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PREFACE 

  An illusion about excellent teacher educators is that they are born and not produced. 

Two extensions to this myth are that the best practices of these teachers come with them 

naturally, and exceptional teacher education programmes are almost non-existent or nearly 

impossible to develop.  Such beliefs have been shown, in most instances, to influence the 

quality of best practice delivery in various programmes from our teacher education institutions 

of higher learning.  

  The findings of this investigation, as stated in Primary Teacher Education in Trinidad & 

Tobago: A Best Practice Framework, offset these myths.  It shows that all teacher educators 

and teachers have the scope and capability to become excellent best practice advocates in 

their profession.  This can be done through well thought out teacher education programmes 

with a best practice focus whose curricula have been developed around tried and proven 

teacher education models, and are supported by documented educational theories and 

research.   

  Primary Teacher Education in Trinidad & Tobago: A Best Practice Framework gives an 

overview of the teacher education programmes taking place at the three major Universities in 

Trinidad & Tobago (T&T), as seen through the eyes of its administrators and teacher 

educators. The findings indicate that essentially all primary teacher education programmes, at 

the tertiary level in T&T, show a lack of documented educational theories and research that 

support and sustain their programmes.  The analysis of these three teacher education 

programmes engendered an eclectic framework of a best practice model. This was 

formulated from a Christ-o-centric perspective, and recommended with a view to help 

reinforce primary teacher education in Trinidad & Tobago for the twenty-first century and 

beyond. 
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1 

Presentation of the Study 

  The Republic of Trinidad and Tobago (T&T), a former British colony and presently a 

Commonwealth country, is the southernmost twin-island state in the Caribbean.  Although it 

gained independence from Great Britain in 1962 and acquired republic status in 1976, like 

most other British Commonwealth countries, much of the administration and its governance 

has advanced and evolved from that colonial past. As a result of this evolvement, some 

sections of the education system of T&T are still distinguished by features of British 

colonialism.  The system of primary teacher education is one such sector, and its operation is 

the subject of this research. 

  Any movement to improve the business of primary education immediately places the 

preparation of primary school teachers at the focal point, since teachers and teaching are 

generally acknowledged as important elements in the success or failure of students.  This 

responsibility of teachers and teaching in contributing to the quality of education is well 

recognized.  Joyce et al. (1992, p. 4) affirm teachers as ―mid-wives of educational change,‖ 

while John Hattie (2003) from the Australian Council for Educational Research, claims that 

they are the ―gold standard of expertise‖ (p. 9). 

  It is from such a perspective that this research was conducted to explore the process 

of primary teacher education in T&T.  Prior to this study there had been limited documented 

research on the topic, especially as it relates to any examination of the four-year bachelor’s 

degree.  In the Multi-Site Teacher Education Research Project (MUSTER) Report # 3 with 

respect to T&T, Stuart (1999) observes that prior to that research report, ―there was little by 

way of documented research that explored the quality of the primary teacher education‖ (p. x). 

  Whatever was reported before, applied only to the two-year teacher training 

programme.  This research document investigates quality primary teacher education at the 

four-year bachelor’s level, and proposes a best practice framework for T&T.  This will help to 

remedy this situation by adding to the body of knowledge, and ultimately help to improve 

teacher education in T&T. 

  I will describe what is considered the best teacher education methods practiced by the 

three major universities in T&T and identify the major strengths which will be helpful in 

designing a teacher education framework for T&T.  It is from this examination and from 
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looking at other effective practices used in selected universities in the United States of 

America (USA) and Australia (AUS) that this best practice framework will immerge and be 

recommended. 

  In this first chapter the background of the study is included to incorporate the external 

factors and trends that affected this work.  The settings of the study will then be delineated 

and the context described to indicate its importance and purported significance and 

implications.  Along with this explanation, there is a description of the problem statement, 

purpose of the study, professional significance, research questions, and the conceptual 

framework of the study.    

Background of the Study 

As the overall administrator in charge of student-teaching practicum for the past six 

years, and one of the assessors of the Teacher Education Programme at University of the 

Southern Caribbean (USC), I am acutely aware of the nature of the programme in which 

education major students are enrolled.  Interacting with cooperating teachers (trained 

experienced teachers who supervise the training of student teachers at teaching practice) has 

enlightened me on details of the programmes other associate level trained teachers are 

pursuing, or have pursued at other universities who are competitors of USC.    

  Additionally, I have been a standing member of the Ministry of Education (MoE) 

administered Board of Teacher Training (BOTT) in T&T for the past 12 years.  The BOTT 

administrates the two-year teacher-training programme leading to the associate degree, 

which prior to September 2006 was the required qualification to teach at all primary schools in 

T&T.  The three major universities in T&T are represented on that board, and this experience 

has revealed additional information about their offerings for the teacher education 

programmes.  

  These all have given me a wealth of information and experience dealing with primary 

teacher education in T&T.  This privilege has placed me, as the researcher of this study, in a 

very beneficial position.  I know the operations and administration of the programme and I am 

aware of most of the problems that plague teacher education in T&T. 

  The government of T&T, in 2000, inaugurated a commission to help develop and guide 

the Republic to a first world status country by the year 2020 (Ministry of Planning 

Development T&T, 2007).  Named VISION 2020, this commission established standards for 
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important aspects of life in T&T, giving the development of the nation’s education system, 

inclusive of primary education, paramount position.  

  VISION 2020 requirements, along with documented research findings from the 

MUSTER reports # 4 (George & Quamina-Aiyejina, 2002), as part of the study of attendant 

scholarly literature, have revealed deficiencies in the essential requirements of the training or 

education model used to prepare primary school teachers.  It was this realization that caused 

me to reflect on what a desired best practice framework would be for training primary 

teachers in T&T.  That was the beginning of a strong desire that has today developed into a 

passion.  

  Perceived lack or deficiency in the primary teacher education programme influenced 

my decision to focus my dissertation on that area at the doctoral level at Northern Caribbean 

University (NCU).  I took up the challenge wholeheartedly to help make a difference in 

teacher education at T&T in general and at USC in particular.     

  External factors that affected the study.  Since the early 1970’s, primary teacher 

education in T&T has been administered by three major teacher-training institutions, the 

government-run Valsayn Teachers College (VTC), the Corinth Teachers College (CTC), and 

the privately-run Caribbean Union  Teachers College (CUTC).  These all offered a two-year 

associate degree with a distinct lecture/recitation teacher-training model approach in 

methodology termed ―mechanistic, narrowly based skills approaches‖ (George & Quamina-

Aiyejina, 2002, p. 1). 

  The beginning of the 1990’s saw a moving away from this lecture/recitation training 

model to a more constructivist inquiry-oriented and interactive perspective approach in 

primary teacher education (Stuart, 1999; George & Quamina-Aiyejina, 2002).  The 

government, also at that time, was establishing the groundwork to institute its own university, 

the University of Trinidad & Tobago (UTT), in the education landscape.  With the advent of 

that university, in 2004, there has been a greater intellectual migration into T&T and the 

emergence of distinguishable scholarly guidelines.   

  Better qualified and prominent educators were now gravitating towards the country as 

educators, mentors, and academic advisors.  This led to resurgence in research-based 

studies.  One such study was the MUSTER reports # 6 (Quamina-Aiyejina et al. 1999).  It was 

also at that same time that the government instituted up to 50% subsidized tuition for all its 
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nationals pursuing tertiary level studies at accredited institutions in the country.  This gave 

young nationals and already trained teachers, a greater impetus and reason to become better 

qualified through in-service and pre-service primary teacher education programmes. 

  Trends in education. The early 2000s saw three significant happenings in T&T.  First, 

the Ministry of Education (MoE), the body that controls and directs primary education, 

mandated in 2004, all teachers, who wanted to teach in the nation’s primary schools, to earn 

a bachelor’s degree in primary education as basic requirements.  Secondly, in 2006, that 

same Ministry made the decision to terminate the two-year government-run teacher-training 

colleges.  Thirdly, the Ministry of Tertiary Level Education, in 2006, granted full tuition 

scholarships to all nationals who were pursuing tertiary-level education at local accredited 

tertiary-level institutions.  These declarations, by the Government of T&T, have had a distinct 

and positive impact on teacher education.  USC and other tertiary-level providers have 

experienced rapid and dramatic increases in enrolment in their teacher education 

departments. 

  Sudden national awareness and focus on primary education caused a surge in the 

demand for places for prospective pre-service and in-service teachers to pursue their 

bachelor’s degrees at the nation’s tertiary level education providers.  There was an emergent 

educational buzz going on in T&T.  This gave rise to research projects within the T&T 

academic environment, and in particular, at UTT and the other major tertiary-level educational 

providers.  It has played an important role in helping me forge ahead with my research studies 

in best practices in primary teacher education.  

Settings and Context of the Study 

The settings for this action research case study are the times, location, circumstances 

in which the investigations (in primary teacher education) take place, and the mood or the 

backdrop from which the study emerges.  The context is a statement or idea from which the 

setting can be understood and assessed.  It includes (a) the environmental factors (like what 

is happening in primary teacher education in T&T) that may influence the research process; 

(b) the demographic factors (like the sex of interviewees, years of service, qualification, job 

description, characteristics of the human population with respect to their density and ratio) of 

the participants; (c) the physical environment (in terms of time of day and location); and (d) 
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the social environment factors (like the historical development of primary teacher education in 

T&T) which would impact on the study. 

  The context also includes the instructional outcomes such as the consequences, 

issues involved, and effects of the final results under study.  It also takes into account the 

expected or likely final result of the study.  Because of the qualitative case study nature of this 

research, the context of the study is completely natural and there are no attempts to control it.  

  This research study was undertaken in the Republic of Trinidad in the West Indies.  

Existing theories were investigated in an effort to understand, discover, and develop a more 

effective and efficient primary teacher education framework.  These investigations took place 

in the three major universities in T&T, which were all located within an eight-mile radius in the 

north-central locality of the island.  Since the respondents for this study were university 

administrators and teacher educators, gathering data was relatively easy because of their 

geographical position.  The sampling process undertaken in this study will be detailed and 

explained later in chapter 5.  The study formally started in December 2008. 

  The instruments used to collect data included interviews, literature review, textual 

analysis, and archival records.  The major source was interviews which were conducted 

during the months of November 2009 to January 2010.  These were all completed in their 

familiar respective university campuses.  The gathering of other data from each university’s 

archives and/or libraries started and was ongoing, some for as long as two years.   

  Trinidad and Tobago is considered the most developed English speaking country in the 

Caribbean, evidenced by the emphasis on the education of its citizens.  Having three major 

universities for a population of just over 1.3 million is indicative of that fact, in addition to more 

than 50 other smaller tertiary level education providers that came into existence in the last 10 

years.  Most of these providers are based locally but have affiliation with outside accredited 

universities.  Many of them use an online or combination of online and face-to-face mode of 

operating to facilitate the learning process. 

  The St. Augustine campus of the University of the West Indies (UWI) is the biggest and 

most established tertiary-level institution in the Republic, having been around for the past 50 

years.  It is part of a regional institution with other campuses in Barbados and Jamaica.  

  University of the Southern Caribbean (USC), having gone through an evolution from 

College to University during the past 83 years, is the oldest private, tertiary-level institution in 
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the country.  Its enrollment is about 4000 students spread among six academic schools.  

About one-fifth of the student population is from the School of Education and Human 

Sciences, the school that operates the Department of Teacher Education.  The four-year 

bachelor’s degree in primary/elementary education has been offered at this university for the 

past 24 years, while the two-year associate degree in teacher training was offered for 50 

years, from 1956 to 2006. 

  The University of Trinidad & Tobago (UTT) is the newest and youngest national 

tertiary-level institution in the country, having been around for the past six years.  Its main 

emphasis is on technology, science, and engineering programmes.  It has also been given 

the mandate by the government to be its main teacher education centre.  All three institutions 

offer primary teacher education in the form of a bachelor’s degree, in varying styles and 

approaches, and from different philosophical bases. 

  Having access to documentation and interview data from these national, regional, and 

private tertiary-level institutions in T&T, has given added leverage to this study.  To consider 

teacher education programmes from these three different perspectives and experiences will 

help to envision and formulate a more comprehensive model for primary teacher education. 

  Points of view on primary teacher education would come from a top administrator and 

senior teacher educator from each institution; the resulting model that would emerge from this 

report is expected to address some of the didactical and pedagogical issues in primary 

teacher education in T&T.  It is expected that from this report some of the best practices to 

promote true learning in the primary classroom will be made known.  The resulting framework 

is expected to be constructivist in approach where learning theories impact teaching methods, 

teachers play more of facilitator’s role, and learning as a social process is more of an active 

and dynamic interaction between task, teacher, and learner.  It is from that familiarity of the 

context and because of the lack of some of these processes and interactions of teacher 

education in T&T that I selected the research questions I included in this study.  

  In order to know where one is going, there must be a knowledge and understanding of 

where one came from.  The historical development of primary teacher education in Trinidad 

provides this social structure and organization that gives an indication of the beginnings of 

primary teacher education.  As we examine those humble beginnings, there can be a better 
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appreciation of where we are today, and more importantly, of where we intend to go in the 

future. 

  The historical development of primary teacher education in T&T.  The 

development of teacher education in Trinidad and Tobago is closely linked to the 

development of the country’s education system, and more specifically the development of 

primary education.  Before the emancipation of slavery in 1834, education was restricted to 

children of the free classes, and usually involved the use of private tutors at personal expense 

(Quamina-Aiyejina et al., 1999, p. 14). 

  The first efforts at teacher education and training in Trinidad took place in January 

1823, before emancipation, when eight young men were selected for training to sponsor the 

first National Training School.  However, it was after the abolition of slavery that the first 

sustained efforts at teacher education took place.  The British government mandated that 

compulsory Christian education be given to the children of the ex-slaves under a scheme 

financed by a grant of £25,000 from the British treasury called the Negro Education Grant.  

Trinidad, with over 22,000 emancipated slaves, received £800 from this grant, to which was 

added another sum provided by the Mico Charity Fund.  The Mico Charity Schools were 

established in Trinidad, and its function was to train local teachers, effectively making them 

the first teacher training institutions in the region.  Unfortunately, the Mico School in Trinidad 

was closed in 1841 when the British government discontinued the Negro Education Grant 

(Quamina-Aiyejina et al., 1999, p. 14). 

  Systematic consideration of education in Trinidad began in 1851 when Lord Harris, 

then governor of Trinidad, saw the need for a system of primary education.  He outlined a 

system of free secular education, involving the establishment of ward schools.  This system 

included plans for a training school for teachers, intended to give secular instruction without 

direct religious or doctrinal teaching, and a model school close to the Training College, to 

provide necessary teaching practice for the student teachers.  In January 1852, the 

government Normal School was established in Port of Spain, primarily for educating teachers 

for the ward schools.  Two model schools were also founded. 

  The Lord Harris system, with its underlying principle of secularism, met with opposition 

from most of the religious denominations (Quamina-Aiyejina et al., 1999, p. 15).  In 1869 the 

Secretary of State for the colonies in London appointed Patrick J. Keenan, who was Inspector 
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of Schools in Ireland, to make a full inquiry into the state of education in Trinidad and to make 

recommendations.  Keenan severely criticized the system and made numerous 

recommendations, many of which were diametrically opposed to the system developed from 

Harris’ proposals.  Among Keenan’s recommendations were those: (a) management of each 

ward school is vested in the clergyman of the same religion as the majority of the pupils, (b) 

the government Training College be abolished, and (c) a system of monitors be instituted for 

providing highly qualified teachers (Quamina-Aiyejina et al., 1999, p. 16). 

  As a result of Keenan’s recommendation the monitorial or pupil teacher system was 

introduced in Trinidad in 1870.  Under this arrangement, superior graduating students from 

the primary school system who were interested in teaching were recruited to the profession.  

They then served as apprentices to the best qualified teachers, assisting in teaching small 

groups and studying during after-school hours.  They were generally called ―monitors‖ during 

the first year, and after passing the first examination, they were called ―pupil teachers‖.  In the 

following years they wrote competitive examinations in subjects normally taught in the primary 

school, but at a progressively more advanced level, together with elementary educational 

theory.  At the end of approximately five years, they were deemed qualified to enter a 

teachers’ Training College. 

  The Mayhew-Marriot Commission in 1931-32 found serious weaknesses with the pupil 

teacher system; it was phased out by 1959.  These pupil teachers were then encouraged to 

prepare for the Cambridge School Certificate.  They then became candidates for teacher 

training colleges that were operated by denominational groups (Campbell, 1997). 

  This arrangement was short-lived since the Education Commission of 1914-1916 found 

that student teachers were disadvantaged since most were taught by one person, the 

principal.  That Commission recommended that the government take the responsibility of 

building and operating proper teacher training colleges.   

  Even if some of these teacher training colleges started in the late 1800’s, it was only in 

the early 1900’s that they came to prominence.  After the ordinance relating to elementary 

education was passed in 1890, provisions were made for establishing additional training 

colleges, both government and denominational.  This was after the Maurice Committee of 

1959 expressed alarm at the growing percentage of untrained teachers already in the 
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profession, and sought to correct this imbalance through a recommendation for an 

Emergency Training Course.  

  The Committee’s recommendations were immediately accepted by the government, 

and a one-year non-residential Emergency Training Course was inaugurated and formally 

opened in January 1958.  This fulfilled an earlier mandate of 50 years.  Five years later in 

September 1963, Mausica Teachers College (MTC), another government funded training 

college, was opened offering a two-year programme in pre-service training.  MTC was 

intended to be different from the existing colleges.  It offered pre-service training to secondary 

school graduates who became full-time teachers only after graduation.  Persons between 18 

and 25 years were accepted if they possessed five subjects at General Certificate of 

Examination (GCE) Ordinary Level passes or their equivalent.  They were required to sit an 

entrance examination, and only those gaining 66% or more at the examination went on to be 

interviewed by a panel before acceptance at MTC (Brereton, 1996). 

  The elimination of the backlog of untrained teachers in the primary school was 

considered as one of the most important developments in teacher training between 1956 and 

1981.  This was accomplished through the centralization and concentration of teacher training 

facilities in two large government colleges, and three other denominational teacher raining 

colleges.  This included Caribbean Union Teachers College (CUTC) run by the Seventh-day 

Adventists which started in 1956 and, like MTC, offered a pre-service model of primary 

teacher training.  This college has evolved to what is today University of the Southern 

Caribbean, and is one of the selected institutions for this study. 

   Another important development was the raising of the academic standards for large 

numbers of untrained teachers, partly through the demand for higher entry requirements.  

Instead of entering with the minimum of a Teachers’ Provisional Certificate, mostly acquired 

by way of the pupil teachers’ examinations, all pre-service candidates had to achieve five 

GCE Ordinary Level passes at least, including English, before admission. 

  In addition to the higher entry qualifications, there was a change from the dominant 

pre-1962 pattern of in-service training to a new model of predominantly pre-service training, 

plus some in-service training (1963-1975).  However, there was a return to complete in-

service training in the period 1975-1981(Quamina-Aiyejina et al., 1999, p. 20-21). 
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  The establishment of the two new government colleges, Corinth Teachers’ College 

(CTC) and Valsayn Teachers’ College (VTC) in the 1970s, marked a return to the old formula 

of in-service training, aimed at accelerating the clearing of the backlog of untrained teachers.  

That system came to an end in 2006 with these two colleges becoming part of the campus of 

UTT.  The bachelor’s degree in primary education has now replaced the two-year associate 

diploma in teacher training.  UTT is also one of the three tertiary-level institutions in this study. 

  This moving away from the two-year associate diploma in teacher training to the four-

year bachelor’s degree in primary/elementary education, is not a new phenomenon in teacher 

education today.  For T&T, this was a paradigm change in its educational structure.  This has 

brought with it a number of concerns and problems.  One of the focuses of this study is to 

investigate these concerns and problems and to come up with recommendations for a better 

way forward.  A statement of the research problem follows. 

Problem Statement 

Although most of the public and private tertiary institutions are presently offering 

bachelor’s degrees for primary teachers, there is no known documented research, at that 

level, in primary teacher education in T&T.  The primary focus in this study is to investigate 

the teacher education programme at the three major tertiary level institutions in T&T and 

propose a design from a two-year framework to a four-year framework.  Also, from 

documented research, to suggest best practices for taking this framework into a degree 

programme adapted to the needs of T&T in general. 

Purpose of the Study 

The purpose of this study is to design and specify, using an international best practices 

procedure, the contents of a primary teacher education curriculum framework for use by 

primary teacher education tertiary institutions in T&T. 

Professional Significance of the Study 

There has not been any known published documented researched study conducted in 

T&T associated with best practices among the leading tertiary providers offering bachelor’s 

degrees in primary education.  Limited research was conducted about the two-year teaching 

diploma in primary education through the MUSTER reports # 4 (George & Quamina-Aiyejina, 

2002).  This documentation, in the form of eight reports, was the result of a collaborative 
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research project coordinated from the Centre for International Education at the University of 

Sussex, England. 

  These eight reports were developed with five other universities, including University of 

the West Indies (UWI), the largest university in T&T.  ―MUSTER is designed to provide 

opportunities to build research and evaluation capacity in teacher education in developing 

countries through active engagement with the research process from design, through data 

collection, to analysis and joint publication‖ (Stuart, 1999, p. i).  These eight publications from 

the MUSTER reports of primary education in T&T, have contributed to the research of the 

two-year programme and to the professional knowledge of the associate degree in primary 

teacher education programmes in T&T. 

  It is my intention to build on this body of knowledge since I will be looking at teacher 

education using the perspective of the four-year bachelors’ degree.  Even if it is widely 

accepted that a bachelors degree should be minimum qualification for every primary school 

teacher (Kirk, 1984), the methodological and pedagogical contents of its curriculum, the mode 

of implementation, whether the approach for such offering would take a pre-service or in-

service model, and other cultural and social pertinent related issues, have not been 

addressed in a systematic manner.  A study like this one, which seeks to provide some 

measure of answers and clarifications to these issues, seems a necessity and is worth doing. 

  Because of its expected uniqueness, with new findings, and the substantial  

information which I anticipate it will generate, I believe the conclusions will be significant to 

educational planners and practitioners in T&T.  This will advance information and pertinent 

data for the development and delivery of primary education of a nation seeking first-world 

status by the year 2020.  The aim of such a process is to acquire the relevant information by 

means of advancing specific research questions that are in this study. 

Research Questions 

Qualitative researchers depend heavily on research questions to organize and focus 

their research studies.  Maxwell (2005) explains that ―the function of research questions is to 

explain specifically what your study will attempt to learn or understand‖ (p. 67).  This is 

supported by Hatch (2002) who articulates that ―research questions give direction to a study 

by carving out a piece of territory for exploration‖ (p. 41).  Merriam (1998) further reinforces 



 

12 

 

this idea by indicating that research questions ―reflect the researchers thinking on the most 

significant factors to study‖ (p. 60). 

  The research design is influenced and defined by the questions to be answered.  

Hatch (2002) suggests that identifying research questions is a critical step in research design 

because questions give direction to the study, limit the scope of the investigation, and provide 

a device for evaluating progress and satisfactory completion.  This is summarized by Maxwell 

(2005) who says that ―research questions are critical to research design because they are the 

only component that ties directly to all of the other elements of design‖ (p. 67).  He further 

states that in a research design, the research questions serve two vital functions: (a) to help 

give focus to the study (the questions’ relationship to goals and conceptual framework) and 

(b) to give guidance for how to conduct it (their relationship to methods and validity) (pp. 67-

68). 

  The following are the five research questions that will guide this study: 

1. How do the chief administrators of the (a) government-run tertiary institution, (b) 

regional-run tertiary institution, and (c) private-run tertiary institution in T&T (the 

selected tertiary institutions) describe their primary teacher education programme? 

2. How do the chief administrators of the selected tertiary institutions describe an ideal or 

desired new model for primary teacher education programme in their institution? 

3. What is the perception of teacher-educators at the selected tertiary institutions of their 

primary teacher education programme? 

4. How do teacher educators describe the concerns and problems that they are facing in 

primary teacher education, and what are their suggestions for the way forward? 

5. What would a primary teacher education programme framework based on best 

practices look like in T&T? 

Organization  

This book is structured into seven chapters.  Chapter 1 includes the introduction of the 

report in which I present the background, stating the external factors as well as the trends 

occurring in teacher education, affecting the study.  The context and setting of the study, 

including the historical development of primary teacher education in T&T, follow.   The 

problem statement, purpose of the study, professional significance, and the research 

questions, are then presented.  The chapter concludes with the organization of the study. 
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  In chapter 2 I present the review of the literature and the definition of the major 

categories of the study.  It begins with the search strategy used in the study and then reviews 

the theoretical literature.  This is presented in the configuration of three experimental teacher 

education models.  Teaching models and best practices in the profession are documented 

from selected universities in the USA and AUS to show their relationship to each other.  I 

describe how theories affect teaching and learning and how they help influence and 

determine models of teaching.  From these models, the theoretical framework of the study 

becomes apparent. 

  I present the empirical literature and the conceptual framework in chapter 3, through 10 

essential principles that govern teacher education.  These include pedagogy, professional 

development, learning communities, and educational assessment.  The foundation and 

standards for educators in teacher education models are outlined.  The interdependence and 

the relationship between these principles are part of the foundational structure underpinning 

the conceptual framework. 

  Within chapter 4, the focus is on the qualitative case study research design and 

methodology.  Qualitative research design is expanded to elaborate on the case study design 

as well as the action research process.  As a result the research questions and the 

triangulation process, which guide the research study and influence validity and reliability, are 

explained.  Data collection methods and techniques are described in sampling processes and 

in particular, the interviewing process and its interviewees.  The data collection methods are 

elaborated followed by the presentation of the content analysis and data analysis procedure.  

The chapter ends with the methods of analysis that will be used. 

  The interpretation of the data is summarized in chapter 5.  Four out of the five research 

questions will be answered using the results of analyzing the different data sources, as they 

pertain to each research question.  Each answer will be subdivided in term of the themes that 

emerged from the analysis.   

  The last research question is addressed in chapter 6.  I will define best practice, using 

the theoretical and empirical research literature and the philosophy, assumptions, and values 

of the institution (USC).  It will be contextualized by the use of the bulletin and websites from 

teacher education institutions in Trinidad and Tobago, along with the interviews of teacher 

educators and teacher education administrators.  The synthesis of the data sources resulted 
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in the formulation of a framework, which will be illustrated using a graphic organizer to help 

answer question # 5.   

  In chapter 7 I present a summary, implications, and discussions of the results from this 

research study.  The problem statement, purpose and reason for the study, methodology, 

selection of samples, data sources, and a review of the findings were briefly presented.  The 

implications of the findings were presented by answering five pertinent questions.  The 

chapter ended with suggestions for additional research.  The research study concludes with 

the reference list, which contains the bibliographic information for the study, and finally, an 

appendix of important supporting documents. 

Overview and Summary 

In chapter 1 the tone for the report of this research study is set as I introduced the 

background of this study indicating the external factors and trends occurring in the field of 

education that might affect the outcome of this study.  I then established the settings and 

context of the study where the beginning and historical developments of teacher education in 

T&T were outlined.  This was followed by the statement of the problem, purposes of the 

study, and the professional significance of the study.  The research questions, which will be 

used to guide the study, then followed.  I concluded with the organization of the study. 

  The foundation for the examination of the literature was established in this chapter.  In 

the next chapter I will present a more complete discussion of the theoretical and conceptual 

framework. 
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2 

Review of Literature 

  A review of literature is an account of what has been published on a topic by 

accredited scholars and researchers.  A critical review of that literature means taking an 

analytical approach to one’s reading.  Such an approach to any review of literature implies 

purposive or focused reading.  I conducted a focused review (Glatthorn & Joyner, 2005, pp. 

31-38) in order to summarize and analyze the empirical and theoretical sources for my study. 

  The purpose of this critical review of literature is to examine primary teacher education 

and training, and to provide an analysis of national and international literature concerning the 

development of a model, based on best practices, of professional standards for teacher 

educators in T&T. 

  The critical review of the literature sets the stage for the study and shows that it is 

necessary in enhancing understanding.  ―It offers a point of reference for the discussion and 

the contribution the study will make‖ (Bruce, 1994, p. 219).  The rationale for including the 

literature review in a research report is to corroborate what is said.  This is done through the 

literature that has been read, whether it is from empirical or theoretical sources.  The 

University of Melbourne (Australia) Web Site (2009) agrees that the literature review is a 

series of references, not a bibliography.  Thus, the literature and any other documented data 

sources used to help resolve the research problem, for this study is included in the literature 

review. 

  Burnes (2000) cautions that qualitative researchers do not seek out data that will 

support or refute their hypothesis; instead, they develop theories and propositions from the 

data they collect from the research.  Burns advises that the review of literature is a ―stimulus 

for the thinking of the researcher, a sounding board for ideas‖ (p. 390). 

  This chapter begins with an outline of the search strategy used in the review of 

literature for this study.  The theoretical framework follows where the major educational and 

social learning theories related to teacher education are addressed.  This is followed by the 

conceptual framework and a review of the empirical literature for this research study, leading 

to a concept drawing of what a model of primary teacher education would look like. 
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Search Strategy 

The main instruments utilized for searching were: (a) online electronic databases, (b) 

general internet search engines, and (c) physical libraries.  Taking a cue from Glatthorn and 

Joyner (2005) I began with a broad scan search of the literature by consulting databases 

including ERIC, EBSCO, GALE, HW Wilson, Questia, Teachers College Record, AERA, 

Highbeam, INFOTRAC, Google Scholar, and Bing.  I used the following descriptors and 

keywords from my research problem and questions: (a) teacher education, (b) best practice, 

(c) models of education, (d) quality teaching, (e) university teaching, and (f) combinations of 

those.  I applied ―basic‖ and ―advanced‖ search techniques to narrow or widen the various 

searches. 

  I then examined available dissertations online, library journals, research articles, 

textbooks, government publications, UWI documentation centre resource materials, and other 

books on teacher education.  I have found the reference sections of some of these published 

and unpublished works useful in sourcing data on aspects of teacher education from other 

authors, journal articles, and books.  Peer reviewed journals like Review of Research in 

Education and Journal of Educational Research were valuable sources of pertinent data.  

Most documents were copied or printed after saving in my Endnote database.  The focused 

review and the comprehensive critique both follow the broad scan, all leading to a 

concentrating of the data that provided a scholarly foundation for this study. 

Review of the Theoretical Literature 

The key methodological distinction between the empirical and theoretical literatures is 

in their approaches.  Empirical studies begin with the data and seek to identify patterns in 

those data with which to describe patterns of participation behaviour and its relationships.  

Empirical literature is the information you received through observation and experience and 

found out while researching, while theoretical literature is research information that is set from 

a theory base. 

  The most common primary literature sources are reports of empirical research 

published in academic journals (Galvan, 2004).  These are derived from experiments and 

observation rather than theory.  Other primary sources are theory based.  Theory, according 

to Free Dictionary Online, are beliefs that can guide behaviour, and so help to explain how 

seemingly unrelated empirical data tie together and make sense.  Galvan further indicates 
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that theoretical sources generally explain why variables work together, how they are related to 

each other, and especially how they influence each other (p. 4). 

  Theoretical literature. As the theoretical literature is outlined, some of the existing 

major educational and social learning theories, which are closely related to teacher education, 

will be made known.  Education, though, is guided to a large degree by ideology rather than 

theory (Geelan, 2003).  This study, however, is informed by nine educational and social 

learning theories related to teacher education research.  Educational research should be 

grounded in a well articulated theoretical framework (Beauchamp, 1968).  These theories, 

along with the framework that they expound, are each summarized in Table 1. 

 Table 1 

Educational and Social Learning Theories 

Established Educational/Social learning theories Teacher education framework 

Dewey, J. (1938): Experiential Learning 

All learning is simply a reconstruction of experiences. 

Pedagogy 

Instructional processes 

Dewey, J. (1933): How we Think 

Active, persistent, and careful consideration of any belief or 

supposed form of knowledge in the light of the grounds that 

support it. 

Reflective thinking 

Bruner, J. (1966): Constructivist Theory 

A major theme in Bruner’s theoretical framework is that 

learning is an active process in which learners construct new 

ideas or concepts based upon their current/past knowledge. 

Pedagogy 

Instructional processes 

Maslow, A. (1970): Motivation Theory 

Based on a hierarchy of needs.  Each need must be met 

before the next successive level of growth can be reached.  

His theory is more complex than a simple meeting of physical 

needs.  It also includes cognitive, psychosocial, and spiritual 

aspects of development. 

Professional development 

Bandura, A. (1977): Social Learning Theory 

Social Learning:  Learning takes place through observation 

and modelling of the behaviours of others.  

 

Learning communities 
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Established Educational/Social learning theories Teacher education framework 

Rogers, C. (1980): Experiential Learning 

Experiential learning is equivalent to personal change and 

growth.  All human beings have a natural propensity to learn; 

the role of the teacher is to facilitate such learning. 

Pedagogy 

Instructional processes 

Glasser, W. (1986): Control Theory 

Control theory is about fulfilling the needs of the individual.  

These include the need to belong—to love, share, and co-

operate. 

Professional development 

Johnson and Johnson (1991): Cooperative Learning 

Cooperative learning groups foster interdependence, individual 

accountability, and group processing of information. 

 

Professional development 

Learning communities 

Gronlund, N. E. (2006): Educational Measurement  

Educational measurement is a continuous process that 

underlies all good teaching and learning. 

 

Educational assessment 

   

  Dewey (1938), Bruner (1966), and Rogers (1980) proposed theories that relate to 

pedagogy (instructional and or teaching processes), Bandura (1977), and Johnson & Johnson 

(1991) advanced theories related to learning communities,  Glasser (1986), Maslow (1970), 

and Johnson and Johnson (1991) recommended theories in professional development,  

Dewey (1933) puts forward the theory of reflective thinking as a learning process, while 

Gronlund (2006) promotes educational assessment as a theory and an instructional necessity 

to good teaching and learning.  These are all proposed theories in the theoretical framework 

as a teacher education model is developed.  They form the structural basis for the 

development of many models.  The theoretical literature continues with selected teacher 

education models. 

Borgatti (1999) submits that a theoretical framework is a collection of interrelated 

concepts, like a theory but not necessarily so well worked-out.  It guides your research, 

determining what things you will measure, and what statistical relationships you will look for.  

Khan (1999) states that the theoretical framework of the study is a structure that can hold or 

support a theory of a research work.  It presents the theory which explains why the problem 

under study exists.  Thus, ―the theoretical framework is but a theory that serves as a basis for 
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conducting research‖ (Khan, p. 10).  It is an attempt to interrelate the theories involved in the 

research questions. 

  Merriam (1998) outlines theoretical framework as the body of literature that is drawn on 

to give status to your study.  This framework indicates to the reader the topic of interest.  It 

also identifies what is known about the topic, what aspect of the topic is to be focused on, 

what is not known, why it is important to know it, and the precise purpose of the study (p. 47).  

It establishes a vantage point, a perspective, a set of lenses through which the researcher 

views the problem. 

  If somebody else has already linked these concepts with valid research, they would 

have made a theoretical framework which can be used as a model by other researchers to 

guide their own research questions.  Literature is presented as documentary evidence to 

provide the theoretical framework for this study.  These documentary evidences are revealed 

in different teacher education models that are now examined. 

Developmental Models of Teacher Education 

Theoretical studies begin with a formal model that seeks to explain participation 

patterns in terms of underlying theory (Esterson, 2003).  Models can then be compared to 

vehicles that move theories.  They provide a framework from which theories are better 

interrelated and understood in the context of teacher education.  In discussing needed 

changes in teacher education, emphasis can be made on structural or the conceptual issues. 

  This section of the report study explores four teacher education models, which from the 

literature shows both structural and conceptual alternatives.  They were specifically selected 

since collectively they would provide empirical documentation for the theoretical and 

conceptual framework.  Consequently, these would provide the foundation for the formation of 

the best practice model which is the aim of this research study. 

  One of the original champions that laid the foundation for the development of teacher 

education, John Dewey, stands above the rest.  Smith (2001) writes: 

  John Dewey has made, arguably, the most significant contribution to the development 

  of educational thinking in the twentieth century.  His influence can be seen in many of 

  the writers that have influenced the development of informal education over the same 

  period.   His attention to experience and reflection, democracy and community, and to 

  environments for learning, have been phenomenal and seminal (¶ 1). 
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  John Dewey’s (1938) significance for informal educators lies in a number of areas.  

First, his belief that education must engage with and enlarge experience has continued to be 

a significant strand in informal education practice.  Second and linked to this, Dewey’s 

exploration of thinking and reflection—and the associated role of educators—has continued to 

be an inspiration.  Third, his concerns with interaction and environments for learning provide a 

continuing framework for practice.  Last, his passion for democracy, for education, so that all 

may share in a common life, provides a strong rationale for practice in the associational 

settings in which informal educators work (Smith, 2001, ¶ 2). 

  Neil (2005) reveals that Dewey was an educational reformer, who emphasized that the 

traditional teacher’s concern with delivering knowledge needed to be balanced with a much 

greater concern with the students’ actual experiences and active learning.  He was the most 

noted proponent of hands-on learning or experiential education, which is related to, but not 

synonymous with, experiential learning.  He went on to influence many other influential 

experiential models and advocates.  His most known work in education deals with the 

reflective teaching model. 

 Dewey’s Reflective Teaching Model. In the past 15 years the term ―reflection‖ has 

increasingly appeared in descriptions of approaches to teacher education.  Dewey drew on 

the ideas of many of the earlier educators such as Plato, Aristotle, and Confucius (Houston, 

1988), but is acknowledged as a key originator, in the twentieth century, of the concept of 

reflection. 

  What then is reflection?  Dewey (1933) considered reflection or reflective thinking, to 

be a special form of problem solving, thinking to resolve an issue which involved active 

chaining, (a careful ordering of ideas linking each with its predecessors (Hatton & Smith, 

2006).  Spalding (1998) affirms that it is learning from experience.  Tickle (1994) claims it is 

thoughtful deliberation, while Fish and Twinn (1997) agrees it is systematic, critical and 

creative thinking about action with the intention of understanding its roots and processes. 

  Continuing, Hatton and Smith (2006) persist by suggesting that ―reflective thinking 

generally addresses practical problems, allowing for doubt and perplexity before possible 

solutions are reached‖ (¶ 3). 

   Dewey in his book, How We Think (1933), exposes that concept of reflective thinking.   

He subsequently substituted the word ―inquiry‖ for ―reflective thinking‖ in his later work, Logic: 
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The Theory of Inquiry (1938).  Inquiry, as conveyed by Dewey (1933) is the ―active, persistent 

and careful consideration of any belief or supposed form of knowledge in the light of the 

grounds that support it and the further conclusion which it tends‖ (p. 9).  Inquiry from this 

standpoint seems to suggest something more active and operational than thinking.  It refers to 

the activity engaged in to overcome a situation of doubt to generate knowledge, with 

provisional and tenuous results, posited in the light of new experience and insight (Poblete, 

1999). 

