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INVESTIGATING THE SUSTAINABILITY OF THE
SCHOOLS POSITIVE BEHAVIOUR MANAGEMENT
PROGRAMME (SPBMP) IN BARBADIAN SCHOOLS
Ian Alwyn Marshall, Grace-Anne Jackman and Claudette FongkongMungal
This study sought to investigate stakeholders’ perceptions of the
challenges encountered in the implementation of Schools
Positive Behaviour Management Programme (SPBMP) in
Barbados and the factors influencing its sustainability. A total of
137 teachers, 14 principals and 13 School Focal Points (SFPs)
drawn from a sample of 16 primary and secondary schools were
interviewed. A lack of resources, teacher/school buy-in and time
were identified by all stakeholders as the main challenges faced
in implementing SPBMP. In addition, the leaders (principals and
SFPs) viewed themselves as contributing to sustainability of the
programme by motivating their staff but failed to acknowledge
their more important leadership roles as creators of the shared
vision and conducive environments needed to support the
sustainability of the SPBMP initiative.

Introduction
Education systems have been the recipients of foreign aid from
international funding agencies, such as The United Nations Children's
Fund (UNICEF), The Inter-American Development Bank (IDB), and The
World Bank. These funds are used to drive educational reform initiatives
ranging from teacher professional development, early childhood
education, reading readiness, technical and vocational education to
behaviour modification programmes. However, one common complaint
from the beneficiaries of these aid packages is that after the international
support and funding have ended, so too do the programmes. As a
consequence, the recipient education systems experience a series of ebbs
and flows of educational success characterised by well-intentioned
innovations that start well but fade quickly, or are shunted aside in favour
of newly-funded programmes. This state of affairs has led both the
international funding agencies and policy makers in the recipient
countries to question the sustainability of these school-based initiatives.
Researchers have suggested that this practice of “policy churn” (Hess,
1999) can serve to undermine the educational gains that the recipient
countries had realised on their own prior to the intervention of the
international funding agencies. Therefore, it is critical, particularly in
small-island developing states (SIDS), which rely heavily on funding
from international agencies, that we explore and identify those factors
most likely to enable sustainability or viability of innovations over time.
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One such initiative that has been adopted and implemented world-wide
with varying degrees of success is the School Wide Positive Behaviour
Interventions and Supports (SWPBIS; Sugai & Horner, 2002, 2006, 2009),
a multi-tiered framework consisting of intervention practices to address
and minimise school-based problem behaviours. Effective implementation
of SWPBIS has been linked to improved school climate, student behaviour,
social and academic outcomes and improved teacher outcomes (Algozzine
& Algozzine, 2009; Bradshaw, Mitchell, & Leaf, 2010; Horner, Sugai, &
Anderson, 2010; Kelm & McIntosh, 2012; Scott & Barrett, 2004).
According to Vincent, Sprague, and Gau (2013) this team-based, datadriven, systemic approach to behaviour modification, emphasises defining
and teaching expected behaviours and providing clearly-defined rewards
for compliance. and consequences for non-compliance. Research on this
initiative suggests that, while these SWPBIS programmes may initially be
well-implemented, long-term sustainability is a cause for concern (Handler
et al., 2007; Sugai & Horner, 2006).
In 2007, UNICEF, in collaboration with the Barbados Ministry of
Education, launched the Child Friendly School (CFS) framework, a version
of the SWPBIS, in the Caribbean. The CFS initiative was implemented first
as a pilot in one rural public primary school and then scaled-up in three
successive phases. In 2009, CFS was introduced to eleven schools (1
secondary; 10 primary); by 2011, an additional 10 primary and 11
secondary schools were included; and by 2015, all public schools on the
island (69 primary and 23 secondary) were implementing the CFS model.
As a result of perceived negative connotation of the “Child Friendly”
nomenclature, a decision was made to rebrand it as the Schools Positive
Behaviour Management Programme (SPBMP).
The SPBMP framework, which was premised on the concept that
education is the fundamental right of every child, was based on three key
components: Inclusiveness, Child Centredness, and Democratic
Participation (Chabbott, 2004). Inclusiveness has as its focus the creation
of school environments that are welcoming for all children and families,
irrespective of sex, colour, social status, academic or physical ability or any
other characteristic that could be disadvantageous to a child. Therefore,
principals and teachers are expected to recognise and accommodate
students’ differing learning needs. Child Centredness encourages school
staff to prioritise students’ emotional and physical well-being and build
mutually respectful relationships with students with an emphasis on the use
of positive behaviour management strategies, rather than the traditional
corporal punishment.
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Teachers were also to ensure that students owned their learning through the
use of active rather than passive learning strategies. Democratic
Participation promotes the active involvement of family and community
members in the school, as well as the active engagement of students in
decision making (Chabbott, 2004).
In Barbados, the SPBMP framework was implemented using the
following five major strategies: (i) the use of the Colour Wheel
Behavioural Chart, as a tool for positive behaviour management; (ii) an
emphasis on the use of rewards and positive language to promote behaviour
modification among students; (iii) an increased emphasis on parental and
community involvement; (iv) increased student voice and participation;
and (v) the preservation of safe school environments.
Prior to the implementation of SPBMP, the principals and members of
staff at each school were exposed to training through a series of workshops
delivered by UNICEF, on the principles of SPBMP. During the training,
teachers were either selected, or volunteered to serve as School Focal
Points (SFPs), i.e., the persons responsible, in collaboration with the
principals, for facilitating, coordinating, and monitoring the roll-out of the
programme in their respective schools.
As part of the monitoring of the implementation of the SPBMP in
Barbadian schools, ongoing informal discussions were held with teachers
and education stakeholders. In the initial stages of these discussions,
teachers were generally enthusiastic about the novelty of the initiative, and
feedback was positive. However, over time, as the initiative became more
entrenched in schools, concerns emerged related to the long-term viability
of the programme, particularly with respect to the availability of resources
and decreasing levels of teacher buy-in and support. Stakeholders also
questioned the continuation of the programme after the cessation of
funding.
The concerns raised locally mirrored those reported from similar
projects funded by global organisations. Chapman (2001), in reviewing
some of these initiatives, concluded that little attention was paid to cost and
efficiency or the successful scalability of such projects Similarly, Chabbot
(2004), who conducted a desk review of CFS projects between 1999 and
2000, reported that the projects suffered from a lack of funding and a lack
of advocacy to assist with scale-up efforts. A 2009 CFS global evaluation
report on the initiative in Guyana, Nicaragua, Nigeria, Philippines, and
Thailand identified insufficient resources for the support of instruction as
one of the challenges to CFS viability, thus underscoring the importance of
resource implications for sustainability (Child Friendly Schools
Programming: Global Evaluation Report, 2009).
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It was against this backdrop that UNICEF commissioned research to
monitor the implementation of the SPBMP in Barbados. This paper
provides an empirical analysis of the challenges associated with the
implementation of the SPBMP and stakeholders’ (i.e., teachers, SFPs, and
principals) perceptions of the sustainability of this initiative in Barbados.
The study also investigated the features of the programme which would
have an enduring impact and which could be adduced as evidence of the
overall school-wide impact of the programme after the cessation of external
funding. More specifically, the research questions guiding this study were
as follows:
1. What have been the main challenges to implementing the
SPBMP in Barbadian schools?
2. What are the participants’ perceived roles in the sustainability
of the SPBMP?
3. What do participants believe will be the most enduring
indicators of the SPBMP?

General Concepts of Sustainability
A cursory glance at sustainability literature indicates that there are myriad
ways in which the construct has been defined, operationalised and
measured (Adelman & Taylor, 2003; Altman, 1995; Brundtland, 1987;
Greenhalgh et al., 2004; McIntosh, Horner & Sugai, 2009; Porter &
Kramer, 2002; Steckler & Goodman, 1989). This may be partly due to the
concept’s wide usage and application within multiple disciplines. Adopting
an environmental slant, Brundtland (1987) referred to it as supplying the
needs of the present generation without placing at risk the capacity of future
generations to meet their own needs. Other researchers have underscored
the legacy effects in terms of the norms, enduring features and practices
that subsequently become institutionalised. This view was endorsed by
researchers, such as Altman (1995) who defined sustainability as the
infrastructure that remains in a community after a project ends; Porter and
Kramer (2002) who referred to it as the process of establishing
relationships, practices and procedures that endure and become lasting
features of the community; Greenhalgh et al. (2004) who maintain that
sustainability of organisational innovations can be viewed as the point at
which new ways of working become the norm and the underlying systems
and ways of working become transformed to support the changes also
referred to as routinisation (Yin, 1979); and McIntosh, Horner and Sugai
(2009) who regard sustainability as the creation of a social norm and the
point at which a practice moves from being a part of a project to being part
of the modus operandi of an organisation.
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Other organisations define sustainability from an economic perspective.
Proponents of this view, such as The World Bank (1990), define it as the
ability of a project to deliver its benefits over a long period of time, usually
beyond the life cycle of the funding. Similarly, the United States Agency
for International Development (USAID, 1988) suggests that sustainability
occurs when a programme or intervention is able to deliver satisfactory
benefits for an extended time after the cessation of financial, managerial
and/or technical support from the external donor.
Joining the discourse on sustainability, researchers, such as Fullan
(2010), Gordon and Patterson (2008), Hargreaves (2007), Hargreaves and
Fink (2000), Hargreaves and Goodson (2006), who locate the debate of
sustainability in the wider context of change theory, have pointed to the
role of educational leaders in sustaining educational change. For
Hargreaves and Fink (2000), the concept of sustainability focuses on how
particular interventions can be developed without compromising the
development of others in the surrounding environment at the current time
and in the future. Fullan (2010) argues that the degree of success achieved
by any change initiative is contingent on the ability of the principal to
engage stakeholders, within and outside of the school system, such as
teachers, parents and the community; a view endorsed earlier by Lambert
(2007), who underscored the role of strong visionary leadership in
sustaining change. Gordon and Patterson (2008) proposed that the real test
of sustainability is evidenced when the change has become part of the new
culture of the school.
This brief discourse highlights the complex, multifaceted nature of the
construct of sustainability which can be defined in terms of time, continued
delivery, behaviour change, evolution and adaptation, and continued
benefits (Moore, Mascarenhas, Bain & Straus, 2017). However, for the
purpose of this paper, the authors align with the perspective of Altman
(1995) and McIntosh, Horner and Sugai (2009) and have viewed
sustainability of the education initiative as the creation of norms that are
part of the modus operandi of the organisation (school) after the cessation
of funding and support.
Challenges with Implementation and Sustainability of Educational
Initiatives
Research suggests that the success of school-wide educational initiatives,
such as SWPBIS and SPBMP, is dependent on a combination of factors,
for example: administrative support, leadership, communication, staff buyin, ongoing resources, implementation fidelity and consistency across time
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(Bambara, Nonnemacher, & Kern, 2009; Forman & Herbert, 2009;
Handler et al., 2007; Kincaid, Childs, Blasé, & Wallace, 2007; Pinkelman
et al., (2015); Sandford, DeRousie & Bierman, 2012); as well as
training/ongoing professional development and programme monitoring
(Lohrmann et al., 2008). Coffey and Horner (2012) emphasised eight
critical features that influence the sustainability of innovations, namely,
ongoing technical assistance, data-based decision-making, a shared vision
and resources, staff buy-in, effective communication, administrative
support, leadership from various levels, and regeneration. Others have
highlighted the importance of fidelity of implementation, or how closely
the programme has been implemented according to the original, intended
design of the programme developers (Lee, Penfield, & Maerten-Rivera,
2009). In essence, if the educational initiative is poorly implemented
deviating largely from the initial design, without having adequate
resources, stakeholder buy-in and readiness, then sustainability is unlikely
to be achieved (Adelman & Taylor, 2003; Henck, 2014; McIntosh et al.,
2014; Horner et al., 2009; Horner, Sugai & Anderson, 2010). Adelman and
Taylor (2003) have argued that if projects are to result in systemic change
then there is a need for stakeholder readiness which involves getting them
to overcome the “project mentality” of having a termination date that
coincides with the cessation of project funding. Henck (2014) explored the
question of sustainability as it related to the implementation of a CFS
initiative in Nepal, and concluded that there was a “tempered optimism for
sustainability” for the following reasons:
1. Approximately half of the teachers had a surface-level value of
child rights but almost none of them had effectively incorporated
the fundamental principles in their belief systems.
2. There was a lack of clarity on the role of the teachers and

school management in ensuring that the program continued
after the exit of the International Non-Governmental
Organisations.
3. There was a lack of effective monitoring to evaluate progress,
therefore the teachers were working in isolation (Henck, 2014).
The Role of Stakeholders in Sustainability
Research on the role of key stakeholders in sustaining school-wide
behaviour modification initiatives, such as SWPBIS, CFS and SPBMP,
point to the need for leaders that can drive the initiative and establish modes
of behaviour that will extend beyond the cessation of funding (Barrett,
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Bradshaw & Lewis-Palmer, 2008; Handler et al., 2007; Sugai & Horner,
2006). Similarly, Lambert (2007), Medels and Mitgang (2013), and Zhu
(2016) also concluded that strong and visionary principal leadership is
critical in determining whether school change is sustained. In addition,
Morrison (2013) extended the role of leadership to encompass schoollevel leaders and teacher leaders, while Seo et al. (2012) suggested that
the level of commitment to the initiative demonstrated by principals acts
as a catalyst for teacher commitment to the initiative, and promotes
sustainability.
In addressing the issue, Sugai and Horner (2006) emphasised the need
for a team-based approach consisting of an effective leadership team and
active administrator participation and support. Such a team which would
include key school-level stakeholders who would operate under the trainthe-trainer model and provide needed leadership throughout the process
of implementation (Barret, Bradshaw, & Lewis-Palmer, 2008; Fullan,
2010; Handler et al., 2007). Also, in support of the leadership density
angle are researchers, such as Reeves (2009) and Fullan (2011), who have
argued that teacher buy-in and commitment, are key drivers of change
and sustainability of educational initiatives.
The Present Study
As part of its mandate, the UNICEF Office for the Eastern Caribbean area
has been supporting Ministries of Education to incorporate CFS principles
in their schools. Work started on positive behaviour management in
schools as a direct response to Caribbean governments’ concerns about the
violence and indiscipline in schools. This was strengthened under the
broader CFS framework as countries sought to expand their work and build
capacity in schools with an emphasis on:
(i)
The use of positive behaviour management strategies and
supports to teach and reinforce students’ preferred behaviours;
(ii) Promotion of student-centred classrooms focused on

students’ learning needs, abilities, interests and learning
styles with the teacher as the facilitator of learning;
(iii)

(iv)
(v)

A strengthened Health and Family Life Education (HFLE)
programme to provide students with the needed life-skills to
make more positive choices;
Enhanced student participation and parental involvement; and
Improved protective environments in schools with an emphasis
on the psycho-social environment addressing child protection,
bullying, and child abuse.
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The purpose of this research was to collect empirical data which
focused on the monitoring of the SPBMP in Barbados, with a view to
providing information on teachers’, principals’ and SFPs’ perceptions of
the challenges encountered and the factors influencing the sustainability
of the programme.
Method
Research Design
This paper forms part of the larger study which used a mixed-method design that
capitalised on the strengths of both qualitative and quantitative methods. The data
collection included quantitative surveys which comprised closed- and open-ended
questions and qualitative one-on-one interviews. For the purpose of this paper, data were
analysed from two sources:
(i) Interviews conducted with the principals and SFPs
(ii) Open-ended questions on questionnaires completed by the teachers.
Given the sensitive nature of the data collected, all necessary steps were taken to
ensure that confidentiality was maintained and that the participants could not be
identified individually.
Research Instruments
The primary focus of the research was to gain an in-depth understanding of the
functioning and sustainability of SPBMP. It was therefore imperative that the narrative
of the principals and SFPs (that is, the persons tasked with the day-to-day responsibility
for the implementation and roll-out in the schools) featured prominently in the study.
The one-on-one interviews with these two focal groups elicited information about the
internal and external factors that were more likely to impact the success, failure and
longevity of the programme. The interviews lasted about ninety (90) minutes, the
completed interviews were transcribed and a thematic analysis of the data was
conducted to extract the relevant themes supplemented, when necessary, by verbatim
quotations.
Participants
The study included 164 participants (see Table 1) purposively selected from a
sample of 16 schools (10 primary, 6 secondary), demographically characterised as
follows:
 137 teachers ranging in teaching experience from 4 weeks to 40 years,
with a mean of 16 years
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14 principals with 3 months to 10 years of principal experience
and a mean of 3.5 years as principals
 13 SFPs with 1 month to 8 years of SFP experience and a mean
of 3.5 years as SFPs at their respective schools
Given that the open-ended questions yielded multiple responses, which
were subsequently coded as multiple themes, the resulting number of
responses exceeded the number of total participants.
Table 1. Qualitative data collected from the participants in the 16 schools
Data
Teachers
Principals
SFPs
Total
Sources
n = 137
n = 14
n = 13
n = 164
62
8
7
77
Primary (n=10)
Secondary (n=6)

75

6

6

87

Results
Research Question #1: What have been the main challenges to
implementing the SPBMP in Barbadian schools?
Teachers, principals and SFPs in the 16 schools were asked to discuss the
three main challenges to implementing SPBMP in their schools. Following
qualitative analysis of the two hundred and sixty-eight (268) responses,
nine main categories of challenges emerged. These included ‘lack of
resources’ with which to effectively implement SPBMP and ‘lack of
consistency/follow-through’ by school personnel due to the other demands
of school life (See Table 2).
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Table 2. Participants' perceptions of challenges to the implementation of
SPBMP
Challenges Identified
Teachers
SFPs
Principals
Total
Responses
1. Lack of

45 (22%)

10 (28%)

6 (21%)

61 (23%)

44 (21%)

6 (17%)

7 (25%)

57 (21%)

3. Lack of Time

17 (9%)

10 (28%)

3 (11%)

30 (11%)

4. Alternative

25 (12%)

2 (6%)

0 (0%)

27 (10%)

21 (10%)

2 (6%)

4 (14%)

27 (10%)

18 (9%)

0 (0%)

5 (18%)

23 (9%)

16 (8%)

2 (6%)

0 (0%)

18 (7%)

19 (9%)

3 (9%)

3 (11%)

25 (9%)

Resources
2. Lack of Teacher/
School buy-in

Strategies not
effective
5. Lack of Parent
buy-in
6. Lack of
Information &
Training
7. Lack of
Consistency/
Follow-through
8. Other

The most mentioned challenge to implementation was ‘lack of resources’.
This challenge was reported sixty-one (61) times across all respondents
(23% of all challenges reported). The resources mentioned by
respondents were of three types: Monetary, Human and Physical. Lack of
monetary resources was most frequently mentioned. Participants reported
that funding was needed to purchase rewards, to pay for signage, to buy
or facilitate the creation of classroom materials to support child-centred
pedagogies, and to pay for additional training. In supporting this view,
one Primary teacher noted that,
“On its own SPBMP is not sustainable if there is not a continual
source of money for the roll out of the programme or for the
rewards and benefits. We are being asked to roll out with no funds
or resources and this is a big challenge. The Ministry of Education
has not sent any funds to help with the programme and school
funds are being used for essential things such as cleaning supplies,
chalk, etc.”
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Human resources were needed to assign teachers to specifically manage
the programme in the school and to provide “... the requisite personnel who
would be effective in dealing with challenges students have that teachers are
not best equipped to handle” (Primary school teacher). The main physical
resource mentioned was greater classroom space within which to implement
child-centred pedagogies e.g., activity centres for Early Childhood Education
or to facilitate group work.
The second most frequently mentioned challenge was ‘lack of
teacher/school buy-in’, which was identified 57 times or 21% of the total
challenges reported. In this classification, a distinction was made between a
‘lack of teacher/school buy-in’, where teachers in the school were reluctant to
adopt SPBMP and a ‘lack of consistency and follow-through’ where
responses highlighted a lack of post-adoption implementation, i.e., a ‘lack of
‘teacher commitment’ to follow-through with doing what was needed to
implement the programme in a consistent and sustained way in their
classrooms.
‘Lack of time’, ‘lack of information and on-going professional
development/training’ and the perception that ‘alternative behaviour
strategies were not effective’ were mentioned as 11%, 9%, and 10% of the
total challenges reported, respectively. In addition to ‘lack of resources’, ‘lack
of time’ was also the most mentioned challenge by the SFPs. Coordinating
and managing the programme were seen as additional challenges to the SFPs
teaching and other school-based responsibilities. Teachers also mentioned
‘lack of time’ for administrative record-keeping activities, such as the
maintenance of behaviour tracking requirements. These frustrations are
highlighted in the following comments:
 The committee expects me as the Senior Teacher to do it all and I
don’t have the time to do it all. If I don’t do anything, nothing gets
done. The teachers are all saying the same thing - no time. (Primary
school SFP)
 There’s nothing I can do where time is concerned. They [Ministry of
Education] said that each person [on the SPBMP team] should get
at least 2 lessons free but that was not implemented. And anyhow,
even if have lessons “free” they are not free e.g. we usually have to
substitute or we’re working on something in the school. This term
was especially tough, we tried but were not able to meet this term:
Independence Day, Speech Day etc. (Secondary school SFP)
‘Lack of information and on-going professional development/training’
accounted for 9% of total challenges named. Teachers reported that there was
a ‘lack of information’ on what SPBMP was about, on their role, on their
students’ role, as well as on how to implement the programme “practically”
in their classrooms. A few teachers even reported little or no knowledge of
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the programme. One primary school SFP who highlighted lack of training as
a major challenge stressed the need for “…constant retooling to address the
needs of new teachers. Training every 5 years is also insufficient. You need
to expose to examples of best practices.”
Interestingly, 10% of the main challenges identified ‘alternative behaviour
strategies’ as being ineffective. Several reasons for this view were expressed,
notably: some children do not respond to positive behaviour management
strategies; some children “abuse the system”; teacher authority is
undermined; and the use of rewards for good behaviour may cultivate an
undesirable student behaviour-dependence on external motivation to do the
right thing. One primary school teacher expressed that alternative strategies
were not effective in producing “change in abnormal student behaviours” and
that “students believe there are no real consequences for bad behaviour since
the methods used do not prevent them from repeating the unacceptable
behaviour.”

Further, another primary school teacher stated that “some students
suggested that ‘beating’ rather than the other strategies would make
them do the right thing”. Two secondary school teachers reported
that the use of alternative behaviour strategies undermined the
teachers’ authority in the classroom and suggested that “pupils
disregard teachers because they know we have no clout and they
have to be sent to the principal.” Another challenge was the
ineffectiveness of reward, at both the primary and secondary levels:




Children seem more motivated by the rewards and there is no real
change in behaviour. Also, the same children seem to be getting
the rewards … but the programme does not seem to be changing
behaviours of those who we really want to change. Children [are]
no longer satisfied with stickers and pencils, [they’re] now asking
for Chefette (a fast food restaurant) vouchers and cell phones.
(Primary school SFP)
The rewards system makes teachers uncomfortable because it
makes them feel like students are not being encouraged to be
responsible for their own learning but rather needing a reward to
do what is right and/or learn. (Secondary school SFP)

Research Question #2: What are the participants’ perceived roles in the
sustainability of the SPBMP?
All participants were also asked to outline their roles in the sustainability of
SPBMP in their schools. After content analysis, a total of 134 discrete roles
were identified across the three groups of participants. In ensuring the
longevity of the SPBMP, teachers believe that their role should be one in
which they model and reinforce the best practices in the classroom (44% of
teacher responses), both with respect to pedagogy and the use of alternative
behavioural strategies. A comment, such as “Within the classroom, using
12
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teaching strategies which engage the students in the learning process which
gives them ownership to the material being taught and using strategies such
as cooperative learning and discovery teaching”, emphasises the teacher’s
commitment to using active, learning-centred strategies within the SPBMP
classroom while responses, such as “To adhere to the code of discipline and
utilise alternative methods of discipline…reinforce positive behaviour” and
“showing students the benefits of good behaviour, influencing good behaviour
by introduction of rewards”, reiterate teachers’ support for the use of
alternative positive behavioural practices in their classrooms. Teachers also
perceive their role in providing support, both technical and administrative
(42% of teacher responses) as important in promoting the sustainability of the
SPBMP initiative.
On the other hand, principals (47% of their responses) and SFPs (67% of their
responses) believe that the role they play in motivating students, teachers and
the SPBMP teams alike, will be integral to achieving the long-term
sustainability of the project. One Primary SFP indicated that her role “…is to
encourage and motivate my staff to engage with the SPBMP principles”,
while a Secondary SFP also lent support to this view and described her role
as “to be a motivator, to believe in the programme, that it can work and to
encourage others to believe that it will work if we all are on board” (See Table
3).
Table 3. Participants' perceptions of their roles in the sustainability of SPBMP
Perceived
Teachers
SPFs
Principals
Total
Roles
Responses
1. Modeling
SPBMP
Best
Practices
2. Providing
Support
(Technical
or Admin)
3. Motivating/
Team
Building
4. Marketing/
Public
Relations
5. Providing
Leadership

45 (44%)

1 (5%)

1 (7%)

47 (35%)

42 (42%)

3 (17%)

3 (20%)

48 (36%)

14 (14%)

12 (67%)

7 (47%)

33 (25%)

0 (0%)

2 (11%)

2 (13%)

4 (3%)

0 (0%)

0 (0%)

2 (13%)

2 (1%)
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Research Question #3: What do participants believe will be the most enduring
school-wide indicators of the SPBMP?
School principals and SFPs and were asked to provide three pieces of
enduring evidence that would suggest that the programme was still in
existence after the funding period had ended. One- third (33%) of the
responses from the SFPs pointed to an increase in positive school practices,
such as improved student behaviour, reduced punitive measures; while
twenty-one percent of their responses pointed to an improved physical
environment (see Table 4).
Table 4. Principals' and SFP’ perceptions of evidence of sustainability of SPBMP
Evidence Identified
SPFs
Principals Total Responses
1. Positive School Practices

11 (33%)

7 (50%)

18 (38%)

2. Improved
Physical
Environment
3. School-wide Adoption

7 (21%)

2 (14%)

9 (19%)

6 (18%)

1 (7%)

7 (15%)

4 (12%)

1 (7%)

5 (11%)

3 (9%)

0 (0%)

3 (6%)

2 (6%)

1 (7%)

3 (6%)

0 (0%)

2 (14%)

2 (4%)

4. Increased
Parental/Community
Involvement
5. Increased
Student
Participation
6. Improved
Instructional
Practices
7. Improved
Educational
Outcomes

The first bit of evidence was captured in the following quote:
There should be more disciplined students who can self- manage and are
responsible. You would notice how students carry themselves: their
deportment in public or in the school; how they behave on buses, in town,
good behaviour. (Secondary school SFP)
An improved physical environment was the next significant bit of evidence
identified:
…the school environment that clearly shows a belief system e.g., large
mural or large sign so you would know for sure what this school stands
for. (Secondary school SFP)
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For the principals, the three key pieces of evidence of sustainability were:
positive school practices (50%), an improved physical environment (14%)
and improved academic outcomes (14%).
There should be visible signage and rules. (Secondary school Principal)
The atmosphere in the classroom should be different in a good way and
the teacher attitudes should be more accommodating of things child
friendly. (Primary school Principal)
I should see students achieving their goals; students do at least 2 to 3
CVQs or CCSLC subjects. (Secondary school Principal)
Discussion
The study focused on three primary areas associated with the
implementation of the Schools Positive Behaviour Management Programme
(SPBMP) in Barbados, namely, the challenges associated with
implementation, the roles the stakeholders play and perceived enduring
indicators of its sustainability. With respect to the challenges encountered
with the implementation of SPBMP, the finding that lack of resources, (both
human and physical), and lack of teacher buy-in emerged as the main
constraints, is not surprising for several reasons. Firstly, SPBMP was
grounded in a tangible reward system, yet schools were not provided with a
budget that would adequately cover the cost of the rewards. Further, even if
the schools were given a budget, it is dubious that the budget would have kept
pace with the changing nature of student reward expectations as they grew
older. As was pointed out by many of the teachers interviewed, as the students
became older the reward of having one’s name on a ‘good’ colour on the
colour wheel or receiving a trinket such as a pencil or some other small token
failed to motivate students to do well once the novelty of the reward waned.
A similar phenomenon was also reported by Haywood, Kuespert, Madecky,
and Nor (2008) who found that the gains or impact of extrinsic rewards were
short lived and secondly, that the use of these rewards proved to be expensive
for teachers to maintain. The reality of fiscal constraints was also underscored
by Daniel, Evelyn, and Wood (2012) who reported that the use of the reward
system in the implementation of UNICEF’s Child-Friendly School (CFS)
model placed excessive financial demands on teachers in Barbados and
Dominica and therefore threatened the successful implementation of the
programme.
Regarding challenges with human resources, this was also to be expected.
Reports from the pilot phase of the SPBMP project in Barbados and Dominica
(Daniel, Evelyn, & Wood, 2012) indicated that the pilot project in 2007
suggested that for the programme to work effectively, a critical ingredient
would have been additional personnel, such as school psychologists, social
workers, and teaching assistants; however, when the project was scaled-up
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and there was full implementation in 2009, there was not the required level of
psychosocial and technical support in the form of special needs teachers and
part-time school counsellors. For the most part, the School Focal Point (SFP)
was regarded as the person solely responsible for the success or failure of the
programme. This issue of under-resourced initiatives and the associated
challenges are also reported in the literature (Bambara, Nonnemacher, &
Kern, 2009; Coffey & Horner, 2012; Kincaid, Childs, Blasé, & Wallace,
2007).
The challenge of teacher or stakeholder buy-in should have been
anticipated, given the nature of the implementation. As with most educational
initiatives, participants reported that a top-down implementation approach
was used; that is, officials of the Ministry of Education, Science, Technology
and Innovation, the agency responsible for education in the country, simply
informed the principals that the SPBMP was being adopted by all schools in
the country. The findings also indicated that there was little input from the
teachers or principals as to how or why the policy shift was to be
implemented. This is consistent with the findings of researchers, such as
Adelman and Taylor (2003), Daniel, Evelyn and Wood (2012), Horner,
Freeman, Nelson, and Sugai (2007), and Horner, Sugai, and Anderson (2010),
who stressed the role of stakeholder buy-in as a critical component of the
sustainable implementation of projects that involve systemic change.
The finding that teachers perceived their role in promoting the
sustainability of SPBMP as mainly modeling best practices and providing
technical and administrative support can be interpreted in two ways. On one
hand, it could suggest that the teachers were of the view that the initiative was
sufficiently entrenched and that it only had to be maintained by engaging in
more of the same practices that existed prior to the implementation of the
initiative. On the other hand, it could also suggest that the teachers were
prepared to engage the SPBMP initiative only on a superficial level. This
could also be symptomatic of what Henck (2014), in exploring the
sustainability of the child-friendly school model in Nepal, referred to as
tempered optimism characterised by superficial rather than deep
understanding and adoption of the Child Friendly School principles.
A slightly different perspective emerged among the principals and the
SFPs. They acknowledged themselves as having a motivational and team
building role; however, that role was not grounded in the wider ambit of
leadership. In other words, these stakeholders did not demonstrate by their
comments that they owned the responsibility as leaders for the success or
failure of the initiative. It seemed that they were prepared to be on the
periphery of the initiative and offer words or gestures of encouragement and
motivation when deemed necessary. Again, research on change and
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educational innovation (Sugai & Horner, 2006; Zhu, 2016; Mendels &
Mitgang, 2013) has consistently shown that school leaders must own the
initiatives, and, as noted by Seo et al. (2012), must be catalysts for teacher
commitment.
What was also significant was the finding that very few of the leaders, that
is, principals and SFPs, mentioned their leadership role as being critical to
sustainability of SPBMP. Researchers, such as Fullan (2010) and Lambert
(2007), pointed to the role of strong visionary leadership as a precondition for
systemic educational change.
The findings on the future indicators of sustainability were in accord with
the literature which speaks to norms that form part of the modus operandi
after the cessation of funding. The identification of positive school practices
and the school-wide adoption of SPBMP approaches as two main indicators
of sustainability suggest that the principals and SFPs are acutely aware from
a theoretical level of how the programme should function in the long-term.
However, once again, there was no direct or indirect references to any
indicators that placed school leadership at the fore, or that underscored the
role of school leadership in achieving and maintaining the viability of the
programme. This is in direct contrast to the findings of Sugai and Horner
(2006) and Handler et al. (2007) who argued that the indicators of
sustainability should include team-based approaches and practices, which
were driven by effective leadership. This failure to recognise and articulate
the leadership connection on the part of the principals and SFPs could be a
consequence of the previously-mentioned top-down nature of the SPBMP
implementation and a lack of overall staff buy-in. Overall, these findings
seem to suggest that the principals and SFPs have not taken full ownership,
or put procedures in place to foster the sustainability of the programme, and
may therefore still be depending on the original funding agency to spearhead
the sustainability of the initiative.
Conclusions and Recommendations
Three primary findings emerged from this research. First, each of the three
participating groups (principals, SFPs and teachers) acknowledged a lack of
resources and a lack of teacher/school buy-in as the main challenges faced in
implementing SPBMP in Barbadian schools. To increase the likelihood of the
sustainability of the SPBMP, it is imperative that stakeholders, both at the
Ministry of Education, Science, Technology, & Innovation (MESTI) and
within the schools create ways to adequately provide resources for the schools
particularly after external funding and assistance have ceased.
With respect to the excessive time commitment that is required of the
SPBMP committees to properly implement and monitor the programme, our
recommendation is, where possible, to adjust the timetabled obligations of the
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team members, thereby reducing their in-class teaching loads and providing
them with more time to successfully manage and sustain SPBMP practices.
In schools where this may not be possible, an approach may be considered
where some of the SPBMP responsibilities are rotated among all teaching
staff so that the workload is shared and a select group is not expected to be
solely responsible for initiating and executing SPBMP plans and activities.
Regarding the lack of teacher buy-in, this may have been due to the topdown manner in which the initiative was diffused. Researchers, such as
Cuban (1986, 2013) and Fullan (2007), have considered the level of buy-in to
be a key predictor of the quality of implementation and, by extension, a
predictor of the sustainability of educational initiatives. Therefore, given the
shortcoming of the top-down approach, it may now be necessary to adopt a
more participative approach and incorporate more input and feedback from
stakeholders at all levels to ensure that there is a mutual sense of ownership,
community and voice with respect to SPBMP.
The second point of significance was the apparent disconnect between the
school leadership and their acknowledgement of the importance of their role
in achieving the sustainability of the SPBMP initiative. Both spoke, primarily,
about their role in motivating teachers to complete the tasks and activities
associated with the SPBMP; however, there was little acknowledgement of
the leadership role that Rogers (2003) argued is critical to the diffusion of
innovations and consequent sustainability. The comments provided by these
leaders suggest that sustainability could be achieved by simply encouraging
the teachers to follow the principles presented during the training sessions
provided by the UNICEF facilitators. One recommendation that emerges
from this finding is that SFPs and principals should undergo further training
that would assist them in deconstructing and conceptualising their roles as
change agents and would contribute to them developing a clear vision and
strategy for the sustainability of SPBMP.
In examining the enduring features of sustainability, the three groups of
stakeholders identified observable student behaviour modification outcomes
and improved physical environment indicators; however, they neglected to
mention the more enduring and critical indicators of the sustainability and
institutionalisation of the SPBMP initiative, such as teacher leadership,
democratic participation of students, and evidence of collaborative leadership.
This failure to again acknowledge the enduring impact of leadership on
sustainability may be as a result of the manner in which the initiative was
introduced to the schools with the emphasis being primarily on the
implementation and monitoring of SPBMP evidence-based behavioural
practices.
A study of this nature would not be complete without a discussion of the
implications for the external funders and technocrats in the education system.
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The first major implication for the external funders relates to policy and
legislative support, which is a critical part of the complex evolving nature of
policy implementation (Viennet & Pont, 2017). If the goal of the external
funders is to ensure that educational projects do not fall prey to “policy churn”
(Hess, 1999), then they need to focus on ensuring that future educational
initiatives are undergirded by entrenched educational policies, and legal
infrastructural support. This would increase the likelihood that even after the
cessation of funding, initiatives would thrive. For example, if the policy of
Barbados’ Ministry of Education was that SFPs who were charged with
oversight and monitoring of the SPBMP were promoted to Senior Teachers,
complete with the reduced teaching load and other perquisites, it would have
made their remit more manageable. However, what obtained was that many
of the SFPs had to grapple with a full teaching load, while trying to facilitate
the monitoring and implementation of the SPBMP programme. In the
absence of policy and legislative support, it was not surprising that many of
them were unable to successfully discharge their responsibilities. A similar
situation was also evident with principals, who were expected to assist with
the monitoring of the SPBMP, while continuing to produce the deliverables
relevant to their substantive posts. This result was an untenable position at
best, and one that failed to take cognisance of the increased responsibilities
for principals, that would have accompanied the institutional educational
change envisaged by the SPBMP. The lesson to be learned from this,
therefore, is that educational initiatives that are bereft of the appropriate policy
and legislative support, are destined to have a short shelf life and sustainability
deficits.
Another implication for the external funders is as it relates to piloting and
scale-up expectations for educational initiatives. When the SPBMP project
was piloted in Barbados, the external funders were generous in the provision
of many forms of institutional support. This included, among other things,
access to a school psychologist and social worker, as well as financial support
for the purchase of rewards and other educational paraphernalia that would
have contributed to a successful pilot of the programme (Daniel, Evelyn, &
Wood, 2012). However, when the project was scaled-up across the school
system, there was an absence of financial and personnel support as compared
with that provided during the pilot phase. It was therefore not surprising that
sustainability of the SPBMP was dubious. It is unrealistic for external funders
to expect that the scale-up of educational initiatives, which require financial
and other support, would continue apace, in countries like Barbados where
there are so many other social services clamoring for the limited financial
resources. Thus, external funders have to revise their expectations when it
comes to the scale-up of projects. They would be better advised to focus on
partial scale-ups over a longer period of time, thus increasing the probability

19

Ian Alwyn Marshall, Grace-Anne Jackman and Claudette Fongkong-Mungal
of full rather than partial implementation. As suggested by Hess (2013), if
contextual implementation details are omitted or incomplete, the
implementation process may be compromised. Therefore, it is prudent that
external funders pay greater attention to implementation processes (Gurria,
2015).
There are also implications for educational technocrats in Caribbean
countries who find themselves in an unflattering and disadvantageous
position in relation to external funders for two main reasons. The first is that
while they are included in the policy negotiation discussions, they are not
equal partners. Secondly, external funders operate on the maxim, “he who
pays the piper calls the tune”, which means that the technocrats’ role is
reduced to that of facilitating the goals of the funders. Oftentimes, these goals
are at variance with the goals of the recipient countries. It would be useful
therefore for technocrats to be trained in the area of negotiation strategies and
strategies for indigenising the educational initiatives that are foisted on them.
This would allow them to more efficiently navigate the external funding
environment and carve out educational initiatives that accord with the needs
of the respective countries.
Generally, the findings confirm that the sustainability of SPBMP as
implemented in Barbadian schools was challenged by resources, buy-in and
an underdeveloped conceptualisation of the role of leadership in educational
innovations. These types of challenges are not peculiar to the SPBMP, but to
educational initiatives in general which are top down in nature and which fail
to acknowledge the four key dimensions of effective educational policy
implementation, namely smart policy design, inclusive stakeholder
engagement, conducive context, and coherent implementation strategy
(Viennet & Pont, 2017, p.44). If the region continues along the path of
educational development on the strength of external funding, and if the goal
is sustainable education interventions, then external funders and local
educational stakeholders alike must rethink the policy implementation
process. The successful scale-up is neither automatic nor guaranteed simply
because there was a pilot phase. Full implementation of any educational
project is an arduous and complex process which requires ongoing support
from external funders. To do otherwise would be to continually expose
Caribbean educational systems to ebbs and flows of success and a perpetual
state of flux.
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VALUING MIXED AND MULTIPLE METHODS FOR
EDUCATIONAL POLICY RESEARCH IN THE
ANGLOPHONE CARIBBEAN: Illustrative Cases
Privileging Epistemological Diversity
Jerome De Lisle
The question of “which method” is fundamental to the
utility of educational policy research within the
postcolonial Anglophone Caribbean. Although qualitative
approaches might be more sensitive to these unique
contexts, the heterogeneity of populations and spaces are a
significant threat to the generalisability and transferability
of findings. Therefore, to generate comprehensive and
contextualised theory, Caribbean policy researchers must
adopt a multiplist philosophy which explicitly privileges
multiple and mixed methods. This paper first describes
some critical issues related to education policy research in
the Anglophone Caribbean part of the global South. It then
illustrates the value of promoting epistemological diversity
by examining three multimethod and mixed methods
research (MMMR) policy studies conducted in Trinidad
and Tobago. All three illustrative studies were guided by
paradigm stances favouring the mixing of methods. The
findings suggest that MMMR offers a degree of flexibility
that better captures heterogeneity and local knowledge.
Integrated findings from these studies were both divergent
and comprehensive. Nevertheless, instrumental use by
policymakers was rare. The future challenge is for
Caribbean policy researchers to (1) perhaps make better use
of MMMR designs; (2) incorporate indigenous
epistemologies; and (3) employ designs and strategies that
further enhance the political legitimation of findings

The Coloniality of Knowledge and Epistemology in
Education Policy Research
Educational policy and policy-relevant research are critical areas of
knowing in countries of the global South. The term global South refers
to the lesser resourced economies primarily located in the southern
hemisphere (Rigg, 2007). This label, with political and economic
implications, includes countries in Africa, Latin America, the Middle
East and developing Asia. However, this paper is focused upon the
diverse small island states of the Anglophone Caribbean. These
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islands are a cluster of sustained democracies, with a strong British
colonial heritage that is embedded in both the public administration
and education sectors (Duncan & Woods, 2007). Postcoloniality and
small size are unique characteristics which impinge upon knowledge
generation for education policy (Crossley, 2008, 2010).
Education policy research is meant to provide evidence about
“the formation, implementation, effects, and trade-offs of policies and
programmes” (Desimone, 2009, p. 164) and is therefore about what
ministries of education do, why they do it, and the difference it makes
(Wolf, 2010). Education policy research also includes policy and
programme evaluation, which are important components of evidenceinformed policy making (Burch & Heinrich, 2015). Policy-relevant
research has a much broader scope and examines different events and
processes within an education system. This is the kind of research that
often dominates the agenda of university schools of education in the
global South.
The knowledge and methodology of policy research include
both globalised and localised elements (Rizvi & Lingard, 2010).
However, much of the knowledge about policy in the Caribbean has
come from the global North. This is the coloniality of knowledge,
imperialism expressed in the asymmetry of power and exercise of
influence (Smith, 2012). The geographical reach of theories and ways
of knowing from the global North derive in part from implicit and
explicit claims of universality and superiority to local knowledge.
This dominance of the Euro-American perspective is also evident
when researchers from the global North cross borders to investigate
issues in the global South using theoretical frameworks imagined to be
universal (Gomez, Rios-Osorio & Eschenhagen, 2013; Nagar & Ali,
2007). Such approaches are often silent on the critical issues of
researchers’ identity, representation, and positionality.
Epistemological coloniality is the dominance and transfer of
ways of knowing from the global North. The consequences of
epistemological coloniality is often expressed by silences,
mistranslations and pauses in policy advice. These aberrations hinder
policy translation and implementation (Ibarra-Colado, 2006).
Conflicts over the hegemony of specific approaches to knowing have
long existed within academic communities of the global North (Gage,
1989). This strife might have filtered down to the policy research
communities of the global South through the: (1) introduction of
methodological innovations and fads, (2) methods-focused regimes
and demands of funding agencies, and (3) work of foreign consultants
from donor countries with specific research agendas and ideologies.
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Additionally, specific research approaches are sometimes encouraged
and privileged by local policy elites (Brannen, 2005; Preston, 1997).

