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ABSTRACT

This pagper condgders the characteridics, images, experiences and expectations of primary
teecher trainees in Trinidad and Tobago. It draws on daa collected from a survey of one
cohort of tranees in training, and quditetive interviews with a baanced sample sdected
from that group. It notes from a review of research in this fidd that trainees prior
knowledge is often ignored by traners despite the fact thet it can have a dgnificat
impact on pergpectives on teaching. Certain key metgphors for making sense of teaching
emeged. They were “teechers as respongble for everything’, “teaching as on€'s life’,
“teaching as caring’, and “teachers as exparts’. The origins and undergandings of these
metaphors are then explored in depth in the pgper.  In the condudon, the implications of
these findings are consdered in relaion to the teacher education curriculum and the chief
recommendetion is that there is a need to engage more with views of teaching thet
tranees bring to training and perhaps a need to redtructure teecher education to give it
more of a devdopmenta focus by giving more atention to in-service once trainees begin
teaching.



CHAPTER 1

BACKGROUND TO THE STUDY

11 Introduction

Candidates come to programs of teacher education with persona beliefs
about classrooms and pupils and images of themsdves as teachers. For
the most part, these prior beliefs and images are associated with a
candidate's biography: his or her experiences in classrooms,
relationships with teachers and other authority figures, recollections of
how it fet to be a pupil in dassrooms.... The persond bdiefs and
images that preservice candidates bring to programs of teacher
education usudly remain inflexible. (Kagan, 1992, p. 154)

Concern for the percaived lack of impact of teecher education programmes has continued
to fud interest in research on teacher identity. Weingtein (1989) refers to case dudies by
Crow (1987) which “have indicated that teacher candidaies enter teacher education
programs with a wel edablished ‘teecher role identity’ (TRI) based on memories of
previous teachers, former teaching experiences, and childhood events’ (p. 53). Bullough
(1991) suggedts that “teacher educators typicdly ignore the novices prior knowledge
about teaching and indteed gpproach the task of teacher socidization and development as
though the beginner were a tabula rasa’ (p. 43). Knowles and Holt-Reynolds (1991)

assart that:

It is this very ‘agpprenticeship of observation’ that makes the
preparation of teachers so different from the preparation of
professonds in other fields. Lawyers, architects, physicians, and
others have not been immersed in their future professions before they
enter professona schools. For the most part, they have little or no
persona history with reference to these professions to bring to their
forma study. The influence of twelve years or more of observing and
participating--often successfully--in *status quo’ school and university
classrooms introduces a tension unique to teacher education. (p. 88)

Therefore, teacher tranees bdieve tha they have a good understanding of the work they
will eventudly carry out in classooms (Clark, 1988), and the choices they make about
how they behave as teechers are heavily influenced by their bdiefs Knowles & Hoalt-
Reynolds (1991). Teacher trainees thus come to the teachers college with a wel-
devdoped sense of identity of themsdves as teachers and one of the mgor chalenges
faong teecher educators is how to access these beliefs and perspectives. Maxson and
Snddar (1998) suggest that sudents may use their bdiefs to make sense of programme
offerings while teacher educaors may Smultaneoudy atempt to mould the Students
images into the theoretica shape desired by a specific programme.



Two of the mgor components of an effective teacher education programme are knowing
what to teach (content) and how to teach it (pedagogy). In Trinidad and Tobago, teecher
education curricula, for the mogt part, tend to focus on the inculcation of subject content
knowledge and teaching methods. Although courses are offered in the foundations of
education, emphads seams to lie mainly in the psychology of educetion, in ways thet link
up with teaching methods (QuaminaAiygina et d., 1998). Thus tranees have less
opportunity to explore philosophicd and sociological issues about teaching and learning
that are petinet to the locd context and which can impact on their previoudy-hdd
nations of what teachers do and the reasons for teachers actions. Fietig (1998) agrees
that prospective teachers need to master the subject maiter they will teach and to develop
ills in udng a varietly of indructiond methods however, she ingds that they dso need
a thorough grounding in socdd and psychologica foundaions if they ae to work
effectivdy in thar dassrooms, schools, and communities.

By lagdy ignoring the citicd and reflective dance that philosophy and  sociology
entalls, teacher trainees in ther courses a the teachers colleges, may not get much of a
chance to interrogate or confront their own, perhaps unconscioudy hed, ideas about
teeching. A possble reason for the goparent lack of impact of teacher training might be
the rductance of the traning inditution to condder criticd dements in the trainees
biogrephy. Teacher tranees lean a great ded in college about subject content and
teeching methods, yet tha knowledge must be incorporated into their previoudy hed
schemas about teaching. Weber and Mitchell (1995) suggest that:

..beginning teachers inevitably pick and choose wha they will
respond to in teacher education. Drawing on their past experience,
they seek first and foremost confirmation of what they assume to be
true about themselves as teachers and about teaching. When these
views prove to be faulty, as they often do during student teaching,
beginning teachers mugt find a way to adjust to the Stuation, to make
what Lacey (1977) labeled an ‘interndized adjusment’ by usng
vaious coping drategies amed ether a  sdf-preservation
(Rosenholtz, 1989), or at reframing the Situation. (p. 30)

Therefore, if an atempt is not made to ddiberady examine tranees previoudy hdd
schemas about teaching, it is possble that the new knowledge may not be srong enough
to preval over previoudy hed bdiefs It may dso complicate and confuse the notion of
teaching for the trainee.

Bullough (1991) suggedts thet if sudent teachers lack a dear conception of themsdves as

teechers, then it is difficult to critique the context of schooling. For example, the pressure
on a newly traned teecher to comply may lead to the conscious neglect of recent

knowledge ganed a college A dear conception of being a teacher can only surface
when a tranee is ddiberady led into sdf-examingion about ther ealy bdiefs and
philosophies, dongsde sociologica and other assumptions about teeching.

Work on teacher identity, then, has come to the fore in recent years as a crucid dement
in the training of teechers. It represents an atempt to transform the nature of schooling,



through an examination of the idess of teaching and learning that teachers possess
Although every year teachers ae traned in child-centred pedagogies and humeanigic
ways of teaching and learning, the face of schooling remains largely unchanged. As ye,
ressarch on teecher identity is more evident in reports coming from indudridised
countries. The present dudy is an exploratory sudy of aspects of teacher identity in one
cohort & the teechers colleges in Trinidad and Tobago. It will dso describe the mgor
characterigtics of the student teachers in this cohort, as representatives of who becomes a
teacher in Trinidad and Tobago.

1.2  TheConcept of Teacher Identity

Teacher identity has been used in research (Bdl & Goodson, 1985; Nias 1989) to
decribe how teachers seem to underdand themsdves as teachers. The importance of this
concept for research on teaching is captured by Ball and Goodson (1985), who argue that
“The ways in which teachers achieve, maintain, and develop their identity, thelr sense of
«f, in and through a caresr, are of vitd dgnificance in undersanding the actions and
commitments of teechers in their work” (p. 18). They dso refer to Bdl's (1972) ussful
separation of the situated from the substantive identity:

...a separation that is between a malleable presentation of sdf that
differs and dters according to the specific definition of the Stuation and
a more stable, core sdlf perception that is fundamenta to the ways that
individuas think about themsdlves. (p. 18)

In this underganding, the subgtantive or core sHf is thought to be dose to the true nature
of the person, or the typica characteridics and persondity exhibited by tha person. In
the language of symbalic interaction, it is the me It is the sdf that persons digolay when
they are comfortable, a ease, and not perpetudly engaged in impresson management.
The gtuated sdf, dso cdled the |1, is the sdf that dters and differs in its presentation of
itsdf, according to context and Stuation. Symbolic interactionists look on this aspect of
«df as the social sdf, that s, it takes its cues from the larger socid group about how the
df should be presented in particular instances.

While the teem has been loosdy used by researchers, there seems to be consensus
(Cdderhead, 1987; Weber & Mitchdl, 1995) that the components of teacher identity may

be the images, experiences, and expectations that teachers have had and continue to have
about teeching.

1.2.1 Images

Weber and Mitchdl (1995) say that: “Images are condructed and interpreted in atempts
to make sense of human experience and to communicate that sense to others. Images in
tun become pat of human experience, and ae thus subject to recondructions and
reinterpretations’ (p. 21). Images are an important component of one's biography and,



thus, in the condruction of teecher identity (Kechtermans, 1993). In addition to ther
persond biographies, Britzman (1986) notes that teachers o bring to their work:

Ther implicit indtitutional biographies — the cumulative experience of
schoal lives — which, in turn, inform their knowledge of the student’s
world, of school dructure, and of curriculum. All this contributes to
well-worn and commonsensical images of the teacher’ swork and serves
asthe frame of reference for prospective teachers sdlf images. (Cited in
Weber & Mitchdl, 1995, p. 9)

Conndly and Clandinin (1988) expand on the notion of image:

By image we mean something within our experience, embodied in us as persons and
expressed and enacted in our practices and actions. Situations cdl forth our images from
our narratives of experience, and these images are available to us as guides to further
action. An image reaches into the past, gathering up experientid threads meaningfully
connected to the present. And it reaches intentiondly into the future and creates new
meaningfully connected threads as dtuations are experienced and new Situations
anticipated from the perspective of the image. Thus, images are part of our padt, caled
forth by stuations in which we act in the present, and are guides to our future. Images as
they are embedded in us entail emotion, mordity and aesthetics. (p. 60).

Therefore, memories of schooling as dudents, as wel as in thar own ealy teaching
caears, hdp tranees to build images about teaching, learning, children, and schooling
gengdly. Images as Weber and Mitchdl, and Conndly and Clandinin say, are largdy
conjured from experiences. Teachers would have had experiences of teeching as students
in school; during ther tenure as untrained teechers, in the case of Trinided and Tobago;
in the time spent a the teechers college; and as trained teachers. Teechers, then, have
accumulated a wedth of images of teaching in ther lives to guide the formation of a
wadl-devel oped teacher identity.

This sense of identity of themsdves mud, necessaily, have a large idiosyncratic
component. There is an agpect to the deveopment of a teacher's identity that is
essentidly unknowable and has to do with agency and persond condructs generated from
one's unique hiography. Extended phenomenological interviews and methods employing
narrative inquiry are ways of trying to penetrate this aspect of teacher identity. Weber
and Mitchdl assart tha “Images exet thar generdive power largdy through their
fundamentd role in metgphor” (p. 21), and Dickmeyer (1989) and Munby (1986),
indicate tha an andyds of metaphors shows that teachers themsdves use to describe
their thinking about their work can lead to a better understanding of teacher idertity.