  Reflective teaching is enhanced by an inquiring attitude toward education, which 

involves taking a questioning, pondering, democratic perspective on the personal and public 

values of teaching and learning.  Teachers seek out opportunities to dialogue with students, 

colleagues, and society (Henderson, 1989, pp. 6-8). 

  To Dewey, reflective activity occurs when a person decides to face a perplexed,  

troubled, or confused situation in an effort to resolve it (Dewey, 1933).  He purports five  

phases or aspects of reflective thought: 

1. Suggestions.  In this phase the mind leaps forward to a possible solution.  The idea of 

what to do when one finds himself in a hole is a substitute for direct action.  It is a 

vicarious, anticipatory way of acting, a kind of dramatic rehearsal. 

2. Intellectualization of the difficulty or perplexity that has been felt (directly experienced) 

into a problem to be solved, a question for which the answer must be sought.  This is 

affected by noting more definitely the conditions that constitute the trouble and cause 

the stoppage of action. 

3. Insights into these suggestions correctly modify and expand the suggestions that 

originally occurred, making the suggestion a definite supposition or hypothesis.  This 

hypothesis is then used to initiate and guide observation and other operations in the 

collection of factual materials. 

4. Mental elaboration of the idea or suppositions (reasoning, in the sense in which is a 

part, not the whole, of inference). 

5. Testing the hypothesis by overt or imaginative action to give experimental 

corroboration, or verification, of the conjectural idea (Ross & Hannay, 1986). 

  Feiman-Nemser (1990) considers reflective teaching not as a distinct programmatic 

emphasis but rather a generic professional disposition.  This is supported by the fact that the 
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presented orientations explicitly endorsed the goal of reflection, even though they embody 

different conceptual orientations. 

  Eby (1998) pronounces the model of reflective action in teaching as a model of how 

caring and responsible teachers should think and act.  Teachers, using this model, show the 

synergetic relationship of thought process, what they think about their students,  

and what actually happens, their exterior actions (p. 14). 

  Henderson (1989), in reference to teachers who practice the reflective model, 

responds that expert teachers are those who know their subject matter and are able to teach 

it well.  They must be experts in time management, discipline, psychology, instructional 

methods, interpersonal communication, and learning theory.  Reflective teachers willingly 

embrace their decision-making responsibilities.  They regularly reflect on the consequences of 

their actions.  They are receptive to new knowledge and regularly learn from their reflective 

experience. (pp. 9-10). 

Teaching Strategies and Reflection 

Clarke (2007) concluded that reflective practice occurs at all stages of the teaching 

process, in planning, action [execution], and evaluation. Reflection refers to thinking about 

teaching, which involves the thoughts teachers have before, during, and after the actual 

enactment of a lesson (p. 2).  A wide variety of approaches have been employed in attempts 

to foster reflection in student teachers.  Four broad strategies can be distinguished as having 

research evidence to show their effectiveness.  These are: 

1. Action research projects - (Sparkes-Langer & Colton, 1991; Pugach, 1990; Carr & 

Kemmis, 1986). 

2. Case studies and ethnographic studies of students, teachers, classrooms and schools 

- (Sparkes, 1991; Stoiber, 1990; Ross, 1989). 

3. Microteaching and other supervised practicum experiences - (Sparkes-Langer & 

Colton, 1991; Zeichner, 1986; Cruickshank, 1985). 

4. Structured curriculum tasks - (Smith, 1991; Beyer, 1984; Ben-Peretz, 1984). 

  Hart, Najee-ullah, and Schultz (2004), coined reflection and reflective thinking into the 

Reflective Teaching Model (RTM), which they submit, is grounded in constructivism and 

metacognition.  They suggest that constructivism is learning in an active situation through 

which new knowledge is acquired which builds on prior knowledge.  Metacognition is the 
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ability to analyze how we think about thinking.  Also, the values of modelling, sharing 

authority, reflecting, and heuristic teaching are the assumptions on which the RTM is based.  

These assumptions should guide the development of all activities and experiences in the 

RTM. 

  Gibbs’ (1988) reflective cycle is a fairly straightforward description of reflective teaching 

in action.  The six components: (a) situation, (b) analysis of feelings, (c) evaluation of the 

experience, (d) analysis to make sense of the experience, (e) conclusion where other options 

are considered, and (f) reflection upon experience to examine what you would do if the 

situation arose again, are steps that should be taken during the teaching—learning process.  

Figure 1 gives a visual perspective of the cycle. 

                    

Figure 1. The reflective cycle for the teaching process (Gibbs, 1988, p. 84).   

  After looking at Dewey’s reflection process, we would have seen most of the essential 

structures that can be found in most teaching, learning, instruction, or classroom models.  The 

terms teaching and instruction models are generally used interchangeably since for 

instruction to take place there must be teaching done by the teacher.  A learning model would 

be a student-focused model, since learning is a resultant activity after teaching and 

instruction.  A classroom model would be one where all the activities involved in a classroom 

are part of that model.  The report continues with the continued development of the theoretical 

framework as three models of teacher education are looked at. 
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  Dewey as a psychologist and philosopher expounded his reflective model of education 

from a philosophical point of view, since that was the norm of his day.  It is from this context 

that the next three models will be discussed.  The reflective model must be perceived as 

being the foundational structure from which the other models were built. 

  With that in mind, three teacher education models, as practiced by Michigan State 

University (MSU) in the 1980’s, will be outlined with the intention of explaining their patterns in 

terms of underlying theory.  The three models are: (a) Learning Community Model, (b) 

Heterogeneous Classroom Model, and (c) Self-Regulatory Learning Model.  So says 

Henrietta Barnes (1987), a former Dean of the School of Education at MSU, and with whom I 

communicated directly, and who sent online documentation to assist in my research.  These 

three models, supported by different educational theories and concepts, were used by MSU in 

a long term experimental study to compare the overall performance of teachers educated by 

the concept-based curriculum of one of those models.  From the findings, there were positives 

and negatives identified in all three models.  These three models are developed and 

elucidated later in this study. 

  This study looked at each of those models in detail to identify similarities and 

differences with the models presently used at the three locally selected universities.  The 

positive concepts from these the models, the data from the three universities in T&T, along 

with the model concepts from other selected universities in the US and AUS will be used as a 

platform to construct a model of best practice for primary teacher education for a selected 

university in T&T. 

  As these models are outlined, they show their incorporation and reflection of 

educational and social learning theories thus showing the impact of teaching/ learning 

theories on teacher education.  These theories, on which these researched models are built, 

as well as the foundation principles for teaching/learning, set the foundation from which the 

theoretical framework for this study emerges, and will be brought out in subsequent 

discussion.  These educational theories, from the subsequent models, will provide a 

framework for my review and discussion to show some important qualities that every teacher 

education models should possess.  These are well supported by educational and social 

learning theorists. 
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Learning community model. The idea of improving school and education by 

developing the learning community model is currently a very widely used trend (DuFour, 

2004).  People use the term to describe every imaginable combination of individuals with an 

interest in education.  In fact the term has been used so far and wide that it is in danger of 

losing its meaning. So what is a learning community? 

  At its simplest, it is a community of people intentionally brought together to  

jointly pursue and accomplish specific learning goals (Brower & Dettinger, 1998).  A learning 

community is supportive of its members as they collectively strive towards common learning 

goals and objectives and encourages a diversity of viewpoints and opinions.  Furthermore, 

learning communities are intentional environments in that each and every programme, 

activity, and interaction within the community is intended to further the primary learning goals 

(Brower & Dettinger; Smith et al., 2004)  

  Kellogg (2000) postulates that ―learning communities help students link their academic 

work with active and increased intellectual interaction with each other and with faculty‖ (¶ 4).  

They promote coherence among students and create a sense of common purpose and 

community.  Schroeder and Mable (1994) define learning communities  as ―small subgroups 

of students characterized by a common sense of purpose that can be used to build a sense of 

group identity, cohesiveness and uniqueness that encourages continuity and the integration 

of diverse curricula and co-curricular experiences‖ (p. 161)  

  Yarnit (2000) commenting on learning communities purports: 

  A learning community addresses the learning needs of its locality through  partnership.  

  It uses the strengths of social and institutional relationships to bring about cultural 

  shifts in perceptions of the value of learning.  Learning communities explicitly use 

  learning as a way of promoting social cohesion, regeneration and economic  

  development which involves all parts of the community. (p. 11) 

  Smith and Hunter (1988) sum it up when they declare that a learning community is a 

deliberate restructuring of the curriculum to build a community of learners among students 

and faculty.  The curriculum is generally structured so that students are actively engaged in a 

sustained academic relationship with other students and faculty over a longer period of time 

than is possible in traditional courses. 
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  In the last 25 years, most of the literature on learning communities focused on 

undergraduate education (Tinto, Goodsell, & Russo, 1994).  The authors continue by saying 

that such research helps to benefit students’ academic and social lives in the form of better 

grades, more satisfaction with what is learned in class, greater ability to apply knowledge to 

novel situations, deeper academic connections to faculty and peers, increased satisfaction 

with academic and social environments, more healthy personal choices, and even more 

giving from alumni. 

  Learning communities are generally built upon mentoring relationships between 

students and faculty.  The students – (the novices) are helped to succeed by the experts–(the 

faculty), in the face of competing pressures and expectations (Robertson, Smithey, & 

Everston, 1997).  Such relationships bring additional gains, since, as Shapiro and Levine 

(1999) reason; learning communities have the added benefit of engendering strong feelings of 

belonging.  Tinto et al. (1994) suggest that feelings can be so strong that members report 

changes in identity as a result of membership.     

  Dufour (2004) has portrayed, what he termed, three big ideas in the learning 

community model.  These ideas represent the principles of professional learning 

communities.  They are: 

1. Ensuring that students learn: ―The professional learning community model, claims 

Dufour, flows from the assumption that the core mission of formal education is not 

simply to ensure that students are taught but to ensure that they learn‖ (p. 8).  As the 

school moves forward, every professional in the institution must engage with 

colleagues in the ongoing exploration of three crucial questions that drive the work of 

those within a professional learning community: (a) What do we want each student to 

learn?  (b) How will we know when each student has learned it?  (c) How will we 

respond when a student experiences difficulty in learning? 

2. A culture of collaboration: ―Educators who are building a professional learning 

community recognize that they must work together to achieve their collective purpose 

of learning for all‖ (p. 10). Therefore, they create structures to promote a collaborative 

culture.  Still, despite compelling evidence indicating that working collaboratively 

represents best practice; teachers in many schools continue to work in isolation.  The 

powerful collaboration that characterizes professional learning communities is a 
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systematic process in which teachers work together to analyze and improve their 

classroom practice.  Teachers work in teams, engaging in an ongoing cycle of 

questions that promote deep team learning.  This process, in turn, leads to higher 

levels of student achievement. 

3. A focus on results:  Professional learning communities judge their effectiveness on 

the basis of results.  ―Working together to improve student achievement, says 

Daufour, becomes the routine work of everyone in the school‖ (p. 11).  Every teacher 

team participates in an ongoing process of identifying the current level of student 

achievement, establishing a goal to improve the current level, working together to 

achieve that goal, and providing periodic evidence of progress.  These ideas set in 

motion the structural core elements of learning community model.  Four such 

elements are referred to here. 

The four core elements that pervade descriptions of learning communities in the 

literature are as follows: (a) shared learning and discovery (Gabelnick, Macgregor, Matthews, 

& Smith, 1990; Zhao & Kuh, 2004), (b) functional relationships (Pascarella, et al., 2006), (c) 

inclusive learning environments (Lawrence, 2002), and (d) connections to broader learning 

across campus (Nelson, 2001).  These elements along with critical points for consideration 

are outlined in Table 2. 

Table 2 

Core Elements and Critical Points to Consider for Learning Community Development 

Core element Critical points to consider for implementation 

Shared learning 

and discovery 

The learning environment is not expert driven.  Essential to this element is a 

de-centering of the expert to allow all members to contribute their own 

knowledge, learn from others, and contribute to others’ learning. 

 

Functional 

relationships 

 

The learning environment is intentionally designed to cultivate meaningful, 

necessary, and reciprocal relationships.  The content and process of the 

community’s activities are structured to require group interactions and group 

solutions that are necessary for shared learning to occur. 
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   Core element 

 

Inclusive learning 

environment 

Critical points to consider for implementation 

 

The learning environment is inclusive for every individual involved.  Learning 

goals are structured so that they are best achieved when a diversity of 

perspectives are incorporated; the process by which learning goals are 

achieved is intentionally inclusive to allow all individuals to bring their diverse 

backgrounds into the shared learning taking place. 

 

Connections to 

other learning 

experiences 

 

 

The learning environment exists within an interlocking community that is 

larger than any individual activity, class, programme, or experience.  

Members are part of overlapping and interlocking networks with others 

beyond their immediate group who share common learning goals. 

 

1. Shared learning and discovery:  Shared learning and discovery are essential in a 

learning community experience; without which, one simply has a collection of 

individuals who either do not share common learning objectives or learn without the 

benefit of a community experience.  Shared learning and discovery can take many 

forms, but common to all is the de-centering of the teacher as the sole source of 

knowledge.  The implicit assumption is that every person in the learning community 

has something to offer that will enhance others’ learning. The ―teacher‖ recognizes and 

embraces his or her role as facilitator, and intentionally structures experiences that 

enable students to learn from and with one another.  Collaborative learning activities 

help create a learning community where participants share responsibility for the 

learning that takes place, often doing so in ways that are unique to the particular 

learning community yet compatible with the learning community’s values, expectations, 

and operations. 

2. Functional relationships:  Learning communities develop when the interactions among 

learners are meaningful, functional and necessary to accomplish the ―work‖ of the 

learning community.  Interactions that merely serve as ―window dressing‖ or consist of 

―feel good‖ activities are insufficient.  Moreover, interactions should lead to meaningful 

connections that extend throughout the learning community and are not limited to 

specific cohorts or role-related peers.  Thus in a successful learning community, 
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members will continue to interact because their interactions produce something of 

value to them and the learning community itself. 

3. Inclusive learning environment:  Much research exists that demonstrates that groups 

produce higher quality output (along many dimensions) when diverse perspectives are 

represented (Cox, 1993; McLeod, Lobel, &  Cox, 1996).  These findings have been 

incorporated into the model of a learning community by holding to the principle that 

learning communities succeed when the diverse backgrounds and experiences of 

learners are welcomed in such a way that they enhance the group’s collective learning. 

Whenever possible, activities are created and facilitated that provide 

opportunities for participants to reach out and connect with people from backgrounds 

different from their own, recognizing that such experiences can enhance the types of 

learning that occur and the relationships that develop.  Learning community leaders 

must continually monitor activities within the community to ensure a sufficient variety 

and quantity of opportunities to attract a diverse participant base, including special 

education students. 

4. Connections to other learning experiences:  Learning communities flourish when 

implicit and explicit connections are made to experiences and activities outside the 

course or programme in which one is participating.  These connections help situate 

and embed one’s learning in a larger context by solidifying one’s place in the broader 

campus community of learners.  These connections reduce curricular and personal 

isolation, increase diversity in people and programming, and programmatically create 

campus-wide ―momentum‖ for educational and curricular reform.  Connectivity is also 

cost-effective.  From a campus standpoint, it is a vehicle for the sharing of resources, 

the delegation of responsibilities, and reduced redundancy of opportunities.  By 

connecting experiences across an institution, gaps are filled without diluting the core 

mission of any one learning community. 

Benefits of learning communities. The benefits of learning communities to students 

are numerous but extend beyond students to faculty and the entire institution.  Kellogg (2000) 

discloses that students involved in learning communities show an increase in academic 

achievement, retention, motivation, intellectual development, learning, and community 

involvement.  Learning communities also reinforce positive views of the institution. 
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  Learning communities can provide benefits to individual members and the community 

as a whole by developing the capacity or enhancing the potential of members.  Research into 

the outcomes from learning communities reveals benefits as diverse as economic prosperity 

(Adult Learning Australia, 2000; Yarnit, 2000) and improved student academic and social 

achievement (Calderwood, 2000; Gabelnick et al., 1990). 

  Also, when there is a professional learning culture that values professional 

development, the benefits of learning communities are enhanced (Peterson, 2002), and a 

climate of openness that promotes sharing of knowledge, dialogue, inquiry and risk-taking, 

gives constructive feedback to people at all levels (Taylor, 2002). 

  As learning communities are scrutinized we see that they are made up of people who 

share a common purpose.  They collaborate to draw on individual strengths, respect a variety 

of perspectives, and actively promote learning opportunities.  The model outcomes are the 

results and creation of a vibrant, synergistic environment, enhanced potential for all members, 

and the possibility that new knowledge will be created.  

  The concept of learning communities draws on a wide body of theory related to 

learning and sociology.  Learning communities, as a teaching model, have much to 

recommend.  In an increasingly complex world where we cannot expect any one person to 

have sufficient knowledge and skills to confront the complexities of the classroom, the model 

of learning communities is both appropriate and significant (Brower, Carlson-Dakes, & Barger, 

2007). 

  They are consistent with a constructivist approach to learning that recognizes the key 

importance of interaction with others, and the role of social interactions in the construction of 

values and identity.  Johnson and Johnson (1999) infer that this social interactions associated 

with the constructivist approach in learning communities have parallels with the critical 

attribute of social skills in cooperative learning (pp. 70-71).  Learning communities, as a 

teaching model, can minimize risks for students in the increasingly complex world of the 21st 

century. 

 Heterogeneous classrooms model. Teaching for understanding is a complex 

endeavour.  Furthermore, ensuring that all students have access to academically challenging 

learning tasks and to equal-status participation is a particularly important pedagogical 

objective.  Educationists, since the nineteen century, have been persistently debating the 



 

31 

 

appropriate organization of the education system to meet the academic, social, and emotional 

needs of all students.  The issue of whether a single approach to instruction—mainstreamed, 

inclusive, and heterogeneous classroom—best serves the needs of all children has not been 

resolved.  Yet, examination of much of the current reform literature seems to suggest that 

there is one best way.  There seems to be little discussion about acceptable alternate 

methods of organizing and grouping students for instructional purposes besides having 

heterogeneous classrooms. 

  What exactly are heterogeneous classrooms?  The Webster's New Collegiate 

Dictionary gives the meaning as: ―consisting of dissimilar ingredients or constituents: mixed.‖  

This model in education is moving away from the grouping of students by their perceived 

ability level, referred to as tracking, toward a heterogeneous learning environment, where 

students with different maturity and development levels are in the same classroom.  This is to 

create a relatively even distribution of students of different abilities, as well as different 

educational and emotional needs.  In fact, ―today’s classrooms are becoming increasingly 

heterogeneous where this heterogeneity,‖ argue Kronberg et al. (1997) ―and is represented by 

students with diverse cultural, racial, religious, and linguistic backgrounds; family structures; 

socioeconomic status; and ability levels‖ (p. 6).  

  Researchers such as Slavin (1992) and Oakes (1985) represent the position that the 

needs of all children are best served within a single, heterogeneous class using a variety of 

approaches to teaching and learning.  Such popular programmes as Slavin’s (1987) ―Success 

for All,‖ Levin’s (1991) ―Accelerated Schools,‖ or Sizer’s (1992)  ―Essential Coalition‖ support 

heterogeneous grouping in which all children are taught together in order to achieve 

academic success for all. 

  In the heterogeneous classroom model children progress at their own rates, making 

continuous progress rather than being ―promoted‖ to the next grade.  According to Mc Avoy 

(1998), this model eliminates the necessity of retaining students and the stigma many low 

performing children face.  Usually students in this programme keep the same teacher or team 

of teachers for more than one year.  They move from group to group, classroom to classroom, 

based on their individual needs and interests.  The writer confirms, ―This approach is child-

centered, with an emphasis on recognition and honouring of individual differences.  The 
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approach to non-graded groupings encourages spontaneity and better reflects naturalistic 

settings such as family groupings‖ (p. 2). 

  The belief in heterogeneous grouping is often accompanied by moral arguments.  

Slavin (1987) asserts that ―ability grouping goes against our democratic ideals by creating 

academic elites‖ (p. 357).  Oakes (1985) advocates the elimination of grouping and tracking in 

order to ―equalize‖ student opportunity.  Feldhusen and Moon (1992), equally adamant, 

contend that ―homogenization attempts to create justice by equal treatment of unequals ... 

[and that] this approach is inherently unjust to the most and least able‖ (p. 65). 

  According to Kronberg et al. (1997), the terms heterogeneous and differentiated are 

used interchangeably.  Differentiated teaching and learning strategies are necessary to meet 

the needs of all learners in the heterogeneous classroom.  Differentiated teaching and 

learning is defined as ―the proactive use of a widespread repertoire of curricular and 

instructional approaches which are consistently used with students with diverse abilities, 

needs, interests, and background experiences to support their learning‖ (p. 5). 

  Relative to the literature while focusing on a broader framework of collective student 

needs in heterogeneous classrooms, Kline (1995) synthesized over 900 research studies that 

examined curricula and instructional practices for students with a variety of diverse needs.  

The following 13 instructional strategies were cited across studies as being effective in 

teaching students with a variety of diverse needs: 

1. Provision of opportunities for students to work together in well-structured 

collaborative or cooperative activities. 

2. Implementation of reality-based learning approaches that provide students with real 

purposes and real audiences for reading, writing, calculating, speaking, analyzing, 

and problem solving. 

3. Incorporation of interdisciplinary thematic teaching that crosses subjects, integrates 

knowledge and skills, and involves a team effort among staff. 

4. Facilitation of active involvement of students in their own learning, involving 

constructing their own understandings, generating their own approaches, and 

creating their own solutions. 

5. Acquisition of knowledge about each student’s reading and learning styles in order to 

design and implement instruction that facilitates each student’s learning. 
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6. Creation of opportunities for students to see staff model desirable, cognitive, and 

affective behaviours. 

7. Incorporation of the fullest dimensions of' thought for the purposes of encouraging 

students to engage in critical thinking and creative problem solving. 

8. Utilization of multicultural teaching approaches across all areas of the curriculum that 

support the mutual understanding and acceptance of human differences. 

9. Implementation of alternative assessments for purposes of obtaining useful 

information about student acquisition of skills and knowledge, as well as for 

continuous improvement of instructional effectiveness. 

10. Promotion of home/school partnerships that encourage meaningful and authentic 

family involvement with the educational process. 

11. Incorporation of accelerated learning techniques in order to maximize learning for 

students at all levels of ability and achievement. 

12. Utilization of questioning strategies that stimulate student participation, encourage 

exploration and elaboration, and invite student-generated questioning. 

13. Implementation of brain-compatible instruction that recognizes the need for teaching 

to be multifaceted (Kline, 1995, pp. 21-43). 

  Cohen and Lotan (1995), professors and research scholars from Stanford University, 

found that ―cooperative learning is widely recommended as a method of creating equity in 

heterogeneous classrooms‖ (p. 100).  They continued that small groups will also develop rank 

based on perceived differences in academic status.  High-status students will interact more 

frequently than low-status students.  They concluded that ―these differences in interaction can 

lead to differences in learning outcomes—that is, those who talk more, learn more‖ (p. 100).  

Cohen (1994) in an earlier publication summed it up succinctly when she said, ―with 

cooperative learning, differences [in status or interaction among students] can become assets 

rather than liabilities‖ (¶ 11). 

Benefits of heterogeneous classroom model.  Students need to be able to 

successfully interact in an increasingly heterogeneous society.  Since heterogeneous 

classroom grouping is a mix of various abilities and traits, students will have opportunities to 

work with other students of various emotional, intellectual, and physical developments.  
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Heterogeneous grouping allows students to socialize with, model, and adjust to a variety of 

peer influences (Spear, 1992). 

  Another benefit of the heterogeneous classroom model is authentic or performance 

based assessment which takes the place of test scores and report cards.  Their progress is 

measured in terms of natural growth rather than objectives on curriculum standards.  

Therefore, children do not fail in multi-age classrooms.  They play an active role in assessing 

their progress.  Learning becomes more real as they take ownership of it.  In addition, self 

esteem, self motivation, and self worth are increased. 

  Strahan, Hartman, and Sikes (1995) articulate a number of other benefits of the 

heterogeneous classrooms model.  They are as follows: (a)  heterogeneous grouping is more 

accepting of all students and avoids the hierarchical system of homogenous grouping; (b) 

heterogeneous classrooms provide greater learning opportunities for low-ability students, 

without being detrimental to high-ability students; (c) opposite sex interactions are increased; 

low ability groups tend to consist mainly of males, while higher ability groups tend to consist 

mainly of  females; mixed ability groups allow for more balance in male/female students; (d) 

students in top ability groups feel the pressure to move faster, cover more material, and to 

grow up more quickly; (e) students placed in mixed ability groups have greater emotional 

development where their self concept increases; (f) peer influence on self control tends to be 

exhibited more in higher ability groups and less in lower ability groups, thus mixed ability 

grouping is better; (g) competence is achieved more easily when students are in 

environments where all can experience success; and (h) intellectual development is 

augmented as students tend to be more able to reason abstractly. 

  Weaknesses of the heterogeneous classroom model. Unfortunately, the idea of 

grouping students heterogeneously is not without its’ criticisms.  Mc Avoy (1998) expresses 

nine of those concerns from research: (a) one weakness voiced by teachers and parents of 

gifted students is that the advantages of high-achieving students would be compromised; (b) 

another limitation is that parents criticize schools for not offering separate enrichment classes.  

It is interesting to note that in most cases, parents’ criticisms are not centered on the quality of 

the curriculum, but rather on the fact that their children are no longer singled out and treated 

differently; (c) for the teacher, the increased time spent for lesson preparation is also a 

drawback; (d) even though children interact better with others older and younger than 
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themselves, they often experience difficulties in making same sex/same age friends since 

they do not have a pool of peers to draw from, as students in graded classrooms have; (e) 

students placed in lower level graded classrooms tend to fall farther behind (George, 1993); 

(f) with limited numbers of teachers and limited resources, administrators tend to place good 

teachers in the higher level classrooms; (g) Braddock and Slavin (1992) found significantly 

negative effects for low achievers, with no corresponding significant advantage for high 

achievers when students were grouped by ability; (h) the major proponents for ability grouping 

are the parents of academically gifted students.  They contend that their children need to be 

in ability groups in order to maximize their potential. The research done by Slavin (1992), and 

Oakes (1992) show this is a false perception; (i) high achieving students do not show higher 

levels of achievement in ability grouped classrooms.   They also show no negative effects 

from being in a heterogeneous classroom.  Oakes (1992) found that the level and pace of 

instruction provided to heterogeneous middle school classes was very much like that given to 

the higher ability groups. 

  Research evidence supporting the academic advantages of heterogeneous groupings 

seems to be inconclusive.  Several studies favoured the arrangement (e.g. Gutierrez & Slavin, 

1992; Anderson & Pavan, 1992) while additional studies revealed insignificant academic 

gains (Mc Avoy, 1998).  Way (1981), in summarising, writes: 

  Heterogeneous grouping skeptics have generally expressed concern that   

  achievement would suffer if children of different ages were to be grouped in a multi- 

  age classroom.  The results from both this study and previous studies indicate that 

  such concern may be unwarranted.  Achievement in [heterogeneous] multi-age  

  classrooms appears to be no different from achievement in [homogeneous] single-age 

  classrooms. (p. 73) 

  The results of the studies mentioned here indicate that educators cannot assume that 

students who are in heterogeneous classrooms will perform better academically, but they can 

safely conclude that students probably will do no worse.  Heterogeneous grouping can be an 

effective way of dealing with different rates of development, so that instruction is appropriate 

for all students, not just those who happen to be on grade level.  As we move further into the 

21st century, we must work even harder to ensure that no student is left behind.  The 

heterogeneous classrooms model, used effectively and efficiently in the classroom, can help 



 

36 

 

make this goal a reality. 

Self-regulatory learning model. Teaching students self-regulatory skills in addition to 

traditional subject-matter knowledge for learning to take place, is currently viewed as one of 

the major goals of education.  Learning is a complex process, one which many students, 

despite years of schooling, still find mysterious (Thomas & Rohwer, 1986).  At the same time, 

the self-regulated learning model (SRL) is a vital prerequisite for the successful acquisition of 

knowledge in school and beyond, and is thus of particular importance with respect to lifelong 

learning.  Boekaerts (1999) articulates that self-regulated learning is to be seen as a central 

element in this dynamic model of knowledge acquisition. 

  The writer continues: ―Self-regulation of learning means having the ability to develop 

knowledge, skills, and attitudes, which enhance and facilitate future learning, and which can 

be transferred to other learning situations‖ (Boekaerts, 1999, p. 445).  This degree of self-

regulation that the learner is capable of exercising is tied to what distinguishes the successful 

student from the less successful one (Borkowski, Carr, Rellinger, & Pressley, 1990). 

  Self regulation is not a mental activity or an academic performance skill; rather it is the 

self directive process by which learners transform their mental activities into academic skills.  

Learning is viewed as an activity that students do for themselves in a proactive way, rather 

than as a covert event that happens to them in reaction to teaching (Zimmerman, 2002).  Self- 

regulation refers to self-generated thoughts, feelings, and behaviours that are oriented to 

attaining goals (Zimmerman, 2000). 

  These learners are proactive in their efforts to learn because they are aware of their 

strengths and limitations, and because they are guided by personally set goals and task-

related strategies.  They monitor their behaviour in terms of their goals and self-reflect on their 

increasing effectiveness.  This enhances their self-satisfaction and motivation to continue to 

improve their methods of learning.  Because of their superior motivation and adaptive learning 

methods, self-regulated students are not only more likely to succeed academically, but to 

view their futures optimistically (Zimmerman, 2002). 

  Zimmerman (1990) declares that the self-regulated student can be described as ―being 

metacognitively, motivationally, and behaviourally active participants in their own learning 

process‖ (p. 4).  Zimmerman and Martinez-Pons (1990) in describing such students, inform: 
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  Unlike their passive classmates, self-regulated students proactively seek out  

  information when needed and take the necessary steps to master it.  When they  

  encounter obstacles such as poor study conditions, confusing teachers, or abstruse 

  text books, they find a way to succeed.  Self-regulated learners view acquisition as a 

  systematic and controllable process, and they accept greater responsibility for their 

  achievement outcomes. (p. 52) 

  Although this description may be well known, it is not useful pedagogically unless it 

leads eventually to operational definitions of the components’ processes by which students 

self-regulate their learning.  Corno (1986) remarks that in terms of metacognitive processes, 

self-regulated learners plan, set goals, organize, self-monitor, and self-evaluate at various 

points during the process of acquisition.  These processes, alleges Ghatala (1986), enable 

learners to be self-aware, knowledgeable, and decisive in their approach to learning. 

  In terms of motivational processes, these learners report high self-efficacy, self-

attributions, and intrinsic task interest (Schunk & Zimmerman, 1989; Zimmerman, 1985).  To 

observers, these authors persist; they are self-starters who display extraordinary effort and 

persistence during learning. 

  Self-regulated students in their behavioural processes, select, structure, and create 

environments that optimize learning (Henderson, 1986).  They seek out advice, information, 

and places where they are most likely to learn; they self-instruct during acquisition and self-

reinforce during performance enactments (Rohrkemper, 1989). 

  When defining self-regulated learning, it is important to distinguish between self-

regulation processes, such as perceptions of self-efficacy, and strategies designed to 

optimize these processes, such as intermediate goal-setting.  Self-regulated learning 

strategies refer to actions and processes directed at acquisition of information or skills that 

involve agency, purpose, and instrumentality perceptions by learners.  Undoubtedly, all 

learners use regulatory processes to some degree, but self-regulated learners are 

distinguished by (a) their awareness of strategic relations between regulatory processes or 

responses and learning outcomes, and (b) their use of these strategies to achieve their 

academic goals. 

  The self-regulated learning model can be investigated against the background of 

several different research approaches and traditions.  Zimmerman (1989), for example, 
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distinguishes six frameworks of self-regulated learning, each of which originates from a 

different theoretical approach.  Research in the areas of learning strategies/learning styles 

and metacognition has proved to be of particular value.  According to Boekaerts (1999), 

however, this has resulted in a relative overemphasis of the cognitive aspects of self-

regulated learning.  In some cognitive frameworks, self-regulated learning is more or less 

equated with the use of learning strategies. 

  Corno (1989), for example, expands the concept of self-regulated learning as a set of 

learning strategies which the learner can use to meet the demands of a task in an effective 

and flexible manner.  However, research on the construct of meta-memory and the 

motivational and volitional aspects of learning has revealed that even when learners are 

aware of appropriate learning strategies, they do not necessarily put them to use.  Thus, 

when studying self-regulated learning, not only the metacognitive, but the motivational and 

emotional components of the learning process should be taken into account.  Schunk (1989) 

points to the numerous possible positive emotional consequences, like being highly motivated 

and excited about learning, for learners who are made aware of appropriate strategies. 

  Strategy instruction is an effective means of promoting self-regulated learning and 

perceived efficacy.  Such instruction makes salient to students the rules and steps that 

improve performance and conveys that they are capable of applying them.  The belief that 

one can apply strategies like goal setting or mastery learning, to improve learning instils in 

learners a sense of personal control over achievement outcomes, which can raise self-

efficacy (Schunk, 1989, p. 102). 

  In Boekaerts’ (1997) model of self-regulated learning, equal status is given to the 

cognitive and motivational components of learning.  The author defines self-regulated learning 

as ―a complex, interactive process involving motivational as well as cognitive self-regulation‖ 

(p. 161).  Her six-component model of self-regulated learning can be seen as a framework 

describing these two types of self-regulation on three levels: goals, strategies, and domain-

specific knowledge (see Figure 2).  Each of the six components represent a type of prior 

knowledge that must be available to a learner in order for self-regulated learning to occur.  A 

further distinction is made between knowledge that is potentially available and knowledge that 

is currently accessible. 
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Figure 2. A three-layered model of self-regulated learning after Boekaerts (1999, p. 449).  

According to this model, three regulatory systems are involved in self-regulated 

learning: (a) the regulation of the self (choice of goals and resources), (b) the regulation of the 

learning process (use of metacognitive knowledge and skills to direct one’s learning), and (c) 

the regulation of information processing modes (choice of information processing strategies).  

As part of a theoretical framework, this provides a very clear representation of the processes 

and regulatory mechanisms involved in self-regulated learning (Baumert & Weib, 2007). 

  Other models of self-regulation (e.g., Pintrich, 2000; Winne, 2001; Zimmerman, 2000) 

describe a recursive cycle of cognitive activities central to learning and knowledge 

construction activities (Azevedo, Guthrie, & Siebert, 2004).  Pintrich mentions that most of 

these models propose four phases of self-regulated learning. 

  The first phase includes planning and goal setting, activation of perceptions, and 

knowledge of the task, context, and the self in relationship to the task.  The second phase 

includes various monitoring processes that represent metacognitive awareness of different 

aspects of the self, task, and context.  Phase three involves efforts to control and regulate 

different aspects of the self, task, and context.  The fourth phase represents various kinds of 

reactions and reflections on the self and the task and/or context.  As these phases are put 

into practice, the real essence of the self-regulation model would be realized.  In the book, 

Self-Regulated Learning: From Teaching to Self-Reflective Practice by Schunk and 

Zimmerman (1989), different examples of instructional interventions and models designed 
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with the objective of teaching processes and strategies involved in self-regulated learning can 

be found.  

  Montalvo and Torres (2004) maintain that common points (or educational strategies) 

where the different inventions and programs concur, are stated as follows: (a) direct teaching 

of strategies, (b) modeling, (c) guided and autonomous practice using strategies, (d) 

feedback, (e) self-observation, (f) social support and its withdrawal at the moment when the 

student has reached a certain degree of responsible participation, and (g) self-reflection.  

These strategies have some similarities with Joyce and Showers (1980, 1984) training model 

(see Appendix C). 

  With direct teaching of strategies, an explanation is given to students about the 

characteristics of the strategies that can help them better process information and regulate 

learning (as in the strategy of cooperative learning).  Questions to be answered include: (a) 

How are these strategies used?  (b) What skills are involved in the process?  (c) When and 

why do you use one strategy or another?  (d)  What are they useful for, or what are the 

benefits? 

  Modelling is one of the most recommended procedures for teaching self-regulation 

(Graham, Harris, & Troia, 1998).  Steps taken in planning, controlling execution, distributing 

cognitive resources and reflecting on what has been done can all be assimilated by students 

as they observe the teacher or other expert models (peer models) performing them (Schunk & 

Zimmerman, 2003).  It must be commented here that modelling is just one of the steps.  It 

helps to augment the whole teaching process. 

  Practice using self-regulation strategies, first guided and later independent, and 

feedback from ―others‖ (mainly the teacher) regarding strategy effectiveness, are procedures 

that improve learning and students’ motivation, since they promote transfer of strategies and 

their maintenance.  The objective of guided and autonomous practice is that the responsibility 

or control of initiating, applying, and evaluating the strategies be transferred from the teacher 

to the student (Onrubia, 1996).  This kind of mediated learning, (initially proposed by Vygotsky 

(1978) is on the essential components in many instructional models and programmes (e.g., 

scaffolding, reciprocal teaching, etc.) (Valle, Gonzalez, Vieiro, & Suarez, 1998). 
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  Self-monitoring is a very important component in the intervention, since, if the student 

wants to learn strategies, somehow he or she has to oversee their application, their 

effectiveness, and how to change or modify them in case they are ineffective. 

  Providing the student with social support from the teachers and from classmates while 

he or she is learning self-regulation strategies is also one of the most utilised strategies in 

various programmes.  This also involves eliminating the support over time as the student 

becomes more competent in their acquisition and development.  In this regard, Graham et al. 

(1998) attest that taking away this support, or scaffolding, must be done step by step, moving 

from more directive, intensive mediation in the initial stage to more self-regulated forms. 

  Finally, all these programmes follow a didactic process culminating in self-reflective 

practice (or metacognitive discussion), where students independently practice the acquired 

skills and strategies.  They reflect on the learning process they have followed.  They then 

evaluate performance attained and strategy effectiveness; if needed they modify the 

perspective used, and carry out adjustments in their social and physical environment in order 

to create a more favourable learning environment. 

  As indicated by Paris and Paris (2001), the nature of instruction in this field has 

changed drastically in its emphasis in the last 30 years (p. 91).  Whereas at the beginning 

(1970s and 80s), explicit teaching of strategies was emphasized (direct instruction), currently, 

instructional models put the emphasis on self-reflective practice and on scaffolding 

instruction, since the main objective is metacognition.  This change in emphasis has not 

negated the interdependence on each other in teacher education.  So in one respect there is 

the development of awareness and control of our reflection processes, while also we observe 

in the area of intervention, a tendency to integrate the teaching of strategies within specific 

tasks and material from the curriculum. 

  Ley and Young (2001), endorsed by research studies that support the positive 

influence of self-regulation on learning and performance, propose a series of general 

guidelines for designing instruction aimed to help students who are less expert in self-

regulation become more strategic and self-regulated.  Specifically, these authors recommend 

that in order to promote student self-regulation, teachers must assist students to engage 

flexibly and adaptively in a cycle of cognitive activities.  To do so, teachers should practice the 

following five steps: 
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1. Help students to create and structure favourable learning environments. 