Policy Research in the Anglophone Caribbean: Questioning
Method
All of this is not to say that there is currently an abundance of credible
and rigorous policy research within the global South (AsimengBoahene, 2012; Cook, 1998). The absence of local knowledge on
many core policy issues is especially acute in Anglophone Caribbean
where a pervasive lack of data and evidence has led to policy spaces
governed by restricted experience and hopeful intuition (Crossley,
2008; Cueto, 2005; Wiltshire & Steward, 1991). In these knowledgedeficient spaces, global policy invasions can advance rapidly, often
fuelling faddish responses and even mimicry.
In the Caribbean, Louisy (2004) spoke of the need for more
local knowledge, and presumably she might have considered
indigenous research approaches. However, Caribbean academic
communities have not developed substantive indigenous
methodologies to inform research methods. Perhaps, one of the more
salient reasons for these weaknesses in knowledge generation is a lack
of institutional and individual research capacity (Lewis & Simmons,
2010; Nchinda, 2002). The absence of high quality and reliable
evidence-generating systems in small island states is paralleled only
by the inefficiency of evidence use in policymaking systems (De Lisle
et al., 2014).
The call to qualitative research.
Some researchers from the global North have made an
explicit call for more qualitative, case-oriented research to guide
educational policy in countries of the global South (Yach, 1992;
Brock-Utne, 1996; Vulliamy, 2004). For example, Liamputtong
(2010) noted the value of qualitative studies for cross-cultural
research and its potential to give voice to marginalised peoples.
These calls are perhaps aligned to changing priorities in comparative
education and the increasing importance of qualitative paradigms in
education research. Crossley and Vulliamy (1997) were among the
first to make such a call:
. . . It is therefore appropriate for us to reflect on our own
collaborative work and to summarise our rationale for the
application of qualitative research in such contexts. In doing
this we are well aware of the dangers of promoting yet further
international transfer - though, in this case, we believe that
qualitative research may be more appropriate in developing
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countries, where literacy and numeracy are less prevalent, than
it is in the West (p. 13).
Crossley and Vulliamy (1997) identified five possible benefits
of qualitative research for knowledge generation in the global South:
(1) higher ecological validity, (2) appropriateness for studying
processes, (3) capture of real life settings and the complex reality of
schools and classrooms, (4) ability to probe the policy/practice
interface with its many contradictions, and (5) usefulness in
supplementing quantitative research. The last reason suggests that the
core issue might be either greater attention to or inclusion of
qualitative methods; a problem that is the very essence of mixed
methods research (MMR) as a solution. Vulliamy (2004) provided
several examples of qualitative research conducted in the global South
which might have the potential to tease apart the uneasy interface
between policy and practice.
There is certainly value in collecting and presenting contextsensitive research framed from the perspective of the constructivistinterpretive paradigm (Crossley, 2010; Denzin & Lincoln, 2007).
Nevertheless, some key questions must still be answered: When are
the findings valuable and to whom?
Is the research truly
“constructivist’ or “interpretive” if the researcher fails to grasp the
dynamics of the environment (Brock-Utne, 1996)?
In the
heterogeneous and data poor education contexts of the Anglophone
Caribbean, how valuable are such findings for informing national
policy (Erickan & Roth, 2014)? Therefore, greater caution is required
when responding to calls for more qualitative policy research in the
global South. Indeed, such demands might simply be manifestations
of the methodological imperialism of the global North.
Valuing indigenous research
There is some kinship between qualitative and indigenous
research methodologies. However, qualitative research that privileges
constructs and typologies from the global North might not easily
capture the unique contexts of the global South (Camfield, Crivello, &
Woodhead, 2009; Ungar, & Liebenberg, 2011). Despite the apparent
kinship, indigenous methodologies are method-neutral and may be
combined successfully with other methods and methodologies (Botha,
2010; Mertens, 2007). Chilisa (2012) has theorised on the nature of a
relational ontology, axiology, and epistemology for Africans and
several native peoples in North America. In these epistemologies,
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knowledge is socially constructed, and community building and social
relations are explicitly valued.
Chilisa (2012) and Chilisa and Tsheko (2014) also spoke of
indigenising research methodologies, a process by which Western
methodological imperialism is resisted and universal approaches
adapted through indigenous worldviews and perspectives. Chilisa
(2012) argued strongly against the universality of rules and
assumptions promoted by some researchers of the global North.
Indigenised methodology, then, is suitably tailored to the context and
culture of the third space, and both quantitative and qualitative
methods may be appropriately indigenised. The need for indigenous
approaches in the Anglophone Caribbean is enhanced by the
multicultural context and sensitive policy environment. To illustrate,
the ethnic and racial labels common in some western cultures might be
deemed inappropriate or insensitive within a small-island state where
coexistence and harmony are critical (Corbett, 2013; Morrison, 2006;
Veenendaal, 2013). Indeed, in multicultural contexts, race is only one
aspect of identity and may not be problematised (Truman &
Humphries, 1994).
Enter the evidence-based movement
In the global North, positivism and post-positivism
maintained paradigm dominance well into the 1980s (Gage, 1989).
Methodological imperialism would have ensured transference of this
privileged status to countries of the global South even when
measurement and quantification processes were imported because of
low research capacity. Positivism and post-positivism have continued
to dominate educational policy research in the global South partly
because of the demands and advice of funding agencies and partly
because of limited research capacity (Hickling-Hudson, 2002; Lewis
& Simmons 2010). However, this dominance of empiricism is more
perception than reality. Evidence from large-scale assessments is
often limited. The World Bank (1993) noted the absence of
information on student attainment in the Caribbean outside public
examinations results. Still, it would be naïve not to admit to the
enhanced threat of epistemological dominance from post-positivism
through the emergence of the evidence-based movement (Giddings,
2006; Shahjahan, 2011).
Although the evidence-based movement has often taken on an
instrumental and pragmatic mask, many assumptions about the process
rarely hold true even in the global North. The arguments for and
against the evidence-based movement, then, must be carefully teased
apart before deciding on its utility in the global South. Indeed, the
concept of evidence itself is not unproblematic for many in the global
North (Goldenberg, 2006). Still, credible evidence is to be valued in
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the global South even if a specific hierarchy of evidence might be
rejected. Indeed, in poorly resourced countries, the rationale for large
scale interventions cannot rely solely upon theories generated from
small-scale case study research. This is so even if some degree of
credibility is achieved through combining findings from experimental
and qualitative components (Onwuegbuzie & Leech, 2004; Mertens &
Hesse-Biber, 2013).
The mixed methods solution as a third paradigm?
MMR provides a useful alternative to mono-method policy
studies for several reasons (Fielding, 2010). Firstly, MMR holds true
to Crossley’s (2008) cautious desire for multiple paradigmatic
perspectives. Secondly, various MMR designs are able to ensure
procedural flexibility with different emphases on the qualitative or
quantitative (Mason, 2006; Morse & Niehaus, 2009). Thirdly, the
process of creating integrated inferences (meta-inferences) is valuable
not only because these better capture different aspects of a
phenomenon, but also the process of integration can make clear
instances of dissonance, which then leads to additional or new insight.
Fourthly, Chilisa (2012) highlighted the flexibility of MMR for
incorporating indigenous approaches:
The mixed method research approach can range from a design
that imposes indigenous worldviews on a predominately EuroWestern paradigm or a design that uses a postcolonial
indigenous paradigm, but borrows some Euro-Western
methods to a culturally integrative approach with a balanced
borrowing from Euro-Western paradigms and postcolonial
indigenous paradigms (p. 51)
Still, MMR may have misleadingly presented itself as a third
paradigm, because in fact it does not represent a single philosophical
perspective (Greene, 2007, 2008; Teddlie & Tashakorri, 2009; Christ,
2013). More importantly, rather than providing neutral and safe
ground, the mixed methods community has itself become entrapped in
the paradigm wars, with some adherents continuing to question the
utility and philosophy of some kinds of mixing. Concerns have also
been expressed about the role of paradigms, epistemologies and
methods (Creswell, 2011; Shannon-Baker, 2016). There may be little
truth, then, to the existence of a third paradigm with the capability to
bridge “the schism between quantitative and qualitative research”
(Johnson & Onwuegbuzie, 2004, p. 15). As Denzin (2012) has noted,
very little real bridging has taken place despite the growth and
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evolution of mixed methods research (MMR). Indeed, what Bryman
(2006) once described as peace is perhaps not tranquillity at all, but
simply a momentary calm, a pretentious lull in the eye of the hurricane,
as a storm gathers energy to return again, perhaps now, with greater
and more magnificent fury.
Perhaps there is value, then, in not seeing mixed methods
simply as a third approach, because it then becomes just another
strategy rather than a solution (Frank, 2013). I will argue that
multimethod1 and mixed methods research (MMMR) approaches do
present a unique and efficient solution for policy research (Morse,
2003; Hesse-Biber & Johnson, 2015). To some extent, this utility was
foreseen by the comparative education community as is evident in the
work of Crossley and Vulliamy (1997), who noted that “there have
been many educational research questions in developing countries to
which a quantitative research strategy has been applied when either a
qualitative one or a combination of the two would have been more
appropriate” (p. 13). This resembles a call for a pragmatic approach
to selecting methods, one that is governed by the utility of the method.

The Value of MMMR for Conducting Policy Research in
the global South
MMMR offers several advantages for conducting policy research
beyond the mere capacity to address different types of research
questions. As a multifaceted tool, MMMR can better address issues
of complexity as well as offer findings of greater credibility. These
are both critical issues for policy research. Certainly, several policy
issues in education are inherently complex, function across different
sub-systems, and are affected by several emergent factors (Bray &
Thomas, 1995). These complex, multilevel policy issues have been
described as wicked policy problems (Mertens, 2015; Rittel &
Webber, 1973). MMMR’s utility for addressing such complexed
layered policy issues is seen in the early MMR study of Goldenberg,
Gallimore, and Reese (2005) where a variety of methods were used
reflexively and interactively to address literacy attainment in Latino
children. Significant findings were that different factors operated at
multiple levels and acted in specific niches; sometimes interacting
both synergistically and redundantly.
The capability of MMMR to address the different research
questions associated with complex and emerging policy issues might
1

Multimethod is the term used by Hesse-Biber and Johnson (2015); but this
author prefers the term multiple methods, which can refer to different
qualitative or quantitative methods. An example of a policy study using
qualitative multiple methods is found in De Lisle (2015).
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be linked directly to the multiple and flexible ways in which
quantitative and qualitative components can be combined (Creswell &
Plano-Clark, 2011). For instance, qualitatively-driven MMR designs
can facilitate appropriate capture of the local context (Morse &
Niehaus, 2009). Several different protocols may be used for
combining the components in MMR and MMMR studies (Teddlie &
Tashakorri, 2009). Creswell and Plano-Clark (2011) proposed two
broad design approaches: dynamic and typology-based. Dynamic
approaches are non-linear and attempt to combine different
components rather than relying on selecting a specific variant from a
typology. In the design process, the research questions are at the heart,
and these are connected to the conceptual framework, methods,
purposes and validity considerations (Maxwell & Loomis, 2003).
Published typologies may be cautiously used to address specific policy
issues (Creswell & Plano-Cark, 2011; Morse & Niehaus, 2009; Niglas,
2009).
Hall and Howard (2008) proposed a hybrid synergistic
approach positioned between these dynamic and typological
approaches. Four principles guide this approach: (1) the concept of
synergy, (2) the position of equal value, (3) the ideology of difference,
and (4) the relationship between the researcher(s) and the study design.
Supporting these four principles as the core is a conceptual framework
which outlines the practical and theoretical aspects of mixing the
components and includes “epistemological, methodological,
theoretical, and methods positions of a study” (p. 253). Especially
useful in this approach is the attention to context and the researcher,
the privileging of synergy as an outcome and the fostering of
difference. The latter is in line with approaches to integration, such as
dendritic crystallisation (Ellingson, 2009).
Promoting epistemological diversity in policy research
There is value in education policy researchers adopting an
explicit reflexive and multiplist strategy. A reflexive researcher is
willing to subject his role and his actions in the research process to
scrutiny. This means interrogating not only why certain actions are
chosen but also questioning the values and belief systems that inform
the epistemological basis of the study (Guillemin & Gillam, 2004).
Such reflexivity is critical to policy research, because it enhances the
avenues and strategies for exploration. Reflexivity from this
perspective means that a specific methodology does not completely
dominate the study of phenomena, events, and disciplines. After all,
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methodology is itself a social construction of academic communities,
much as everything else (Fries, 2009).
Goldenberg, Gallimore, and Reese (2005) described a
multiplist strategy as one that rejects mono-methods in favour of using
multiple probes, heterogeneous methods and inferences across
contexts, times, populations, datasets, analytic strategies, and
perspectives. This strategy allows the researcher to use multiple
worldviews and multiple methods, a practice inherent to qualitative
research (Denzin, 2012). Even assuming that worldviews were fixed,
a multiplist philosophy might be enacted as quantitative and
qualitative teams collaborate on a study. A multiplist philosophy is
consistent with earlier calls for epistemological diversity as opposed
to epistemological single-mindedness (Pallas, 2001). The term
multiplist, as used in this paper, is focused on the methodological logic
of difference as captured by concepts such as dendritic crystallisation
(Ellingson, 2009, 2014).
Epistemological diversity implies a willingness to understand
and utilise multiple ways of knowing. MMMR is an opportunity to
demonstrate epistemological diversity, especially when using single
paradigmatic stances, such as dialectical pluralism, critical realism and
pragmatism (Johnson, 2012). The creation of researchers capable of
epistemological diversity and/ or dialectical pluralism depends much
upon the quality of graduate training in local universities. In the
Anglophone Caribbean, graduate training must seek to develop a cadre
of researchers who are trained across methods and epistemologies.
This demands greater engagement and discourse on issues through
collaboration within and across academic communities. A worldview
promoting epistemological diversity will reject the common tendency
to adopt fixed positions or create imaginary boundaries. There will be,
then, no sacred cows, with every philosophical and methodological
position critiqued and interrogated (Siegel, 2006).
Paradigmatic stances and protocols that support mixing
Several philosophical stances support the efficient mixing of
methods (Greene, 2007). Boucher (2014) defined a philosophical
stance as a pragmatically justified perspective and way of seeing the
world. Greene (2008) described new emergent paradigms that support
mixing as an alternative paradigm stance. Three of the most useful
stances for mixing are dialectical pluralism, pragmatism, and critical
realism (Christ, 2013). Dialectical pluralism is not a single
perspective, but instead is a metaparadigm carefully listening to and
engaging with several “other’ paradigms. Therefore, it is ontologically
pluralist in character, using dialecticism to tease apart differences in
methods and methodologies. Johnson (2012; 2017) detailed the
protocol of use for individual and team researchers as follows: (1)
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dialectically listening to differences; (2) combining competing ideas
and values; (3) explicitly considering different epistemological values
from stakeholders and researchers; (4) ethically conducting the
research; (5) disseminating findings locally and broadly; and (6)
formatively evaluate outcomes.
Pragmatism has been considered as the most popular single
paradigm stance for mixing methods in the global North (Christ,
2013). In some fields, such as program evaluation, researchers have
long been prone to mix methods using the criteria of practicality,
contextual responsiveness and consequences - the hallmark of
pragmatism as a philosophical epistemology. Datta (1997) presented
a framework for adopting pragmatism using four key questions: (1)
Can salient evaluation or research questions be adequately answered?
(2) Can the design be successfully carried out considering the
resources and skills available? (3) Are design trade-offs optimised? (4)
Are the results usable?
Hall (2013) employed Deweyan pragmatism when framing a
philosophical approach to mixing. The primary criterion for
legitimation in this variant is intelligent action, with truth linked to
action, continuously tested and substantiated. Intelligent action means
that different methods are used insightfully to attend to specific issues
and events.
This process requires problem identification,
consideration of various lines of action, and recognition that inquiry
takes place within a community of people. From the standpoint of
Deweyan pragmatism, the focus of mixing is on theoretical
assumptions, methodological traditions and techniques. Building
upon Deweyan pragmatism, Morgan (2014) outlined a five-step model
for conducting inquiry. The steps are: (1) selecting a problem, (2)
reflecting on the choice of the problem, (3) conceptualising a potential
research design, (4) reflecting on the choice of methods, and (5)
conducting the research.
A third paradigm stance that facilitates mixing is critical
realism. This stance has been adopted by several researchers in
management accounting and business education (Modell, 2009, 2010;
Mingers, Mutch, & Wilcocks, 2013; Syed, Mingers, & Murray, 2010).
Critical realism is a paradigm-bridging approach seeking middle
ground between positivism and constructivism (Sayer, 2000). This
philosophical position acknowledges the impossibility of fully
capturing reality, because researchers’ perceptions are always shaped
by their resources and interests. Reality is neither easily apprehended
nor reducible to perceptions or experiences. However, it is still
possible to obtain feedback from some aspects of the observable world
35

Jerome De Lisle
(the empirical rather than the actual or real) (McEvoy & Richards,
2006).
The advantages of critical realism for conducting educational
policy research in particular is: (1) the acceptance of causality as
recurring processes and mechanisms and (2) the understanding of
diversity and difference in a study population (Maxwell, 2012a,
2012b). As argued earlier, small states are heterogeneous, and issues
in education often function at several levels, making critical realism
especially useful for implementing MMR. Wynn and Williams (2012)
identified five principles in conducting studies in critical realism: (1)
identifying and abstracting events from experiences, (2) explicating
events, (3) using retroduction, (4) seeking empirical coronation for
proposed mechanisms; and (5) employing multiple approaches to
support causal analysis. Although the law-like regularities proposed
by positivism are rejected; the focus is on recurring processes by which
structures, actions and contexts come to be generated (Maxwell, 2004;
Wynn & Williams, 2012).
The state of educational policy research in Trinidad and Tobago
The prior discussion provides a useful backdrop for an
analysis of the educational policy research context in Trinidad and
Tobago. The most salient issues in this regard are: (1) limited local
knowledge on core issues, (2) heterogeneity of contexts and outcomes,
and (3) complexity of policy issues. Notably, too, there are limited
sources of policy research. As Lewis and Simmons (2010) argued,
local universities have limited research capacity in general. Although
several large universities exist in Trinidad and Tobago (The University
of the West Indies, University of Trinidad and Tobago, and the
University of the Southern Caribbean), none are significant sources of
policy research in education. In comparison, funding agencies, such
as the World Bank and the Inter-American Development Bank (IDB),
are important source of local knowledge (See World Bank, 1995).
The Trinidad and Tobago Ministry of Education is an
increasingly important source of large-scale data with analysis of
achievement at the primary school level published (De Lisle et al.,
2005, 2010; De Lisle et al., 2012). Data and evidence are also
available from international large scale assessments, such as the
Programme for International Student Assessment (PISA), (Alexander
& Maeda, 2015). The data from these studies suggest that there is
significant heterogeneity in the system with achievement patterns and
characteristics varying across schools and geographic location (De
Lisle et al., 2016). This heterogeneity means that place is a significant
factor that must be accounted for in policy studies. Heterogeneity of
context and performance means that small-scale studies are not easily
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generalisable to the full population, and theory developed might be
specific to particular places.
Closely connected to the heterogeneity of context and
outcomes is the complexity of policy issues. Complexity derives from
multiple factors operating at multiple levels with emergent and
changing influences. Complex problems have been called wicked
policy problems characterised by interdependencies, multicausality,
instability, social complexity, and requiring action by multiple
agencies (Australian Public Service Commission, 2007; Parkhurst,
2016). Some policy issues in the Caribbean are complex or wicked,
because they are influenced by varied factors that are unique and
specific to the context of Caribbean small states. This means that there
is often a higher degree of uncertainty on the issue.
The unique socio-historical ecologies of education systems in
small states also accentuates the complexity of some policy issues in
education. For example, in Trinidad and Tobago schools, there is a
dual management system in which denominational schools coexist
with government schools (Mackenzie, 1991). Although both are
funded by the state, the denominational schools are given much greater
autonomy, different clientele, and presumably have different
transformative processes. System change in such a context is often
very difficult. This complexity, then, is a challenge for both policy
evaluation and evidence-informed policy (Rogers, 2008; Sanderson,
2000). As a solution, Head and Alford (2013) suggested more holistic
and broader approaches to policy thinking combined with greater
collaboration and boundary crossing.

The illustrative education policy studies
Aim and purpose
The overall aim of this section is to highlight the value of and
to detail a multiplist strategy for education policy research in the
Anglophone Caribbean. To achieve this, the paradigm stances,
justification logics, and varied MMR designs of three education policy
studies conducted in Trinidad and Tobago are provided. The
exploration is intended to show how the MMR designs better
facilitated the capture of policy complexity and the generation of
needed local theory. The research questions guiding the review are:
(1) To what extent did these MMR designs add value to the process
and outcomes of policy research; (2) To what extent did the MMR
integration process lead to more comprehensive, credible, and usable
findings and (3) To what extent were these findings utilised in the final
37

Jerome De Lisle
policy decision. The first question relates to overall research design,
and the second and third to the use of knowledge from the policy
research process (Brown, 2012).
The research questions are answered in four summary tables
(Tables 1-4). The tables provide details of the choices made in the
MMR designs as well as the outcomes derived. The four tables
consider: (1) overall purposes, designs, and outcomes; (2) details of
the MMR design including rationale, role of components, level of
interaction, priority, and timing; (3) use of local and western theory in
conceptual framework, research questions, and how the fundamental
principle of MMR data analysis is addressed; and (4) level of
congruence, divergence, and generation of new local theory.
These four aspects capture the four domains of social sciences
inquiry proposed by Greene (2008), namely: (1) philosophical
assumptions and stances; (2) inquiry logics; (3) guidelines for practice;
and (4) sociopolitical commitments. Philosophical assumptions and
stances deal with the paradigmatic issues associated with mixing and
are addressed in Table 2. Inquiry logics are justificatory in intent and
cover purposes, questions, designs and procedures which are detailed
in Tables 1 to 3. Guidelines for practice deal with specific procedures
for collecting interpreting and reporting data and are broadly covered
in Tables 2 and 3. Sociopolitical commitments which relate the
research to society and to the knowledge that is generated and used are
covered in Table 4.
Findings
Table 1 identifies the purposes of the three policy issues
investigated, the policy intent, the role of the components in the MMR
design, and the overall outcomes. Several issues addressed in Table 1,
such as MMR design, are considered in further detail in subsequent
tables. Table 1 provides insight into the value added by the MMR
designs, the nature of integrated and component findings, and the final
policy action. The three policy issues are secondary school choice,
low-performing schools and continuous assessment practice. Each
issue may be considered as a wicked policy problem due to the
complexity, multiple interdependencies, multiple levels of operation,
intractability, and lack of stability (Australian Public Service
Commission, 2007).
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Table 1: Connecting Research Purposes, Designs, and Outcomes in Three Policy Studies (2007-2010)

--------------Policy ---------------

---------Design Elements--------

--------Actions/Outcomes-------

Name

Purpose

Policy Intent

MMR Design

Role
of
Components

1) Secondary
School
Choice

To
determine
decision making
patterns
when
choosing
secondary
schools
and
evaluate
the
consequences for
selected groups

To
generate
system and local
rules that govern
secondary school
choice

Multilevel
Design
(Teddlie
&
Tashakorri, 2003)

QUAN is system
level study of
choice
rules.
QUAL is focus
group study of
student
and
parent
choice
patterns.

2) Low
Performing
Schools

To determine the
nature
of
education
practice
in
schools
facing
exceptionally
challenging
circumstances

To
develop
targets
and
strategies
for
turning
around
low
performing
schools

Explanatory
sequential
(Creswell & Plano
Clark, 2007)

Phase I is QUAN
system
level
study. Phase II is
embedded mixed
methods QUAL,
of three sites

Overall,
Integrated and
Component
Findings
Choice outcomes
and
decisionmaking patterns
are
complex
across education
system and within
family
units.
Choices vary by
gender
and
location
of
community.
Academic
performance of
school is not the
only factor.
Low performance
is
linked
to
poverty, school
size,
and
geographic
locations. Multiple
factors
are
involved and they

Final
Policy
Implemented

Ministerial
proposal
for
restrictions
in
school choice in
2007-2008
rejected
by
Cabinet
of
Trinidad
and
Tobago

Performance
Enhancement
Project
(20072009)
School
Performance
Feedback
System based on
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3) Continuous
Assessment
Practice

40

To determine the
status
of
the
continuous
assessment
programme
in
Trinidad
and
Tobago?

To inform future
effective use of
continuous
assessment

Multiphase
Design
(Creswell
Plano-Clark,
2011

&

PHASE 1 is qual
multisite
case
study. Phase II is
QUAN survey of
38
schools.
PHASE III is
qualitative case
study
of
2
different sites.

differ
across
geographic
location
and
school
type.
Leadership is only
one of many
factors
contributing
to
performance.
Practice
varies
sharply
across
schools but is
associated with
achievement
context. Overall
limited use of
assessment for
learning
with
practice
mechanical and
routine
even
when high. Prior
training
and
collaborative
learning
assist
implementation.

National Tests as
of 2010.

High
Stakes
Continuous
Assessment
implemented
from standards 35 in the primary
school as of 2013
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Secondary school choice in Trinidad and Tobago is connected
to the high stakes placement procedure of the Secondary Entrance
Assessment (SEA) (De Lisle et al., 2009). This policy issue had been
considered in several early policy reports, including the 1993 White
Paper and the 1998 Task Force on the Removal of the Common
Entrance Examination (Ministry of Education, 1998b, 2003). A new
policy was proposed in 2008 by the then Minister of Education.
However, this initiative was short-lived, pointing to the intractability
of the issue (Bethel, 2008).
The policy issue of low-performing schools was first explicitly
mentioned in the 2002-2006 Strategic Plan of the Trinidad and Tobago
Ministry of Education (Ministry of Education, 2002). In 2007, a
system was developed to identify low performing schools using low
stakes national test data. Soon afterwards, a parallel system was
installed in 2008 to 2010 called the Performance Enhancement
Programme (PEP). For the PEP, schools were classified primarily
based on results from the high stakes SEA (the number of students
scoring below 30%). Since 2010, the issue has evolved across
different stakeholders, with a recent initiative being a 12-school
intervention planned by the Catholic Board (Connelly, 2015; Moe,
2009).
The use of continuous assessment (CA) has been a longstanding policy intention in Trinidad and Tobago and had been
considered extensively in the 1993 White Paper (De Lisle, 2013). The
continuous assessment programme (CAP) (MoE 1998a), was an
innovation piloted in 1998 with full implementation achieved in
2000. . This was both an assessment and instructional innovation seen
as an essential tool for improving student learning outcomes and
reducing reliance on a one-shot examination for high stakes secondary
school selection (De Lisle, 2015). Since 2013, new policy on
continuous assessment has been developed leading to the continuous
assessment component (CAC) for the high stakes secondary school
entrance examination (Ministry of Education, 2013). However, this
policy was discontinued in 2016.
Table 1 also focuses upon the primary purpose of each policy
study. Purpose, whether personal, practical or intellectual, is central
to the design of an MMR investigation. Intellectual purposes are
segregated into quantitative and qualitative purposes (Maxwell &
Loomis, 2003). Qualitative purposes are focused on context, process,
and meaning, whereas quantitative purposes include precise
measurement, establishing relationships between variables,
identifying patterns and regularities, and generalising to the
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population. The purposes described in Table 1 are very broad,
suggesting that there might be value in adopting constructivistinterpretive or indigenous worldviews. However, policy research also
requires precise measurement and statistical generalisation. Indeed, in
instances of insufficient local knowledge, it might be advisable to
cycle between analytic and statistical generalisation; a strategy
employed in the study of the CAP.
The three implemented MMR designs are described as (1)
multilevel, (2) explanatory sequential and (3) iterative sequentialmultiphase (Teddlie & Tashakorri, 2009).
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Interview with parents and family members
Meta-inferences

Focus group & laddering
Interviews with children

Identifying and
analysing
schools that
face exceptional
challenge

Qualitative case
study of 11 sites
to identify
recurring
themes

Cases selected
from identified
schools

Instrument
s selected
to measure
themes

Qualitative
Dominant
Mixed Methods
Case Study of
selected sites

Survey of 38
randomly
selected sites
using
quantitative
instrument

Secondary school choice

Meta-inferences

Low performing schools

Continuous assessment
Contexts
and
outcome
s
profiled

Study of 2
sites with
different
contexts and
outcomes

Meta-inferences

Figure 1: Diagrammatic versions of mixed methods designs used for three policy studies conducted in the Anglophone Caribbean
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Figure 1 provides a graphic comparing these three designs.
As shown, in each design, the quantitative and qualitative components
were connected in different ways. The different connections ensured
the efficient capture of local knowledge and integration of large-scale
data. For example, in the multilevel design used for the secondary
school choice study, the quantitative component captured system level
rules for school choice. The qualitative component was focused on
family and individual level understandings of the rules, with the
assumption of significance divergence in perspectives. Integration
between the data sets using correlation and comparison is possible, but
each data set was targeted to the specific level.
In the explanatory sequential design, the quantitative
component was designed to first identify low-performing schools and
then to explore the influence of selected predictors using multivariate
analysis. The qualitative component which followed employed a
qualitative dominant mixed methods case study design to provide indepth insight into actual processes and events within selected schools
(Johnson, Onwuegbuzie, & Turner, 2007). The two qualitative
components in the iterative sequential multiphase design used for the
study of CAP served quite different purposes. The Phase 1 qualitative
component provided context whereas the Phase III qualitative
component was used to illustrate, explain and expand on the findings
of the Phase II quantitative study (De Lisle, 2015).
Table 1 also shows the overall, integrated and component
findings and the final policy implemented. Notably, the final policy
constructed was quite different from the findings and
recommendations in all three instances. As implied earlier, this might
be because evidence is only one factor in creating policy; with social
and political considerations more important in this context. It might
be that some evidence has been misused in the case of the CAP and
low performing schools. A clear case of misuse was seen in the
ministerial proposals for school choice submitted to Cabinet in 20072008. These proposals restricted choice patterns following a linear
exact heuristic (Bethel, 2008; Moe, 2009). However, findings from
the choice study had suggested that choice patterns were more likely
complex, gendered, and multi-phased (De Lisle et al., 2009).

Table 2: MMR Design: Rationale, Components, Interaction, Priority, &
Timing

44

Valuing Mixed And Multiple Methods For Educational
Policy Research In The Anglophone Caribbean: Illustrative Cases
Privileging Epistemological Diversity

Policy Issue
Secondary
School Choice

Low
Performing
Schools

Continuous
Assessment
Practice

Paradigm
Stance/s for
Mixing

Dialectical
Pluralism (QUAN/
QUAL teams)

Critical Realism

Critical Realism

Primary
Rationale

1)

Problem must
be studied at
different levels

1) Case studies
are required
to
explain
how schools
respond
to
national data

1) Problem
needs to be
studied
through
different
methods
2) One
data
source
might
be
insufficient
to explore
complex
issue

Role
of
Components

QUAN study of
system level rules
1995-2005. QUAL
study of decisionmaking in family
with students’ and
parents’
views
captured

QUAN study of
system
level
data.
Three
MMR
case
studies
of
schools
in
different
geographic
locations
and
contexts.

For PHASE 1,
qual study of 12
sites to explore
contexts.
In
QUAN Phase II
survey study of
38 schools. In
PHASE III Study
of
2
sites
selected
from
QUAN database
with
different
contexts

Level
of
Interaction
(Linking or
Integration)

Independent

Interactive
through linking

Interactive
through iterative
linking

Priority

Equal

QUAL

QUAL

Timing

Concurrent

Sequential

Multiphase

Integration
(Point
of
Interface)

Integrative findings

Linking of data
and in integrated
findings

Iterative linking
and
in
integrated
findings
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Table 2 provides further details of the MMR designs in terms
of: (1) the paradigm stance; (2) the primary rationale; (3) the degree of
integration; (4) priority or emphases; (5) timing, and (6) points of
interface. These are the core elements of an MMR design. An analysis
of these inquiry logics can help assess the flexibility and utility of these
designs for achieving the outcomes of policy research (Leech &
Onwuegbuzie, 2009). As shown, critical realism was the paradigmatic
stance adopted for two sequential studies. This perspective facilitated
a focus upon recurring patterns and processes to be identified in the
qualitative component. For the secondary school choice policy study,
a team-based approach to dialectical pluralism was employed. The
qualitative team explored choice at the level of family and individual
students using a constructivist-interpretive approach. The quantitative
team used a post-positivist paradigm stance to analyse quantitative
data across eleven years for system level rules.
In all three studies, integration was considered to be a very
desirable goal and the essence and purpose of a true MMR study
(Teddlie & Tashakorri, 2009). The highest degree of integration was
achieved in the iterative sequential multiphase design with linking,
correlation, comparison and merging employed (De Lisle, 2013). Both
sequential designs also facilitated linking since data from the
quantitative component was used to select the sample for the
qualitative case studies. Additionally, in creating meta-inferences,
findings from the quantitative and qualitative components were
correlated and compared. Although the multilevel design, in theory,
offered substantial opportunities for producing integrated findings, in
the write up, the emphasis was upon component findings with limited
comparison and correlation between inferences from the components.
However, the multilevel design did facilitate dynamic interaction
between quantitative and qualitative teams, which led to valuable posthoc analyses of the quantitative data set.
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Table 3: Theory for Conceptual Framework, RQs, & Generalization Issues in Three MMR Designs
Policy Issue
Secondary School Choice

Low Performing
Schools

Continuous
Assessment
Practice

Western Theory

Different national systems
have different rules for school
choice and several factors
(some unique and local) might
be involved, with different
valences for some
stakeholders

Low performing schools
may have unique
contexts that challenge
the school effectiveness
movement.

Teachers do not
always follow the
“spirit” of the
assessment for
learning process.

Local
Knowledge/
Southern Theory

Several actors are involved in
the process of making the
choice, including children.
Traditional schools are a

Poverty and rurality are
strongly associated with
low performing schools
in Trinidad and Tobago.

CAP is formative
focus, but teachers
mostly practice
continuous testing.

Conceptual
Framework
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strong preference, but choice
patterns are variable.
QUAN

How do choice patterns vary
over the years with different
system rules? How do choice
patterns vary by geographic
region?

QUAL

How do individual families
make choices related to
agency, gender and school
factors

Fundamental
Principle of
Data Analysis

Research
Questions

MIXED

Theoretical
(Analytical)
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What are the
characteristics of
schools with high
poverty, low
performance schools?

How can we model
the effect of various
contextual and
school factors on
CAP use?
What is the
understanding and
nature of formative
assessment practice
at sites practicing
continuous
assessment?

What is the nature of
educational practice in
high poverty, low
performing schools?
Individual laddering interviews

Study of three cases

Study of 11
contextual cases
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Validity
Generalization

Probability

Study of System rules over 11
years on all choices

Case to Case

Study of families in geographic
locations

Study of schools using
national
test
and
planning data (20052007)
Study of three cases

Study of 38 schools
and 436 teachers
Study of practice in
high and low
achievement
contexts with high
and low CAP use
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Table 3 provides further insight into the flexibility of the
MMR design features using the frameworks of Maxwell and Loomis
(2003), Hall and Howard (2008), Plano-Clark and Badiee (2010) and
Onwuegbuzie, Johnson, and Collins (2009). The selected design
features presented in this table are: (1) the conceptual framework, (2)
sample research questions and (3) validity issues. For the conceptual
framework, prior knowledge from both global and local theories are
included. As shown in Table 3, there were notable differences
between local and western knowledge on each policy issue. These
differences were addressed in conceptualising and implementing the
studies. To illustrate, information on school choice was obtained from
children and the extended family based upon the likelihood of broader
agency within the local context. Likewise, the observed association
between achievement, poverty, school size, and rurality in the study of
low-performing schools necessitated a deeper interrogation of the
issue of small rural schools in Trinidad and Tobago.
In both the secondary school choice study and CAP
evaluation, separate quantitative and qualitative questions were
constructed. Mixed research questions were utilised only in the
qualitatively dominant MMR case study of high poverty, lowperforming schools. Onwuegbuzie, Johnson, and Collins (2009)
regarded generalization to be a fundamental principle of data analysis.
Table 3 shows how each policy study addressed this issue by
distinguishing between theoretical, probability and case to case
generalisability. Each study included a component that led to
probability generalisation as well as a component that illustrated the
effect of the policy on individuals, family units or sites. The inclusion
of a component for probability generalisation ensured that broad
claims could be made across the heterogeneous policy space.

Table 4: Congruence, Divergence and “Newness” of Findings
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------------------------ Findings-------------------Policy Issue

Congruent

Divergent

Secondary
School
Choice

Academic
prestige is an
important
factor in school
choice

Traditional
schools are more
highly valued in
system data, but
system
much
more complex in
family units and
decision-making
heuristics makes
use of several
factors
and
compensatory,
conjunctive and
disjunctive rules
in combination

2) Low
Performing
Schools

Low
performing,
high
poverty
schools have
distinct
characteristics

The quality of
teachers and the
presence
of
resources are not
always critical the
factors in school
performance

Poverty
concentration
contributes
to
unique
client
set,
often
unrelated
to
disadvantaged
rural or urban
communities.

3) Continuous
Assessment
Practice

Use of CAP
was variable,
but formative
practice with
high
fidelity
was
universally
low.
CAP use was
associated
with
achievement
context

CAP practice can
be high without
significant
formative
practice/
assessment for
learning

Initial
CAP
training
was
important
if
supported
by
informal
collaborative
structures and
leadership

1)

New
Local
Theory
(Initiation)
School choice is
strongly
genderedStakeholders
make different
choices
for
males
and
females.
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Table 4 elaborates further on the nature and utility of the
findings from the three MMR policy studies. As shown, the findings
produced were both corroborative and divergent, supporting
Ellingson’s (2009) and Denzin’s (2010, 2012) argument for use of
crystallisation as a methodological metaphor. As argued earlier,
divergent findings were an expected MMR outcome, related to
capturing complexity. These divergent findings pointed to the
multiple perspectives needed for the development of new policy in the
Anglophone Caribbean. Divergence of findings leads to new insights
and understandings, as illustrated in the case of the school choice issue.
In the qualitative component, it was first observed that system rules
were often reinterpreted locally by families and communities in
multiple and divergent ways. This observed complexity in rules and
patterns across boundaries suggests that policymakers must exercise
caution when constructing new system level policy.
Table 4 also illustrates the ability of MMR to generate new
theory - a purpose described as ‘initiation’ by Greene, Caracelli, and
Graham (1989). According to these authors, initiation “seeks the
discovery of paradox and contradiction, new perspectives of
frameworks, the recasting of questions or results from one method
with questions or results from the other method” (p. 259). This might
be the most valuable feature of MMR for policy research, because it
provides a mechanism for increasing local knowledge. However, a
notable weakness in these policy studies was the failure to incorporate
an indigenous relational epistemology. Such an approach could have
been especially useful in the school choice study where several actors
in the students’ community were collaboratively involved in the
decision to choose a secondary school; quite different to processes in
the global North (De Lisle et al., 2009).