1.2.2 Metaphors

Dickmeyer (1989) describes metgphor as “a characterisstion of a phenomenon in
familir tems To be effective in promoting underdanding of the phenomenon in
quegtion, the ‘familiar teems must be graphic, visble and physcd in our scde of the
world” (p. 151). Metagphors include images and represent a coherent framework that has
been devised to underdand certain phenomena in a meaningful way. Thinking about



schoaling, for example, in terms of inputs, processes, and outputs helps to conjure up
images that spesk to notions of efficiency, accountability, and cost effectiveness. In
teecher education, when the metaphor of child-centred pedagogy is invoked, images that
dtuate the child a the focus of teachinglearning experiences are evoked. Metaphors
represent a linguidic shorthand method of describing what is desired through evoking
images that trangmit the meening dearly. Bullough (1991) noted that trainee teachers
used persondly meaningful metaphors for ther work such as teaching as mothering,
teacher as husbandman of the young, and teacher as devil’s advocate The reasons for
these particular metaphors were rooted in their biographica experience.

Ressarchers have commented on the powerful ways in which metgphors can portray
complex meanings with economy (Bowers, 1980; Bullough, 1991, Provenzo e d, 1989;
Weber & Mitchdl, 1995). Provenzo e d (1988) say that “Metgohor dlows the
understanding an individud dready possesses to contribute to the interpretation of
experience for which present understanding and descriptions are inadequate” (p .555). On
the other hand, when, over time, metgphors become ossified, haf d the metgphor may be
lost and what remains comesto be interpreted asredlity rather than image:

A metgphor is only dive when there is a redlization of dudity of meaning. When there is
no awareness of such dudity, when the metaphor comes to be taken literdly, so that
schools do have an output, that man is a mechanism, we are dealing with a dead or
hidden metaphor (Taylor, cited in Weber & Mitchell, 1995, p. 24).

1.2.3 Cultural Myths

While persond tesching metgphors may be indructive in hdping individud teschers to
better underdand ther practice, metgphors in common use in a society can dso be
unearthed to hdp traness better underdand the images they habitudly employ in
thinking about teaching. Britzman (1986) goes further and suggests that cultural myths
occur a the sodetd and inditutional levels and they may dso inform a tranegs
perspective on teaching. She destribes cultura myths as “... a st of ided images
definitions,  judifications and measures for thought and activity, [which] sudan a
naurdized view of the redity it seeks to encode’ (p. 448). Some of the myths she
decondructs in her aticle refer to the acceptance of the teacher's control of the
classsoom, the teecher as knowledge expert, and tha teachers are born and not made.
According to Britzman, myths about teeching are not necessaily negative or untrue, but
“ae culturdly provided ways of seeng the teache’s world, and guiddines for
interpreting the teacher’ s ance’ (p. 452).

An examingion of Britzman's myths shows that she dludes to them as images and dso
phrases them as metgphors, for example, teacher as controller. Myths, images and
metaphors are thus dosdy layered and it may be difficult to unpack them precisdy. For
the purposes of this andyds culturd myths ae regarded as emanding a the societd
and/or inditutiond levd and metagphors are viewed as representations of images
generated from experiences



The importance of this study of the characteridics, images, experiences, and expectations
of primary student teechers in Trinidad and Tobago lies in the acceptance of the notion
that “It is these persond theories and bdiefs often primarily the result of previous
engagement in the processes of learning, of being in dassrooms, and of thinking about
teaching and teachers, that form the bases for many practices in classsooms’ (Knowles &
Holt-Reynolds, 1991, p. 95). If the student teachers generate ther beiefs about “good”
teeching from ther own experiences then it is necessxy for educators to carefully
examine these bdiefs in order to “begin to underdand and thus more directly influence
how persond higories hdp to shepe the condudons that pre-service teachers reach as
they participate in the forma sudy of teeching” (Knowles & Holt-Reynolds, p. 87).

1.3  Focusof the Study

This sudy was undertaken to provide some indghts into the characteridtics, images,
experiences, and expectations of dudent teachers in Trinidad and Tobago, so tha
educators can provide progranmes which take cognissnce of these qudities in the
atempt to prepare these tranees wdl for their work in primary school dassooms. The
gpecific research questions pursued in the sudy were asfollows:

Who are recruited to be primary teacher traineesin Trinidad and Tobago?

What do beginning teachers bring with them in terms of professond images
experiences and expectations?

What are the implications of these images, experiences and expectations for the
content and organisation of the programmes a the teachers codlleges in the
attempt to produce quality teachers for the primary school sysem?

The remainder of the report is divided into the following sections Chapter 2 describes the
methodology adopted in the sudy; Chapter 3 presents data on the biographica
Characteridics of trainees who entered the teachers colleges during 1995-1998; Chapter
4 is a destription and andyss of the views of the 1998 cohort of trainees on thelr own
schoaling, teachers, and teaching, leading to a discusson on teacher identity; Chapter 5
presents a more focused investigetion of teacher identity with a smdl group of the 1998
cohort of teacher trainees, and Chapter 6 presents the summary and discussion.



CHAPTER 2

METHODOLOGY

21  Methodology

This dudy was executed in three phases and three different data-collection techniques
were employed.

One phase of the sudy sought to determine the entry characteridics of tranees who
began their course of dudy a the two teachers colleges during the period 1995-1998.
Daa for this phase were obtained by examining the persond files of tranees which are
kept at the colleges. A data-collecting sheet was devised and the appropriate information
from each file was coded and entered directly on these sheats The characteridtics
examined included age, gender, maritd datus, previous school-type taught a, length of
sarvice prior to entry and academic qudifications.

Ancther phase involved the collection of survey data by meens of a quesionnare. The
questionnaire conased of four parts Part A dicited basc biogrgphic information; Part B
sought detailed information on tranees educaion; Pat C sought tranees views of
teeching, teecher training, and schools and Pat D was desgned to gather information
which would lead to an underdanding of teacher identity. Pat D was the only section
with a fully openrended item format; mogt other items were in the form of checkligs or
Liket scdes. The entire entering cohort in both colleges in 1998 was targeted in the
questionnaire data collection procedure.

The third phase of the dudy involved smdl group work. The sample for this phase
conssted of 16 voluntears from the two Government Teachers Colleges in Trinided and
Tobago - eght from Corinth Teachers College and eght from Vdsayn Teachers
College - who had entered college in 1998. These volunteers were sourced by personnd
a the teechers colleges on the bags of their willingness and ther availability to be a part
of the dudy. The sample conssted of 7 femaes and 9mades, representing the two mgor
ethnic groupings of people of African descent and Eagt Indian descent in the country.

These 16 trainees fird responded to the survey questionnaire described above.  Further
data was collected from them through autobiogrgphies, focus group interviews, and one-
on-one interviews. Quedionnaires were adminisered during October-November, 1998.
Autobiographies were written by December 1998. Focus group interviews were
conducted in April 1999 and semi-dructured, one-ontone interviews were conducted in
April 2000. With this long time period over which data were collected, it was hoped thet
it would be posshle to deect any shifts in tranees views as they experienced the
teachers college curriculum.



The technique of usng autobiogrgphies, coupled with focus group interviews and one-on
one interviews was deemed to be agppropriate for this sudy. Knowles (1993) expounds
the vdue o life-higory accounts, coupled with extended conversations about the
Subgtance of these accounts, as a means of illuminating the pre-service teacher's persond
perspectives about teaching, classrooms, schools and education.

The 16 volunteers were asked to prepare autobiogrgphies, detaling their educationd
experiences from childhood through secondary school and up to the present time. The
intention was to cgpture some of the tranees images of teaching, schooling and teachers
through this medium. Focus group interviews with groups of 3-4 trainees, were
conducted to probe further some of the issues that were identified in the questionnare
responses and in the autobiographies as being of importance to the sample under study.
Further probing was done in the one-ontone sami-dructured interviews one year later.
Theinterviews were dl audio-taped and later transcribed.

Quantitative data generated was subjected to datisicd anadysis using the SPSS program.
Quditative data generated was anadysed and coded and emergent themes were noted.
Attempts were made to generate thick descriptions in response to the man research
questions.



CHAPTER 3

CHARACTERISTICS OF ENTERING TRAINEES

31 Introduction

This component of the gudy sought to determine the entry characterigtics of trainees who
began ther course of sudy a the two Teachers Colleges in Trinided and Tobego:
Vasayn Teechers College and Corinth Teachers College, during the period 1995-1998.

Each college hes its own forma for kegping sudent data with the result that dightly
different data sets are kept. For example, Vdsayn Teachers College requires trainees to
submit a photogrgph for indudon in therr files while no such requirement exids a
Carinth. Also, the Corinth files contained no informaion about the years in which
tranees obtaned thar various CXC/GCE O-levd qudifications while this information
was avalable & Vdsayn. Further, paticulaly in the earlier years, the Corinth files
contained no information on whether or not entering trainees had taken pat in the On-
the-Job (OJT) pre-traning progranme offered by the Minisry of Education, but the
Vdsayn files contained thisinformation.

Data were collected for 1585 trainees over this period: 766 from Corinth and 819 from
Vdsayn. The intake of each college each year is roughly 200 trainees This enrolment
figureisofficaly st by the Minigtry of Education.

The characteridics of trainees examined included gender, age, maritd Satus, school-type
a which trainee taught prior to entry into the Teachers College; length of service prior to
entry, and academic qudifications. All tables with daidicd daa for the separae years,
1995-1998, are presented in Appendix A.

3.2  Findings
3.2.1 Gender

Of the totd group of 1585 trainees who entered the Teachers Colleges during 1995-
1998, 1122 (70.8%) were female and 461 (29.1%) were mde. This preponderance of
femde trainees was evident in both Colleges as shown in Table 1 and Fgure 1. The mde
femde raio was roughly identicd for the two Colleges in each of the four years under
condderation. Detalled datidics on the gender compostion of the entering cohort over
these four years are given in Tables A1.1-A1.4 (Appendix A).

10



Table 1. Gender Compostion of Total Intake, 1995-1998

Gender Corinth | Valsayn Total

N % N % N %
Mde 226 295 235 28.7 461 2.1
Femde 538 70.2 584 713 nuz 708
Missing data 2 03 0 0.0 2 01
Total 766 1000 819 1000 1585 1000

Figure 1. Gender compostion of entering cohort
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3.2.2 Age

Almost no one under the age of 21 years entered the Teachers Colleges during 1995
1998. Jug over 85% of the trainees entering fell within the age range 21-30 years (see
Table 2). There was a dight increese in the percentage of entering trainees more than 30
years old over this period (see Tables A2.1-A2.4 in Appendix A), suggesting that a few
people might be changing careers and entering primary teeching. This trend of an
increedng entry age is more maked for Vasayn Teaches College than for Corinth
Teachers College.