2. Organize instruction and activities such that students favour the use of cognitive and 

metacognitive strategies. 

3. Provide the students with opportunities for self-monitoring. 

4. Provide students with continuous evaluating information and give them the chance to 

self-evaluate their learning. 

5. Provide students with corrective feedback that helps them see where they have erred 

and how to correct problems (Ley & Young, 2001, p. 18). 

  Butler (2004) further proposes key instructional targets that include promoting students’ 

construction of: 

  (a) metacognitive knowledge about academic work, (b) strategies for analyzing tasks,             

  (c) metacognitive knowledge about task-specific strategies, (d) skills for implementing 

  strategies, and (e) strategies for self-monitoring and strategic use of feedback.  Note 

  that in this model of self-regulation, effective use of task-specific strategies is essential 

  to task completion.  However, strategy instruction alone is clearly not sufficient. (¶ 8) 

  It must be noted that in this model of self-regulation, effective use of task -specific 

strategies is essential to task completion.  However, strategy instruction alone (e.g., how to 

apply strategies for a reading comprehension) is clearly not sufficient.  Instead, what is 

required is explicit attention to how students adapt strategies reflectively and flexibly within 

recursive cycles of task analysis, strategy use, and monitoring (Butler & Winnie, 2002; Harris 

& Graham, 1996). 

Orientations in Three Models of Teacher Education/Training 

Orientation in teacher education refers to a set of ideas and the point of references 

about the goals of teacher education and the means for achieving them.  Ideally, a conceptual 

orientation includes a view to teaching and learning and a theory about learning to teach 

(Fieman-Nemser, 1990).  ―Such ideas should give direction to the practical activities of 

teacher education such as programme planning, course development, curriculum, instruction, 

supervision, and evaluation‖ (p. 20).  Orientations can be structural or conceptual in 

character.  These will be explored as we continue. 

  Many of the current reforms in teacher education/training are very structural in 

substance.  Examples  are as follows: (a) having a fifth year for the bachelors’ degree, (b) 
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increasing the practical sessions of field experiences, (c) limiting the  amount of credits to be 

covered, (e) educational management, (f) methodological approaches, (g) transfer processes, 

and (h) curriculum issues. 

  At the same time, one can hardly pick up an educational journal or attend a 

professional meeting without encountering terms such as: (a) reflective teaching, (b) teacher 

education, (c) performance-based teacher education, (d) constructivist education, or (e) 

inclusive education.  These are conceptual alternatives that reflect different views of teaching, 

instruction, learning to teach, all suggesting different orientations to the preparation of 

teachers.  Fieman-Nemser (1990) articulates it succinctly, by saying ―distinguishing between 

structural alternatives and conceptual orientations provides a way to highlight some of the 

major efforts that have dotted the teacher education landscape‖ (p. 1). 

Conceptual orientations. Conceptual orientations are not tied to a particular form of 

teacher education.  They can shape a single component or an entire professional sequence, 

and are not mutually exclusive to any one education model.  By design or default, they can 

and indeed do exist side by side in the same model or programme (Fieman-Nemser, 1990).  

The author continues by saying, ―each orientation highlights different issues that must be 

considered, but none offers a fully developed framework to guide program development‖ (p. 

39). 

  Fieman-Nemser (1990) proposes five conceptual orientations for teacher education.  

These are: (a) academic, (b) practical, (c) technological, (d) personal, and (e) critical/social (p. 

20).  They are individually outlined: 

1. The Academic Orientation. The academic orientation in teacher education highlights 

the fact that teaching is primarily concerned with the transmission of knowledge and 

the development of understanding.  It also embraces various images of good teaching 

ranging from didactic instruction to Socratic inquiry. 

2. The Practical Orientation. The practical orientation focuses attention on the elements 

of craft, technique, and artistry that skilful practitioners reveal in their work.  It also 

recognizes that teachers deal with unique situations and that their work is ambiguous 

and uncertain.  Long associated with apprenticeship systems of training, the practical 

orientation endorses the primacy of experience as a source of knowledge about 

teaching and a means of learning to teach.  The apprenticeship is the standard mode 
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of learning associated with the practical orientation.  Working with a master over a 

period of time, the apprentice acquires practical skills and learns what works in real 

situations. 

3. Technological Orientation. The technological orientation focuses attention on the 

knowledge and skills of teaching.  The primary goal is to prepare teachers who can 

carry out the tasks of teaching with proficiency.  Learning to teach involves the 

acquisition of principles and practices derived from the scientific study of teaching.  

Competence is defined in terms of performance.  The technological orientation 

goes hand in hand with a search for a scientific basis for teaching.  Proponents believe 

that the future of teaching as a profession rests on improvements that will come from 

the accumulation and application of scientific knowledge (Berliner, 1985; Gage, 1978; 

Lortie, 1975).  The technological orientation is primarily associated with a training 

model of learning to teach, mentoring and coaching (Joyce & Showers, 1980, 1984) 

and study groups (Green, et al. 2003, see Appendix C). 

4. The Personal Orientation. The personal orientation places the teacher-learner at the 

center of the educational process.  Learning to teach is construed as a process of 

learning to understand, develop, and use oneself effectively.  The teacher’s own 

personal development is a central part of teacher preparation.  ―A good teacher,‖ 

Combs (1965) claims, ―is first and foremost a person, a unique personality‖ striving to 

fulfil himself (p. 6).  Students also share this basic drive toward self-adequacy and 

enhancement.  It follows that teaching is less a matter of prescribing and moulding and 

more a matter of encouraging and assisting.  The teacher is a facilitator who creates 

conditions conducive to learning.  To do this, teachers must know their students as 

individuals.  With this knowledge they can select materials or set learning tasks that 

respond to individual interests, needs, and abilities. 

5. The Critical/Social Orientation. The critical orientation in teacher preparation combines 

a progressive social vision with a radical critique of schooling.  On the one hand, there 

is an optimistic faith in the power of education to help shape a new social order; on the 

other, a sobering realization that schools have been instrumental in preserving social 

inequities.  Just as the teacher plays an important role in social reform in this 

orientation, so teacher education is part of a larger strategy to create a more just and 
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democratic society. 

The teacher is both an educator and a political activist.  In the classroom, the 

teacher creates a learning community that promotes democratic values and    

practices through group problem solving.  In the school, the teacher participates in 

curriculum development and policymaking.  In the community, the teacher works to 

improve school conditions and educational opportunities through community 

involvement and political activity (Fieman-Nemser, 1990, pp. 23- 35). 

  A comparison of the three previous models reveals considerable overlap in the 

theoretical perspectives and paradigms previously discussed.  There are some distinct 

similarities, yet there are some clear-cut differences.  These similarities and differences will 

help to make the process of comparing and contrasting of the three models much easier.  

This sets the stage for an eclectic gathering from these models as well as from other 

researched sources and processes.  Such information would be used in the developing of a 

best practice teacher education model at the conclusion of this study. 

Table 3 

Conceptual Orientation in Three Selected Teacher Education Models 

            Models 

Conceptual 
Orientations 
Fieman-Nemser 
(1990) 

Learning Community 
Model 

[Bandura (1977); 
Gabelnick et al. (1990); 
Du Four 2004)] 

Heterogeneous 
Classroom Model 

[Mc Avoy (1998);  
Cohen, et al. (1995)] 

Self-Regulatory 
Learning Model 

[Boekaerts (1999); 
Zimmerman (2000)] 

Academic 

 

Didactic instruction; 

discovery learning; 

connections to other 

learning experiences. 

 

Student-centered 

learning; alternative 

(performance-based) 

assessment. 

 

Task analysis; Socratic 

inquiry; self reflection. 

Practical 

 

Apprenticeship;  

guided practice; 

feedback. 

 

Modelling; 

apprenticeship; 

exploration & 

elaboration. 

 

Modelling; guided 

practice; feedback; 

training model. 

 

 

Technology 

 

Knowledge & skills 

sharing; inclusive 

learning. 

 

Thematic teaching. 

 

Acquisition of principles 

and practices; 

application of scientific 

knowledge. 
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Personal 

 

Learning to understand; 

mentorship;    

collaboration. 

 

Problem solving; 

collaboration. 

 

Personal development; 

teachers as facilitators; 

problem solving. 

Critical/Social 

 

Teacher creates learning 

community.                           

community involvement. 

 

Preserving social 

inequities; community 

involvement. 

 

Progressive social 

vision; social support 

from teachers. 

  

  Structural orientations. As conceptual components of an education model are put 

into action, the structural components fall into place. These structural components of teacher 

education programmes are the pivotal apparatus from which the teaching processes are 

evolved.  Teaching processes, according to Green and Henriquez-Green (2008), ―consist of 

methods, strategies, structures, and techniques designed to organize teaching and ensure 

maximum learning‖ (p. A1.20).  It is those processes that give life to the teacher education 

classroom.   

  Classroom life, though, must not be static or stagnant.  It must show vibrancy, it must 

be dynamic and ever changing.  That change, says Ellis (2001) ―is a necessary condition of 

progress, and it behoves us to make the most meaningful changes possible‖ (p. 17).  In order 

for this change to be happening in teacher education, the research process must be an 

integral part of the whole system.  There are many different ways educational research can 

be looked at, yet in the broadest sense of the word, the definition of research includes any 

gathering of data, information and facts for the advancement of knowledge (Shuttleworth, 

2008). 

  Ellis (2001) maintains that ―it is helpful to conceptualize educational research by 

thinking of a model of research with three levels, each of which has different, but related, 

implications for educational innovations‖ (p. 20).  He went on to establish the three levels as: 

1. Level I research is defined as being basic or pure research on learning and behaviour.  

It can be observation, experience, or philosophy.  Its purpose is to establish a 

theoretical construct or idea as having some validity. 

2. Level II research involves studies designed to test the effectiveness of particular 

programmes or instructional methods in educational settings.  Educational researchers 

who are interested in applying theories and procedures developed at Level I generally 
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conduct such studies.  Level II research provides practical insights that cannot be 

derived directly from pure research, and is crucial to the process of validation of 

programmes or methods of instructions.  These may be in the form experimental 

settings in the classroom where two or more issues are compared, or taking the form 

where an experimental group is compared with a control group during some 

investigation. 

3. Level III is evaluation research designed to determine the efficacy of programmes at 

the level of school implementation.  It includes evaluation studies, with the use of 

control groups, which examine the overall effects on teachers and students of a school 

wide innovation, or even comparing one school system with another.  Level III research 

involves interviews with administrators, teachers, and students, observations, 

assessments, and analysis of achievement data over time on a comparative basis (pp. 

20-24). 

The Table 4 gives the different types of teaching processes as well as the levels of 

research that are taking place in each of the three teacher education models that were 

presented.  Through this matrix the structural orientations of the teaching processes and the 

research levels for these models would be clearly distinguished. 

Table 4 

Structural Orientation in Three Selected Teacher Education Models 

          Models                            

 
Structural 
Orientations 

Learning Community 
Model 

Bandura (1977);  
Gabelnick et al.(1990); 
Du Four (2004) 

Heterogeneous 
Classroom Model 

Mc Avoy (1998);  
Cohen and Lotan, (1995) 

Self-Regulatory 
Learning Model 

 Boekaerts (1999); 
Zimmerman (2000) 

 

Teaching 

processes 

 

Cooperative learning; 

team teaching; discovery 

learning. 

 

Mastery learning; 

questioning strategies. 

 

Direct instruction; 

cooperative learning; 

feedback; self 

observation; self 

reflection. 

 

Research  

Levels 

Levels I  &  II * Level I Levels I  &  II *  

(* limited research at that Level)  
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Structural and Conceptual Orientations in “Dimensions of Learning” 

An important conceptual understanding of teaching and learning in the process of 

teacher education lies in the comprehensive model of the ―dimensions of learning‖ (Marzano 

et al., 1997).  Marzano writes in the mode of psychologists and learning specialists from a 

curriculum and instruction support base.  He, with other accompanied researchers, uses what 

other researchers and theorists know about learning to define the learning process.  Their 

premise is based on five types of thinking—called the five dimensions of learning—which are 

essential to successful learning (see Appendix D). 

  The five dimensions of the learning processes are:  (a) Developing attitudes and 

perceptions which affect the students’ learning ability. (b) Acquiring and integrating knowledge 

help to guide students how to organize knowledge. (c) Refining and extending knowledge 

where students learn to analyze and use reasoning processes. (d) Using knowledge 

meaningfully engage students in using knowledge in a context that is meaningful to them. (e) 

Forming habits of the mind assist students to regulate their behaviour.  These five dimensions 

framework help in: (a) maintaining a focus on learning; (b) studying the learning process; and 

(c) planning curriculum, instruction, and assessment. 

  Teacher education is all about what learning will take place in the classroom.  All five 

dimensions are always factors in the learning process and are useful tools in the attempt to 

help students learn.  ―Dimensions of learning offer a way of thinking about the extremely 

complex process of learning so that we can attend to each aspect and gain insights into how 

these processes interact‖ (Marzano et al., 1997,  p. 8).  Based on the best of what 

researchers have found out about how children learn, dimensions of learning provide 

teachers with the tools for building a truly learning-centered approach to schooling (p. 7). 

  Research is the core composition of dimensions of learning.  Since the authors use 

what researchers know about learning, through research studies, to define the learning 

process, it is clear that there is no dimensions of learning without research.  Conversely, from 

the conceptual definitions that are represented by dimensions of learning, it is also clear that 

multifaceted research processes were involved.  Ellis (2001) described three levels of 

research, and from the nature and composition of the five processes in dimensions of 

learning, all three levels are entwined. 
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  Marzano et al. (1997) presents four uses of dimensions of learning.  They are as 

follows: (a) a research-based resource for instructional strategies, (b) a framework for 

planning staff development, (c) a structure for planning curriculum and assessment, and (d) a 

focus for systemic reform (pp. 8-11). 

  These uses, previously listed, extensively cover all the facets of teacher education.  

The authors claimed that: 

  As a comprehensive model of learning, dimensions can have an impact on virtually 

every aspect of education.  Because the major goal of education is to enhance learning, it 

follows that our system of education must focus on a model that represents criteria for 

effective learning, criteria that we must use to make decisions and evaluate programs. 

(Marzano et al., 1997, p. 8) 

  It was not only basic research in learning and behaviour, neither were only 

observations and experiences involved in the defining process of learning, as is the nature of 

Level I research.  Much more were implicated.  Research engaged in effectiveness of 

programmes and instructional methods were evident, as is the makeup of Level II research.  

Students being concerned with the acquisitioning of declarative knowledge and the 

construction of meaning, along with practical insights derived in the classroom setting, are 

evidences of the involvement of Level II research in action. 

 Level III research includes interviews, observations, evaluation of other similar 

conducted studies, assessment, and analysis of achievement.  These processes involve 

higher level complex thinking.  For example in Dimension of Learning 4—Using knowledge 

meaningfully, requires students to engage in reasoning and higher thinking skills.  Being 

involved in research studies across educational fields, systems, or schools, involve problem 

solving, invention, experimental inquiry—all part of learning, means being involved in higher 

level structural processes.  Level III research had to be involved to assist in those structural 

learning processes. 

  It is very obvious that the level of research practiced by Marzano and his researchers 

is vastly different from that practiced in the three previous outlined models from MSU.  They 

took the research in teacher education, and looked at it from a psychological-learning 

perspective.  Their result—five dimensions of learning, is further supported by curriculum, 

instruction, and assessment. 
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  Earlier on in this report, the work of Dewey was promoted in the reflective model of 

education.  He was elucidating from a philosophical point of view.  Marzano, on the other 

hand, was using experimental research at Levels II and III to sustain practices for teacher 

education.  Marzano has looked at teacher education from a scientific point of view.  This 

adds value, and modernizes what was said by Dewey, and has enlightened some aspects of 

the three teacher education models used at MSU.                                                                                                                                                                                                                                           

  These reasons give ample credence for the inclusion of Dimensions of Learning 

as part of the theoretical literature for this study.  From this standpoint, the empirical literature 

will now be delved into leading to a conceptual and structural framework. 

  The five conceptual orientations for teacher education, proposed by Fieman-Nemser 

(1990), as are incorporated in the five dimensions of learning: (a) academic orientation 

focuses on the distinctive work of teaching; (b) practical orientation stresses learning from 

experiences; (c) technology orientation promotes scientific knowledge and systematic 

training; (d) personal orientation reminds that learning to teach is a transformative process, 

not only a matter of acquiring new knowledge and skills; and (e) critical/social orientation 

highlights the teacher’s obligations to students and society (p. 39). 

  All of the five dimensions are associated in some way with the society and students, 

their experiences in the knowledge and skills gained, as well as the process of being taught 

and trained.  The dimensions must be seen as a tool for teacher educators to help better 

understand the process of learning.  ―If this understanding is achieved, the ultimate goal of the 

model should be realized, that is, the enhancement of student learning‖ (Marzano et al., 1997, 

p. 328). 

Overview and Summary 

In this chapter on the literature review, I began by laying out the search strategy 

employed for this study.  The review of the theoretical literature was established when four 

different developmental teacher education models were discussed.  From the supporting 

theories, on which these teacher education models depended, the establishment of the 

theoretical framework was introduced.  Conceptual and structural orientations, teaching 

processes, and research levels of the models were outlined.  The model of the dimensions of 

learning was briefly discussed showing how, like the reflective model, they can impact and 

influence teacher education.  
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  The theoretical framework and the empirical literature then combine to formulate the 

conceptual framework, which will be developed further in the next section of this report. 

 



 

52 

 

3 

Empirical Literature and Conceptual Framework 

   In this chapter the empirical evidence, from the literature that supports and forms the 

backbone for teacher education, is outlined.  These investigations include most of the issues 

and principles surrounding primary teacher education.  From this exposition will emerge the 

conceptual framework which would provide the structure of assumptions, principles, and rules 

that would hold together the ideas comprising a foundation and organization of a model for 

primary teacher education. 

Empirical Literature 

The Merriam-Webster Online Dictionary defines the term empirical as ―relying on 

experience or observation alone often without regard for system and theory.‖  Empirical 

literature is documented evidence that describes facts that can be experienced and tested 

only through the senses with very little support by theory.  The selection of documents 

evidence (both published and unpublished) on teacher education contain information, ideas, 

data, and evidence written from a particular standpoint to fulfil certain aims or express certain 

views on the nature of teacher education.  These documents are then investigated and 

evaluated in relation to the qualitative research being proposed. 

  Qualitative research is inherently subjective.  Burgess-Limerick, Abernethy, and 

Limerick (1994) note that when research is conducted within a theoretical and conceptual 

framework, its validity depends on underlying assumptions about the nature of reality and 

knowledge.  The interpretation of one’s own data and the evaluation of the interpretation of 

others, requires assessment of one’s philosophical assumptions.  Examination of 

philosophical assumptions is demonstrably an integral part of research since researchers with 

different world views may consider and reason very different things within the same 

phenomenon.  Maartensz (2000) offers that a philosophical assumption is coming to a 

conclusion based on having a background and knowledge of a particular subject or discipline.  

All reasoning, the writer continues, starts with assumptions, while an assumption is an idea 

that is believed to be true. 

  As the researcher making philosophical assumptions, I would use my background 

ideas and knowledge of teacher education to answer questions or to make decisions using 

http://www.businessdictionary.com/definition/structure.html
http://www.businessdictionary.com/definition/assumptions.html
http://www.businessdictionary.com/definition/principles.html
http://www.businessdictionary.com/definition/rule.html
http://www.businessdictionary.com/definition/hold.html
http://www.businessdictionary.com/definition/idea.html
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the values and principles of that subject.  My philosophical assumptions that follow, establish 

a structure for the formulation of the conceptual framework in this research study. 

  My philosophical assumptions. My philosophical assumptions as they relate to 

teacher education are as follows: (a) Teaching and learning to learn are learned processes 

(Huitt, 2003); (b) Learning is best facilitated and perhaps only possible within a collaborative 

relationship (Van Swet & Ponte, 2007); (c) Teacher education is simply teaching others how 

to teach (Johnson, 1986); (d) Teachers can consciously teach only that which they already 

know (Maroney, 1996); (e) Teachers tend to be more effective if they perceive themselves as 

facilitators as well as dispensers (National Academy of Sciences, 2007); (f) Teacher 

education exists to serve society; therefore teacher education programmes should be 

responsive to the needs and sometimes the wants of society (Parker, 2002); and (g) Teacher 

educators and teachers see every student that come before them as having potential from 

which to build on and to have learning take place, as well as they see them as souls to be 

saved in God’s kingdom (White, 1952). 

  The empirical investigations that follow are influenced by my philosophical 

assumptions.  It is from this data that the conceptual framework for this study is developed.  

The areas that are investigated include: (a) principles of teacher education, (b) pedagogy,   

(c) professional development, (d) learning communities, (e) teaching /instructional processes, 

(f) best practices in teacher education models locally and internationally, (g) curriculum and 

instruction practices, and (h) educational assessment. 

  Principles of teacher education. These assumptions are premised on established 

principles of teacher education.  Indiana University School of Education (2010) published six 

foundation principles of teacher education.  They are:  

1. Knowledge. Effective teachers possess a well-grounded knowledge of the content 

areas that are central to their teaching.  These include student development, 

assessment strategies, educational research, and learning technology.  Effective 

teachers also have an in-depth comprehension of the forms of knowledge embodied 

in the traditional disciplines.   

2. Meaningful experience. Teachers are expected to be thoughtful, reflective, caring 

practitioners in actual educational settings.  Teacher education programmes must 
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maintain or create experiences in schools and on campus so that instructors can 

assist candidates in developing and assessing this professional expertise.   

3. Personalized learning. Good teachers build on their students’ interests, orientation to 

learning, and hopes.  Similarly, teacher education programmes should offer teacher 

candidates opportunities to individualize and personalize their preparation as 

teachers.  Thus, all our teacher education programs give teacher candidates a 

significant measure of control over how, when, and where their learning takes place, 

thus enabling their interests and values to shape major portions of their work.  

Teacher should understand students’ ability levels, interests, and learning styles, as 

well as plan and implement instruction that reflects the diversity among learners. 

4. Community. Effective teacher preparation requires that participants develop a sense 

of community through engagement in shared activities and issues.  As that 

relationship is enhanced and maintained in the long term, it brings coherence to 

programmes, fosters an appreciation of the power of cooperative effort, and 

encourages a dialogue that promotes the continual rejuvenation of teacher education. 

5. Critical reflection. Effective teachers reflect critically on the moral, political, social, and 

economic dimensions of education.  This requires an understanding of the multiple 

contexts in which schools function, an appreciation of diverse perspectives on 

educational issues, and a commitment to democratic forms of interaction.  Thus, all 

our teacher education programmes encourage students to develop their own social 

and educational visions that are connected to critically reflective practice. 

6. Growth. Teachers are more than technicians or transmitters of information.  

Accordingly, they must be committed to lifelong intellectual, personal, and 

professional growth.  Because both faculty and teacher candidates must continually 

develop these habits of mind teacher education programmes must stimulate the 

exploration and development of the full range of human capabilities.  Thus, all our 

teacher education programs foster intellectual curiosity and encourage an 

appreciation of learning through the sustained analysis of ideas, values, and 

practices; and through intuition, imagination, and aesthetic experience.  Teachers are 

expected to develop a philosophy of teaching and learning.  This philosophy and 
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continuous professional growth should include values, commitments, and 

professional development. 

  The preparation of primary school teachers is undoubtedly one of the most critical 

tasks for our society today, and for the future decades ahead.  The primary school teacher is 

being perceived less of a kind-hearted well-trained person, and more of a skilful professional.  

This shift in perception is in light of the indication of the growing demands and expectations 

placed on primary schools, and thus on the primary school teacher.  The challenge to 

educators and technicians is to find ways to prepare primary school teachers who will be 

adequate to the task of teaching as it ought to be.  The best practice model for primary 

teacher education in T&T, which would result from this research study, is intended to be a 

vanguard in leading the way.   

 Pedagogy. Pedagogy is the art and science of how something is taught and how 

students learn it, which is the study of being a teacher.  Pedagogy also includes how the 

teaching occurs, the approach taken to teaching and learning, the methods in which the 

content is delivered and what the students learn as a result of that process.  The Merriam-

Webster Online Dictionary (2010) defines the term as referring to strategies of instruction, the 

style of instruction, or the correct use of instructive strategies. 

  The Queensland (Australia) Department of Education and Training (2006) gives the 

meaning of effective pedagogy as: 

incorporating an array of teaching strategies that support intellectual engagement, a  

connectedness to the wider world, supportive classroom environments and recognition 

of differences, and implementation across all key learning and subject areas.  Effective 

pedagogical practice promotes the well-being of students, teachers, and the school 

community; it improves students’ and teachers’ confidence and contributes to their 

sense of purpose for being at school; it builds community confidence in the quality of 

learning and teaching in the school. (¶ 3) 

  The New South Wales Department of Education & Training web site (2003) 

demonstrates how pedagogy is the core of the teaching profession and that the three 

essential elements of pedagogy are intellectual quality, quality learning environment, and 

significance of the curriculum (¶ 4- 5). 
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  Marzano, Pickering, and Pollock (2001) summarize effective pedagogy by saying it 

involves three related areas: (a) the instructional strategies used by teachers, (b) the 

management techniques used by teachers, and (c) the curriculum designed by teachers (p. 

10).  Schools need to become centers of inquiry, where teachers and administrators pose 

questions, pinpoint problems, study, reflect, and collaborate to discover possible answers 

(Robb, 2000).  As these collaborations take place, learning becomes more effective and 

meaningful as learners work with others in groups (Johnson & Johnson, 1991; Slavin, 1983). 

  Teachers, though, make a difference in teaching/learning process (Marzano et al., 

2001) as part of pedagogical principles.  Teachers study groups can play a key role here.  

These groups should model the same active constructivist teaching model recommended for 

the teaching learning process of students (Sparks & Hirsh, 1997; Henriquez-Roark, 1995). 

  Professional development. Sparks and Loucks-Horsley (1990) define professional 

development as the ―processes that improve the job-related knowledge, skills and attitudes of 

school employees‖ (pp. 234-235).  Peixotto and Fager (1998) notes that the ―test of effective 

professional development is whether teachers and other educators come to know more about 

their subjects, their students and their practice and to make informed use of what they know‖ 

(p. 6).  Continuing, the authors add that when referring to the characteristics of effective 

professional development practice, the activities are carried out in school contexts and are 

connected to other school improvement endeavours should be specified (pp. 6-7). 

  In the history of education there has never before been a greater recognition of the 

importance of professional development.  ―Every modern proposal to reform, restructure, or 

transform schools, emphasizes professional development as a primary vehicle in efforts to 

bring about needed change‖ (Guskey, 1994, p. 3).  With this increased recognition, however, 

has come increased scrutiny.  Questions are being raised about the effectiveness of all forms 

of professional development in education.  But what exactly is professional development in 

education? 

  The thesaurus of the Educational Resources Information Center (ERIC, 2010) 

database states that professional development refers to activities to enhance professional 

career growth.  Such activities may include individual development, continuing education, and 

in-service education, as well as study groups and peer coaching or mentoring.  Fullan (1991) 
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believes the definition to include ―the sum total of formal and informal learning experiences 

throughout one’s career from pre-service teacher education to retirement‖ (p. 326). 

  Morgan (2010) hints that professional development is necessary to increase 

knowledge and skills through certified and consistent education in the profession.  She goes 

on to say that it is necessary to boost the teacher’s career and to build their expertise in 

teaching and to contribute to organizational development (¶ 2-3).  Professional development 

is a process of learning during which learners reinvent, reorganize, and construct knowledge 

through active learning (constructivist), and by linking new information to what they already 

know (Joyce & Showers, 1984), and should provide opportunities for teachers to reflect 

critically on their practice (Henriquez-Roark, 1995).  Darling-Hammond and McLaughlin 

(1995) reiterate that professional development linked to reform must support a learner-

centered view of teaching and a career-long conception of teachers’ learning. 

  A career in teaching is a process of ongoing personal and professional development by 

the teacher educator.  This includes not just the knowledge and skills which the teacher 

constructs during training, but also the person he/she is, with all his/her beliefs, idiosyncrasies 

and ―track record,‖ and the context in which he/she works as a teacher (Hargreaves & Fullan, 

1992). 

  Given the previous, the development of the teacher has to be compatible with the de-

velopment of the educational establishment, a process admonished by Goncalves (2009).  

The writer suggests six principles in that process: 

(a) the development of the teacher is continuous, taking place over the course of 

his/her professional life; (b) it should be self managed, yet remain the joint 

responsibility of teacher and school; (c) it should receive the material and human 

resources necessary for its accomplishment; (d) it should respond to the interests of 

the teacher and of the school, although not necessarily simultaneously; (e) it should 

have credibility as a process; and (f) it should be differentiated, according to the needs 

of the teachers and the stage of their professional development. (p. 22) 

A number of experts and organizations have suggested features of the most promising 

professional development programs or policies.  Corcoran (1995b) sites eight of those 

features: 

1. stimulate and support site-based initiatives; 
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2. support teacher initiatives as well as school or district initiatives; 

3. are grounded in knowledge about teaching; 

4. model constructivist teaching; 

5. offer intellectual, social, and emotional engagement with ideas, materials, and 

colleagues; 

6. demonstrate respect for teachers as professionals and as adult learners;  

7. provide for sufficient time and follow-up support for teachers to master new content 

strategies and to integrate them into their practice; and  

8. are accessible and inclusive. (p. 3) 

  What seems very clear is that any teacher education programme must have a strong 

professional development component.  Fredriksson (2007) sums it up, ―the professional 

development of teachers is a key guarantee of quality education and must be linked to all 

phases of teacher education and educational research‖ (p. 12).  For any model to reach its full 

potential, teachers must be on the cutting edge of their profession.  Professional development 

is one such vehicle to help in that process. 

  Learning communities. In education circles, the term learning communities is 

becoming a more and more frequently used term in teacher education.  It is being applied to 

mean any number of things, such as extending classroom practice into the community; 

bringing community personnel into the school to enhance the curriculum and learning tasks 

for students; or engaging students, teachers, and administrators simultaneously in learning. 

  A learning community, implied by Smith and Hunter (1988), is a deliberate restructuring 

of the curriculum to build a community of learners among students and faculty.  This is 

confirmed by Kellogg (2000), who testifies that learning communities help students link their 

academic work with active and increased intellectual interaction with each other and with 

faculty.  Learning communities also promote coherence among students and create a sense 

of common purpose and community.  Schroeder and Mable (1994) depict learning 

communities as ―small subgroups of students . . . characterized by a common sense of 

purpose . . . that can be used to build a sense of group identity, cohesiveness, and 

uniqueness that encourage continuity and the integration of diverse curricular and co-

curricular experiences‖ (p. 167). 
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  A community of learning for teachers must be built on trust and a safe learning 

environment (Darling-Hammond & Sykes, 1999).  Churchill (1996) elaborates, finding time to 

learn, grow, exchange ideas, and process information during the school day is crucial to the 

success of professional study.  If, as teachers, we are going to nurture our souls, we need 

each other (Harwayne, 1992).  Ecclesiastes 4:9 from the New Living Translation of the Bible 

corroborates, ―Two people are better off than one, for they can help each other succeed.‖ 

  Teaching/instructional processes. In the empirical literature the terms teaching 

processes and instructional processes are generally used interchangeably.  In this study I will 

use the term instructional processes to refer to teaching processes.  For instructional 

processes to be fully functional, learning must result from these processes.  Von Glasersfeld 

(1995) and Ernest (1995) in separate studies acknowledge by revealing that learning is a 

constructive process in which students are actively involved in the teaching learning process.  

Teacher education programmes are the vehicles for that teaching learning process. 

  Teaching processes are those things undertaken by the teacher in order to promote 

and support learning by the students.  Green and Henriquez-Green (2008) describe teaching 

processes as methods, strategies, structures, and techniques intended to organize teaching 

and guarantee maximum learning.  Methods in this context are a planned set of steps 

designed to deliver instruction.  Strategies are organized systems of instruction based upon 

learning theory or how scholars think in a particular discipline and must have a research base 

supporting their utilization.  Structures are content-free, planned processes designed to 

organize interaction of individuals for instructional purposes.  Techniques are steps designed 

to organize or manage the learning environment (p. A1.20). 

  Zemelman, Daniels, and Hyde (1998) propose 13 principles of best learning practices.  

Best learning practices must be: (a) student-centred, (b) experiential, (c) holistic, (d) 

authentic, (e) expressive, (f) reflective, (g) social, (h) collaborative, (i) democratic, (j) cognitive, 

(k) developmental, (l) constructivist, and (m) challenging.  

  Marzano et al. (2001) after a meta analysis research, recommend nine strategies to 

increase student learning and achievement.  These are: (a) identifying similarities and 

differences; (b) summarizing and note taking; (c) reinforcing effort and providing recognition; 

(d) homework and practice; (e) non-linguistic representations; (f) cooperative learning;         
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(g) setting objectives and providing feedback; (h) generating and testing hypothesis; and      

(i) cues, questions, and advance organizers. 

  Ellis (2001) advocates 12 educational innovations so as to improve the 

teaching/learning process.  These are: (a) setting standards, (b) self-esteem and self-efficacy,  

(b) brain research, (c) teaching for  intelligence, (d) thinking skills programme, (e) whole-

language learning, (f) elements of styles and intelligence, (g) curriculum integration,             

(h) cooperative learning, (i) success in school wide reforms, (j) direct instruction, and            

(k) authentic and performance assessment. 

  These teaching/instructional processes and innovations, as part of the empirical 

literature, contribute towards the basic framework for teacher education for this study. 

  Student achievement. Florida State University (2002) Learning Systems Institute 

furnishes the definition of student achievement from two perspectives.  The first perspective is 

to view achievement in terms of enrollment, or the number of students who pass a course, 

while the second perspective examines student achievement in terms of whether they 

mastered or attained course learning objectives.  Student achievement in this study refers to 

the measurement of learning that is planned and takes place in schools. 

  When there is achievement in a discipline, it is normally referred to as academic 

achievement.  What seems very clear is that increased student achievement requires a 

corresponding improvement in classroom instruction (Page, 2008; Hattie, 2003; Carron & 

Chau, 1996).  Cassel (2002) points out that improvement in classroom instruction will take 

place when an effective and well-planned teacher education programme is put in place.  

Improvement in classroom instruction is definitely linked to staff development as indicated by 

the researchers Sparks and Loucks-Horsley (1989, p. 39).  Also, the Ames study of 1994 by 

Bruce Joyce and others strongly supports the link between student achievement and staff 

development (Joyce, Calhoun, Carran, & Halliburton, 1994).  From this, then, we can infer 

that there is an apparent link with student achievement and the right teacher education 

programme. 

  Best practices in teacher education. A best practice is a technique or methodology 

that, through experience and research, has proven to reliably lead to a desired result.  The 

Public Schools of North Carolina web site (2003) in a caption Best Practices: A Resource for 

Teachers, reinforces: 
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  Best practices are an inherent part of a curriculum that exemplifies the connection and 

  relevance identified in educational research.  They interject rigor into the curriculum by 

  developing thinking and problem-solving skills through integration and active learning.  

  Relationships are built through opportunities for communication and teamwork.  

  Best practices are applicable to all grade levels and provide the building blocks for 

  instruction.  Best practices motivate, engage, and prompt students to learn and  

  achieve.  Students, who receive a balanced curriculum and possess the knowledge, 

  skills, and abilities to transfer and connect ideas and concepts across disciplines, will 

  be successful as measured by standardized tests and other indicators of student  

  success.  Four best practices for teachers include (a) teaching a balanced curriculum, 

  (b) teaching an integrated curriculum, (c) differentiating instruction to meet individual 

  student needs, and (d) providing active learning opportunities for students to internalize 

  learning. 

  The State of Connecticut Education Resource Center, CERC (2009) notes that the 

term ―best practice‖ has been used to describe ―what works‖ in a particular situation or 

environment.  When data support the success of a practice, it is referred to as a research-

based practice.  As good consumers of information, we must keep in mind that a particular 

practice that has worked for someone, within a given set of variables, may or may not yield 

the same results across educational environments (¶ 4). 

  From that same reference the Educational Research and Improvement Centre at the 

US Department of Education, sites nine standards of best practices.  These are: (a) a clear 

and common focus, (b) high standards and expectations, (c) strong leadership,                    

(d) monitoring, (e) accountability, (f) assessment, (g) curriculum and instruction,                   

(h) professional development, (i) time and structure (¶ 6-14). 

  It must be pointed out here that best practices in teacher education are not well 

supported by experimental research on educational outcomes.  This, according to Ellis 

(2001), is termed Level II research, and ―is applied research done under reasonably 

controlled conditions in school settings‖ (p. 20).  Some of these best practices have been 

subjected to Level II, but very few have been exposed to Level III which ―is evaluation 

research applied to school programmes once they have been implemented‖ (p. 20) on a 

large-scale.  The research that best practices were all subjected to is Level I or basic 
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research.  This is ―pure research done theoretically on learning‖ (pp. 20-21).  As best 

practices in teacher education become more popular, and become a ―buzz word‖ in primary 

education, I believe then there will be increased research done at Level III. 

  Drummond (2002) writing in the web site of North Seattle Community College divulges, 

from research, twelve best practices in teacher education.  They are as follows: 

1. Lecture practices can be used as a helpful means of presenting new information that is 

not in print, or if the information is a combination of materials leading to a new idea.  

Since research has shown that retention assimilation falls off rapidly after 10–20 

minutes of continuous lecture, techniques such as: (a) rhetorical questioning, (b) story 

telling, and (c) cooperative learning structures like ―think-pair-square, random call, etc.‖ 

must be used with lecture to enhance learner retention. 

2. Group discussion triggers effective ways to present a common experience to engage a 

group in a discussion.  Awareness of complexity and enhanced understanding results 

when learners discuss the meaning of events with each other.  Students, therefore, 

become connected with both a concrete example of the content and each other. 

3. Thoughtful questions means formulating questions that foster engagement and 

confidence.  All students are capable of thinking; the problem is to stop teachers from 

precluding it.  The right kind of questions help—they focus the learner’s attention upon 

applying their current understanding to the content of current experience in a natural 

way. 

4. Reflective responses to learner contribution establish mutually beneficial 

communication by reflective listening.  Effective teachers respond without changing the 

topic and share their own information or perspective with mutual respect and without 

domination. 

5. Rewarding learner participation means supporting learner actions with effective, well-

timed positive responses.  The methods chosen to administer those positives, 

however, send messages about what is important to achieve.  The best rewards are 

not contrived, foster personal reflection and independence, and actually work, that is, 

learners maintain new abilities or do better.  Effective teachers support emerging 

initiative, cooperation, and perseverance with well-timed positive reply. 
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6. Active learning strategies foster active, constructive participation.  All research on 

people, and on their brains, shows we learn by doing.  Learning is a constructing 

process.  The problem is selecting the type of activity to match the purpose the teacher 

has in mind. 