Implications for Educational Policy Research in the
Anglophone Caribbean
The illustrative MMR policy studies provide insight into the: (1) value
added; (2) comprehensiveness and credibility of integrated findings;
and (3) and utility of findings. I have argued that the fundamental
challenge for policy research in Trinidad and Tobago is to respond to
heterogeneity in educational and geographic space (Bacchus, 2008; De
Lisle et al., 2010). Heterogeneity is a critical challenge for monomethod qualitative studies, because only particular contexts are
captured. Onwuegbuzie and Collins (2007) considered this to be a
legitimation issue for the qualitative component in MMR studies.
Legitimation is MMR validity, defined as “the difficulty in obtaining
findings and/or making inferences that are credible, trustworthy,
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dependable, transferable, and/or confirmable” (Onwuegbuzie &
Johnson, 2006, p. 52).
The logic, strategies, and outcomes of the MMR designs were
fundamental to capturing the observed differences across subsystems, geographical locations, and in identifying new or hidden
findings at different levels. The specific MMR features which helped
achieve this were (1) the variety of sampling designs, (2) iterative
linking and integrative strategies, and (3) the flexibility and variety of
designs. Sampling was a critical factor even for qualitative
components. For example, in the school choice and CAP policy
studies, stratified purposeful sampling for the qualitative component
ensured that variation across districts was adequately captured (Coyne,
1997). Significantly, great variation was found across communities
and locations, supporting the hypothesis of heterogeneous contexts.
Linking between the quantitative and qualitative components was as
an integrative strategy that ensured findings from one component
directly informed the next. To illustrate, in the school choice study,
new insights into gender as a factor were provided when studying
decision-making at the family level. This rule was applicable to
system level data.
A notable advantage of the three MMR policy studies was
design flexibility in determining priority, timing, and positioning of
the point of interface. This flexibility was key to facilitating a better
assessment of local or contextual knowledge on an issue. To illustrate,
in the CA policy study, the then observed lack of local knowledge on
CA practice was resolved by the Phase I multi-site qualitative case
study designed to build theory and reveal contextual issues. The
theory was gathered from eleven case studies using a variety of
qualitative methods including observation, document analysis, and
interviews (Firestone, 1993). Variables identified in Phase I were then
measured through a quantitative survey in Phase II. This approach
illustrates the flexibility of mixed methods designs to provide a
mechanism for resolving issues related to generating credible and
trustworthy data for policymaking in this particular context.
Although the MMR findings from these studies appeared
divergent, credible and insightful, it was still startling to observe how
much final policy decisions deviated from recommended actions.
Perhaps, the continuing chasm between evidence generated and
subsequent policy-making is one of the enduring weaknesses in small
island states. Onwuegbuzie, Johnson and Collins (2011) considered
the value placed on meta-inferences by consumers as a type of validity
issue, political legitimation. This does not mean, however, that the
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evidence was not used at all. For example, there were different levels
of use of the findings from the CAP evaluation. New policy for the
new high-stakes CAC did show increased attention to the use of
formative assessment and to training. The evaluation document was
also one of nine policy documents guiding the new primary school
curriculum. However, at the same time, misuse of findings is evident
in the decision to use CA for the high stakes SEA placement process
(Ministry of Education, 2013). Use of evaluation findings might be
enhanced through various strategies such as greater stakeholder
involvement and qualitative and quantitative data visualisation
(Azzam, Evergreen, Germuth, & Kistler, 2013).
An immediate challenge for MMR education policy studies in
the Anglophone Caribbean and the global South is to better incorporate
indigenous methods and methodologies. Local knowledge and
indigenous philosophies have been given only lip service in the
Anglophone Caribbean, especially in policy research. As argued
earlier, however, MMR designs are flexible enough to incorporate
indigenous methods and approaches. The studies described in this
paper did consider the relevance of local knowledge but did not
explicitly employ indigenous methodologies. Arguably, the use of a
relational ideology would have been valuable in studying school
choice among local families and communities, where decisions
involve socially constructed knowledge.
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EXPLORING GAMIFICATION FOR
REINFORCING GEOMETRICAL CONCEPTS
AND SKILLS AT THE PRIMARY LEVEL IN
TRINIDAD: A Mixed Methods Pilot Study
Sharon Jacqueline Jaggernauth, Nalini Ramsawak-Jodha, Vimala
Judy Kamalodeen, Zhanna Dedovets, Dorian Barrow and Sandra
Figaro-Henry
Though games have had popular use in primary schools
over time, there is increased interest in using elements of
gaming in the classroom to promote motivation and
thinking skills. This paper reports on a mixed methods
intervention pilot study in one primary school in Trinidad
that explored the effects of a gamified classroom on
reinforcing geometric concepts and skills. Familiar learning
tools, like tangrams and origami, were used. A nonequivalent control group mixed method design was used
with both groups taking the pre- and post-tests. Only the
experimental group used the gamified activities.
Qualitative data were obtained from the experimental group
teacher’s interview and observational notes, and analysed
to reveal three interpretive themes about students’
perspectives: favourable, unfavourable and change.
Overall, students reported that games made mathematics
easier to remember. The teacher reported high student
engagement, collaborative problem solving, and respectful
competition among teams. Quantitative data were obtained
from a pre/post achievement test. Analyses reveal
significant differences in the experimental group’s pre-test
and post-test scores. Results from the pilot study were
instrumental in developing the gamification approach for
the larger study of 10 primary schools.

Introduction
Competence in mathematics is a global educational imperative for
societal advancement; however, many perceive mathematics as
complicated and tedious. Teachers struggle to make mathematics
palatable to learners and even indicate a reluctance to teach certain
mathematical concepts (Jaggernauth & Jameson-Charles, 2015).
Geometry is one area of mathematics with which students often
struggle (Ozerem, 2012). The study of geometry develops students’
spatial ability and logical reasoning (French, 2004), and the ability to
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solve real-world problems in which geometrical terminology and
properties occur (Jones & Mooney, 2003). Idris (2007) suggested that
students’ struggles can be associated with their cognitive development
and the instruction they receive in geometry. Consequently, there is a
need for teachers to vary instruction in geometry to promote interest
and satisfaction in learning, and for students to attain higher levels of
thinking to facilitate problem-solving. A specific focus on building
students’ manipulation of objects in 2-dimensions (2D) and 3dimensions (3D) can help them to develop greater spatial sense and
improve geometric thinking overall. There is an overarching need to
develop geometric foundational concepts for the further study of
geometry. Therefore, teachers must align instruction not only with
what interests students but with students’ level of geometric thinking
(Ozerem, 2012; van Heile, 1999), to move them from concrete
representations to abstract concepts.

Background
One of the goals of the Trinidad and Tobago primary school
mathematics curriculum is that students “exhibit the satisfaction that
accrues from engagement in learning” (Ministry of Education, 2013,
p. 17). The mathematics curriculum guide further suggests that
teachers employ “a variety of student-centred teaching techniques and
strategies, such that improvement in student motivation and
performance will increase in the medium and long terms” (MoE, 2013,
p. 22). Geometry is one of four content strands in the curriculum;
students are expected to have developed “spatial sense through
exploration of solids and plane shapes (MoE, 2013, p.251) … [and]
develop appropriate vocabulary associated with geometry” (MoE,
2013, p. 252). In Trinidad, as in other educational contexts, instruction
in geometry in primary schools tends to focus on plane geometry (Siew
& Abdullah, 2012), neglecting the teaching of manipulation and
spatial exploration of 2D and 3D shapes to develop spatial concepts
linked to mathematics and other school subjects like art, science, social
studies, and music (Copely, 2000).
The use of active learning strategies and teaching aids provides
concrete experiences that bridge abstract geometric concepts and
concrete geometric objects (Kamina & Iyer, 2009), allowing students
to visualise and analyse geometric shapes and develop their geometric
thinking. Integrating meaningful activities that use shape models,
captures students’ imagination and develops their understanding of
geometric concepts, reinforces their spatial perception, and contributes
to their success in learning geometry (Russell & Bologna, 1982).
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According to Ernest (1986), theorists like Piaget, Bruner and Dienes
suggest that active engagement is critical for facilitating learning,
particularly in mathematics. Findings from this study can help to
address the gap in primary student engagement in geometrical learning
which is articulated as an educational outcome of the National
mathematics curriculum.
Teachers can develop their students’ geometric skills through
the use of tangrams (Siew, Chong, & Abdullah, 2013) and origami
(Brady, 2008) manipulatives. The benefits of using manipulatives in
the classroom have been noted (Boggan, Harper, & Whitmire, 2010),
and incorporating geometric manipulatives in a game setting allows
teachers to combine the benefits of games and manipulatives as
learning tools in the mathematics classroom. Mathematics teachers
have long incorporated games in the classroom for fun, fostering
cooperative learning, active engagement and motivation (Ernest,
1986). The use of manipulatives and games as learning tools had been
the focus of primary teacher professional development (PD) in
Trinidad and Tobago from period 2002 to 2006 (Khan & Kamalodeen,
2015), and continued teacher PD is necessary to update teachers’
instructional strategies.
This paper reports on a study of a game-based learning approach
referred to as gamification, which is “the use of game-based elements
such as mechanics, aesthetics, and game thinking in non-game
contexts, aimed at engaging people, motivating action, enhancing
learning, and solving problems” (de Sousa Borges, Durelli, Reis, &
Isotoni, 2014, p. 216). It can include digital games but can also refer
to gamifying certain elements of a lesson or the environment, as games
and game design are themselves “transmedial categories” (Deterding,
Dixon, Khaled, & Nacke, 2011). Transmedial categories can include
gaming platforms, novels and films, according to Klastrup and Tosca
(2004). In this study, gamified tangram and origami activities will be
utilised. Gamification is a way to incorporate gaming elements of fun
and competition in the learning environment, yet there are insufficient
studies that address the success of gamifying mathematical classrooms
in Trinidad and the Caribbean.

The Problem
Research suggests that there is a lack of focus on the teaching
of geometry for building spatial reasoning in students (National
Council of Teachers of Mathematics [NCTM], 2006). Oberdorf and
Taylor-Cox (1999) suggested that the paucity of authentic learning
experiences in primary school is one reason for students’
misunderstanding and misconceptions of geometrical ideas. While
geometry instruction must pay attention to fundamental geometrical
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concepts, students need to be challenged in their thinking for a
“balance between enrichment and acceleration” (p. 345).
Tangram and origami puzzles are manipulatives that provide
students with opportunities to build spatial reasoning and reinforce
geometrical concepts, satisfying essential Mathematics goals of the
Trinidad and Tobago curriculum. Consequently, these were selected
for gamification to increase students’ exposure to authentic learning
experiences in one Standard Five level (Grade 6) at a primary school
in Trinidad and Tobago.
The use of games as learning tools and students’ experiences
with games in the geometry classroom are under-researched in
Trinidad and Tobago, particularly at the primary level. This study,
then, responds to Bragg’s (2012) call for research on the effectiveness
of games as a learning tool for teaching mathematics, as well as the
exploration of the effects and benefits of gamification in school
settings (Kickmeier-Rust, Hillemann, & Albert, 2014). It was
hypothesised that if students are engaged in learning using
manipulative tools in a game setting, there could be a change in
academic performance in geometry. This mixed methods study acts a
forerunner to a larger study in 10 primary schools in the same
educational district and seeks to investigate the effects of gamification
in a primary classroom where tangram and origami were used as
learning tools for geometry.

Literature Review
Developing geometric thinking
Through the study of geometry, students begin to develop their
understanding of geometric structures and their characteristics and
relationships, as well as their geometric thinking. Geometric thinking
encompasses spatial and logical thinking as related to space and shape,
and is linked to spatial visualisation, measurement, and algebra
(Kaygorodtseva, 2014). Sinclair and Bruce (2015) suggested that
developing spatial thinking improves students’ performance in
Science, Technology, Engineering and Mathematics (STEM) and
provides children with equitable access to mathematical success and
learning. Children’s success in geometry not only requires mastery of
basic geometry facts and ideas about form, magnitude and relative
position on a plane and in space (Dedovets, 2001), it also requires
instruction that allows them to visualise, think and make accurate
conclusions about geometric ideas (Abdullah & Zakaria, 2012),
bridging sensory experiences and abstract understanding (Ojose &
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Sexton, 2009). van Hiele (1999) suggested that students’ progress
through five sequential levels of geometric thinking from concrete to
abstract (visualisation, analysis, abstraction, deduction, rigour),
moving on to the next level, only upon achieving mastery in the current
one. Spear (1993) suggested that primary school students engage in
thinking within van Hiele’s first three levels; young students move
from first being able to identify and name shapes without using their
properties but based on their real-life experiences at Level 0, to
identifying, describing and explaining the properties of shapes in Level
1, and then to describing the properties of shapes and logically
classifying them at Level 2 (Costa, Matos, & E-Silva, 2009; Ozerem,
2012). The use of manipulatives in teaching geometry, then, allows
students to manipulate concrete objects that can be touched, moved,
flipped and rearranged (Ojose & Sexton, 2009), engaging them in
hands-on activities during mathematics instruction (Boggan et al.,
2010). Children gravitate to play with shapes in puzzles and blocks.
Their natural observation of shapes in objects around them supports
the use of physical manipulation of geometrical shapes (Lee, Autry,
Fox, & Williams, 2008; Tchoshanov, 2011), to develop their
understanding of shape and space, and their spatial sense (Clements &
McMillen, 1996). Consequently, manipulatives that allow for tactile
learning can support children’s development of geometric thinking.
Tangrams and Origami as learning tools
Maschietto and Trouche (2010) conducted a review of the
historical and recent literature on learning tools, including the theory
and practice that support the use of tools to enhance learning in
mathematics. They concluded that learning tools in mathematics can
emerge from human experience and are used to aid human activity.
Further, tools are diverse and can be digital and non-digital. Tools can
be derived from already existing materials or be created. They can be
used individually or in combination. In conclusion, Maschietto and
Trouche (2010) contended that learning tools are pedagogical aids that
can be used practically for assisting students to construct mathematical
meaning and understanding.
Tangrams. This seven-piece Chinese puzzle can be used to
make various shapes by arranging the pieces in different ways, without
the constraint of a single solution like regular jigsaw puzzles.
Tangrams provide concrete experiences that allow students to compare
and categorise the pieces (called tans) and use their properties to solve
tangram puzzles. They engage students’ imagination and develop their
geometry vocabulary; skills in shape identification, classification and
orientation; understanding of basic geometric concepts and
relationships; spatial sense in the world around them (Bohning &
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Althouse, 1997; Lin, Shao, Wong, & Niramitranon, 2011; Yang &
Chen, 2010); and analytical, creative, and logical thinking (Russell &
Bologna, 1982; Siew et al., 2013; Yang & Chen, 2010). Thus, students
learn geometry concepts and relationships in ways that improve their
task performance and decision making (Gal & Lew, 2008).
Origami. This Japanese art of paper folding is spatial in nature
and engages the visual-spatial modalities of listening, observing, and
doing (Boakes, 2009). In the mathematics classroom, paper folding
provides tactile experiences that actively involve students in
transforming a 2D sheet of paper into a 3D physical model (Cakmak,
Isiksal, & Koc, 2014). Brady (2008) opined that paper-folding
activities, like origami, develop students’ “mathematical ideas,
thinking and concepts; skills in communicating mathematically; and
group interaction skills” (p. 77). In Boakes’ (2009) study of middle
school US students, she reported that students found origami activities
were “fun” and “enjoyable” (p. 8). Students also reported that it helped
them understand geometry. These results are consistent with those of
Cakmak et al. (2014) who reported that origami helped Turkish
students feel relaxed during learning and developed their psychomotor
skills, imagination, creativity and intelligence. Although students
experienced some difficulties with the novel strategy, their
collaboration led to success in model building. However, Boakes
(2009) reported that although a number of studies have linked origami
to developing students’ visual skills, lamentably, the paucity of
research about origami for developing students’ spatial thinking is
evident. A similar gap exists in the Trinidad and Tobago context.
Games as Learning Tools
Play and games are increasingly endorsed to stimulate dull
mathematics classes in the developed and the developing world
(Nkopodi & Mosimege, 2009). However, play and games are not
equivalent. Games, unlike play, are governed by a particular set of
rules to foster competition and can help learners develop mathematical
skills while increasing their interest and motivation (Bragg, 2007).
Games promote experiential learning that is situated in active play in
the classroom. They “promote social skills, stimulate mathematical
discussion, develop new strategies and reinforce new concepts and
competencies in learners” (Oldfield, 1991, p. 41) at all educational
levels. Games transfer motivational elements to learning activities that
develop skills of communication, sharing, goal-setting (Landers &
Callan, 2011), engagement, interactivity and problem-solving (Ernest,
1986; Kapp, 2012). Bright, Harvey, and Wheeler (as cited in Ernest,
1986) reported considerable gains in the achievement of early
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secondary school students through game-play. Playing games
develops children’s strategic and visual thinking skills by training
them to pay attention to detail (Dedovets, 2001). It supports the
academic environment as a classroom intervention through the nonthreatening form of assessment (Wiersum, 2012). It encourages
strategic mathematical thinking as students find different strategies for
solving problems, and it deepens their understanding of numbers,
building fluency through meaningful practice, resulting in academic
improvement (Rutherford, 2015).
Conversely, games are not always considered to be a serious
learning tool and may even be considered as time wasting (Swan &
Marshall, 2009). Bragg’s (2012) work with Australian primary
students concluded that the use of games did not result in a significant
improvement in mathematics learning. Kapp (2012) suggested that
individuals are more interested in playing games for the sense of
mastery and overcoming challenges and obstacles, and for the social
interaction, rather than for external rewards such as points. Shute,
Rieber, and Van Eck (2011) proposed, however, that games can
support and contribute to learning, but what is needed is more research
on the use of games as a learning tool in classrooms through
experimental studies. This need exists in the Caribbean also.
A learning game is “a form of participatory, or interactive,
entertainment” (Rollings & Adams, cited by Glover, 2013, p. 1999)
that comprises “a self-contained unit with a definitive start, gameplay
and ending” (Kapp, 2012, p. 44). Typically, a game ends in victory for
single or groups of players, with some external rewards. Teachers
often use these rewards to motivate and engage students in learning to
improve academic achievement and develop appropriate behaviours
(Hoffmann, Huff, Patterson, & Nietfeld, 2009). In addition to being
enjoyable and fun, well-designed learning games provide students
with much continuous and immediate feedback for improvement and,
according to Barab, Gresalfi, and Ingram-Goble (2010), allow them to
complete tasks that may be too complex for them to do on their own.
The utility of games as learning tools requires students to be
engaged in the learning of content during play so they use their
knowledge to solve meaningful problems, in an environment
supported by clear instructions and feedback, and instructional support
from teachers (Hays, 2005). Despite any suggested challenges
involved with game play, the potential for learning games to increase
student engagement and contribute to improved academic
achievement is what fuelled its use in this local study.
Gamification in Mathematics
Mathematics teachers have been experiencing difficulty with
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low student engagement and motivation to engage in active learning
(Huang & Soman, 2013). Engagement, according to Deater-Deckard,
Chang, and Evans (2013), is “a collection of mindfully goal-directed
states in which motivation arising from positive emotions serves to
grab and sustain the learner’s cognitive and motor competencies” (p.
22). Engaged students demonstrate their involvement in learning
through their behaviour, enthusiasm, optimism, curiosity and interest
(Rozendaal, Braat, & Wensveen, 2010). Arnold (2014) suggested that
incorporating game-like elements into mathematics instruction can
enhance student learning, not by making learning into a game but by
enticing students into playing the game, by incorporating game-like
features that spark curiosity, encourage exploration and the notion of
domination.
Gamification in education refers to the integration of
principles and elements of games into non-game activities (Deterding
et al., 2011) to “engage [individuals], motivate actions, to promote
learning, and solve problems” (Kapp, 2012, p. 10). Although
gamification was first associated with the digital media industry in
2008, its use has extended to education, including the use of both
digital and non-digital games (Deterding et al., 2011). Gamification
has been associated with improving students’ motivation, achievement
and attitudes toward learning (de Sousa Borges et al., 2014; González,
Mora, & Toledo, 2014; Huang & Soman, 2013; Yildirim, 2017); skills
reinforcement that improves performance (de Sousa Borges et al.,
2014; Preist & Jones, 2015); and attitude and behaviour change in
students and teachers (Schoech, Boyas, Black, & Elias-Lambert,
2013).
Huang and Soman (2013) proposed a five-step gamification
process that was used in this study. According to this model, the
teacher must be familiar with her/his student, their needs and learning
preferences, within the context of the specific classroom and school,
and the content to be learned during a period of instruction. Then, the
teacher must identify and clearly define the objectives and outcomes
of the learning experience, before planning instruction. Only then can
the teacher decompose the learning content into manageable chunks
and sequence them in logical stages of increased difficulty and
complexity, and provide opportunities for multiple tries, if necessary,
and multiple pathways to task completion. The teacher can then
determine which stages will be gamified, identify resources for
gamification, develop rules of engagement and identify feedback
strategies to track student progress, and for students to track their own
progress, and identify and attend to areas for improvement. The
process ends with the teacher determining the game mechanics to
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adopt to focus activities on learning and competing with the self, and
with others. Huang and Soman (2013) cautioned that gamification
focuses on applying game-like elements to behaviour, rather than
outcomes, to achieve objectives by incentivising mundane learning
processes.
Perspectives on Gamification in the Classroom
Cheong, Filippou, and Cheong (2014) obtained perspectives
from 51 undergraduate students on game elements used in
gamification, utilising a questionnaire prior to attempting the creation
of a game-like learning environment. More than 90% of the students
surveyed opined that they expected gamification to enhance the
learning environment and increase their interest in learning, as well as
improve their understanding of content. All the students surveyed rated
highly their interest in the use of game elements to promote learning
in the classroom. Papp’s (2017) study of the effects of gamification on
motivation and learning, involved the use of non-digital mathematics
games to teach multiplication to two Grade 4 mathematics classes over
one school term. Papp (2017) assessed improvement in learning using
a pre-test and post-test on multiplication, and gathered students’
perspectives on their experiences in the gamified classroom using
focus group interviews and a five-point Likert scale survey. The
findings suggested that students improved in their multiplication skills
and appeared to be more engaged and more willing to participate in
the gamified intervention. Lower-performing students demonstrated
greater gains in improvement using the gamified approach. The survey
data from the study showed that 80% of students reported enjoying
learning, and 90% reported a better understanding of multiplication
using the gamified intervention. Students found the gamified
intervention to be fun and assisted them with learning in a non-stressful
environment. They clamoured for the use of more gamification in the
mathematics classroom.
According to Sanchez Mena and Marti Parreno (2017), little
is known about what teachers perceive facilitates or hinders the use of
gamification in their classroom, despite increasing research on
gamification itself. They interviewed 16 higher education teachers
who had attempted gamification at least once in their courses. The
teachers indicated that drivers for the continued use of gamification
were the increases in students’ motivation and attention during
gamified lessons, which stimulated learning through active
engagement and social interaction while having fun. However, they
also found that teachers were reluctant to continue employing
gamification because of a lack of time, materials, training and support,
as well as their perceptions that students would not be interested in
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learning through gamification, the difficulty of matching gamified
activities to the content and schedule for teaching, and the challenge
of managing the classroom when gamification is utilised.
In summary, these findings emphasise the need for further
research into the use of games as learning tools in diverse contexts.
This study responds to this identified need, and highlights students’
and teachers’ attitudes to the use of games, as well as learning
outcomes in geometry as stipulated in the Trinidad and Tobago
Primary Mathematics Curriculum.
Research Questions
This study explored the effects of gamification on student
learning in the primary school mathematics classroom through three
questions:
1. What were students’ perspectives on gamified tangram and
origami activities as learning tools in geometry?
2. What changes were observed in student achievement in geometry
after exposure to gamified tangram and origami activities?
3. What was the teacher’s perspective on gamified tangram and
origami activities as learning tools in geometry?

The Mixed Methods Research Design
There is increased use of mixed methods in the study of social and
human behaviours. Johnson, Onwuegbuzie, and Turner (2007)
contend that this methodological approach can enhance and improve
findings related to answering research questions in a single study. The
specific benefits of the design in the present study were for
triangulation of results (Greene, Caracelli, & Graham, 1989) and
significance enhancement (Collins, Onwuegbuzie, & Sutton, 2006) of
the mixed findings.
This study utilised a non-equivalent control group mixed
method design (Sousa, Driessnack, & Mendez, 2007) that exposed one
class to the intervention and not the other class (control group). More
specifically, this study employed a pre-test - post-test two-group nonrandomised quasi-experimental design (Creswell, 2013), with random
assignment of the two classes to the experimental and control groups.
The design is represented accordingly:
Treatment Group (receives full treatment): R – O – XOXOXO –
O
Control Group (receives no treatment):
R–O–O
where:
R represents the random assignment of groups
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O represents one of the measures (Pre-test, Post-test,
Rate My Game)
X represents treatment employed (Gamified tangrams
and origami activities)
This approach compared changes in the achievement of both classes
over the intervention, to determine whether students who were
exposed to the intervention attained greater gains than those who were
not (Sousa et al., 2007).
Merging of the data sets occurred in the data integration
stage, where joint displays and narratives (Fetters, Curry, & Creswell,
2013) are used for analysis and comparison. Merging took place after
the statistical analyses of test data and the thematic analysis of the
students and teacher’s data. Mixing methods permitted an optimum
mix (Teddlie & Tashakkori, 2009; Johnson & Onwuegbuzie, 2004) of
both quantitative and qualitative methods, and mixing findings at the
level of inference upon completion of the independent analysis of
quantitative and qualitative data (Leech & Onwuegbuzie, 2009).
Collecting different but complementary data sets clarifies the
research issue by capturing the strengths and non-overlapping
weaknesses of both quantitative and qualitative methods (Creswell &
Plano Clark, 2011), to draw conclusions and make inferences about
the effectiveness of the treatment in the accessible population.
Quantitative methods provided a general assessment of students’
achievement in geometry and their perceptions of educational games
in mathematics, while qualitative methods provided some elaboration
on student and teacher perceptions. This “expansive and creative”
(Johnson & Onwuegbuzie, 2004, p. 23) approach circumvented the
limitations of “purism about the epistemological origins of [a single]
approach” (Snape & Spencer, 2003, p. 17).
Sample
The population of interest for this study was Standard 5 (Grade
6) students in Trinidad and Tobago. However, the accessible
population comprised the Standard 5 (Grade 6) classes in the St.
George East education district in Trinidad. One private primary school
was purposively selected from among the primary schools in the
education district. The average age of students in the study was 11 yrs.,
and all had completed the terminal examination. The sample
comprised two classes, one experimental group (n = 16), and a control
group (n = 17). Although the accessible sample for this pilot study was
not entirely representative of the population of interest, the primary
purpose of this study was not to generalise to the entire population but
to explore the feasibility of its design and methods with an accessible
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sample, and modify them for the main study. The teacher of the
experimental group was purposively selected for interview to gain
insight into experiences with the gamification of the tangram and
origami puzzles.
Procedure
A workshop for teachers on the use of games in mathematics
education was facilitated at the research site in April 2016 and
preceded the commencement of the study there. Teachers were
oriented to the use of educational games in general and, specifically,
how the selected games were to be implemented during the study.
Subsequently, the researchers obtained permission from the school’s
Board of Management to conduct the study at the school, and informed
consent from participating teachers and the parents/guardians of
participating students. The experimental group’s teacher was provided
with instructional materials, and oriented to the implementation
requirements. Data collection occurred in May 2016 via the
administration of pre-tests to both experimental and control groups, by
their teachers. The experimental group played the tangram and origami
games during five 60-minute periods over five days. After each game
was played, students completed the Rate My Game questionnaire. The
experimental group’s teacher collected samples of the students’ work
and provided the researchers with her observational notes. The
researchers visited the site to provide guidance when required. Upon
completion of the treatment, the post-test was administered to both
experimental and control groups. The experimental group’s teacher
was interviewed about her perception of the use of the gamified
tangram and origami activities, the students’ overall levels of
engagement in play, challenges they experienced, and their social
interaction during play.
The gamification procedure
The Huang and Soman (2013) five-step gamification process
for the unit in geometry was adopted. The Standard 5 (Grade 6)
students were selected, because they were in a state of transition to
secondary school, and reinforcement of geometrical concepts and
skills would be beneficial. The gamified classroom brought minimal
risk to the students. Having identified clear learning objectives from
the primary curriculum aligned with geometry, reinforcing
geometrical concepts was determined as the focus of the gamification.
Tangrams and origami puzzles were selected for gamification
with the teacher as the game facilitator. The researchers sourced paper
and designs for the puzzles and designed challenges at the first three
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levels of geometric thinking according to van Hiele (1999). In the
activities, at the visual level, students explored geometric shapes
through visualisation and manipulation. This can help primary school
students clarify misconceptions about geometric concepts if their
mental perceptions differ from formal definitions of these concepts.
For example, they sometimes have difficulty identifying plane shapes
like squares, triangles and rectangles when they are rotated. At the
analysis level, manipulation of shapes can help students bridge the gap
between concrete representations of shapes and abstractions of these
concepts. For example, students can classify shapes according to their
properties. Finally, at the abstraction level, students can deduce
relationships between different properties of a shape, identify related
shapes, and explain their reasoning about similarities and differences
among shapes and their properties. A scoring system and rules of the
games were established for the gamified activities. A rating scale was
adapted from Knezek, Christensen, and Tyler-Wood’s (2010) to
capture students’ perspectives on the game. Finally, game mechanics
were designed to focus the students on competing with themselves and
their classmates. Gaming elements included restriction of time to
complete tasks, immediate feedback and rewards from the teacher.

Data Collection and Analysis
Qualitative methods were utilised for research question 1, to collect
data regarding student perspectives on educational games via
questionnaires; and for research question 3, to collect data regarding
the class teacher’s perspective on educational games via her
observational notes and exit interview. Qualitative methods provided
a rich deep understanding of how human experiences, thoughts and
feelings are “understood, experienced, or produced” (Mason, 1996, p.
4) in a particular context (Patton, 2002). Quantitative methods were
utilised for research question 2, to collect data regarding students’
geometric thinking skills via parallel pre-test and post-test.
Quantitative methods were used to summarise data and “describe
current conditions … [and] investigate relationships” (Gay & Airasian,
2000, p. 11).
Research question 1
A Rate My Game questionnaire (see Figure 1) was administered
to students at the end of each game played requiring them to write their
perspectives on what they liked, did not like, and would change about
the game. Open responses were thematically analysed as a first means
of data reduction (Miles & Huberman, 2002), and then each theme was
binarised to produce an inter-respondent matrix (Onwuegbuzie, 2003)
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indicating the prevalence of that theme through frequency counts.
These frequencies were then converted to percentages reflecting the
intensity effect size per theme. Factor analysis led to the emergence of
meta-themes regarding what was favourable, unfavourable and needed
change. Inferential statistics were utilised as Onwuegbuzie (2003)
argued that inferential statistics are valuable in qualitative analyses
where words from participants are treated as sample units of data.

Figure 1. Rate My Game student questionnaire.

Research question 2
Equivalent pre-tests and post-tests were designed to explore
students’ ability to apply geometric thinking to respond to items that
addressed specific concepts and skills in Geometry. Each test each
comprised 4 items (see Figure 2). On both pre-test and post-test, Item
1 required recognition of simple shapes that comprise a compound
shape. Students identified and selected from a set of simple shapes,
those that comprised a given compound shape. Item 2 required
dividing a whole into parts. Students used a ruler and pencil to
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uniquely divide each of two congruent rectangles into 12 equal parts.
Item 3 required demonstration and application of principles of
Perimeter. Students were provided with a plane shape on a grid, and
on the same grid drew a different plane shape with the same perimeter.
Item 4 required demonstration and application of principles of Area.
Students were provided with a plane shape on a grid, and on the same
grid drew a different plane shape with the same area. The tests were
not timed, allowing students to work at their own pace. Students’
responses were assessed using a rubric designed to capture a range of
responses to the four items (see Figure 3).

Figure 2. Geometry achievement test administered pre-intervention
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Figure 3. Rubric for scoring pre-test and post-test.

Pre-test and post-test scores were tabulated for each student, and
SPSS ver. 21 software was utilised to compute group means and
standard deviations for pre-test and post-test scores. Paired-samples ttests (2-tailed, .05 significance level) were conducted to identify
significant differences between each group’s pre-test and post-test
scores. An independent-samples t-tests (2-tailed, .05 significance
level) was computed to determine whether there was a significant
difference in groups’ mean pre-test and post-test scores.
Research question 3
The teacher’s perspective was elicited through her observational
notes and an unstructured face-to face-interview. Her notes were
analysed using qualitative content analysis to determine levels of
student engagement and enjoyment during each game, and the ease of
implementation of educational mathematics games. The interview
captured her perspectives on her experiences to reveal meanings that
she attached to these experiences (Ponterotto, 2005). The interview
was videotaped with her consent. Members of the research team
independently analysed the interview using qualitative comparative
analysis to identify emerging categories of meaning and their
interrelationships (Glaser & Strauss, 1967), and to interpret their
meaning (Schreier, 2012). Individual codes and categories were
compared for convergence or divergence of emergent themes and their
interpretation. Agreed-upon categories were reported and described
for the reader to follow (Schreier, 2012).
Ethical Considerations
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Permission was obtained from the school board, the principal
and parents to conduct the study. To protect the identity of participants,
each student was given a code which he/she recorded on the pre-test
and post-test, and the school remained un-named. Further, only group
statistics were reported. Parents had the option to refuse participation
of their child/ward in the study with no negative repercussions. All
students were exposed to the study, but data were only collected and
used once permission was obtained. Data were stored in a fire-proof
filing cabinet, using password protected media, accessible only to the
researchers.

Findings
Findings are presented below, with respect to the three research
questions.
Research Question 1
Data collected from the Rate my Game questionnaires yielded
qualitative responses for three questions: liked, not liked, and change.
Representational themes from participant words in each category led
to the development of an inter-respondent matrix resulting in three
meta-themes coded as Favourable, Unfavourable and Change (see
Table 1). The responses for the two gamified activities - origami and
tangrams - were combined.
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Table 1. Representational themes from students’ rating scales and researchers’ assertions
ORIGAMI

TANGRAM

ASSERTIONS

Text/Axial Coding

Representational
Themes

Text/Axial Coding

Representational
Themes

Interpretive Themes

*Students liked the folding activity.

*(x6) Activity Based

*Working together in groups.

*(x8) Cooperative
learning

*Students liked seeing the finished
product.

*(x4)
Realistic
achievable goals

*More FUN than actual work
*Creating Art using familiar
shapes

*Students liked everything about the
game.

*(x4) Fun

*It was mind challenging

FAVORABLE
We loved these games primarily, because
they were fun and activity-based and they
helped us to learn from each other. Though
largely challenging, the games helped us
become more creative and innovative math
students.

*(x5) Creativity

*Making all different paper creatures.
*Brings something new.

*(x5) Fun

*(x3) Challenging
*(x4) Creativity
*(x2) Innovative

*Many students loved the game as is
and would change nothing about it.

*(x12) Nothing

*The phrasing of instruction for
clarity and understanding.
*We did not like some of the activities
e.g. making the rocket.

*(x5) Change the
instruction.

*Many students loved the
game as is and would change
nothing about it.
*Challenging since only few
shapes were utilised.

*(x6) Nothing

*(x2) Challenging

*Some of the activities were a
little too hard.
*(x6) Complexity
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UNFAVORABLE
Students loved the origami (70%) more than
the tangram (35%). Overall, more students
loved the games and did not find anything
they did not like. However, a few students
(12%) felt that the games were "challenging"
or too complex (35%).
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ORIGAMI
Text/Axial Coding

TANGRAM

ASSERTIONS

Representational
Themes

Text/Axial Coding

*(x2) Specific Task

*Difficult
together.

to

put

Representational
Themes

Interpretive Themes

shapes
*(x3) Difficult

*Many students loved the game as is
and would change nothing about it.

*(x12) Nothing

* Many students loved the
game as is and would change
nothing about it.

*(x6) Nothing

*Instructions should be simpler.
*The level of difficulty too high.
*Nothing was FUN.

*(x5) Too complex
*(x4) Not Fun

*(x3) Too complex
*Want more
tangram

shapes

from

CHANGE
Many of the students loved the game as is and
would change nothing. However, a significant
number suggested a change to the level of
complexity. A few students (23%) felt like the
games lacked the crucial ‘fun’ element that
they considered key to any successful game.

*(x4) Too complex

*Reduce the folding.
*(x2) Too complex

*Lessen the number of shapes
and the instructions should be
easier to understand.

*(x4) Complexity
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The Favourable theme asserted that students loved these
games as they were primarily fun and activity-based and they helped
them to learn from each other. Even though they thought the games
were a bit challenging, they felt that the games helped them to become
more creative and innovative math students. This meta-theme resulted
from statements from students that they “liked the folding activity”,
“liked everything about the game”, felt it was “more fun than actual
work” and “was mind challenging”; they thought it “brings something
new” and they “liked working in groups”. The idea of the game being
challenging was noted for tangrams but not for origami.
The Unfavourable theme asserted that most of the students
found ‘nothing’ unfavourable about the games, but tangrams were less
favourable than origami. Students indicated the games were
challenging (12%), and either too complex (35%) or too difficult (6%).
Some students found that the tangrams were a “little too hard” with 2
students writing that it was “difficult to put the [tangram] shapes
together”. Significant, too, was the view that the origami instructions
needed to be made clearer, and two students expressed that they did
not like the activity, such as the rocket. Generally, complexity seemed
to be unfavourable.
The Change theme asserted that most students loved the
games and would change “nothing” about it. However, in response to
the complexity theme, students made some suggestions for change to
the game. They “wanted more [tangrams] shapes”, and “to lessen the
number of shapes” and felt that “the instructions should be easier to
understand”. Some students (24%) felt that the games lacked the
crucial fun element that they considered key to any successful game.
In a few cases, recommendations were made to change the game
instructions.
Research Question 2
Students’ scores were tabulated, and means and standard
deviations were computed. Independent samples t-tests were
computed to compare the pre-test and post-test achievement of the
experimental and control groups. A significant difference was
observed between the groups’ pre-test scores, t = -2.482, p =.019; the
experimental group (M=6.69, SD=1.493) scored significantly lower
than the control group (M=8.00, SD=1.541). However, no significant
difference was observed between the post-test scores of the
experimental group (M=8.00, SD=1.461) and the control group
(M=8.00, SD=1.581). Inspection of groups’ pre-test and post-test
scores indicated some fluctuation from pre-test to post-test. In the
control group, students’ scores were relatively stable; however, in the
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experimental group, all but one student achieved a higher post-test
score than pre-test score (see Figure 4).

Figure 4. Pre-test and post-test scores for the control group and
experimental group.

Paired samples t-tests were computed to compare the groups’
pre-test and post-test scores. There was a significant difference within
the experimental groups’ scores, t = -3.085, p <.01, from pre-test
(M=6.69, SD=1.493) to post-test (M=8.00, SD=1.461), with a smaller
standard deviation. However, there was no significant difference
observed between the control group’s pre-test and post-test scores.
Research Question 3
Qualitative comparative analysis of the responses from the
teacher’s observational notes and the interview yielded seven themes:
fun:- students had fun playing games with each other; easy to use:students found the puzzles and the material easy to manipulate; cooperation:- students demonstrated their willingness to work together
to do what was required to ensure that all team members completed
their part to win the games; respectful competition:- student-teams
actively competed against each other maintaining respectful
interactions, and willingly assisted other teams that struggled to
complete the games; ownership:- students took pride in their products,
decorating and naming their designs; reinforcing concepts:- students’
participation in the games allowed them to demonstrate their ability to
apply their existing knowledge of geometric concepts and skills to
create tangrams and origami figures; and engagement:- students
demonstrated high levels of enthusiasm and determination to complete
games, even when they encountered challenges. These themes and
direct quotes to support them are summarised in Table 2.
Table 2. Thematic analysis of teacher’s perspectives
Theme

Significant statements reflecting the theme

Fun

“[students] did not feel like [they were] doing math”
“[students] had the most fun with origami”

Easy to use

“the children were able to make the [tangram] shapes much
faster than myself as an adult”
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Theme

Significant statements reflecting the theme
“Origami was child-friendly”

Co-operation

“[students] enjoyed group work and co-operated with each
other”
“students who finished would help others”
“ [there was] collaboration within teams and between
teams”

Respectful
competition

“[students] got really competitive for tangrams”
“[students] were respectful to each other during the games
even though they were competing against each other”

Ownership

“they enjoyed naming their creations”
“[students] liked to see products and name them”

Reinforcing
concepts

“they were able to identify line of symmetry in origami
without being told”
“students grasped the tangram concepts easily”
“they could make the shapes by figuring how they fit
together using their properties”

Engagement

“[students] were so engaged in the games”

Overall, the teacher reported high levels of student
engagement, collaboration within teams and respectful competition
among teams during play, as well as evidence of reinforcement of prior
learning through gameplay.