Of the 1352 entering trainees who fdl into the 21-30 years age group during this period,

M6 (70.0%) were femde. This percentage is roughly the same as the percentage of
femdesin thetotd entering population during these years.

11




Table2: Age Profile of Total Intake, 1995-1998

Age (years) Corinth | Valsayn Total

N % N % N %
<21 0 00 9 11 9 0.6
21-30 680 83.8 672 82.0 132 85.3
>30 81 10.6 130 159 211 133
Missing data 5 06 8 10 13 0.8
Tota 766 100.0 819 100.0 1585 100.0

3.2.3 Marital Satus

A totd of 1075 trainees (67.8%) entered the Teachers Colleges as single people during
the period under condderation. Overdl, the number and percentage of sngle tranees in

Vdsayn were dightly higher then in Corinth (see Table 3 and Figure 2).

When the data over the individud years are examined (See Tables A3.1-A34), it is seen
that there was a noticegble decrease in the percentage of single trainees in both colleges
in 1998 when compared with the previous three years. At Corinth, this percentage
changed from roughly 69% in 1995-1997 to 62% in 1998, whereas a Vdsayn, the

change was from roughly 69% in 1995-1997 to 66% in 1998.

Figure2: Marital gatus of entering trainees
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Table3: Marital Status of Total Intake, 1995-1998

Corinth Valsayn Total
Status
N % N % N %

Single 513 67.0 562 68.6 1075 67.8
Married 240 313 219 26.7 459 29.0
Separated 0 0.0 12 15 12 0.8
Divorced 4 05 8 10 12 0.8
Common- 0 0.0 1 0.1 1 0.1
law union

Missing data 9 12 17 21 26 16
Total 766 100.0 819 100.0 1585 1000

3.2.4 School Type Taught at prior to Entry to Teachers College

The mgority of entering trainees had previoudy taught in Government Asssed Primary
schools (see Table 4 and Figure 3). Of the 766 tranees who entered Corinth during this
period, 496 (64.8%) had come from Government-Asssed Primary schools wheress a
Vdsayn, 451 of the 819 tranees (55.1%) had come from these schools. The higher
percentage a Corinth might be due to the overlgp between the geogrgphicd location of
mary Govanment-Asssed schools and the catichment area from which Corinth trainees
are selected.

The raio of Govenment-Assded Primary schools to Government Primary schools in
Trinided and Tobago is roughly 251 Except for the Studtion & Vdsayn Teachas
College in 1995, the greater proportion of entering trainees during the period 1995-1998
had previoudy taught in Government-Asssed Primary schools (Tables A4.1-A4.4).
Taking the entire entering cohort into condderation, a trend of increesing percentages of
entering trainees from Government-Asssed Primary schools was observed over the
period, ranging from 48.5% in 1995 to 67.9% in 1998.

Figure 3: Previous school type taught at
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Table4: School Type Taught at prior to Entry to Teachers College, 1995-1998

Corinth Valsayn Total

Schoal type
N % N % N %

Government 235 30.7 338 413 573 36.2
Government- 49 64.8 451 5.1 A7 5.7
Assisted
Private 1 0.1 10 12 11 0.7
More than one 31 40 14 17 45 28
type
Missing data 3 04 6 0.7 9 0.6
Total 766 100.0 819 100.0 1585 1000

3.2.5 Service prior to Entry to Teachers College

Of the 1585 trainees entering Teachers College over this period, 914 (57.7%) had taught
for three years and 563 (35.5%) had taught for four years. This yields a totd of 93.2% of
the trainees with a 3-4 year period of pre-college teaching experience (Note that any
fraction of ayear equd to or greater than 0.5 is counted as 1 year).

There is a common perception in the locd context that beginning teechers from
Government-Assisted schools gain entry to the Teachers Colleges dfter functioning for a
dhorter period of time as an untraned teecher in the primay school then ther
counterparts in the Government schools.  This was tested in the data and the findings are
shown in Table 5. Whereas 58.0% of the trainees from Government-Asssted schools
(with a higher percentage of trainee intake) entered the Teachers College after 3 years of
teeching, 59.3% of the trainees from Government schools entered after teeching for this
period of time In a dmila ven, 36.7% of traness from Government-Asssted schools
had taught for four years as compared with 33.7% from Government schools There,
therefore, does not seem to be much difference in the speed with which entry to
Teachers Collegeis gained from these two school types.

Table5: Length of Serviceprior to Entry x School Type

Government Government Assisted
Service
N % N %

3years 340 59.3 549 58.0
4 years 193 3.7 348 36.7
Other periods 22 38 25 26
Missing data 18 31 25 26
Total 573 100.0 A7 100.0
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3.2.6 Academic Qualifications

As shown in Table 6, the vad mgority of entering tranees had CXC/GCE O-levd
qudifications in excess of the dipulaled minimum requirements of “pases’ in five
ubjects for entry to Teechers Colleges. The qudifications of students entering Corinth
Teachars College seemed to be dightly better then those of dudents entering Vadsayn
Teachers College during this period, particularly in 1998.

Table 6: Numbers (Percentages) of Entering Teacher Trainees with more than 5
CXC/GCE O-Level Passes, 1995-1998

Corinth Valsayn Total
N % N % N %
19% 148 87.1 167 82.3 315 84.5
1996 172 84.3 164 774 336 80.8
1997 160 83.8 167 811 327 824
1998 186 925 163 82.3 349 875

There was no data avalable & Corinth which would indicate whether or not entering
tranees had obtained appropriate qudifications in five CXC/GCE a one gtting of the
respective examinations. At Vasayn, some of these daia were available but data were
missng for about 17.2% of the entering cohort over these years. Nonethdess, overdl,
only 41.5% of those for whom data were avalable had secured these qudifications a one
gtting during the period 1995-1998.

There is the generd perception that primary teachers are wesk in stience.  Secondary
school sudents can take up to three stience subjects a any one stting of CXC/GCE O-
levd examingtions The datidics indicate that only 274 of the 1585 trainees under study
(17.3%) had passed three stience subjects a this levd.  More than hdf of the group
(55.9%) had passed one science subject only. The most common science subject passed
was biology (50.2%0), followed by chemistry (37.9%). Physics was passed by 22.1% of
the group over the period.

With regard to GCE A-levd examinations, 1043 of the 1585 entering trainees during this
period (65.8%) did not possess any qudificaions a this levd. Of the remainder, 144
(9.1%) had passed one subject, 247 (15.6%) had passed two subjects, and 136 (8.6%) had
pased three subjects. The peformance in A-level stience subjects was lower than the
overdl A-levd performance 1392 (87.8%) had secured no A-level science passes, 83
(5.2%) had secured one pass, 90 (5.7%) had secured two passes and 6 (0.4%) had secured
three passes.

3.2.7 Home Background

No daa on the home background of trainees were avalable from the College files,
However, such information had been sought in the questionnare that was issued to the
1998 entering cohort. The discusson on the home background of trainees thet follows
therefore refers to the 1998 cohort anly.
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Completed questionnaires were received from 156 of the 201 trainees a Corinth and 143

of the 198 trainees a Vadsayn. This represents a 77.6% return rate from Corinth and a
72.2% return rate from Vasayn.

Nearly hdf of the trainees (49.5%) came from homes in which the mothers were house
persons.  About 13.7% of the mothers were employed a the lower professond and
managerid levd, manly as nurses teachers and secretaries.  The occupations of the
fahers were manly concentrated in the lower professond and manegerid (14.7%),
illed (234%) and semi-skilled (124%) aees They incduded teachers, civil servants
and owners of smdl enterprise a the lower professond and managerid levd; builders
plumbers and policemen a the skilled leve; and factory workers, condruction workers
and taxi drivers a the semi-<killed levd.

The School Leaving Cetificate was the highest qudification hed by 35.5% of the fathers
and 40.1% of the mothers. CXC/GCE qudifications were hdd by 16.4% of the fathers
and 15.1% of the mothers. Post-secondary qudifications were hdd by 16.1% of the
fathers and 12.0% of the mothers.

3.3  Overal Characterigtics of the Entering Teacher Trainee

The overdl characterigtics of the entering primary teacher trainees can be summarised as
follows. Trainees

Are manly femde

Aremainly in the age group 21-30 years

Aremanly Sngle

Have taught for 3-4 years prior to entry into the Colleges

Have taught mainly at Government- Assisted schools

Possess more than 5 CXC/GCE O-leve passes

Typicdly have not passed 3 CXC/GCE O-levd science subjects

Typicaly do not possess GCE A-leve passes

Come from homes in which the mothers are mainly house persons the fahers
operate a the lower professond, skilled and semi-<killed leves and few of the
parents possess post-secondary qudifications.

The profile of trainees seems to be changing as older people and a greater percentage of
married people seem to be entering.
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CHAPTER 4

TEACHER IDENTITY — WHOLE GROUP ANALYS'S

4.1 Introduction

This section of the research report will first focus on the andyds of responses to each of
the open-ended quedionnare items tha was answered by the cohort of in-coming
traineesto the teachers colleges.

The quedionnare was desgned to didt informaion on the images experiences and
expectations that beginning teachers seem to have and which are thought to be important
in bullding a pidure of their identities as teachers As outlined in the introduction to this
report, the research literature into teecher thinking counts as important the role of imege,
metaphor, and myth in the interpretation of ateacher’s experiences and expectations.

To dae then, the research literature regards tescher identity as condructed, and
continuing to be condructed, by the individud and collective images, metgphors, and
myths that people in a society hold about teeching because of their higtorica past. The
idiosyncratic images born out of an individud’s memory and biography are dso believed
to be woven into the drands of that identity as a teacher. Thus, sudies of teacher identity
recognise the dud nature to the concept - that it is a persond condruct built up by
individud life higories and dso a sodd condruct, built up by higoricd and culturd
influences within a particular socety.

The responses of the trainees to openrended items on the quedionnaire were andysed
with this notion of teacter identity in mind. However, it is noted tha prolonged
interaction with the trainees is necessary to dicdit the kind of data that may be useful in
condructing a detalled picture of ther teacher identity — both in its persond and socid
dimendons Analyss of the questionnare data for the cohort can only give broad themes
relating to teacher identity, and these findings may quite likdy be skewed towards the
socid dimendons of the condruct rather than itsindividud, idiosyncratic dimensions.