7. Cooperative group assignments assign formal cooperative tasks.  Ninety years of 

research and numerous studies show cooperative learning results in more high-level 

reasoning, more frequent generation of new ideas and solutions, and greater transfer 

of what is learned within one situation to another.  Cooperative learning groups 

embrace five key elements: positive interdependence, individual accountability, group 

processing, social skills, and face-to-face interaction (Johnson & Johnson, 1991).  In 

order for greater success, teachers must expect to spend time building cooperative 

skills and enforcing group self-assessment. 

8. Goals to grades connections suggest that goals, objectives, measures, criteria, and 

grades agree.  A formidable obstacle every teacher faces is how to analyze the content 

of a course, predetermine the outcomes desired, and communicate the necessary 

performance expectations to the learners in a detailed, congruous syllabus that 

logically connects goals to the measures for grades.  To achieve this, the objectives 

must follow from the goals, the requirements demonstrate performance of those 

objectives, and the evaluation methods reflect attainment of the objectives to 

measurable criteria.  

9. Modelling represents openness, learning, and trust.  As a paragon of personal 

development, a teacher faces interpersonal challenges in every action he or she takes 

to engage, facilitate, catalyze, and give life to the opportunity to learn.  Great teachers 

teach by example.  It is the authentic life that instructs.  

10. Double loop feedback promotes the awareness of how one learns to learn.  Double 

loop feedback is a method of providing correctives in a way that maintains the learner’s 

continued engagement in the process of acquiring competence and self-confidence.  

The times when the teacher corrects performance are often the most difficult as well as 

the most significant.  It is easier to identify errors and deficiencies in the actions of 

others than to communicate corrections to them in a way that continues their 

engagement. 
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Because people rarely produce actions that do not make sense to them, they 

naturally tend to become defensive, confused, or ashamed when criticized or given 

advice.  Yet individualized correction is often the key to improved performance.  An 

effective feedback procedure enables reflection and self-correction without fostering 

hostility or defensiveness. 

11. Climate setting regulate the physical and mental climate.  A large portion of teaching 

effectiveness involves setting the stage; it comes with the territory.  Solve comfort 

issues first and the learning path is smoother.  Generally, successful teachers spend 

10% of classroom time optimizing the arrangement of the physical setting as well as 

the psychological setting—a climate of collaborativeness, supportiveness, openness, 

pleasure, and humanness.  

12. Fostering learner responsibility transfers responsibility for discovering, planning, and 

evaluating much of their learning to the student.  Engagement is the first task for every 

course of study.  Effective teachers offer ways for the learners to take an active role, 

for at least a portion of the course, in diagnosing their learning needs, formulating 

learning goals, identifying human and material resources for learning, choosing and 

implementing appropriate strategies, and evaluating the outcomes, both internal and 

external (¶ 1-12). 

  These standards from CERC and the 12 best practices from North Seattle Community 

College, are essentially theoretical in nature, and by themselves, can do very little for teacher 

education.  It is only as they are put into practice, moving from conceptual to procedural 

knowledge, can their real impact be seen.   

  To help in this transition of theory to practice, the works of professional experts in 

instructional process should be considered like Marzano et al., (2001) in Classroom 

Instruction that Works; Marzano et al., (1997) Dimensions of Learning; and Green and 

Henriquez-Green (2008) Basic Moves of Teaching, can help, and so must be carefully studied 

and put into motion.  Once these instructional processes are maintained, they can help set 

the formation and foundation for a model of an effective and efficient primary teacher 

education programme. 

  Curriculum and instruction practices. Curriculum and instructional practices, as 

important pillars in teacher education, are not very easily separated conceptually one from the 
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other.  Yet, only as they are viewed separately can they add meaning to teacher education.  

Curriculum, like best practices, is theoretical concepts in makeup, addressing the questions 

―what‖ or the content of teacher education.  The instructional practices address the ―how,‖ and 

are methods of delivering the content of the curriculum (The Access Centre, 2010).  In this 

context, curriculum is treated as content and instruction is meant as those teaching practices 

that engage students in curriculum. 

  However, in reviewing the literature, separating the meaning of curriculum from 

instruction often proves awkward.  This is because changes to instructional practices may 

need to be coupled with changes in curriculum to realize effects on student achievement 

(Robertson, Wohlsetter, & Mohrman, 1995).  What is essential is that effective instructional 

practices are crucial in achieving desired student outcomes for developmental programs, as 

well as having a well thought out plan that involves significant content. 

  Educational assessment. The overall goal of educational assessment is to improve 

student learning.  Assessment provides students, parents, guardians, and teachers with valid 

information concerning student progress and their attainment of the projected curriculum 

goals.  ―Assessment is a process by which information is obtained relative to some known 

objective or goal, and should always be viewed as information to improve student 

achievement‖ (Watson, 2010, ¶ 2). 

  Angelo and Cross (1993) in looking at the outcomes of assessment, add their 

perspective to the process when they say: 

  Assessment focuses on learning, teaching and outcomes.  It provides information for 

  improving learning and teaching.  Assessment is an interactive process between  

  students and faculty that informs faculty how well their students are learning what they 

  are teaching.  The information which is learner-centered, course based, and graded, is 

  normally used by faculty to make changes in the learning environment, and is shared 

  with students to assist them in improving their learning and study habits. (p. 427) 

  The Longwood University site, describing the process of assessment, renders that it is 

an on-going development aimed at improving student learning, programs, and services that 

involves a process of: (a) publicly sharing expectations; (b) defining criteria and standards for 

quality; (c) gathering, analyzing, and interpreting evidence about how well performance 
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matches the criteria; and (d) using the results to document, explain, and improve 

performance. 

  Astin et al. (2003) exemplify nine principles of good practice for assessing student 

learning, and show how they can be made operational: 

1.  The assessment of student learning begins with educational values.  Assessment is 

not an end in itself but a vehicle for educational improvement.  Its effective practice, 

then, begins with and enacts a vision of the kinds of learning we most value for 

students and strive to help them achieve.  Educational values should drive not only 

what we choose to assess but also how we do so.  Where questions about 

educational mission and values are skipped over, assessment threatens to be an 

exercise in measuring what’s easy, rather than a process of improving what we really 

care about. 

2.  Assessment is most effective when it reflects an understanding of learning as 

multidimensional, integrated, and revealed in performance over time.  Learning is a 

complex process.  It entails not only what students know but what they can do with 

what they know; it involves not only knowledge and abilities but values, attitudes, and 

habits of mind that affect both academic success and performance beyond the 

classroom.  Assessment should reflect these understandings by employing a diverse 

array of methods, including those that call for actual performance, using them over 

time so as to reveal change, growth, and increasing degrees of integration.  Such an 

approach aims for a more complete and accurate picture of learning, and therefore 

firmer bases for improving our students’ educational experience.  

3.  Assessment works best when the programs it seeks to improve have clear, explicitly 

stated purposes.  Assessment is a goal-oriented process.  It entails comparing 

educational performance with educational purposes and expectations—those derived 

from the institution’s mission, from faculty intentions in program and course design, 

and from knowledge of students’ own goals.  Where program purposes lack specificity 

or agreement, assessment as a process pushes a campus toward clarity about where 

to aim and what standards to apply; assessment also prompts attention to where and 

how program goals will be taught and learned.  Clear, shared, implementable goals 

are the cornerstone for assessment that is focused and useful. 
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4.  Assessment requires attention to outcomes but also and equally to the experiences 

that lead to those outcomes.  Information about outcomes is of high importance; 

where students ―end up‖ matters greatly.  But to improve outcomes, we need to know 

about student experience along the way—about the curricula, teaching, and kind of 

student effort that leads to particular outcomes.  Assessment can help us understand 

which students learn best under what conditions; with such knowledge comes the 

capacity to improve the whole of their learning. 

5.  Assessment works best when it is ongoing not episodic.  Assessment is a process 

whose power is cumulative.  Though isolated, ―one-shot‖ assessment can be better 

than none, improvement is best fostered when assessment entails a linked series of 

activities undertaken over time.  This may mean tracking the process of individual 

students, or of cohorts of students; it may mean collecting the same examples of 

student performance or using the same instrument semester after semester.  The 

point is to monitor progress toward intended goals in a spirit of continuous 

improvement.  Along the way, the assessment process itself should be evaluated and 

refined in light of emerging insights. 

6.  Assessment fosters wider improvement when representatives from across the 

educational community are involved.  Student learning is a campus-wide 

responsibility, and assessment is a way of enacting that responsibility.  Thus, while 

assessment efforts may start small, the aim over time is to involve people from across 

the educational community.  Faculty play an especially important role, but 

assessment’s questions can’t be fully addressed without participation by student-

affairs educators, librarians, administrators, and students.  Assessment may also 

involve individuals from beyond the campus (alumni, trustees, employers) whose 

experience can enrich the sense of appropriate aims and standards for learning.  

Thus understood, assessment is not a task for small groups of experts but a 

collaborative activity; its aim is wider, better-informed attention to student learning by 

all parties with a stake in its improvement. 

7.   Assessment makes a difference when it begins with issues of use and illuminates 

questions that people really care about.  Assessment recognizes the value of 

information in the process of improvement.  But to be useful, information must be 
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connected to issues or questions that people really care about.  This implies 

assessment approaches that produce evidence that relevant parties will find credible, 

suggestive, and applicable to decisions that need to be made.  It means thinking in 

advance about how the information will be used, and by whom.  The point of 

assessment is not to gather data and return ―results‖; it is a process that starts with 

the questions of decision-makers, that involves them in the gathering and interpreting 

of data, and that informs and helps guide continuous improvement. 

8.   Assessment is most likely to lead to improvement when it is part of a larger set of 

conditions that promote change.  Assessment alone changes little.  Its greatest 

contribution comes on campuses where the quality of teaching and learning is visibly 

valued and worked at.  On such campuses, the push to improve educational 

performance is a visible and primary goal of leadership; improving the quality of 

undergraduate education is central to the institution’s planning, budgeting, and 

personnel decisions.  On such campuses, information about learning outcomes is 

seen as an integral part of decision making, and avidly sought.  

9.   Through assessment, educators meet responsibilities to students and to the public.  

There is a compelling public stake in education.  As educators, we have a 

responsibility to the publics that support or depend on us to provide information about 

the ways in which our students meet goals and expectations.  But that responsibility 

goes beyond the reporting of such information; our deeper obligation—to ourselves, 

our students, and society—is to improve.  Those to whom educators are accountable 

have a corresponding obligation to support such attempts at improvement. (¶1-9)                            

Stiggins, Arter, Chappuis, and Chappuis (2004) impart five principal reasons why 

sound assessment is such a crucial part of the instructional process:        

(a) our classroom assessments define for students the outcomes we value; (b) 

classroom assessments provide the basis of information for student, parent, teacher, 

principal, and community decision-making; (c) they motivate students to try or not to; 

(d) they screen students in and out of programs, giving them access to the special 

services they may need; and (e) they provide at least part of the basis for teacher and 

principal evaluation. (pp. 42-43)  
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        Assessment competence. Stiggins (2005) identifies seven ―Guiding Principles‖ which 

together form the foundation of assessment competence.  They are as follows:     

        1. Assessment requires clear thinking and effective communication.  Numbers are not 

  the only way to communicate about assessment.  Words, pictures, illustrations,  

  examples, and many other means to convey meaning about student  achievement, can 

  be used.   

        2. Classroom assessment is key.  Teachers direct the assessments that determine what 

  students learn and how those students feel about that learning.  Nearly all of the  

  assessment events that take place in students’ lives happen at the command of their 

  teachers.  Clearly, classroom assessments are the assessments that are most  

  available to teachers. 

        3. Students are assessment users.  Students are the most important users of  

  assessment results. Classroom assessment information is the essential fuel that  

  powers the learning system for students.  These assessment results help students to 

  set expectations of themselves.  

       4.  Clear and appropriate targets are essential.  The quality of any assessment depends 

  first and foremost on the clarity and appropriateness of our definition of the  

  achievement target to be assessed.  Without a sense of final destination reflected in 

  standards and signposts along the way against which to check the progress of  

  students, any teacher will have some difficulty being effective. 

        5. High-quality assessment is a must.  High-quality assessment is essential to all  

  assessment contexts.  Sound assessments satisfy five specific quality standards.  

  These are: (a) clear targets, (b) focus purpose, (c) proper methods, (d) sound  

  sampling, and (e) accurate assessment free of bias and distortion.  All assessments 

  must meet all standards. 

        6. Understand personal implications.  Assessment is an interpersonal activity.  This 

  principle has  two important dimensions.  The first has to do with one important reality 

  of life in classrooms.  Students are people, and teachers are people, too; and  

  sometimes we like each other and sometimes we don’t.  Because our assessment 

  methods virtually always include a subjective aspect—where teacher judgment plays a 

  role—there is always the danger that our personal feelings about students can creep 
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  into our judgments and bias the results.  Unless teachers are aware of the dangers of 

  this kind of distortion and remain vigilant to the need to remain as objective as  

  possible, there will always be the risk of inaccurately assessing the achievement of our 

  students.  Second, assessment is a very complex interpersonal activity that is virtually 

  always accompanied by personal antecedents and personal consequences. 

        7. Assessment as teaching and learning.  Assessments and instruction can be one and 

  the same if and when we want them to be.  Sometimes, it’s all right to conduct an 

  assessment merely as a status check not linked to an immediate action.  However, at 

  other times it’s a great idea to turn assessment events into powerful instructional tools.  

  An excellent way to accomplish this is to involve students as partners in the  

  assessment process.  These principles of assessment competence have shown that 

  teachers are the drivers of the assessment systems that determine the effectiveness of 

  the teacher education process.  This means that teacher educators must always strive 

  for the highest-quality assessment, communicate results in a sensitive and private 

  manner, and anticipate results so as to be prepared to offer specific support to  

  students at any level of achievement.  

  In teacher education, assessment is a significant component for its success and 

continued prominence.  The teacher educator’s role in this process is very clear.  Kandlbinder 

(2009), writing on the assessment process claims that assessment is a powerful force in 

student learning.  Green and Henriquez-Green (2008) reinforce that ―assessment is important 

and integral to the teaching/learning process‖ (p. 1.15). This was also confirmed by from 

assessment research conducted by North Central Regional Educational Laboratory (NCREL) 

and then added that assessment may affect decisions about students’ grades, advancement, 

placement, instructional needs, and curriculum (Dietel, Herman, & Knuth, 1991). 

  By simply changing the assessment of your subject you can affect the way students 

engage with the subject content.  Dietel et al. (1991) conclude that the most direct way 

students experience what is needed to achieve the subject’s learning objectives is through the 

assessment criteria.  These are developed by analyzing the learning outcomes and identifying 

the specific characteristics that contribute to the overall assignment (¶ 1-6).  Stiggins (2005, p. 

92) communicates that teachers should employ different methods of assessment to provide 

the means of ensuring that students are able to demonstrate the range of their abilities in 
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different contexts.  One such example is performance assessment which is based on 

observation and judgment—like playing a musical instrument or carrying out the steps in a 

scientific experiment.  

  These preceding investigations include most of the issues and principles surrounding 

primary teacher education.  In the following exposition the conceptual framework will emerge 

which would provide the structure of assumptions, principles, and rules that would hold 

together the ideas comprising a foundation and organization of a model for primary teacher 

education.  

Foundation and Standards for Educators in Teacher Education Models 

―A basic step in defining teacher educator is rendering precise the concept of teacher 

education‖ (ATE, 2008, p. 1).  Learning to teach is a career-long endeavour, and begins when 

the student teacher enters a teacher preparation programme, but continues throughout a 

teacher’s career.  The main purpose of this process is to impact student learning. 

  In order to assist this process, the USA Association of Teacher Educators (ATE) 

(2008) suggests nine standards that teacher educators must model in order to demonstrate 

their accomplishment in making an impact on student learning.  These are: (a) teaching, (b) 

scholarship, (c) professional development, (d) programme development, (e) collaboration, (f) 

teacher education profession, (g) vision, (h) public advocacy, and (i) cultural competence 

(ATE, 2008, p. 1).  Each of those standards are followed by indicators, which give a clearer 

understanding of how these standards can be put into practice. 

 Teaching. Proficient teacher educators are required to model teaching that 

demonstrates content and professional knowledge, skills, and dispositions reflecting research, 

proficiency with technology and assessment, and accepted best practices in teacher 

education.   

  In order for teacher educators to impact the profession, ―they must successfully model 

appropriate behaviours in order for those behaviours to be observed, adjusted, replicated, 

internalized, and applied appropriately to learners of all levels and styles‖ (Swick, 1980, p.12). 

―Modelling means exhibiting behaviours that are observed and imitated by others‖ (Kauchak & 

Eggen, 2005, p. 396).  Effective modelling of desired practices is at the heart of successful 

teacher education programmes at pre-service and in-service levels.   

http://www.businessdictionary.com/definition/structure.html
http://www.businessdictionary.com/definition/assumptions.html
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  Teachers are powerful and meaningful role models for students at all levels.  Because 

of this, their actions influence both learning and motivation (Bandura, 1989).  Modelling of 

behaviours relate to teaching, service, and scholarly productivity.  Teacher educators must 

use research-based, proven best practices in order for those behaviours to be appropriately 

applied. 

  Indicators of teaching. The following are 10 examples of the indicators of the kind of 

teaching demonstrated by teacher educators:  

  (a) model effective instruction to meet the needs of diverse learners; (b) demonstrate 

  and promote critical thinking and problem solving among teacher educators, teachers, 

  and/or prospective teachers; (c) revise courses to incorporate current research and/or 

  best practices; (d) model reflective practice to foster student reflection; (e) demonstrate 

  appropriate subject matter content; (f) demonstrate appropriate and accurate  

  professional content in the teaching field;  (g) demonstrate a variety of instructional and 

  assessment methods including use of technology; (h) mentor novice teachers and/or 

  teacher educators; (i) facilitate professional development experiences related to  

  effective teaching practices; and (j) involve in research related to education and  

  teacher education. (ATE, 2008, p. 1) 

  Scholarship. Teacher educators must be engaged in inquiry and actively contribute to 

scholarship that expands the knowledge base related to teacher education. 

  Boyer (1997) propounds that the scholarship of accomplished teacher educators is 

conceptualized in what he refers to as four foci: discovery, integration, application, and 

teaching.  Teacher educators, who are skilful, continually ask questions to deepen existing 

knowledge and to create new knowledge in teaching and teacher education (Brain, 1998, ¶ 

2).  This is achieved through systematic inquiry and the subsequent sharing and/or 

dissemination of the results.  Teacher educators engage in discourse within a community 

about the quest for new knowledge.  

  This community, for example, can be broadly defined as a community of  

academics whose discourse takes place within publications or a community of inquirers who 

dialogue around their ―reflection on action‖ (Schon, 1983).  In addition to discourse around 

new knowledge, ―teacher educators integrate their learning about practice within the field of 

teacher education together with their knowledge across disciplines and contexts in order to 
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elucidate connections between their own work and the broader educational landscape‖ 

(Klecka, 2009, p. 81).  The author continues to say that teacher educators bridge their 

theoretical and practical knowledge to create new understandings and interpretations in 

theory and practice of teaching and teacher education.  Finally, accomplished teacher 

educators strive to teach others and to foster learning about teaching and teacher education 

(Klecka, pp. 81-82). 

  Indicators of scholarship. Some of the indicators that exhibit that kind of scholarship 

include teacher educators being able to: 

  (a) investigate theoretical and practical problems in teaching, learning, and/or teacher 

  education; (b) pursue new knowledge in relation to teaching, learning, and/or teacher 

  education;  (c) connect new knowledge to existing contexts and perspectives; (d)  

  engage in research and development projects; (e) apply research to teaching practice 

  and/or programme or curriculum development; (f) conduct programme evaluation; (g) 

  disseminate research findings to the broader teacher education community; (h) engage 

  in action research; and (i) systematically assess learning goals and outcomes. (ATE, 

  2008, p. 3) 

 Professional development. It is essential that teacher educators inquire 

systematically into, reflect on, and improve their own practice and demonstrate commitment 

to continuous professional development. 

  Accomplished teacher educators help pre-service and in-service teachers with 

professional development and reflection, and model examples from their personal 

development, making transparent the goals, information, and changes for improvements in 

their own teaching (Ponyiveros, 2001).  Masterly teacher educators are regular contributors to 

and often leaders in the development, refinement, and revision of programmes and portions 

of programmes focused on initial teacher preparation and on-going teacher professional 

development (Hooker, 2007). 

  Teacher educators should examine their own beliefs and contributions of life 

experiences.  There is a vital link established between belief and action (Vygotsky, 1978).  

Reflective practice of teachers can occur in several forms and at different times during and 

after an event, and should be proactive in nature to guide any future action (Farrell, 2004). 
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  Reflection can affect professional growth and bring individuals to greater self-

actualization (Pedro, 2006) through collaboration with others to apply knowledge and 

experiences into practice (Schon, 1996).  Experience is key to developing thinking (Dewey, 

1916), helping educators to form knowledge, collect data, reflect on that data, and make 

changes to their practices.  Ultimately it must influence student learning.  Joyce and Showers 

(2002, p. 3) claim that professional development influence student learning through changes 

in curriculum, instruction, or through the social climate of the school. 

  Indicators of professional development. Five different indicators of professional  

development among teacher educators are:  

  (a) systematically reflect on own practice and learning; (b) engage in purposeful  

  professional  development focused on professional learning goals; (c) develop and 

  maintain a philosophy of teaching and learning that is continuously reviewed based on 

  a deepening understanding of research and practice; (d) participate in and reflect on 

  learning activities in professional associations and learned societies; and (e) apply life 

  experiences to teaching and learning.  (ATE, p. 4) 

  Programme development. It is imperative that teacher educators provide leadership 

in developing, implementing, and evaluating teacher education programs that are rigorous, 

relevant, and grounded in theory, research, and best practice.  A renowned scholar in this 

area of programme development and leadership is Robert Marzano. Marzano and his 

associates (1997) in his masterpiece Dimensions of Learning, shows that as a model, 

dimensions of learning impacts every aspect of education (p. 8).  He went on to show that 

dimension of learning can be used as a resource for instructional strategies, a framework for 

faculty development, a structure  for planning curriculum and assessment, and a focus for 

systemic reform.  These are all part of programme development. 

  The foundation of the professional work of teacher educators lies in development and 

maintenance of quality programmes that prepare beginning teachers and provide for 

teachers’ on-going professional development during and after induction into the profession 

(Selke & Alouf, 2004).  Able teacher educators are regular contributors to and often leaders in 

the development, refinement, and revision of programmes and portions of programs focused 

on initial teacher preparation and on-going teacher professional development.  The 

development of quality teacher education programmes that serve teachers at all stages in 
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their career is at the core of teacher education models (Guyton, 2000).  It is through these 

programmes that teachers learn and further develop the content and pedagogical knowledge, 

understandings, and skills they need.  Research and program evaluation must be gathered 

and applied to make data-driven decisions to benefit individual programmes and the overall 

profession (Selke & Alouf, 2004).  

  Indicators of programme development. Five of the activities that indicate 

involvement in teacher development programmes, are teacher educators being able to:  

  (a) design, develop, or modify teacher education programmes based on theory,  

  research, and best practice; (b) provide leadership in obtaining approval or  

  accreditation for new or modified teacher education programmes; (c) lead or actively 

  contribute to the ongoing assessment of teacher education courses or programmes; 

  (d) provide leadership that focuses on establishing standards for teacher education 

  programmes; (e) contribute to research that focuses on effective teacher education 

  programmes. (ATE, 2008, p. 5) 

 Collaboration. Teacher educators are required to collaborate regularly and in 

significant ways with relevant stakeholders to improve teaching, research, and student 

learning. 

  Talented teacher educators adopt a collaborative approach to teacher education that 

involves a variety of stakeholders (e.g. primary schools, families, communities, foundations, 

and businesses) in teaching and learning.  ―Collaboration to design and implement teacher 

education promotes the collective practice that increases efficacy and knowledge of teacher 

education‖ (Milner, 2009, p. 119).     

  This facilitates a sense of trust and draws on the expertise of different stakeholders 

within the collaboration (Fullan & Hargreaves, 1992).  ―Professional relationships foster a 

community of collaboration in which teacher educators make explicit their work and increase 

self-learning and knowledge‖ (Klecka, 2009, p. 96).  Johnson and Johnson (1989) advise that 

collaboration, especially with cooperative groups tend to motivate and help increase 

productivity.  Collaboration is often formalized in partnerships that join individuals and 

institutions to work together on a long term basis (Raffaele & Knoff, 1999).  In the education of 

teachers, collaboration and partnerships should exist in pre-service teacher education as well 

as the continuing education of in-service teachers. 



 

76 

 

  Indicators of collaboration. Seven of the activities in which teacher educators show 

collaborative participation are as follows: 

  (a) engage in cross-institutional and cross-college partnerships; (b) support teacher 

  education in primary schools; (c) participate in joint decision making about teacher 

  education; (d) foster cross-disciplinary endeavours; (e) engage in reciprocal  

  relationships in teacher education; (f) initiate collaborative projects that contribute to 

  improved teacher education; and (g) acquire financial support for teacher education 

  innovation to support collaboration. (ATE, 2008, p. 6) 

  Vision. Teacher educators must contribute to creating visions for teaching, learning, 

and teacher education that take into account such issues as technology, systemic thinking, 

and world views. 

  Expert teacher educators develop essential insights into the vast changes occurring 

today.  They embrace those changes, ―visualize their potential for education, and interpret 

them to pre-service and in-service teachers in order to facilitate understanding and integration 

into professional practice‖ (Wiencke, 1999, p. 1224).  Technology and lack of vision affect all 

aspects of society.  The debate over the relative importance of content for future generations 

needs to be focused by knowledgeable teacher educators who understand history, teaching, 

research, and technology (Willis, 2001, ¶ 4).  A critical factor is the increasing impact of 

globalization on education (Friedman, 2005). 

  Education has traditionally followed rather than led changes in society.  Able teacher 

educators embrace their role as change agents, understand the impact teacher education has 

on classroom practices, and are early adopters of new configurations of learning (Rogers, 

2003).  Expert teacher educators are firmly in the forefront of educational change. 

  Indicators of vision. Teacher educators who are visionaries, and in the forefront of 

teacher education, show the following six characteristics: 

  (a) actively participate in learning communities that focus on educational change;  

  (b) demonstrate innovation in the field of teacher education; (c) demonstrate qualities 

  of an early adopter of technology and new configurations of learning; (d) actively  

  pursue new knowledge of global issues; (e) support innovation adoption with research; 

  and (f) relate new knowledge about global issues to own practice in primary classroom 

  teaching. (ATE, 2008, p. 8) 
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  Teacher education profession. Teacher educators are obligated to contribute in a 

decisive way to improving the teacher education profession. 

  Through a visionary and collaborative approach, accomplished teacher educators  

accept responsibility for improving their profession.  They make a difference by attending to 

the complexities and vulnerabilities of the profession (Covey, 1989, p. 299).  Teacher 

educators share a responsibility for active service as members of local, state, and national 

professional organizations.  These affiliations offer a venue for professional identification and 

support to improve the teacher education profession.  ―Collective membership in professional 

organizations contributes to the strength of teacher education‖ (Klecka, 2009, p. 231).  

Teacher educators are vested with authority in teacher education and their technical expertise 

qualifies the profession for determination of the public good (Bellah, Madsen, Sullivan, 

Swidler, & Tipton, 1985, p. 195). 

  Indicators of teacher education profession. Teacher educators show their 

professionalism by being involved in these nine features:  

  (a) actively participate in professional organizations at the local, state, national, or 

  international level; (b) edit/review manuscripts for publication or presentation for  

  teacher education organizations; (c) review resources designed to advance the  

  profession; (d) develop textbook or multimedia resources for use in teacher education; 

  (d) recruit promising pre-service teachers; (e) recruit future teacher educators; (f)  

  mentor colleagues toward professional excellence; (g) design and/or implement pre-

  service and induction programs for teachers; (h) support student organizations to 

  advance teacher education; and (i) advocate for high quality teacher education  

  standards. (ATE, 2008, p. 7)  

  Public advocacy. It is essential that teacher educators serve as informed, constructive 

advocates for high quality education for all students. 

  Teacher educators advocate both within and outside of the profession for high  

quality education for all students at all levels.  Influencing decision makers and promoting 

changes to laws and other government policies to advance the mission of a high quality 

education for all is paramount to the profession.  Such advocacy requires being informed with 

respect to social and political perceptions, policies, challenges, and systems that affect 

education (Cochran-Smith, 2004).  Acquiring research-based background information should 
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be the basis for advocacy at all levels.  As Laitsch, Heilman, and Shaker (2002) point out, 

research has long been supported as the basis for decision-making in educational forums. 

  ―Talented teacher educators engage in active advocacy for quality education, which 

clearly articulates appropriate responses addressing educational concerns and visions for 

contemporary and future stakeholders‖ (Cochran-Smith, 2004, p. 5).  This advocacy promotes 

quality education for all students in local, state, regional, national, and international venues.  

Through reflection and revision of information and efforts, teacher educators actively assess 

their personal impact on educational reform. 

 Indicators of public advocacy. Teacher educators serve as public advocates for high 

quality education in the following three areas:  

  (a) promote quality education for all learners through community forums, activities with 

  other professionals, and work with local policy makers; (b) inform and educate those 

  involved in making governmental policies and regulations at local, state, and/or  

  national levels to support and improve teaching and learning; (c) actively address 

  policy issues which affect the education profession. (ATE, 2008, p. 7) 

 Cultural competence. Of necessity, teacher educators are to apply cultural 

competence and promote social justice in teacher education. 

  One of the charges to teacher education is to prepare teachers to connect and 

communicate with diverse learners (Darling-Hammond & Bransford, 2005).  To develop 

capacity among culturally, socially, and linguistically diverse students, teachers first need to 

know their own cultures.  They also need to hold high expectations for all students, 

understand developmental levels and what is common and unique among different groups, 

reach out to families and communities to learn about their cultures, select curriculum 

materials that are inclusive, use a range of assessment methods, and be proficient in a 

variety of pedagogical methods that facilitate the acquisition of content knowledge for all 

learners.  Establishing a closer fit between pedagogy and culturally different learning styles 

positively impacts students both socially and academically (Gay, 2005).  Culturally relevant 

pedagogy ―not only addresses student achievement but also helps students to accept and 

affirm their cultural identity while developing critical perspectives that challenge inequities that 

schools (and other institutions) perpetuate‖ (Ladson-Billings, 1995, p. 469). 
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  Teacher educators share the responsibility of helping pre-service and in-service 

teachers to understand these concepts and to apply them successfully in their classrooms.  

They do not merely understand the concepts underlying the definitions of cultural competency 

but clearly demonstrate how those concepts are applied in their own teaching and in that of 

their students. 

  Indicators of cultural competence. Teacher educators show cultural competence in 

the following 11 areas:  

  (a) exhibit practices that enhance both an understanding of diversity and instruction 

  that meets the needs of society; (b) engage in culturally responsive pedagogy; (c) 

  professionally participate in diverse communities; (d) model ways to reduce prejudice 

  for pre-service and in-service teachers and/or other educational professionals; (e) 

  engage in activities that promote social justice; (f) demonstrate connecting instruction 

  to students’ families, cultures, and communities; (g) model how to identify and design 

  instruction appropriate to students’ stages of development, learning styles, linguistic 

  skills, strengths, and needs; (h) foster a positive regard for individual students and their 

  families regardless of differences such as culture, religion, gender, native language, 

  sexual orientation, and varying abilities; (i) demonstrate knowledge of their own culture 

  and aspects common to all cultures and foster such knowledge in others; (j) promote 

  inquiry into cultures and differences; (k) teach a variety of assessment tools that meet 

  the needs of diverse learners; and (l) recruit diverse teachers and teacher educators. 

  (ATE, 2008, p. 2) 

  After looking at these nine standards, the big question and concern is how can teacher 

educators use them at their institutions to make any difference?   

  The first matter has to do with the teacher educator’s examination of the standards.  

What do these standards mean to the teacher educator?  How has the teacher educator 

addressed those standards himself/herself?  If the teacher educator was putting together a 

portfolio of himself/herself, which of those standards would he/she include?    

  The second issue would then be how the teacher educator can use these standards at 

their institution.  The teacher educator has to examine his/her philosophy.  Questions like: 

How does the teacher educator see himself/herself?  What role does he/she play in the 

profession currently?  After selecting any of the standard(s) would ask, why are those 
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standards useful or appealing to me?  How might I go back to my institution to begin sharing 

the ideas with colleagues there?  What developmental or evaluative purposes might be 

served using those standards?  How might the standards help me and my colleagues to serve 

the higher education community on behalf of teacher educators? 

  The final matter would deal with the actual sharing of the standards with others.  

Questions like: What benefits would I use to introduce these standards to colleagues? What 

questions or obstacles do I predict I will have to deal with?  Who would be key people to 

contact at my institution about these standards? 

  As these questions are answered, many of the solutions would be available to the 

teacher educator in having those standards make a positive and powerful difference in 

teacher education.  Another eight standards of teacher educators were put forward by 

Margetts and Ure (2007) on behalf of the Australian Association of Research in Education 

(AARE) (see Appendix E).  These standards, with all the other previous empirical literature, 

set the foundation for the conceptual framework, which will now be developed further. 

Conceptual Framework 

The Wikipedia Online Dictionary defines conceptual framework as ―possible courses of 

action, or to present a preferred approach to an idea or thought‖ (2010, ¶ 1).  Glatthorn and 

Joyner (2005) claim that a conceptual framework is typically derived from theory, identifies the 

concepts included in a complex phenomenon, and shows their relationships (p. 117).  

Maxwell (2005) believes that ―the major source for one’s conceptual framework is prior theory 

and research—not simply published works, but other people’s theories and empirical research 

as a whole‖ (p. 41). 

  A conceptual framework is typically derived from theory.  It identifies the concepts 

included in a complex phenomenon and shows their relationships (Glatthorn & Joyner, 2005, 

p. 117).  While the theoretical framework is the theory on which the study is based, the 

conceptual framework is the operationalization of that theory.  From both the empirical or 

theoretical data sources, the conceptual framework outlines the platform for this study. 

  Ferguson (2005) surmises, ―theories provide a conceptual framework for 

understanding‖ (p. 3).  We think of the conceptual framework as a set of lenses through which 

we see, or understand learning.  The author contends, ―theory influences our perceptions 

about learning‖ (p. 3), and by extension, the way we teach and operate in the classroom.  
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  The following examination helps in the focus of the conceptual framework.  The writer 

on the Washington State University Web Site (2009) stipulates, ―a conceptual framework is 

simply the structure of the idea or concept and how it is put together‖ (p. 35).  This is when 

concepts from the literature are used to establish evidence to support the need for the 

research questions. 

  Khan (1999) discloses that the conceptual framework is the researcher’s own position 

on the problem and gives direction to the study.  It may be an adaptation of a model used in a 

previous study, with modifications to suit the inquiry.  Aside from showing the direction of the 

study, through the conceptual framework, the researcher can be able to show the 

relationships of the different constructs that he wants to investigate. 

  From my perspective, a conceptual framework shows the relationships between 

possible courses of action that are derived from theory and empirical research, which 

indicates my position on the research problem and ultimately gives direction to my study. 

  In qualitative research, the conceptual framework links the empirical literature, core 

concepts, and research questions.  This systematized knowledge helps in the  

formulation of a framework. 

  The question, what does the conceptual framework do for the researcher is answered 

by Miles and Huberman (1994) who identify two reasons: firstly, it specifies who and what will 

and will not be studied; secondly, the framework assumes  relationships indicated by arrows 

in the concept web diagram to follow in Figure 2.  The arrows also mirror empirical findings.  

Such relationships have actually operated in the real world (p. 29). 

  Figure 3 is a web diagram which gives a synopsis of the concept of what a primary 

teacher education model would necessitate.  These conceptual designs are derived from 

information suggested in the theoretical and empirical literature, as well as from the teacher 

education models that were discussed. 
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Figure 3. Web diagram of conceptual design of a primary teacher education model.  

In the conceptual design shown in Figure 3, the four main supports and mainstay of 

primary teacher education models of best practices are: (a) pedagogy, (b) professional 

development, (c) learning communities, and (d) educational assessment.  The use of double-

ended arrows between components of the model suggests that there is an integral connection 

between the pillars of this teacher education model of best practices.  Those supports are 

interrelated to each other, and each impact directly on the model of best practices. 

  Pedagogy and assessment. Pedagogy is the jargon we use for teaching.  It is also 

known as the ―art and science of teaching‖ or the ―art and craft of teaching.‖  Pedagogy is the 

―what you do‖ and ―how you do it,‖ of teaching (Archer, 2003). 

  ―Assessment is fundamental to pedagogical practices‖ (Groundwater-Smith, Ewing, & 

LeCornu, 2003, p. 268); you need to know if what you are teaching has worked and how 

much each student has understood in order to teach well.  As students are assessed, their 

current understanding and abilities are ascertained, so you could then build upon existing 

knowledge and enhance and extend their understanding.  In assessing a student it is 

important to analyze and diagnose the performance and decision making on the knowledge in 

which the student has built onto their existing knowledge (Groundwater-Smith & White, 1995).  

According to Groundwater-Smith and White, assessing students requires the teacher to know 

what previous knowledge the students are capable of achieving and then assess the children 
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on what they have recently achieved.  Only then with such understanding can teachers 

successfully help elevate their students’ learning to a greater level (Groundwater-Smith et al. 

2003, p. 268). 

  As pedagogy and assessment are linked, it is evident that the teacher’s pedagogy 

often needs to change depending upon the situation and needs of the students.  The 

pedagogy needs to be effective and appropriate to benefit the children and their contexts  

(Groundwater-Smith et al. 2003, p. 98). 

Pedagogy and professional development. Darling-Hammond and McLaughlin 

(1995) establish the idea that an understanding of the conditions through which teachers’ 

acquisition and delivery of new knowledge and pedagogical skills are used would enhance 

and inform our understanding of effective models of professional development.  The authors 

promote learner-centered professional development which involves teachers as active and 

reflective participants in the change process.  That process encourages pedagogical 

practices. 

  Teachers need opportunities to: (a) share what they know, (b) discuss what they want 

to learn, and (c) connect new concepts and strategies to their own unique contexts.  This can 

be done effectively as teachers and other professional organizations make use of 

pedagogical principles.  Also it can be achieved through the use of blocks of time for teachers 

to work and learn collaboratively, to develop strategies for team planning, sharing, learning 

and evaluating, and cross-role participation (Darling-Hammond & McLaughlin, 1995).  

Effective professional development, says the research experts, must engage teachers in 

practical tasks and provide opportunities to observe, assess, and reflect on the new practices 

(pp. 1-2). 