Discussion
The discussion is organised around each research question.
Research Question 1
Favourable assertions about the games were evident in
students’ ratings of both tangram and origami puzzles as fun, activitybased and challenging. Origami appeared to be more favourable than
the tangrams, where complexity and levels of difficulty were noted.
These findings with primary school students support those of Boakes’
(2009) study of middle school US students with origami activities.
However, Cakmak et al. (2014) noted that students experienced
difficulties that had to be overcome, which corroborate the assertions
of some students in this study who felt that the games were ‘not fun’,
‘too complex’ or ‘challenging’. The literature suggests that
overcoming challenges is a major area of interest in playing games
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(Kapp, 2012), more so than for external rewards like points and
winning. It is notable that students did not comment on winning prizes
or gaining points as motivators for the game, but instead indicated
teamwork, challenge and activity as favourable. This important finding
suggests that the gamification in this study was effective, and game
elements of challenge, continual feedback and a high level of
interactivity were critical in engaging students, which supports the
findings of Kapp (2012).
Further, students were able to develop their geometry
vocabulary; their skills in shape identification, classification, and
orientation; their understanding of basic geometric concepts and
relationships; and their spatial sense in the world around them, which
corroborated the findings of researchers like Bohning and Althouse
(1997), Lin et al. (2011), and Yang and Chen (2010). They were able
to clearly identify where tasks were not clearly instructed, were overly
complex or required more shapes, revealing some development of their
analytical, creative, and logical thinking, outcomes also reported by
Russell and Bologna (1982), Siew et al. (2013), and Yang and Chen
(2010).
Research Question 2
The results indicated that although the experimental and
control groups differed significantly in their pre-test scores, their posttest scores were not significantly different. Further, there was an
observed significant difference in the scores of the experimental group.
Pre-test scores suggested that the experimental group’s performance
was lower than the control group at the start of the intervention, but
performance equalised after exposure to the intervention. This finding
supports those of other researchers, including González et al. (2014),
Huang and Soman (2013), Papp (2017), Preist and Jones (2015), and
Yildirim (2017), who indicated that gamification contributes to
enhancing student understanding and, hence, their performance. It is
likely that the gains in the performance of the experimental group were
associated with the change in the learning environment (Cheong et al.,
2014) through the use of gamified tangrams and origami activities. The
game-oriented learning environment facilitated reinforcement of
students’ understanding of basic geometric concepts and relationships,
such as shape identification and orientation, symmetry, spatial
awareness (for example, Boakes, 2009; Bohning & Althouse, 1997;
Lin et al., 2011; Yang & Chen, 2010), task performance and decision
making (for example, Gal & Lew, 2008), and enhanced performance
of students in the lower achieving group (for example, Papp, 2017).
Research Question 3
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Themes emerging from this research such as Competition and
Fun, support Bragg (2007) who suggested that games can promote
competition, and educational games can help learners to develop
mathematical skills while increasing student interest and motivation.
The findings also corroborate Cheong et al. (2014) who found that
students feel more interested and motivated to learn in a gamified
environment. Fun was a definite element in the gamified environment
in this study, as well as those conducted by Papp (2017) and Sanchez
Mena et al. (2017). Another emerging theme was co-operation. The
teacher referred to students co-operating and assisting each other
through social interaction, as in Sanchez Mena and Marti Parreno’s
(2017) study, in which their teacher-participants reported that a
gamified environment promoted social interaction among students,
which aligns with the desired 21st century skills of communication and
sharing (Landers & Callan, 2011).

Overall Integrated Findings
From analysing the data in the three research questions, three
integrated themes were found: games are fun; gamification leads to
student engagement; the gamified activities using origami and
tangrams led to the reinforcement of geometry skills and concepts.
Data obtained from both the teacher and students corroborated the
finding that students enjoyed playing the games. Students reported
that they liked the origami games more than the tangram activities. The
themes of cooperation and teamwork were also confirmed by both data
sets. Themes related to complexity were highlighted by the students
but not the teacher; meanwhile, the teacher expanded previous themes
with the idea of ownership. The role of ownership as it applies to
student interest and motivation needs greater attention, especially with
respect to student creation of artefacts. In this study, it appeared that
this was a motivating factor for students.
The notion that games can be used as a learning tool to
reinforce geometrical concepts was evident in this study. As in the
findings reported by Brady (2008) and Boakes (2009), the teacher in
this study found that tangrams and origami games supported and
reinforced students’ understanding of geometrical concepts and
relationships. This was demonstrated by their ability to identify and
use lines of symmetry to create origami models, and the properties of
shapes to solve tangram puzzles. The teacher reported high student
engagement during the intervention. Student engagement manifested
in students’ motivation, interest and attention to complete challenges
during gameplay (Sanchez Mena & Martí Parreno, 2017). The themes
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from the student and teacher data are summarised in Table 3.
Table 3. Joint display of integrated themes from student and teacher data
Integrated
Themes

Students

Teacher

Games are Fun

“More FUN than actual
work”

“Did not feel like [they
were] doing math”

Gamification
leads to student
engagement,

“Students liked
everything about the
game”

“[students] were so
engaged in the games”

The gamified
activities using
origami and
tangrams led to
the reinforcement
of geometry skills
and concepts

Students liked “the
folding [Origami]
activity”.

“They were able to identify
line of symmetry in origami
without being told”

“…want more shapes
from tangram”

“Students grasped the
tangram concepts easily”
“They could make the
shapes by figuring how
they fit together using their
properties”

When we combine these findings with the results on tests
where the experimental group’s pre-test scores (M=6.69, SD=1.493)
increased to higher post-test scores (M=8.00, SD=1.461), we may
conclude that gains in students’ achievement could be associated with
the gamification intervention. These gains include reinforcement of
their geometric concepts and skills, positive orientation towards
gamification in mathematics, and perceiving games as meaningful and
engaging learning tools that develop their creativity and
innovativeness, if the games were fun, challenging and not overly
complex. The quantisation of student responses allowed themes
related to student engagement to emerge, thus, expanding
understanding of this phenomenon.

Conclusion
In summary, students’ perspectives on the use of gamified tangram and
origami activities in geometry were favourable; gains in achievement
were realised and the teacher supported the gamified activities as
learning tools for teaching geometry concepts and interrelations
among them. Hence, it is concluded that there is potential in gamifying
mathematics to encourage active and collaborative learning and
student engagement in learning mathematics, and develop geometric
concepts and skills in the Trinidad and Tobago primary classroom.
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Recommendations
These findings provided researchers with invaluable feedback for
strengthening the main study in one education district in Trinidad and
Tobago. A major recommendation in this regard is to attend more
carefully to the first level in the Huang and Soman’s (2013) model
when designing the games to be a meaningful learning tool,
particularly with respect to closer collaboration with the class teacher
who brings intimate knowledge about students and the learning
environment. Consideration to the target group of students and their
prerequisite knowledge and skills in the given learning context are
critical to designing tasks that cover the curriculum content, and are
sufficiently challenging to keep students interested in playing without
frustrating them.
Secondly, these findings are instructive to refining the design
of game elements for enhanced student engagement, improved
academic achievement and positive attitudes towards mathematics
(Hoffmann et al., 2009). This could be particularly helpful in catering
to the needs of diverse Caribbean student populations in terms of
gender, ability, interest and cultural contexts, as well as can reveal a
greater understanding of how gamification aids learning in primary
classrooms.
Finally, we wish to underscore the critical importance of the
cooperative role of the teacher(s) and the principal of the school in the
gamification process. Educators from administrative to classroom
levels should be exposed to the possibility of gamified classrooms for
more engaged learning. More collaboration is required between
teacher-education researchers at the university, and classroom
teachers, to facilitate further research on gamification in mathematics.

Implications
The study is significant to the researchers as it was a pilot study for a
larger project in 10 schools. For the researchers, data from this pilot
inform the design and implementation of the larger study to follow, by
examining the selection of learning tools, the focus on specific
concepts and skills for the selected level, the choice of sampling group,
the gamification elements and challenges faced by teachers in
gamifying mathematics classrooms.
The staff and administration of the school used in the study were
exposed to a different approach to teaching geometry. The teacher for
the experimental group could benefit from her exposure to
experimenting with a new strategy for reinforcing geometric concepts
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and skills. The students involved in the experimental group were
exposed to elements of gameplay in a structured setting to engage them
in active learning. Additionally, student and teacher perspectives of
gamification are important to gain insight into the use of games and
their application to other content strands in Mathematics.
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TEACHER EDUCATORS: Perceptions, Self-Views and
Participation in a Community of Practice
Stephen Joseph and Beular Mitchell
This study utilised an explanatory sequential mixed methods
design to explore the perceptions and self-views of teacher
educators as they engage in a community of practice. One
hundred and twelve school-based and university-based teacher
educators were purposively drawn from primary and secondary
schools as well as tertiary-level institutions in Trinidad and
Tobago. One-way ANOVA and independent samples t-tests
were used to analyse differences between the teacher educator
groups in the first phase of the study, while structured openended interviews were conducted in the second phase to
explicate quantitative results obtained in the first phase. Results
indicate that there was a statistically significant difference in
teacher educators’ perceptions about themselves as members of
a professional group, F(2, 107)=4.62, p=.012. Findings also
suggest that while school-based teacher educators feel far more
included in policy-making decisions at their institution than
university-based teacher educators, university-based teacher
educators place a higher value on professional learning
activities than their school-based counterparts.

Introduction
Teacher educators have occupied a prominent place in the education
landscape of Trinidad and Tobago since their emergence as a
heterogeneous professional group in the mid-20th century. In the higher
education sector, teacher educators are largely responsible for
preparing teachers for classroom practice. These teacher educators
perform several roles such as designers of curriculum, content
knowledge specialists, programme and course coordinators, and
supervisors of classroom teaching. They are also expected to engage in
scholarly research and make presentations at conferences (Murray,
Swennen & Shagrir, 2008). But teacher educators also operate in other
school-based contexts as cooperating teachers and mentors who
provide guidance to novice teachers and facilitate professional
development of teachers at the primary and secondary level.

Stephen Joseph and Beular Mitchell
Loughran (2015) accurately describes the job of teacher educators
as complex and dynamic. Yet, they are often undervalued, neglected,
marginalised and overlooked as a professional group (Lunenberg,
Dengerink, & Korthagen, 2014; Kosnik et al., 2011). Researchers
argue that this is partly because the profession of teacher educators is
neither well understood nor defined (Khan 2011; Lunenberg &
Hamilton, 2008; Tryggvason, 2012). There also seems to be little
consensus about who is recognised and valued as a teacher educator;
who recognises and values themselves as teacher educators; and
whether teacher educators should be recognised at all as a professional
group.
Questions about teacher educator identities are not new
(Livingston, 2014). This concept of identity has been described as a
socially and culturally constructed self, based on lifelong learning
shaped through the interplay between personal theories of teaching,
perceptions of self and social and occupational contexts (McKeon &
Harrison, 2010; Berger & Luckman, 1991; Kreber, 2010). Some
researchers argue that a professional identity as teacher educator is
developed when teacher educators work and interact with colleagues
and student-teachers in a teacher education setting (Swennen, Jones &
Volman, 2010). The development of teacher educators’ practice,
therefore, is closely connected to the development of their professional
identity (Timmerman, 2009; Ben-Peretz, Kleeman, Reichenberg &
Shimoni, 2010).
In her study on teacher educators’ identity, Izadinia (2014)
analysed 52 research papers to identify challenges and tensions teacher
educators experience during their induction, as well as factors which
influence the development of their professional identity. Her findings
suggest that generally speaking, teacher educators develop negative
self-views about their professional knowledge and abilities. However,
some researchers believe that very little attention is given to the
professional learning needs of teacher educators (Czerniawski,
Guberman & MacPhail, 2017); and a key area of challenge for new
teacher educators is in the area of scholarship and research activity
(Boyd, Harris & Murray, 2007).
In an attempt to understand the complexity of becoming a
teacher educator, Williams, Ritter and Bullock (2012) reviewed
approximately 60 first-hand accounts of the transition from teacher to
teacher educator. They found that beginning teachers experience “a
range of personal and professional challenges as they navigate new
social and institutional contexts, grapple with multiple and at times
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conflicting professional identities, and begin to forge their own
personal pedagogies of teacher education” (p. 245). Some beginning
teacher educators express frustration in attempting to fit in with
prevailing institutional structures and practices (Cole, 1999; Cole &
Knowles, 1996; Donnell, 2010; Guilfoyle, Hamilton, Pinnegar, &
Placier, 1995); while others experience loneliness and isolation in their
new roles (Guilfoyle, 1995; Harrison & McKeon, 2010; Knowles &
Cole, 1994; Olson, 1996). Research suggests that the formation of a
teacher educator identity is also stymied by negative self-views of being
vulnerable, marginalised, and powerless (Field, 2012; Murray & Male,
2005).
While issues affecting teacher educators are widely discussed in
the international arena, there seems to be a deafening silence about the
plight of teacher educators in Trinidad and Tobago and the wider
Caribbean community. This study seeks to extend the discourse to the
Caribbean region.

Purpose of the study
The purpose of this study was to examine major issues teacher educators
face, as well as their perceptions about themselves as members of a
professional group operating in the Trinidad and Tobago education sector.
Three research questions served to focus this investigation:
1. What perceptions do teacher educators hold about themselves as
members of a professional group?
2. Do university-based teacher educators and school-based teacher
educators differ in their perceptions about themselves as members
of a professional group?
3. In what ways do interviews with participants help to elucidate
quantitative differences in the perceptions teacher educators hold
about themselves as members of a professional group?

Theoretical/Conceptual Framework
The theoretical framework for the study is informed by Wenger’s (1998)
seminal book, Communities of practice: Learning, meaning and identity.
In this work, he proposes a social theory of learning that begins with the
assumption that engagement in social practice is the fundamental process
by which we learn and develop our identity. Wenger (1998) provides a
theory of learning in which the primary unit of analysis is neither the
individual nor social institutions but communities of practice. This theory
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systematically explores the intersection of learning components:
community (learning as belonging to a social group), practice (learning as
doing in the community), meaning (learning as experience of the learner)
and identity (learning as becoming). These components provide a
conceptual framework for analysing learning as social participation.
Wenger’s (1998) framework facilitates a better understanding of
how teacher educators, as a professional group, engage in a community of
practice. In this community of practice, teacher educators share a passion
for teaching and learn how to do it better through regular interaction with
the group (Wenger, McDermott, & Snyder, 2002). Wenger (1998)
explains that in order for a community of practice to function, it needs to
generate a shared repertoire of ideas, commitments and memories.

Methodology
This study utilised an explanatory sequential mixed-methods design which
began with quantitative data collection and analysis in Phase 1. A
qualitative follow-up approach was used in Phase 2 to explicate
quantitative results obtained in the first phase as illustrated in Figure 1
below (Creswell, Plano Clark, Gutmann, & Hanson, 2003; Morgan, 1998).
This approach provided an opportunity for greater clarification of
statistical results by exploring participants’ qualitative responses in a more
in-depth manner (Creswell, 2012; Rossman & Wilson, 1985; Tashakkori
& Teddlie, 1998).
Quantitative
Data
Collection
and
Analysis

Follow-up
with

Qualitative
Data
Collection
and
Analysis

Interpretation

Figure 1. Explanatory Sequential Design

Participants
A purposive sample of 112 teacher educators was selected to
participate in the study. These respondents were university teacher
educators from three tertiary education institutions in Trinidad and Tobago
as well as school-based participants who serve as cooperating teachers,
mentor teachers, and senior teachers at the primary and secondary school
levels. Curriculum officers and school supervisors also formed part of the
school-based teacher educators selected for this study.
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Instrument
This study utilised a survey instrument with 30 items covering two
of the objectives arising from the research questions outlined above. Using
a 5-point Likert-type scale, respondents were required to share their
opinions about major issues they face as teacher educators and their sense
of identity as members of a professional group. The instrument was pilottested and feedback from that activity was used to improve the instrument
before formally distributing the questionnaires to the research sample.
Cronbach’s alpha was used to measure internal consistency or reliability
for 13 of the items used in the Likert scale. The result was .74, which
indicates a satisfactory level of internal consistency for the items used in
the scale.
Procedure and Analyses
Descriptive and inferential statistics were conducted to provide
information about the sample used in the study. Frequency tables were
developed for recording and tabulating demographic responses with the
aid of the Statistical Package for the Social Sciences (SPSS, Ver. 23)
software. These demographic responses included questions related to
gender, experience, and level (university-based or school-based). Oneway ANOVA tests were also used to analyse participants’ responses to
Research Question 1, which asked about teacher educators’ perceptions
about themselves as a professional group. An independent samples t-test
was used to determine whether there were significant differences between
the means of the two groups (university-based teacher educators and
school-based teacher educators) that participated in the study. These tests
of significance (one-way ANOVA and independent samples t-test) were
done on the basis of a probability of error threshold of 1 in 20, or p<.05.
Structured open-ended interviews were also conducted as a
qualitative follow-up approach to elucidate quantitative results obtained
through questionnaires employed in the first stage of data collection and
analysis. Ten teacher educators were asked to respond to the following
findings and themes that emerged from the quantitative analysis of
participants’ responses: (i) Feelings of isolation, loneliness and
marginalisation (ii) Formulation of a professional identity (iii) Stress as a
major feature of work life (iv) Uncertainty about professional
responsibilities (v) Feeling included in professional discourse (v) Value
placed on professional activities.

Results
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Quantitative Findings – Phase 1
One hundred and twelve (112) teacher educators, who participated
in the survey, were drawn from three universities (50.0%) and several
school-based institutions (50.0%) located in Trinidad and Tobago. As
shown in Table 1, the majority of participants, 64.6% (73) were females,
while 34.5% (39) were males.
Frequency analysis of the data also revealed that 50.0% (56) of
the respondents were veteran teacher educators with over twenty years’
experience, while 24.1% (27) of the respondents were beginning teacher
educators with less than ten years’ experience. The remaining twenty-nine
participants (25.9%) had teaching experience which ranged from eleven to
less than twenty years, as shown in Table 1.
Table 1. Participants’ Demographic Information
Demographic
Variables
Institutions
Gender
Experience

Total
n=112

Categories

Freq

%

University-based
School-based
Females
Males
Veteran Teacher Educators (>20
years)
Developing Teacher Educators (1120 years)
Beginning Teacher Educators (<10
years)

56
56
73
39
56

50.0
50.0
64.6
34.5
50.0

29

25.9

27

24.1

112

100.0

Using a 5-point Likert-type scale, with 1 representing strong
disagreement and 5 representing strong agreement, participants were
asked to share their opinions about major issues they face as teacher
educators and the perception they hold about themselves as members of a
professional group. Respondents were also asked to indicate the value they
placed on a number of professional learning activities including
conference presentations, participation in professional organisations and
research. Table 2 provides a summary of participants’ responses to the
questionnaire.
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Table 2. Survey Items and Participants’ Responses
Survey Items
No.
Strongly
Disagree/
Disagree
1. I feel a sense of loneliness/isolation 89
as a teacher educator
2. I have difficulty forging an identity as 95
a teacher educator
3. Teacher educators occupy a low 66
status job when compared to other
positions at my institution/university
4. Stress is a major feature of working 23
life as a teacher educator
5. I feel marginalised as a teacher 71
educator
6. I feel that I lack training on how to 78
teach research
7. I have doubts about my ability to 90
effectively teach student teachers
8. I
am
confident
about
my 11
professional knowledge and skills
9. I feel uncertain about my 86
professional responsibilities as a
teacher educator
10. I get support from the learning 16
community of teacher educators
11. I am concerned about my heavy 43
teaching load
12. I participate in on-going professional 16
development activities
13. Professional development activities 54
organised by my institution often
meet my professional development
goals
14. I am included in the professional 41
discourse at my institution
15. I am included in policy-making 56
decisions at my institution
16. I place high value on professional 36
learning
activities
(conference
presentations; research; coaching
and mentoring)
n=112

%

%

80

No.
Strongly
Agree/
Agree
23

85

17

15

59

46

41

21

89

79

63

41

37

70

34

30

80

22

20

10

101

90

77

26

23

14

96

86

38

69

62

14

96

86

48

58

52

37

71

63

50

56

50

32

76

68

20

Research Question 1: What perceptions do teacher educators hold about
themselves as members of a professional group?
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Hypothesis Testing - Research Question 1 was tested through the
following hypothesis: Hypothesis 1: There is no difference in teacher
educators’ perceptions based on teaching experience. This hypothesis was
tested using one-way analysis of variance (ANOVA) with data from
survey items 1-16.
With regard to survey item #16, a one-way between groups ANOVA
was conducted to compare the perceptions teacher educators hold about
themselves as members of a professional group. The analysis was
statistically significant, F(2, 107)=4.62, p=.012 (see Table 3). Post hoc
comparisons using Tukey’s test indicated that the mean score for the value
that veteran teacher educators place on coaching and mentoring
(M=4.6909, SD=.46638), was significantly different than that of
developing teacher educators (M=4.3448, SD=.089745) and beginning
teacher educators (M=4.2308, SD=.86291). These results suggest that
veteran teacher educators (more than developing and beginning teacher
educators) place a higher value on coaching and mentoring as part of their
practice as members of a professional group.
With regard to survey item #16, the implied null hypothesis is
rejected. There are statistically significant differences in the perceptions
of teacher educators (based on teaching experience) about the value they
place on coaching and mentoring teachers.
Research Question 2: Do university-based teacher educators and schoolbased teacher educators differ in their perceptions about themselves as a
professional group?
Hypothesis Testing - Research Question 2 was tested through the
following hypothesis:
Hypothesis 1: There is no difference in the perceptions held by universitybased and school-based teacher educators about themselves as a
professional group. This hypothesis was tested using independent samples
t-tests with data from the survey items 9, 14, 15, and 16.
With regard to survey item #9, an independent samples t-test was
conducted to compare the perceptions (dependent variable) of universitybased teacher educators and school-based teacher educators (independent
variable) regarding their professional responsibilities. The analysis was
significant, F(1, 110)=.205, p= .022 (see Table 4). Levene’s test for
equality of variances showed no violations, p=.205. Results indicate that
there was a significant difference in the perception scores for universitybased teacher educators (M=1.7857; SD=1.05683) and school-based
teacher educators (M=2.2857; SD=1.21677); t(110) = -2.322; p= .022.
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Cohen’s d was estimated at 0.44, which is a medium effect based on
Cohen’s (1988) guidelines. These results suggest that school-based
teacher educators feel more uncertain than university-based teacher
educators about their professional responsibilities.
With regard to survey item #14, an independent samples t-test was
conducted to compare the perceptions of university-based teacher
educators and school-based teacher educators regarding the extent to
which they feel included in the professional discourse at their institutions.
Given a violation of Levene’s test for homogeneity of variances, F(1, 110=
3.99, p= .048, a t-test not assuming homogeneous variations was
calculated. The results of this test indicated that there was a significant
difference in the perception scores for university-based teacher educators
(M=3.0893; SD=1.10003) and school-based teacher educators (M=3.8571;
SD=1.06904); t(109) = -3.746; p= <.001 (see Table 5). Based on Cohen’s
(1988) convention for a large effect (d=.80), the effect size for this analysis
(d=0.71) was found to be medium to large. These results suggest that
school-based teacher educators feel more included in the professional
discourse at their institutions than university-based teacher educators.
With regard to survey item #15, an independent samples t-test was
conducted to compare the perceptions of university-based teacher
educators and school-based teacher educators regarding the extent to
which they feel included in the policy-making decisions at their
institutions. Levene’s test for equality of variances showed no violations,
p=.217. Results indicate that there was a significant difference in the
perception scores for university-based teacher educators (M=2.4464;
SD=1.18965) and school-based teacher educators (M=3.6250;
SD=1.12108); t(110) = -5.395; p= <.001 (see Table 6). The effect size for
this analysis (d=1.02) was found to exceed Cohen’s (1988) convention for
a large effect (d= .80). These results suggest that school-based teacher
educators feel far more included in policy-making decisions at their
institution than university-based teacher educators.
With regard to survey item #16, an independent samples t-test was
conducted to compare the perceptions of university-based teacher
educators and school-based teacher educators regarding the value they
place on professional learning activities such as conference presentations.
Given a violation of Levene’s test for homogeneity of variances, F(1,
109)= 4.75, p= .031, a t-test not assuming homogeneous variations was
calculated. The results of this test indicated that there was a significant
difference in the perception scores for university-based teacher educators
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(M=3.8929; SD=.88787) and school-based teacher educators (M=3.4727;
SD=.95945); t(108) = 2.393; p= .018 (see Table 7). Cohen’s d was
estimated at 0.45, which is a medium effect based on Cohen’s (1988)
guidelines. These results suggest that university-based teacher educators
place a higher value on professional learning activities such as conference
presentations than school-based teacher educators.
With regard to survey items 9, 14, 15 and 16, the implied null
hypothesis is rejected. There are statistically significant differences in the
perceptions of university-based teacher educators and school-based
teacher educators about themselves as a professional group.
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Table 3. Differences in Perceptions among University-based and School-based Teacher Educators about the value they place
on Coaching and Mentoring
Teaching
Experience

N

Mean

SD

SE

95% CI for Mean

F

df

Sig

4.629

2,107

.012

Lower Upper
0-10 years

26

4.2308

.86291

.16923

3.8822 4.5793

11-20 years

29

4.3448

.08974
5

.16665

4.0035 4.6862

>20 years

55

4.6909

.46638

.06289

4.5648 4.8170

Total

110

4.4909

.72625

.06925

4.3537 4.6282

Survey Item 16= I place high value on professional learning activities (coaching and mentoring)
* Significant at the 0.05 level (2-tailed).

109

Stephen Joseph and Beular Mitchell
Table 4. Differences in Perceptions among University-based and School-based Teacher Educators about their Professional
Responsibilities

Equal
variances
assumed
Equal
variances
not
assumed

Levene’s Test for
Equality of
Variances
F
Sig.

t-test for Equality of Means

T

df

Sig. (2tailed)

Mean Diff.

Std. Error
Diff.

1.627

-2.322

110

.022

-.50000

.21537

95% Confidence interval of
the Difference
Lower
Upper
-.92680
-.07320

-2.322

107.885

.022

-.50000

.21537

-.92690

.205

Survey Item 9= I feel uncertain about my professional responsibilities as a teacher educator
* Significant at the 0.05 level (2-tailed).

110

-.07310

Cohen’s d

0.44
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Table 5. Differences in Perceptions among University-based and School-based Teacher Educators about feeling included in
the Professional Discourse

Equal
variances
assumed
Equal
variances
not
assumed

Levene’s Test
for Equality of
Variances
F
Sig.

t-test for Equality of Means

T

df

Sig.
(2tailed)

Mean Diff.

Std. Error
Diff.

3.999

-.3746

110

.000

-.76786

.20498

95% Confidence
interval of the
Difference
Lower
Upper
-1.17408
-.36164

-.3746

109.910

.000

-.76786

.20498

-1.17408

.048

Cohen’s d

0.71

-.36163

Survey Item 14= I am included in the professional discourse at my institution
* Significant at the 0.05 level (2-tailed).
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Table 6. Differences in Perceptions among University-based and School-based Teacher Educators about feeling included in
Policy-making

Equal
variances
assumed
Equal
variances
not
assumed

Levene’s Test
for Equality of
Variances
F
Sig.

t-test for Equality of Means

T

df

Sig.
(2tailed)

Mean
Diff.

Std. Error
Diff.

1.543

-5.395

110

.000

-1.17857

.21844

95% Confidence
interval of the
Difference
Lower
Upper
-1.61147
-.74568

-5.395

109.615

.000

-1.17857

.21844

-1.61148

.217

Survey Item 15= I am included in policy-making decisions at my institution
* Significant at the 0.05 level (2-tailed).

112

-.74566

Cohen’s d

1.02
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Table 7. Differences in Perceptions among University-based and School-based Teacher Educators about the value they place
on Making Conference Presentations

Equal
variances
assumed
Equal
variances
not
assumed

Levene’s Test
for Equality of
Variances
F
Sig.

t-test for Equality of Means

T

df

4.755

2.395

2.393

.031

Mean
Diff.

Std. Error
Diff.

109

Sig.
(2tailed)
.018

.42013

.17542

95% Confidence interval
of the Difference
Lower
Upper
-.74568
.76780

108.015

.018

.42013

1.7554

-.74566

Cohen’s d

0.45

.76808

Survey Item 16= I place high on professional learning activities (conference presentations)
* Significant at the 0.05 level (2-tailed).
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Qualitative Findings – Phase 2
In keeping with the explanatory sequential mixed-methods design
adopted by this study, a qualitative follow-up approach was used in Phase
2 of the research to elucidate quantitative results obtained in Phase 1. The
use of structured open-ended interviews provided an opportunity for
greater probing and clarification of statistical results discussed in the first
Phase of the study. With regard to Research Question 1: (What perceptions
do teacher educators hold about themselves as members of a professional
group?) the following three issues were further explained in the interview
sessions:
1. Feelings of Isolation, Loneliness and Marginalisation
Descriptive statistics showed that 80.0% of respondents denied
feeling isolated or lonely, while 63.0% disagreed that they felt
marginalised as teacher educators. However, when asked to explain why
the majority of teacher educators do not experience loneliness and
isolation, this is what one teacher educator had to say:
The group of teacher educators existing in the Trinidad and
Tobago context is a small one belonging to 5 institutions which
offer teacher training. I have realised that many of the persons
work at more than one institution (full-time and a part-time course
here and there) and so persons are familiar with each other….
Many of the teacher educators in the system have also worked with
each other as teachers as the primary or secondary level of
education so that persons, generally, are familiar with each other.
One veteran teacher educator indicated:
Most teacher educators have connections with various
organisations, educational institutions, and professional
associations. These organisations provide support for teacher
educators in terms of knowledge and professional activities such
as educational research. Most teacher educators are employed in
a School of Education at a University or at a Teachers’ College.
These institutions require a collaborative effort from employees in
planning, implementation and assessment of students’ work, thus
the educational milieu in which teacher educators function
reduces the opportunity to experience loneliness and isolation.
Another veteran teacher educator added:
Familiarity with faculty might decrease feelings of loneliness and
isolation. Also too, they may already be members of professional
organisations or unions where they have networks that help to
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mitigate the effects of moving into new career paths or survival in
existing careers as teacher educators. Especially in smaller
communities/societies, educators tend to know each other and can
discourse about educational matters.
Citing her personal experience, this developing teacher said:
With reference to my working environment, I think it has to do
with the close proximity of the lecturers to one another. Also, there
is generally a sense of amiability among the staff members…
There is also a fair amount of interaction that takes place on a
social level, where lecturers chat about campus and public affairs
when there is down time.
This university-based teacher educator suggested that:
Teacher educators do not experience loneliness and isolation
because they are always fully occupied with one task or the other
that is very time consuming, – plan lectures, teach, mark
assignments, deal with students’ issues, meet deadlines, supervise
practicum and conduct research.
2. Formulation of a Professional Identity
Analysis of data in the Phase 1 revealed that the majority of
respondents have no difficulty forging an identity as teacher educators. In
an attempt to explain how teacher educators formulate a professional
identity, this is what one participant had to say:
Identity formation for teacher educators emerge from the roles
played. They are an extension of the roles that the traditional
teacher has performed. It is now perceived that we merely need to
reproduce ourselves through our student-teachers.
Another teacher educator with over 10 years’ experience proffered:
Teacher educators also go about formulating professional identities
by interfacing beyond the classroom through workshops, conferences,
writing and publications. This is also done by the meeting of minds
with other lecturers and sharing best practices.
This participant suggested that professional identity is enabled through
involvement in research activities. This is what she said:
A most significant method of formulating a professional identity for
teacher educators resonates in the engagement of educational
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research. Engaging in educational research provides the opportunity
for teacher educators to interact in a professional manner with other
personnel in the field of education as they conduct interviews, present
research papers at educational conferences and publish their
research studies in educational journals.
3. Stress as a Major Feature of Work Life
Survey findings in Phase 1 showed that 82.0% of teacher
educators believed that stress was a major feature of their work life. When
asked to describe ways in which stress formed part of their work life, this
is what one veteran teacher educator had to say:
Most universities require not only engagement in teaching but
also research and community service. In addition, modelling is an
important part of what teacher educators are expected to do.
Balancing all of these presents a situation that generates stress
because of simultaneous demands. If an educator wishes to make
a difference and fulfill responsibilities in a manner that is fair to
everyone and ensure that standards of teacher preparation are
upheld in a way that benefits the children who are in the system,
then not knowing the extent to which one’s work is truly making a
difference becomes a greater stress than any physical one. For
me, classroom teaching, research and community service are not
very stressful because over the years I have found a way to
organize so that I can be reasonably satisfied that I have done my
best for the prospective teachers with whom I work. The stress
comes from the lack of progress in areas where I have no control
– the slow pace of changes in organizational structures - both
institutional and societal - to move teacher education forward and
to make teaching a force that would impact and achieve the
changes that society needs; a feeling that we are moving
backwards and a questioning of the impact of what we do as
teacher educators.
Another participant stated:
The role of teacher educator is multi -faceted. Meeting those
demands can be stressful. In addition, the process of meeting the
demands of the role in many instances competes with the demands
of one’s personal life.
One participant admitted:
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I enjoy what I do but when I am required to teach six different
courses in one week (for an entire semester), that is madness. It
means that every evening I am preparing (content, materials,
suitable activities) for another course, and on some days two
courses. There is not a night of rest during the week. In addition,
I have assignments related to these courses to mark (at least two
per course, some have 3 assignments) and the work contract also
requires the completion of community work and research
(presentation at conferences, publishing of papers in refereed
journals) and the upgrading of qualifications. I am involved in all
of the activities outlined to fulfill the demands of my contract BUT
I find that the demands are inhumane.
Echoing similar sentiments, this participant remarked:
Exhaustion! Stress forms a major part of my work life because of
all the demands. There are not enough hours in the day to
complete all the tasks I have to accomplish, even though I manage
my time wisely. This results in fatigue as well as feeling anxious
and sometimes overwhelmed. I cannot find time for research
activities.
This is how one developing teacher educator summed up his experience:
1) Unpredictable unfolding of challenges on a daily basis to satisfy
increasingly difficult teaching schedules. Overload of time
demands for classroom preparation of many different courses
2) Reduced time for cooperative/collaborative planning, researchbased activities and community service tasks because of
challenges faced in 1)
3) Extremely large classes providing limited opportunities for one to
one feedback/mentoring opportunities with individual students.
Completing assessment requirements and mandates which lean
more heavily on ‘assessment of learning’ rather than on formative
activities.
4) Reduced time for development of personal self- recreational and
leisure activities as well as time for family-based activities in light
of the fact that most planning takes place during off-duty time at
home.
5) Difficulty in acquisition of basic physical/technical resources to
enhance teaching
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6) Recognition that it is difficult to enhance the professional
dispositions of student-teachers who are faced with similar
challenges of time constraints etc. as faced by teacher educators.
With regard to Research Question 2: (Do university-based teacher
educators and school-based teacher educators differ in their perceptions
about themselves as a professional group?) the following three issues
were further explained during the interviews:
1. Uncertainty about Professional Responsibilities
Inferential statistics in Phase 1 suggested that school-based
teacher educators feel more uncertain than university-based teacher
educators about their professional responsibilities. Comments obtained
from interviews further explained why this might be so. One participant
offered this explanation:
Their mandates to carry out duties are sometimes arbitrarily
assigned and withdrawn depending on administrators’ record of
successes and beliefs rather than by fixed policy. Their
professional responsibilities are not as clearly spelt out as daily
activities as university-based teacher-educators and there is much
overlap and conflict in personal and professional responsibilities
among themselves and other members of staff. The issue of job
specifications of each individual school-based teacher educator
may be a ‘grey area’ that is not properly defined.
Another teacher educator suggested:
This may be due to perceptions about the status of university
lecturers. While society generally views teaching as a noble
profession, there is a sense of categorization and the status which
accompanies each level. This perception is also held by the
professional, who measures his/her position by the scale of
upward mobility and the prestige attached to each level.
Another participant indicated that it is easy for one to understand why
school-based teacher educators are more uncertain than university-based
teacher educators about their professional responsibilities. She indicated:
There needs to be more collaboration between the universities and
the schools. The school-based educators (representatives like
head of principals’ associations or the school supervisors and
curriculum officers) need to be part of meetings in which decisions
are taken about the expectations of teachers in training and new
teachers (teachers in general) in the schools. These persons
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should be encouraged to be part of conferences where information
on teacher education and innovations in teaching is shared and
encouraged to express their needs as school-based educators.
Further, teacher training institutions can establish posts for
persons who will visit the schools on a regular basis and share
what is happening in their institutions with teachers and how they
(school-based teacher educators) are expected to support.
This veteran teacher educator concluded:
Many school-based teacher educators feel that they lack the
competencies to offer professional development to prospective
teachers. Many of them are of the belief that they are not au courant
with the latest development regarding the principles of teaching and
learning. While they have the experience of managing their charges
in the classroom, they believe they do not possess the knowledge and
skills to adequately mentor the prospective teachers.
2. Included in Professional Discourse
Quantitative findings in Phase 1 suggest that school-based teacher
educators feel more included in the professional discourse at their
institutions than university-based teacher educators. When asked to
explain why this might be so, this is what one veteran teacher educator had
to say:
It is perhaps not unexpected that in a smaller locality with staff
meetings and heads of departments who have meetings with their
departments, or in principal’s meetings that school-based
educators would feel more included than those at universities
where the governance structure is different and there is a larger
faculty as distinct from an administrative body whose
conversations about professional matters might be concentrated
and limited to a few at the top and disseminated to those at the
bottom.
Another participant agreed that:
There are greater opportunities for professional collaboration within
schools and within the school system than within the tertiary education
system which operates in silos.
This teacher educator offered this explanation:
I think this is because the school-based lecturers are generally at the
same level of education as their peers, including head of departments
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and principals. Additionally, because there are not so many different
levels, there is not much distance between the teacher and the
principal. However, at the university level, the average lecturer may
be more removed from major decision-making processes. Also, many
of the decisions are made at the level of the board and president areas
and offices are far-removed from the actual teaching centres.
Notwithstanding earlier comments, one veteran teacher educator questions
the type of professional discourse that occurs at the level of the school.
She said:
It depends on what that professional discourse is about – whether it
speaks to ‘teaching’ or ‘teacher education’. I’ve often wondered at
whether lines are blurred, and everything falls into the realm of
‘teaching’ as a generic concept. At universities, there may be the
disposition towards the unblurring of those lines especially where
persons may have been exposed to the breadth of the field.
3. Value Placed on Professional Learning Activities
Inferential statistics in Phase 1 suggested that veteran teacher
educators place a higher value (than beginning teachers) on coaching and
mentoring as part of their practice as members of a professional group.
This is what one respondent said:
This can be because the veteran teacher educators, through their
experiences, understand the value of sharing best practices to the
younger generations. They understand that content knowledge is
not all that is required to be effective teachers. Also, teaching is
reflective of the generational changes in society and in order for
there to be a smooth flow, the previous generation has to pass on
the tricks of the trade. They will also be able to see pitfalls that
may not be apparent to the younger educators, who might think
they are up to the task.
Another participant provided further explanation:
Veteran teacher educators would have grown and developed in
contexts of coaching and mentoring. They understand that
teaching is not theoretical and while prospective teachers can be
exposed to professional training, the ability to function in a
classroom can be challenging. The coaching and mentoring part
of a teacher preparation experience allows new teachers to
understand the demands of the teaching process while having
important support and examples to work with in the contexts.
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Mentors and coaches are normally persons who have mastered
the implementation of all facets of the teaching process and who
are willing to support new learners. They provide immeasurable
opportunities for development to the new teachers.
One veteran teacher educator stated:
As in many if not all professions, insights come with years of
experience and beginning teachers might still be operating on the
belief that telling students is more valuable than showing them
how, or that providing information is better than facilitating
learning. It may be a consequence of how they were taught, and
some may also feel that they need more time to really develop into
a model, mentor or someone who possesses the qualities to coach.
The uncertainty might be influencing the value they place on
coaching and mentoring.
Echoing the sentiments of her colleagues, this teacher educator of over 20
years added:
I believe veteran teacher educators understand the essence of
professional development. They perceive the crafting of teachers
as their prime responsibility. Beginning teacher educators may
need primarily to focus on becoming a teacher educator, that is,
to acquire the skills of andragogy.
This participant summed it up this way:
Veteran teacher-educators really believe that they are required to
reproduce themselves as models.
This is what one participant had to say in response to the assertion that
university-based teacher educators (more than school-based teacher
educators) place a higher value on professional learning activities such as
conference presentations:
I think this is true because they are more in an environment that
facilitates and encourages such activities. In the primary and
secondary school, hardly anyone even mentions doing research
and attending conferences. I certainly never heard it discussed
when I taught at those institutions.
Another participant stated:
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For school-based teacher educators, conference presentations
have no currency in their day to day lives, except maybe for those
who aspire to roles outside of schools. One’s job/career, one’s
value at the school level is not dependent on it. It may be different
for university-based teacher educators whose positions and
advancement in the academy are perceived as greatly dependent
on the regularity with which such activities are engaged in.
Finally, one participant offered this explanation:
Their own daily classroom practice is heavily shaped by
professional learning activities such as teacher collaborative
work on tasks, resource personnel, conference presentations to
enrich research-based knowledge of educational concepts.
Teacher education institutions are charged with the responsibility
of developing the professional knowledge, pedagogical skills and
dispositions of teachers within all subject areas and hence all that
they deliver must enhance the idea of professional learning and
the evolving teacher. They would be more inclined to hinge their
teaching on application of the latest research in education and as
such professional learning activities will be accorded a higher
value.
Research Question 3: In what ways do interviews with participants help
to elucidate quantitative differences in the perceptions teacher educators
hold about themselves as members of a professional group?
This research question is answered by way of a Joint Display at
Table 8, which provides a summary of qualitative responses to significant
quantitative results emerging from the study. The Joint Display illustrates
how the qualitative structured interview approach adopted in Phase 2
helped to elucidate quantitative findings obtained through survey
questionnaires in Phase 1 of the study.
Table 8. Joint Display of Quantitative and Qualitative Results
Quantitative Results

Qualitative Results

How Qualitative
Approach helped to
explain Quantitative
Results

1. The value that
veteran
teacher
educators place on
coaching and mentoring

Veteran
teacher
educators place a higher
value on coaching and

In the structured openended
interviews,
participants
further
explained
that
the
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(M=4.6909,
SD=.46638),
was
significantly
different
than that of developing
teacher
educators
(M=4.3448,
SD=.089745)
and
beginning
teacher
educators (M=4.2308,
SD=.86291).

mentoring than
counterparts.

their

formation
of
a
professional
identity
comes from the roles
they play as teacher
educators.
Mentoring
and coaching are two
such roles considered to
be
important
to
members
of
the
professional group of
teacher educators.

