
Another indicated that she was heped in dl aess in stence because the process
goproach that she was exposad to is what she needed to bring out the processes in the
cdassoom. In socid dudies she has leant that teaching the subject requires usng maps
and other goparatus indead of giving notes. Two teachers cited the area of measurement
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and evduation, which heped them in assessing the sudents as wel as in condructing
ther tedts.

With respect to the teaching methods leant & the training college the newly qudified
teechers varied somewha in their assessment of the qudity and applicability of those
methods. On the one hand, mogt paticipants fdt that their indructiond practice hed
benefited in terms of their ability to prepare and ddiver the curriculum. This aspect of the
nevy qudified teachers professona competence was corroborated through the
observationd phase of data collection. Through the dassoom obsarvations it was cear
that many areas induding curricullum planning, ddivery, and assessment were postively
impacted by the training methods to which the newly qudified teachers were exposed.
Smilarly, the manner of ther interaction both a the teacher-teacher and the teacher-
Sudent levels suggested some measure of interndisation of the skills concepts, theories
and conmpetencies leant & the traning college.  For ingance, a newly trained teacher
Sated that:

Before | |eft for training college | did not fedl | was as effective in the classroom
as | amnow. | did not get any help in terms of teaching methods from looking at
senior teachers teach and all that. | did not agree with what most of them were
doing anyway. Then, going to training college | realised that there are methods
and ways of doing things.

One condant theme was the difficulty in applying what they had been taught in College
to the red life gtuaion. The newly qudified teachers found that they had to modify whet
they had learnt in College to cope with the dassroom redity. They found that there were
condraints of time, resources and even of parents who did not underdand what they were
trying to do:

We don’t have the resources to do the things that we are taught...So what you are
taught there you cannot really apply all the things here unless you decide to go
and get yourself in expense and that is a personal thing.

More than one teacher fdt tha children did not respond to the dternative methods
suggested for dassoom control and discipline in the College and went back to more
traditiond methods. Another fdt that the College lecturers were too removed from the
dasyoom gtuation:

| think some of those lecturers need to come and spend some time in a primary
school classroom and see what it isreally like and then try to apply what they are
telling you and see if it is feasble. Because some of the things are not practical.

And a lot of the things they teach you at college | am not sure if it helps you to be
a mor e effective teacher.

The issue of College teechers &hility to demondrate by ther own practice, that the
methods they advocated could work, was echoed by more than one teacher.
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What | would like to see being done is the lecturers actually bringing in classes to
the school and showing us exactly how to handle the situations and not just one

day, over a period of time. Don’t just preach it, show us what could be done.

The rdevance of the subject maiter content of the academic subjects was dso questioned.
It was fdt that the in-depth trestment of some areas was more rdevant to teaching in the
secondary school and thet the time spent on these topics could have been devoted insteed
to the professond component of ther traning.

Ancther teecher expressed the view that the College experience was somewhat
disgppointing because of the emphasis on subject maiter content:

Going to Callege for me was like going back to schooal. It wasn't so much about
learning how to teach children. It was about learning things that | fed didn’t
have...wasn't that relevant to what we teaching in the primary school. Now if it
was secondary school you were training for | probably would see the relevance.

This feding of the teachers that much of the academic content of ther Teechers College
programme was not relevant may account for the fact that for some teachers it was a
question of learning the content to pass exams and then having no further usefor it:

And like | said the focus was on passing exams rather than becoming a better
teacher. We may have been equipped with the tools but after being so frustrated
and being relieved that you were over with College you tended to burn those tools
and not use them.

Some teachers did not even master the content:

Science was one of the most difficult subjects in Training College for me. | never
like[sic] science. Some of it | really did not even understand.

| just remember having this bulk of notes to learn and to go through and | am not
sure how much of it | am actually applying right now.

The teachers were divided in thar assessment of whether the knowledge and skills
acquired a the College were hdping them n their teaching in the dassoom. Of the eght
teechers, three were very postive that the knowledge acquired was helping them to teach
more effectively, to reae better to thar dudents and to fed more confident of
themsdves as teechers. They were dso aware that they had changed in the way they dedt
with problems bringing to bear the knowledge acquired a College to find solutions

The other five, while acknowledging that some of what they hed leant was hdpful, fet
that overdl thar teaching hed not changed sgnificantly because of the Training College
expeaience. One of thexe teechers fdt that she was doing now exactly what she did
before going to College. For her nothing has changed. She feds that she was dready a
teacher prior to entering College and that she feds the same way now. The mogt that she
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has ganed from College is “the bit of knowledge’. This was ds0 the view of another
teacher who fdt that prior to going to College he dready knew what he was doing in the
classoom but that College jugt put it in more theoreticd terms. He dso fdt that wha he
had leant & College was manly subject matter knowledge, which was not rlevant to
what was taught & primary leve.

In generd, newly qudified teechers fdt that the Teachers College programme did not
prepae them adequately for work in the school setting. They were aware of the
incongruity between ther College experiences, induding teaching practice, and the
cdassoom redity. In such a gStuation they focused on survivd draegies and in many
caxs replaced the recommended drategies they had learnt with practicad solutions thet
provided results. They became more concerned with classoom management and control
and in some cases reverted to traditiona methods of achieving this.

There was a sense among these new teachers that the cdassroom Stuation provided the
most vauable knowledge dbout teeching and that the lessons of experience were
privileged over the theoreticd knowledge provided by the Teaches College This
resoneted with the prior bdiefs of some of the teachers who seemed to fed that teechers
were born not made and that good teachers improved their techniques by being in the
cdassoom. For such teechers the College experience was not seen as changing ther
practice Sgnificantly.

Despite the perception of the newly qudified teechers that ther teaching had not been
dgnificantly changed by the College experience, the evidence, both from the interviews
and the cdassoom observations, seemed to indicate that through the professond traning
recaived by the newly qudified teechers ovewhdming benfits flowed to the schools.
These bendfits were demondrated through the newly trained teechers concern for proper
lesson planning, proper and sysemdic devdopment of the curriculum, concen for
dudents varying leamning syles and, therefore, the need to focus on different forms of
assessment. This levd of consciousness gppeared to have been kindled a the training
college, even though some teachers did not fully implement dl the necessay drategies
For example, many teachers did not take too kindly to having to prepare lesson plans on a
daly bess They were nevethdess very constious of their obligations to plan ther
lessons even if those plans were not in a very ddaled form.  Also, dl newly trained
teachers were vary much aware of the individud differences among dudents They were
conscious of the necessty to treat eech dudent as an individud bearing in mind the
notion of multiple intdligences and ther obligations to develop each sudent to hisher
full potentid.

The findings ae Imilar to findings of other research sudies on pre-service teachers
which suggest that beginning teechers lean to teech during their fird year in the
classoom and thet their growth as teechers had little to do with the knowledge given
them in ther teecher educaion programme (Hallingsworth, 1993 #213 cited in (Wideen
et d., 1998)).
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The findings dso suggest that teecher educaion programmes do little to change the prior
bdliefs of mogt teachers who fed that what is learnt while it seems feasble often does not
work in the dassoom. However there were teechers within the sample who fdt that they
had changed and so the chdlenge is to find out which aspects of the teacher education

programme makes the mog difference in the continuing development and the practice of
the beginning teacher.
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