  Learning communities and professional development. As an organizational 

arrangement, the professional learning community is seen as a powerful staff development 

approach and a potent strategy for school change and improvement (Hord, 1997).  The tools 

of today’s technology make it possible to teach in new ways—to do things differently or even 

to do entirely different things.  This sets the foundation and the stage for educational reform.  

Fulton and Riel (2005) agree that these reform goals have led to a greater emphasis on 

collaboration and the creation of learning communities as appropriate and effective vehicles 

for new learning for students (¶ 1). 
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  These same forces offer the opportunity for new models for the professional 

development and growth of teachers.  Learning communities share a way of knowing, a set of 

practices, and shared value of the knowledge that comes from these procedures.  These 

learning communities, with expanded human and technological resources, bring together 

students, teachers, and community members in directing the course of education in new ways 

(Fulton & Riel, 2005, ¶ 2). 

  The use of study groups, as a professional tool is one of the most important, powerful 

and practical ideas in learning communities.  Green and Henriquez-Green (2008) contend 

that: 

  A study group is a team of three to six participants who meet together to   

  implement newly learned teaching practices, try innovative problem solving, and  

  to improve achievement in classrooms.  The groups set up guidelines for   

  instruction, plan lessons, share materials, and watch one another try the   

  innovations.  They emphasize working together to solve problems and apply new 

  strategies.  Study groups need to meet regularly for about one hour per week.   

  They are most effective if they meet during regular work hours. (p. 6.5) 

Corcoran (1995b) observes that the study-group concept allows teachers and 

administrators to meet in an informal situation where they can learn, share, and investigate 

new methods of teaching.  The goal of these meetings is for educators  to learn from each 

other.  If teachers can see the curriculum and methods used by other teachers, they can take 

the effective strategies utilized by others and implement them in their own classroom, creating 

a more collaborative and coherent educational environment for the future (¶ 5). 

  A study group is an organization in which teachers, instead of an outside expert, 

negotiate and decide their own agenda, objectives, and the activities to be carried out.  They 

suggest the topics they want to discuss and decide how to address them.  Teachers’ 

questions, interests, and concerns are a priority for their work and there is always time and 

opportunity for collaborative dialogue among teachers.  It is also a democratic organization 

where teachers participate voluntarily, work collaboratively, and share responsibilities and 

roles (Piedrahita, 2007, p. 93). 

  The use of study groups as a professional development tool in teacher education has 

great positives.  There is the potential for teacher educators to be able to meet informally, to 
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share ideas, to discuss best practices, to implement newly learned teaching practices, to try 

innovative problem solving skills, to improve instructional achievement in classrooms, and to 

help create a more collaborative working environment.  These are all facets of a teacher 

education programme that can only help in the improvement process. 

  Communications technological resources provide promising opportunities for 

collaborative learning communities for teachers in which they can reflect on practice with 

colleagues, share expertise in a distributed knowledge framework, and build a common 

understanding of new instructional approaches, standards, and curriculum.  Such an effort 

corresponds with teacher professional development that moves beyond skills training and 

generic in-service delivery models to a more flexible, continuous engagement with other 

experts in the field (Goncalves, 2009). 

  The concept of continuous professional development in which teachers are given time 

to collaborate with colleagues, through learning communities, in order to update knowledge 

and skills, and to assume much of the responsibility for their own professional growth and 

development, have been identified by teachers as a critical element in teacher education 

reforms.  This approach is used in projects such as teaching subjects learning forums projects 

in which teachers use computer internet networks and other information technology media to 

link with other colleagues in their respective areas (Ockerbloom, 2005). 

Learning communities and assessment. The assessment struggle has been 

ongoing for decades, intensifying during the last two decades; with the conflict of whether 

assessment should focus on accountability or improvement.  Today, most faculty and 

academic administrators have finally, if reluctantly, come to accept that assessment should 

be, first and foremost, about improving student learning and, secondarily, about determining 

accountability for the quality of learning produced.  In short, though accountability matters, 

learning still matters most. 

  Coming out of this controversy, Barr and Tagg (2004) see higher education in the 

midst of a historic shift from a teaching-centered to a learning-centered paradigm.  In this 

emerging paradigm, the writers see the primary purpose of colleges and universities as 

producing learning, rather than providing instruction, and traditional teaching as only one of 

many means of learning production.  The result of such emergence is learning communities.  

According to Angelo (1997), this is a carefully designed grouping of students and faculty 



 

86 

 

working intensively and collaboratively toward shared, significant learning goals—often by 

focusing on themes that cut across several traditional disciplines.  Angelo predicts that one 

major outcome of this paradigm shift would be the transformation of colleges and universities 

from ―teaching factories‖ into ―learning communities‖. 

  In my view, the learning community’s ideals, and many of its best current 

manifestations, represent a vision worth working toward, not just for assessment, but also for 

educational change efforts in general.  Having the construction of learning communities as a 

goal is quite different than aiming at incrementally improving our present system of teacher 

education.  If we accept, at least for the time being, creating productive learning communities 

as an orienting vision, then our concept of assessment must also change to support that 

vision.  For example, we would see assessment being used as a teaching-learning tool.  Thus 

we see the intricate connection with assessment and learning communities. 

Overview and Summary 

This chapter gives an overall disclosure of the empirical literature for this study.  It was 

presented through 10 different descriptive areas that relate to the development and 

advancement of teacher education programmes.  From those descriptions, the conceptual 

framework emerged.  This is represented by a web diagram and presented in Figure 3 

showing the structure of a primary education model. 

  This concept will now be the frame of reference as the details of the research design 

and the methodology of this study is introduced and summarized. 
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4 

Research Design, Methodology, and Data Analysis 

  This chapter describes (a) the research design, (b) the methodology to be used in the 

interpretation of the data, and (c) the process of analysing the data, which were all utilized in 

the conducting of this research study.  It introduces and outlines a description of the research 

design and type, context, population, data collection techniques, procedures to be followed, 

how data will be analyzed, validity, reliability, and ethical considerations. 

The Research Design 

―A research design is a specific plan for studying the research problem‖ (Glatthorn & 

Joyner, 2005, p. 97).  The kind of research design I employed is a qualitative research case 

study that uses an embedded action research element.  I used an action research component 

because it takes place in the natural setting which allows me as the researcher, an 

administrator, and teacher educator at SU to provide a level of detail in the situation which is 

well-known to me.  At the conclusion of this study I will be able to suggest recommendations 

for improvement of the teacher education at SU.  The details of this research design and its 

components are discussed in the ensuing paragraphs. 

  Qualitative approach. Patton (1990) observes that qualitative methodologies share 

three fundamental assumptions: (a) a holistic view, (b) an inductive approach, and (c) 

naturalistic enquiry.  Firstly, a holistic view stresses that the whole is different from the sum of 

its parts.  In qualitative research one seeks to understand the process in its entirety in order to 

develop a complete understanding of the process under investigation.  Secondly, in the 

inductive approach, the researcher begins with specific observations and moves towards 

developing general patterns that emerge from the case.  Thirdly, naturalistic enquiry is a 

discovery oriented approach which provides understanding, meaning, and will help me gain 

insights into the phenomenon I am studying. 

  Qualitative research aims to understand the social world from the viewpoint of 

respondents, through detailed descriptions of their cognitive and symbolic actions, and 

through the richness of meaning associated with observable behavior (Myers, 2000).  Nelson, 

Treichler, and Grossberg (1992), in describing qualitative research, declare it does not have a 

distinct set of methods or practices that are entirely its own.  Qualitative research uses 
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semiotics, narrative, content, archival and phonemic analysis, even statistics, tables, graphs, 

and numbers.  These research practices provide important insights and knowledge (p. 309).  

My view of qualitative research says it is all about understanding phenomena, exploring 

issues, and answering the questions that would emerge from the process. 

  Rossman and Rallis (2003) supply four characteristics of qualitative research. The 

authors are aware that not all research will include all the characteristics, but to a great extent 

qualitative research should include most of them.  The characteristics are:  Qualitative 

research has the natural setting as the direct source of data and the researcher is the key 

instrument.  The researcher goes to the particular setting under study because he/she is 

concerned with context.  The researcher feels that action can best be understood when it is 

observed in the setting in which it occurs.  

Qualitative research is descriptive.  The data collected are presented in words and 

pictures rather than numbers.  The written results of the research contain quotations from the 

data to illustrate and substantiate the presentation.  The data include interviews, transcripts, 

field notes, photographs, videotapes, personal documents, memos, and other official records.  

All data collected will be transcribed and organized in volumes.  Qualitative researchers are 

concerned with process rather than simply with outcomes or products.  They tend to analyze 

their data inductively.  They do not search out data or evidence to disprove hypotheses they 

hold before entering the study; rather, the abstractions are built as the particulars that have 

been gathered are grouped together into patterns, themes, and categories emerging from the 

data sources (pp. 8-9).  

  I have chosen a qualitative approach because it has helped me to portray the way 

things were and how participants felt about the way things have been, and what they believe 

now (Gay, 1996, p. 13).  Gay continues by suggesting that the qualitative approach is used to 

collect data because the research involves intensive data collection over an extended period 

of time, in a naturalistic setting (p. 208).  This approach corroborates the stance taken by 

Creswell (2003) when he promotes the view that a qualitative researcher regularly goes to the 

site of the participants to conduct the research.  This, he offers, enables the researcher to 

formulate a level of detail about the individual or place and to be highly involved in actual 

experiences of the participants (p. 184). 
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  Triangulation. Qualitative research, by its very nature, makes use of multi-methods.  

The uses of multiple methodological practices add dynamism, breadth, complexity, and 

richness to the process.  This practice is achieved by a process of triangulation.  Merriam 

(1998) qualifies triangulation as ―using multiple investigators, multiple sources of data, or 

multiple methods to confirm the emerging findings.‖  Yin (2003) goes further to say these 

multiple sources of evidence far exceed other research strategies.  Flick, Kardoroff, and 

Steinke (2004) contend it is ―the observation of the research issue from at least two different 

points.‖  Denzin and Lincoln (2005) define triangulation as ―the use of multiple methods in the 

study of the same object‖ (p. 5).   

  I believe that triangulation involves an approach where at least two data sources are 

used in the investigation of a research question in order to produce understanding and to 

enhance confidence in the ensuing findings.     

  The main objective of using triangulation or the use of multiple research methods is 

described by O’Donoghue and Punch (2003) as a plan of action that will raise researchers 

above personal biases that stems from single methodology.  The use of triangulation as a 

technique may involve a variety of data, investigation techniques, theories, or methods when 

conducting research.  It is believed that triangulation will increase the research scientific 

rigour (p. 78).  Patton (2002) thinks that ―triangulation provides a check on bias in data 

collection‖ (p. 560).  The research questions and data sources as part of the triangulation 

process for this study are shown in Table 5.  
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Table 5 

Matrix of Research Questions and Data Source  

           Research questions 

                       Data source 

Interview 
Research 
literature 

Archival 
records 

Document 
analysis 

 

1. How do the chief administrators of the 

(a) Government-run tertiary institution, (b) 

regional-run tertiary institution, and (c) 

private-run tertiary institution (selected 

tertiary institutions in T&T) describe their 

primary teacher education programme?   

 

     X        X        X 

 2. How do the chief administrators of the 

selected tertiary institutions describe an 

ideal or desired new model for primary 

teacher education programme?  

  

      X 
 

 
      X       X 

3. What is the perception of teacher-

educators at the selected tertiary 

institutions of their primary teacher 

education programme? 

      X          X 

4. How do teacher educators describe the 

concerns and problems that they are 

facing in primary teacher education, and 

what are their suggestions for the way 

forward?   

      X        X  

5. What would a primary teacher 

education programme model based on 

best practices look like in T&T? 
      X        X         X 

 

Table 5 provides the data source(s) that would be utilized in answering each of the 

research questions.  The use of the four data sources constitutes the process of triangulation 

in action.  This is all part of the research case study design, which would be looked at in some 

details. 
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  The case study design. The case study design is a comprehensive research strategy 

that comprises an all-encompassing method covering the logic of design data collection 

techniques and specific approaches to data analysis (Yin, 2003).  The author continues by 

saying ―a case study is an empirical inquiry that investigates a contemporary phenomenon 

within its real-life context‖ (p. 13).   

  A qualitative case study is an intensive holistic description and analysis of a single 

instance, phenomenon, or social unit (Merriam, 1998).  The case study allows the inclusion of 

the views of the actors in the study (Tellis, 1997).  Bassey (1999) specifies his supports when 

he remarks that case studies have been presented as the prime strategy for developing 

educational theory which clarifies educational policy and enhances educational practices (p. 

9).  A case study method was used because it lends itself well to the detailed study of 

educational institutions and lends itself to answering the research questions posed from the 

study (Fraenkel & Wallen, 2000, p. 537).  Merriam emphasizes that case study has proven 

particularly useful for studying educational innovations, for evaluating programmes, and for 

informing policies (p. 41).  

  With a best practice model for teacher education being the ultimate outcome for this 

research report, the case study seems the best research design.  Burnes (2000), Yin (2003), 

and Merriam (1998) advocate the same thought, believing that when the research is being 

carried out in a real life situation, a case study is the preferred research strategy.  It is often 

the best methodology for addressing problems in which understanding is sought, which is, to 

improve the preparation and delivery by tertiary-level teacher educators in their classroom 

instruction.  This case study practice is the main framework from which the theoretical 

knowledge will assist in the development of the model for primary teacher education.   

  The development of capacity and practice for the teaching model can be enhanced 

through action research.  The primary purpose of action research is to ―improve the capacity 

and subsequent practices of the researcher rather than to produce theoretical knowledge‖ 

(Elliott 1993, p. 178).  It is used in my study to improve and describe the teaching model that I 

intend to develop.  More details of the process follow.  

  Action research process. According to Borgia and Schuler (1996), ―action research is 

a systematic, reflective, collaborative process that examines a situation for the purpose of 

planning, implementing, and evaluating change‖ (p. 4).  It is seen as a strategy that teachers 
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can use to make their work more professional by engaging in research methods of their own 

practice.  Improvement of that practice is based on the insight and understanding gained 

through reflection (Ponte, Ax, Beijand, & Wubbels, 2004). 

  Action research is community based practice that is carried out by a practitioner in the 

field.  The primary purpose of action research is to solve problems experienced by people in 

their profession, community, or private lives (Stringer, 1996).  It is a form of inquiry that 

enables practitioners everywhere to investigate and evaluate their work (McNiff & Whitehead, 

2006).  Sagor (2000) says, ―it is a disciplined process of inquiry conducted by and for those 

taking the action‖ (p. 3).  The reasons, the author continues, ―for engaging in action research 

is to assist the actor in improving and/or refining his or  her actions‖ (p. 3). 

  McCarthy and Burns (2009) found that educational institutions that use collaborative 

action research models have several benefits.  These models can (a) produce change in both 

universities and colleges; (b) improve teaching-learning interactions within classrooms; (c) 

enhance the professional outlook and critical thinking of experienced teachers; and (d) supply 

professionals with the tools, support, and opportunity to demonstrate their expertise within 

their own classrooms, school communities, and professional communities.  Teacher 

education needs action research from classroom teachers (p. 4).   

  This is of most relevance to me since the focus of each research is determined by the 

researcher who is the primary consumer of the findings (Sagor, 2000).  Action research 

processes are used within my case study design because the data from such processes will 

help improve teacher education at Southern University where I am a teacher educator.  

  As a teacher educator and supervisor in the education department of SU, the 

relevance of using action research as part of a model of best practices in primary teacher 

education is very significant.  This, I believe, would help in enhancing and in developing the 

teaching faculty at SU further, to be on the cutting edge in the delivery of primary education in 

T&T.   

  This research design has followed the guidelines for the action research process as 

outlined by Sagor (2000).  The process consisted of seven steps, and will be used as a guide 

for this study.  The steps are as follows: 

1.   Finding a focus: My main interest was to establish what would be considered a best 

practice teacher education model programme for primary education in T&T.   I used 
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various strategies in the process.  Information from interviews was my main source of 

data.  Archival records and documentation from the three institutions under study 

were also be utilized in this process. 

2.   Clarifying theories: This step involves identifying my values, personal feelings, beliefs 

and insights that I hold, both generally and specifically, in light of my theoretical 

perspectives.  

3.   Identifying research questions: This step, according to Sagor (2000), involves 

clarifying the researcher’s perspectives and beliefs about the research focus, then 

generating research questions to guide the inquiry. 

4.   Collecting data: The collection of data was from different sources as seen in the 

matrix presented in Table 5.  These sources include: (a) literature review, (b) 

interviews, (c) textual analysis, and (d) archival records.  By using more than one 

source of data, Sagor (2000) submits that it is possible to be more confident about the 

accuracy of the data (reliable) and that the information represents what the 

researchers say it does (valid) in the findings (p. 5).  Sagor’s recommendation is that 

triangulation should be used.  The triangulation matrix is a simple grid to show the 

various sources to be used to answer each research question.   

5.   Analyzing data: Sagor (2000) describes data analysis as a process of sifting, sorting, 

discarding, and cataloguing data gathered from research.  Yin (2003) promulgates 

three strategies—relying on theoretical propositions, setting up framework on rival 

explanations, and developing case descriptions. These strategies I intend to use in 

the analysis of my data.  Sagor (2000) suggests that the data be sorted, sifted, and 

ranked to get answers to these two questions: (a) What is the story told by my data? 

(b) What might explain this story?  These two questions were used to guide the data 

analysis from my study. 

6.   Reporting results: Reporting a case study would necessitate bringing its results and 

findings to some conclusion and finality.  Yin (2003) introduces three steps in the 

process: (a) identifying the audience for the report, (b) developing the compositional 

structure, and (c) following certain procedures (p. 143).  The author continues by 

noting that reporting the findings of case studies is one of the most challenging 

aspects of conducting case studies (Yin, p. 141).  To take up such challenges mean, 
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as the researcher, there is the need to be unambiguous in communicating what my 

findings would be.   

7.   Taking informed action: Known as action planning, it is the last step in the action 

research process. There is no one way to build an action plan.  Sagor (2000) 

proceeds to list four steps that generally should be part of the planning process.  

These are: (a) set priorities in terms of which questions should be answered; (b) build 

a graphic reconstruction to answer the approaches to each question; (c) list the pros 

and cons of each alternative theory; and (d) analyze the pros, cons, and then, based 

upon that analysis, choose a plan of action (p. 141). 

  After using the different data sources, and following these steps, my intent is that the 

resulting model for primary teacher education would facilitate the provision of an all-round, 

holistic, and effective teacher education model structure which, when put into practice, would 

make a difference in teacher education delivery at SU.   

The researcher. My involvement in teacher education started 15 years ago when I 

started to teach, with a masters’ degree in educational administration, in the teacher-training 

department of SU.  One year later, as the department chair of the teacher-training 

programme, and as a teacher educator at SU, one of my responsibilities was to supervise 

teachers who delivered the curriculum and its contents to the students.  It was then that I first 

became aware of some of the perceived shortcomings and deficiencies in the primary teacher 

education programme, which were confirmed through findings, after doing some simple action 

research projects.  

  In 2006 I was promoted to chair of the education department where I now supervise 

the entire teacher education faculty.  Having to assess both teachers and students has 

exposed me to the fact that there are many issues in the area of curriculum and instruction 

that need to be addressed.  The decision to look at ―designing a framework of best practice 

for a primary teacher education programme in T&T‖ as the topic for this doctoral research 

study, was a direct response to help put the teacher education department programme of my 

institution on the cutting edge of the 21st century.   I believe that the resultant framework for 

primary teacher education, from this study, will be a helpful and constructive since I am 

convinced it will be a catalyst to help improve and make a difference in the present model that 

exists at SU.   
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Selection of sample. The method of choice for this research is a non-probability 

purposeful sampling.  Merriam (1998) portrays purposeful sampling as one based on the 

assumption that the investigator wants to discover, understand, and gain insight and therefore 

must select a sample from which the most can be learned.  This approach, according to 

Patton (1990), involves identifying participants who have a wealth of information, and from 

which one can learn a great deal about issues of central importance to the purpose of the 

research.  I used snowball sampling from the purposeful sampling group, since participants 

were asked to make reference to other qualified participants.  Patton supports this strategy by 

saying ―it involves identifying participants from people who know people who know what 

cases are information-rich, and are good interview subjects‖ (p. 182).  For this study, I 

interviewed an administrator and a teacher educator from each of the three selected 

universities for my study.  These are the profiles of the six participants who were all given 

fictitious names to preserve confidentiality. 

  The interviewees. Southern University (SU) has six academic schools, with each 

headed by a dean.  The administrator participant who was interviewed holds the position 

Dean of the School of Education & Human Sciences.  Dr. Japal is the most senior personnel 

in the education department.  His doctoral degree is in educational administration, and has 

been in the field of education for all his professional years, being a full professor of education 

and a published author.  He has been around SU for the past 25 years, is very 

knowledgeable, and is an excellent resource person, being involved in teacher education 

curriculum development at SU, both at the two-year diploma and four-year bachelor’s levels.   

  The teacher educator that I suggested from SU was fully endorsed by Dr. Japal. Mrs. 

Jeffery has been in teacher education for all of her professional life.  She was first a primary 

school teacher for over 25 years.  After receiving a master’s degree in education with an 

emphasis in educational measurement from West Indies University (WIU), she became a 

teacher educator at SU.  She has been at the university for over eight years.  She is an 

excellent teacher educator, having been the recipient of the Teaching Excellence Award at 

SU in 2008.  Mrs. Jeffery is soft-spoken, but possesses a depth of experience and knowledge 

in her field of study. 

  Trinidad & Tobago University (TTU) is a fairly new tertiary level institution in T&T.  It 

began with the merger of five two-year diploma colleges.  One of those colleges was Valsayn 
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Teachers College.  The principal of that college was Mr. Jacob who is now one of the senior 

teacher educators at that institution.  He holds a masters degree in education, but has a 

wealth of knowledge and experience in teacher education.  Being in the field of teacher 

education for over 35 years, he was first a teacher educator and then became principal.  Mr. 

Jacob is considered the most experienced teacher educator in T&T.  This is the view of most 

of his colleagues and even Dr. James, one of his supervisors at TTU.  His immediate portfolio 

includes the placement of student teachers in primary schools in T&T for teaching practice 

and internship.  His depth of knowledge and information of teacher education in T&T was 

fascinating.  It was a great interview, being the longest of all that were conducted. 

  Dr. James is an administrator at TTU responsible for administration of the curriculum.  

He worked for a number of years as a secondary school teacher, and then moved into tertiary 

level teaching at SU after acquiring his master’s degree in education.  When he later earned 

his PhD degree in curriculum & instruction, he was employed by the Ministry of Education as 

an educational specialist.   

  With the launch of TTU in 2002, his expertise was needed and so he became the chief 

administrator for curriculum development and implementation.  Even if his practical 

knowledge of teacher education is not as extensive as some of his other colleagues, Dr. 

James, being a very intelligent and outstanding administrator, has done very well.  His 

working knowledge of teacher education is tremendous for someone who was not inducted in 

it from his early years, for someone who was never really a teacher educator.  This is the view 

of most of his colleagues, including Mr. Jacob, some of whom I am very well acquainted with.  

  At WIU, Dr. Jack is presently a junior administrator with a PhD degree in education.  

He has moved up the ranks in teacher education over the years.  He has been in the field of 

teaching for almost 30 years.  He was a secondary school teacher, and then became a 

trained teacher, and a teacher educator at one of the training colleges.  He does some 

teaching at the post graduate level, being an advisor for doctoral education students.  He was 

one of the main researchers in the MUSTER study (1999), referred to earlier in this report, 

which studied teacher training in T&T.  He is a very experienced teacher educator and 

possesses a wealth of knowledge. 

  Interviewing him was a great experience, since he spoke with passion, conviction, and 

clarity.  His enthusiasm for teacher education in T&T was obvious as it showed in the way he 



 

97 

 

responded to the questions posed to him in the interview.  He was an excellent candidate as 

an interviewee. 

  Dr. Jerome is a teacher educator of remarkable experience and knowledge.  He has 40 

years in teacher education, covering almost every aspect of teacher education.  He was first a 

primary school teacher, and then became a primary school principal.  He became a primary 

school curriculum supervisor for the Ministry of Education, later becoming the curriculum 

supervisor for the teacher training colleges.  He then became a teacher educator at one of the 

teacher training colleges.  He has a doctoral and masters degree in education, and is an 

assistant professor of education, doing teaching for WIU at the post diploma and masters 

level in teacher education.  He also does some part-time teaching at TTU.   

  He is the author of three books, one currently being used as a textbook by students 

from WIU education faculty.  He has a depth of knowledge in teacher education, and is keen 

to see improvement in teacher education in T&T. 

 Ethical considerations. Ethical issues should always be considered in every aspect of 

a qualitative research study.  While preparing for data collection, the actual process, and 

when undertaking data analysis, consideration should be given to any possible ethical 

problems associated with the research methods, or the approach to contacting and interacting 

with people.  Because the nature of my research requires observation and interaction with 

individuals, it is understandable why certain ethical issues may arise and to make provision 

for them.  

  My research was guided by the following ethical considerations:  (a) to show respect 

for individuals and sites, (b) to gain permission before starting to collect data, (c) to collect 

data so that all participants will benefit from the treatments, (d) to protect the anonymity of the 

individuals by assigning a pseudonym to them, and (e) to ensure all information is held in the 

strictest confidence (Creswell, 2003).  Each interviewee was given an Informed Interviewee 

Consent Form to read and affix their signature as an indication of consent (see Appendix B). 

  The three tertiary institutions, that are the subjects of study, are given fictitious names 

to preserve their confidentiality.  They are: (a) West Indies University (WIU), (b) Trinidad & 

Tobago University (TTU), and (c) Southern University (SU). 

  Along with these considerations, I was guided by the counsels of my professors.  They 

were guided by the policies of the Institutional Review Board (IRB) at Northern Caribbean 
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University, the institution from which my degree will be conferred.  Permission was sought 

from the IRB, through the Chair of my dissertation committee, to conduct my research study.  

The guidelines that I had to follow were stipulated by the ethical considerations of my study, 

as previously listed.  

Data collection methods. Using multiple sources of information is encouraged since 

no single source of information can be trusted to provide a comprehensive perspective 

(Patton, 1990).  With this in mind, I used interviews, the literature review, archival records, 

documented published materials, and textual analysis as the main data collection methods. 

  Interviewing. Seidman (2006) in his book, Interviewing as Qualitative Research, 

surmises that the purpose of in-depth interviewing is neither to get answers to questions, to 

test hypotheses, or to evaluate as the term is normally used.  It is an interest in understanding 

the life experience of other people and the meaning they make of that experience.  Merriam 

(1998) expounds that the main purpose of the interview is to obtain a special kind of 

information that is ―in and on someone else’s mind‖ (p. 71).  Merriam extends the idea by 

specifying, ―interviewing is necessary when we cannot observe behavior, feelings or how 

people interpret the world around them‖ (p. 72).  She claims that interviewing is the best 

technique for case studies especially when conducting studies of a few persons.  Seidman 

sums it up by saying, ―interviewing provides access to the context of people’s behavior and 

thereby provides a way for researchers to understand the meaning of that behavior‖ (p. 10).  

Because the practice of interviewing causes people to recreate their experiences, within the 

context of their lives, I chose the word ―participants‖ to refer to the people I will interview. 

  Interview guidelines.  Generally, most people get pleasure from being interviewed.  

The time the researcher is putting in tells them somebody really cares about what they 

believe. Yet, the participants’ time must be respected and not wasted.  Interview session must 

be completed in a pre-determined amount of time, usually not longer than 1 hour.  Sagor 

(2000) purports the following interview guidelines to follow: 

    Limit the number of questions.  Usually 10 – 15 questions are sufficient.   

    Make sure you have a comprehensive interview guide.  Interview questions are 

different from the research questions, but they must corroborate. 

    Follow up on all factual and/or opinion questions. Further information could be 

probed with request for examples and explanations. 
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    Decide how you will collect the interview data. Making an audio tape of the interview 

can free the interviewer and make the participant more comfortable with eye contact 

and interaction.  

    Strive for clarity. Practicing an interview with a friend and getting feedback can help. 

    Estimate the time required. Ideally, the interview should last 45 minutes. 

    Avoid suggesting desired responses.  Leading questions, body language or hints 

regarding the response required, can affect objectivity, and must be avoided. 

  Appendix A contains the list of the questions that will form the guide and general 

framework of the interviewing process for both administrators and teacher educators. 

  Documentation. Documentation yields excerpts, quotations, or entire passages from 

records, correspondence, and official reports.  Eisner (1998) mentions that this important 

source of information frequently reveals what people will not or cannot say.  I acquired 

institutional bulletins and other curriculum documents from each of the three selected 

universities under study which included information on their respective primary teacher 

education programmes.  These include whatever is published, in print or online, as journals 

and magazines from these institutions.  I obtained consent to view a few documents that were 

considered confidential by these establishments to help me better understand their 

programmes.  The web sites of all three institutions were rich sources of information. 

  Documents about teacher education that are on other selected institutions’ web pages, 

along with research journal articles written about them or by their present or past professors, 

were part of the sources of data and information.  Review documents and other critical 

analyses, by teacher education programmes of all three institutions, have been included also. 

Validity and reliability. Reliability and validity, in research, refer specifically to the 

measurement of data as they are used to answer the research question.  Merriam (2009) 

advises that in qualitative research, they are often troublesome concepts even for more 

experienced researchers.  However, the author continues, ―the quality of one’s research is 

directly tied to the rigor with which one has conducted a study and insured for validity and 

reliability‖ (¶ 1).  Patton (2002) acknowledges that validity and reliability are two factors which 

any qualitative researcher should be concerned about while designing a study, analyzing 

results, and judging the quality of the study.      
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  In any well conducted research study, validity, reliability, and ethical concerns are 

essential considerations.  This is defended by prominent researchers in research literature 

like Glatthorn and Joyner (2005), Creswell (2003), and Merriam (1998) who all speak to these 

concerns.  They deal with matters of trustworthiness in the research procedure, analysis, and 

findings.  Validity and reliability act like the litmus test for the validation process, and can be 

further described as the standard of measurement since they impact the research process 

from beginning to end; emphasizing consistency, dependability, and credibility.   

  Validity speculates how a piece of research actually measures what it sets out to, or 

how well it reflects the reality it claims to represent.  In qualitative research it has to do with 

the rigor of the description and the credibility of the explanation (Boje, 2000).  From that 

background I used five basic strategies, as proposed by Merriam (1998) to enhance (internal) 

validity.  They are: 

1.   Triangulation—using multiple investigators, multiple sources of data, or multiple 

methods to confirm the emerging findings. 

2.   Members check—taking data and tentative interpretations back to the people from 

whom they were derived and asking them if the results are plausible. 

3.   Peer examination—asking colleagues to comment on the findings as they emerge. 

4.   Participatory or collaborative modes of research—involving participants in all phases 

of research from conceptualizing the study to writing up the findings. 

5.   Researcher’s biases—clarifying your assumptions worldview, and theoretical 

orientation at the beginning of the study. 

  Reliability addresses how accurate your research methods and techniques produce 

data.  It ―has to do with whether one’s findings are consistent with the data collected‖ 

(Merriam, 1998, p. 206).  Reliability is arguably of limited relevance to qualitative research, 

since the experience of the researcher, and his/her professional but subjective interpretation 

of the research materials, is an essential part of the qualitative method (Golafshani, 2003).  

Simply put, reliability is how well we are evaluating whatever is being assessed (regardless of 

whether or not it is the right findings to evaluate).  To ensure reliability in qualitative research, 

examination of trustworthiness is crucial.  Klenke (2008) states that the ―trustworthiness of a 

research report lies at the heart of issues conventionally discussed as validity and reliability‖ 

(p. 39).   
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  Merriam (1998) postulates three techniques that can be used by a researcher to 

improve reliability in qualitative research.  These are: (a) investigator’s position—to explain 

the assumptions, theory and position behind the study; (b) triangulation—the use of at least 

three sources of data collection; and (c) audit trail—having an independent person 

authenticate the findings.  These are further helped by carefully reporting the methodology 

used in gathering data.  Miles and Huberman (1994) supply another technique: double-coding 

as means of checking reliability—that is two or more researchers coding the same field data, 

carefully reporting methodology used in analyzing data. 

  Kirk and Miller (1980) added the following four approaches to enhance reliability: (a) 

informant selection—carefully describing the informants and the decision process used in the 

selection; (b) social contexts—carefully describing the physical, social, interpersonal, and 

functional context from which the data  was collected; (c ) data collection strategies—provide 

precise descriptions of data collection  techniques; (d) data analysis strategies—carefully 

describing how the data was sorted and synthesized into patterns; and (e) analytical 

premises—make explicit the conceptual framework (i.e., theoretical orientation or 

philosophical position) which informs the study and from which findings from prior research 

can be integrated or contrasted. 

  My research was conducted using the counsels and ideas of these prominent 

researchers, in order to ensure credibility, transferability, and trustworthiness.  

Evaluation of findings. Glaser and Strauss (1999) establish qualitative concepts of 

validity and reliability (terms more common with quantitative research).  These concept terms 

are: (a) readibility—ensuring that the theoretical framework generated is understood and is 

based on the data from the study, (b) Usefulness—worthwhile end product to help explain a 

phenomenon, and (c) Trustworthiness—extent to which one can believe in the research 

findings. 

  One goal of qualitative research is to enhance understanding of phenomena, so says 

Byrne (2001).  She continues by contending that ―when a person reports or evaluates 

qualitative research, it is important to assess the findings for plausibility and believability‖ (¶ 

1).   

  Although different research styles have their own guidelines regarding evidence  
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and verification, some common strategies are used by qualitative researchers to support the 

credibility of the findings.  Byrne (2001) states that although different terminology is used 

throughout the literature, the terms credibility, trustworthiness, rigor, and truth-value have 

similar definitions that indicate plausibility of the methods and findings (¶ 1-2).  Patton (1990) 

believes that in qualitative research, credible is the preferred term. 

  Credibility. Credibility is an evaluation of whether or not the research findings 

represent a ―credible‖ conceptual interpretation of the data drawn from the participants’ 

original data (Lincoln & Guba, 1985, p. 296).  For a researcher to be credible there must be a 

documentation of his or her qualification, experiences, perspectives, and assumptions.  

Dereshiwsky (1999) insists that to demonstrate credibility, the qualitative researcher must 

provided enough ―rich, thick description‖ regarding the setting, program, subjects, procedures, 

interactions, so that the boundaries and parameters of that study are well specified.  For my 

credibility as the researcher, I think I am well qualified as my personal data (see Vita) would 

show.  My experience as a teacher educator and researcher comes from the 32 years as a 

teacher including 15 as a teacher educator.  Besides the area that, as the researcher, I did 

the research study in has been under my directorship for the past six years.  I am very well 

aware of the strides that have been made in teacher education, as well as the areas of 

weakness that need to be strengthened.  All these make me credible personnel for that role. 

 Transferability. Lincoln and Guba’s (1995) use of the term transferability implies 

generalizability of the findings and results of the study to other settings, situations, 

populations, and circumstances.  It is the degree to which the findings of this inquiry can apply 

or transfer beyond the bounds of the project.  I believe that my experience with the 

involvement and dealing with teacher education in T&T on a national level for the past 12 

years, along with the fact that participants are from two other universities that offer teacher 

education programme in T&T, are ample evidences of these findings being transferable. 

  To also address transferability, the raw data documents from which the data analysis 

generated the answer to the research question are on file and available upon request for 

anyone who needs it.  Transferability is the qualitative term used in place of external validity 

or generalizability.   

  Generalizability. The word generalizability is defined as the degree to which the 

extension of research and conclusions from the findings of a study can be generalized from 
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the study sample to the entire population (Myers, 2000).  It is one of the concepts suggested by 

Stenbacka (2001) as the structure for both doing and documenting high quality qualitative 

research.  Golafshani (2003) suggests that the quality of a research is related to 

generalizability of the result and thereby to the testing and increasing the validity or 

trustworthiness of the research.  Merriam (1998) states that ―the issue of generalizability 

centers on whether it is possible to generalize from a single case, or from qualitative inquiry in 

general‖ (p. 208).  For this study, I specifically looked at three administrators and three 

teacher educators from three selected universities, and the findings were based solely on the 

data they generated. 

  Trustworthiness. ―The aim of trustworthiness in a qualitative inquiry is to support the 

argument that the inquiry’s findings are worth paying attention to‖ (Lincoln & Guba, 1985, p. 

290).  This is quite different from the conventional experimental precedent of attempting to 

show validity, soundness, and significance.  I also agree with the strategies of Glaser and 

Strauss (1999) to enhance and reinforce trustworthiness, and so I engaged the following five 

strategies in this research inquiry: (a) prolonged engagement with and observation of 

informants, (b) triangulation (using multiple sources of data), (c) member checks (getting 

feedback from the research participants), (d) prevention of premature foreclosure on the data, 

and (e) maintaining a journal to enhance self-reflection.  Two other issues or aspects of 

trustworthiness demand attention: 

  Dependability. This is an assessment of the quality of the integrated processes of 

data collection, data analysis, and theory generation.  It emphasizes the need for the 

researcher to account for the ever-changing context within which research occurs. 

  Confirmability. Confirmability refers to the degree to which the results of a study could 

be confirmed or corroborated by others.  Lincoln and Guba (1985) suggest it is a measure of 

how well the inquiry’s findings are supported by the data collected.  

  To address the issues of dependability and confirmability, I have collected and 

compiled all interview transcripts, field notes, written memos, and other documents taken 

during the interviews into volumes with page numbers.  These can be viewed and read by 

those who have a need to know. 

Content analysis. Gibbs (2008) says that qualitative analysis involves two activities: 

first, developing an awareness of the kind of data that can be examined, described, and 
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explained; and second, a number of practical activities that assist with the kinds of data and 

the large amounts of it that need to be examined (p. 3).  The merging of collection and 

analysis present a challenge.  Some social research encourages collection of all data before 

the start of any kind of analysis.  ―Qualitative research is different from this because there is 

no separation of data collection and data analysis.  As you collect your data by interviewing, 

taking field notes, and acquiring documents, you can start your analysis‖ (Gibbs, p. 3).  Miles 

and Huberman (1994) encourage further: ―Analysis during data collection lets the researcher 

cycle back and forth between thinking about the existing data and generating strategies for 

collecting new—often better quality—data‖ (p. 49). 

  I made use of content analysis as the process to analyze the data collected from this 

study.  This data were transcribed from the recorded interviews, along with the interview 

notes, and comments I acquired during each interview. These were bound into volumes, 

numbered, and categorized to make it easy to cite from them.  The volumes also included 

archival documents, and literature from each institution, along with all the literature from 

research journals and other publications.  

  As soon as any data was collected, I reviewed it immediately as was possible, and 

made notes.  This approach allowed me to use current data to update the study on a 

continual basis, as well as to help in all future data collection.  Merriam (1998) advances the 

use of content analysis when she says this method of data analysis has a structure to it in that 

the collection of data and data analyses are simultaneous activities (p. 161). 