2.
There
was
a
significant difference in
the perception scores
for
university-based
teacher
educators
(M=1.7857;
SD=1.05683)
and
school-based teacher
educators (M=2.2857;
SD=1.21677); t(110) = 2.322; p= .022 about
their
professional
responsibilities.

School-based teacher
educators feel more
uncertain that universitybased
teacher
educators about their
professional
responsibilities.

Qualitative
follow-up
interviews highlighted
the need for clearer role
identification of schoolbased
teacher
educators who generally
comprise a large group
of
individuals
with
varying
roles
and
responsibilities.
However,
the
professional
responsibilities
of
university-based
teacher educators are
usually
clearly
established
and
documented as part of
their obligations to the
university.

3.
There
was
a
significant difference in
the perception scores
for
university-based
teacher
educators
(M=3.0893;
SD=1.10003)
and
school-based teacher
educators (M=3.8571;
SD=1.06904); t(109) = 3.746; p= <.001 about
feeling included in the
professional discourse
at their institutions.

School-based teacher
educators feel more
included
in
the
professional discourse
at their institutions than
university-based
teacher educators.

While some of the
persons interviewed felt
that there are greater
opportunities
for
professional
collaboration
within
schools than in the
tertiary
education
sector, others are more
skeptical about the type
of discourse that occurs
at the level of the school
where professional roles
and responsibilities are
sometimes blurred.

4.
There
was
a
significant difference in

School-based teacher
educators feel far more

Because school-based
teacher educators are
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the perception scores
for
university-based
teacher
educators
(M=2.4464;
SD=1.18965)
and
school-based teacher
educators (M=3.6250;
SD=1.12108); t(110) = 5.395; p= <.001 about
feeling
included
in
policy-making decisions
at their institutions.

included
in
policymaking decisions at
their institutions than
university-based
teacher educators.

performing leadership
roles as senior teachers,
it seems more likely that
in the school-based
context they will be
included
in
policymaking decisions unlike
their counterparts who
operate in a context
where policy formation
resides at the level of the
university board with
inputs from a few
professors who may or
may not be teacher
educators.

5.
There
was
a
significant difference in
the perception scores
for
university-based
teacher
educators
(M=3.8929; SD=.88787)
and
school-based
teacher
educators
(M=3.4727;
SD=.95945); t(108) =
2.393; p= .018 about the
value they place on
professional
learning
activities
such
as
conference
presentations.

University-based
teacher educators place
a higher value on
professional
learning
activities
such
as
conference
presentations
than
school-based
teacher
educators.

The
question
of
professional identity of
teacher educators also
came to the fore in
relation to participation
in professional learning
activities
such
as
conference
presentations,
workshops,
research,
and other scholarly
activities.

Discussion
This study explored the perceptions and self-views of teacher educators as
they engaged in a process of developing their practice and formulating an
identity as members of a professional group. Three main questions were
examined: (1) What perceptions do teacher educators hold about
themselves as members of a professional group? (2) Do university-based
teacher educators and school-based teacher educators differ in their
perceptions about themselves as members of a professional group? (3) In
what ways do interviews with participants help to elucidate quantitative
differences in the perceptions teacher educators hold about themselves as
members of a professional group?
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Descriptive statistics were used to provide simple summaries of
teacher educators’ perceptions about themselves as a community of
learners. Frequency analysis of the data revealed that the majority of
respondents had similar views regarding their feelings of isolation,
loneliness and marginalisation; formulation of a professional identity; and
stress as a major feature of work life. For the most part, these respondents
expressed positive self-views which augur well for the formation of a
teacher educator identity. Conversely, Field (2012) and Murray and Male
(2005) found that the formation of a teacher educator identity is often
stymied by negative self-views of being vulnerable, marginalised and
powerless. But this was not the case in this study. Responses from
structured open-ended interviews clarified why teacher educators held
such positive self-views. Interviews with participants confirmed that, in
the Trinidad and Tobago context, teacher educators generally operate in a
collegial environment, where they interact with each other beyond the
classroom, in workshops and other settings to share best practices. This
degree of familiarity with members of the learning community helps to
mitigate feelings of loneliness and isolation.
In her study on teacher educators’ identity, Izadinia (2014) found
that generally speaking, teacher educators develop negative self-views
about their professional knowledge and abilities. In contrast, findings from
this current study reveal that 90.0% of the participants were confident in
their professional knowledge and skills. This level of confidence augurs
well for positive identity formation which, as one participant stated,
emerges from the role teacher educators play as members of a professional
group.
When teacher educators’ responses were analysed using one-way
ANOVA tests, findings for the first research question revealed one
significant difference in the perceptions teacher educators hold regarding
coaching and mentoring of teachers F(2, 107)=4.62, p= .012. Post hoc
comparisons using Tukey’s test indicated that the mean score for the value
that veteran teacher educators place on coaching and mentoring
(M=4.6909, SD=.46638), was significantly different than that of
developing teacher educators (M=4.3448, SD=.89745) beginning teacher
educators (M=4.2308, SD=.86291). When comparing the three groups of
teacher educators, the results suggest that veteran teacher educators place
a higher value on coaching and mentoring activities than the beginning
and developing teacher educators. This is not surprising because generally
speaking, veteran teacher educators seem more confident about their
professional knowledge and skills, given their many years of experience,
learning and engagement in what Wenger (1998) refers to as a community
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of practice. Participants in the interviews further explained that the
formation of a professional identity comes from the roles they play as
teacher educators. Mentoring and coaching are two such roles.
The second research question explored differences in perceptions
which university-based teacher educators and school-based teacher
educators held about themselves as a professional group. Results from
independent samples t-tests revealed that school-based teacher educators
feel more included in the professional discourse at their institutions than
university-based teacher educators; and that they also feel far more
included in policy-making decisions at their institution than their
university-based counterparts. As reported in the interviews, these results
are understandable given the different contexts within which both groups
function. School-based teacher educators, for example, function in an
environment where they are leaders functioning as senior teachers,
mentors, curriculum officers and school supervisors. These individuals are
usually part of the decision-making process at their institutions.
University-based teacher educators generally operate at the level of the
classroom, instructing students, engaging in practicum, as well as
supervising graduate research. This puts many teacher educators outside
of the decision-making loop in the university system.
Results from independent samples t-tests also suggest that while
school-based teacher educators feel more uncertain about their
professional responsibilities than their counterparts, university-based
teacher educators tend to place a higher value on professional learning
activities such as conference presentations. These findings support earlier
assumptions made by Loughran (2015) and Murray, Swennen and Shagrir
(2008), who suggest that while in general, teacher educators perform
multiple, complex and dynamic roles, university-based teacher educators
are the ones expected to engage in scholarly research and make
presentations at conferences. Unlike their school-based counterparts
whose roles are not always well-defined, job tenure for many universitybased teacher educators is based on a performance appraisal system that
rewards those who participate in research and other professional learning
activities. This situation gives credence to arguments which suggest that
the profession of teacher educators is not well understood and defined
(Khan, 2012; Lunenberg & Hamilton, 2008).

Conclusion
This study explored varying perceptions teacher educators hold about
themselves as members of a professional group. Results of the study
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showed a departure from generalisations made in earlier studies—that
teacher educators are neglected, marginalised and overlooked as a
professional group. Quite the opposite, teacher educators in this study
reported positive self-views about their professional knowledge and
abilities. Unlike other findings, the majority of teacher educators in this
study do not feel a sense of loneliness and isolation. Rather, they
participate in on-going professional development activities and make
contributions to the professional discourses at their institutions. However,
issues regarding heavy teaching loads and stress in the workplace remain
a major concern for all teacher educators in the study, regardless of where
they operate.

Limitations/Delimitations
The study was delimited to teacher educators – those persons who teach
teachers at the tertiary level, or those who engage in mentoring and
coaching teachers at the school-based level. Also, because the researcher
depended on his judgement in selecting participants, there may have been
some vulnerability to errors in judgement by the researcher. While the
sample selected for the study showed an equal number of persons
belonging to the university-based and school-based groups, over 60% of
the university-based teacher educators came from one tertiary institution.

Further work
1. There is need for further investigation into the development of
teacher educators’ practice in Trinidad and Tobago
2. The larger issue of teacher professional identity also requires
further investigation to determine the extent to which teacher
educators see themselves as members of a community of practice
with shared understandings, goals, and commitments
3. Further research needs to be conducted on the perceptions held by
other persons operating outside the learning community of teacher
educators, to determine how they view teacher educators as a
distinct professional group.
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TRANSFORMING TEACHERS’ INSTRUCTIONAL
PRACTICES THROUGH CLINICAL SUPERVISION
Janine Williams, Tariq Ali Baksh, Freddy James
The current research being reported on employed a Clinical
Supervision (CS) model as a conceptual framework to design
and implement CS interventions to develop teachers’
pedagogical and instructional skills with three teachers in two
secondary schools in Trinidad and Tobago over a six-month
period.
Data collection methods included: classroom
observations, questionnaires, interviews and journals. The
findings showed that the CS intervention that focused on
building a collaborative and collegial relationship with the
teachers, to develop their skills, attitudes and competencies,
enabled them to learn and improve their pedagogical and
instructional practices within the complex classroom
environments. Teachers indicated that the collaborative process
allowed them to reflect and improve their practice with
assistance and guidance from their supervisors, whom they
regarded as mentors. The study is significant as it validates CS
as a viable and sustainable teacher CPD strategy.

Introduction
In the quest for quality education in Trinidad and Tobago (T&T), the
professional development of teachers is critical. The supervision of
teachers by administrators and senior colleagues can provide a vital
medium for the continuous process of teacher development. “Supervision
is the function in schools that draws together the discrete elements of
instructional effectiveness into whole-school action” (Glickman et al.,
1998, p. 6). The end result of this action should ultimately translate into
improved instruction and the creation of an effective learning
environment.
There is a need for research to be done on clinical supervision as
an intervention to help improve the pedagogical and instructional skills of
teachers of secondary schools in Trinidad and Tobago (T&T). Some
international and regional education systems have pre-service teacher
preparation programmes for persons desirous of teaching in secondary
schools. Within the context of the T&T education system, there is no such
pre-service professional preparation to teach in secondary schools. What
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exists in T&T is a postgraduate in-service teacher preparation programme,
offered by the University of the West Indies, School of Education
(UWISoE) called the Diploma in Education (Dip. Ed.) Programme which
provides initial teacher professional preparation for teachers who are
already teaching at secondary schools. As a result, in many schools in
T&T, novice teachers are assigned classes to teach, without having the
requisite knowledge and pedagogical skills to engage in effective
instruction. Fortunately, some schools have new teacher orientation
programmes during which some pedagogy, instructional design and
delivery are explored.
Clinical supervision is a developmental process that seeks to
build teachers’ instructional and pedagogical knowledge and skills
through reflective practice. In this regard, clinical supervision can be seen
as continuous professional development, as it seeks to engage teachers in
a process of learning and relearning with a view to changing their beliefs,
attitudes, values, understandings, and professional practice for the benefit
of improving their students’ learning (Darling-Hammond, Newton, &
Wei, 2010; Day, 1999; Griffin, 1983; Guskey, 2002; Hopkins & Harris,
2001; Steadman, Eraut, Fielding, & Horton, 1995).

The Nature and Purpose of Clinical Supervision
The research is situated within the domains of clinical supervision, school
improvement, continuing professional development and teacher
education. The review, therefore, draws on literature across these domains
as they apply to the current research.
Sergiovanni and Starratt (2007) define clinical supervision as a
"face-to-face contract with teachers with the intent of improving
instruction and increasing professional growth" (p. 23). Research in the
field of clinical supervision in the past has revealed very little about its
effect on teachers’ pedagogy, classroom performance and their
perceptions towards clinical supervision. Within the last decade, studies
have been conducted in this field to demonstrate the merits of clinical
supervision.
Clinical supervision was conceptualised by Robert Goldhammer
(1969) and Morris Cogan (1973) at the Harvard School of Education. This
grew out of their dissatisfaction with existing approaches to supervision,
which they deemed inadequate for the professional development of
teachers. These pioneers developed models of clinical supervision for
improving classroom teaching and learning, and relationships between
teachers and supervisors (Glanz, 2004). Goldhammer (1969) developed a
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five-stage model while Cogan (1973) developed an eight-phase
model. Building on the work of Cogan and Goldhammer, other educators
developed alternative models of clinical supervision with the purpose and
principles of the original models as the foundation (Hopkins, 1989). These
models focus on “the teacher’s actual classroom instructions and includes
the teacher as an active participant in the supervisory process” (Acheson
& Gall, 2003, p. 6).
Gall and Acheson (2011) later developed a three-phase model
which consists of a planning conference, classroom observation and a
feedback conference. In this model, the planning stage comprises the
following: identifying areas of instruction for improvement, identifying
actions for improving the teacher’s instructions; assisting in goal-setting
for the lesson; arranging a time for classroom observation; and discussing
the data collection instrument. In the observation stage, the lesson is
observed and information related to the objectives set, is recorded. The
feedback conference focuses on meeting with the teacher to analyse
together the data recorded, and arrive at decisions towards an improvement
plan for teacher development (Grizzard, 2007).
The Benefits of Clinical Supervision
There are many benefits to clinical supervision: it facilitates professional
development; is a continuous process for improving teacher performance;
assists in improving pedagogical skills; and allows administrators to
become involved indirectly in the quality of education that students
receive (Grimmett & Grehan, 1990; Johnson, 2001).
Harris (1998) identifies clinical supervision as one of the
supervision models that facilitates the development of professionalism.
Many other authors also hold the position that instructional supervision is
closely connected with professional development (Sergiovanni & Starratt,
2007; Hawley & Rollie, 2007: Zepeda, 2007; Veloo, Komuji, & Khalid,
2013). According to Day (1999, p. 4):
Professional development consists of all natural learning
experiences and those conscious and planned activities which are
intended to be of direct or indirect benefit to the individual, group
or school and which contribute, through these, to the quality of
education in the classroom. It is the process by which, alone and
with others, teachers review, renew and extend their commitment
as change agents to the moral purposes of teaching; and by which
they acquire and develop critically the knowledge, skills and
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emotional intelligence essential to good professional thinking,
planning and practice with children, young people and colleagues
through each phase of their teaching lives.
A review of research piloted by Blumberg (1980) on the effects of
clinical supervision on various outcomes, concluded that clinical
supervision impacts positively on teachers and students. Specifically,
with respect to teachers, clinical supervision was found to improve their
attitude towards the clinical supervision process itself; communication
skills between teachers and supervisors; self-growth and efficacy; higherorder thinking skills and reflection on classroom practice. Little (1981)
states that administrators who frequently observe others teaching provide
useful evaluation of their teaching. Therefore, supervisors can observe and
diagnose instructional problems that their supervisees may have and thus
be able to tactfully remedy these problems.
In a study by Braithwaite (1995), it was found that participants
were dissatisfied
with traditional-oriented supervision
and
“conceptualised supervision and evaluation as a continuous process for
improving teacher performance” (p. 1). Additionally, Jim Nolan, Brent
Hawkes and Pam Francis (1993), conducted a review of research involving
six case studies of clinical supervision with in-service teachers. All the
case studies showed “positive changes in teachers’ ability to think
productively about their instruction and improve their instruction”
(Acheson & Gall, 2003, p. 17).
Furthermore, Tucker and Stronge (2005) indicated that
pedagogical decisions made by teachers; that is, teachers’ planning,
instructional delivery and assessment, directly affected student
learning. Supervisors working closely with teachers to improve student
learning, assisted teachers in improving their pedagogical skills (Grimmett
& Grehan, 1990; Blasé & Blasé, 1999). It must be noted that outcomes
obtained depended on the quality of clinical supervision provided for
teachers. Primarily, the effects were positive when supervisors were
knowledgeable in techniques of clinical supervision or when the
supervisory process was extended over a period of time (Acheson & Gall,
2003). Still, whether these benefits occur within the T&T context is yet to
be investigated and the results documented; hence, the significance of this
study.

Challenges to Conducting Clinical Supervision
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There are challenges to clinical supervision: defensive reactions by
teachers; adaptation to suit individual needs; supervisors’ knowledge of
techniques to be used during clinical supervision, and finding time for
supervision. Generally, researchers support the view that the clinical
supervision process may assist in improving teachers’ classroom
instructions, but it is important to note, however, that many teachers
behave defensively when faced with supervision. In a study by Glatthorn
(2007) on supervisory behaviour and teacher satisfaction, it was noted that
improvement in performance was dependent upon the teacher’s attitude
towards supervision. According to Glatthorn (2007), unless teachers
viewed supervision as a means of enhancement both to themselves and
their students then the supervisory process would not produce the desired
results. This conclusion is also supported by Acheson and Gall (2003)
who stated that, “teachers might react positively to a supervisory style that
is more responsive to their concerns and aspirations” (p. 6).
The
process of clinical supervision must be customised to suit the needs of each
teacher. “Supervisory practice must be adapted to the need of the
individual teacher if the teacher is to develop to the point of becoming a
reflective practitioner” (Goldsberry, 1998, p. 428). Additionally, since the
building of trust is valuable to the success of the process, any shortcuts can
fracture whatever trust exists. Still, Goldsberry (1998) submits that clinical
supervision can improve teachers’ attitudes, practices and instructional
skills. Furthermore, the role of the supervisor may be misunderstood by
both parties, which can lead to a less than collaborative and productive
process. According to Smyth (1984), the teacher should have total control
over the supervision process. Supervisors may disregard this notion
proposed by Smyth and seek more control in the clinical supervision
process, thereby alienating and discouraging the novice teacher.
Undoubtedly, there is no straightforward response to address the
limited time designated for clinical supervision in schools. Time
constraints that may arise out of scheduling conflicts and heavy teaching
loads are two dominant issues that hinder a fluid clinical supervision
process. Both supervisors and teachers could find it difficult to plan and
prepare for each session due to these factors. Fullan and Miles (1992)
highlighted that “every analysis of the problems of change efforts that we
have seen in the last decade of research and practice has concluded that
time is the salient issue (p. 746).” Additionally, they posited that: “time is
energy. And success is likely only when the extra energy requirements of
change are met through the provision of released time or through a
redesigned schedule that includes space for the extra work of change” (p.
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746-747). The latter has implications for increased resourcing, which can
include increased monetary allocations. Consequently, if more school
administrators used clinical supervision as a means of sustained
professional development, adjustments will have to be made in resourcing,
staffing, timetabling and teaching workloads to address the issue of time
constraints.
Based on the above discussion, the clinical supervision model has
been regarded as an effective substitute that promotes professional
development and improvement in classroom practice in a non-threatening
environment. However, the need for trained personnel to implement this
model is equally important. Thus, for schools to be effective, professional
development, improvement of teachers’ pedagogy and student learning
should be closely meshed.

Methodology
The study utilised the action research paradigm, as it allows for persons to
engage in systematic enquiry to plan an intervention or way forward to
achieve specific goals (McNiff, 2013; Mills, 2000; Stringer, 2007). The
intervention involved using clinical supervision as a Continuing
Professional Development (CPD) tool to develop teachers’ pedagogical
skills over a six-month period. The study was conducted with three
teachers in two secondary schools in Trinidad. The aim of the study was
to determine whether clinical supervision could be used as a viable CPD
procedure to improve teachers’ pedagogical and instructional practices.
For the purposes of this paper, the schools will be described as Case 1 and
Case 2. The research question which guided the study was: To what extent
can implementing an intervention using clinical supervision improve the
pedagogical and instructional skills of selected secondary school teachers
in two schools in Trinidad?
The teachers who implemented the interventions did so as a
prerequisite of an in-service initial teacher preparation programme in
which they were involved. The University of the West Indies, St.
Augustine, School of Education (UWISoE) conducts the programme
These particular teachers were enrolled in the Educational Administration
cohort which ran for a duration of nine months. Over the nine months,
teachers were exposed to a number of courses, including foundational
courses in philosophy, psychology, sociology, language in education,
health and family life education, curriculum and technology integration,
action research, and assessment of and for learning. They were also
involved in specific training on the nature and purpose of clinical
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supervision, and how to conduct it, which included, but was not limited to,
engagement in elements of teaching and learning, lesson planning and
writing learning objectives.
Procedure
A tutor from the UWISoE staff supervised and monitored each
teacher implementing the intervention during the clinical supervision
process. The procedure involved a number of phases. Firstly, the teachers
implementing the intervention selected teachers from their schools who
would be their supervisees in the clinical supervision process. They
explained to the prospective supervisees the nature of the clinical
supervision, the length of time they would be engaged in it and, through
discussion, arrived at consensus with the supervisees about the
pedagogical areas they would focus on for development over the sixmonth period. Secondly, the implementing teachers wrote up a clinical
supervision proposal which outlined the nature and purpose of clinical
supervision, the schools’ backgrounds and those of the supervisees, the
pedagogical areas for development, a data collection plan and the persons
with whom the implementers would collaborate. Thirdly, the clinical
supervision proposals were reviewed, amended where necessary and
approved by the UWISoE tutors, and the plan for monitoring the
implementation process was discussed by the implementers, tutors and
supervisees. The monitoring process involved tutors visiting the
implementers and observing them conduct clinical supervision with their
teachers, after which the implementers and tutors would reflect, evaluate
the process and make recommendations for improving as the process
moved forward.
Sampling: Case 1
In this study, the intention was to use a sample of two supervisees
who taught the first-form year group. However, due to scheduling
conflicts, only one supervisee participated. Nevertheless, the use of one
supervisee in no way compromised the rigour and validity of the study. It
meant that the study became a single case, and the observations, reflections
and discussions throughout the intervention provided depth. The
participating supervisee was an untrained teacher with a BSc Degree, who
had less than one year of teaching experience in the classroom. Following
discussions between the supervisor and supervisee, it was agreed that the
intervention would occur over a period of six months, during which 12
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observation sessions would be conducted. The supervisee’s Form One
Integrated Science class was used for each session. A teaching period of
40 minutes per session was used.
Sampling: Case 2
The supervisees for this study comprised two new teachers, one
male and one female, just out of university, with no formal teacher
training. This was their first teaching appointment and both participants
had less than three years teaching experience. The male supervisee
possessed a BSc in Mathematics whilst the female had a BSc in Chemical
Engineering with a minor in Mathematics. During the intervention, each
supervisee was observed for six sessions each over a five-month
period. The intention was for each supervisee to be observed for twelve
sessions, but circumstances within the school environment did not permit
this to occur. Despite this change, the validity and credibility of the study
were not compromised as supervisees were available to participate fully
in the planning, observations, reflections and discussions, and rich data
were gathered throughout the intervention. The male supervisee used his
Form Five Additional Mathematics class with a 70-minute teaching period
for each session, while the female supervisee used a Form One
Mathematics class with three 70-minute and three 35-minute periods for
the six sessions, based on the class time-table.

Data Collection and Analysis
Data collection methods included classroom observations, questionnaires,
interviews and journals. During the interventions, data were collected via
journals kept by the supervisees, and field notes from the observations of
the supervisors. After the intervention, data were collected using
interviews with supervisees (Case 2) to accumulate their experiences of
the process of clinical supervision. During the reconnaissance phase, for
Case 1, questionnaires were administered to a sample of teachers to gain
an understanding of teachers’ perceptions of clinical supervision at the
school. In Case 2, during the reconnaissance phase, questionnaires were
given to the supervisees to explore their initial perceptions of clinical
supervision. In Case 2, questionnaires were also used during the
intervention to capture the supervisees’ perceptions of the clinical
supervision process, as well as their reflections on their current
instructional practices. Numerical data from the questionnaires were
analysed using the Microsoft Excel programme to generate descriptive
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statistics, and the non-numerical data collected from observation field
notes and journals were analysed using content and thematic analyses.
Reconnaissance
Case 1
A reconnaissance phase was undertaken prior to the intervention
in order to find out the degree to which clinical supervision was practised
and to determine teachers’ perception of clinical supervision at the school.
During this phase, a questionnaire was used to gather data to determine the
perceptions of clinical supervision at the school from ten Form One
teachers. The ten teachers selected taught a variety of subjects and had five
to ten years of teaching experience. Additionally, an interview was
conducted with a school’s vice-principal who offered insights on the
practice of clinical supervision at the school and its importance. Deeper
expositions of the findings from this reconnaissance phase are presented
in the findings section for Case 1 of this paper.
Case 2
Participants in this research were exposed to one session of
clinical supervision with the principal and heads of departments, three
months prior to this intervention. They were chosen after collaboration
with the school principal who indicated that they needed help to improve
their performance in the classroom, after observation of one clinical
supervision session. During the reconnaissance phase of the research, a
questionnaire was administered prior to the clinical supervision period, to
explore teachers’ initial perceptions of the process of clinical supervision.
The Interventions
Each implementer targeted different pedagogical skills to
improve, based on the needs of the supervisees.
Case 1
The intervention was implemented with the intention to help
improve the pedagogical skills and teaching strategies of a novice Form
One teacher at School 1, by conducting clinical supervision. At a meeting
with this teacher, the details of the clinical supervision process were
outlined and explained, prior to the start of the intervention. The
pedagogical skills and teaching strategies to be developed and assessed
were also discussed, and it was agreed that the intervention would occur
in sessions over a period of six months using the same Form One
Integrated Science class for each session. In Case 1, the pedagogical skills
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targeted were as follows: classroom management, time management,
positive reinforcement and non-verbal intervention. The ability of the
teacher to utilise group work, simulation, brainstorming, student activity,
questioning and technology as teaching strategies was also assessed. It was
also indicated that there would be three visits by a UWISoE tutor to assess,
guide and document the progress of the clinical supervision process.
During the intervention process, data were collected using
observation instruments designed specifically for each pedagogical skill,
and teaching strategy, and documentation in the form of reflective journals
from both the supervisor and the supervisee, charted the progress of the
supervisee. These were later used to determine if the intervention was
successful.
Case 2
After two potential mathematics teachers were identified to
participate in this study, both teachers consented to be a part of the
programme. During discussions, each teacher identified key areas where
they needed assistance in pedagogy and instructional strategies. In Case 2,
the pedagogical skills targeted were lesson design, classroom
management, questioning skills and student motivation. The intervention
was initiated with a questionnaire to assess the supervisees’ perceptions of
the process of clinical supervision and its usefulness as a tool to improve
the pedagogical and instructional practice of teachers. After two clinical
supervision sessions, another questionnaire was administered to capture
teachers’ perceptions of the process as well as their reflections on their
instructional practice. Finally, at the end of the clinical supervision period,
the supervisor conducted an interview with each teacher to assess whether
there were any changes in their perceptions of clinical supervision and to
collect data on the impact of this intervention on their pedagogical and
instructional practices.

Findings
Case 1
Findings from the reconnaissance, which sought to determine the
perception of clinical supervision at the school and the manner in which it
was being practised, revealed that 20% of teachers disagreed that clinical
supervision was practised at the school, while 50% were undecided; 20%
agreed and 10% strongly agreed that it was being practised. In terms of
teachers’ perceptions of clinical supervision, the findings showed that 30%
felt that clinical supervision helped to create better professional teachers,
50% were undecided and 20% felt that clinical supervision did not help
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create better professional teachers. Additionally, an interview was
conducted with a vice principal who confirmed that clinical supervision
was indeed consistently practised at the school, and fulfilled the mandate
prescribed by the Ministry of Education, which was once per term per
teacher. The vice principal also confirmed that the clinical supervision
practised at the school was conducted using a three-phase process: a preconference, observation and post conference.
The findings of the reconnaissance phase revealed that although
clinical supervision was practised to some degree at the school, it was not
done consistently enough to offer a viable and accurate answer to the
research question. Thus, the intervention discussed in this study was
undertaken in order to answer the research question. In an attempt to
address the consistency issue, the method of clinically supervising the
same teacher for twelve sessions over a six-month period may offer a more
accurate answer to the research question.
In answering the research question, data were gathered from the
analysis of the supervisor’s and the supervisee’s journals. It was found that
clinical supervision can stimulate professional growth in a novice Form
One teacher. The teacher was able to utilise new instructional strategies,
such as simulation and group work as highlighted in this excerpt from the
supervisee’s journal: “It was the first time I used simulation as a teaching
strategy and I found that it worked well and the students seem to respond
well to it; it brought energy to the class and an excitement to learning.”
This evidence is confirmed in the supervisor’s journal: “The simulation
exercise was executed well; the students responded well and learning
occurred. It shows that the supervisee adapted well to a new teaching
strategy.”
Additionally, the supervisee’s pedagogical skills, such as lesson
planning, improved during the course of the supervision period as
documented in both the supervisor’s and the supervisee’s journals. The
supervisee stated, “Although it can be cumbersome and time consuming,
I am beginning to see the value of writing lesson plans especially in the
listing of the objectives.” This is supported by this excerpt from the
supervisor’s journal: “The lesson plan indicated improved understanding
of key terms such as cognitive, psychomotor and affective as well as
learning objectives.”
The findings showed that teachers’ time management skills also
improved during the intervention. In the second session’s journal entry,
the supervisor recorded, “It was noticeable that the supervisee exceeded
the allotted time for the teaching period for the second time in two
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sessions; this resulted in a rushed closure.” However, by the tenth session
the supervisor commented, “There was a marked improvement in the time
management of the lesson as students were given sufficient time to ask
questions, and there was a proper closure to the lesson.” This is also
acknowledged in the supervisee’s journal where she documented: “I have
learnt the value of time and the importance of an effective closure; to
enforce anything after the bell sounds is fruitless.”
The supervisee’s classroom management skills also improved. As
indicated in her journal, “Classroom management is less of a challenge for
me now, and the students are more absorbed in the lesson.” This was also
supported in the supervisor’s journal for the seventh session, where the
supervisor stated, “It seems that the improved lesson plans have resulted
in better classroom management as the teacher is more organised while the
students are more engaged. This is promising, especially with such a large
class.”
The supervisee also expressed appreciation for, and satisfaction
with the new strategies learnt and confirmed her intention of using these
strategies in future lessons as evident in this excerpt from the supervisee’s
journal: “I do think that simulation is an effective teaching strategy and do
plan to use it in future lessons.” This is also reflected in this extract from
the supervisor’s journal where it was indicated: “She also expressed
interest in other teaching strategies and confirmed her willingness to
continue with the process.” The journals reflected clear growth and
improvement in the pedagogical and instructional skills of the supervisee.
The evidence of the supervisee’s intention to use the newly learnt strategy
in future lessons, her interest in other strategies, and her willingness to
continue with the process may also suggest some degree of appreciation
and commitment to the process.
Case 2
During the reconnaissance phase, data were collected via a
questionnaire regarding the perceptions of two teachers of the process of
clinical supervision, since they had been exposed to clinical supervision
previously. Data collected revealed that the teachers found clinical
supervision to be time consuming, and that it required much planning.
There were also the perceptions of “uncertainty” and “nervousness” of
being observed. They were also aware that the process was about using
“observations to make improvements”, and it “corrects errors in teacher
practice.” Therefore, it can be assumed that the procedure for clinical
supervision previously done, was of an acceptable standard.
In response to the research question posed, data were derived from
questionnaires, field notes and the interviews. Implementation of clinical
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supervision posed several challenges. The teachers expressed the view that
the process of clinical supervision posed challenges during the period.
Time was a major challenge even though lessons being observed were a
part of their planned list of lessons for the term. Both teachers taught for
29 periods each week with 11 free periods, which could be used for
supervision of other classes as the need arose. They found that time for
planning and preparation was very limited.
Additionally, they felt that clinical supervision entailed “extra
work”. The writing of a lesson plan for each lesson was a challenge since
this was not the norm. Also, Teacher A was not familiar with the
pedagogical skills for completing this task. The teachers’ regular method
of planning was making notes, using the textbook and employing any
strategy they found suitable while teaching in the classroom.
Teachers also indicated that they had feelings of “anxiety” and
“nervousness” while under observation in the classroom. It was felt that
“there was an added pressure on the teacher while being observed.”
Teachers also expressed the concern for students’ reaction to a clinical
supervision setting. A lack of equipment at the school was also a challenge
at times. Ultimately, despite challenges faced, the teachers found that
preparing lesson plans before teaching: ‘delivered the content in a more
efficient way,” and it “encouraged diligence and greater organisation.”
Teacher A commented:
Now I have an idea how to structure my lessons to actually get the
point across, but before it was difficult. But I have a better idea of
what is needed for the lesson plan. If I have to go home and do
one, it’s not a challenge.
Both teachers found the process of clinical supervision helpful in
facilitating their professional development, and suggested that “clinical
supervision be held more frequently” as a regular part of the school’s
routine practice, because “you are pushed to correct and pushed to
improve.” Methods and strategies with which they were unfamiliar, were
adopted from the literature provided, with the guidance of the supervisor.
The teachers’ comments below are testimony to their pedagogical and
instructional growth as a result of their engagement in the clinical
supervision process. Teacher A indicated:
I learned useful techniques to ask questions and control
misbehaviour. Clinical supervision encourages diligence and
greater organisation.
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Teacher B stated:
The information the supervisor gave was very beneficial. I would
not have known of these different techniques or philosophies, so it
was greatly appreciated that more content was given to guide me,
for example, Bloom’s Taxonomy, wait time and the use of praise.
With no formal teacher training, pedagogy was developed through
trial and error, and sporadic advice that the teachers occasionally received
from other teachers. Clinical supervision provided an avenue for teachers
to access help in areas that they perceived to be weak. The teachers felt
that they benefitted from the literature shared with them on various topics,
and also from the pre- and post-conferences held. From the data collection
instruments, responses indicated some improvement in pedagogical and
instructional skills. Improvement in teachers’ pedagogy was found in areas
of organisation, selecting appropriate materials, methods of teaching, and
lesson planning. This is evident from the responses given by the teachers.
Teacher A:
The class is much more behaved since using the information
researched... I have a better idea of what is needed for the lesson
plan... It has improved my ability to prepare engaging lessons.
Teacher B:
I learnt how to pose questions and how to encourage students to
answer; how to deliver the content in a more efficient way... Using
more technology in lessons, stimulated students’ thinking and
interaction.
A list of teaching methods and strategies used by teachers was
compiled prior to the clinical supervision period. This list was contrasted
with a list made after the clinical supervision period. Table 1 displays a
comparison of methods and strategies employed by both teachers before
and after the intervention.
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Table 1. Comparison of Methods and Strategies Used by Teachers in Their Instructional Practice
Instructional Practice

Teacher A

Teacher A

Teacher B

Teacher B

Methods & Strategies used

Before
Clinical

During
Clinical

Before
Clinical

During
Clinical

1

Lecture

Y

N

Y

Y

2

Teaching notes

Y

N

Y

N

3

Group work

Y

Y

Y

Y

4

Use of textbook

Y

Y

Y

Y

5

Explanations with use of whiteboard

Y

Y

Y

Y

6

Student explanations/presentations

Y

Y

Y

Y

7

Student peer teaching

Y

Y

Y

Y

8

Discussion

Y

Y

Y

Y

9

Worksheets

Y

Y

Y

Y

10

Lesson plan

N

Y

N

Y
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11

Set induction

N

Y

N

Y

12

Closure

N

Y

N

Y

13

Questioning

Y

Y

Y

Y

14

Use of wait time

N

Y

N

Y

15

Use of Praise

N

Y

N

Y

16

Use of videos

N

Y

N

Y

17

Use of computer games

N

Y

N

N

18

Animations

N

Y

N

Y

19

PowerPoint Presentation

N

Y

N

Y

20

Use of visualisation

N

Y

N

N

21

Demonstrations

Y

Y

Y

Y

22

Classroom Management strategies

N

Y

Y

Y

Total Strategies Used

11

20

11

19

KEY: Y= yes
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The findings of the study, as depicted in Table 1, showed an
increased use of methods and strategies employed in instructional practice
during the period of clinical supervision. Teacher A employed the 11
strategies in her instructional practice during her years of experience as a
teacher, but there was an increase of 9 additional strategies utilised during
clinical supervision. Teacher B used 11 strategies but added an additional
8 strategies to his instructional practice.
Results showed a 41% increase in methods and strategies used by
Teacher A whilst there was a 36% increase used by Teacher B during
clinical supervision. The following are comments by teachers during an
interview on the impact of clinical supervision on their methods and
strategies:
Teacher A:
It has also encouraged me to source various methods and put them
into practice in the classroom.
Teacher B:
I could integrate other teaching methods into my own...personally
for me the methods with the use of technology rather than going
to class and presenting work in a verbal manner has stimulated
me.” The findings of this study revealed that even though the
process of clinical supervision was perceived as burdensome and
time consuming, it facilitated improvement in teachers’
pedagogical and instructional skills and professional
development.

Synthesis of Findings
In relation to both Cases, 1 and 2, the findings revealed that implementing
clinical supervision can improve the pedagogical and instructional skills
of teachers, but it requires time for planning and executing within the given
school context. With regard to Case 1, during the course of the
intervention, a novice Form One teacher at the school under study showed
improvement in various areas such as lesson planning and learned new
teaching strategies such as simulation, which was successfully utilised in
the classroom. The teacher also expressed interest in new strategies and
confirmed her willingness to continue with the process. Similarly, with
regard to Case 2, the two teachers in the Mathematics department
perceived the process of planning for clinical supervision as timeconsuming but ultimately improved some areas of their pedagogy and
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instructional practice. The findings of the study revealed that for both
cases, teachers welcomed the frequency of clinical supervision.

Discussion
This discussion analyses the findings in terms of the research question
posed and the literature reviewed for the study. The aim of the study was
to determine the extent to which implementing an intervention using
clinical supervision can improve the pedagogical and instructional skills
of secondary school teachers in two schools in Trinidad. Overall, it
emerged that in all three instances, the findings showed that as a result of
their engagement in clinical supervision, there was development in the
pedagogical and instructional skills of the teachers. These findings
confirm that clinical supervision can improve teachers’ pedagogical and
instructional practice (Gall & Acheson, 2011; Blasé & Blasé, 1999), where
the general goal of clinical supervision is to improve teachers’ classroom
practice.
Still, the research question asks the extent to which improvement
can occur. In addressing this latter issue, the findings showed that the
extent to which clinical supervision can improve teachers’ pedagogical
and instructional practices is contingent upon teachers’ and supervisors’
understanding that clinical supervision is a process and not a one-off event,
their dispositions toward the clinical supervision process and the time for
proper planning and execution of the process. The study showed that the
time involved in planning the clinical supervision process was a challenge
due to little or no mentoring of the teachers when they embarked on their
teaching career at the school. Therefore, having to plan, conform and
structure for clinical supervision would have seemed burdensome and
time-consuming. This finding is consistent with Fullan and Miles’ (1992)
analysis of what works in bringing about change.
The findings of the study indicated that over the intervention
period, teachers’ disposition to the clinical supervision as a professional
development tool grew, and their attitudes toward clinical supervision
changed. The study showed that teachers welcomed the frequency of
clinical supervision. They felt it provided them with structure and training
for development especially for new teachers embarking on a career in
teaching or becoming professional teachers. New instructional strategies
and pedagogical skills learned and developed by the teacher, as well as the
teacher’s continued interest in and appreciation of the process during the
intervention, are substantiated by studies done by (Goldsberry, 1988;
Harris, 1998) where it was revealed that the clinical supervision process
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not only improves teacher’s practice but attitude as well. Additionally,
these findings support Kutsyuruba (2003) who concluded that “beginning
teachers desire more frequent use of instructional supervision that meets
their professional needs, that promotes trust and collaboration, and that
provides them with support, advice and help” (p. 4).