4.2  Findings

The entire population of trainees entering both colleges in 1998 was targeted. Completed
guestionnaires were received from 156 of the 201 trainees a Corinth (77.6%) and 143 of
the 198 trainees a Vasayn (72.2%).

The data were andysed for the entire responding group of 299 trainees, and not by
college.
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4.2.1 Responses to Questionnaire Items

A summary of the responses for each of eght openended items on the questionnaire is
presented below.

Item #1: What was the best thing about your primary schooling?

Codes Frequency
Play/carefreelife/friendships 78
Helpful and caring teachers/ mutual liking between pupils and teachers/good 62
staff-pupil relationships

Extra-curricular activities 20
Good teaching 15
Treats/bazaars/concerts/outings 13
Thelaying of agood foundation 09
Art & craft & physical education o7
Recelving an “all round” education 07
Passing the Common Entrance examination 07
No response 20

Sometypica responsesto thisitem were:

-Having caring teachers and buying lots of snacks.

-My friends and my standards | and |1 teachers, playtime.

-Taking part in co-curricular activities (singing, socialisng with others).
-Playing with and making new friends.

-Going to school and playing games.

The mgority of these responses have to do with the afective, with emotions, with
postive and caring rdaionships, and with being engaged in a variety of activities outsde
of the formd learning setting. Purdy academic reasons such as good teeching or passng
the Common Entrance examination did not fegture highly. What tranees seemed to
cherish mogst was the qudity of interaction they enjoyed, among people they liked, who
liked them, and who shared common interests. The fact thet the qudities of good teaching
and the laying of a good foundetion for further academic work occur with low frequency
uggests that academic mdters ae not viewed as beng as important as good
relaionships, fun, and activities which dlow pupils to express themsdves in a variety of
ways.

Trainees best memories of primary school days seem to be rated to ingtances where the
sf (Bdl & Goodson, 1985) is dlowed free expresson through games, interaction with

friends, paticpating in extracurricular adtivities, and in the dassoom with caing
teachers.
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Item #2: What was the worst thing about your primary schooling?

Codes Frequency
Corpora punishment/ punishment of al kinds/unfair punishment 73
Pressure of work/rote and drill/teacher centeredness/not being allowed to go 57
outdoors

Teacherswho: were abusive and uncaring/had favourites/were too strict 43
Few extra-curricular activities/ no playing field 16
Failure at Common Entrance examination /placing low in test/ridiculed in class 15
for not knowing work

Poor amenities (old buildings; bad toilets) 12
No negative experiences 11
No response 38

Sometypica responsesto thisitem were:

- was never given an opportunities (sic) becoming an independent thinker, never
allowed proper explanation and alwaysin fear because of poor infamation.”

-Not much attention was devoted to the aesthetic areas, especially the sporting
disciplines. Also, pupils were required to carry quite heavy school bags each
day.”

-The worst thing was skipping the standard 4 class and moving right on to
gandard 5 for a period of two years, with a teacher who used corporal
punishment for everything and on everyone, no matter what.”

-Having to answer questions in front of everybody and being punished when it
was incorrect.”

-Being punished with a fat strap.”

Corpord punishment and the pressure of schoolwork were the negative aspects of
primary schooling cited mos often. Trainees recounted being besten for not knowing
thar schoolwork properly, for example, for “...not knowing even vocabulary.” They
seemed to fed that this is a wrong reason for adminigering corpord punishment. They
were ds0 aile to dte many indances in which they thought they were punished unfairly.
Falure a the Common Entrance examination, low placement in dass tests, and unfar
comparisons to other pupils were dso highlighted as bad memories of primary schoaling.
Fear and humiligtion seem to characterise much of wha wes wrong with primary
schooling as seen by these trainees.

The experiences associated with ther wors memories of primary schooling seem, again,
to focus on the «f. In this case, however, they focus on threats to self esteem. Thehigh
incidence of punishment, being the vicim of uncaring teachers and teachers who cause
humiliation, being pressured to toil over a “mountain of books” and having to experience
falure in examinations are al experiences that can thregten a person’s high esimation of
of.
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Item# 3: We all remember good teachers who have helped us in our own schooling.
Describe one good teacher who you remember well and say why you choose him or her.

CODES Fregquency

Helpful and caring 88
Motivating 50
Made learning fun 31
Caring but stern 22
Dedicated ‘ above and beyond’ 20
Gave good guidance in academics and beyond 16
Motherly 14
Noresponse 27

Sometypicd responsesto thisitem were:

-...was kind, generous, explained well, appreciated us as a class and me as an
individual.

-She always encouraged me to reach for the starsin everything that | attempted to
do.

-He knew his stuff. He never hesitated to repeat or do over. Lots of fun also. Our
experiences wer e both fun and educational.

-He did not only deal thoroughly with the curriculum but he also helped us with
general problems and guided usto face life in the future.

-...who was more than just a ‘teacher,” but a mother and a confidante. She helped
me in times of despair and always motivated or encouraged me to do better and
“hang on’ amidst adversities.

Tranees remember teachers who were helpful and caring and who encouraged them in
some way, for example, in deveoping confidence.  Quadlities such as acting as a mother
figure, being dedicated, and making lessons fun are dso indicators of teachers who care.
Memories of ‘best teacher’ focus on outdanding individuas who contributed much more
than academic knowledge to thar pupils

Many of the trainees who gave no response to this item had dso given no response to the
item on the worg thing about schooling. It would seem that for some trainees, primary
schooling was not a memorable affair.

Agan, responses to this item demondrate the importance trainees atach to having the
Hf effirmed.
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Item # 4: Teachers need to betrained because ...

Codes Frequency
They will be more efficient and effective on the job by:
-having the required knowledge & skills/ learning about new technol ogies 119
- benefiting from training; it does not come naturally 12
- being aware of differences among pupils 39
- being ableto inspire confidence, self esteemin pupils 05
They have aresponsibility to fulfill 1
Training tendsto change teacher perceptions 15
Training contributesto professionalism 15
No response 60

Sometypica responsesto thisitem were:

-...they need to know about planning lessons, performing their duties in a
professional and responsible manner and to what is expected of a teacher.
-...teachers need to be trained because they are the people who mould the minds
of the young. Therefore they need the necessary skills in order to produce future
well-developed, adjusted individuals for tomorrow.

-...they will have an idea as to what teaching is all about. Some people have the
idea that all teachersdois stand in front of a classroom and talk.

The regponses to this item were mainly ones which spoke of insrumentd outcomes of the
traning process Trainees outlined that teachers need specific <kills in order to function
effectivdly and that teecher training is necessary to equip teechers with these skills. It is
interesting thet trainees made no mention here of the nurturing qudities that they extolled
in thelr descriptions of a good teecher.

Item #5: | am doing teacher training because ...

Codes Frequency

To be an effective and competent teacher 70
To learn better teaching skills and techniques 48
To be an effectiveteacher/for remuneration /and it is compulsory 40
To be ableto dea with avariety of students and their problems 36
It is compulsory 24
Enjoyment/commitment to children 15
For self and professional devel opment 13
A “stepping stone” in career path 13
Tobeaprofessional 11
For remuneration/ a‘ stepping stone’ to adegree or further education o4
No response 10

Sometypica responsesto thisitem were:

-...I want to know what I’ m supposed to be doing in terms of new technology and
ideas and | want to know how best to do it.

21




-...Teaching is more or less stable, and a qualification to get a higher salary and
to stay in teaching.

-...I love children and | like to see them excel. | think | have a lot of patience with
them.

-...| feel that there is a need for me to devel op better methods of teaching in order
to effectively reach my charges.

-... It isa mandatory exercise as a teacher.

The most prominent reesons given express tranees view of traning as the vehide
through which they would become better teachers by acquiring appropriate skills and
techniques for deding with children. Some traness pecificaly mentioned thet these
Kills and competencies mud be learnt, meking training essentia. It is noteworthy thet
unambiguous, intrindc motives such as tharr love for children and a commitment to
helping children devdop were cited by few tranees However, this may wdl be a
limitation of the questionnaire method of collecting such data; appropriate probing in an
interview sdting of trainees who had volunteered other reasons for undergoing training
would have reveded whether or not those trainees were d o intringcaly motivated.

Item #6: When | leave Teachers College, | hopeto ...

Codes Frequency
Pursue a degree at UWI and move to the secondary system 91
Be an effective teacher 82
Pursue further education courses leading to: principal, guidance counsellors, 35
measurement officers, Ministry of Education personnel

L eave teaching — pursue other studies to be more marketable 26
Pursue the certificate in education at UWI/coursesin ECCE 24
Miscellaneousresponses 23
Pursue specialist courses e.g., ECCE, Specia Ed. to open own school o4
Teach for anumber of years before moving on 02
Noresponse 12

Sometypica responsesto thisitem were:

-... to further my studiesin early childhood care and education.

-...go on to University to pursue a degree. Eventually leave the classroom and
enter other areasin education e.g. research, counselling, admin.

- ... attend university and become a secondary school teacher. Primary school
teaching istoo hard.

- ... be able to make a greater impact on the lives of the charges | am given and to
make a difference in the school | am sent to.

-... one day become a specialized teacher or principal. Later on | hope to occupy
a high position in the Ministry of Education and make important education
decisions (and receive a more appropriate salary).

The pursuit of further dudies is a dominant theme in these responses. This desire s,
perhgps, underdandable given that these are young pegole. However, it is noteworthy
that many of the trainees are thinking of pursuing further training so that they could move
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out of the primary school dassoom Many of them wish to enter the secondary school
sysem or to advance in other sectors of the education system such as the pecidist aress,
for exanple Ealy Childhood Cae and Education, Guidance and Counsdling,
Measurement and Evauation, and so on.

It is ds0 noteworthy that some trainees dated quite dearly that they intend to leave
teaching atogether as soon as this was possble, to become involved in the cregive arts,
to acquire a degree and a job unrdated to teaching, or to amply branch off in other
directions after fulfilling their contractud teaching obligations to the government.

Item #7: Below is a list of problems and challenges facing the teaching profession.
Choose 3 problems you believe you will face when you begin teaching. Give reasons for
your choice. List the problemsin descending order of importance.

The andydsfor thisitem was done only for the top ranked response.