  That approach allows for greater organization and managing of data that were 

collected, since one can easily get overwhelmed with the immense quantity of data.  

Analyzing data on an ongoing basis helped me remember important details, avoid 

unnecessary resulting frustrations, and helped to improve the questions for subsequent 

interviews.  Yet there are some analysis concerns.   

  One such concern of qualitative research is that it is done chiefly with words, not with 

numbers.  Words are fatter than numbers, and usually have multiple meanings.  This makes 

them harder to move around and to work with.  Worst still, most words are meaningless 

unless you look backward or forward to other words (in context).  Numbers, by contrast, are 

usually less ambiguous and may be processed with more economy.  Words, though, for the 

qualitative researcher, give more opportunity to see the data in different perspectives.  It must 
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be remembered that an overload of words can make retrieving of information very difficult 

(Miles & Huberman, 1994, p. 55-56).   

  The use of codes can be used to help alleviate this problem.  Miles and Huberman 

(1994) define codes as ―an abbreviation or symbol applied to a segment of words in order to 

classify the words‖ (p. 56).  Codes represent categories.  They usually are derived from 

research questions, key concepts, or important themes.  Gibbs (2008) agrees by suggesting 

that coding is how you define what the data you are analyzing are about.  It involves 

identifying and recording one or more passages of text or other data items, which in some 

sense exemplify the same theoretical or descriptive idea.  It is a way of indexing or 

categorizing the text in order to establish a framework of thematic ideas about it (p. 38).  By 

always referring to the research questions of the study, the categories and themes emerge 

during the process. 

  It is from this compilation of similar categories, their relationships, and themes that the 

development of the theory started to emerge.  To gain meaning and understanding of the 

process helped me with the interpretation of the data.  Ultimately all the information formed 

the basis for the recommendation of the proposed model for primary teacher education at SU.  

  As a result of the evaluation of the findings from the procedure, the resultant coding 

process was used to generate themes for analysis.  These themes were related to the five 

research questions I sought to answer while conducting this research.  Narratives were used 

to convey the findings of the data analysis which were organized by these five research 

questions.  The final step was the interpretation or meaning of the data.  Recommendations 

were given based upon the findings and conclusions. 

Interpretation of data. In this section of the report, the presentation, analysing, and 

interpretation of the data collected during this study is addressed.  After the process is initially 

outlined, the first four research questions will each be discussed for likely answers and 

interpretations from the data.  

  The center of attention of this study is to ascertain and design a best practice model for 

primary teacher education in Trinidad & Tobago.  The study was a qualitative research 

heuristic (Merriam, 1998, p. 30) case study that used an embedded action research process, 

and was implemented over the period November 2009 to March 2010.  Merriam indicates that 

heuristic case study ―illuminates the reader’s understanding of the phenomenon under study‖ 
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(p. 30), bringing about the discovery of new meaning, extending the reader’s experience, or 

confirming what is already known. 

  Three major universities in T&T, whose tertiary-level programmes included a 

bachelor’s degree in primary education, were selected for this research study.  

  The data was gathered from four major sources:  These were (a) six participants, who 

were involved in the interview process,  including one administrator and one teacher educator 

from each of the three selected tertiary institutions; (b) research literature including research 

journals, magazines, other peer reviewed research articles, and other books; (c) archival 

records  including published and unpublished  documents from the three tertiary level 

institutions, as well as from other selected universities in Australia and United States of 

America; and (d)  document analysis from other published materials like textbooks, published 

and unpublished dissertations, along with all online relevant data based publications.  The 

data acquired from all these sources were overwhelming.  For it to make any sense and to 

place them in perspective in terms of the goals of this study, they had to be properly 

analyzed.  This process is termed data analysis. 

Qualitative Data Analysis 

Lewins, Taylor, and Gibbs (2005) give the definition of qualitative data analysis (QDA) 

as: 

   The range of processes and procedures whereby we move from the qualitative data 

  that have been collected into some form of explanation, understanding or interpretation 

  of the people and situations we are investigating.  QDA is usually based on an  

  interpretative philosophy. The idea is to examine the meaningful and symbolic 

  content of qualitative data. (¶ 3)  

  Basit (2003), writing in the Educational Researcher, discloses that ―Data analysis is 

the most difficult and most crucial aspect of qualitative research‖ (p. 143).  The analysis of 

qualitative data is usually seen as arduous.  The reason why it is found to be difficult is that it 

is not fundamentally a mechanical or technical exercise.  Basit continues by insisting that data 

analysis ―is a dynamic, intuitive and creative process of inductive reasoning, thinking and 

theorizing‖ (p. 143).  Most researchers, as in my case, analyze their own data.  Taylor and 

Bogdan (1998) in support of that approach, suggest that researchers draw on their firsthand 

experience with settings, informants, or documents to interpret their data.  The object of 
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analysing qualitative data is to determine the categories, relationships, and assumptions that 

inform the respondents’ view of the world in general and of the topic in particular (McCracken, 

1988). It is expected from this kind of analysing, that limited theory will be revealed and 

conceptualized.   In fact the processes involved are part of an overall premise called 

grounded theory.   

  Grounded theory. Qualitative research methods reflect an inductive mode of analysis 

or a process of moving from specific observations to a general theory.  ―This mode of analysis 

is in contrast to quantitative research methods, which rely on deductive thinking or a process 

of moving from a general theory to specific observations‖ (Byrne, 2001).  Grounded theory, a 

mode of inductive analysis, can be thought of as a theory that is derived from or ―grounded‖ in 

everyday experiences.  Grounded theory strategies first were reported and attributed to 

sociologists Glaser and Strauss (1999).  The foundations of grounded theory are embedded 

in symbolic interactionism, which assumes that one’s communications and actions express 

meaning. 

  It is most accurately described by Corbin and Strauss (2008) as ―a research method in 

which the theory is developed from the data, rather than the other way around. That makes 

this an inductive approach, meaning that it moves from the specific to the more general‖ (p. 

1), which means that the data could be interpreted in more than one way.   

  Glaser and Strauss (1999) propose the grounded theory is an approach for looking 

systematically at (mostly) qualitative data (like transcripts of interviews or protocols of 

observations) aiming at the generation of theory.  Sometimes, grounded theory is seen as a 

qualitative method, but grounded theory reaches farther: it combines a specific style of 

research (or a paradigm) with pragmatic theory of action and with some methodological 

guidelines (p. 29).   

  Delamont (1992) warns that there are no short cuts and one must be allowed plenty of 

time and energy for the task.  Further, the writer persists; the analysis of qualitative data 

continues throughout the research and is not a separate self-contained phase of the study. 

  To look at raw data can be an interesting action.  Yet the reader would not understand 

the social implications or the way the participants view it.  For it to make sense, such data 

have to be systematically analyzed to illuminate the existent circumstances.  Dey (1993) 

believes that coding or categorizing the data has an important role in analysis.  It involves 
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subdividing the data as well as assigning categories.  Gibbs (2008) claims that ―codes form a 

focus for thinking about the text and its interpretation‖ (p. 40).  Miles and Huberman (1994) in 

commenting on codes, say that they are categories, tags, or labels for allocating units of 

meaning to the descriptive or inferential information compiled during a study.  Codes usually 

are attached to chunks of varying-sized words, phrases, sentences, or whole paragraphs, 

connected or unconnected to a specific setting.  They can take the form of a straightforward 

category label or a more complex one, for example, a metaphor (pp. 60-61).   

  A category, however, cannot be created in isolation from the other categories we want 

to use in the analysis.  When we devise a category, we are making decisions about how to 

organize the data in ways which are useful for the analysis, and we have to take some 

account of how this category will ―fit‖ into this wider analytic context (Dey, 1993).  Coffey and 

Atkinson (1996) sum it up by suggesting that codes are links between locations in the data 

and sets of concepts or ideas, and they are in that sense heuristic devices, which enable the 

researcher to go beyond the data.  Hida Taba, as cited by Joyce, Weil, and Showers (1992), 

in her inductive thinking model gives a set process that a teacher can use to teach thinking.  

The same principles can be used in dealing with understanding and examining category, 

codes, concepts or ideas, as part of the data analysis. 

  Taba identifies three inductive thinking tasks, and then develops three teaching 

strategies.  They are: (a) concept formation, (b) interpretation of data, and (c) application of 

principles.  Each of those teaching strategies, (a) – (c) respectively have three overt activities, 

each with an eliciting question.  They areas are as follows:  

1. Enumeration listing (what did you see? Hear? Note?)   

2. Grouping (what belongs together, on what criterion?) and  

3. Labeling, categorizing (how would you call these groups? What belongs to what?) 

4. Identifying critical relationships (what did you notice? See? Or find?) 

5. Exploring relationships (why did this happen?) 

6. Making inferences (what does this mean? What picture does it create in your mind?) 

7. Predicting consequences, explaining unfamiliar phenomena, hypothesizing (what 

would happen if ...?) 

8.   Explaining and /or supporting the predictions and hypothesis (why do you think this 

 would  happen?) 
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8. Verifying the prediction (what would it take for this to be generally true or probably 

true?) 

Following these principles and activities in the process of data analysis would make the 

process a most effective and efficient way of understanding the data.  

  Gibbs (2008) outlines a list of what can be coded.  These include: (a) specific acts or 

behaviour—what people do or say, (b) events—action or things someone has done, (c) 

activities—longer duration of acts that take place in a particular setting, (d) strategies, 

practices or tactics—activities aim towards some goal, (e) states—general conditions 

experienced by people, (f) meanings—a wide range of phenomena, (g) participation—

involvement or adaptation to a setting, (h) relationships or interaction—between people, (i) 

conditions or constraints—things that restrict behaviours or actions, (j) consequences—what 

happens if…, (k) settings—the entire context of the event under study, and (l) reflexive—the 

researcher’s role in the process (pp. 47-48). 

  In order to code the data from my study for analysis, I had to produce them in a format 

that could easily be analysed.  The interview data were formulated into a transcript, each 

participant into its own documented separate volume with title and page numbers.  This 

included some field notes and written memos.  These notes and transcripts were used to 

assist in coding as part of the analysing process. That process included, in some instances, 

further research and accepted evidence to support and corroborate what was said by the 

participants.  Additionally, these were crosschecked, compared, and contrasted with the 

theoretical and empirical literatures that were recorded earlier in this report, in the review of 

the literature.  

  Data analysis tends to be an on-going process, taking place throughout the data 

collection process.  As the researcher, I had to think about and reflect upon different emerging 

themes as the research progressed.  This meant sometimes adapting and changing the 

methods as required. For example, in conducting an earlier interview, using an interview 

schedule I had developed beforehand, I found that the participants raised some issues that I 

had not thought about previously.  I had to refine my interview schedule to include these 

issues for the next few interviews.  This helped in the process of data analysis; thinking about 

what has been said, analysing the words, and refining my schedule accordingly to try to grasp 

new meanings from it.  
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Methods of Analysis 

My analysis of the data included using, at different times, the following four methods as 

suggested by Rudolph Tere (2006):  

  Thematic. This type of analysis is highly inductive, that is, the themes emerge from the 

data and are not imposed upon it by the researcher.  In this type of analysis, the data 

collection and analysis took place simultaneously.  Even background reading formed part of 

the analysis process, especially if it helped me to explain an emerging theme.  In other words, 

what the literature had to say on a particular issue as related to a research question would 

have helped me understand the answer from (a) in the context it was said, and (b) from the 

theme it was generated in the first case. 

  Comparative. Using this method of analysis, data from different interviewees were 

compared and contrasted and the process continued until I was satisfied that no new issues 

were arising.  Comparative and thematic analyses were often used in the same project, by 

moving backwards and forwards between transcripts, memos, notes, and the research 

literature.      

  Discourse. This type of analysis falls in the middle of the qualitative analysis 

continuum and is sometimes named conversational analysis.  This method looks at patterns 

of speech, such as how people talk about a particular subject, what metaphors they use, how 

they take turns in conversation, and so on.  As the analyst, I saw some speeches as 

performances; an action was performed rather than a description of a specific state of affairs 

or specific state of mind.  Much of this analysis is intuitive and reflective in process (Tere, 

2006, ¶ 6-8). 

   Content. This method was the least one followed in the data analysing process for 

this study.  This type of analysis lies at the other end of the qualitative data continuum, where 

the process is much more mechanical.  This analysis was left until all the data were collected, 

sorted, and coded.  I had to then systematically work through each transcript assigning codes, 

which may be numbers or words, to specific characteristics and features within the text.  The 

list of categories provided by Gibbs (2008, pp. 48-49) was very helpful.  In some instances, I 

had to read through each transcript and let the categories for coding emerge from the data.  I 

used those types of analysis especially for open-ended questions from the interviews, thus 

enabling me to quantify some of the answers. 
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In processing the data, Tere (2006) gave the following four suggestions: 

1. You need to think about the data from the moment you start to collect the information.  

2. You need to judge the value of your data, especially that which may come from 

doubtful sources.  

3. As your research progresses you need to interpret the data so that you, and others, 

can gain an understanding of what is going on.  

4. Finally, you need to undertake the mechanical process of analysing the data (¶ 9). 

  As a result of the QDA of this study, it is expected that findings will be produced.  

These findings must go through an appraisal process.  The next section seeks to give the 

details of this evaluation procedure. 

Overview and Summary 

In this chapter I outlined the research design which is a qualitative case study with an 

action research component.  I identified how the participants were identified and chosen.  The 

data collection instruments were presented and I have given assurance that this study was 

carried out in keeping with the standards of validity and reliability, through credibility, 

transferability, and trustworthiness.  Ethical considerations as required in the conduct of 

qualitative studies were given.  I also presented content analysis as the process to be used to 

manage and analyze the data.  The data analysis and interpretation of the data followed. 

  In the ensuing chapter the research questions will be addressed as the interpretation of 

the data will be used as data for providing answers. 
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5 

Interpretation of Data 

  In this chapter I will answer four of the five research questions of this study, with the 

use of the four different data sources as were listed in Table 5 of this document (pp. 90).  The 

interview data sources specifically pertain to the three local selected tertiary institutions for 

this study and the six participants representing those institutions.  The archival records come 

from online and published document sources from those institutions.  The data source of 

document analysis would include the investigation of the empirical literature (pp. 52-86).  The 

research literature data source comes from the teacher education models and other 

theoretical literature indicating best practices in teacher education discussed earlier in this 

report (pp. 15-50).  As these research questions are addressed individually, in the report that 

follows, the research findings of each question will be summarized at the end of the 

responses for each question.  The study asked five questions.  The report in this chapter 

includes the findings for the first four research questions.  

Research Question # 1 

The first research question inquired:  How do the chief administrators of the (a) 

government-run tertiary institution, (b) regional-run tertiary institution, and (c) private-run 

tertiary institution in T&T (the selected tertiary institutions) describe their primary teacher 

education programme?     

  I will address this question by firstly looking at how the experts in teacher education are 

describing primary [elementary] teacher education and secondly by stating and describing 

what the three administrators of the selected tertiary institutions have said, which is the 

essence of the question.  By putting both viewpoints in context, I then come up with a 

summary of the answer to the research question. 

 Primary teacher education is a complex academic enterprise.  Edith Guyton, President 

of the ATE at Georgia State University, establishes that such programmes based on the best 

research, theory, and practice are compared to a nested doll with different layers, each layer 

being embedded by another layer.  Guyton (2000) continues to reinforce powerful teacher 

education programmes as having support by several layers of knowledge.  One layer deals 

with how students learn and what they need to know and be able to do.  The next layer deals 
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with how teachers learn and what they need to know and be able to do to educate their 

students.  An additional layer is how to pull together the other two layers into a coherent 

teacher education programme.  A fourth layer is the fact that teacher education programmes 

need to deliver content knowledge and skills, knowing that knowledge and skills are needed 

to be able to teach the content.  And yet a fifth layer in the dilemma is the different contexts of 

teacher education, at university campuses, how they affect teacher education programmes, 

and how this impacts primary schools (pp. ix – x). 

  Teacher educators normally struggle with the complexity of these layers of knowledge.  

Ultimately, such a programme must have the power to change teachers, who would be able 

to change their students.  ―Powerful [primary] teacher education is that which produces good 

teacher educators who are able to teach all the children who come to their [primary school] 

classroom‖ (Guyton, 2000, p. x). 

  The hallmarks of powerful teacher education, reason Houston and Warner (2000), are 

inquiry and reflection.  Support by Dewey (1933); Henderson (1989); and Poblete, (1999) 

reinforce this concept.  ―Teacher educators must be prepared to avoid the ritual of formal 

pedagogy and engage their students instead in thinking‖ (Houston & Warner, p. 73).  In an 

insightful analysis, Eleanor Duckworth, being interviewed by Meek (1991), concluded that a 

major responsibility of teacher education is to facilitate professional self-reflection.  They must 

be able to reflect on themselves as learners before they can reflect on themselves as 

teachers.  She continues, teacher education programmes must help teacher educators 

understand themselves and their values and drives prior to helping them understand their 

students’ needs and aspirations and the effectiveness of their own instructional strategies (p. 

31).  The writer summarizes, ―what I am trying to teach is [to have an] understanding [of] 

someone else’s understanding, because it is important for teachers to know what their kids 

are understanding‖ (p. 32). 

  Teachers in the primary school education system are the main providers of knowledge 

and skills to primary school students.  How efficient and effective these teachers become in 

the primary school system depend on the quality and delivery of teacher education that they 

would have received from their institution of delivery.  This is the view of one of the three 

administrators of the selected tertiary institutions (James, 2010, p. 1).  His institutions’ web 

page clearly states that ―their (teacher education) programme combines professional training 
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and disciplinary knowledge‖ (University of Trinidad Tobago Web Site, 2008, ¶ 2).  That 

training and knowledge, states James, are the driving forces behind the efficiency and 

effectiveness of his institutions’ programme (p. 2).  He continues, ―Students must be made to 

understand that they can use their talents, abilities, training, and knowledge to better not only 

themselves, but to better society and the nation of T&T‖ (p. 2).  When asked how would this 

be implemented by his institution, his response was, ―The institution, through it teacher 

educators, have to set their students up with a set of skills and a set of capacities to allow 

them to figure things out on their own‖ (p. 2). 

  Another administrator describes the intent of his institutions’ teacher education 

programme as ―being blended with technology and tinted with research, since, as he 

concluded, teacher education of the 21st century must have those components included‖ 

(Jack, 2010, p. 1).  That was endorsed by the institution’s faculty’s web site and bulletin:  

The synthesis of teaching and research is essential to Faculty of Humanities and 

Education.  We believe that teaching is equal in value to research and our entire 

teaching staff is committed to providing the training and resources necessary to make 

excellent teaching possible.  Here, we communicate not only information and concepts 

but help develop the power to think critically.  Our students graduate with the ability to 

learn, question, and take their own initiative. (UWI St. Augustine Faculty of Humanities 

and Education, 2004, ¶ 7)  

  Jack (2010) continues, ―Every student who leaves this institution needs to be able to 

think critically, problem solve, collaborate, communicate, innovate, be self directed, and be 

technologically literate.  These are the new demands of student teachers for the 21st century‖ 

(p. 1).  When asked how these qualities will be inculcated in student teachers who leave the 

walls of his institution, his response was: 

  The history of teacher education have seen many talk of radical changes that must 

  take place in  our institutions and programmes.  Those changes are taking place  

  slowly, and are ongoing.  In order to be up to date for this time in our history, and move 

  into whatever vision of the future we hold at that moment, such a drive must be  

  deliberate and decisive   I think this is a different moment for us in teacher education, a 

  time when we as teacher educators will be pushed to change what we are doing.  

  Society will force us to change, whether we want to or not, and I think we can. (pp. 2-3)  
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  When asked to describe the teacher education programme at his institution, Jack’s 

(2010) response was, ―basically there is a transformation going on, one that is from a focus 

on teaching to one on learning‖ (p. 2).  He continues, ―In the past we used to develop in 

student teachers a passion to learn all the right answers.  We want our present students to 

have a passion for asking new questions‖ (p. 2).  Asked about implementation, Jack claims:  

It has all to do with our teachers and their putting the curriculum into practice. I think 

many of our teachers are pressured to prepare students for the kind of world they are 

going into. This is because it is not the same world these teachers were in when they 

were students. (p. 3)  

He concluded by saying, ―many of my teachers are having a difficult time in making those 

kinds of transitions‖ (p. 3). 

  Japal (2010), in further reflecting and describing the teacher education programme 

offered from his institution, advocates that they operate from a strong philosophical foundation 

(p. 1).  One that places emphasis on a strong value system, on people, their needs, and 

where (teacher) ―education is the harmonious development of the head, heart and hand‖ 

(USC Web Site, 2010, p. 7).   

  Japal (2010) advances that these can be looked at in terms of four dimensions: mental, 

physical, social, and spiritual (p. 1).  Rasi (1994) sustains this thought when he said, ―in the 

context of Christian faith and Biblical values, [students should] ... keep in balance their 

intellectual, spiritual, physical, and social development‖ (p. 3). 

These are shown in Figure 4 representing the balance, and equi-importance in terms 

of makeup of dimensions of students benefiting from teacher education.  White (1952) in 

reference to these dimensions and education, states:              

True education means more than the perusal of a certain course of study. It means 

more than a preparation for the life that now is.  It has to do with the whole being and 

with the whole period of existence possible to man. It is the harmonious development 

of the physical, the mental, and the spiritual powers. True education prepares the 

student for the joy of service in this world and for the higher joy of wider service in the 

world to come. (p. 13) 
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Figure 4. Figure showing the four dimensions of students in teacher education. 

Continuing, Japal (2010) claims that the School of Education promotes excellence in 

teaching and scholarship, research activities, educational innovations, and the dedication to 

principles of Christian education ranks high within the value system of the university.  

Teachers and students are trained to operate in seeing all students as souls to be saved for 

God’s kingdom.  They see potential in all students that are before him/her (p. 1).  In fact, as 

Japal puts it, ―the work of education and redemption (the action of saving mankind) is one of 

the same‖ (p. 1).  

  With regard to the first research question I found that the three administrators seem to 

have a general theoretical understanding of what teacher education is all about, as is reported 

from the research literature.  There were similarities in the responses from all three 

administrators, yet when an analysis was done of what they reported, they were not saying 

fully what the research literature had to say about teacher education from a practical 

viewpoint.  When asked about how the institutions were implementing those same ideas that 

they expounded, in a practical sense, there were generally some ambivalence and 

uncertainty in what they all said.    

  Of noticeable difference was Dr. Japal (2010).  He took a Christian viewpoint, from the 

philosophy and vision of his institution, which showed a refreshing perspective of teacher 

education.  It seems that he clearly understood his perspective, and in most cases he had a 

fair idea of the implementation process for his institution.  This, in a very significant way, 

represented my overall viewpoint of what teacher education is all about.  I shall endeavour to 

elaborate more in that context, when a teacher education model is formulated in the next 

chapter.  With that I shall now move on to the responses to the second research question. 
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Research Question # 2 

The second research question was: How do the chief administrators of the selected 

tertiary institutions describe an ideal or desired new model for primary teacher education 

programme in their institution?  

  The approach to answering this research question would be to submit and cite what 

was said by the three administrators regarding what they thought an ideal teacher education 

model would look like.  Secondly, this would be backed up by what was published in those 

institutions’ web sites and handbook, and thirdly, provide  a summary of what the literature 

was recommending, whether giving support or making a different proposal.  This pattern is 

followed as four specific and different issues are discussed.  My viewpoint will be subsumed 

in the discussion.  

  High standards and practices. The ultimate aim of teacher education at the primary 

level is to take into account, and to use the classroom practices (based on the teacher’s 

progress up to that point) where academic achievement of students can be enhanced, and 

maintained to their highest potential.  These were the views, said in different ways, by all 

three administrators from the selected tertiary institutions. 

  Unanimously, the administrators wanted to have in their institution a teacher education 

system where the use of ―practices‖ (Japal, 2010, p. 2) or ―models‖ (James, 2010, p. 3; & 

Jack, 2010, p. 4) were designed for the future, and not for the past or even the present.  

―There was not enough emphasis in the curriculum to meet 21st century needs‖ (James, p. 3).  

When asked to elaborate, he said, ―21st century teacher education is not about what the 

textbooks said or the theories propounded.  It must be more practical, more hands-on, more 

technology oriented‖ (p. 3). 

  Jack (2010) feels that ―our teacher education system is archaic in some ways and 

needs restructuring and reorganizing in those areas‖ (p. 4).  When asked to indicate 

examples, he said ―For one, the area of technology in education; teachers are slow in coming 

on board; another area is still too much emphasis on lecture as the main medium of 

information transfer to students‖ (p. 4). 

  This is supported in the literature: 

  Our education system is still rooted in the industrial era when following routine was 

  customary, obedience to specific rules and instruction was the norm, conformity and 
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  compliance were cherished, and mastery of the 3R’s was prized and would take you 

  very far. (Spry, 2002)  

That era, in my opinion and supported by research, has long gone. 

  Performances. All three administrators were very concerned about teacher educator’s 

performances.  They all wanted student teachers that they produced from their institutions to 

go out and ―make their mark‖ (Japal, 2010, p. 2) in the primary schools of this nation of T&T.  

James (2010) wanted teachers from his institution to go out to the primary schools of T&T and 

―not have their teaching go through a routine process‖ (p. 4).  Jack (2010) wanted to see his 

teachers go out to schools and not be like others, but to ―go out and be different while making 

a positive difference‖ (p. 5) in the academic achievement and lives of students. 

  When asked how they would make those goals happen, different suggestions were put 

forward:  James (2010) wants his institution ―to ensure that every student is properly teacher-

trained (pre-service or in-service) before entering the classroom as a fully responsible teacher 

(p. 4).  Jack (2010) says that, along with the education that the students receive from the 

institution, teacher development or ―continuing professional development (CPD) should be an 

on-going process for practicing teachers‖ (p. 5).  He also revealed that there should be an 

induction process for each new teacher (a process of providing training and support during 

the initial years of teaching or the first year in a particular school).  When Japal (2010) was 

asked how his students would go out to the primary schools and ―make their mark,‖ his reply 

was that his teacher educators would try to inculcate in every student that philosophy and 

value system of endeavouring to do his or her best always.  His message was that his teacher 

educators would be models to the student teachers in their classrooms.  The student 

teachers, in turn, would model, to the primary school students, excellent instructional 

strategies (p. 2). 

  Goals and visions. Two of the participants indicated that the ideal or desired new 

model for primary teacher education would have to be congruent to the goals and vision that 

govern the organization and operations of their institution.  Japal (2010) conveys that ―any 

ideal model of teacher education must be one that follows the set guidelines, vision, and 

mission of the organization that he has served for the last twenty-five years‖ (p. 3).  As he 

pointed out, when a teacher educator stands before his or her class, every objective must 

lead back to the vision of the institution through its aims, goals, mission, and vision.  
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  Jack (2010) echoes the same thought when he said, ―our teacher education model for 

the future has to reflect the standards and distinctions of the past, on what others before him 

have built on‖ (p. 6).  As he interjected, that is something that must originate from the 

administrators’ level by bringing it and listing them, up at all forums of the institution where 

administrators and teacher educators would interact. 

  James (2010) maintains that the crux of the matter lies with his teacher educators.  

What the teacher education programme would look like depends on teacher educator’s 

performance in the classroom with student teachers.  This, he said, would influence the 

performance of the student teachers as they go to their primary school classrooms.  Teacher 

educators must come up to standard.  They need to fortify themselves with the technical and 

pedagogical skills and knowledge to make an impact on student teachers within our walls, so 

they can go out and be the best teachers in the primary schools (p. 5).   

 Continuing he said, ―As administrators we can set the guidelines, we can say what we 

want through our policy framework.  Our teacher educators in the classroom must implement 

and make it happen; they should make the difference‖ (p. 6). 

  This is supported in the literature by Wenglinsky (2002) who contends, ―If academic 

standards are rigorous, curriculum and assessment are aligned to those standards, and 

teachers possess the skills to teach at the levels the standards demand, student performance 

will improve‖ (p. 2).  The author went on to elaborate and adds that ―the key to improving 

student performance lies in improving the schools‖ (p. 2). 

  This is substantiated by Darling-Hammond and Youngs (2002) who corroborate from 

research that the effectiveness of teaching reports a direct relationship between its quality 

and student learning  This was confirmed by Hattie one year later (2003) when he verified 

from his meta analysis that teachers, from all external sources, make the most positive 

difference in the achievement of students.  Odden, Borman, and Fermanich (2004) further 

reinforced that teachers have a significant influence on student learning. 

  From what these administrators and researchers are saying, it can be reasoned that 

teacher educators and teachers are directly and ultimately responsible for quality and 

standards of excellent teaching.  Administrators set the goals, and provide the avenues and 

vehicle for those goals to be realized, but it is the teacher educator who is the driver of the 
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vehicle.  As this falls into play, it gives a signal of what excellent primary teacher education is 

all about. 

  Student-centred vs. teacher-centred education. When the three participants were 

questioned as to what they considered an ideal model of primary teacher education would 

look like, they all commented that they would like to see a model which was more student-

centred rather than teacher-centred in approach. 
  Jack (2010) notes that ―any new model for primary teacher education must have more 

independent student induced learning taking place with  a more facilitating approach by 

teachers‖ (p. 6).  He continues, ―Some of the focus has to be taken away from the teacher 

and his/her transmission of information to a refocusing on the students and their greater 

involvement in their learning process‖ (p. 6).  Japal (2010) believes that a new teacher 

education model must have more involvement of students in every aspect of their learning 

process, while teachers play a more facilitators’ role with less involvement in direct 

instruction‖ (p. 3).  James (2010) emphasises that ―the ultimate aim of his institution is to have 

a model where all his students would be educated to take on a greater involvement and 

entitlement of their own learning‖ (p. 6). 

  It must be pointed out here that the student-centred approach or students taking on 

greater entitlement of their own learning does not mean less work or involvement of the 

teacher.  In fact from a teaching perspective, the teacher may be more involved in helping 

students with processing.  To be a good facilitator means that one has to be a good teacher.  

In the process of listening to the three administrators, the data indicates that Jack (2010) had 

a more complete understanding of what student-centred approach to teaching was all about 

(p. 6). 

  The teacher’s role in a student-centred learning environment is one of facilitator and 

guide, and is associated chiefly with the transmission of knowledge (McDonald, 2002).  The 

students are in control of their own learning and the power and responsibility are the students' 

concern (Brown, 2003).  Of course, the role of the teacher in helping student teachers reach 

those objectives must not be overlooked.  Teachers still have a critical and important role to 

play in this regard. 

  A teacher-centred approach is different.  Brown (2003) adds that ―teachers in a 

teacher-centered environment focus on making relationships with students that are anchored 
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in intellectual explorations of selected materials" (par. 5).  In this approach, teachers tend to 

concentrate more on content than on student processing.  From the data, all three 

administrators did not clearly zero in on what the research literature was saying about the 

teacher-centered approach to teaching.  In the case of one of the administrators, there was a 

merging of student-centered to teacher-centered approaches. 

  Chauan and Gopinathan (2001) maintained the same belief by concluding that 

education reforms and school-restructuring initiatives are taking place worldwide and are 

forcing many countries to reconceptualize teacher education and the role of their teachers.  

The traditional role of the teacher at the centre of student learning is no longer deemed 

adequate to meet new demands and is being replaced by programmes in which students take 

greater ownership of their own learning (¶ 2). 

  Liberman and Miller (2000) on the role of teachers in an ideal teacher education model, 

identified seven transitions that teachers need to make in this new social realities of teaching.  

These include: 

  (a) from individualism to professional community, (b) from teaching to learning, (c) from 

  technical work to inquiry, (d) from control to accountability, (e) from managed work to 

  leadership, (f) from classroom concerns to whole school concerns, and (g) from a weak 

  knowledge base to a stronger, broader one (p. 51). 

  It follows from the above that there is now greater demand for better quality teachers 

and their role in teacher education models is going to change in profound ways (p. 52).  In this 

regard, ―for the coming century much will be expected, and much demanded of teachers‖ 

(Delors Report, 1996, p.12). 

Pedagogical principles. The matter of better quality teachers being an integral 

 part of ideal teacher education models is linked very closely with pedagogical principles and 

skills. In fact there is a distinct connection with student-centred teaching/learning and good 

pedagogical principles and skills (O’Neill and McMahon, 2005).  

   Pedagogical principles and skills were high on the list of qualities that administrators 

were expecting from the students teachers attending their institutions.  They all expressed 

their concerns about ensuring that teachers-to-be leave their respective institutions better 

able to meet the demands of 21st century teaching.   
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  Pedagogical skills, as confirmed by the administrators as respondents, are vital in a 

high quality teacher.  Some of those skills as disclosed by the administrators are as follows: 

―how teachers started a lesson, approach students, their creativity in delivery and anything to 

make learning in interesting, to communicate high expectations, respects student’s ways of 

learning, and to recognize various talents‖ (Jack, 2010, p. 6).  When asked to elaborate he 

said that he believed that one has to keep in mind that the more you expect, the more you 

will get.  High expectations are important for everyone for the poorly prepared, for those 

unwilling to exert themselves, and for the bright and well motivated.  Expecting students 

to perform well becomes a self-fulfilling prophecy when teachers and institutions hold 

high expectations for these students, and to help them make the extra effort (p. 6).  

  Pedagogy in action would then mean ―Proper planning by teachers, and how they 

implement new approaches to teaching, and how they encourage active learning in the 

classroom‖ says James, 2010, (p. 6).  When asked to back up what he said, his response 

was that he wanted to declare here that learning is not a spectator sport.  Students do not 

learn much just by sitting in classes listening to teachers, memorizing pre-packaged 

assignments, and discharging answers.  They must talk about what they are learning, 

write about it, relate it to past experiences and apply it to their daily lives.  They must 

make what they learn part of themselves (p. 6). 

  Japal (2010) says that pedagogy is revealed in ―the close professional relationship 

between teachers and students as well as how teachers develop reciprocity and 

cooperation, and how they give regular feedback to their students‖ (p. 3). To support his 

statement he said that he firmly believed that learning is enhanced when it is more like a 

team effort that a solo race.  Good learning, like good work, is collaborative and social, 

not competitive and isolated.  Working with others often increases involvement in 

learning.  Sharing one’s own ideas and responding to others’ reactions sharpens thinking 

and deepens understanding. 

  The kind of pedagogy needed for an ideal teacher education model is defined by the 

USA National Board for Professional Teaching Standards (NBPTS) as: 

Referring to the pedagogical (teaching) skills teachers use to impart the specialized 

knowledge/content of their subject area(s). Effective teachers display a wide range of skills 

and abilities that lead to creating a learning environment where all students feel comfortable 
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and are sure that they can succeed both academically and personally. This complex 

combination of skills and abilities is integrated in the professional teaching standards that also 

include essential knowledge, dispositions, and commitments that allow educators to practice 

at a high level (NBPTS, 2006). 

  Chickering and Gamson (2009) outline six powerful forces that are products of 

effective pedagogical skills within an ideal model.  These are: (a) activity, (b) expectations, 

(c) cooperation, (d) interaction, (e) diversity, and (f) responsibility. Laitsch (2003) added, 

―Pedagogical preparation, which is the science of teaching and the management of the 

classroom, positively affects teaching practice and student learning‖ (p. 15), which are all 

components of the framework for an ideal teacher education model.   

  These pedagogical theories of education along with the seven transitions that teachers 

need to make in teaching, and the six powerful forces that were outlined, give support and 

credence to pedagogy.  All are important structural components of the framework for the 

primary teacher education model. 

Role of teacher educators. The role of teacher educators and what goes on in their 

classrooms at the university level are considered by administrators as being very significant in 

terms of the outcome of teacher education and significant components in an ideal or desired 

teacher education model (see Appendix F).  As one of the administrators puts it, ―Your 

programme is as good as your teachers‖ (James, 2010, p. 7).  Teachers play a critical role in 

terms of the output of student teachers from the institution.  When the three administrators 

were asked to suggest varied roles of teacher educators and what goes on in their classroom 

that had to be changed in their desired model for their institution, varied recommendations 

were given: 

  Japal (2010) suggests that teacher educators must now work in teams, in partnerships, 

collaborating, rather than working alone as in times past.  Also, he said, learning must be 

designed from the upper levels of Blooms taxonomy—synthesis, analysis, and evaluation 

rather than from the past where lessons focused on the lower level of Bloom’s taxonomy—

knowledge, comprehension, and application.  He also included the point that curriculum for 

now and the future has to connect to students’ interests, experiences, talents, and the real 

world, being integrated and cross-disciplinary rather than  a curriculum that was irrelevant and 

meaningless to students and fragmented.  He ended by saying that teachers from his School 
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of Education must teach students for life, for now and the hereafter; and not just to fill the job 

market as was the focus of teaching from the past.  His elaborations did not indicate specific 

ways in which the upper levels of Bloom’s taxonomy would be incorporated in learning 

designs (p. 4). 

  James (2010) agrees that teachers have to determine the learning result with the 

students, and assign them the responsibility for their learning path; rather than in yesteryear 

when teachers were responsible for the learning path and for assigning the responsibility for 

the learning result, directly to students.  He articulates that teachers must ensure that active, 

research-driven learning be the hallmark of their classrooms, where the focus is on what 

students know, can do, and what they are like after the details are forgotten, rather than 

passive learning, textbook driven, and focusing on memorization and the recapitulating of 

discrete facts, as was done in earlier years (p. 7). 

  Jack (2010), when asked the same questions, said that in the modern 21st century 

classroom, students should be working collaboratively with classmates and even others 

around the world.  Teachers should serve as advisee to the students doing their work on 

tasks and in the solving of their problems.  The assessment of students must be based on 

development and results, thus assigning grades based on what was learnt in the classroom, 

sometimes using self and peer assessments.  This compared to the past where students 

worked in isolation, and the classroom was just between four walls.  Teachers should instruct 

the students into discovering and imparting factual knowledge.  Marks were assigned based 

on factual knowledge acquired, and overall grades were based on tally of averaged marks, 

where no one besides the teacher saw the students’ work, and the teacher was the sole judge 

(p. 7). 

  The archival records of the three institutions, whether online through their individual 

web sites or published documents like their bulletins, had no specific documentations 

regarding what each institution’s teacher education model is, or what model they were 

following.  Because of that, that form of data source was not used in answering the second 

research question.  

  With regard to the second research question I found that in general the responses from 

the administrators from the selected institutions were varied, but had some similarities as to 

the overall desired or ideal teacher education model.  These similarities were in reference to 
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what the research literature had to say about teacher educators in the process of teacher 

education.  The teacher educator’s role is to prepare and equip student teachers with the 

know-how to be ready to cope and manage when they face the reality of the primary 

classroom. 

  The ideal or desired model for the primary teacher education programme in T&T as 

seen through the eyes of three tertiary level administrators has been represented in this 

section of the report.  The main consideration that has come through is that the nation’s 

primary children must be taught to meet the needs of the 21st century.  This means that 

teacher educators must not be teaching for or from the past, or even from the present.  They 

should be teaching student teachers to teach primary school students of the future.  Teaching 

for the needs of 21st century student would be teaching from an ideal or desired teacher 

education model.  The challenge to teacher educators is to be able to send primary 

 teachers out to the nation’s primary school to fulfil those goals.  