Conclusion and recommendations
The study sought to investigate the extent to which implementing an
intervention using clinical supervision can improve the pedagogical and
instructional skills of secondary school teachers in two schools in
Trinidad. It showed that if done regularly and in a structured way, clinical
supervision could facilitate the professional development of teachers, both
new and experienced, in developing their pedagogical and instructional
skills. Implementation of clinical supervision with well-planned
scheduling, using a systematic approach, would be more beneficial than
sporadic sessions. This might, however, require further resourcing at the
school level, as teachers’ workloads would have to be adjusted to afford
the requisite time and energy to execute the process effectively. This
research in clinical supervision has validated its importance as a legitimate
means of professional development of teachers. It is worth noting that the
clinical supervision process used in this study is more systematic and
developmental than what obtains in most schools in T&T. Thus, it would
be worthwhile to conduct further research within the schools in the study
and other schools in T&T. Additionally, it would be useful to determine
the impact of the change in the teachers’ practices on their students’
learning. The findings from these studies can be used to make decisions
and policies about institutionalising clinical supervision in schools in ways
that make its use effective.
The following recommendations were drawn from the findings of
the study. Clinical supervision should be implemented on a regular basis
as part of the school’s routine practices to assist with mentoring and
supervision of teachers. Teachers need to be more aware of the goals of
clinical supervision in order to alleviate fear of the process and to dissuade
the belief that its purpose is solely evaluative and punitive. Furthermore,
the responsibility of clinical supervision should be decentralised from the
principal to heads of departments. Their weekly teaching loads should be
reduced to accommodate the effective management of teacher supervision.
The Ministry of Education should facilitate seminars and training
workshops periodically to equip Heads of Departments with the skills and
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knowledge of clinical supervision to ensure improved practices in schools.
Finally, teachers should be held accountable to implement feedback given
to them from clinical supervision.
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TEACHERS WHO TEACH WRITING: Practices of Teaching
in the Writing Classroom
Marise Butler
This article presents the findings of a multi-site case study
which was designed to explore the teaching practices of primary
school teachers who teach writing in St. Vincent and the
Grenadines. The case study spanned four schools, representing
four major geographical zones and varying student population
sizes. The practices of 10 primary school teachers were
observed. Data were collected over a period of 12 weeks
through observational check lists, field notes, and interviews.
The research was guided by four questions: (1) What are the
writing instruction practices of primary school teachers in St.
Vincent and the Grenadines? (2) How are these practices
delivered by those teachers? (3) What are the factors which
influence teachers’ practices, and (4) What are the challenges
faced by those teachers in the delivery and implication of their
practices? Findings indicate that teachers utilise a combination
of traditional skills-based and process-oriented practices in their
instruction.

Shawn Marise Butler
Introduction
Recent research in literacy has tended to focus heavily on the aspect of
reading and the instructional practices inherent therein, while less attention
has been paid to writing and writing instruction (Bridge & Hiebert, 1985;
Graves, 2003; Kress, 1982). This, however, does not negate the
importance of writing and the impact that poor writing skills ultimately
has on students. Students who do not become competent writers are
unlikely to realise their educational, occupational or personal potential
(Graham, MacArthur, & Fitzgerald, 2007).
Given the significance of writing in the lives of students, the way
writing is taught is of paramount importance. Graham and Perin (2007),
through their meta-analysis of 20 writing instruction interventions,
delineated 11 best practices in the teaching of writing. The ten most
effective interventions and their effect sizes identified in that study were:
strategy instruction (0.82), summarisation (0.82), peer assistance (0.75),
setting product goals (0.70), word processing (0.55), sentence combining
(0.50), inquiry (0.32), prewriting activities (0.32), process writing
approach (0.32), study of models (0.25) and grammar instruction (– 0.32).
Although the results of Graham and Perin’s (2007) study should
not be regarded as absolute in writing instruction practices, they do
provide necessary guidelines and benchmarks on how best practices in
writing instruction should be perceived. Additionally, other researchers
have presented findings in tandem with those of Graham and Perin (2007).
The importance of teaching writing as a process, the use of pre-writing
activities, the utilisation of technology, teacher modelling and the use of
models, as well as the integration of reading with writing, have all been
validated by research (Atwell, 1998; Bogard & Mc Mackin,2012;
Calkins,1994; Deane & Quinlan, 2010; Graves 1994; Lacina,2003; NTRC,
2007; Peterson & McClay, 2012; Tompkins, 2012; Troia, 2014).
Teachers’ writing instruction practices
Generally, the instructional practices of teachers of writing appear
to be fall within the confines of the traditional skills-based approach and
the process-oriented approach (Raimes, 1991; Troia, 2008). Practices
associated with the traditional skills-based approach include the teaching
of grammar in isolation, the production of single drafts, teacher-dominated
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editing, and writing viewed as a product. This approach maintains that the
writing process is linear (Connor, 1987). Practices characteristic of this
approach also include the provision of sentences, poems or other pieces of
composition to be copied from the chalkboard and the use of worksheet
and workbooks (Bridge, Cantrell, & Compton-Hall, 1997).
Conversely, with practices associated with the process-oriented
approach, the focus of writing is not on students’ finished work but rather
on what students think and do as they write (Bunting, 2000; Cox &
Kennedy, 2008; Tompkins, 2004). Teachers who utilise this approach
advocate practices such as, the viewing of writing as a process not product,
teaching writing in the context of reading, teaching grammar in context of
students’ writing, conferencing and peer activities (Tompkins, 2010; Troia
et al., 2011).
Research has indicated that teachers who teach writing engage in
a blend of practices across a practice continuum, with the traditional skillbased and process-oriented approaches at opposite ends of the spectrum
(Lipson et al., 2000; Troia et al., 2011). In Cutler and Graham’s (2008)
national survey, data were gathered from a random sample of Grade One
to Three teachers. Of the 174 teachers who responded to the questionnaire,
72% stated that they utilised the process approach combined with the
traditional skills approach. Of the teachers surveyed only 20% reported
using only process approach, and only 6% reported using a traditional
skills-based approach. Even when the orientation of teachers’ writing
instructional practices seemed to lean either to the traditional skills-based
approach or process-oriented approach in writing instruction, their
practices did not appear to have complete linear adherence. Rather, they
appeared to utilise a compendium of practices across the continuum
ranging from traditional to process-oriented (Cutler & Graham, 2008;
Troia et al., 2011).
Research Context
While data exist about the writing practices of teachers in other
countries, very little documented material exists that would shed light on
the instructional practices of teachers who teach writing in St. Vincent and
the Grenadines. Teachers’ practices are governed by the Organisation of
Eastern Caribbean States (OECS) Harmonisation Language Arts
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Curriculum, a policy document which includes outcomes and activities for
the teaching of writing. Teachers also prepare students for national tests
(Grades Two and Four) as well as the Caribbean Primary Exit Assessment
(CPEA), which all consist of writing components. There is, however, a
paucity of data regarding the actual practices of the teachers in the 68
primary schools across the state. Further, little is known about the factors
that influence the way these teachers execute their practices, and the
challenges they face while doing so. This research is also of significance
to me as a lecturer at the Division of Teacher Education (DTE) in St.
Vincent. An exploration into the writing practices of language arts teachers
will prove to be an invaluable resource and link to theory, in my own
writing classroom with novice teachers.

Framework
The exploration was framed within the context of activity theory credited
to the work of Vygotsky (1980) and Leont’ev (1981). This theory purports
that human behaviour and thought are influenced by the following aspects:
the subject (individual or group of individuals in the work environment),
the object (the objective or motive of the subject), mediating artefacts
(tools and resources), rules, community, and division of labour (see Figure
1). These aspects are assumed to influence individuals’ cognition and
behaviour, as an individual’s thoughts and actions cannot be divorced from
his or her environment (Engeström, 1999). Therefore, as depicted through
the interrelatedness of the arrows in Figure 1, all behaviour is mediated
and influenced by several factors which exist in an individual’s
environment and mental processes. When applied to the field of education,
this would indicate that the actions of the teacher in the classroom are
impacted by his/her resources and tasks, the policy that governs his/her
classroom instruction, the educational community (other teachers,
students, society), and the teacher him- or herself.

156

Teachers who teach writing: Practices of Teachers in the Writing
Classroom

Figure 1. Engeström’s elaboration of Leont’ev’s activity theory

Activity theory was used to frame this multi-site case study as it
allowed for the exploration not only of teachers’ writing instructional
practices but also of the factors which influence the practices utilised. The
study employed qualitative methods to gather and analyse data regarding
writing instruction practices in the primary schools of St. Vincent and the
Grenadines, and was driven by the following problem statement:
The writing instruction practices utilised by teachers have a
significant impact on the writing skills and competence of students,
thereby making knowledge of such practices indispensible to the
development and success of writing programmes in any country; however,
currently there exists a dearth of published data relating to the writing
instruction practices of teachers at the primary level in St. Vincent and the
Grenadines and the extent to which current writing instruction reflects best
practices described in published literature.
The research was conducted in order to answer the following
research questions:
1. What are the writing instruction practices used by teachers
who teach writing in the primary schools of St. Vincent and
the Grenadines?
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2. How are writing instruction practices delivered by teachers
who teach writing in the primary schools of St. Vincent and
the Grenadines?
3. What are the factors that influence the classroom practices
in writing instruction used by teachers who teach writing in
the primary schools of St. Vincent and the Grenadines?
4. What are the current challenges faced by these teachers in
the delivery and implementation of writing instruction
practices?
The purpose of this research, therefore, was to investigate the
writing instruction practices used by teachers who teach writing in St.
Vincent and the Grenadines, the methods through which those practices
were delivered, and the factors and challenges which may affect the choice
and delivery of those practices. Such an exploration sheds light on the
current practices used by primary school language arts teachers thus
adding to the current body of knowledge particular to St. Vincent and the
Grenadines, and the Caribbean in general. Such information may also
prove vital to the area of Teacher Education by creating a possible link
between the nature and content of writing instruction pedagogy offered to
pre-service teachers and their later in-service classroom practices.

Methodology
The Design
The study was conducted within the parameters of qualitative
research and followed a case study approach. The case study was selected
as the most suitable as it allows for the study of a bounded phenomenon
within the context of that phenomenon (Creswell, 1998; Merriam, 1998).
This multi-site case study sought primarily to describe and explore
observed behaviour.
Sample - The Sites
Four schools were purposively sampled for the research. Schools
were selected from the four major geographical zones of the main island
and included a mixture of large and small student population, urban and
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rural location, and government and parochial administration. To preserve
the identity of the participants, the schools were renamed the Mt Charlotte,
Mt Patrick, Mt George and Mt Andrew primary schools.
Sample - The Participants
All language arts teachers from the Grades Three and Four classes
were sampled from the four schools. In the case of the largest school which
had three Grade Three and three Grade Four classes, two classes of each
grade were randomly selected. Pseudonyms were used to preserve
anonymity. Table 1 below outlines the pertinent characteristics of each
participating teacher.
Table 1. Characteristics of ten participating teachers
Participant
Anne
Joan

Experience
Over 30 years
Over ten years

Kim

Over ten years

Mia

Less than five
years
Over
twenty
years
Over ten years

Petra
Jane
Mary

Over
years

Maude

Over
twenty
years
Over
twenty
years
Less than ten
years

John
Rose

twenty

Qualification
Teacher trained
Teacher
Trained;
CETT trained
Teacher
Trained;
Degree in Special
Needs Education
Teacher Trained

Grade
3
3

School
Mt. Andrew
Mt. George

3

Mt. George

3

Mt. Patrick

Teacher Trained

3

Teacher
Trained;
Degree in Counselling
Teacher
Trained;
Degree in Educational
Management
Teacher
trained;
Degree in Literacy
Teacher Trained

4

Mt.
Charlotte
Mt. Andrew

4

St. George

4
4

Mt.
Charlotte
Mt. Patrick

No teacher training

4

St. George

Data Collection Tools
Data were collected primarily through observation. The entire
data collection period spanned 15 weeks. Teachers were observed for 10
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hours each. I sat in each teacher’s classroom and wrote down all writing
instruction practices observed. These field notes were further substantiated
by the observational checklist.
Data were also collected through semi-structured interviews. The
interviews were conducted after the observational period and each session
lasted for approximately 30 minutes. Questions from the interview guide
included:
1. Do you use all or some parts of the process approach when you
teach writing (brainstorming, drafting, editing, revising and
publishing)? If so why?
2. You answered no to the above. What practices do you use in your
writing? Why do you do so?
3. Do you conference with the students individually as they write?
Explain why/why not.
4. How are the topics selected for the students’ pieces? Why is this
process used? Are the topics chosen from different genres?
5. Do you use technology in your writing class? Explain how.
Explain why you do or don’t.
Data analysis
The data collected though observation, field notes and the
observational checklists, were organised according to date observed. Units
of data gathered from the observation and interviews were formatted into
codes (Miles, Huberman, & Saldana, 2014). A code book was kept to
ensure that similar units of data received a related labelling or code.
Descriptive coding was used in which a word or phrase described the unit
or chunk of data; for example, ‘pre-writing activity’ was used to label or
code that unit of data (Miles, Huberman, & Saldana, 2014). Microsoft
Office Word tracking, balloons and comments options were utilised to
insert codes into the transcribed data (Miles, Huberman, & Saldana, 2014).
From these codes, common patterns or themes were then identified and
categorised.
Analysis of the data collected from the semi-structured interviews,
followed a similar pattern used used in analysing observed data (Marshall
& Rossman, 2012). All interview data collected from the semi-structured
interviews and follow-up telephone interview were transcribed and typed.
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Using the balloon and comments feature in Microsoft Word, codes then
were inserted to identify chunks of data considered to be of importance.
These were subsumed into themes of common areas as expressed in
individual teacher’s responses. Each theme was then carefully cross
referenced for occurrence among other teachers.

Data Findings
Research Question 1: What are the writing instruction practices used by
teachers who teach writing in the primary schools of St. Vincent and the
Grenadines?
The writing instruction practices of the teachers observed were as
diverse as their personalities and the locations of their schools. Yet these
practices were common enough to be recognisable from site to site.
Teachers were observed in their classrooms and this observation was
supported with field notes and an observational checklist. Figure 2
provides a page of the observational checklist utilised.
Research based criteria indicators
Writing Practices
Student involvement in writing topics
selection
Writing workshop
Grammar instruction in context
Prewriting/brainstorming activities
Drafting activities
Revising activities
Editing Activities
Publishing activities
Integration of reading and writing
Use of variety of resources
Integration of curriculum writing
standards
Collaborative writing
Figure 2. Sample of observational checklist

Comments
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The practices observed were: the use of teacher-created text, use
of the writing process approach, the integration of reading with writing,
the teaching of writing as a separate strand, the teaching of writing in the
context of a literacy block, the use of technology, ‘telling’ instead of
showing, use of other resources (as alternatives or additions to the
prescribed text), conferencing, instruction in a variety of genres, and the
instruction of grammar. Teachers’ selection of these practices
demonstrated not only the diverse nature of these practices but teachers’
propensity to combine traditional skills instruction with some best
practices associated with the process-oriented approach. This blend of
practices was demonstrated regardless of the teacher’s age gender, training
level or tenure.
Best practices observed
Of the best practices advocated in research, seven were observed
among the practices of teachers; two teachers were observed teaching
summarisation; eight were observed advocating peer assistance; two used
word processing activities in their instruction; five used inquiry activities
to begin writing instruction; six utilised pre writing activities; six utilised
some form of the writing process approach, and seven used models in their
instruction. None were observed using the research validated best
practices of strategy instruction, setting product goals or sentence
combining (Graham & Perin, 2007).
Research Question 2: How are writing instruction practices delivered by
teachers who teach writing in the primary schools of St. Vincent and the
Grenadines?
The 10 teachers observed practiced their craft along a continuum
of two approaches - the traditional skills-based approach and the processoriented approach. This amalgamation of practices ran the gamut from
very few best practices seen, to a classroom where best practices in writing
instruction dominated the teacher’s instructional practices. However, most
teachers observed fell closer to the traditional skills instruction end of the
continuum. This was the case regardless of those teachers’ age, gender or
training acquired. The following sections will provide an insight into the
poly-modal nature of the practices observed specifically in the area of
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framework of instruction, format of delivery and teachers’ use of
resources.
Framework of instruction
A combination of approaches could be seen in teachers’ use of
instructional frameworks. Some taught writing as a single strand where a
concept was introduced without context, taught without a model and had
no connection to reading. Joan, an example of such a teacher, explained
her approach: “When we do reading, we read and we speak, not write”.
Other teachers, however, used the literacy block approach and
taught writing through interaction with reading. John who used that
framework commented: “We do writing with reading. Everything is a
block. It’s listening, speaking, reading and writing. They start with the
listening (and then) move on to the reading. Not all the time they begin
with listening; they talk sometimes, then I would read the story, model the
passage. It is important; children have to know it’s about what I say, read
and understand. They understand they have to think before they write.”
Maude commiserated, “As I said, when they read the passage, they
can see and follow the grammar and do the writing. It helps them see how
other people write. They learn from reading other people’s work”.
The practices of these teachers illustrate the influence of the main
approaches in writing instruction.
Format of delivery
Closely related to the framework used in instruction was the
format of delivery used. Most teachers’ delivery mode was lecture style,
whole class discussion and limited teacher modelling. Mia, however, was
an exception. She utilised small groups, encouraged peer sharing and
modelled the desired writing outcomes for her students. For the most part,
however, the mode of delivery for most of the teachers included more
traditional practices. This was seen particularly in their delivery of the
writing process approach. Although all teachers stated that they used the
writing process approach, practices observed ranked closer to the
traditional approach end of the continuum and did not always resemble
use of the writing stages as advocated by the process-oriented approach.
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Anne, for example, did not display the stages in her classroom,
neither did she refer to them in her instruction. Her students’ writing pieces
were assigned as homework, which she corrected the next day, following
which students produced one draft of their pieces. At the middle of the
continuum was Petra. She acknowledged that the cramped conditions of
her classroom prevented her from utilising all the stages of the approach.
Although the stages were not displayed in her classroom, and she did not
refer to them, students were engaged in brainstorming activities, did
multiple drafts and were engaged in a whole class editing activity.
At the more process-oriented end of the continuum was Mia. The
stages were prominently displayed in her classroom. In the classroom,
students referred to the stages and used them with ease and familiarity.
She engaged in brainstorming activities which were culturally relevant,
and students produced multiple drafts. She demonstrated the use of editing
and revising; and students shared their pieces through author’s chair. Mia
indicated that she used the stages as “all students are able to produce a
better piece of writing when they follow the steps”.
Teachers’ delivery with regards to choice of conferencing
practices also spanned the continuum. Some teachers were reactive: they
provided help when students asked for it and placed corrective feedback
on corrected pieces. Other teachers were more proactive in their
conferencing. They sat with the students as they composed their pieces and
asked questions such as “Why did you write that?” and “What does this
mean?”
Use of resources
A final area in which a range of practices could be seen, was
teachers’ use of resources.
Some teachers showed a heavy reliance on the prescribed textbook,
following its pattern precisely in their teaching. Such teachers showed a
marked similarity in their instruction regardless of their school and relied
on the text both for content and methodology. John explained this reliance
as result of the facility of the text: “When you use the (name of prescribed
text) everything is spelt out there”. Other teachers however, utilised
various other resources in their instruction. Mia and Maude used fairy tales
and fables as models in their classroom, and Kim utilised a brochure to
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teach descriptive writing. Jane and Petra both utilised computers in their
classroom. Jane used the clipping of a surprised child to introduce
narrative writing, while Petra used her laptop and a projector to project
students’ work and engage them in whole-class editing.
The observed teachers demonstrated a blend of practices across a
continuum of the two approaches which govern writing instruction. What
influenced their choice of practices will be discussed in the section which
follows.
Research Question 3: What are the factors which influence the classroom
practices in writing instruction used by teachers who teach writing in the
primary schools of St. Vincent and the Grenadines?
Research has outlined several factors as influencing the
instructional habits if teachers. These include tenure, age, teacher training,
location of school, grade and leadership related practices (Barb, 2007;
Bridge, Compton-Hall, & Cantrell, 1997; Street, 2003). The information
gathered to answer research questions 3 and 4, was collected through the
administration of a semi-structured interview. This information was then
analysed and tabulated so that cross-case analysis could be more
rigorously made. The 10 teachers interviewed shared the following as
factors which contribute strongly to their choice of practice in the
classroom.
Training and currency of training
Several teachers indicated that teacher training influenced their
instruction. Mia asserted “…from what I learnt at Teachers’ College. That
was the way I was taught”. Jane concurred with this assertion, stating, “At
college too, a lot of pointers. Basically, process writing, writing according
to genres.” Mary also viewed teacher education as contributing to her
writing instruction practices, as she indicated, “What I learnt at college as
well. Story mapping and story
frames.” For Maude, the literacy degree she completed contributed
positively to her classroom practices. She stated emphatically, “Basically
from the degree. I mean the way I was taught to teach writing, that made
me not want to teach it. Just write up a topic on the board (laughs).
Basically, going through the degree that helped me.”
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While teacher education was cited as a contributing factor, it
would appear that the currency of that training also affected teachers’
instructional practices. This was demonstrated in the practices of Anne and
Mia. Although Anne was teacher-trained, her writing instructional
practices were tradition oriented. This may be explained by the fact that
her training took place decades prior. Conversely, Mia who at the time of
the research had graduated from the DTE two years before, utilised
process-oriented practices and used these more than any other teacher
observed. This issue of currency will be discussed in greater detail further
in this article.
Leadership related practices
Two teachers - John and Mia - credited their principal with
positively influencing their teaching practices. John stated, “Having a
principal who is into literacy helps a lot. She knows her stuff and is easy
to approach. She will tell you to try this, try that”. Mia, John’s colleague
at the same school, also singled-out the principal as impacting her writing
instructional practices. “The principal as well,” she stated, “she gives tips
on how to go about teaching and what to do”.
A principal with literacy training and experience, however, was
not always a decisive factor in impacting teachers’ writing instructional
practices. Although Kim, Joan, Mary and Rose, like John and Mia, had
such a principal, they did not credit her with influencing their practices.
Role of experiences
A further factor which teachers credited as influencing their
writing instruction was their own experiences as learners. Petra stated,
“When I was growing up, I wasn’t good at doing composition. I admired
people who could. So, reading about strategies and practising using them
to find out what would work, that helped me”. Rose also expressed the
importance her experiences had on her teaching: “My own experiences not
only as an adult but as a child. My own struggles. So, I try to help my
students not only about the process but the creative part”. Joan’s words
were a poignant expression of the impact of early classroom experiences
on the teacher: “My learning experiences would definitely be one. The
way I was taught in secondary school and college.... Some of them were
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positive. I remember that in secondary school I had a very good
composition teacher and then her replacement just placed the topic on the
board and said, ‘Write’.”.
Self-education
Some teachers expressed the view that their own efforts in
acquiring information on effective writing instructional practices, played
a key role in their teaching of writing. Reading appeared the dominant
method for acquiring that information. Four Grade Four teachers asserted
that the practice of reading influenced their writing instruction practices.
John stated, “I read books and I got enlightened.” Mary asserted, “I will
read from books, ideas on how to teach students composition.” Jane also
indicated that reading aided her teaching of writing. “I teach writing based
on what I have read,” she stated, “I read a lot so I taught from that. I have
read books on how to write.” Anne and Joan, both Grade Three teachers,
also asserted that reading influenced their craft. “The ideas just come”
Anne indicated, “I like to read. So I got some there. I like to improvise on
a lot of things.” Joan’s response was quite similar, “Reading”, she said,
“Because I loved reading.”
Mentorship
A final factor cited by teachers as influencing their practice, was
the role of other teachers as mentors. Two teachers indicated this factor as
having significant influence on how they taught. Rose and Joan both
credited senior teachers who passed along their expertise. “I had two very
effective senior teachers”, said Rose, “I looked at the way they taught
language and incorporate their methods into my teaching skills. Both of
them were very passionate about their teaching.”
Joan, Rose’s colleague in Grade Three, shared a similar
experience: “When I just started teaching, I had a very good senior teacher.
She modelled for me. I learnt from her that you should always have
discussion before they write, no matter what the type of writing. I involve
a lot of discussion prior to the actual writing.” For both teachers, the
mentorship of a peer aided and influenced their practice.
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Research Question 4: What are the current challenges faced by these
teachers in the delivery and implementation of writing instruction
practices?
Teachers indicated several challenges which impede their writing
instruction. These challenges were categorised into student, environmental
and pedagogical related challenges (see Table 2).
Student-related Challenges
This category of challenges outlined issues brought to the writing
classroom by the students. Teachers stated that some students’ inability to
read at their grade level affected their writing and made the teaching of
composition skills a difficult task. A related issue was students’ use of
Vincentian Creole and its impact on their writing. Students’ writing
reflected their oral patterns, making teaching writing difficult for some
teachers. Teachers further stated that students’ grammar problems (subject
and verb agreement, spelling, etc.) and their lack of creativity resulted in
the production of poorly written pieces. These issues, too, provided a level
of difficulty to the teaching of writing. Finally, teachers cited lack of
parental support as a challenge which added difficulty to their teaching.
Students’ lack of resources (writing implements, textbooks, etc.), and
parents’ failure to provide reinforcement at home, made the teaching
overly complex for some teachers.
Environmental Challenges
Teachers further expressed other challenges to their teaching of
writing which can be categorised as environmental. The lack of resources,
such as computers and projectors, was cited by teachers as an area which
restricts their ability to teach writing more effectively. Other teachers
stated that large disruptive classes place considerable strain on them and
negatively influence their efforts in the classroom. In Petra’s case, for
example, the disruptive nature of her class impeded her ability to
successfully implement the stages of the writing process approach.
Pedagogical Challenges
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The participants also identified challenges which came from their own
realities as teachers. They stated that their lack of confidence, as teachers
who teach writing, was an area of difficulty. This lack of confidence made
them view writing as an area to be less preferred to other subject areas.
Others mentioned that their inability to use available technology limited
their own creativity as teachers of writing. The time-consuming nature of
the writing process approach was also cited as an issue, as lack of time
restricted writing instruction. This, too, hindered creativity and teachers’
ability to utilise different methods.
It is interesting to note that regardless of the grade the teacher was assigned
to, or the size and location of the school, the categories of challenges were
applicable to teachers across all sites.
Table 2. Categories of challenges faced by teachers who teach writing
School

Student related Environmental
challenges
challenges

Pedagogical
challenges

Mt. Charlotte
Primary

Lack of parental
Lack of
support;
resources;
Vincentian Creole Disruptive
classes

Lack of
confidence

Mt. Patrick
Primary

Students’ reading
level; Lack of
parental support

Inability to use
technology

Mt. George
Primary

Lack of creativity;
Grammar issues

Mt. Andrew
Primary

Vincentian
Creole; Grammar
Issues

Lack of
resources;
Disruptive
classes

Time consuming
nature of writing
process
approach
Inability to use
technology

Discussion
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The writing instruction practices of the 10 teachers observed, ranged
across a continuum of the traditional skills-based approach and the
process-oriented approach. This amalgamation of practices portrayed
teachers’ utilisation of more traditional rather than process-oriented
practices. Combined with teachers’ assertions, observation of their
classroom practices seemed to indicate that the following factors may
account for teachers’ preference of traditional practices. These factors are:
(a) Teachers’ level of training: Teachers with training in literacy at some
level (DTE or a degree) seemed more likely to incorporate more processoriented practices in their instruction, (b) Currency of training: Teachers
with more recent training were more apt to use practices associated with
the process-oriented approach. (c) Teachers’ self-efficacy in writing
instruction: Teachers who expressed a low self-efficacy in their ability to
teach writing were more likely to use traditional oriented practices in their
classrooms. While other factors, such as experience, self-education and
mentorship, were expressed by teachers as influencing their craft, these
factors were not observed as having as significant an influence.
The categories of challenges provided by the teachers themselves
may also influence teachers’ choice of instructional practices. Teachers
faced similar challenges regardless of their levels of training or tenure.
Table 1 illustrates that regardless of their location, teachers’ challenges in
writing instruction were similar. Teachers at the large urban Mt. George
faced similar environmental and student-oriented challenges to those
teachers who taught at the much smaller and rural Mt. Charlotte. Given
the widespread nature of teachers’ use of traditional practices, and the
commonalties they share across sites with respect to challenges, it may be
assumed that the challenges teachers of writing face, are related to the
instructional practices they utilise in the classroom. It may be concluded
that the factors and challenges identified in data collection, may explain
teachers’ utilisation of more traditional practices in the teaching of writing
over more process-oriented and research advocated practices.
Comparison of findings with similar research
The practices of these teachers within their activity systems were
mediated by factors such as teaching training, self-education, experiences
and perceptions, the availability of resources and teachers’ ability to use
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those resources, the needs of the students, the disruptive nature of
classrooms, and the support provided by other teachers and principals.
These findings provide essential information regarding the teaching of
writing in primary schools of St. Vincent and the Grenadines. However,
how do they align with, or perhaps, deviate from those of past findings in
other contexts?
Other research would seem to indicate that teachers’
practices are affected by several factors. A United States based study
which outlined writing teachers’ classroom practices and sought to
highlight causal factors for those practices was that carried out by Troia,
Cohen, Lin, and Monroe (2011). Troia et al. (2011) conducted a yearlong
study of six elementary teachers and their writing instruction practices.
Data collected from the study revealed that teachers demonstrated variety
in their student engagement tactics, management techniques and
instructional supports. This variance was influenced by teachers’ beliefs
about the teaching of writing.
Seunarinesingh (2014) reported that teachers in Trinidad no longer
adhere to traditional practices used a decade ago but instead utilise more
process-oriented practices in the teaching of writing. This shift in
pedagogy may be partly attributed to the training teachers receive though
tertiary level education programmes. Similar results were reported by
Dockrell, Marshall, and Wyse (2015) in their investigation of the teaching
of writing in England. They indicated that teachers were more likely to
teach vocabulary, phonics and grammar related components than
components associated with writing as a process. However, teacher
training in writing pedagogy was a mediating factor, as those teachers
with training were less likely to report difficulties with providing support
to struggling writers (Dockrell, Marshall, & Wyse, 2015).
Implications for Teacher Education
The training teachers receive in the field of their instruction is
positively correlated to their instructional practices (Kennedy, 2002;
Zamel, 1987). This means that teachers who received some form of
training in writing instruction should demonstrate assimilation and
application of that training through their classroom practices (Grossman et
al., 2000). Of the 10 teachers observed, only Rose was not teacher trained.
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Of the nine trained teachers, four possessed additional degrees. Maude
held a degree in Literacy while Kim, Jane and Mary held degrees in
Special Needs Education, Counselling and Administration respectively.
Joan, one of the trained teachers, also received training in a two-year
Caribbean CETT (Centre of Excellence for Teacher Training) programme.
Although nine of the ten teachers possessed teacher training, there
was considerable variance in their practice. Mia, utilised most of the
recommended practices, ranking close to the best practices end of the
continuum Anne had attended the DTE nearly four decades prior to the
start of this research. Joan was teacher-trained and had additional training
through the CETT programme. Both Anne and Joan used the fewest of
the practices recommended by research, ranking close to the traditional
skilled-based instruction end of the continuum.
The practices of the other trained teachers - John, Maude, Petra,
Kim, Mary and Jane -seemed to fall along the centre of the continuum,
illustrating a blend of both approaches. While exhibiting quite a few of the
recommended practices, those six teachers with over a decade of training
each, exhibited fewer of those than Mia, the recent DTE graduate.
Currency
These findings would seem to indicate that while training does
affect the way teachers teach writing, the currency of that training has an
even greater influence on instructional practice. Mia and Anne both
attended the DTE but exhibited significant polarity in their instructional
practices. Mia’s stint at the DTE is far more recent than that of Anne, who
attended the institution decades prior. Mia’s writing instruction practices
were far more process-oriented not only compared to Anne but to all other
teachers who were teacher trained. It should not, however, be assumed that
the currency of a teacher’s training necessarily resulted in more processoriented practices. Joan demonstrated few recommended practices
although she received her training after such teachers as John, Petra and
Maude, who utilised more recommended practices than she did.
Teacher’s Perceptions of Teacher Education
Despite the importance placed on teacher education by some
teachers, others did not view their training as having any influence on the
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way they taught writing. Anne and Petra both agreed that the teacher
training they received was so long ago that it no longer had any impact on
their teaching and cited other factors which do. For Anne, attending the
DTE during the 1970s had caused her to forget any information acquired
there. She clarified her stance by stating, “Well the way I was taught was
so long ago I can’t even remember. I went to College before you were
born, I believe (laughs) 73 to 75. So long I can’t remember”. For her,
therefore, the training she received was not the primary source of influence
on her teaching of writing. Rather, she credited the reading and research
she had done on her own. Petra echoed the sentiments of her peer. She
pointed out that she had attended the DTE too long ago for it to have much
positive influence on her present craft. For her, being the literacy
coordinator at her school and planning literacy related events have
contributed to her being a more effective writer and teacher.
John viewed the teacher training he received in writing
instruction as counterproductive as it emphasised product over process.
“At Teachers’ College it was the old way”, he asserted. “No process. So I
read books and I got enlightened.” Although Joan acquired teacher training
more recently than Anne, Petra and John, she too saw no positive impact
of her teacher training on the way she taught writing. She stated that the
expectations of her trainers exceeded her preparation. She cogently
expressed her stance, “For all the practice teachings we were supposed to
do LEA etc. but none of the lecturers taught us what to do. I guess they
assumed we would know what to do. So, a lot of the teaching of
composition was left up to us.”
The teachers’ responses appear to indicate that teachers view
teacher training as having both a positive and negative impact on the way
they teach. This has serious implications both for the content provided
through teacher education, and the methodology used to impart that
content. Further, while training does seem to impact teachers’ choice of
practices, the currency of that training appears to have more impact than
the training itself. This may indicate a need for systematic re-tooling of
teachers in the area of writing instruction.

Conclusion
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This multisite case study followed the writing instruction practices of 10
teachers of varying age, gender, training and years of experience. Data
were collected to answer four research questions: (1) What are the
practices of teachers who teach writing in Grades Three and Four? (2)
How are those practices demonstrated? (3) What factors account for the
instruction practices observed? and (4) What challenges do these teachers
encounter in delivery? The teachers demonstrated a combination of
practices associated with traditional approaches in writing as well as more
research-based process-oriented associated practices. Several factors, such
as training, currency of training and teachers’ own perceptions of their
craft, appear to influence teachers’ decisions in choosing an amalgamation
of instructional practices. Student-related, environmental and pedagogical
challenges were experienced by teachers across all four sites and may also
account for teachers’ classroom practices. It is hoped that the data revealed
by this study will provide useful information for writing teachers and
policy makers, as well as serve as an impetus for further research in the
field.

Recommendations
The following is recommended:
1. A deeper awareness of current research in writing instruction on
the part of teacher trainers, and regular revamping of syllabi to
ensure the dispensing of information to pre-service teachers, in
keeping with current research.
2. Re-tooling of in-service teachers through organised researchbased writing instruction workshops in all schools.
3. Increased monitoring of in-service teachers to ensure that writing
instruction is practised which is validated by research. Such
monitoring should also ensure such writing instruction is
standardised in all schools.
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TO SCALE OR NOT TO SCALE: Insights from a Study of
Grade Comparability in CXC Examinations

Stafford Alexander Griffith
This study sought to ascertain the extent to which the use of
statistical scaling procedures to establish comparable Grade
III/IV cut scores for different examinations of the same subject
resulted in cut scores that were comparable to those obtained
when judgmental procedures are used. The study used data
from three subjects of the Caribbean Examinations Council
(CXC) where the same Grade III/IV cut scores were retained
over a five-year period. Through linear transformation, the
Grade III/IV cut scores for each subject were converted to scale
scores on a base form. The extent to which scaling procedures
validated CXC’s maintenance of the same Grade III/IV cut
scores across years was considered. For all but one of the 11
cut scores considered in this study, the calculated scale scores
were dissimilar from those retained by CXC. The calculated
scale scores, therefore, could not be regarded as comparable to
the cut scores established by CXC through the use of its
judgmental procedures. However, it was found that the
direction of change in the proportion candidates obtaining
Grades I to III with the CXC judgmental procedures was
consistent with the outcome of scaling.