Problemsand challenges Frequency
Overcrowded classrooms 14
Poor conditions of work, e.g. unfinished buildings 35
Too many dutiesto perform 35
No opportunities to advance my career 19
Continuous assessment 17
Children who mishbehave 14
Low statusin the eyes of the community 11
Miscellaneousresponses 16
Noresponse 18

The agect of primay teeching tha trainees think would be mogt problemdic is the
overcrowded classoom. They cited a variety of reasons why they thought this would be a
problem. The mos frequently cited reason was that an overcrowded cdassroom would
redrict the teacher's atempts to use vaious drategies to reech the learners. They
mentioned the futility of udng drategies such as group work where space is needed for
hands-on activities.

Tranees ds0 cited poor conditions of work, for example, unfinished buildings, as a
source of concern. Thisis another example of an unsuitable teaching milieu.

Another area of concern was the number of duties that they expected that they would
have to peform. It was fdt that, with an overloaded curriculum, they would be hard-
pressed to find the time to perform the many other duties that some principas would
expect them to peform. In refaring to this dilemma, one tranee remarked tha a
teachers college graduate was “ ... .expected to be God.”
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Item #8: Describe any experiences you have had before entering college, which you
think are valuable in becoming a teacher, and say why these experiences are valuable.

Codes Frequency
Previousexperienceasan untrained teacher

OJT (on thejab training programme)/mentors as models 12
Making adifferencein children’slives/enjoying interaction 3
Teaching in avariety of contexts/ levels; teaching different children 30
Changesin personal circumstances e.g., becoming a mother 21
Interacting with ow learners 18
Specific life experiences 16
Related courses taken 16
Actually teaching aclass 9
Other miscellaneous experiences 63
No response 60

The mos vaduable experience reported was the pre-service training OJT programme
mounted by the Ministry of Education. Trainees reported that this programme played a
citica role in expanding their underganding of the nature of teaching. Responderts
tended to focus on the technica <kills that they acquired on the OJT programme. These
responses reinforce the empheds tranees place on the acquidtion of technicd
competence. Some trainees vaued the fact that they had been able to make a difference in
children's lives in thar pre-college experiences Others, dill, were influenced by the
experience ganed in teeching children of varying characteridics a various levds and in
different contexts.

4.2.2 Metaphors of Teaching

Severd images and metgphors were evident in the trainees responses. These images and
metaphors can be used as a guide to understanding beginning teacher idertity.

Teacher asresponsible for everything

From the trainees accounts, it is evident that the teacher is seen as the centrd pivot in
teeching and learning. Trainees outlined that competent teachers must orchedtrate and
control all the variables involved in their work. For example:

| want to becomethe best that | canin all areas, content, knowing the child, parent and
the school. | want to make a change, a positive onein our children’slives.

Heavy responghiliies and individud effort are two man themes in this metaphor about
teaching. They are dso evident in the quotes below:

| want to improve my skills and knowledge to become a competent teacher. To be a

teacher is a big responsibility because you are (sic) play a part in the lives of future
generations.
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| have had a very delinquent student in a standard 3 class. All the teachers havetried
with himbut had been unsuccessful. | hope at theend of thistraining | will be better able
to deal with children like that child. He is now a vagrant.

There is an unquestioning acceptance of a wide range of things a good teacher is
supposed to do. The trainees do not date what agendes they will enlig in hdping therr
dients They seemto have fully internalised thet teechers go it done.

Teaching ason€e'slife

The prevaling culturd myth, emphessng the dtruiam and Sdf-saoifidng  virtues
involved in teaching, may have prompted some tranees to identify themsdves as
teachers in terms of the bendfits that accrue to others. They have fully accepted the notion
of intrindc rewards associated with the myth. For example:

| have learnt that children like to emulatetheir teachers. | have decided to live my life
according to “ Let character speaks (sic) for itself” . Each day make a change for the
better.

| want to cast a lifesaver rather than an anchor to any child God placesin my care. |
want to be like Miss Narine.

Persond theories about children are implicit here. Memories of primary school and their
years of working as untrained teachers in the sysem may have informed these persond
undergandings that the trainees have about children. There is the perception underlying
these quotations that some children are a risk in the sysem and are in need of a crusader
— someone to look out for their interests. Teachers are expected to take on this misson as
part of ther life swork.

Teaching as caring

This is a component of al the metgphors that have been discussed and gppears to be an
integral pat of the culturd myth about the good teacher. The following quotations
exemplify further this nation of the teecher as caregiver:

| remember two teachers because both of themwerelike parentsto me. | could spend
time with them and they would help me during lunch-time with my schoolwork.

One good teacher | remember was my standard 2 teacher who subsequently was my
standard 5 teacher. She always made me feel important. She showed methat she cared.

She was under standing, thoughtful and generous. She made my self confidence rise
Teacher as expert

This is subsumed under the metgphor of the teacher as responsible for everything.
Tranees e traning as amasing a repertoire of skills methods, and techniques thet
would hep them to be experts in the dassoom. This metgphor invokes the images of an
enhanced Hf-eseem and sdf-image. It goesks dso to the deveopment of the sdves of
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children, because tranees fed that once they have mastered the techniques, they would
be able to provide a curriculum that the children would enjoy:

| oncehad asocalled ‘B’ class. | tried different approaches, strategies to get themto
learn but to no avail. | thought that | would lose part of my self. It made me stronger and
it made me think about psychology and its applications to teaching.

Teachers need to be trained because ... we can become better teachers. Doing
psychology, maths and other subjectsteachesyou a lot about the child’ s devel opment,
method of teaching, topics, etc.

The myth of the teacher as expart in the transmisson of knowledge is not chalenged at
the teaches colleges The teecher's prior bdiefs and the college curriculum seem
fashioned from the same myth.

43  Summary

Beginning teacher identity seems to be connected primarily to issues having to do with
sf and, to some extent, with issues having to do with society. Trainees expressed
admiration for teechers who are caring. Hidoricaly derived images of eaching perhaps
play an important role in the minds of tranees These hidoricd images project an
dtruidic, caring Sde to teaching.

However, the negative or lowly prestige and datus tha sociely confers on primary
teeching, a the same time, cause trainees to wrestle with the prospect of a career that
promises mainly afective outcomes and intringc rewards and little by way of mondary
rewards and datus. For young people, a the beginning of ther caears, thee ae
important issues. The other problemdtic to this dilemma is that the poor working
conditions that tend to preval in primary schools threaten the sdf of both pupil and
teecher. In such gtuations — overcrowded classooms, dilapidated buildings, overloaded
curricula — teachers may find it difficult to achieve the caring, affective outcomes which
they vaue as primary teechers. In other words, the expressve curriculum may not surface
in such amilieu.

The trainees dso seem to have an image of the good teecher as being technicdly efficient
and an expet in dassoom indruction and management. Thar notions of teaching and
learning hinge aound the tescher as one in control and within whom resdes the
knowledge to ded effectivdy with a wide range of incdents dientde, and contexts
Thus, the beginning teachers see as vaudble, training that enables them to perform better
the role they perceive that ateacher should play.

On the whole, then, trainees have an image of the good teacher as caring and nurturing,
as technicdly profidert in the dassoom, and as peforming in difficult contexts where

intrindc rewards can enhance thar df image, but where poor working conditions and
the low daus accorded the professon may militate againg a feding of satidaction on the

job.
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CHAPTER 5

TEACHER IDENTITY —SMALL GROUP ANALYSIS

51 Introduction

The purpose of this smdl group sudy was two-fold. Firg, the sudy sought to explore, in
a more in-depth manner, some of the themes tha had emerged out of the survey
questionnaire data. Secondly, the study sought to explore whether any ghifts in trainees
images, experiences, and expectations had occurred over the period of a year, which was
the time span between the firg st of interviews and the second set.

All of the metaphors identified in the whole group sudy were discerned in this smdl
group sudy. The interview format used in this dudy dlowed for greater explication of
these metaphors. The findings are presented below.

52  Findings
5.2.1 Teacher as Nurturer

Wheress the metagphor Teaching as caring was used to describe the affective qudities of
a good teecher as extracted from the survey data, it was necessary to use a more powerful
metaphor to describe the qudities discaned in the smdl-group interview data The
metgphor Teacher as nurturer is probably a better metaphor to describe the very strong
fedings that trainees expressed about the characteridics of the good teacher. There were
no disenting voices on this issue trainees were unanimous in ther view, both & the
beginning of training and one year later, that the halmark of a good teecher is that he/she
is caring and is willing (even anxious) to ensure that hisher charges are well taken care
of and are nurtured to attain ther fullet potentid. As one trainee explained:

You haveto be very caring and under standing of the children of today because kids come
to you with so many problems. It isnot just the adults who have problems... They come
hungry, they come without the books, they may be experiencing domestic violence at
home or they may have some kind of problems at home. You therefore have to be very
understanding and caring. You can’t be shouting at themand thingslikethat. That just
setsthem off even more. You aretheir role model and you can’t do thingsthat you don’t
want themto do because you are an exemplar to themand they look uptoyou. You are
their parent, doctor, nurse, friend; five days of the week.

The teecher’s knowledge of subject matter and competence in tesching were dso
consdered to be important. However, these abilities are not consdered to be nearly as
important as the possesson of the nurturing traits because:

...you could be teaching well, but if the children do not like you, they do not learn.
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Thus, a direct link is made between the child's ability to benefit from ingruction and the
cregtion of a climae of mutud liking and trust between the teecher and the sudent. It
would be quite possible for persons who do not have the identified nurturing skills to
have the required pedagogicd skills. However, trainees regard such persons as being
deficient because of ther inability to stand in loco parentis:

The studentswould seeyou asateacher but not someonewho you would run and cometo
asaparent. They wouldn't think of them as a parent away from home.

Tranees bedieve that the good tescher, as defined here, can accomplish things which
might not be as readily accomplished by teachers who are otherwise competent, but who
do not possess the nurturing atributess  One such ill is the adlity to improve the
performance of low-achieving pupils. Peatience is regarded as a key attribute needed for
hdping lowachieving pupils to devdop and the good teecher is one who possesses
patience and can parform well in this cgpaaity:

Oncechildren feel comfortable and they are not seeing the teacher like thisbig monster
who would punish them if they didn’t grasp what is taught, then they would perform
better. 1f they seetheteacher asa patient person who would go over work with themif
they don’t under stand, they would eventually improve.

A good teecher must aso underdand hisher charges wdl. This emphasses the need for
child psychology, and, throughout the interviews, trainees often mentioned that courses in
psychology at the teachers' colleges were proving to be quite useful.