Research Question # 3 

The third research question states:  What is the perception of teacher-educators at the 

selected tertiary institutions of their primary teacher education programme?  The sources of 

information to answer this research question are teacher educators as participants in the 

interview process as well as the literature document analysis.  These teacher educators come 

from the three major universities in T&T which offer about eighty percent of teacher education 

degrees in T&T for 2010.  As such they have the right to speak for primary teacher educators 

in T&T.  Three major themes emerged from the data collected in terms of the perception of 

teacher educators.  These themes are: (a) technology and innovations in the classroom, (b) 

critical thinking skills in the classroom, and (c) creativity and engagement in the classroom. 

  Technology. The three teacher educators were in unison with regards to technology 

and innovations in the classroom.  They were all willing to not just share their concerns, but to 

make suggestions and recommendations as to how they think teacher education should be 

functioning.  There were three key concerns, with suggestions and recommendations.  

  Firstly, two of the three teacher educators thought that their institution was not provided 

with adequate technology tools.  They both agreed that their administrations were doing the 

best under the circumstances, but with the trend in teacher education and in the society at 

large, it was insufficient and represented a weakness in their teacher education programme. 
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  Secondly, all three teacher educators believed that teacher educators were  

reluctant in moving in the direction of technology in the classroom.  Jacob (2010) said, ―This 

was true mostly for the older members on staff‖ (p. 1).  Even if most teacher educators had 

access to a desktop computer on their desk, they were under-utilized in most cases.  ―The 

younger members of staff were more inclined to the use of technology in and out of the 

classroom‖ advises (Jerome, 2010, p. 1). 

  Thirdly, ―not enough was done by the administrators to make it compulsory to have 

teacher educators utilize the technology‖ (Jacob, 2010, p. 1).  At those tertiary institutions, 

there is no policy that mandates teacher educators to make full use of the technology.  As one 

of the respondents said: ―maybe this is the case because some of the administrators 

themselves are afraid of the technology‖ (Jerome, 2010, p. 1). 

  Finally, ―the strategies and procedures used by most teacher educators do not readily 

lend themselves to the use of technology‖ (Jerome, 2010, p. 1).  When asked to clarify, one of 

the respondents said that ―a great many of teacher educators at his institution still believe in 

the hard core lecture method of delivery of instruction‖ (p. 1).  The most that could be used in 

those situations is a PowerPoint presentation through a multi-media projector. 

  Teacher education programmes continue to be challenged to prepare prospective 

teachers to use technology "meaningfully" in their instruction.  That was the view of all three 

participants. This implies that ―university faculty in teacher education programmers must 

become proficient at technology use and must better understand content-specific, pedagogical 

uses of technology for their own instruction‖ (Jeffery, 2010, p. 1). 

  Some of the suggestions that came from the teacher educators are as follows: 

―Administrations should look for ways of sourcing funding to acquire more technological 

 tools like laptops, multimedia and elmo projectors, etc. or help subsidize the cost of laptops 

for teachers who may not have one‖ (Jeffery, 2010, p. 1).  A suggestion was made by another 

teacher educator, ―Administration should buy the laptops in bulk, and charge teachers’ salary 

on a monthly basis to repay‖ (Jacob, 2010, p. 1). 

  On the matter of getting teacher educators being more responsive to the technology, 

there was a suggestion to ―have more workshops, especially where there were hands-on‖ 

(Jerome, 2001, p.  2). ―Use younger teacher educators to share their experiences letting the 

older ones realize that it is not as difficult and challenging as it may seem to be‖ (Jacob, 2010, 
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p. 2), was another submission.  ―Having media like projectors set up in classrooms on a 

permanent basis may make it easier to access and use‖ (Jeffery, 2010, p. 1), was another 

suggestion. 

  ―To expose teacher educators to the benefits of utilizing media technology, would help 

to break the fear that some may possess‖ (Jacob, 2010, p. 2).  He continued, ―Moving 

towards a paperless society with the use of word processing programmes to send and receive 

comments on classroom assignments, is one way to go‖ (Jacob, p. 2).  The use of ―track 

changes‖ in Microsoft Word was mentioned as a good example.  ―Showing how the computer 

could be used as an effective tool for assessment, by having online or semi-online 

examinations‖ (p. 3), was yet another example.   

  Also, ―teacher educators should be allowed to do university courses offered at their 

university to enhance their understanding of teaching and learning‖ (Jacob, 2010, p.  3).  

Courses like information technology in education, classroom testing and evaluation, and 

methodology courses were some of the suggestions.  Most importantly, ―teacher educators 

must be shown how effective the internet can be used for research in teacher education.  This 

is a very significant point, since research is the backbone of any teacher education 

programme‖ (Jeffery, 2010, p. 1).  This will be given some more attention in the next chapter.  

  Critical thinking skills. The issue of critical thinking skills in the classroom was the 

next area of concern for teacher educators.  If student teachers, after going through a teacher 

education programme, are poor critical thinkers, it says a lot for the programme offered at that 

institution.  All three participants found that students from their institution were not able to 

think well critically as they should. 

  One participant suggested that the reason for this lack of critical thinking is that 

―students are not reading enough; they do just what is barely needed to get by in school‖ 

(Jeffery, 2010, p.  2). Jacob (2010) thinks that ―teacher educators are not clear on the 

purpose for teaching critical thinking; hence they are not doing enough‖ (p. 3).  Jerome (2010) 

also encourages teacher educators to ―ensure that for each course that is taught, there 

should be a deliberate effort to include assignments to encourage critical thinking‖ (p. 2). He 

went on to suggest that ―working in groups can help in this exercise of encouraging students 

to think critically‖ (p. 2).  Jeffery recommends that ―teacher educators must use teaching 

strategies that require more thinking skills in the process‖  (p. 2).  When asked to expand, she 



 

128 

 

mentioned giving students higher order types of questioning.  Jerome remarks that ―students 

are too involved with computers, and it does much of the thinking for them, so the students do 

not get the time to critically think‖ (p. 2).  Jacob  (2010), when asked about how critical 

thinking can be improved in the classroom, did suggest the Taba teaching strategy, but as he 

added, it is a time consuming method, in situations where class period [time] is already short, 

with so much demands of the curriculum to be covered, it is difficult to use (p. 3).  

  I think this is very revealing about the institution’s attitude towards critical thinking, and 

what priority they give to this most important process that students should be involve in at 

teacher education/training institutions.  

    Hilda Taba’s (1967) model of inductive thinking is a classic in terms of thinking 

processes and how to think critically.  Eisner (1994) recommends five dimensions of critical 

thinking.  They are identified as:  perception, conception, expression, reflection, and re-vision. 

Even if the author has indicated that they relate to the arts, they can be directly applied to 

developing and teaching student’s critical thinking skills.  ―Critical thinking is the ability to 

engage in reflective and independent thinking, and being able to think clearly and rationally‖ 

(Lau, 2009).  Schafersman, 1991 says that critical thinking is an important and vital topic in 

modern education and cites Locheard and Clement (1979) who advise, ―We should be 

teaching students how to critically think.  Instead, we are teaching them what to think‖ (p. 3).  

Joyce and Calhoun (1998) propose the six phases of the inductive model as an option to be 

used by teachers to teach students how to think critically. 

  Research literature has indicated that proponents of collaborative learning claim that 

the active exchange of ideas within small groups not only increases interest among the 

participants but also promotes critical thinking.  According to Johnson and Johnson (1986), 

there is persuasive evidence that cooperative learning teams achieve higher levels of thought 

and retain information longer than students who work quietly as individuals.  I believe that this 

learning strategy needs to be used more often in teacher education classrooms.  Only Jeffery 

(2010) indicated that she, and a few teacher educators from her institution, made use of that 

strategy as a planned teaching method (p. 2).  Schafersman (1991) reasons that ―critical 

thinking improves the thinking skills of students and thus better prepares them to succeed in 

the world (p. 1). 
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  Creativity. On the matter of creativity in the classroom, the participants each shared 

some different views on what it is all about, and how to achieve it in the student teachers’ 

classroom, but all had the same aim in mind which was that creativity should be an integral 

part of any teacher education model.  The definition of creativity is given as ―a mental process 

involving the discovery of new ideas or concepts, or new associations of the existing ideas or 

concepts, fueled by the process of either conscious or unconscious insight‖ (Wikipedia Online 

Dictionary, 2010). 

  Jeffery (2010) says, ―Creativity is a process where teacher educators and teachers 

bring new ideas or concepts in the classroom to enhance the learning process‖ (p. 2). Jacob, 

(2010) concludes that, ―Creativity in the classroom is simply doing things differently to achieve 

the intended objective, and giving students a chance to enjoy doing it in the process‖ (p. 3), 

while Jerome (2010) establishes, ―Classroom creativity is a procedure of doing something in a 

particular way to help reduce burnout for the teacher educator and to help reduce boredom 

for the student‖ (p.  3).  When asked how they would introduce creativity in the student 

teacher classroom, they all had varying suggestions. 

  Jeffery (2010) recommended the ―encouragement of creativity in the classroom by 

modeling creative problem solving, creative writing, open-ended activities, and even drawing‖ 

(p. 2).  She continued to say that it could also involve ―giving students a lot of  

choice and different options when it comes to assignments and projects‖ (p. 3). 

  Jacob (2010) took a different slant to the question by advising that ―teacher educators 

should identify several classroom climate factors that can inhibit student teachers, and avoid 

doing them‖ (p. 4). Some of those factors include the belief that students cannot share their 

ideas, ideas being ignored, mistakes not tolerated, only one correct answer is required.  

These, he proposed, would have the effect on encouraging creativity in the classroom. 

  Jerome (2010) advocated a few strategies that could be used like ―allowing students to 

choose what they want to do in their free time, giving students flexible directions, 

brainstorming ideas, and giving options to students‖ (p. 3).  He continued, not only can 

teachers give options on assignments; they can ask students how they would like to 

accomplish the task. Giving students this kind of choice empowers them and hopefully 

motivates them to do their best (p. 3). 
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  I believe that creativity is having the ability and the temperament to produce novel and 

innovative experiences.  I believe that it adds life to the classroom; therefore it is an essential 

ingredient of every successful classroom, and an important configuration in every teacher 

education model.  ―Teaching models like synectics can enhance creative thoughts‖ (Joyce et 

al., 1992, p. 213).  The use of mnemonics as memorization model can also be used to teach 

creativity.  The different processes used to remember what is important can become a very 

creative procedure (Joyce et al., 1992, p. 159). 

―Creative thinking is a by-product of how students learn to explore ideas‖ (Lashley, 

Matczynski & Rowley, 2002, p. 203).  Although some argue that creative problem-solving 

cannot be taught (Torrance, 1986), many others assert that students can learn how to think 

creatively if they use disciplined techniques for thinking through problems. ―Synectics is one 

such step-by-step technique that can be used by all students, not just those who are gifted" 

(Lashley, Matczynski & Rowley, p. 203).   

Cropley (1994) says that creativity flourishes in an atmosphere that is constructively 

responsive to unusual ideas, and that it has a special role bringing joy and meaning to the 

human condition.  Without creativity we have no art, no literature, no science, no innovation, 

no problem solving, and no progress. 

 If the views of each of the participants indicate a general idea of what was going on at 

the three institutions, then there is the sense that each has different over-riding philosophies 

in place.  The vision and mission statements of the institutions, as displayed on their 

individual web sites, (UWI Web Site, 2004); (UTT Web Site, 2008); (USC Web Site, 2010) 

show differences in views about their perceptions.  What can be construed as a common goal 

is the aim to see an overall improvement of teacher education programme for T&T, and to 

have it reach international and 21st century quality and best practice.  

Research Question # 4 

The third research question asks:  How do teacher educators describe the concerns 

and problems that they are facing in primary teacher education, and what are their 

suggestions for the way forward?  

This question will be addressed by stating and describing what the three teacher 

educators of the selected tertiary institutions, have said in describing the concerns and 

problems that primary [elementary] teacher education is facing.  Their solutions and 
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suggestions for the way forward have been solicited and recorded.  Secondly, what the 

experts in teacher education are saying about the problems and solutions for teacher 

education as revealed through the research literature will be considered.  Both viewpoints will 

be summarized in context as the answer to the research question. 

  Primary teacher education seems to be getting its fair share of criticism in recent years.  

Actually it is more about public education in general, but primary teacher education gets 

dragged into the discussion.  The logic for this seems to go something like this as suggested 

by Jacob (2010), ―If students aren’t learning, it is the fault of teachers; and if teachers aren’t 

helping students learn, it must be the result from poor preparation in teachers’ colleges‖ (p. 4).  

He continues, ―Actually I do not believe that this is the case, I do not believe that primary 

teacher education is poor at all.  I am not saying it is perfect either.  Indeed, for one thing the 

research stats are showing that students are learning more than ever.  Educationists like 

Berliner have made the case that IQ and achievement are higher now than ever‖ (p. 4).  

  One can argue that such criticism may just be politics, since teacher education may be 

easy targets.  Yet, in spite of what is said or done, there are some big issues and challenges 

that contribute to the poor credibility of teacher education.  I will identify some of these 

issues/challenges as were revealed by the teacher educators that were interviewed, as well 

as what the research is saying on them.  One of the main concerns was about the quality of 

students that were accepted into the programme. 

  Entry into programme. The matriculation into the teacher education programme at all 

three institutions were the same for pre-service entry students.  A minimum of five CXC/GCE 

Ordinary level subjects with mathematics, English language, a science subject, and any other 

two subjects.  There were no other means of knowing any details about these applicants, 

except what was written on their application forms.  Generally, from the first semester, a 

number of undesired characteristics are exposed, leading to question the quality of 

applicants. 

  All participants had concerns about quality.  Areas like writing ability, mechanics and 

style, reasoning and critical ability, general deportment, attitude towards work, and verbal 

expression were some of the varying responses of the three participants.  In offering some 

suggestions alleviate those concerns, Jerome (2010) said, ―There must be an extensive 

individual evaluation of each student teacher‖ (p. 3).  Jeffery (2010) notes that ―psychological 
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testing, along with language and mathematical skills tests is essential for all applicants‖ (p. 3).  

Jerome even suggested that ―there should be national established standards for teacher 

registration applied to all applicants, regardless of which university they choose to study‖ (p. 

3).  Jacob (2010) advises that ―each student candidate must be interviewed by a high-

powered team of teacher educators, to see how they act in response to questions of values 

and philosophy to get an idea of their interests, intent, and incentives‖ (p. 4).  The participants 

all agreed that such measures would be able to weed out some of the undesirables, thus 

ensuring that the quality of students in the programme would be improved.  Veenman (1984) 

in a research study of the quality of beginning teachers mentions eight perceived problems.  

These are: classroom discipline, motivating students, dealing with individual differences, 

assessing students’ work, relationships with parents, organization of class work, insufficient 

and/or inadequate teaching materials and supplies, and dealing with problems of individual 

students.  These were considered as undesirable characteristics for student teachers in the 

teacher education programme. 

  The quality of students entering the programme was a chief concern of all participants.  

Leavitt (1992) in recognizing this concern asks the question, ―What conditions can be created 

to permit the recruitment of the most promising teaching talent in light of strong competition 

from other vocations and professions?‖ (p. xii).  The suggestions previously made by the 

participants have given some measures that could be taken.  I believe that, in addition, when 

students are being interviewed, their parents or guardians being present could, from the very 

onset, set the tone in the minds both parents/guardians and the beginning student.  This was 

shared by one of the participant. 

  Quality of teacher educators. The matter of recruiting quality teachers is an important 

concern for administrators.  The attracting of doctoral qualified educators to universities like 

West Indian University (WIU) and Trinidad & Tobago University (TTU) was less of a problem 

than at the University of the Southern Caribbean (USC).  WIU and TTU, being national and 

regional universities, receive grants from the local and regional Caribbean countries 

respectively, to help operate those institutions.  USC, being a private institution, with no 

government grants, depends mainly on school fees and subventions from their religious 

organization to operate.  As a result, salaries are lower at USC, hence being the least 

attractive to doctoral qualified educators. 
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  Japal (2010), the teacher education administrator at USC, had indicated that plans are 

on the way to improve the salaries of faculty members, and in a very distinct way those with 

doctoral degrees.  He said this is a measure to keep the doctoral educators they have on 

payroll, as well as to attract new teacher educators (p. 4). 

  A more serious problem that these institutions were encountering, as was expressed 

by two out of the three participants, was that most of their doctoral degree educators had 

never had any experience teaching at the primary school level; hence it is difficult for some 

educators to adjust to teach student teachers to be primary school teachers.  It becomes even 

more critical when these educators have to assess these same student teachers who teach at 

the nation’s primary schools. 

  Two of the universities involved in this study have been indicating, in their 

advertisements, the requirement of doctoral candidates having some experience teaching at 

the primary level, especially if the position involves primary teacher education.  In some 

cases, as commented by Jerome (2010), in their effort to go for specializations, the option of 

primary teaching experience is overlooked.  Advertisements are made via the printed media 

for all the institutions, and from the institutions’ web site as indicated by two of the three 

participants (p. 4). 

  Student teaching practice. Teaching practice follows different pathways at the three 

institutions.  Overall there is an approximate time period of 12 weeks of actual practice for 

each student teacher at the nation’s primary schools.  The duration and the actual time when 

the practices are done vary with each institution.  What was common to all institutions, as 

confirmed by all three participants, was that student teachers in practicum were not all 

assessed properly and professionally.  It may be ―in terms of the insufficient amount of visits‖ 

(Jeffery, 2001, p. 3), ―the length and or the quality of those visits‖ (Jerome, 2001. p. 4), or ―the 

amount of feedback received after practice‖ (Jacob, 2001. p. 4). 

  A cause for those irregularities to occur is the fact that some teacher educators who 

are assessors and, who at the same time, may be teaching other university courses.  On such 

occasions, it can become very hectic for teacher educators, who sometimes are spread out 

very thinly in these situations, to assess and teach at the same time.  Generally someone 

pays for it, and it is usually the student teachers on practice. 
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  One of the universities, in an effort to help with that problem, is contracting retired 

teacher educators to do most of the student teaching practice assessment.  This, as 

suggested by Jerome (2010), may alleviate one problem but create another.  The whole idea 

of assessing teaching practice as a teacher educator is to see if the theory taught in the 

university classroom, gets transferred to the primary classroom in a practical sense.  With 

contracted assessors, this may be lost. The recommendation is for each contracted assessor 

to sit in the teaching methods classes at the university.  In this way they can be made familiar 

with the teaching techniques before going outside to assess student teachers of them (p. 4).  

Jacob, (2010) said that that the administration of the institutions are required to try to reduce 

teacher educators’ work load during those teaching practice times.  He also suggested that in 

scheduling, effort must be made to have teachers teach their course classes in blocks of time, 

so that other blocks of time could be available for assessing student teachers (p. 5). 

  Teacher educators and research. Twenty-first century teacher educators, in order to 

be on the cutting edge of their profession, must be involved in ongoing research.  A teacher 

educator with a full teaching load that includes having to assess student teachers in teaching 

practice, as well as advising students, along with the demand of ongoing research (even if it is 

action research in or out of the classroom), can be an almost impossible situation.  In most 

cases, the research agenda tends to get left out.  This is suggested as one of the problems 

encountered by each of the teacher educator’s at all three universities.  

  ―Teacher educators have been lobbying to be able to get time off to conduct small 

research studies‖ (Jerome, 2010, p. 4).  One participant, Jeffery (2010) confirms that time-off 

for research study at her institution has started, and from all indications, it is working well.  

One drawback is that only faculty with certain required years in tenure can access those times 

(p. 4).  Jacob (2010) offered the idea that the administration should group teacher educators 

on staff, and have a semester on and off so as to give teacher educators to do some of their 

action or other research studies during the off semester (p. 5).  Jerome even said it was 

essential that the administration of the institutions should consider having a selected number 

of teacher education courses have limited online offerings.  This, he continues, would give a 

little freedom to teacher educators, since some of these offerings can be done from the 

comfort of your office (p. 5). 
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  In reality, that idea for more freedom for teacher educators doing online teaching may 

just be wishful thinking since it may take more time, mostly after working hours, to correct 

assignments and to communicate to students.   

  There are other concerns and problems affecting teacher education world-wide, 

Dunkin (2002) submits from his research that teacher education throughout the world has five 

main areas from which key issues and challenges arise.  These are: (a) recruitment, (b) 

curriculum, (c) structure, (d) governance, and (e) accreditation and standards.  Dunkin went 

on to list five major challenges that generally affect [primary] teacher education in the 21st 

century.  These include:       

1. The raising of the status of the teaching profession to a level at which it attracts the 

best qualified applicants. 

2. Harnessing rapidly developing technology to provide maximum learning opportunities 

for student teachers, especially those in remote areas and those in developing 

countries, where conventional resources such as libraries are impossible to resource 

adequately. 

3. Discovering the optimum balance between theory and practice in the curriculum of 

teacher education in the many and varying contexts in which it is provided. 

4. Developing teacher education structures and curricula that provide optimal balances 

among the academic, humanitarian, aesthetic, and moral domains of human 

experience. 

5. Designing research that takes account of the many complex factors that impinge upon 

the process of teacher education, so that a greater understanding may be gained of 

the ways in which students learn to teach in the myriad of contexts in which they live. 

These issues/challenges from the different departments, listed above, are mirrored in 

some of what is reported by the teacher educators as interview participants from this study.  

Every teacher education model will have some concerns and problems that would be 

encountered.  A primary teacher education model for T&T is no exception.  The concerns, 

issues and problems outlined from the answers have resulted in exposing some very 

important concerns of the teacher education model as the way forward continues.  
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Overview and Summary 

In answering the first four research questions, information from the interview data, 

research literature, archival records as well as document analysis were used.  I found the 

whole experience to be very interesting.  Different important issues were brought to the 

forefront from all participants, but what was most pleasing and surprising for me, was that for 

each issue, (especially in the case of research question # 4) different ideas were presented 

as solutions.  Two of the ideas, (having an interview with each student teacher applicant, 

along with written evaluation), with respect to the issue of student teacher entry into the pre-

service programme I viewed as  different, and those ideas will be used in the development of 

the new model. 

  Overall, based on the responses, even if there were some interesting and unique 

situations, what came through very clearly is that there are some serious lacks or deficiencies 

in the teacher education programmes at the three selected institutions in T&T.  These 

deficiencies were administrative in origin, as deduced from listening to the administrators.  

There were also deficiencies from curriculum development and planning, as well as from 

pedagogical perspectives.  These were established mainly from the data collected from the 

teacher educators from the three institutions.  In the final chapter these deficiencies will be 

disclosed with a view to recommending a way forward for primary teacher education for 

Trinidad & Tobago. 

  The next chapter presents the results for the fifth research question.  By seeking to 

answer the question of what a best practice model of teacher education looks like, there will 

be a revelation of a primary teacher education model for Trinidad and Tobago reflecting best 

practice.  
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Chapter 6 

A Primary Teacher Education Programme Framework for Trinidad & 

Tobago Reflecting Best Practices 

  In this chapter I will answer research question 5:  What would a best practice primary 

education model look like in T & T?  I will: (a) look at what is best practice as documented 

from both the theoretical and the empirical research; (b) review best practice that fit the 

philosophy, assumptions and values within the context of  the University of the Southern 

Caribbean; (c) present a framework of core elements and related components that support 

best practice (a figure with a diagram showing the inter-relationship of the  core elements and 

related components is presented and explained); and (d) propose application procedures for 

the recommended teacher education framework.  A summary and conclusion follows.  

Definition of Best Practice 

Best practice is a methodology that, through experience and research, provides 

evidence that it will lead to a desired result.  The  State of Connecticut (USA) Education 

Resource Center (CERC, 2009) notes that the term ―best practice‖ has been used to describe 

―what works‖ in a particular situation or environment (¶ 4).  Best practice in this paper include 

theoretical and empirical research verified practices and or those practices which match the 

philosophy, assumption and values of the institution in which the model will be implemented.  

  In my theoretical literature review I described four research verified models:               

(a) Dewey’s Reflective Teaching Model, (b) McAvoy’s and Cohen’s Heterogeneous 

Classroom Model; (c) Gabelnick’s and DuFour’s Learning Community or Collaborative Model,  

and (d) Boekaert’s and Zimmerman’s Self-Regulatory Learning Model.  These four models 

(pp. 20-47) formed the basis of the framework I have created.  I looked across the four 

models for common themes and also unique contributions that would match the philosophy, 

assumptions, and values of the teacher education institutions and Trinidad and Tobago.  For 

example, collaboration is a component of my framework and it is a common theme across all 

four models.   

  In discussing the empirical research literature, I was directly influenced in constructing 

the framework by the following researchers: (a) Robert Marzano, (b) Arthur Ellis, (d) Bruce 

Joyce and Beverly Showers, (e) Roger and David Johnson, (f) Benjamin Bloom, (g) Howard 
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Gardner, and (h) the ATE in the United States.  I chose these particular authors because they 

had either conducted a major meta-analysis of the studies in my area of interest and or 

because of their historical importance.  These researchers have all contributed to the 

development of my framework; for example, pedagogy, as one of the components, is 

emphasized by all by providing different research based perspectives of teaching and 

learning.   

  Robert Marzano (2001) contributed 9 research verified classroom practices (p. 7), and 

describes 5 dimensions of learning (1997, p. 4-6) (see Appendix D, p. 159) combining 

curriculum and instruction into one system.  Arthur Ellis (2001) conducted a meta-analysis of 

thirteen teaching innovations, and found three were more consistently supported by research: 

(a) Cooperative Learning, (b) Direct Instruction, and (c) Mastery Learning.  Bruce Joyce 

(1992) contributed the idea of matching teaching models or strategies to thinking processes.  

For example, he presents 22 models of teaching covering 4 categories (information 

processing, social, personal, and behavioural).  In addition, Bruce Joyce and Beverly 

Showers (1980, 1984) developed a research verified training model (see Appendix C, p. 157) 

which provides for staff development that virtually insures transfer of learning from the 

workshop to the workplace.  David and Roger Johnson (1991, 1999) conducted and 

synthesized research on cooperative learning suggesting that, as a teaching strategy, it has 

the strongest research base.  They and others believe cooperative learning should be the 

foundation of all formal teaching.  Benjamin Bloom (1980b) provided a framework for thinking 

about thinking, helping teachers promote both lower and higher level thinking in students.  

Howard Gardner (2006) proposes a very optimistic way of viewing human intelligence by 

expanding the areas of intelligence from the traditional 2 (quantitative and linguistic) to 8 or 

more distinct intelligences.  This helps teachers emphasize different types of learning, and 

create a variety of environments to meet learning differences.      

  The ATE (2008) suggests 9 standards that teachers need to model to demonstrate 

their accomplishment in making an impact on student learning (see pp. 71-79).  These include 

specific indicators for the attainment of each standard. 

  The Australian Association of Research in Education (AARE) eight standards for 

teacher educators (see Appendix E, p. 164) along with the eight characteristics roles of 

teacher educators (see Appendix F, p. 168), help to categorize best practice in teacher 
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education. 

Best Practice that Fits Philosophy, Assumptions, and Values 

My framework was also informed by the institution’s philosophy, assumptions, and 

values as indicated in their bulletin and website (USC, 2010; UTT, 2008; UWI, 2004). The 

inclusion of the integration of faith in the learning process and the practice of servant 

leadership are examples of teacher education components that were derived from the 

philosophy, assumptions and values from my employing organization of thirty-five years, and 

espoused by USC as a faith-based institution.  From this perspective, the Christian worldview 

is foremost, where a Christ-o-centric (a Christ centered) position is most dominant. 

Trinidad and Tobago teacher educators and teacher education administrators also 

contributed to the development and understanding of that framework.  My use of data from 

the bulletin and website of the three selected tertiary institutions, and the results of the 

interviews, allowed me to situate and contextualize the framework.   

  Teacher educators suggested the model should include (a) good, quality student 

teachers, (b) a holistic approach to education, (c) non-compartmentalized programmes, (d) 

components to build tradition and heritage in the students, (e) preparation of teachers as 

leaders, (f) more avenues for student teachers to show innovations, (g) demonstration of 

required practical skills, (h) professional development, and (i) equal opportunities to learn 

while providing equal opportunities for outcomes.  

  The teacher education administrators provided the following ideas for the 

implementation of the framework.  They suggested the need for teacher educators with (a) 

quality, (b) positive attitudes and integrity, (c) knowledge and skills in networking, (d) ability to 

collaborate, (e) ability to use information technology, and (f) the desire to continue learning.  

The teacher education administrators also thought that the teacher educators should produce 

intelligent student novices. 

  The research verified theoretical and empirical data, along with the data collected from 

the interviews, bulletin, and websites help me to create a framework for teacher education in 

Trinidad and Tobago (see page 141 for graphic representation of that framework). 

A framework that supports best practice. This framework has three main 

educational pillars that provide the educational foundation.  Encarta Dictionary (2010) gives 

the definition of pillars as ―an upright structure of an organization which supports and 
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strengthens.‖  Emerging from my analysis that informed this study, these three pillars are (a) 

educational research, (b) professional development, and (c) educational and instructional 

technology.  They support a circular band composed of six elements which inter-relate and 

influence each other.  Wikipedia Online Dictionary gives the definition of elements as 

―statement of fundamental ideas or facts as the basis of strategies.‖ This band represents the 

essential educational structure that holds and secures all the components of the primary 

teacher education framework in place.  The arrows from the broken lines from the band are 

pointing to the inside suggesting that these elements impact and influence the inner 

components.  The six elements are (a) philosophy, (b) modeling, (c) reflection, (d) 

constructivism, (e) collaboration, and (f) servant leadership.  These six elements were 

synthesized from the four teacher education models and the philosophy, assumptions, and 

values derived from the institutions studied.  

  Immediately inside the band of elements is an equilateral triangle which has three 

fronts or faces.  These represent holistic education symbolized by the head, hands, and heart.  

The head represents educational knowledge, the hand—learning environment, and the 

heart— the integration of faith and learning.  The superimposing of a cross within that triangle, 

and fortified on the platform of faith and learning, signifies the impact and influence of the 

teachings of Jesus Christ – the Master Teacher on Christian education, the statement ―the 

cross of Christ … [as] the foundation of all true education‖ (White 1989, par. 7), as well as the 

concept from the declaration, ―In the highest sense, the work of education and the work of 

redemption are one‖ (White, 1952, p. 30). 

  These three fronts of the teacher education framework enclose three educational 

components.  Encarta Dictionary gives the definition of components as ―a part of something 

that forms part of a whole.‖  These essential components of teacher education are 

represented by three concentric circles, which are (a) educational content, (b) teacher 

standards, and (c) community.  The merging of community and educational content results in 

engagement, while community intersected with teacher standards results in diversity.  The 

overlapping of teacher standards and educational content, results in pedagogy.  The merging 

of all three components at the center represents best practice.  The interaction of the pillars, 

the elements, and the components all impact and influence best practice.  Thus we can 

 envision best practice as the core and center of an effective, productive, and efficient teacher  
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education programme.  This framework is shown below in the graphic organizer in Figure 5.    

   

  Figure 5. A primary teacher education programme framework, based on best practice.  
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Application Procedure for the Teacher Education Framework 

An appropriate use of this model would be to (a) redesign the USC teacher education 

programme using this framework and (b) provide a basis for collaborating with other teacher 

education institutions in Trinidad and Tobago.  It also is my desire that this framework be 

helpful to any institution in either restructuring their present teacher education program or in 

building a new teacher education program in the Caribbean or elsewhere.  It could be a 

vehicle for starting the discussion on restructuring of teacher education programs or to 

provide a framework that could be modified for different environments. 

Overview and Summary 

In this chapter I started by defining best practice, using the theoretical and empirical 

research literature, and the philosophy, assumptions and values of the institution (USC).  It 

was contextualized by the use of the bulletins and websites from teacher education 

institutions in Trinidad and Tobago, and interviews of teacher educators and teacher 

education administrators.  The synthesis of the data sources resulted in the formulation of a 

framework.  I illustrated the framework using a graphic organizer to help answer question 

number 5.  In my next chapter I will present the summary, conclusions, and 

recommendations. 
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Chapter 7 

Summary, Implications, and Discussion 

  In the final chapter of this book I will provide an overview of the research problem, 

review the purpose of the study, provide an appraisal of the methodology used to address 

these concerns, and restate the research questions for a clearer understanding of the 

findings.   In a major section of this chapter, I will also summarize the results, discuss their 

implications, and propose recommendations.  In addition, I will suggest areas for further 

research.  There will be a final overview and summary at the end of the chapter. 

Problem Statement 

Although most of the public and private tertiary institutions are presently offering 

bachelor’s degrees for primary teachers, there is no known documented research, at that 

level, in primary teacher education in Trinidad and Tobago (T&T).  The primary focus in this 

study is to describe the teacher education programme using documented research and other 

investigative data and then to suggest what best practices for such a degree programme 

might be.  A proposed framework appropriate for restructuring teacher education adapted to 

the needs of teacher education institutions in T&T will follow. 

Purpose of the Study 

The primary purpose of this research was to design the contents of a curriculum 

framework, using international best practice procedures, for tertiary institutions in the Republic 

of Trinidad & Tobago that were offering the bachelor’s degree in primary teacher education.  

Reasons for the Study 

The research was prompted by two incidents: Firstly, in 2006 the government of 

Trinidad & Tobago made the decision to require a bachelors’ degree in primary/elementary 

education as entry requirements to teach in the nation’s primary schools.  A number of 

students completing their two year Elementary Teacher Training Diploma had a predicament.  

Many of the tertiary level teacher education institutions were at a loss in terms of where to 

place these students into the bachelors' degree programme after accepting them into their 

programme. Different institutions were treating the transfer of credits differently; there was 

need for some commonality.  Some student teachers ended up losing credits and time in the 

process.      
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Secondly, even if there was a world-wide trend of using the bachelors’ degree as entry 

into primary level teaching, the speed and the way it was introduced by the Ministry of 

Education of Trinidad & Tobago, took all the stakeholders of teacher education by surprise.  

There was no official recorded research done or reported to look specifically at the 

introduction of the bachelor’s degree as the benchmark specifically for primary education 

teaching in Trinidad and Tobago.  These two scenarios, along with the fact that just at that 

time I was about to make a decision for a topic for a doctoral dissertation at Northern 

Caribbean University, were the reasons why this area was chosen as the topic of my study. 

Methodology 

―A research design is a specific plan for studying the research problem‖ (Glatthorn & 

Joyner, 2005).  The kind of research design I employed was a qualitative research case study 

that uses an embedded action research element.  I used an action research component 

because it takes place in the natural setting which allows me as the researcher, an 

administrator, and teacher educator at University of the Southern Caribbean, to provide a 

level of detail in the situation which is well-known to me and to help improve the environment 

where I work.  I have chosen a qualitative approach because it has helped me to portray the 

way things were and how participants felt about the way things have been, and what they 

believe now (Gay, 1996, p. 13). 

  With a best practice framework for institutions of teacher education in T&T being the 

ultimate outcome for this research report, the case study seems the best research design.  

Burnes (2000), Yin (2003), and Merriam (1998) advocate the same thought, believing that 

when the research is being carried out in a real life situation, a case study is the preferred 

research strategy.  It is often the best methodology for addressing problems in which 

understanding is sought, which is to improve the preparation and delivery by tertiary-level 

teacher educators in their classroom instruction.  This case study practice is the main process 

from which the theoretical knowledge will assist in the development of the framework for 

primary teacher education. 

Selection of Sample 

The method of choice for this research is a non-probability purposeful sampling.  This 

was supported by Merriam (1998) and Patton (1990).  I used snowball sampling from the 

purposeful sampling group, since interviewees were asked to make reference to other 
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qualified participants.  For this study, I interviewed an administrator and a teacher educator 

from each of the three selected universities for my study, giving a total of six participants. 

Research Questions 

The following five research questions provided the guide to this study: 

1.   How do the chief administrators of the (a) government-run tertiary institution, (b) 

regional-run tertiary institution, and (c) private-run tertiary institution in T&T, (the 

selected tertiary institutions) describe their primary teacher education programme? 

2.   How do the chief administrators of the selected tertiary institutions describe an ideal 

or desired new model for primary teacher education programme in their institution? 

3.   What is the perception of teacher-educators at the selected tertiary institutions of their 

primary teacher education programme? 

4.   How do teacher educators describe the concerns and problems that they are facing in 

primary teacher education, and what are their suggestions for the way forward? 

5.   What would a primary teacher education programme model based on best practices 

look like in T&T? 

Data Sources 

There were four data sources (see Triangulation Matrix, Table 5, p. 90).  They were 

firstly, an amalgamation of all the data from the interview respondents from this study; 

secondly, information from the investigation of the theoretical researched literature; thirdly, the 

analysis of empirical researched literature; and finally, the archival records from the selected 

tertiary institutions. 

Review of Major Findings 

The findings from this research study will be outlined with reference to the research 

questions. This will come from the four data sources that were selected for this research.  

Each of the research questions had specific data sources from which the answers were 

formed.   The findings will summarize the major areas for each of the five questions: 

  Question # 1. The administrators described their present primary teacher education 

programme in terms of five themes:  (a) Composition and make-up—administrators using the 

words ―layers‖ and ―strands‖  (Jack, 2010, p. 4; James, 2010, p. 3), describe the different 

levels of the teacher education programme as being based on the best research, theory and 

practice. (b) Pedagogy—administrators described their programme in terms of the 
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effectiveness and efficiency in terms of teaching/learning methods and teaching/learning 

materials. (c) Technology blended—administrators portrayed their programmes as utilizing 

educational and instructional technology in as many ways as was possible in order to have 

student teachers ready to teach primary students for the 21st century. (d) Critically thinking 

and problem solving—administrators depicted their programmes as using various means to 

have their teacher educators promote critical thinking and problem solving skills in their 

classroom and other interactions with their students.  Locheard and Clement (1979) support 

fully when they said, ―We should be teaching students how to critically think.  Instead, we are 

teaching them what to think‖ (p. 1). (e) All round development—administrators described their 

programmes as catering to the needs of the different dimensions of their student teachers. 

These included mental, social and physical; one administrator included spiritual dimensions 

for his programme.  Because this dimension is almost always left out, I believe the promotion 

of the spiritual is a step in the right direction, and once used properly, can impact positively 

the minds of young people.  This would be a great achievement for any teacher education 

programme. 