The Importance of Comparability of Grades in a Public
Examination
Comparability of standards between examinations and the grades awarded
from them has been the subject of discussion and debate for many years.
Comparability is an important consideration in a public examination. It is
the extent to which results from separate examinations embody the same
standard (Ofqual, 2015). Given that students taking the same examination
at different sittings may compete in the same market for the same jobs, the
same scholarships or the same places in institutions of further education
and training, public examinations must find a way of assuring
comparability of the scores and/or grades of the same examination
regardless of the sittings at which it was taken.
Although it may well be true that comparability theory is not at all
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well-developed (Newton, 2007), several significant contributions have
been made to the development of a sound conceptual and theoretical grasp
of issues of comparability which have practical application in treating with
test scores from different tests (Angoff, 1971; Baird, Cresswell, &
Newton, 2000; Christie & Forrest, 1981; Cresswell, 1996; Crisp, 2017;
Flanagan, 1951; Goldstein, 2001; Holland & Dorans, 2006; Linn, 1993;
Newton, 2005; Peterson, Kolen, & Hoover, 1993; Wiliam, 1996; Young,
Holtzman, & Steinberg, 2011). Essentially, comparability refers to the
application of the same standards across different examinations, or
different versions of the same examinations (Crisp, 2017; Educational
Testing Service [ETS], 2014; Newton, 2007). When more than one form
or version of an examination is being used, a way must be found to equate
scores and/or grades so that the outcomes reported are comparable,
regardless of the particular examination taken. As Newton (2007)
declares: “It either involves adjusting grade boundary marks on version 2
to reflect the standard of version 1, or it involves adjusting all marks on
version 2 to reflect the standard of version 1” (p. 32).
Scaling techniques have been widely used as a way of obtaining
comparability of standards across different examinations, or different
versions of the same examinations. Following an examination of several
scaling methods for comparability of standards in examinations,
Lamprianou (2009) concluded that it was very difficult to take a clear
position either for or against the use of statistical or scaling methods to
achieve comparability between subjects. While many public examination
boards use various scaling procedures, there are a number that continue to
use the alternative of a judgemental approach to achieve comparability
across different examinations, or different versions of the same
examinations. The Caribbean Examinations Council (CXC) falls in the
latter category. The jury may still be out on whether the two procedures
used in public examinations (scaling and judgements) can achieve similar
outcomes or whether one is better than the other. To scale or not to scale
is still the question over which independent researchers and academics in
the international community continue to ponder in seeking comparability
of grades and scores from different examinations. This paper explores the
issue of scaling compared to judgement, with special reference to the
comparability of scores across different forms of an examination offered
by the CXC. The Council is a public examinations board, established in
1972, that currently serves 16 member territories, most of which are
independent, past colonies of Britain.
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Scaling Versus Judgement
Scaling
Flanagan (1951), in the first edition of Educational Measurement,
had wrestled with the need for comparability of test scores across different
forms and ways of obtaining that comparability. Flanagan referred to
comparability of test scores obtained from different forms of a test as a
“fundamental necessity” (p. 747). He further suggested a number of ways
of achieving that comparability, including a method for equating of raw
scores (p. 750).
Equating is a form of scaling that involves the conversion or
transformation of raw scores on a form of a test so that there is
comparability with scores obtained from a previous form of that test.
Various statistical methods have been proposed and used to achieve this
transformation of the scores of one test to the scores of another. Angoff
(1971), in the second edition of Educational Measurement, recommended
an equating measure which would “convert the system of units of one form
to the system of units of the other” (p. 562). As Holland and Dorans (2006)
explained, the goal of such equating is to allow scores from both tests to
be used interchangeably. Proponents of this approach, therefore, would see
equating procedure as a means of establishing equivalence of the cut score
of one form of a test or examination to that of another form of the test or
examination taken subsequently.
Cut scores partition the distribution of scores into categories
which identifies the range of scores associated with various grades. The
identification of cut scores or grade boundary marks is an important step
in many public examinations, including those of the CXC. As Robinson
(2007) explains:
This process is important because even ostensibly parallel
versions of the same subject examination can differ, from one year
to the next, in terms of how easy or hard it is to achieve marks…
The process of adjusting grade boundaries is what allows
examining boards to claim comparability. (p. 25)
Essentially, equating is undertaken to adjust for differences in
difficulty when two forms of the same test have been constructed to be as
similar as possible, by utilising the same test construction blueprint. Note
that the tests are already assumed to be equivalent but, because of the use
of different items, this may not be fully achieved. Writing in the fourth
edition of Educational Measurement, Holland and Dorans (2006) point out
that “the purpose of equating tests is to allow the scores from each test to
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be used interchangeably, as if they had come from the same test” (p. 193).
The Standards for Educational and Psychological Testing (American
Educational Research Association (AERA), American Psychological
Association (APA) & National Council on Measurement in Education
(NCME), 2014) adds further clarity to the understanding of equating, by
pointing out that:
Equating involves small statistical adjustments to account for
minor differences in the difficulty of the alternate forms. After
equating, alternate forms of the same test yield scale scores that
can be used interchangeably even though they are based on
different sets of items. (p. 97)
Felan (2002) proposes that there are three traditional methods of
equating – mean equating, linear equating and equipercentile equating.
While mean equating may be acceptable under certain conditions (Felan,
2002; Kolen & Brennan, 2014; Livingston & Kim, 2010; Skaggs, 2005),
it is the second and third methods (linear and equipercentile equating) that
are more frequently used and referenced in the literature (Angoff, 1971;
von Davier, Holland, & Thayer, 2004; Flanagan, 1951; Holland & Dorans,
2006; Kolen, 1984; Kolen, 2006; Peterson et al., 1993; Wang, Lee,
Brennan, & Kolen, 2008; Yin, Brennan, & Kolen, 2004). Both provide
good approaches for establishing comparability of scores from two tests
constructed to be similar.
Equipercentile equating, where practicable, is likely to provide
greater similarity between distributions of equated scores than does linear
equating (Felan, 2002). However, linear equating has some advantages in
calculating comparable scores since this procedure relies largely on means
and standard deviations. Therefore, in cases where the raw scores on the
two tests in question have not been converted into percentile rankings, or
may not be available to allow the researcher to do the conversion to
percentiles due to security and other related reasons, linear transformation
procedures provide an alternative for calculating scores on the second tests
that are comparable to scores on the first test. This was an important
consideration in selecting equating procedures for the investigation
reported in this paper.
In the equating process, the linear transformation of the raw scores
distribution of one form of the test to the distribution on the original of
first form, is usually a first step in the process. A second step often involves
the conversion of the equated score from the new form to a reporting scale
previously developed for the first or base form (Holland & Dorans, 2006).
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The second step was not necessary for the investigation reported in this
paper since the interest was limited to the extent to which scaling
procedures validated the maintenance of the same cut scores by CXC
across years.
Judgements
A number of public examination boards rely on expert judgements
in determining grade awards. However, this reliance of examinations has
been questioned for several decades. For example, Skurnik and Hall
(1969) reported on a 1966 monitoring experiment where a wide range of
individual judgements were found when 100 Certificate of Secondary
Education (CSE) English scripts were re-graded by 14 chief examiners or
chief moderators. Skurnik and Hall found wide differences between the
individual judgements of the markers.
Also, a study by Good and Cresswell (1988) examined whether
teams of awarders made grade-awarding judgements that were consistent
with that of other teams, and whether standards that were judgementally
determined and statistically determined were comparable. The latter is, of
course, the central issue in the current article. The authors used scripts
from a sample of 414 History candidates, 574 Physics candidates and 393
French candidates in a March 1986 “experimental differentiated
examination” for candidates who had entered for the General Certificate
of Education (GCE) O-level and/or the Certificate of Secondary Education
(CSE) examination in the relevant subjects. Based on their findings, Good
and Cresswell (1988) raised questions about the capacity of experts to
establish grade boundaries on two versions of an examination paper, one
of which was clearly more demanding than the other. Good and Cresswell
(1988) found that the examiners failed to compensate adequately for the
difference in difficulty between the two papers. As a result, it was easier
for the same candidates to gain higher grades on lower level versions of
the examination than they did on the harder paper. The authors suggested
that comparable standards of performance should not be defined solely in
terms of the awarders’ judgements but that statistical comparability based
on the candidates’ responses should also be taken into account.
Subsequent research has confirmed the doubts cast on expert
judgement of examiners. These suggest that with the advances made in
statistical techniques, examination boards may employ statistical
procedures in grade awarding which produce much smaller margins of
error than the judgemental approach (Cresswell, 1997; Baird & Dhillon,
2005; Scharaschkin & Baird, 2000; Stringer, 2012).
The CXC grade awarding procedure mirrors that of the UK boards
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which has been well described by Robinson (2007). It requires the division
of mark scales into mark bands, so that the marks within each band
represent a particular grade. Such partitioning of the distribution of scores
into categories is often seen as a critical step for the proper use of test
scores (AERA, APA & NCME, 2014).
The judgemental approach to grade awarding usually require
several days of review of information and discussions. The CXC Subject
Awards Committee (SAC) is critical to this process. A SAC is established
for each subject examination. It comprises the Examining Committee for
the subject and a CXC measurement specialist.
The critical part of the grade awarding exercise requires the SACs
to assure comparability of the standards for a particular grade across years.
This requires the reading of scripts at each grade boundary from previous
years to determine whether the application of the cut scores that were
established at the paper setting exercise, or in previous year or years,
should be maintained in light of the actual demands of the examination.
The SAC must review all available information about the paper-setting,
marking and other factors which may impact the marks obtained by
students to determine whether a previously recommended boundary
satisfactorily represents a particular grade boundary performance. The
relevant statistics on the performance of students, available at the gradeawarding exercise, is carefully examined and any implications for the cut
score considered. If it is confirmed that a previously recommended grade
boundary is satisfactory, this mark is confirmed as the grade boundary or
cut score. If this is not the case, then the SAC must determine what
adjustment must be made to the cut score for a grade by making either an
upward or downward adjustment based on the combination of factors
considered.
Essentially, at the grade awarding exercise, the SACs are required
to make a judgement about whether the paper-setting and marking exercise
resulted in examinations which are comparable in demand to examinations
for previous years and, if not, what adjustments should be made to cut
scores to assure equivalence of the demand for the award of a grade in the
current year. In recent years, changes to the cut scores have been made
very infrequently. Any deviation recommended during grade awarding
must be fully justified.
Despite the rigor of these processes, they lack the level of
precision associated with statistical approaches. The conclusion by Zeiky
and Perie (2006), following their discussion of various procedures for
establishing cut scores, summarises how elusive cut scores based on
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judgements may be. According to the authors:
It is impossible to prove that a cut score is correct. Therefore, it is
crucial to follow a process that is appropriate and defensible.
Ultimately, cut scores are based on the opinions of a group of
people. The best we can do is choose the people wisely, train them
well in an appropriate method, give them relevant data, evaluate
the results, and be willing to start over if the expected benefits of
using the cut scores are outweighed by the negative consequences.
(p. 23)
The point made by Zeiky and Perie (2006) is worth noting. It
strengthens the case for seeking alternative approaches that are less elusive
than judgements for establishing cut-scores.

Aim of the Study
The main aim of the study was to explore the extent to which the use of
statistical scaling procedures to establish comparable Grade III/IV cut
scores for different CXC examinations of the same subject across years,
provide results that are comparable to those obtained when a judgemental
approach was used. The Grade III/IV cut scores define the performance
level at and above which students are awarded grades generally regarded
as satisfactory.

Procedures
Given the nature of this study, the specific years for which data were used
was not a material consideration. It was important, however, that data for
comparability across years be derived from examinations that were
constructed as parallel forms. This required the identification of subject
examinations for which the syllabuses that guided the development of the
test specifications and the development of the tests for the particular
examinations had not changed over the years spanned by this research.
Subjects with small entries, in this case less than 10,000, were
excluded from consideration. The small entries were not considered
sufficiently stable across years. Generally, they fluctuated considerably
from year to year. It was felt that the size of the entries and the possible
fluctuating nature of the population taking the examination may introduce
variances which could not be effectively addressed in this study.
Of particular interest were those subject examinations where CXC
did not change the Grade III/IV cut scores over years but where,
nevertheless, there was considerable variance across years in the
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proportion of candidates who obtained the passing Grades of I to III (at or
above the Grade III/IV cut score). The retention of the same cut scores
across years, without adjustment, suggests that the judgemental procedure
used by CXC endorsed them as requiring the same grading standard from
year to year in the particular subject, even where there was considerable
variance across years in the proportion of candidates who obtained
satisfactory or passing grades.
Guided by these considerations, the researcher reviewed the
syllabuses of 34 CXC Caribbean Secondary Education Certificate (CSEC)
examinations to identify those that were appropriate for the study over a
five-year period. The five-year period was considered adequate for the
data requirements of this study. The period 2007 to 2011 was selected
since a number of syllabuses could be identified in that period which
satisfied the aforementioned considerations. These, therefore, were
subjects with larger entries for which (a) the tests and examinations were
constructed as parallel forms to assess achievement over that period; (b)
the Grade III/IV cut score remained unchanged over the five-year period;
and (c) there was considerable variance in the proportion of candidates
obtaining Grades I to III across years. Given the nature of this study, data
from any period would be acceptable as long as the three aforementioned
considerations were satisfied.
Three CSEC subjects which best satisfied these criteria were
selected from the 34 CSEC subjects offered by CXC during the period
2007 to 2011. These were Chemistry, English A (English Language), and
English B (Literature).

Analysis and Findings
Comparability of Judgemental Cut Scores and Scale Scores
The procedures outlined by Kolen (2006) for the linear
transformation of scores were used to convert the Grade III/IV cut scores
used by CXC for each subject to scale scores on the base form. In doing
so, the 2007 year of the examination for a subject was the targeted base
year.
The procedures involve a raw-to-raw equating which would link
the raw score used by CXC as the Grade III/IV cut score for the base year
of a subject examination and the Grade III/IV cut scores used for
subsequent administrations of the same examinations. For this study, it
was not necessary to pursue the second step in an equating process which
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would require the placing of the scores from both the base year
examination and the equated scores from the subsequent examinations on
a reporting scale, constructed from the base examination. The interest was
limited to the extent to which scaling procedures validated the
maintenance of the same Grade III/IV cut scores across years by the CXC
judgemental approach. For this purpose, the first step, the raw-to-raw
equating of cut scores, was sufficient.
The formula for raw-to-raw transformation of Grade III/IV cut
scores for an examination to Grade III/IV cut scores of the base year
examination which was adopted from Kolen (2006) is as follows:
S (x) =

𝜎𝑠
𝜎𝑥

x + [𝜇𝑠 -

𝜎𝑠
𝜎𝑥

𝜇𝑥 ]

where
S(x) is the scale score or transformed score
μx and σx are the mean and standard deviation of the raw score
μs and σs are the desired mean and standard deviation of the scale scores
In this study μs and σs were derived from the distribution of scores
of the base year of the examination while μx and σx were derived from the
distribution of scores for a subsequent year of the examination. The
interest in this analysis was the extent to which the calculated scale score
validated the Grade III/IV cut scores which the judgemental procedure
used by CXC maintained unchanged over the five-year period 2007 to
2011 for each of the three subjects investigated. In the analysis which
follows, an absolute difference scores of 2.00 points and above (that is, ±2
beyond the CXC cut score) is regarded as a deviation of significance. The
use of an absolute deviation of 2.00 took into account that in CXC
examinations, a difference of 1.00 or 2.00 may be viewed as a marginal
difference from a particular cut score and this may be taken into account,
under particular circumstances, for example, in hardship cases, in
adjusting the achieved grades of particular candidates.
Table 1 shows the comparison of the Grade III/IV base
examination cut score for Chemistry and the calculated scale scores for
subsequent examinations. It became evident during the analysis that the
2007 means and standard deviations obtained through CXC could not
reasonably be accurate, given how different they were from the statistics
for the other years and the very high and unusual scale scores they
generated. No explanations which were considered helpful for this study
were obtained from the organisation. The researcher, therefore, decided to
use the 2008 as the base year for Chemistry and calculated scale scores for
2009, 2010 and 2011.
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Table 1. Comparison of the Grade III/IV base examination cut score for
Chemistry and calculated scale scores for subsequent examinations
Standard
Cut
Scale
Year
Mean
Difference
Deviation
Score
Score
2008
101.52
32.45
84
2009
110.21
31.84
84
74.79
-9.21
2010
103.29
32.23
84
82.04
-1.96
2011
99.40
32.48
84
86.12
2.12

Table 1 shows that CXC applied a cut score of 84 for Grade III/IV
for all years for CSEC Chemistry. It shows, however, that the calculated
scale scores were 74.79, 82.04 and 86.12 for 2009, 2010 and 2011,
respectively. The deviations of the scale scores from the CXC cut score of
84 were -9.21, -1.96 and 2.12 for the three consecutive years 2009, 2010
and 2011, respectively, when 2008 was used as the base year.
For English A, 2007 was retained as the base year and scale scores
were calculated for 2008, 2009, 2010 and 2011. Table 2 shows the
comparison of the Grade III/IV base examination cut score for English A
and the calculated scale scores for subsequent examinations.
Table 2. Comparison of the Grade III/IV base examination cut score for
English A and calculated scale scores for subsequent examinations
Standard
Cut
Scale
Year
Mean
Difference
Deviation
Score
Score
2007
77.99
23.34
79
2008
75.46
24.40
79
81.39
2.39
2009
81.36
23.90
79
75.68
-3.32
2010
88.24
23.59
79
68.84
-10.16
2011
88.34
23.32
79
68.65
-10.35

Table 2 shows that for English A, the CXC Grade III/IV cut score
of 79 was maintained across the five years. However, using 2007 as the
base year, the scale score for the years 2008, 2009, 2010 and 2011 were
calculated to be 81.39, 75.68, 68.84 and 68.65, respectively. The table
shows that the deviations of the scale scores from the CXC cut score of 79
were 2.39, -3.32. -10.16 and -10.35 for the four consecutive years 2008 to
2011, when 2007 was used as the base year.
Table 3 shows the comparison of the Grade III/IV base
examination cut score for English B and the calculated scale scores for
subsequent examinations.
Table 3. Comparison of the Grade III/IV base examination cut score for
English B and calculated scale scores for subsequent examinations
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Year

Mean

2007
2008
2009
2010
2011

71.96
62.94
66.66
80.49
76.16

Standard
Deviation
21.34
21.68
22.85
22.26
22.55

Cut
Score
65
65
65
65
65

Scale
Score
73.98
70.42
57.09
61.36

Difference
8.98
5.42
-7.91
-3.64

Table 3 shows that for English B, the CXC Grade III/IV cut score
of 65 was retained across the five years and that the calculated scale scores
were 73.98, 70.42, 57.09 and 61.36 for the years 2008, 2009, 2010 and
2011, respectively, and that the deviations of the scale scores from the
CXC cut score of 65 were 8.98, 5.42, -7.91 and -3.64 for the four
consecutive years 2008 to 2011, when 2007 was used as the base year.
All deviation scores for the three subjects, except the one for 2010
Chemistry, were above the absolute deviation of 2.00 points (that is, ±2
beyond the CXC cut score) established for considering a deviation score
to be dissimilar (or to deviate significantly) from the CXC cut score. It was
concluded, therefore, that in all cases, except one, the calculated scale
scores were dissimilar from the Grade III/IV scores used by CXC.
Comparability of Candidate Results Obtained from Scaling
Procedures and the Judgemental Approach
This aspect of the study sought to ascertain the extent to which the
results obtained from the application of the scaling procedures, were
similar to the results obtained through the CXC judgemental approach, in
assuring comparability of the Grade III/IV cut scores across years.
In the case of Chemistry, the scale scores of 74.79 for 2009 resulted in a
difference score of -9.21 points from the CXC Grade III/IV cut score. This
suggests that the CSEC examination for that year was more difficult than
the examination for the base year. The judgemental approach used by CXC
did not adjust the Grade III/IV cut score of 84. The application of the scale
score of 74.79 would allow more candidates to obtain Grades I to III in
2009 than was the case with the CXC cut score of 84.
It would appear, however, that the CXC procedure, while
maintaining the same cut score, would have instituted measures prior to
the grade awarding exercise to take into account an examination that
appeared to be more difficult than the examination in the base year. The
CXC marking exercise for the written papers makes provisions for such
adjustments. As part of the standardisation process, which precedes actual
marking of scripts, a representative sample of scripts of candidates for the
subject examination is reviewed, using the mark schemes prepared earlier.
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During that exercise, the mark schemes may be modified to take into
account “insights gained from studying candidates’ responses…
encountered in the selected sample” (CXC, 2004, p. 4).
Psychometrically imprecise though these measures may be, they
seemed to have responded to the recognition that the 2009 examination
was more difficult than that of 2008; used in this study as the base year for
Chemistry. Consequently, it was observed that despite CXC’s
maintenance of the same cut scores, the proportion of students who
obtained Grades I to III was higher in 2009 than in 2008. The direction of
the change in the proportion of candidates obtaining Grades I to III accords
with what may be reasonably expected, had the scale scores been used to
adjust the proportion of students obtaining Grades I to III.
A similar consistency of the direction of change in the proportion
of students obtaining Grades I to III, which the shift of cut score would
suggest, was observed in the percentages of students obtaining those
grades in 2011. Here, the positive deviation of 2.12 points from the CXC
cut score of 84 would suggest that the 2011 examination was less difficult,
and that the cut score should have been higher than the 84 used by CXC.
Consequently, one would expect a downward shift in the proportion of
students obtaining Grades I to III in 2011 compared with the base year.
Table 4 shows that this was in fact the case.
The scale score of 82.04, with a deviation of -1.96 for 2010, does
not satisfy the condition of ±2 for it to be regarded as dissimilar from the
CXC cut score of 84, and not much difference could be expected between
the proportion of candidates obtaining Grades I to III in the 2008 base year
and 2010. This was the case as 62.35 percent of candidates obtained
Grades I to III in 2010 compared to 62.37 in the 2008 base year.
Table 4 shows that the pattern observed for Chemistry, was also
observed for all years in English A and English B. Table 5 summarises
the findings about the extent to which the results obtained from statistical
scaling procedures, generally supported the direction of change resulting
from the use of CXC’s judgemental approach to grade awarding. It shows
that the general direction of the adjustments was in keeping with the
calculated scale scores.
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Table 4. Percentage obtaining Grades I to III for the period 2007 – 2011 in the three selected CSEC subject examinations
Subjects
Chemistry
English A
English B
% Grades I – Deviation
of
% Grades I - Deviation of
% Grades I Year
III with CXC scale
score
III with CXC scale
score
III with CXC
Entries
Entries
Entries
cut score of from CXC cut
cut score of from CXC cut
cut score of
84
score
79
score
65
2007
12158
NA
103380
45.80
20086
64.13
2008
12475
62.37
NA
106161
42.03
2.39
19891
46.91
2009
12902
70.92
-9.21
110219
53.09
-3.32
18913
51.96
2010
14344
62.35
-1.96
123546
57.76
-10.16
20605
74.03
2011
16234
55.34
2.12
114381
59.81
-10.35
21502
66.85
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Table 5. Consistency of the general direction of change in percentage of candidate obtaining Grades I to III using CXC’s judgemental procedures with
direction of adjustment suggested by the calculated scale scores
Subjects
Chemistry
Year

Deviation
from CXC
Cut Score

2008
2009
2010
2011

NA
-9.21
-1.96
2.12

English A
Observed
Shift in
Percentage
Obtaining
Grades I-III
NA
Larger
Similar
Smaller

General
Direction of
Change in
Percentage
Grades I-III
NA
Consistent
Consistent
Consistent

Deviation
from CXC
Cut Score
2.39
-3.32
-10.16
-10.35

English B
Observed
Shift in
Percentage
Obtaining
Grades I-III
Smaller
Larger
Larger
Larger

General
Direction of
Change in
Percentage
Grades I-III
Consistent
Consistent
Consistent
Consistent

Deviation
from CXC
Cut Score

Observed Shift
in Percentage
Obtaining
Grades I-III

8.98
5.42
-7.91
-3.64

Smaller
Smaller
Larger
Larger

General
Direction of
Change in
Percentage
Grades I-III
Consistent
Consistent
Consistent
Consistent
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Discussion
The findings in this study are similar to those of Cresswell (2000). He
compared a total of 108 boundary marks set by the examiners with those
that would have been set to produce statistically equivalent outcomes.
Although it might be expected that random fluctuations in the sample of
students taking examinations in any one year would result in some changes
in outcome, Cresswell found that most changes represented large swings
in outcome compared with the previous year.
As in the current study, Cresswell found that there was clear
evidence that examiners had, in fact, responded to changes in difficulty of
the examinations. He found that 77 per cent of the boundary marks moved
in the direction predicted by the statistical evidence. The current study
found that, for all examinations where the size of the deviations of the
scale score from the CXC cut scores warranted further attention (based on
an absolute ±2-point difference), the proportion of candidates obtaining
Grades I to III moved in a direction consistent with the increased or
decreased difficulty of the examination. Also, in the current study, it was
found that though the direction of change was correct, these changes seem
to represent overestimates or larger swings than the statistical approach to
defining boundary marks would suggest.
Wilmott (1977) points out that, almost by definition, any approach
to a study of the comparability of grading standards needs to make a
number of assumptions regarding the issues under consideration. He
further notes that there can be considerable disagreement in the
interpretation of information based on the extent to which it is believed
that the assumptions made are justified (1977, p. 97).
The CXC examinations used in this study were constructed to be
equivalent across sittings. The judgemental procedure used by CXC was
intended to assure the equivalence of grades across years for the same
examination.
One might reasonably infer that CXC’s maintenance of the same
cut scores across the five-year period for those examinations in the
investigation (CSEC Chemistry, English A and English B), rested on the
assumptions that the judgemental procedure assured the equivalence of the
standards for those cut scores, from year to year. However, the results of
the statistical scaling procedure used in this study, raise questions about
that assumption.
It is accepted that some small changes in the proportion of students
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obtaining Grades I to III in a CXC examination may be expected from year
to year, given random fluctuations of attributes of the student population
taking a particular subject examination each year. However, the larger
changes in the proportion of students obtaining Grades I to III would
suggest that there were other factors at play. These may include intrinsic
differences in the nature of the examinations which are not readily evident,
or inconsistencies in grading practices across years.

Conclusion
This study sought to ascertain the extent to which the use of statistical
scaling procedures to establish comparable Grade III/IV cut scores for
different examinations of the same subject across years, resulted in cut
scores that were comparable to those obtained when the judgemental
approach was used.
It was found that for all but one of the 11 cut scores considered in
this study for the three subjects (three for Chemistry, four for English A
and four for English B), the calculated scale scores were dissimilar from
the Grade III/IV cut scores used by CXC. The calculated scale scores,
therefore, could not be regarded as comparable to the cut scores
established by CXC through the use of its judgemental procedure.
The study also examined the extent to which the proportion of
candidate obtaining Grade I to III (the acceptable or passing grades), based
on the judgemental approach used by CXC to establish comparability of
the Grade III/IV cut scores across years for a subject examination, were
comparable to the proportion obtained when the calculated scales scores
were used. It was found that, despite the maintenance of the same Grade
III/IV cut scores across years in a subject examination, the direction of
change in the proportion of candidates obtaining Grades I to III accorded
with what may be reasonably expected, had the calculated scale scores
been used to adjust the proportion of students obtaining Grades I to III. It
appears that although CXC maintained the same Grade III/IV cut scores
across years for the subjects investigated, the organisation instituted
measures prior to the grade awarding exercise to take into account an
examination that appeared to be more difficult or less difficult than the
examination for the base year.
The judgemental gauge seems to have been good enough to
determine when an examination was more difficult or less difficult than
the examination for the base year. However, the calibration appeared to be
psychometrically imprecise, based on the magnitude of the change in the
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proportion of candidates obtaining Grades I to III, compared with the
proportion in the base year. It seems that the CXC procedure may be
overcompensating for examinations which were less difficult or more
difficult.
Based on the findings of this study, it is concluded that there was
a lack of comparability between the cut scores used by CXC to maintain
standards across years and the scores that were derived through linear
scaling. It was further concluded that although the proportion of students
obtaining passing grades (Grades I to III) when the CXC cut scores were
applied were different from the proportion that would obtain those grades
when the scaling procedure was applied, the CXC judgemental procedure
has been picking up the instances where the subject examination for a
particular year was more difficult or less difficult than that of a base year,
and measures, though imprecise, were implemented to deal with this
change in difficulty.

Recommendations
A linear transformation of scores was used in this study to convert the
Grade III/IV cut scores used by CXC to scale scores on a base form.
Taking into account some possible lack of equivalence in populations
across years, it may be more appropriate, in future studies, to consider the
use of other scaling procedures which take this factor into account. These
include the use of embedded equating items on two forms of the test, on
the basis of which adjustments may be made on scores derived from the
second form of the test.
This paper raises a number of issues related to the use of scaling
and judgements. It is very challenging to determine whether one of these
procedures should be preferred over the other. What is clear is that they
both have limitations. The results of this research suggest that no radical
shift should be made from the use of one procedure in favour of the other,
without further and more compelling evidence than was found in this
study. It has implications for decision making about continuing or
discarding the use of judgemental or scaling procedures, for the award of
scores or grades by examinations units and boards in the Caribbean, as
well as in the wider global community.
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DEANS’ ROLES IN THE ADMINISTRATION OF
SECONDARY SCHOOLS IN AN EDUCATION DISTRICT
IN TRINIDAD AND TOBAGO
Rene Jerome Wihby and Arthur Joseph
This paper, explores, through the lens of a Pastoral Care
Model, deans’ actual roles in secondary schools, and the
extent to which these roles were enacted. A qualitative
multi-site case study, was employed to generate pertinent
data from six secondary schools in a single education
district. The sample comprised 6 principals, 12 deans and
67 teachers. Data were collected using semi-structured
interviews to garner the perspectives of principals,
teachers and deans. The findings suggest that most deans
at the secondary schools, spent a disproportionate amount
of their time monitoring student indiscipline. As a result,
they were rarely engaged in the performance of their other
prescribed roles.

Introduction
Student indiscipline is a major concern for schools around the globe
(Nichols, 2004) and Trinidad and Tobago is no exception. The middle
management position of Dean (Secondary School) in Trinidad and Tobago
evolved over the years to address the escalating level of student
indiscipline and violence that has afflicted the nation’s secondary schools.
As a result, indiscipline in schools is probably the main factor that led to
the establishment of deans in secondary schools (Galloway & Edwards,
2013). Although literature on middle leaders has been around for many
years, their roles have been both under-researched and under-valued as
little is documented of their experiences (Moore, 2007; Wattam, 2017).
There is only a limited quantity of empirical research on the roles of deans
(Bennett, Woods, Wise & Newton, 2007; Murphy, 2011). This paper,
therefore, explores, through the lens of a pastoral care model proposed by
Best (2007), the actual roles deans enact and the extent to which these roles
were enacted. As a result, it is anticipated that the findings will add to the
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sparse body of knowledge on deans’ actual roles and experiences from the
context of six secondary schools.

Literature Review
According to various researchers, some daily tasks deans enact are:
supervision of a form teacher team (Barrowcliff, 2010); patrolling the
school during lunch and break periods (Barrowcliff, 2010); checking form
teachers’ attendance registers (Cowley, 2003; Howeison & Semple, 1996);
monitoring student absences (Cummings, Dyson & Todd, 2011; Murphy,
2011); inspecting students’ uniforms (Carline, 2007; Murphy, 2011); and
monitoring students’ behaviour (Carline, 2007; Crane & De Nobile, 2014;
Goodwyn & Branson, 2005; Murphy, 2011; Nathan, 2011). Deans also
prepare referrals for student support services and senior management;
collaborate with parents and external agencies (Crane & De Nobile, 2014;
Goodwyn & Branson, 2005; Joyce, 2013; Nathan, 2011); track the
academic progress of students (Fraser, 2014; Nathan, 2011); process
paperwork (Barrowcliff, 2010; Carline, 2007); convene meetings with
their form teacher teams (Elliott & Place, 2004; Murphy, 2011; Nathan,
2011); and provide students’ pastoral care (Fraser, 2014).
According to Cane (2012), the term “pastoral care” was found in
“English secondary schools for over 40 years” (p. 328). The English
model was implemented in colonial countries of the British
Commonwealth, such as New Zealand, Australia (Lang, 2000) and
British-occupied territories like Singapore (Calvert, 2009). However, the
term “pastoral care” has not been clearly defined (McLaughlin, 2008;
Purdy, 2013) as it continues to evolve (Cane, 2012). Pastoral care focuses
on students’ non-academic needs (Bell, 1992; Wellington, 2006) as it
addresses their social and emotional needs. This includes the occasional
necessity for individual sessions with students (Leitch, 2013
The United Kingdom (UK) Department for Education has defined
pastoral care as a means of catering to the well-being of students’
academic and non-academic needs (Department of Education and Science,
1989; Lang & Young, 1985). In Australia, it has been defined as providing
assistance and guidance to students (de Jong & Kerr-Roubicek, 2007).
However, in Trinidad and Tobago, pastoral care is implied rather than
clearly stated in the deans’ job description. Therefore, this paper, adopted
a pastoral care model proposed by Best (2007) in an attempt to explain
some of the above tasks deans enacted in six secondary schools. Best
suggests five pastoral roles or tasks for Head of Year or deans: “reactive
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pastoral casework, proactive preventive pastoral care, developmental
pastoral curricula, the promotion and maintenance of an orderly and
supportive environment and the management and administration of
pastoral care” (pp. 250-251). However, the first three roles are highlighted
in this paper.
Firstly, reactive pastoral casework encompasses an open door
policy where one-to-one counselling sessions are undertaken with students
to provide guidance and support. Students need to feel comfortable in a
safe environment before they can reveal their innermost thoughts and
emotions (Tucker, 2013). Unfortunately, some schools lack the proper
infrastructure to facilitate tête-à-tête sessions with students. Fraser (2014)
recommended that deans need to have access to a private room to maintain
the privacy and confidentiality of their discussions with students.
Although deans engage in counselling sessions, they are not
trained counsellors and should be cognisant of this limitation to prevent
burn out (Crane & De Nobile, 2014). As a result, it is common for deans
to collaborate with other deans to discuss student issues (Murphy, 2011).
When deans are unable to handle difficult cases, these cases are referred
to trained professionals (Best, 1999; McKinley, Madjar, van der Merwe,
Smith, Sutherland & Yuan, 2009), such as The Student Support Services
Division (SSSD). The SSSD, a division of the Ministry of Education
(MoE) in Trinidad and Tobago, provides support to schools and comprises
guidance officers (assigned to both government and denominational
secondary schools), and school safety officers and school social workers
(assigned to government secondary schools only). Unfortunately, the
SSSD is normally understaffed and provide support to schools on a limited
basis (Reddock, Reid & Nickenig, 2011). The onus, therefore, is on deans
to compensate for this shortfall.
In the past, pastoral care played a disciplinary role (Joyce, 2013),
but researchers indicate that it encompasses more than controlling
students’ behaviour (Best, 1999). In Trinidad and Tobago, as pastoral care
is implied rather than stated in the deans’ job description, the effectiveness
of deans is contingent on their ability to be proactive by establishing a
rapport with students (Govey-Allen, 2011). Most deans, however, are
unfamiliar with this new role, because in the past, deans performed a
“super-disciplinarian” role (Calvert, 2009, p. 270). Today, deans need to
be proficient in interpersonal communication with students in order to
express a genuine concern for their students’ well-being (Davies, 2010).
Unfortunately, the deans’ interaction with students is limited to those who
infringe schools’ rules (Howeison & Semple, 2000) and they provide a
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limited degree of academic counselling to these students (McKinley et al.,
2009).
Secondly, proactive preventive pastoral care refers to the use of
form teachers’/form tutors’ sessions and school assemblies. During these
sessions, form teachers provide pastoral care by building students’ sense
of loyalty to the school and to each other (Elhaggagi, 2009). They equip
students with skills to make informed decisions that prevent the recurrence
of unfavourable situations (Best, 1999). The role of form teachers in the
provision of pastoral care is important since they are first-level responders
(Best, 1990; Cook, 2013). Yet, their roles are not fully documented and
vary according to teachers and schools (Cook, 2013; Elhaggagi, 2009).
Galloway (1985) has suggested that some form teachers are
indifferent to their form teachers’ role as they are responsible for students
whom they do not teach and they are only remunerated for teaching a
subject (Carline, 2007; Power, 1996). For example, in Jamaica, form
teachers used students’ weaknesses as an excuse to abstain from providing
pastoral care (Cunningham, 2017). Joyce (2013) also reported that since
the focus of form teachers was on the delivery of their subject content,
they usually devote less time to their pastoral responsibilities. Essentially,
it is not uncommon for form teachers to comply with the bureaucratic
expectations of the role, spending only short periods in the classrooms to
record students’ attendance, lateness and distributing important notices
(Murphy, 2011). In spite of their importance, form teachers are not trained
to perform their roles (Davies, 2010; Marland & Rogers, 2004; Purdy,
2013) and acquire their training while on the job. For this reason, the
intervention of form teachers in students’ affairs is superficial. Their focus
is on the preservation of order and coercing students to conform to the
expectations of the school instead of getting to the source of their problems
(Calvert, 2009; Lodge, 2006).
It is left to the deans, therefore, to provide guidance and support
to form teachers. For example, the support provided by deans might take
the form of regular meetings with form teachers (Murphy, 2011) and the
efficient handling of matters of student discipline (Govey-Allen, 2011).
These meetings can establish an efficacious communication channel
between form teachers and their pastoral leaders as they facilitate the
desired change (Beddow, 2008).
Finally, developmental pastoral curriculum refers to the
implementation of programmes that focus on the holistic development of
the child. Children need to be educated about subject matter other than
academics, and these curricula must consider the “personal and social
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development of the child’ inclusive of their ‘moral education’” (Best,
1999, p. 19). The success of these programmes is dependent on the level
of support provided by senior management (Fraser, 2014; Woodward,
1962). Nevertheless, many pastoral leaders experience frustration when
senior management does not place the same value on their contribution as
they do on that of their subject head counterpart (Brooks & Cavanagh,
2009; Crane & De Nobile, 2014; Murphy, 2011). Pastoral care,
consequently, is accorded a lower status (Mphale, Moletsane & Mabalani,
2015) than is granted to the role of the academic leader. Joyce (2013)
posited that heads of department (HoDs) seem to possess more positional
or line authority than deans. This contrast of principles practised by senior
managers impedes deans’ capability to perform their roles since more
emphasis is placed on the curriculum than on pastoral care (Bell, 1992;
Calvert & Henderson, 1998). In fact, the monitoring of students' academic
performance is perceived by senior management as a function outside the
purview of deans’ pastoral care (Fraser, 2014). For the most part, the
monitoring of the child’s academic and non-academic development is
equally important since each contributes to the holistic development of the
child (Hearn, Campbell-Pope, House, & Cross, 2006). Thus, it is
paramount that middle managers (HoDs and deans) collaborate to reduce
the pastoral/academic divide in their schools (Clark, 2008).
Methodology
The research method selected was a qualitative research paradigm
that employed a multi-site case study design in six sub-urban secondary
schools from one education district. These schools were selected because
of limited resources, time constraints and location as the education district
was easily accessible. The available population comprised principals,
deans and teachers of 16 secondary schools from the Caroni education
district. For this paper, 6 (37.5%) of the schools in the education district
were purposively selected. Three of the chosen schools were coeducational government secondary while the other three were single-sex
denominational secondary schools.
Five of the six schools selected experienced high academic
success in Caribbean Examination Council (CXC) Caribbean Secondary
Education Certificate (CSEC) at the form five level and the CXC
Caribbean Advanced Proficiency Examination (CAPE) at the form six
level. These schools, as a result, were selected, because student progress
and achievement have been defined as good indicators of effective
leadership (The Wallace Foundation, 2013). Therefore, these five schools
were deemed as having effective leadership practices at the senior and
middle management levels.
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In 1988, the teachers’ union, Trinidad and Tobago Unified
Teachers’ Association (TTUTA), pressured the MoE to convene a
National Consultation on Violence and Indiscipline in Schools (Cyrille,
2008). One measure that emerged from this conference was the
establishment of a pilot project for HoDs and deans in selected secondary
schools. The sixth school selected for this paper participated in the MoE’s
middle management pilot-programme. As a result, their involvement in
the programme was deemed a valuable source of information for this
paper. Additionally, there were no adverse reports made to the MoE or the
Teaching Service Commission (TSC) that prevented deans from operating
effectively in these schools. Hence, the environment of the schools can be
classified as stable. One researcher has indicated that the stability of the
school’s environment was of paramount importance when she considered
schools for her sample (Briggs, 2003), and it can be argued that deans who
perform their actual roles in a stable environment can provide thick and
rich data in their natural environment. Purposive sampling was used to
ensure that the sample included different school types in the Caroni
educational district and respondents who were able to provide valid and
reliable school data. It must be underscored that the schools in the sample
constitute an adequate representation of all secondary schools in Trinidad
and Tobago as they provide a satisfactory demographic and cultural
mixture of the nation’s secondary schools.
Eliciting data from the three groups of respondents was justified
on the basis that they were qualified in providing information on the actual
roles deans enacted in their respective schools. Table 1 shows a summary
of the respondents from the six secondary schools. Pseudonyms were used
to protect the identity of schools.
Table 1. Summary of Respondents by Schools
Schools
Principals
Humming Bird High
1
Chaconia High
1
Scarlet Ibis High
1
Cocrico High
1
Medallion High
1
Newberry High
1
Total
6

Deans
2
2
2
2
3
2
13

Teachers
15
9
10
8
16
9
67

The sample size comprised a total 6 principals, 13 deans and 67
teachers who consented to be interviewed and were interviewed. Table 2
reflects that, of the six principals in the sample, only one received training
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in Educational Administration. According to the data collected, all deans
sampled received teacher training ranging from a Teacher’s Diploma to
the University of the West Indies’ Postgraduate Diploma in Education. It
is interesting to note that deans received training in their subject
specialisation instead of educational administration.
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Table 2. Summary of Respondents by Qualifications
Respondents

Principals
Teachers
Deans
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Qualifications
Un-Trained

Teacher’s
Technical
Diploma

University Grad
without Dip Ed

University Grad
Dip Ed

University Grad
Dip Ed
Ed Admin

M.Ed.

Total

0
3
0

0
7
1

0
21
2

5
22
10

1
0
0

0
14

6
67
13
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Deans, as shown in Table 3, were between the ages of 35 and 60,
and 69% of deans were between the ages 26 and 35. The ratio between
male and female deans was 1:1.
Table 3. Summary of Respondents by Age and Gender
Respondents
Age

Gender

<25

26-35

36-45

>46

M

F

Principals
Teachers

0
3

0
28

1
19

5
17

3
19

3
48

Deans
Total

0
3

3
31

9
29

1
23

6
28

7
58

As shown in Table 4, individual interviews as opposed to focus
groups interviews were conducted with principals. This format enabled
principals to share confidential issues that may not have been possible in
a focus group setting. Additionally, interviewees preferred to have the
individual interviews held in the privacy of their office as their answers
were inclined to be spontaneous and given without much reflection.
Principals’ interviews lasted approximately 45 minutes.
Table 4. Summary of Individual and Focus Group Interviews Per School
Number of Individual
Number of Focus Group
Interviews
Interviews
Humming
Bird High
Chaconia
High
Scarlet Ibis
High
Cocrico High
Medallian
High
Newberry
High
Total

Principals

Deans

Teachers

Principals

Deans

Teachers

1

0

0

0

1

3

1

0

0

0

1

2

1

0

0

0

1

2

1
1

0
0

0
0

0
0

1
1

2
3

1

0

0

0

1

2

6

0

0

0

6

14

Focus group interviews were used with deans and teachers instead
of individual interviews. Focus group interviews complemented other
methods of data collection since they provided “in-depth information in a
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relatively short period of time” (Johnson & Christensen, 2004, p. 186). In
addition, focus group interviews provided a safe environment for
participants as they felt comfortable to answer questions in a social setting
instead of being placed under a microscope on an individual basis. Focus
groups for deans and teachers comprised two and six participants,
respectively. One focus group interview was conducted to interview deans
at each of the six secondary schools. With regard to teachers, two and
sometimes three focus group interviews were conducted because of the
number of teachers at the school. In total, fourteen focus group interviews
were conducted with teachers throughout the six secondary schools.
Deans’ and teachers’ focus group interviews lasted approximately one
hour and were conducted in a private room at each school. Collecting data
from a variety of sources aided in respondent triangulation. In this paper,
twenty-one focus group interviews were conducted in a prolonged period
of one year “to obtain an adequate representation of different voice in the
study” (Onwuegbuzie & Leech, 2007, p. 239).
The interviews were recorded digitally and limited notes were
taken. Patton (2002) has suggested that a tape recorder “is indispensable”
(p. 348) during interviews. Recordings were listened to three times to
confirm the accuracy of the data transcribed. Additional information, such
as the informants’ tones of voice, gestures and pauses during the
interviews, were also noted.
The data from the interviews were transcribed using voice
recognition software “Dragon Naturally Speaking” Preferred Edition 10.1
(Fogg & Whiteman, 2003; Matheson, 2007). Voice recognition software
has a 98% accuracy rate, which is much higher than “human
transcriptionists” (Matheson, 2007, p. 549). The data were stored in a
computer archive with each interview recording being filed according to
school and participant. These files will eventually be destroyed to protect
the confidentiality of respondents. Upon completion of the transcription
process, transcripts were made available to research participants for
checking.
Data analysis involved three phases: “data condensation
(reduction), data display and conclusion drawing/verification” (Miles,
Huberman & Saldana, 2014, p. 12). Inductive coding and deductive coding
of the raw data retrieved from the interviews was undertaken
(Onwuegbuzie & Combs, 2010). As such, codes and themes were
generated from the raw data and were informed by the Pastoral Care
Model described in the literature review. Partially ordered data matrices
were used to input the most relevant data from the interviews. For each
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case, a meta- matrix was created to capture the relevant experiences of
principals, deans and teachers. Then, using the meta-matrix, the
triangulation of data sources method was employed to compare and
contrast findings. Themes that emerged from the matrix sought to clarify
any change and addition to the data displayed. All the single cases were
displayed simultaneously to triangulate findings across the multiple case
sites and to make links to theory and the literature. At this final stage, the
authors engaged with interpretation and cross-validation of data to
determine patterns, themes and trends derived from the data analysis
(Miles et al., 2014). The three groups of respondents provided data for the
following research question: From the perspectives of principals, deans
and teachers, what are the actual roles deans enact and to what extent are
these roles enacted in the schools of the sample?