Trainees bdieve that the effects of a good teacher can be discerned long after the formd
teaching/learning Stuation with that tescher has ended.  Seveard of them dtested to the
long- lagting effectsthat good teachers have had on therr lives, for example:

A good teacher to meisateacher who seeksyour interest in your academic devel opment,
your performance and thingslikethat. | had good teachers. Two of them| remember
quitewell, even a third. .... Even after | |eft school and | told myself that | was not going
to pursue academicsand all that, she wasthe one to come and say, “ But Jane (not real
name), you were not so dull in school. Why don’t you go further?” Even though | had
three children and all of themwere off to school, that waswhen | decided to take up what
she said. That little piece of motivation meant so much to me and | worked on it.

Ovedl, the attributes which trainees think are required by the individua who chooses to
work with children were dearly defined in the tranees definition of a good teacher.
Some of the trainees view teaching as a vocation in that they beieve that one of the
teacher's roles is that of moulding the future citizens of the socety. This can be done
both by what istaught and by example:

Teaching children good morals will produce a better society than teaching facts....
Teaching people moralswill leave you with a society that says, “ Look! Thisbelongsto

that man.” It will leave you with a sociely that has a proper value system, with an
appreciation for working hard, with respect for people’ s property. So, | think teaching
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good moralsand living an exemplary life, showing the students a positive attitude about
work; coming to work early isimportant....

Although the trainees suggested that many of the characteridics of the good teacher are
innate, they dso agppreciate the need for teecher traning for the development of an
gopropriate level of competence.

5.2.2 Teacher as Expert

The metagphor, Teacher as expert, could aso be discerned in the data provided by this
sndl group of tranees In addition to the nurturing traits which the good teacher mugt
possess, trainees believe that teachers must be trained in order to acquire the required
pedagogicd and other skills. Trainees expressed the view tha pre-savice traning is

necessary:

| believe that sending people straight into teaching from secondary school or whatever,
you learn by trial and error, and so you do a lot of damage.

They needto betrained. You don’t know everything. When you goasan AT |1 (untrained
teacher), you are green. You are very green. Sometimes you might want to know why a
childisacting in a particular way, not knowing that ishow the child hasto act. So you
need to be trained to get all this knowledge about the children...

In Trinided and Tobago, pre-service training is provided by the OJT programme which,
as yd, is not compulsory, (refer to sub-study on the OJT Training, MDP No. 19, George,
J. et d 2000, for further detals). It is, therefore, ill possible for beginning teachers to be
assgned to a dassoom with no previous training in pedagogy. After teeching for a
period of about three years (with or without exposure to the OJT programme) such
teachers are st to the teachers college for full traning. Trainees fed that this Stuaion
islessthan idedl.

Those trainees who had been exposad to the OJT programme were generdly grateful for
the introduction to teeching that it provided. They thought that it provided a good
orientation to the teaching professon:

When | started the OJT, | saw it asjust going into the school to interact and teach the
children. Astime progressed, | saw the importance of getting to know the parents and
communicating with them. | al so saw the importance of communi cating with member s of
the community in which the school is located. It was something that | had overlooked
before.

Seved of the trainess indicated thet, if they had not been exposed to the OJT
progranme, they would have been quite handicgoped on ther firs teaching practice
assignment in schools as teechers college students since they had not recaived any
training in aress such as lesson and unit planning up to that point:

When | really went out into the school, you would listen to the teacher sin the classesthat
wer e next to you and you exclaimto yourself that they were good. But, if | didn’t attend
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those OJTs, | wouldn’t know whereto start. | feltit did awholelot of good for meinthe
sense that you have something to go with, something to start fromin terms of how you
would deliver your lesson, how you would go about preparing the lesson in the first
place. If | didn't attend OJT, | would be lost.

Tranees gave vey dealed accounts of ther exposure to the teechers college
programme. A unanimous and very forceful view was that the training involved too much
work. This same view had been expressed in the fird interviews when the trainees had
been exposad to the programme for only a short time. A year later, though trainees had
devised drategies to cope with the Stuation, the view perssted, particularly with respect
to teaching practice sessonsin cooperaing schools:

Itisstill heavy but it all boilsdown to time management. And it takesalotoftime. Yet, |

try to do a little piece of everything —socialize, do alittle bit of housework, study and
sleep. And so far, it has been going O.K. | have no complaints.

Well, it has been stressful. | just haveto look for avenues of fun to help merdax mysdf.

Butitisalot of work to be done and you haveto doit. But you just get it doneand get on
with your life.

Trainees used the drategy of working in groups and sharing idess to hdp them to cope
with the onerous workload. As one trainee explained: “You can draw drength from them
(peers) and soldier on.”

In their quest to become expert teachers, trainees reported that they had to wrestle with
svad issues. One of the issues tha loomed lage was whether or not corpora
punishmatt should be adminigered in schools At the beginning of their tenure a the
teachers colleges, trainees had expressad mixed views about corpord punishment.  They
recounted painful memories of primay <cthooling where they were beden  for
misdemeanours such as geding, not producing homework after being absent, and low
performance in tests. Generdly, traness spoke in negative terms about this type of
expeience.  However, a the same time, some of these same trainees indicated that
corpord punishment should be available in schools because it can serve a purpose:

| do however remember being punished. | wasin standard two or threeand | forgot to
stay in at lunch time to complete an exercise. After lunch, | got a few lashes for not
completing it. | felt embarrassed in front of the whole class. The punishment did serve
me in good stead because | have always remembered to do all my assignments.

When | ook back on my progress and so on through the primary school, especially the
primary school, | could attribute it to teachers who administered corporal
punishment. . .because even though | may ook back at corporal punishment and say that

isn't the best form of disciplining a child, | believe that was the best means that the
teacher was exposed to then.

After one year’s training, trainees gill hedd mixed views about the use of corpord

punishment in schools. They were now able to reate that they had been exposed to other
forms of discipline & the teachers colleges, for example:

30



Wel, my philosophy was like don't spare the rod and spoil the child. But with the
psychology that steps in now, you redise that there are other things to motivate the
children to get them to learn other than just beating them. There are other thingslike the

conditioning and renforcement.... You don't redly have to beat children to get them to
learn.

However, in spite of exposure to other disciplinary messures, some trainees ill see a
place for corpora punishment in primary schools. For these trainees, the issue is deciding
when corpord punishment would be ussful:

Actually, | fedl it (corporal punishment) hasits place because some studentsdon’t really
know any other language. They are accustomed to that at home and when you comewith
your little talking and trying to show them nice ways and thingslikethat, trying to use
other disciplinary methods to manage the classroom, they don’t get the message... | do
feel it hasitsplace. | do not feel it should be frequent in any way, but there comesatime
when children must have a fear for something associated with wrongdoing.

Other trainees are influenced in ther atitude to the use of corpord punishment by the
fact that it is frowned upon by some teachers college lecturers and some school
adminigrators. One trainee saw this as a big chdlenge that she would face when she
returnsto the classroom as a full-fledged teacher.

Other issues with which trainees wredled had to do with ther own experiences as
dudents at the teachers colleges. There was some leve of disstidfaction with the way in
which some lecturers gpproached ther work. Some trainees explained that they were
practicaly left to flounder on their own:

But here, thelecturersdon’t do anything in a sense. Herein College, they tend to leaveit
up to the sudent. ‘ You are adults; do it for yourselves' (they say).

Before we came, we thought it was to get training so that when you go out there you
would know what to do. Itisnothing likethat. You learn onyour own... Nobody teaches

you anything. You go on TP, you make your mistake and you come back anditis‘You
know you are not supposed to do thisand you know you are not supposed to do that’ but
they are not telling you exactly what to do.

The fact that tranees expect lecturers to tell them what to do is dso reveded in traness
comments thet they do not know what lecturers are “looking for.” There were concerns
too about the lack of congruence (in some indances) between what is taught a the
colleges and what is practised by lecturers. There were cals for greater collaboration
among lecturers so that conflicting sgnds are not sent, more evidence of the espoused
notions such as holigic devdopment and sdf actudisation, and fader feedback on
assgnments. Trainees expressed grave concern about the percaived leve of subjectivity
in lecturers grading practices, for example:

My main problemwith collegeisthe subjectivity of some of thelecturers. | thinkthereis
too much avenue for victimisation. For example, | heard of a lecturer who don't give

31



anybody anything higher thana* C” onteaching practice. That | cannot under stand for
the life of me. Thusthe grade you receive may very well be dependent on the lecturer
and not on the performance of the individual. There is a drastic need for greater
standar disation across the board.

In spite of these and other problems with which trainees had to grapple, they reported that
there had been some gains from exposure to the teechers college after one year. Some
did not think that the gains were of any great magnitude:

for me, the only thing that pays off for mein teacher training isthefact that | amlearning
psychology, as to how to deal with children and so, and | could see it paying off in the
teaching practice... but thefact that | haveto r epeat what | did in secondary school ...I
can’'t see myself studying these things like in secondary school in a professional
institution, just to pass an exam. | find that is nonsense. | find we should concentrate
mainly on just child study.

But others thought that some progress had been made:

What | have learnt in college here ... looking back on what | used to do before | came
into college, yourealisethat you did not know what you weredoing. You werejust trying
to get the work done and not looking at the needs of the child. From my personal
experience here, you learn a lot of sociology.

It (teaching practice) was much better than thelast time. Now you have an idea of what
to expect and you are better prepared. The first time you went there it was likea big
shock. It was a bit more relaxed and more comfortable. | had no problem. The only
thing is that the unit preparation is very stressful. To write all these units and then
sometimes you get some of them disapproved and you have to do it all ower...

5.2.3 Teacher as Responsble for Everything

Trainees outlined that, because of the many demands made on teachers, teechers had to
be able to do evaything. In S0 doing, teachers have to meke use of skills acquired
outdde of the formd training context:

Teaching is demanding everything that | learnt, for instance, | learnt to play guitar
before | was a teacher and | have to play; | learnt football; | have learnt swimming,
everything. | haveused all in my teaching.... And everything is demanded; not likealitile
of your music knowledge, everything is demanded, like in maths, like all your music
knowledge, all your sportsknowledge, all that you learnin secondary school, all that you
learnin college...

(I amtrying to be). a teacher who would care for hisor her children- not just carein
making them do their work, getting all their sums right, or having all their books in
order, but actually making them enjoy lear ning, making them enjoy school, making them
enjoy doing something. In school right now, | do not just teach themthe academics. |
teach themthings like crochet and tie-dyeing, thingsthey could do at home, even cutting
paper for birthday partiesand so on. | doteach themalot of that just for themto make
the little extra money.
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As was the case with the whole group study, trainees did not speek about sharing these
many reponghilities with others, the implication seemed to be that teachers mugt be dl-
rounders and carry the burden done.