  Question # 2. The administrators described an ideal or a desired new model of 

teacher education programme in terms of six themes: (a) High standards and practice—the 

general consensus of all administrators was that they wanted standards to be set high and 

maintained by teacher educators in their classroom.  They expected those high standards be 

shown in terms of the appropriate practice; (b) Performance—administrators expect teacher 

educators to set high performance standards for their student teachers, who in turn    should 

set high standards for their students in the primary classroom; (c) Goals and visions—

administrators expect the new teacher education model to be congruent with the goals and 

vision that governs the organizations; (d) Student-centred education—administrators would 

like to see a teacher education model with a more teacher-centred approach to teaching 

rather than a teacher-centred one;  (e) Pedagogical principles—the ideal teacher education 

model has to be linked closely with pedagogical principles and skills; and (f) Role of the 

teacher educator—administrators said that teacher educators have a very significant  and 

critical role to play if any teacher education model is to be successful.  James (2010) said, 

―Your programme is as good as your teachers‖ (p. 7). 
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  Question # 3. In this question the objective was to get the perception from teacher 

educators of their primary teacher education programme.  They described in it terms of three 

themes:  (a) technology and innovations in the classroom—teacher educators were 

unwavering in their response that this was the primary vehicle to move teacher education into 

the 21st century; (b) Critical thinking skills in the classroom—two of the three teacher 

educators insisted that critical thinking skills should be taught to student teachers, and must 

be part of the curriculum of a quality teacher education model.  James (2010) affirms this 

position when he said, ―The life blood of teacher education programme has to be critical 

thinking.  When we cease having it in our classroom programme, we are dying‖ (p. 4).  This 

was reinforced by Schafersman (1991),  ―Critical thinking skills improves the thinking skills of 

students and thus better prepares them to succeed in the world‖ (p. 1). (c) Creativity in the 

classroom—teacher educators believe that creativity is a mental process that can be taught 

and developed.  William J. J. Gordon (1971), the founder of synectics model, concurs by 

suggesting that ―creativity can be developed in children‖ (p. 36). Creativity must be an integral 

part of the curriculum of a teacher education model. 

  Question # 4. This research question sought to get teacher educators’ viewpoints 

about concerns and problems facing primary teacher education today.  Four specific themes 

were identified.  (a) Entry into the programme—two out of the three teacher educators were 

very concerned about the quality of student teachers entering the programme. The quality of 

the student teachers coming into the programme would influence the quality of teacher 

produced to go to the nation’s primary schools.  (b) Quality of teacher educators—one of the 

three teacher educators  suggested  that teacher educators who never had  any experience 

teaching at the primary level,  had a more difficult time adjusting to the teaching of student 

teachers to go out to primary schools.  When this issue was asked of the other two teacher 

educators, they all concurred. When teacher educators taught with the experience behind 

them, they were more confident about themselves and their overall performance was better.  

(c) Student teaching practice—all three teacher educators felt that student teachers were not 

assessed properly and professionally because of (teacher educators') overwork, lack of 

experience in the primary school setting, and the theory being taught in the teacher 

educator’s classroom was not being transformed to practical activities in the classroom.  (d) 

Teacher educator and research—teacher educators are expected to be involved in research 
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on an on-going basis to keep up with the changes that are happening daily in teacher 

education.  One of the participants felt that teacher educators do not have enough time do 

any kind of quality research (Jeffery, 2010, p. 4).  The other two agreed, and they all 

concurred that it was of concern since they believe that it was a genuine requirement for 

teacher educators. 

  Question # 5. This research question is asking what a primary teacher education 

programme model, based on best practices, would look like in Trinidad and Tobago. All the 

data sources were examined to come up with this end result which is symbolized in Figure 5. 

Implications for the Findings 

A number of questions come up when addressing the implications from the findings of 

this research study.  Some of these questions are addressed below: 

  What does the study mean? The research has shown that educational institutions in 

T&T are offering teacher education programmes without the support and backing of any 

teacher education model that has been tried and verified through documented research.  In 

educational institutions, there is an eclectic putting together of educational aspirations, 

sections from some researched models, and goals that may have come from tried and 

recognized education or instructional models of the past.  These choices were based on the 

ideology or perspective of the person(s) putting it together.   

  There were some reasons for that mode of operation.  With the very sudden move 

from the two-year diploma in primary teacher training being replaced by the bachelor's degree 

in education as an entry qualification to teach in primary schools, and with the government of 

Trinidad & Tobago giving all nationals full tuition scholarships to study at accredited tertiary 

institutions, there has been a surge in programmes, some coming up literally overnight.   

Institutions had to come up with curriculum almost immediately to fulfil the needs of the 

market. 

  Because of the newness of the circumstances, expediency determined a collection of   

strategies that seemingly worked best for teacher education at the given time.  Very little 

study was done to find out firstly, what the research and practice literature has said, and 

secondly, what the real needs of the society were with respect to teacher education.  I have 

tried, with this research, to remedy that situation. 
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  Out of the three institutions participating in the study, only one had a regular bachelor’s 

degree in primary/elementary teacher education operating for the last 26 years.  Another just 

started about four years ago, putting out its first graduates this year.  The last institution was 

in operation for the past 50 years but with a bachelors’ degree that started about 18 years ago 

(George & Quamina-Aiyejina, 2002).  The offering of the bachelor’s degree in primary 

education was an elitist one which had specially prescribed requirements for entry, and 

student teachers were selected by the Ministry of Education of T&T.  The number of student 

teachers accepted was limited to one cohort at a time of about 25 students.  This cohort met 

consistently for one year (Quamina-Aiyejina et al., 1999).  This means that only 25 students 

graduate annually; unfortunately this was only minuscule in terms of the demand.  

  There was a lack of a solid philosophical framework from which teacher education 

programmes originate from all the three institutions of this study.  The nearest semblance of 

an operating philosophical framework was at USC.  Yet, even USC has been offering the 

bachelor’s degree as an affiliated programme from an accredited university from the USA.  

There has been no set model being followed, even if there is a philosophical base from which 

it is operating from (Tommie, 2010).  Like the other two institutions, there was a list of 

required courses that formed the curriculum. 

  How do I interpret the findings? At the beginning of this study I mentioned that the 

primary focus in this study was to describe the teacher education programme, from using 

documented research and other investigative data, to suggest what the best practices for 

such a degree programme might be.  After studying the major teacher education programmes 

in T&T, I believe that there is dire need for tertiary institutions in T&T, offering the bachelor’s 

degree in primary teacher education, to develop their curriculum and programme around tried 

and proven teacher education model(s) that is/are supported by documented educational 

research. I am of the opinion that in T&T we are in a developmental stage where research 

has not yet fully impacted primary teacher education.  It is an ongoing process, and with time 

we will get there.  In the meantime we are making incremental progress, and the findings of 

research studies like this one, I believe, will help in that developmental process. 

  What sense do I make of the findings? There is a challenge ahead in terms of where 

primary teacher education is going.  There needs to be an evaluation of what is taking place 

at the nation’s teacher education institutions with an effort to make the programme more 
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research-based.  As the researcher doing the preliminary research, and proposing a 

framework for a teacher education model, I would extend the invitation firstly to the 

administrators of the three selected tertiary institutions to collaborate with me in initiating and 

implementing this framework; and secondly, to all other tertiary level institutions offering 

primary education bachelors’ degrees. 

  I will also take the opportunity to suggest that the framework in this study be used to 

restructure the teacher education program at USC.  I will then offer to assist in the 

development of the framework.  Much work in developing the details involved in the 

restructuring needs to be established. 

  I will make available a copy of the report of this study to the reference section of the 

three tertiary institutions involved in this study, the reference section of the main public library, 

and to the Chief Education Officer of the Ministry of Education of T&T. 

  What is the relationship of this current study to previous research? As stated 

earlier in this report, there has been little known published research in the area of primary 

teacher education at the four-year bachelor’s level in T&T.  Extensive research was done by 

MUSTER (2000-2002) leading to eight reports on teacher training at the two-year level.  

These were used as part of the research literature for this study.  I hope that as this study is 

formalized, it can be used as a basis from which other research will continue and build upon. 

  What are my recommendations for teacher educators? After looking at the findings 

of this study, there are 12 suggestions that I offer.  Because the administration of any 

educational institution is responsible for the developing and operating of any programme 

under its purview, most of my recommendations are for the administration of the academic 

institutions. 

 1.  It is essential that primary teacher educators have some experience working and 

     teaching at the primary school level before being able to be an effective teacher 

     educator. 

 2.  Great care should be taken when accepting student teachers into the teacher  

     education programme, because there is need to get higher quality candidates. 

  3.  Ensure that the kinds of technology that is available to primary schools be available 

     to teacher educators, and to student teachers, so that when they go out to teach at 
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     these primary schools; they would be familiar and have a working knowledge of the 

     available technology. 

 4.  Have student teachers completing classes/courses together as much as possible, in 

     possibly cohort style from first year to final year, to create more time for working 

     together, and to promote more collaboration in teacher education efforts. 

 5.  It is imperative that teacher education must be delivered from a location that is known 

     as the ―Teacher Education Centre‖ or ―School of Teacher Education,‖ or known as   

              the ―Seat of Education‖ at the university, preferably from its own set building or  

              building complex. 

 6.  Steps must be taken by all three institutions to coordinate their programme course 

     offerings so that a student teacher can transfer from one teacher education   

              programme to the next at any of the three institutions.  A collaborative effort on the   

              part of all three institutions will be one of the best ways forward.      

 7.  The university continues to officially follow, support, and assess all student teachers 

     (after completion of all requirements and graduation) for a period of two to three  

              years.   

 8.  The student teacher receives his/her professional status as a teacher in an induction 

     ceremony one year later, after going through a one-year induction/professional  

     developmental programme while teaching at the primary school.  During that year 

     there should be ongoing professional development exercises taking place within the 

     school system.  In such an approach, the various universities can be involved.  The 

     university would partner with schools and the community and the students would 

     spend significant amounts of time there before and even after graduation.  Even 

     methods classes could be taught in the local schools. 

 9.  The administration of the university teacher education programme should have  

     discussions with the Ministry of Education, and other relevant boards with a view to 

     give recognition to the one year induction programme.  This recognition or  

              professional award must have some tangible award like increments in salary. 

       10.  The teaching practice as part of the teacher education programme needs to be  

     restructured to incorporate the one year teaching internship of student teachers as  

              part  of the programme. 
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        11. Teacher education institutions put measures in place to ensure that theoretical  

     aspects of the teacher education model are applied in a practical sense to the  

              primary school classroom.  This would include increasing the use of micro-teaching  

              sessions. 

       12.  There must be some structured and systematic research-based approach and  

     process to initiate, implement, and convert the elements and components of the 

     framework into the structure and organization of the teacher education programme at 

     the institution.   

  There has to be collaboration with the institutions in this regard.  Even if there is no 

collaboration, I would need to use the Concerns-Based Adoption Model, (CBAM) (see 

Appendix G, p. 172) a people development process model, to develop an innovation 

configuration to help in the collaborative process.  The CBAM is a structured process that 

would add a level of specificity to the proposed framework that would make it operational. 

(Sweeny, 2003) 

Suggestions for Additional Research 

One of the areas that stood out in this research was that more research work needed 

to be done on the issue of practice teaching.  The research revealed three different 

approaches being used by all three institutions; all indicated that it was not the correct plan as 

yet.  They all agreed it was a work in progress to be able to assess student teachers in the 

primary schools and to have it done well.  I would like to see research done to find out what 

may be the best approach to use in the circumstances that exist in T&T. 

  This research was done with primary education in mind.  I suggest that research be 

conducted on a best practice model for both early childhood education and secondary teacher 

education in Trinidad and Tobago. 

Overview and Summary 

The aim of this last chapter was to give the reader a snapshot of the whole study.  I did 

that by starting with a synopsis of the research problem, purpose, and methodology.  Using 

the research questions as a frame of reference, the results were summarized and discussed.  

Recommendations and suggestions were listed as the report of this study ended. 
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Appendix A 

Interview Protocol 

   As part of the mission to get thorough the comprehensive information as part of my 

data, I will conduct a series of semi-structured, face-to-face interviews with experienced 

individuals who, I think, have the potential to share information and details to help me gain 

perspective in my study.  I will be interviewing a minimum of one university administrator, and 

one university teacher-educator, from each of the three selected universities.  Merriam (1998) 

supports the use of interviews when she describes it as ―a major source that is often used for 

obtaining qualitative data in order to understand a phenomenon‖ (p. 91). 

The interview questions will be used as a medium to obtain answers for the research 

questions from my study.  The questions are listed below: 

 

Interview Questions for University Administrators and Teacher Educator 

 

1.    Tell me what has been the driving force in you being the kind of educator/ 

administrator you are today? 

2.    As you look back in your experience, what would you consider the most important 

facet of your teacher education programme that made the most positive impact on who 

you are today as a teacher educator and/or administrator? 

3.    What would you consider as the strengths of the teacher education programme that 

you received, and why? 

4.    What do you see as the major weakness of the teacher education programme that you 

received, and why? 

5.    What do you think is special about the teacher education programme delivered at your 

tertiary institution over the last ten years?   

6.    What, in your opinion, would you consider the major similarities and differences 

between then and now in teacher education programmes in T&T? 

7.   If you had a chance to effect any changes in the present education model, what would 

it be, and why would you make such changes? 
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8.    If as one of the administrator/teacher educators, you were asked to state what is 

uniquely different with the teacher education programme delivered at your institution 

compared to the programme of the other two major tertiary providers, what would that 

be? 

9.    Do you think there are major drawbacks of teacher education as is practiced in the 

twenty-first century as compared to the late twentieth century?  If there are, what might 

they be?  If there are not any, why not? 

10.  It has been said that teachers of yesteryear are better than teachers of today.  Do you 

agree or disagree?  Why did you take that position?  How did you come up with that 

conclusion? 

11. If you were investigating best practices at the three major educational establishments 

in Trinidad & Tobago with a view to developing a model of best practices for T&T, how 

would you approach such a task, how would you go about it?   

12. What does an ideal teacher education model from your perspective look like?  What 

are some of the components that you would include or leave out compared to what is 

being offered at your institution? 
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Appendix B 

Informed Interviewee Consent Form 

 

 
         Mandeville, Manchester, Jamaica.  W. I. 

 
  Franklyn Baldeo, a student of the above University, is undertaking a qualitative 

research for his PhD dissertation in the area of ―Best Practices in Teacher Education 

Programmes in Trinidad & Tobago.‖  One element of this study involves individual interviews, 

asking people to discuss their own experience of, and opinions about, teacher education in 

Trinidad & Tobago. 

  The University understands that you are willing to be interviewed by Mr. Baldeo.  It is 

important to the University that only people who want to do so participate in this study.  We 

make sure of this by asking you to sign this form to confirm that you have freely agreed to be 

interviewed. 

You should be aware of the following: 

1.   The interview will be approximately forty-five minutes in length, and will be digitally 

recorded. 

2.   You do not need to answer any particular question and that you may stop the interview 

at any time. 

3.   Your name and identity will remain confidential in any publication or discussion from 

this study.  

4.   You will be given a chance to review and make comments about the transcript, as 

requested, in due course. 

5.   You will be one of six persons being interviewed for this research, and the interview will 

be conducted at a place and time that is convenient to you. 
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6.   The information shared during the interview will be used solely for the purposes of 

helping identify best practices in teacher education programmes in Trinidad & Tobago. 

7.   When this material becomes available, it may be read, quoted, or cited from and 

disseminated for educational and scholarly purposes only. 

8.   This consent does not preclude any use, which the researcher may want to make of 

the information contained in the recordings or transcription for this research. 

  If you have questions/concerns about the research, you may contact the researcher 

Mr. Franklyn Baldeo at [phone] (868) 799-7832 / 351-9811(m) / 663-5468 (h) or by E-mail at 

baldeo@hotmail.com  or to the Chair of his dissertation committee: Dr. William H. Green at 

[phone] (334) 730 4608(h) or 322 2891(m) or by E-mail at rbtraveling@gmail.com  

  By signing this consent form, you are indicating that you have read the above 

document, you understand the terms, and hereby agree to participate in this study. 

Participant’s Name (please print):  …………………………………………………… 

Participant’s Signature:  …….………………………………………………………… 

Date: …………………………………. 

Researcher’s signature: ……..………………………………………………………… 

Date: ………………………………… 
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Appendix C 

Teacher Training Models  

  Joyce and Showers (1980, 1984) have outlined the components of effective teacher 

training.  First, teachers should learn about the theory or rationale behind a given strategy or 

procedure.  Second, they should see demonstrations.  Third, teachers need a chance to 

practice and get feedback on their performance.  Ideally this should initially take place in a 

relatively "safe" environment where teachers can concentrate on mastering the skills and 

concepts without having to deal with all the complexities that arise in real classrooms.  Finally, 

teachers need help transferring the new behaviours to the classroom from a coach who can 

detect errors in application and point out correct responses.  

 The system of training described by Joyce (1988) combines four components: 

(a) The study of the theory and research of a teaching skill. 

(b) Demonstrations of the teaching skill. 

(c) Simulated practice of the skill, and 

(d) Self-feedback on skill acquisition. 

  Cruickshank & Metcalf (1990, p. 474) indicate research to substantiate fifteen 

principles for training.  

(a) Establish clear performance goals and communicate them to learners. 

(b) Insure that learners are aware of the requisite level of skill mastery. 

(c) Determine learners’ present skill level. 

(d) Introduce only a few basis ―rules‖ during the early learning stages. 

(e) Build upon learners’ present skill level during early learning stages. 

(f) Ensure during the initial acquisition stage, a basic, essential conceptual       

understanding of the skill to be learned and when and why it is used. 

(g) Demonstrate during the initial acquisition stage what final skill performance should 

look like, drawing attention to salient features of the skill or sub-skills, as in the case 

of clarity. Provide sufficient opportunity to learn and apply the feature labels to the 

demonstration. 

(h) Provide opportunity for learners to discuss the demonstration. 
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(i) Provide sufficient, spaced, skill practice after understanding of the skill has been 

developed, in both sub skill and cumulative whole-skill acquisition. 

(j) See that practice of the skill is followed by knowledge of results. 

(k) Provide frequent knowledge of results early in the learning process that is more 

effective if given with less emphasis on response quantity than on quality. 

(l) Provide knowledge of results after incorrect performance of a skill, which is most 

important. 

(m)Delay knowledge of results when the learner is beyond the initial stage of learning, 

which can be as effective as immediate knowledge of results when performance is 

correct or good. 

(n) Provide for transfer of training that is enhanced by maximizing similarity between 

the training and the natural environment, over learning salient features of the skill, 

providing extensive and varied practice, using delayed feedback, and inducing 

reflection and occasional testing. 

(o) Provide full support and reinforcement for use of the skills in natural settings. 
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  Appendix D 

Dimension of Learning 

  An important conceptual understanding of teaching and learning in the process of 

teacher education lies in the comprehensive model of the ―dimensions of learning‖ (Marzano 

et al., 1997).  It uses what researchers and theorists know about learning to define the 

learning process.  Its premise is based on five types of thinking—what we call the five 

dimensions of learning—which are essential to successful learning.  The dimensions 

framework helps to:  (a) maintain a focus on learning, (b) study the learning process, and (c) 

plan curriculum, instruction, and assessment that takes into account the five critical aspects of 

learning. 

  Implicit in the dimensions of learning model, or framework, are five basic assumptions: 

1.   Instruction must reflect the best of what we know about how learning occurs. 

2.   Learning involves a complex system of interactive processes that includes five types 

of thinking—represented by the five dimensions of learning. 

3. A primary school curriculum should include the explicit teaching of attitudes, 

perceptions, and mental habits that facilitate learning. 

4.   A comprehensive approach to instruction includes at least two distinct types of    

instruction:  one that is more teacher directed, and another that is more student  

directed. 

5.  Assessment should focus on students’ use of knowledge and complex reasoning 

processes rather than on their recall of information. 

 The five dimensions of the learning process follows:   

1.  Attitudes and perceptions.  These affect students’ ability to learn.  A key element of 

effective instruction is to help students establish positive attitudes and perceptions about the 

classroom and about learning.  Effective teachers continuously work to influence attitudes and 

perceptions, often so skilfully that students are not aware of their efforts. Two types of 

attitudes and perceptions are enhanced:  

  (a) Helping students develop positive attitudes and perceptions about classroom 

climate.  This is done through feeling accepted by teachers and peers, and experiencing a 

sense of comfort and order. Teachers achieved this by: (i) eliciting positive attitudes and 
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perceptions from learners, and (ii) teaching the learner how to maintain positive attitudes 

and perceptions or change negative or detrimental ones.  

  (b) Helping students develop positive attitudes and perceptions about classroom 

tasks.  This is achieved by:  (i) recognizing tasks as valuable and interesting, and  

(ii) believing students have the ability and resources to complete tasks. 

2.  Acquisition and Integration of Knowledge 

These examine two types of knowledge—declarative and procedural.   Declarative 

knowledge engages students’ construction of meaning.  This entails linking new information to 

prior knowledge, to look for patterns in the information, and to provide a mental arrangement 

of consciously storing the information in memory.  A master teacher will use correct research 

based strategies, such as graphic organizers, mnemonics, concept maps, charts, among 

others to enhance students’ understanding of basic knowledge.  

  For procedural knowledge, students should be encouraged to construct models, and 

develop ways to know the steps involved in performing skills or processes. Also, they will 

need to shape the procedure by becoming aware of variations in using the process, 

discovering potential problem areas, and using the process in different contexts.   

  The overall goal of procedural knowledge is to learn the skill well enough to perform it 

proficiently and accurately without consciously thinking about every step.  One of the 

weaknesses that is often observed in teaching procedural knowledge is the unawareness of 

students in recognizing important variations.  Teachers need to be cognizant of this and 

provide specific practice in these variations, which is likely to result in students refining and 

extending their knowledge.  

3. Refining and Extending Knowledge  

  To learn declarative and procedural   knowledge requires much more than simply 

recalling information or mechanically performing a procedure. The most effective learning 

occurs when students develop an in-depth understanding of important knowledge so that they 

can apply that knowledge in school and in life. To develop this understanding, learners extend 

and refine the knowledge they initially acquire. This occurs as learners examine and analyze 

knowledge and information in a way that helps them make new connections, discover or 

rediscover meanings, gain new insights, and clarify misconceptions.  
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To develop such an understanding requires using reasoning processes that are more 

complex than those used when knowledge simply is being recognized or reproduced. It 

necessitates using processes that change—extend and refine—the knowledge 

The authors propose eight complex reasoning processes as resources for teachers to 

help students extend and refine their knowledge. It is not sufficient to simply ask students 

questions or give them assignments that require these types of reasoning processes.  

Teacher educators need to directly teach the processes. The following eight reasoning 

processes can be used to deepen students’ understanding of what they are learning.   

  (a) Comparing.  Identifying and articulating similarities and differences among items;   

  (b) Classifying. Grouping things into definable categories on the basis of their 

attributes;   

  (c) Abstracting.  Identifying and articulating the underlying theme or general pattern of 

information;   

  (d) Inductive reasoning.  Inferring unknown generalizations or principles from 

information or observations;   

  (e) Deductive reasoning.  Using generalizations and principles to infer unstated 

conclusions about specific information or situations;   

  (f) Constructing support.  Building systems of support for assertions;   

  (g) Analyzing errors.  Identifying and articulating errors in thinking; and  

  (h) Analyzing perspectives.  Identifying multiple perspectives on an issue and 

examining the reasons or logic behind each. 

  Each of these reasoning processes is used unconsciously by people every day. We 

compare things, draw conclusions inductively, and analyze other people’s perspectives during 

informal interactions and in learning situations.  However, when teachers require students to 

use these processes as a means of extending and refining knowledge, they must intentionally 

teach the steps involved in the processes so that students use them knowingly and rigorously. 

4.  Using Knowledge Meaningfully  

  To use knowledge meaningfully is to engage learners in using knowledge in a context 

that is meaningful to them. Students must not simply complete tasks because they were 

assigned.  They must perceive tasks as being meaningful and relevant; hence they would 

be motivated to acquire the knowledge needed to complete the task.  As a result, they 
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may achieve a higher level of understanding and proficiency related to that knowledge and is 

more likely to demonstrate what they have learned.   

Tasks that require students to use knowledge meaningfully, therefore, are a powerful 

method—and potentially a more accurate method—of assessing learning.  This requires 

students to engage in thinking and reasoning that is quite different from that required when 

they are asked to simply recall, restate, recognize, recollect, reiterate, or otherwise reproduce 

knowledge. Using knowledge requires students to engage in complex thinking and reasoning 

processes. Six of these reasoning processes have been identified and defined by the authors:    

  (a) Decision making.  Generating and applying criteria to select from among 

seemingly equal alternatives;  

  (b) Problem solving.  Overcoming constraints or limiting conditions that are in the way 

of pursuing goals;  

  (c) Invention.  Developing unique products or processes that fulfil perceived needs;  

  (d) Experimental inquiry.  Generating and testing explanations of observed 

phenomena;  

  (e) Investigation.  Identifying and resolving issues about which there are confusions or 

contradictions; and  

  (f) Systems analysis.  Analyzing the parts of a system and the manner in which they 

interact. 

5.  Habits of the Mind 

Habits of the Mind, identifies productive mental habits that, along with attitudes and 

perceptions, form the backdrop of the learning process. Students benefit in two principal ways 

when they develop productive mental habits. First, developing such habits of mind can 

enhance learning of academic content knowledge. Second, productive mental habits will 

serve students well in the future because these habits should increase their abilities to learn 

in any situation. Productive mental habits help students to be successful learners in whatever 

circumstances they encounter. 

  The term habits is used because it is important to increase the frequency with 

which students display them and it can suggest exhibiting behaviour so automatically it 

is almost unconscious. These habits fall into three general categories: critical thinking, 

creative thinking, and self-regulated thinking.   
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 Critical thinking.  If you have mental habits that exemplify critical thinking, you tend to:  

  (a) Be accurate and seek accuracy.  

  (b) Be clear and seek clarity.  

  (c) Maintain an open mind.   

  (d) Restrain impulsivity.  

  (e) Take a position when the situation warrants it.   

  (f) Respond appropriately to others' feelings and level of knowledge.  

  Creative thinking.  If you have mental habits that exemplify creative thinking, you tend 

to: 

  (a) Persevere.    

  (b) Push the limits of your knowledge and abilities. 

  (c) Generate, trust, and maintain your own standards of evaluation. 

  (d) Generate new ways of viewing a situation that are outside the boundaries   

         of standard conventions.  

  Self-regulated thinking.  If you have mental habits that exemplify self-regulated 

thinking, you tend to:                 

  (a) Monitor your own thinking.  

  (b) Plan appropriately. 

  (c) Identify and use necessary resources. 

  (d) Respond appropriately to feedback.  

  (e) Evaluate the effectiveness of your actions (Marzano et al., 1997). 
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Appendix E 

Standards for Teacher Educators 

These standards for teacher educators were the result of extensive research 

conducted by Margetts and Ure (2007) on behalf of the Australian Association of Research in 

Education (AARE).  The research was conducted in 2006, and the findings presented at an 

AARE conference in 2007. 

  They were presented subsumed in three distinct themes.  Standards 1 – 3 followed a 

professional knowledge theme.  Standards 4 – 6 developed from a professional practice 

theme, while standards 7 and 8 expanded within the professional engagement theme. 

Standard 1.  Teacher educators know how students learn and how to teach them 

effectively   

  Because of that they: 

 have a critical understanding of assessment, understanding its formative and 

summative uses and common applications; 

 have knowledge of theory and contemporary research in child and adolescent 

development and other fields of study which; 

 contribute to an understanding of student learning;  

 know the principles and skills of instruction and program design and know how to 

engage students actively in learning;  

 have a sound knowledge of the role of language and literacy in learning, of the 

conceptual, cognitive or developmental steps students make and of barriers to 

learning;  

 are aware of how curriculum and assessment frameworks are structured to support 

learning. 

Standard 2.  Teacher educators know the content they teach 

  As a result they: 

 have a critical understanding of the content, processes and skills of the content 

areas they intend to teach;  

 are aware of the key concepts, structure and developments in their content areas;  
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 know the methodologies, resources and technologies used to support and assess 

student learning within their curriculum areas;  

 know the importance of literacy and numeracy to their content area and can 

incorporate strategies to support literacy and numeracy in their teaching;  

 are aware of tools and practices for assessing, recording and reporting student 

learning progress to parents and other stakeholders.  

Standard 3.  Teacher educators know their students 

  In so doing they: 

 demonstrate empathy and positive regard for and rapport with students;  

 regard all students as capable of learning and demonstrate an understanding of 

and commitment to equity in their practice;  

 know how to identify the prior knowledge, the learning strengths and weaknesses of 

students, and other factors which impact on learning;  

 have an understanding of cultural and religious diversity and of sociological factors 

which may influence the students they teach; 

 are aware of common teaching and classroom management challenges and 

develop appropriate professional responses to them.  

 understand the legal and ethical dimensions of teaching and the nature of their 

professional commitment to students; 

 appreciate the position of trust they are given by parents/guardians and the 

community and are aware of ways parent/teacher partnerships can be developed. 

Standard 4.  Teacher educators plan and assess for effective learning 

For this reason they: 

 use their professional knowledge to establish clear, challenging and achievable 

learning goals for students as individuals and groups;  

 design lesson and unit plans which integrate a range of activities, resources, and 

materials to support learning, including the use of ICT and other learning 

technologies; 

 evaluate student responses and work samples, using a variety of strategies and 

tools to make appropriate assessments of learning and plans for future teaching 

and learning activities;  
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 plan learning sequences and units which are consistent with curriculum statements, 

frameworks and assessment structures commonly used in schools;  

 monitor and record student learning, providing appropriate feedback to students on 

their progress and how to improve, and for reporting to parents.  

Standard 5.  Teacher educators create and maintain safe and challenging learning 

environments 

Because of that they: 

 establish clear expectations of behaviour for a safe learning environment for all 

students;  

 model exemplary behaviour for co-operative learning and positive interactions with 

others;  

 are aware of and can use a range of strategies to establish a positive and inclusive 

learning environment where all students can learn and are challenged;  

 manage the materials, resources and physical space of the school to ensure a safe 

and challenging environment for learning;  

 work within the legal and ethical framework expected of all teachers and maintain 

appropriate professional relationships with students;  

 work co-operatively and purposefully with colleagues and other professionals who 

share responsibility for the learning and welfare of their students.  

Standard 6.  Teacher educators use a range of teaching practices and resources to 

engage students in effective learning 

  By so doing they: 

 understand and employ strategies for building effective relationships with students, 

parents and colleagues;  

 model curiosity and enthusiasm for learning and are aware of strategies to make 

the content they teach accessible and relevant; 

 create opportunities for students to explore ideas and emerging understandings 

and to develop skills;  

 use a range of teaching approaches which foster independent and cooperative 

learning, cater for different learning needs and respond flexibly to the dynamics of 

the classroom;  
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 access and use a range of teaching and learning resources and technologies to 

support student learning;  

 use effective oral, written and electronic communication skills to communicate with 

students, their parents and colleagues. 

Standard 7.  Teacher educators reflect on, evaluate and improve their professional 

knowledge and practice 

As a result they:   

 recognise the value of regularly reflecting on their professional knowledge and 

practice, and develop strategies for reflection; 

 are aware of their own strengths, preferences and needs as a learner, and can 

identify areas for development as an emerging practitioner and member of the 

profession;  

 engage in discussion of contemporary issues and research in education;  

 demonstrate a commitment to continuing professional learning and employ effective 

strategies to develop their knowledge and refine their professional practice;  

 understand the structures and skills which underpin collegiate practice and 

demonstrate a capacity to work collaboratively within the profession.  

Standard 8.  Teacher educators are active members of their profession 

For this reason they: 

 are aware of the ways teachers typically engage with their profession, and 

demonstrate a capacity to do so themselves;  

 demonstrate a capacity to contribute to a professional learning community in a 

school and in the wider community;  

 understand the social, political and ethical dimensions of education and within that 

framework can articulate a vision or philosophy of the role of a teacher generally 

and of their work specifically;  

 are aware of stakeholders, industrial structures, career opportunities, and 

regulatory requirements which impact on the teaching profession;  

 are aware of common administrative and professional duties and expectations of 

teachers, and can fulfil these competently. 
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Appendix F 

Roles of 21st Century Teacher Educator 

The Figure 6 gives an indication of the many roles of the teacher educator:  

            

Figure 6.  Roles of the 21st century teacher educator 

The adaptor. The 21st Century teacher educator is an adaptor who must be able to 

adapt the curriculum and the requirements to teach to the curriculum in imaginative ways.  

They must also be able to adapt educational software and informational technology hardware, 

designed for a teaching and instruction in the classroom, to a variety of age groups and 

abilities. 

They must also be able to adapt to a dynamic teaching experience.  When it all goes 

wrong in the middle of a class, when the technologies fail, the show must go on.  Teacher 

educators must understand and apply different learning styles, and be able to adapt teaching 

styles to be inclusive of different modes of learning. 

The communicator. It has been said that learning should occur anywhere or anytime.  

In order for this to happen, the teacher must be anywhere and at anytime.  It does not have to 

be the same teacher, but 21st Century teacher educators are communicator.  They must be 

fluent in tools and technologies that enable communication and collaboration at anytime.  

They must go beyond learning: how to do, facilitate, stimulate, control, moderate, and 



 

169 

 

manage communication.   

   Visionary teacher educators must have an eye for other ideas and envisage how they 

could be used in their class.  These visionaries also must look across the disciplines and 

through the curricula to make links that reinforce and value learning in other areas, and to 

leverage other fields and disciplines to reinforce the teaching and learning of their students 

The learner. Our students are expected to be lifelong learners as well as teacher 

educators and primary school teachers.  Teacher educators must continue to absorb 

experiences and knowledge and endeavour to stay current. This means that they should not 

be using lesson and unit plans from five years ago.  Knowledge, understanding and 

technology are fluid and dynamic, and are evolving and changing continuously.  To be an 

excellent teacher educator one must change and learn as the horizons and landscape 

changes.  The 21st Century teacher educator must learn and adapt. 

The visionary. Imagination is a key component of adaptability and is a crucial 

component of teacher educators of today and tomorrow.  They must look continuously to see 

the potential in the emerging tools and informational technologies that are changing daily, 

grasp these and manipulate them to serve their needs.  Only then can teacher education be 

said to be on the cutting edge.  

The leader. Whether teacher educators are involved with and in they must be leading 

by example.  The 21st century teacher educator as a leader must have the motto ―do as I say 

and do as I do,‖ and both must be on the same wavelength.  Leadership, like clear goals and 

objectives, are crucial to the success or failure of any project.  Elements of leadership like 

vision, skills, incentives, resources, and action plan must be engaged by teacher educators 

for the success of teacher education.  Thousand and Villa (2010) in their paper, Managing 

Complex Change, give a brilliant summary of these leadership elements in operation.  These 

are outlined in the following Table 6. 
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Table 6 

Results of Elements of Leadership in Operation  

vision + skills + incentives + resources + action plan + = success 

 skills + incentives + resources + action plan + = confusion 

vision +  incentives + resources + action plan + = anxiety 

vision + skills +  resources + action plan + = resistance 

vision + skills + incentives +  action plan + = frustration 

vision + skills + incentives + resources +  = False start 

 
(Thousand & Villa, 2010)   

 

The model. Teacher educators must always model the behaviours that are expected 

from students.  There is always an expectation that primary teachers will teach values.  

Teacher educators and teachers are often the most consistent part of students’ life.  Teachers 

tend to see students more often, for longer periods, and more reliably than their parents.  This 

is not a criticism of parents, but rather a reflection. 

  The 21st century teacher educator also models reflective practice, whether it is the 

quiet, personal inspection of their teaching and learning, or through reflective practice via 

blogs, twitter and other medium.  Teacher educators must look both inwards and outwards, 

since most of what they model will be reflected by primary teachers in their classrooms. 

  Some other important characteristics that should be modelled include: (a) tolerance, (b) 

acceptance, (c) a wider view than just their curricula areas, (d) global awareness, and (e) 

reflection.  

The collaborator. LinkedIn, Blogger, Wiki spaces, MSN, and MySpace are some of 

the collaborative tools to enhance and captivate the 21st century learners.  Teacher educator 

must be able to leverage these internet means in an effort to be collaborators; sharing, 

contributing, adapting and inventing various facets of teacher education. 

The risk taker. How can teacher educators know all these things?  How can they 

know how to use and how to teach them?  There are so many things, so much information to 

learn.  Teacher educator must take risks and sometimes surrender to the students’ 

knowledge.  Teacher educators must have a vision of what they want, know what the 



 

171 

 

technology can achieve, identify the goals, and facilitate the learning process.  By using the 

strengths of the digital natives to understand and navigate new products, they can have the 

students teach each other.  The learning pyramid shows that the highest retention of 

knowledge comes from teaching others. Teacher educators must trust their students. 
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Appendix G 

Concerns-Based Adoption Model (CBAM) 

 The Concerns-Based Adoption Model (CBAM) is a very well-researched model which 

describes how people develop as they learn about an innovation and the stages of that 

process.  Actually, the CBAM is a complex, multi-part system, of which the "Stages of 

Concern" is but one part.  However, it is the one part which the author most prefers and with 

which he has the most successful experiences.       

 Sweeny (2003), has used the Stages of Concern hundreds of times for planning 

mentoring and other staff development programmes and activities of every imaginable kind 

since 1986 when he first was trained on the CBAM model. He can state with confidence that 

you will be very successful if you base professional development needs assessment and 

programme and mentor activity planning on the CBAM stages of concern. 

 

Figure 7. The seven stages of concern in the CBAM process 
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  The figure (p. 172) shows that the Stages of Concern, and defines human learning and 

development as going through seven stages, during which a person's focus or concern shifts 

in rather predictable ways.  To understand this process, start at the bottom of the image with 

"awareness" and read up each step plus the statement(s) next to each step.  Those 

statements are similar to what people may say when they are concerned about an innovation 

at that level of development.  

  The lower three stages are focused on oneself, a clue of which might be the use of "I" 

and "me", as in "I am frustrated".  The middle stage (management) is focused on mastery of 

tasks to the point they become routines and are easier to do, a clue of which might be the use 

of "it" or a reference to the activity, not the self.  An example that a person is struggling at the 

management level could be a statement like, "Prioritizing my use of time and the 

management of paper work is killing me!"  The upper Stages of Concern are focused on the 

results and impact of the activity, a clue of which might be the use of pronouns which refer to 

clients, protégés, or participants who receive the benefits of the activity.  Examples might 

include, "The students are really learning better since I started using that strategy." or, 

"customers seem to appreciate the personal attention and are buying more products."  

Using CBAM to structure Needs Assessment & Programme Evaluation  

 The programme evaluation process and needs assessments, are terrific tools to help 

you better use mentoring to take full advantage of the opportunity to improve the culture of the 

organizations.  In addition to seeking information on content, the items in any needs 

assessment should be written specifically to relate to the lower six of the seven stages in the 

CBAM Stages of Concern model.  By doing so, you not only gain answers about the specific 

content that was the focus of your question, but you can also collect data which will allow you 

to know and show others powerful patterns such as:   

 The levels of professional development and practice attained by unsupported new 

employees,  

 The levels of professional practice and development attained by the employees who 

have been supported by a strong mentoring programme.       

This is terrific evidence that your programme is effective. 

(Sweeny, 2003). 
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