5.2.4 Teaching as Martyrdom

Linked with the idea of beng respongble for everything is the notion that teechers are
involved in the busness of making sacrifices Trainees contend that the Status of teechers
in society is fdling, yet, teachers are Hill expected to be nurturer, expert, and resporsble
for everything. This necesstates the meking of sacrifices by the teacher, epecidly with
regard to status and finances.

According to some trainees, teachers were formerly highly respected members of the
community. However, in more recent times, ths satus has been eroded by the growing
materidism of the sodety which places more emphass on money than on education.
Nevethdess, in some sectors of the society, particularly the rurd aress, there Hill seems
be agreat dedl of respect for the teaching profession.

Trainees contend that the deady eroson of the atus of the professon in the eyes of the
community is a consequence of severd factors. One of the mgor factors is the levd of
remuneration paid to teechers. In fact, they fed that young people who have done
raivedy wdl in thar academic carears may be ativdy dissuaded from going into
teaching:

Some of themwould say that teaching has no money. When | waslooking for a
job, I was looking for a more scientific job because | did all the sciences...
and people would say: “All them subjects and you going and teach

boy.” ...People would say, “ What are you doing with that low paying and
stressful job?”

One of the mgor consderations on which the society accords gatus to its members is the
acquigtion of certain basc materid possessons like a house and a car. One trainee
suggested that teachers “take an oath to poverty” and so:

You have to wait so long to build a house. You see people building a house
when they become a principal. My first principal built a house when he was
almost resigned. Except for those fromwealthy families, you seeteacherswith
the lower level and very economical cars...

Ancther mgor factor affecting the perception of the teecher's datus in the society is the
issue of professondism. The tranees believe that the society has a much higher regard

for the product of the univergty than for the product of the teacher training college. The
former is percaved as a professond while the latter is not:

Asl seeit, herewearedoing professional subjects, psychology and sociology
... yet we are not seen as professional ....
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My sister -in-law went to university... Sheisyounger than me but isworking for twice my
salary because she came out from university. She hasa BA in something. Sheisworth
mor e than me because she went to university and | went here.

The trainees saw primary school teachers, therefore, as making sacrifices in that they take
on a job tha has a rdaively low datus, are not regarded as professonds, and do not
receve good sdaies. At the same time, they are expected to peform a multi-faceted
role in the dassroom with their pupils.

53 Summary

In summary, tranees not only had images of the teecher as an expert, but they adso
expected to become experts as a result of ther teechers college experiences. Ther
experience, though, was that the route to becoming an expert a the teachers colleges was
not as fadilitating as they had expected. Ther expectations of how lecturers shoud treat
with them were sometimes not met. Wheress trainees expected to be told wha they
should do, this was not the drategy adopted by some lecturers. In a sense, trainees
seemed to be saying thet the lecturers were not performing a nurturing role.

Trainees were dso of the view that some lecturers were not practisng what they preached
in terms of appropriate pedagogical and other <kills Given trainees destriptions of a
good teecher as outlined earlier, these lecturers were, perhaps, not operating as good
teachersin the eyes of the trainees.

There exigs a tenson between how primary teechers are regarded in society and what
society expects of them. It is to be recdled that many of the 1998 cohort of entering
tranees indicated tha they wished to leave primary teaching, primaily to enter the
seconday sydem.  This is, perhaps, ther way of deding with the tenson snce better
sdaries and higher gatus are associated with teeching & the secondary level.
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CHAPTER 6

SUMMARY AND DISCUSSION

6.1  Decongructing Beginning Teacher |dentity
6.1.1 Introduction

In this chapter, an atempt will be made to decondruct beginning teacher identity through
the use of the images, myths, and metgphors that seem to be embedded in trainees
underganding of their work. Culturd myths, because they have been around for a long
time, tend to be interndised in such a way tha they become pat of the subdtantive
identity (Bal & Godson, 1985), thet is they become pat of the “trug’ naure of the
person. The "teacher as caring” seems to be a metgphor that has become pat of the
culturd myth of agood teacher in Trinidad and Tobago.

6.1.2 Cultural Myth — The Good Teacher

Most people in the society believe they have a good idea of what occurs in schools and
whet a teacher’s work is about. This is because they have dl been pupils a one time or
ancther. In addition, we ae dl captive to the myths that are passed down from one
generdion to the next about teachers in this society. Teacher trainees ae no different.
They bring certain prior beliefs to bear in ther gpproach to teaching. If the myths reman
largdy intact, despite changing societd and economic scenarios, there is a possibility thet
the myths may be masking red underlying changes. If this is the case, then we may have
a gtuation where teacher training and the education system itsdf are acting out mythica
assumptions againg a socid backdrop where such assumptions may not dways be vdid
and, therefore, pogitive change in the education system ey be difficult to effect.

It is the contention of this report that beginning teacher identity is enmeshed in a
pervasve culturd myth in Trinided and Tobago. This myth, that of the good teacher,
intendfied through initid training, offe's a s& of conflicing imeges from  which
metaphors are derived, resulting in a becoming teacher identity riddled with tensons and
contradictions.

The dudy of teecher identity, then, becomes largdy a process of decondructing this
myth, in order to gauge its consequences and dudy its implications.  The findings
generated in this sudy suggest that the myth generates a perpetud tenson between the
demands of sdf and that of society. Traning in the teachers colleges for example,
involves an intense soddisdion into the myth. The traning process focuses on the
developing teacher in the dassroom. It spesks mainly to the sdf of the beginning teacher
and only explores the socigtd context in which this sdf mugt find expresson in limited
ways.
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6.1.3 Genesis of the Myth

Teachers in Trinidad and Tobago have historicaly been accorded respect and accdam in
a manneg dmila to the way in which nuns, prieds and other sdf-saxrifiang dtruistic
humanitarians are revered. The acdam and respect are directly rdlated to the low levd of
remuneration teachers were prepared to accept in order to dedicate themsdlves to the care
and education of the young. Teaching, then, has higoricaly been associated with metters
of df-imege, «f-esteem, and sdf-respect. Rewards were mainly intringc. Nias (1989)
refers to a common conoeption of teaching as an essentialy personal activity.

Emancipaion from davery took place in the British West Indies in 1834. Trinided,
however, had proved to be a thorny problem for the British who only became colonid
overlords in 1797. In the aftermath of emancipation, the British could see ther hold on
the idand dipping. Trinided was cdled a polyglot country. Its populaion — whites
coloureds, and ex-daves — were manly Romen Cahdlics, espousng legitimecy to
Spanish and French culture, language, and customs. What schools exiged a the time,
pursued a French curricullum and were inextricably tied to rdigious ideds To combat
this pervasve French influence, the British conceved of a plan to inditute univerd
primary education in the 1830s through daterun schools usng an English curriculum
and in which rdigion would be downplayed (Campbdl, 1992).

Madter teechers came from Battersea in Britain to train locd persons to be primary school
teechers. The locd persons were from the ex-dave populaion, and the intention was thet
they would provide an education dong anglophile lines, that would hdp the British to
compete successfully with the French for the hearts and minds of the people. Education,
then, was concaved in tems of bringing aout politicd Sability through a policy of
Anglicstion.

Teecher traning had to become rigorous, punctuated with many hurdles (examinations),
0 tha the authorities would be sure that these ex-daves would be dble to legitimise
British hegemony in the society. Hence, the training focused on content and methods and
did not explore the socid process of colonisation in which teachers were implicated. It
did not conceive as important the notion that teacher training was propping up the status
guo and was part of apalicy for esablishing order in the colony.

A myth about teachers seems to have emerged from this higtorical context. Teachers were
seen as highly dedicated and spedd individuds who had taken on a difficult task thet
was in the interest of everyone. They were prepared to forego high sdaries and saus but
would be suitebly rewarded by the fulfilment of working with children and by the respect
accorded them.

For a people newly feed from davery, without land or capitd, teaching appeared to be a
regoectable dternative to manud labour. Whilst the work of teachers was vduable to the

British, they were not prepared to pay high salaries because they did not wish to dter the
graified naure of the society. They preferred to reward teechers with the universa
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respect accorded them and the sdf-fulfilment that could accrue from gpplying themsdaves
assduoudy to their task.

The pavadve culturd myth of the good teacher, then, seems to have emerged from the
19" century. Today, it is still well represented in how the trainees speek of good teaching
and their aspirdions of being a good teacher. For example, note the hardship that this
trainee was prepared to undergo as an untrained teecher:

...walking 2%> milesto school in a poverty-stricken areawhere no taxisworked and get to
school on time. It is valuable to me because, against all odds, | wanted to be the best

teacher | could beand | had to overcomethetrials. It made me morestronger (Sc) asan
individual and | learn to take up responsibilities.

Bang a strong individual, overcoming, and taking up responsbilities, ae pervasve
themes in the beginning teacher identity. However, such a teecher enjoys the respect of
al andis sf-fulfilled:

My children— my class. | really love them; they made me want to return to themfilled
with greater knowledge. It’s valuable because | lean on their eagerness and love.

In the beginning teecher identity, the culturd myth of the good teacher as described
above seemsto be dive and well.

6.1.4 Beginning Teacher |dentity

The culturd myth which ssems to dominae thinking about teeching in Trinided and
Tobago regards teachers, generdly, as engaged in sdf-saifiang work which they do
because of a love of children and a desire to contribute postively to the country. Teechers
have dways been accorded some measure of respect because of ther apparent
willingness to forego the rewards tha others may desre out of a career, for example,
lucraive sdaies and higher daius More specficdly, the myth sees teaching as
something peculiar to the dassoom and the teecher as a powerful individud, within the
cdassoom, cgpable of effecting change through love and sdfless dedication. It seems
ressonable to sugges, therefore, that the beginning teacher identity is located within this
framework about teaching and teechers.

In the 19" century, lowerincome, intelligent people saw teaching & a way out of a
lifetime of manud labour. They would not necessaxrily be better off materidly, but they
would be comfortable with the repect their work accorded them and the advantages thet
came out of this. Today, we can see pardlds with the trainee teacher. At the beginning of
the 21% century, the mgority of the incoming trainees to the teachers colleges tend to be
dravn from the lower socio-economic classes and they possess basic secondary school
credentids It would seem that many of them are making teeching a career because it is a
way out of unemployment. However, a large percentege of them have their eyes st on
moving out of the primary school sysem, typicdly to enter the secondary school sysem
or to obtain another job with a gatus and levd of remuneration higher than what obtains
a the primary levd.
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The beginning teecher identity, then, seems to be characterised by tensons These
tendons exigs dnce tranees hold primary teeching in high esteem because of the
atributes associated with the culturd myth of a good teecher, yet, many of them wish to
leave teaching because it does not provide the extringc rewards that other professons do.
Many are prepared to move into teeching a the sscondary level where the tenson might
be eased, somewhat, because of higher sdaries and, generdly, more comfortable working
conditions.

If we now draw reference to the concepts of the subgantive sdf and the Stuated sdf | a
picture emerges in which the subgtantive sdf has embraced the culturd myth of a good
teecher, wheress the Stuated sdf will expeience some difficulty as the young trainee
embarks on a career that does not have the rewards that coincide with other dominant
vaues in socety such as money, success, and materid possessons. Depending on the
person's biography and life history experiences, agency will come to the fore here in the
atempt to resolve this internd dilemma Trainees may choose to commit to the dtruistic
vaues associaed with teaching, and that will be the face they present to the world. On
the other hand, the commitment may be only patid as they seek to discover greener
pestures. The findings of this dudy suggest that many trainees fdl into the latter category.
Such an accommodation resolves some of the tensons in the beginning teecher identity.
It, however, produces others because it does not address the myth.

A tentative picture of teecher identity is emerging where there are tensons caused by
conflicting beliefs and experiences Provenzo et d. (1989) rase the issue that a crucd
component of teacher identity is the tenson between the expected or desred and the
experienced. Culturd myths and the teachers college curriculum could be thought of as
projecting a desred scenario, while the trainees who were exposed to the OJT
programme and/or who operated as untrained teachers in the sysem prior to coming to
college, experienced something, in most cases that was radicdly different. Trainees
expect that in lieu of materid rewards teaching will a least aford them some dtruistic
and fufilling experiences. Yet they know tha in the redities of primary school life (for
example, overcrowded classooms), such experiences ae few. Thus wha the culturd
myths of teaching say about teaching appears not to hold a dl times Even if one is
prepared to forego maerid rewards, there is no guarantee that one can be satisfied by
intringc rewards.

These indghts aout the beginning teacher identity do not augur wel for the retention of
teechers a the primary leved or for the education sysem as a whole. As primary teechers
ue aty means necessay to leave the primary levd will dways be receving new,
untrained teachers, and newly qudified teachers, to swell the ranks of those who will nat,
or cannot leave.

6.2 Implicationsfor Teachers College Curriculum
The foregoing points to the teechers college curriculum as the medium to invoke change

in the beginning teecher identity. Given the exigence of the conflicting images described
above, there seems to be the need for the teachers college curriculum to recognise ther
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exigence, and to provide learning experiences where tranees would be encouraged to
explore these tendons One way thet the college curriculum can actively engage the myth
and, thus better prepare teachers for the redities of therr professon, is to encourage
tranees to explore, through philosophy and sociology, ways of interrogaing what it
means to be a teacher in Trinidad and Tobago today. This will open up the sodd and
politicdl contexts for debate It will illuminate vexing quesions as to why primary
schooling suffers from such low daus and predige in the sysem dthough it is the
foundation of education.

The teachers college curriculum, as the firda mgor training that the beginning teecher
will encounter, mud initiste condderation of these quedions, otherwise the myth will
continue unexamined. The myth will promise fulfilment as a teecher and not be ade to
ddiver. Further, as the trainees leave the teachers colleges as newly qudified teechers,
they would need to be exposed to continued professond development activity if ther
ability to cope with the tendons is to be sustained. Such activity could be jointly planned
and executed by the teechers colleges and adminigraive personnd a the primary school
Stes

It may dso be ussful for some congderaion to be given to the assumption that primary
teecher training prepares tranees for lifelong employment in the primary education
sector.  Wheress this was the norm in the not-too-distant past, the expectations of trainees
are changing and this view of primary teacher traning is no longer a dominant one. Many
tranees dealy indicated that they intend to seek upward mobility ether to “higher”
leves of the education sysem, or to more highly-regarded professons. Even if tranees
ae dile to ded successfully with the conflicting images of teaching, the possbility il
exigs that the dedre for upward mohbility would perds. This scenario adso has
implications for the teachers college curricllum.  One would need to condder, for
example, whether it would be more expedient to provide only initial traning through the
teechers college curriculum, with further compulsory training provided a points aong
the teacher’s career for those who are committed to remaining in teaching a this levd of
the system.

Teacher tranees are important dakeholders in the education sysem.  Appropriate
planning for the sysem cannot occur if the characteridics, images, experiences, and
expectations of these trainees are not taken into condderation. This sudy has shown that,
in this regard, there is much that needs to be consdered if there is to be any hope for
improvement in the system.
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Appendix A: Characteristics Of Trainees

Al: Gender

TableAll Gender Compostion of Entering Cohort - 1995

Gender Corinth Valsayn Total

N % N % N %
Made 54 318 64 315 118 316
Femde 116 632 139 685 255 68.4
Total 170 1000 203 1000 373 1000

TableAl2 Gender Compostion of Entering Cohort — 1996

Gender Corinth Valsayn Tota

N % N % N %
Mde 56 275 51 24.1 107 25.7
Femde 148 725 161 759 309 74.3
Total 204 100.0 212 1000 416 100.0

TableAl3 Gender Compostion of Entering Cohort - 1997

Gender Corinth Valsayn Total

N % N % N %
Mde 49 25.7 59 286 108 272
Femde 142 74.3 147 714 289 72.8
Total 191 100.0 206 100.0 397 100.0

TableAl14 Gender Composition of Entering Cohort - 1998

Gender Corinth Valsayn Tota

N % N % N %
Mde 67 333 61 30.8 128 321
Femde 132 65.7 137 69.2 269 67.4
Missing data 2 10 0 0.0 2 05
Total 201 100.0 198 100.0 399 100.0
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A2: Age

TableA21 AgePrdfileof Entering Cohort - 1995

Age(years) | Corinth Valsayn Total

N % N % N %
<21 0 0.0 4 20 4 11
21-30 156 91.8 172 84.7 328 87.9
>30 13 7.6 27 133 40 10.7
Missing data 1 0.6 0 00 1 0.3
Total 170 100.0 203 100.0 373 100.0
TableA2.2 AgeProfile of Entering Cohort - 1996
Age(years) | Corinth Valsayn Tota

N % N % N %
<21 0 0.0 2 09 2 05
21-30 179 8r7.7 174 821 353 84.9
>30 23 113 30 14.2 53 127
Missing data 2 10 6 28 8 19
Total 204 100.0 212 100.0 416 100.0
TableA23 AgeProfileof Entering Cohort - 1997
Age(years) | Corinth Valsayn Total

N % N % N %
<21 0 0.0 3 15 3 0.8
21-30 162 848 170 825 332 836
>30 27 141 31 15.0 58 14.6
Missing data 2 10 2 10 4 10
Total 191 100.0 206 100.0 397 100.0
TableA24  AgeProfile of Entering Cohort - 1998
Age(years) | Corinth Valsayn Total

N % N % N %
<21 0 0.0 0 0.0 0 0.0
21-30 183 91.0 156 78.8 339 85.0
>30 18 9.0 42 212 60 150
Missing data 0 0.0 0 0.0 0 0.0
Total 201 100.0 198 100.0 399 100.0
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A3: Marital Status

TableA3.1 Marital Statusof Entering Trainees— 1995
Status Corinth Valsayn Total
N % N % N %

Single 117 68.8 143 704 260 69.7
Married 49 288 51 251 100 26.8
Separated 0 0.0 6 30 6 16
Divorced 1 0.6 1 05 2 05
Common- 0 0.0 1 05 1 0.3
law union
Missing data 3 18 1 05 4 11
Total 170 100.0 203 100.0 373 100.0
TableA3.2 Marital Statusof Entering Trainees— 1996
Status Corinth Valsayn Total

N % N % N %
Single 140 68.6 145 684 285 685
Married 61 299 59 278 120 288
Separated 0 0.0 2 09 2 05
Divorced 1 05 2 09 3 0.7
Missing data 2 10 4 19 6 14
Total 204 100.0 212 100.0 416 100.0
TableA3.3 Marital Status of Entering Trainees— 1997
Status Corinth Valsayn Total

N % N % N %
Sngle 131 68.6 143 694 274 69.0
Married 58 304 51 24.8 109 275
Separated 0 0.0 3 15 3 0.8
Divorced 0 0.0 3 15 3 0.8
Missing data 2 10 6 29 8 20
Total 191 1000 206 100.0 397 1000




TableA34 Marital Statusof Entering Trainees— 1998

Status Corinth Valsayn Total
N % N % N %

Sngle 125 62.2 131 66.2 256 64.2
Married 72 35.8 58 20.3 130 326
Separated 0 00 1 05 1 0.3
Divorced 2 10 2 10 4 10
Missing data 2 10 6 30 8 20
Tota 201 100.0 198 100.0 399 100.0

A4: School Type Taught At Prior To Entry To Teachers College

TableA4.1 School Type Taught at prior to Entry to Teachers College- 1995
School type Corinth Valsayn Total

N % N % N %
Government 57 335 113 55.7 170 456
Government 101 594 80 394 181 485
Assisted
Private 0 0.0 1 05 1 03
More than one 12 71 39 20 54
type
Missing data 0 0.0 1 05 1 0.3
Total 170 100.0 203 100.0 373 100.0
TableA4.2  School Type Taught at prior to Entry to Teachers College- 1996
School type Corinth Valsayn Total

N % N % N %
Government 67 328 86 40.6 153 36.8
Government 133 65.2 114 538 247 504
Assisted
Private 0 0.0 4 19 4 10
More than one 2 1.0 5 24 7 17
type
Missing data 2 10 3 14 5 12
Total 204 100.0 212 100.0 416 100.0

45




TableA4.3

School Type Taught at prior to Entry to Teachers College- 1997

School type Corinth Valsayn Total

N % N % N %
Government 56 293 73 354 129 325
Government 121 63.4 127 61.7 248 62.5
Assisted
Private 1 05 3 15 4 10
More than one 12 6.3 1 05 13 33
type
Missing data 1 05 2 10 3 0.8
Total 191 100.0 206 100.0 397 100.0
TableA44  School Type Taught at prior to Entry to Teachers College— 1998
Schoal type Corinth Valsayn Total

N % N % N %
Government 55 2714 66 333 121 30.3
Government 141 70.1 130 65.7 271 679
Assisted
Private 0 0.0 2 10 2 05
More than one 5 25 0 0.0 5 13
type
Missing data 0 0.0 0 0.0 0 0.0
Total 201 1000 198 100.0 399 1000
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