Findings
This section provides an analysis of the data across the three data sets
(principals, deans and teachers), which gives an interpretation of the roles
enacted in practice. Six themes emerged from the data analysis: provision
of pastoral care, monitoring of student discipline, tracking students’
academic progress, supervision of form teachers’ activities, role as bridge
and role beyond the call of duty.
Deans Provision of Pastoral Care to Students
The meaning of pastoral care is often misconstrued as its
definition keeps changing. Pastoral care encompasses a multitude of tasks
that target the non-academic development of the student. According to the
information provided by the principals, the provision of pastoral care
manifested itself in the form of conferences with students and parents. This
was corroborated by the principal from a co-educational secondary school
who indicated:
Deans sit down and talk to the children with their parents.
Principals praised the efforts of deans as they maintained good
relationships with parents. Another principal from a denominational
secondary school for girls asserted:
You do see them coming on the phone and making contact. They
developed this close relationship with parents. You see it
happening with form teachers’ conference.
All principals of the sample, however, agreed that most deans
possessed insufficient experience in terms of implementing pastoral care
toward students. One principal affirmed:
208

Deans’ Roles in the Administration of Secondary Schools in an
Education District in Trinidad and Tobago
We feel that the deans sometimes lack the experience and the
pastoral approach. I think this is sadly lacking with our deans.
This dearth of experience often manifested itself in the manner in
which the deans treated students. It was reported that many deans did not
display a compassionate demeanour whenever they interacted with
students. Another principal, also from a co-educational government
secondary school, specified:
There is a particular dean who the students have a serious issue
with because of his approach, very aggressive.
Deans agreed with principals’ perspectives that they (deans) were
responsible for providing pastoral care. One dean from a denominational
secondary school for girls mentioned:
We do not have a guidance officer, so we have to provide pastoral
care to students and at our form level. As a result, deans
conducted conferences with parents.
Counselling sessions were common during these meetings as
deans provided guidance to students and parents. However, some deans
were accused of being unprofessional when they interacted with students.
Pastoral care was rarely provided to students because students found the
deans to be indifferent and unapproachable. One dean from a
denominational school for girls indicated:
There is a particular dean who is rough and quite abrasive when
she speaks to students. She exacerbates the situation and the
students hate her.
Teachers shared the principals’ and deans’ perspectives that the
latter were responsible for providing pastoral care to students, but were
unable to do so in a professional manner. One teacher from a coeducational secondary school suggested:
The deans suppose [sic] to provide pastoral care...that is why they
have a reduced timetable.
According to the teachers, deans convened conferences with the
parents of habitual offenders as a means to provide pastoral care. Evidence
of this is seen in the statement of a teacher from a denominational
secondary school for girls, who explained:
Sometimes the deans organised parents’ meetings and parentsteachers’ conferences.
Conversely, some deans were unable to provide pastoral care to
students since they did not treat them with care and respect. Many deans
did not display a compassionate demeanour whenever they interacted with
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students. For instance, one teacher from a co-educational government
secondary school explained:
There are some deans in this school who don’t handle situations
well with the kids. Honestly, and personally, they don’t handle it
well. It’s the way they go about it.
In conclusion, principals, deans and teachers from the six
secondary schools agreed that deans were responsible for the provision of
pastoral care to students. This responsibility took the form of conferences
with students and parents. On the other hand, principals, deans and
teachers agreed that some deans were unable to employ a pastoral
approach whenever they interacted with students. Most deans were seen
as using a militant approach which was considered to be a hindrance to the
establishment of a rapport between students and deans. It can be argued
that this is why some deans did not visit students as often as they should.
Monitoring of Student Discipline by Deans
Deans maintained order among the student population by
patrolling the school’s compound, corridors and playing field to ensure a
safe environment for students. To illustrate, one principal from a coeducational government secondary school remarked:
To ensure that there’s discipline on the compound, they have
regular patrols on a daily basis to control the students.
Conversely, most principals reported that some deans were
noticeably absent during the students’ lunch break. To support this view,
one principal from a co-educational government secondary school said:
The lunch hour you don’t see them there.
To counteract this deficiency, principals established a patrol roster
for deans to monitor student discipline. However, this strategy was
thwarted by the deans since they preferred to fraternise with colleagues
instead of monitoring students’ behaviour. Deans from four of the six
secondary schools operated from the staffroom since the infrastructure of
their respective schools prevented them from being on the ground floor
with their students. Given the fact that they were in the staffroom, many
deans were not visibly present to monitor student discipline in the schools.
To support this view, a principal exclaimed:
I've told them to get out of the staffroom! They are sitting in the
staffroom where there are desks and chairs.
Students from three secondary schools were considered to be wellmannered. As a result, the deans’ presence on these compounds was
deemed unnecessary, unlike the case of the other secondary schools of the
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sample. The principal from a denominational secondary school for boys
explained:
Hands-down, no other boys’ school is like this one. So you find
the deans would not spend that amount of time dealing with
disciplinary aspects.
Deans disagreed with principals’ perspectives that they were not
visible in the school. One dean from a denominational secondary school
for boys explained:
I would like to think that I am very visible and very punctual.
However, some deans conceded that they were not present
throughout the day. One dean from a co-educational government
secondary school confessed:
I am not visible during recess and lunch time breaks.
Furthermore, deans from three secondary schools agreed that they
were rarely needed since their students were self-regulated. One dean from
a denominational secondary school for boys reported:
We do not have a discipline problem here. We have incidents, but
it does not take up too much of our time.
Teachers expressed similar sentiments to the principals that deans
were not visible in the school. One teacher from a denominational
secondary school for boys declared:
I feel the deans could be doing a lot more in terms of patrolling
the school. They want the portfolio of a dean but they don’t want
the responsibilities.
It was reported that most deans were absent during students’ lunch
periods and the assemblies that were held later. The high noise level was
indicative of their absence as it took an extremely long time to settle
students for the after-lunch session. One teacher from a co-educational
government secondary school noted:
After lunch the school’s environment is noisy and very restless.
The deans are nowhere to be found.
Teachers from three secondary schools reported that deans at their
schools did not encounter many discipline issues as their students were
self-regulated so there was not a need for them to patrol the compound.
For example, one teacher from a denominational school for girls
explained:
Our school does not have a discipline problem, so the deans do
not have to patrol during lunch.
As shown above, most principals and some teachers agreed that
student indiscipline continued at a high level since the presence of most
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deans was not felt during critical periods of the school day. However, most
deans disagreed with this perspective. Also, principals, deans and teachers
from the other three secondary schools agreed that deans were not visible
in these schools, because their students were self-regulated.
Deans Tracking Students’ Academic Progress
Prior to the formalisation of middle management positions in
secondary schools of Trinidad and Tobago, dean of discipline and dean of
studies were performed by different individuals. With the official
appointment of deans, these two separate functions have now been
merged. From the data analysis, most principals agreed that deans
neglected the latter role since their time was monopolised with the
handling of student discipline.
Although
student
indiscipline is common in most of our schools, it was more exaggerated in
two co-educational government schools and one denominational
secondary school for girls of the sample. In these schools, students from
the lower forms (Form One) were characterised as academically,
emotionally and psychologically challenged. Therefore, this cohort of
students tended to exhibit a higher level of indiscipline that warranted the
constant attention of deans. To exemplify, the principal from a coeducational government secondary school indicated:
You have so many problem children with so many of these
behavioural concerns. You get overwhelmed in any one day and
probably your enthusiasm wanes as the day prolongs [sic].
It can, therefore, be argued that the level of student indiscipline
placed significant demands on the deans’ time, and, as a result, they were
unable to effectively monitor students’ academic progress. Another
principal, also from a co-educational government school, indicated:
Deans do not pay much attention to the fact that they have to
monitor examinations results. They look at it as strictly from
discipline, and they are so overwhelmed with issues on some days.
For this reason, principals constantly reminded deans to perform
this role, but their attempts proved futile. One principal from a coeducational government secondary school explained:
It is part of their duties and responsibilities of deans to monitor
the performance of students. We have raised that in management
meetings, but I don’t think that is happening.
Moreover, principals indicated that they wanted deans to analyse
students’ examination results rather than merely signing their report books
as such analyses would identify students who needed their intervention.
This failure of deans to analyse students’ examination results is reflected
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in a statement of another of the principals from a co-educational
government secondary school, who mentioned:
They just sign the books but to say to really peruse the books, no
they do not.
Some deans shared principals’ perspectives that their colleagues
were unable to track the academic progress of students. Deans at schools
classified as “high risk” by the MoE were generally overwhelmed by the
level of indiscipline. One dean from a co-educational government
secondary school asserted:
We have a huge problem in terms of discipline. A lot of our time
and energy is spent in dealing with that.
Although it was reported that most deans expended their time with
discipline issues, other deans monitored students’ academic progress,
albeit in a limited way. One dean from a co-educational government
secondary school explained:
We monitor mainly students who are discipline problems. This is
to see how best we can assist them in improving in their
academics. We pull their cumulative card to check their discipline
history.
Despite this limited level of monitoring, it was reported that the
HoDs at one secondary school worked in tandem with the deans to track
the academic progress of students. A dean from this school, a
denominational school for girls, affirmed:
We both [HoDs and deans] make recommendations. We collate
the data in terms of improving students who fall outside the
catchment area of success.
Most teachers shared the perspectives of principals and some
deans that deans’ role as disciplinarians prevented them from monitoring
students’ academic performance. As a coping mechanism, deans merely
signed students’ report books since they did not have the time to put any
emphasis on tracking students’ academic performance. One teacher from
a co-educational government secondary school indicated:
Deans pay a lot of attention to the discipline aspect of the students.
The academic progress part, I do not think the deans have
ventured into that area.
Echoing the sentiments of other teachers of the sample, another
teacher from a co-educational government secondary school indicated:
They [deans] may be frustrated, constantly dealing with students.
That would take a toll and prevent them from doing other things.
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Conversely, a few teachers agreed that some deans tracked the
academic progress of students. A teacher from a denominational school
for boys described the approach of one dean at her school. The teacher
stated:
One dean, in particular, deals with my form class. She checks their
report books, and if they failed a certain number of subjects, she
would document it and call in their parents.
The sampled teachers from one secondary school expressed the
view that both HoDs and deans collaborated in the monitoring of students’
academic progress. For example, one teacher from this school, a
denominational secondary school for girls, stated:
They [HoDs and deans] came up with tables to show progress
reports of the students.
As has been noted, most principals, some deans and most teachers
from the six secondary schools expressed dissatisfaction that deans did not
monitor the academic progress of students since they were preoccupied
with handling discipline issues. On the contrary, some deans disagreed as
they tracked the academic performance of students who were referred to
them. However, it must be underscored that the HoDs and the deans from
one denominational school enacted this role together.
Deans’ Supervision of Form Teachers’ Activities
The responsibility of supervising form teachers’ activities is
another of the prescribed roles of deans. However, all deans encounter
challenges to enact this role, because the deans’ job description does not
clearly delineate what these form teachers’ activities involve. In addition,
none of the major education stakeholders, namely, the MoE, the TSC or
TTUTA, has issued any documentation to clarify this issue. Deans,
therefore, perform a traditional role where they monitor students’
regularity and punctuality with the form teacher.
Most principals of the sample agreed that the deans
performed this role. It was reported that deans visited classrooms to ensure
students arrived to school on time and assisted form teachers when they
were absent from school. One principal from a co-educational government
secondary school explained:
They make sure the teachers are there for roll call and take the
roll if the form teacher is absent.
Yet another principal from a co-educational government
secondary school underscored:
Deans meet with form teachers from time to time. They advise
form teachers on how to carry out their business in the form class.
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On the contrary, at one co-educational government secondary
school, deans were unable to monitor form teachers’ activities. The
pastoral care structure in most secondary schools in Trinidad and Tobago
follows a horizontal or year system format where deans are responsible for
an entire year group. This horizontal structure enables deans to interact
directly with form teachers and to provide the support they require. In this
paper, it was observed that this structure was not present at one secondary
school of the sample. The principal from a co-educational government
secondary school clarified:
With the present system, we only have three deans. We haven’t
assigned anybody to any particular form level.
Most deans shared principals’ perspectives that deans supervised
form teachers. Of the schools sampled, it was reported that deans
organised meetings with form teachers to garner the type of support they
needed to provide. One dean from a co-educational government secondary
school stated:
We liaise with the agencies and at the level of the form teacher.
In addition, deans reportedly performed the role of form teachers
when some form teachers neglected their responsibility. Another dean
from a co-educational government secondary school indicated:
I would take the roll books, especially if I see that certain roll
books were not taken by form teachers.
On the other hand, the deans from one secondary school of the
sample were unable to enact this role due to human resource constraints.
As a result, deans were not assigned to a particular form level. One dean
from this school remarked:
We don’t have deans operating at a form level basis to start with.
So in my humble opinion, there is no big relationship between the
dean and the form teacher.
A minority of teachers shared the perspectives held by principals
and most deans with regard to the role of monitoring form teachers’
activities. Deans held informal meetings with form teachers and
purportedly provided the support that form teachers required. One teacher
from a co-educational government secondary school stated:
They meet us on the corridor. They would ask, “How is your class
going?” and things like that.
On the contrary, the majority of teachers felt that some deans did
not liaise with form teachers and did not provide the support they needed.
It was mentioned that some form teachers were left in the lurch as their
deans did not visit the classrooms or enquire about their students’ well215
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being. Echoing the sentiments of other teachers, one teacher from a
denominational secondary school for boys explained that deans should:
Occasionally check on the class. Check, not to say pick up on you
but to assist. Anything wrong miss? Anything needs to be done?
Play a proactive role.
In the case of the one co-educational government secondary
school, where deans were not assigned to form levels, support for form
teachers was not provided. As a result, it was reported that form teachers
took up the slack. One teacher from the school explained:
Form teachers have to be a dean. They have to monitor students’
performance in their form class, because deans are not assigned
to form levels.
The analysis has indicated that most principals, deans and a
minority of teachers from five secondary schools of the sample were
satisfied with the approach deans employed to monitor form teachers’
activities. However, the majority of teachers disagreed. A lack of support
from the deans was notably evident at one co-educational government
secondary school. At this school, the pastoral care structure could not be
fully utilised since there were only three appointed deans. Form teachers
at this school, therefore, enacted the role instead of the deans.
Beyond the Call of Duty
In 2007, the MoE published a green paper on the operations of
schools in Trinidad and Tobago. This document contains deans’ job
descriptions and their roles and responsibilities. Nevertheless, deans
execute other roles which are not outlined in their job descriptions. Most
principals expect deans to surpass the established parameters of their job
description. To illustrate this, one principal from a denominational
secondary school for boys said:
As a denominational school, we do things above and beyond what
the ministry says is their basic job description.
Additionally, most principals from the sample agreed that deans
participated in extra-curricular activities, while a minority of principals did
not share this view. To demonstrate, one principal from a co-educational
secondary school indicated:
The deans coordinate graduation, religious
[Eid/Divali/Christmas] programmes, and other major functions,
such as achievement day.
Deans’ roles also included the organisation and supervision of
sporting activities. Another principal from a co-educational government
secondary school stated:
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They are involved in cricket and football and managing the
sporting teams.
Conversely, a minority of principals disagreed that some deans
participated in extra-curricular activities. Unlike most deans, some deans
stayed within their zone of indifference as they did not engage in any
activity that fell outside of their job description. One principal from a coeducational government secondary school hinted at this with the
statement:
Some deans have to be more prompt and be present when school
functions are taking place. That in my book is what makes and
separates a lot of schools.
Deans from the six secondary schools agreed with the principals’
perspectives that they executed duties which do not constitute part of their
job descriptions. One dean from a denominational secondary school for
girls said:
I think first of all that is outlined by the Ministry documentation
and then of course as the need arises.
Similarly, to attest to deans’ execution of additional duties,
another dean from a co-educational government secondary school, stated:
We take charge of different functions in the school like graduation,
Divali, Eid, Mother’s Day, and Father’s Day programmes.
Teachers from the six secondary schools shared some of the views
of the principals and deans. Teachers expressed the view that deans took
on the responsibility of coordinating extra-curricular activities. One
teacher from a co-educational government secondary school explained:
They help out with things like graduation, barbeque [fundraiser]
and sports’ day, organise events and things…
According to the teachers, deans also coordinated intramural
sports in their respective schools. This view is supported by another
teacher from a co-educational government secondary school, who stated:
I think they would organise a cricket match for form three, and
our form three dean took charge of it.
In summary, some principals, deans and teachers from the six
secondary schools agreed that deans took charge of extra-curricular
activities. Some of these activities included religious functions, current
and social events and sporting activities. However, a minority of principals
disagreed.
Role as Bridge
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The role of bridge, performed by heads of department, was
originally conceptualised to provide a link between senior management
and teachers. This role requires two-way communication where
information flows upwards from teachers through deans to senior
management and similarly downwards from senior management to
teachers. All principals, in this paper, felt that deans also performed the
role as bridge like their HoD counterpart. According to these principals,
the deans provided a link between senior management and form teachers.
For example, one principal from a co-educational government secondary
school indicated:
The deans will deal with the form teachers. They are supposed to
be the link between administration and the teachers, because
deans attend meetings of middle management and relay matters
to teachers on student discipline.
Like principals, deans also perceived that they enacted the role as
a bridge between principals and form teachers. One dean from a
denominational secondary school for girls reported:
Our role is crucial since we provide the link between form
teachers and principals. Discipline matters are handled more
efficiently.
The teachers agreed with the principals’ and deans’ perspectives
that the latter provide an important link between form teachers and
principals. One teacher from a denominational secondary school for boys
remarked:
Changes in policies on student indiscipline are channelled to form
teachers through the deans.
As it relates to the role as bridge, principals, deans and teachers
agreed that deans performed the role as bridge along with the HoD
counterpart.

Interpretation and Discussion
The results of this paper provide some insights into the experiences of
deans in six secondary schools in an education district in Trinidad and
Tobago. It was evident from this paper that most deans were not engaged
in the enactment of their prescribed roles. A key observation gleaned is
that the position of dean is missing from the Education Act (1966) of
Trinidad and Tobago. Although this statutory document governs the
operations of schools, the roles of deans in secondary schools were
officially non-existent until 1988, when they were introduced as a pilot
project in selected schools to curb an increasing wave of student
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indiscipline. The failure to address the role and importance of deans has
continued to be evident in the disparity between HoDs and deans where
deans do not possess positional or line authority although they are
expected to supervise form teachers’ activities. A lack of teacher-training
programmes for secondary school deans has compounded the issue where
HoD preparation is favoured over the preparation of deans.
The provision of pastoral care by deans in secondary schools,
however, is not overtly stated but implied, since the term “pastoral care”
cannot be located on the deans’ job description (MoE, 2007). This lack of
explicit focus on pastoral care probably explains why various researchers
(Joyce, 2013; Murphy, 2011) have agreed that pastoral care by deans has
not been extensively researched. The findings of this paper also contribute
to the current debate on the pastoral and academic divide where academic
issues are accorded a greater focus than pastoral concerns (Clark, 2008).
Thus, it is unlikely that deans and teachers are au fait with the provision
of pastoral care in Trinidad and Tobago. This misunderstanding has
manifested itself in the unprofessional conduct of deans with students.
Monitoring student discipline is one of the deans’ prescribed roles (MoE,
2007). In this paper, low visibility of deans was reported during student
lunch and break intervals. This finding supports the clarion call of students
for greater visibility of deans in their schools, especially during assemblies
(Fraser, 2014). Students’ perspectives of the deans’ roles were, however,
not considered in this paper. The researcher’s knowledge of the secondary
school system in Trinidad and Tobago has provided a lens for explaining
the deans’ behaviour. Some deans handle student indiscipline on a daily
basis and use the break and lunch intervals to reinvigorate themselves
before they teach their next timetabled class, while other deans use these
periods to compensate for lost teaching time. Another possible reason is
that some deans want the status and salary of a middle manager but do not
want the responsibilities associated with the position as they are more
interested in the advancement of their career than the welfare of students.
This is also a perception shared informally by principals, some deans and
teachers. Another prescribed role of deans - the monitoring of student
discipline - is one of the most demanding duties among deans and is an
underlying reason for their inability to track students’ academic
performance. Tracking students’ academic performance is another of the
dean’s prescribed roles (MoE, 2007). Their role as disciplinarians,
however, has taken precedence and greater attention has been focused on
students who are referred to them by teachers (McKinley et al., 2009).
Although this finding was applicable to that study, it could be inferred
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from this paper that deans are unprepared to enact this role with all
students, as they are not adequately trained. In addition, some deans appear
to have become nonchalant about this particular role in schools with highachieving students who are self-regulated.
A third prescribed role of deans is the supervision of form
teachers’ activities (MoE, 2007). In this study, the majority of form
teachers felt neglected, as they were not given the support they needed. It
can be inferred, as suggested by Cook (2013) and Elhaggagi (2009), that
deans are unable to assist form teachers beyond the traditional
administrative expectations of monitoring students’ absences and signing
of report books, since their roles have not been explicitly documented.
Hence, this role is subjective and open to interpretation. Earlier studies
revealed that HoDs performed the role of a buffer, conduit or a bridge
(Feist, 2008; Wattam, 2017). Moreover, the findings from this study
revealed that deans enacted the role as a bridge between senior
management and form teachers. But, little is known about this role because
of the absence of literature on secondary school deans (Bennett et al.,
2007; Crane & De Nobile, 2014; Murphy, 2011). As a result, it is worthy
of further research. The roles performed by deans in this current study,
were often congruent with their job description. However, when asked by
the researchers to identify other roles, it was interesting that the
respondents identified tasks that were not prescribed. The evidence
provided by this paper is consistent with findings reported in the literature
(Nelson, 2015; Scott, 2015) concerning the perception that deans were in
charge of students’ clubs. Although these tasks are necessary for the
management of the schools, the researchers of this paper were convinced
that some deans were either not cognisant of their actual roles or
experienced difficulties, which debilitated their performance. Hence,
another area that is worthy of further research.

Limitations
As this paper focuses on only 6 of the 16 schools in the Caroni Education
District, there may be limitations in terms of the extent to which
generalisations can be made to the other 10 schools specifically and also
to schools elsewhere. Hence, the findings could have benefitted from
including schools from other educational districts. Nevertheless, the
schools selected were satisfactory representations of secondary schools in
Trinidad and Tobago according to school types, academic performance,
discipline issues and general governance.
Also, this paper is based on the perspectives of principals, deans
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and teachers. It was not the researchers’ intention to observe deans enact
their actual roles in their respective schools. Respondent triangulation
(Kempster & Parry, 2014; Torrance, 2012), therefore, was used to mitigate
the absence of observation. Thus, the findings and interpretations of the
data from these six schools were tempered with caution and contextual
understandings.

Recommendations
It is evident to authors of this paper that the position of dean was an
afterthought as this position is not included in the legal framework of
Trinidad and Tobago (Education Act of 1966). As a result, deans do not
possess positional or line authority, although they are required to supervise
form teachers’ activities. In this light, it is strongly recommended that the
MoE, the TSC and the teachers’ union (TTUTA) address this
inconsistency in the deans’ job description (Fraser, 2014). Furthermore,
deans need the support of professionals who are able to diagnose issues
and to provide pastoral care. For that reason, guidance counsellors should
be assigned to all secondary schools to facilitate the development and
implementation of a pastoral care programme since deans are not trained
counsellors.
Another significant finding of this paper was that the majority of
deans operated from within the staffroom, since they were not relocated to
another room upon their promotion. As a result, they were not visible on
the school’s compound. Deans need to be positioned closer to their
students as this will enable them to establish rapport with and provide
pastoral care to their charges. Additionally, deans need to have access to a
private facility to conduct confidential sessions with students and parents.
It is crucial, therefore, that deans be relocated from the staffroom and be
properly accommodated elsewhere in the school.

Conclusion
The main focus of this paper was on the actual roles deans enacted in the
administration of secondary schools in Trinidad and Tobago. Findings
indicate that secondary schools lacked a pastoral care structure. It is the
view of the researchers that the roles deans enacted were provision of
pastoral care, monitoring of student discipline, tracking students’
academic progress, supervision of form teachers’ activities, role as bridge
and roles that went beyond the dean’s job description. While some deans
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performed these roles, most deans did not, and were ineffective in
fulfilling their pastoral responsibilities. Their performance was
perfunctory as roles were enacted on a limited basis. Although deans
added value to the administration of secondary schools, their contribution
was less than what might have been possible.
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TEACHERS’ REPORTS ON STUDENT'S PERSONALITY
PROFILE: Validity and Reliability of School-Age
Temperament Inventory
Loraine Dale Cook
This study aimed to assess the reliability of the Teacher SchoolAge Temperament Inventory (T-SATI) in a Caribbean context.
A principal component analysis using varimax rotation was
performed on data provided by 16 teachers who reported on 163
elementary school students. The results from the study
supported four temperament dimensions which could be
described as representing negative reactivity, task persistence,
distractibility, and withdrawal. Cronbach alphas for the
dimensions ranged from .774 to .920. The T-SATI can provide
teachers with the means of recognizing the temperament of
students so that teachers can better select behavioural
management strategies in providing goodness-for-fit classroom
context for children.

Introduction
In a single class, teachers are likely to encounter children with different
dispositions who respond to the same situations differently. They are likely
to find children who are sociable, easy going or, conversely, easily
distressed and upset, as well as children who have difficulty following
directions, getting along with others or controlling negative emotions,
such as anger and distress (Goldsmith, Lemery, Aksan, & Buss, 2000;
Raver, 2003; Zentner & Bates, 2008). These individual characteristics
may influence teachers’ perceptions of children’s academic ability and
their classroom management strategies (Bogges, Griffey, & Housener,
1986; Hughes & Coplan, 2010). According to Lyons-Thomas and
McClowry (2012), "responsive teachers understand that the individual
characteristics of their students' influence their classroom-related
behaviour in a multitude of ways" (p. 25). A student’s temperament
contributes to the complexity of classroom management in the teachinglearning process. Classroom teachers must be equipped to identify the
variations in students' temperaments to effectively respond to the various
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situations in the classroom. The Teacher School-Age Temperament
Inventory (T-SATI) provides teachers with a tool for knowing and
understanding their students' behaviours and deceases the likelihood of the
teachers merely reacting to students' actions through their perception as
teachers. The purpose of this study is to examine the validity and reliability
of the Teacher School-Age Temperament Inventory (T-SATI) in a
Caribbean context. The results of this study will ultimately assist
researchers and teachers in gaining a better understanding of children's
characteristics, and serve to enhance behavioural management strategies
in the Caribbean classroom.
Student temperament is one attribute that contributes to the
variations in classroom behaviour. Temperament has been defined as
“early developing individual differences in tendencies to experience and
express emotions” (Goldsmith et al., 2000, p. 2). Other authors
(McClowry, 2014) define temperament as “the consistent reaction style
that a child demonstrates across a variety of settings and situations,
particularly those that involve stress or change” (p. 3). The concept of
temperament is used to describe the early development of personality. An
individual’s temperament, which is the early appearance of individual
differences in reactivity and self-regulation, will eventually evolve into
personality as the individual grows and matures (Berk, 2014; Rothbart,
2007). Rothbart (2007, p. 207) explains that “temperament and experience
together ‘grow’ a personality, which will include the child's developing
cognitions about self, others, and the physical and social world, as well as
his or her values, attitudes, and coping strategies”. Therefore, the
experiences that children's environments provide, can have a profound
effect on their ability to regulate and control their behaviour as they grow
older. So, while temperament narrowly defines consistencies that appear
earlier in life, personality defines a broader range of consistencies that
emerge later in life (Shiner & DeYoung, 2011).
Temperamental characteristics are related, in predictable ways, to
how children perceive and react to their environments (Rothbart, Ahadi,
& Hershey, 1994). Several researchers have identified distinct categories
or dimensions of children’s temperament (De Pauw, Mervielde, & Van
Leeuwen, 2009; Keogh, Pullis, & Cadwell, 1982; Rothbart, Ahadi, &
Evans, 2000; Rothbart & Mauro, 1990). Drawing on Thomas and Chess’
(1977) work, Rothbart et al. (2000), and Rothbart and Mauro (1990)
highlighted the following dimensions: activity level, fear, irritability,
effortful control, positive affect, and attention span/persistence. De Pauw
et al.'s (2009) analysis generated six dimensions: sociability, activity,
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conscientiousness, disagreeableness, emotionality, and sensitivity.
Zentner and Bates (2008) included emotion regulation as a component of
temperament. Several studies have demonstrated that young children vary
in their ability to regulate their emotions (Chess, 1990; Goldsmith et al.,
2000; Raver, 2003; Zentner & Bates, 2008). Rothbart’s (2007) definition
of temperament also included individual differences in emotional
reactivity. Rothbart (2007) expanded her definition to include differences
in “motor, and attentional reactivity measured by latency, intensity, and
recovery of response, and self-regulation processes such as an effortful
control that modulates reactivity" (p. 207). These descriptors allow for the
understanding of individual differences.
Temperament is shaped both by heredity and the environment.
Several authors have discussed the biological bases of temperament
(Auerbach, Faroy, Kahana, & Levine, 2001; Lyons-Thomas & McClowry,
2012; Posner, Rothbart, & Sheese, 2007; Rothbart, 2007). These results
give support to the stability of an individual’s temperament and the
likelihood that temperament is a persistent characteristic. While there is
some evidence for the biological basis of temperament, it is important also
to recognise that children's environments may serve to enhance their
ability to regulate their temperamental dispositions. Given this, it is
imperative that educators understand that the goal of dealing with
children’s misbehaviours is not to change children’s temperament but
rather to assist children in learning to manage their temperamental
dispositions so that the negative reactivity of their temperament does not
overwhelm their interactions with others, but instead enhances their
positive attributes.
Given differences in temperament, it is difficult to reach all
students with a single approach. The goodness-of-fit model purports that
the classroom and school environments should be adaptable to children’s
differences (Berk, 2014). Difficult children who withdraw from new
experiences and have strong negative reactions frequently experience the
poorness-of-fit environment. Lyons-Thomas and McClowry (2012),
however, noted that “responsive teachers understand that the individual
characteristics of their students influence their classroom–related
behaviour in a multitude of ways” (p. 25). It is also important to note that
children’s early academic and social success during early childhood is
essential for their long-term success (Alexander, Entwistle, & Dauber,
1993; Hamre & Pianta, 2001). For example, some research has suggested
that the teacher-student relationship is a unique predictor of academic and
behavioural outcomes in early elementary school, which persists through
the eighth grade (Hamre & Pianta, 2001). Orne and Jones (2009) found
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that a reactive temperament has a high, positive correlation with conflict
in the teacher-student relationship. The quality of the teacher-student
relationship does affect the students’ school adjustment. Al Hendawi
(2013) reviewed 71 studies with the goal to examine the role of
temperament in academic achievement and school adjustment. His
examination revealed that children’s temperament had a significant
relationship with school adjustment, such that, children with high levels of
negative emotionality were more likely to exhibit inappropriate
behaviours, and to experience difficulties regulating their emotions in
response to the demands of the classroom context (Al-Hendawi, 2013).
In identifying students’ temperament, teachers are able to plan
their classroom management behaviour strategies more adequately by
anticipating the aspects of their students’ behaviour that are likely to be
problematic for individual students and, thereby, tailor their behavioural
management strategies to minimise behavioural problems and maximise
learning in the classroom (Lyons-Thomas & McClowry, 2012). Teachers’
assessments of their students’ temperaments are largely influenced by
their perceptions rather than their understanding of students’ strengths and
constraints (Lyons-Thomas & McClowry, 2012). For example, teachers
who perceive children as disengaged, tend to rate their academic skills as
lower than their peers, regardless of their actual performance (Hughes &
Coplan, 2010). In fact, there are few differences between shy children and
their non-shy peers in performance on standardised assessments of
academic skill development, yet significant differences are found in
teacher reports (Hughes & Coplan, 2010). As early as kindergarten,
teachers expect their students to participate in classroom activities and to
interact socially with their peers. Instead, shy children, for example, are
reluctant to volunteer or answer questions, and often are not assertive in
their interactions with peers and adults (Rudasill & Konold, 2008). The
bashfulness of temperamentally shy children, results in less behavioural
engagement in the classroom compared to their peers. Behavioural
engagement refers to students’ effort, persistence, concentration and
interest in classroom activities (Skinner, Kindermann, & Furrer, 2009).
Shy children may be perceived has having lower levels of behavioural
engagement and the cause for lower levels of academic skills (Hughes &
Coplan, 2010). The demands of the school environment can exacerbate
shy children’s social reticence and self-consciousness, inhibiting their
behavioural engagement (Evans, 2001). It is clear that, because of their
inherent characteristics, not all children enter school with an equal
opportunity to succeed. Some characteristics of children may either
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promote or hinder children’s success in school (Curby, Rudasill, Taylor,
& Pérez-Edgar, 2011).
Given the long-term effects that teachers’ responses to children
can have on their behavioural and academic outcomes, it is imperative that
teachers are able to understand and identify children’s temperament
(Lyons-Thomas & McClowry, 2012). Information on temperament can
provide teachers with a framework for interpreting the behavioural styles
of their students, assisting them to identify classroom management
strategies which create a goodness-of-fit environment that is conducive to
all their students’ temperaments. Another advantage of teachers being able
to recognise and adapt to children’s temperaments is that such knowledge
will aid teachers in counselling each child in the classroom, more from a
position of understanding, and less from a position of biases caused by
faulty perceptions that teachers may have.

Measurements of Children’s temperament
Given the importance of temperament, valid, and reliable measures of
temperament must be developed to facilitate teachers’ assessment and
understanding of their students (McClowry, 1995). Generally, assessment
of children’s temperament is usually obtained by asking parents to rate
their children’s behaviours or through observation of children in
laboratory settings (Lo, Vroman, & Durbin, 2015; Zentner & Bates, 2008).
Few temperament questionnaires solicit ratings from teachers. Thomas
and Chess (1977) developed a 64-item Teacher Temperament
Questionnaire (TTQ); this was the earliest rating instrument of children’s
behaviour by teachers (Keogh et al., 1982). Keogh et al. (1982) reduced
the TTQ instrument to 23 items. This reduction of items resulted from the
administration of the original TTQ scale to a sample of 300, 3 to 6-yearold children who were rated by 35 teachers. The study was conducted in
preschools in the Los Angeles area ((Keogh et al., 1982). The factor
analysis of this abridged instrument yielded the same three factors with
eight dimensions. The result is similar to the factors of the original TTQ
scale: task-related factors (persistence, distractibility, and activity),
personal social flexibility (adaptability, approach-withdrawal, and positive
mood-related to social situations), and reactivity (intensity of response, the
threshold of response, and quality of mood). When the items using the
abridged scale were grouped and tested, the three factors were .94, .88,
and .62, respectively.
McClowry (1995) developed a teacher-based measure of
temperament by modifying an existing parent measure of temperament
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that she developed in 1995, the School-Age Temperament Inventory
(SATI). Like the SATI, the Teacher School-Age Temperament Inventory
(T-SATI) consists of four sub-scales, which respectively measure negative
reactivity, approach/withdrawal, task persistence, and activity. The results
from the principal component analysis and the Cronbach Alpha gave
support to the validity of the T-SATI scale. The explained variance of
70% was further supported by the Cronbach alphas of .90 to .96. The
testing of the T-SATI involved 143 regular education teachers who rated
the behaviour of 261 students. These students came from 27 elementary
schools in the United States. Seventy-one percent of the teachers worked
in public schools, while 19% of the teachers indicated that they were at
private schools (Lyons-Thomas & McClowry, 2012). While research in
North American contexts is valuable, the unique social context of the
Caribbean necessitates the assessment of the psychometric properties of
all measures. The purpose of this article is to examine the reliability and
structure of the T-SATI within a Caribbean context for the first time
Research Questions
• Are there four dimensions which underlie the T-SATI scale in a
sample of Caribbean pre-schoolers?
• Does the T-SATI demonstrate adequate reliability in a sample of
Caribbean pre-schoolers?

Method
Participants
Participants in the study included 160 students and their 16
teachers. Six primary schools and approximately seven infant schools
located in both urban and rural participated in the study. The sample
consisted of 5-year-olds and grade one students in selected primary and
infant schools. In Jamaica, the 0-6 years are classified as early childhood.
The children who participated in this study are within this age group (5 &
6 years old). Though 5- and 6-year-old children may be able to exhibit
more self-control than a toddler - for example, sitting and listening to a
teacher in the classroom for a set time period - they are still early in their
character development (Berk, 2010). The schools were selected based on
accessibility by the research assistants. The students attended public
schools located in low income areas of the selected urban area. The
procedure for selecting the participating students was as follows:
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•
•

For each class, the names of the students were obtained on the first
visit. After this visit, 10 students (5 boys and 5 girls) were selected
to take part in the study by using simple random sampling.
The classroom teacher for the 10 selected children within each
class was responsible for completing the temperament profile on
each child. At the start of the study, research assistants were
provided with the names of the sampled students. There were two
research assistants in each classroom.

Measures
Teacher School-Age Temperament Inventory (T-SATI). The TSATI is a teacher based measure designed to assess student temperament.
It is an adaptation of the parent report SATI developed by McClowry in
1995. The T-SATI is designed to assess the following 4 dimensions of a
child’s temperament: negative reactivity, task persistence, withdrawal, and
motor activity. Teachers are asked to rate children on the 4 dimensions of
temperament based on their assessment of the classroom behaviour of each
child. The scale consists of 36 items rated on a 5-point Likert-type scale
(ranging from never (0) to always (5)) (Lyons-Thomas & McClowry,
2012). The T-SATI took approximately 10 to 15 minutes to complete. Past
research (Lyons-Thomas & McClowry, 2012; McClowry et al., 2013) has
suggested that the T-SATI has adequate internal consistency reliability
with Cronbach’s alpha scores for the T-SATI dimensions ranging from .70
to .96.
Procedures
Once permission was granted to access the school by the principal,
and classroom teachers signed their informed consent forms to participate,
parents were recruited. The recruitment of parents involved sending
letters, making telephone calls, and conducting brief presentations at
parent meetings. Concerning the T-SATI scale, parents who agreed to
participate also signed an informed consent form.
Four research assistants administered the instrument. Teachers
verbally responded to the questionnaire. Before the implementation of the
study, teachers complained that they did not have the time to sit and
answer 10 questionnaires for ten students as each questionnaire was
estimated to take 10 minutes (10 x 10 minutes = 1 hr. 40 mins.) to complete
(McClowry et al., 2013). The estimated time of 10 minutes for completing
a questionnaire was reported by McClowry, developer of the instrument.
Once the recruiting and selection of teachers and parents were completed,
teachers were told that the items were not about a child's one-off response
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to a situation of stress or change, but to the consistent reaction style that
the child typically exhibits across some situations and settings. These
situations could involve stress or change across contexts. The situations
could be in the classroom or on the playfield. The key word was consistent.

Data Analysis
A series of principal component analyses, using varimax rotation, was
conducted to explore and confirm the structure of the T-SATI using SPSS
ver. 21. Several criteria were used to determine the number of components
to retain. These criteria included eigenvalues greater than 1. An inspection
of the scree plot of eigenvalues shows retention of at least 30% of the total
variability among items, factor loadings of 0.30 or greater, simple
structure, and psychological meaningfulness of the components. In
addition, a parallel analysis was conducted to identify the number of
components to keep. In the parallel analysis, the eigenvalues created from
a PCA conducted on a set of random data were compared to the
eigenvalues found in the PCA. Components whose eigenvalues were
greater than those found in the parallel analysis of random data were
retained. Scores on each derived component were created by summing
scores on the items that made up each component. These component
scores were then correlated with each other.
Ethical Considerations
Ethical approval for this study was obtained from The University
of the West Indies Ethics Committee, and informed consent was received
from all participating parents and teachers.

Results
Principal Components Analysis
Both the qualitative criteria and the parallel analysis suggested
that five components should be retained. However, the fifth component
contained only two items, of which the reliability was low. Raubenheimer
(2004) notes that “the usual case is that a minimum of three items must
load significantly on each factor in a multidimensional scale” (p. 60). As
such, a four-component solution was explored. This analysis retained a
little more than half of the total variability (52.7%) underlying the items.
According to Merenda (1997), this level of total variability is acceptable.
235

Loraine Dale Cook
He stated that, “Whether the determination is made from the original or
the rotated factor or component matrix, the proportion of total variance
will be the same, a rule of thumb to follow is that for the number of “real”
factors or components , the proportion should be at least .50 [50%](p.
158).The four-component solution resulted in four clear components
which could be labelled negative reactivity, distractibility, withdrawal,
and task persistence (Table 1). Two items (“Smiles or laughs with new
adult visitors” and “Approaches children his/her age even when he/she
doesn’t know them”) did not load on any component. Inspection of the
items suggested that the distractibility and task persistence items were
grouped such that the task persistence items were positively worded and
the distractibility items were negatively worded.
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Table 1. Rotated component loading matrix from the four component principal components analysis without the motor
activity items
Component
1
2
3
4
T31

When angry, yells or snaps at others.

.784

T33

Gets mad even when mildly criticized.

.762

T5

Gets angry when teased.

.761

T29

Responds intensely to disapproval (shouts, cries, etc.).

.761

T12

Reacts strongly (cries or complains loudly) to a disappointment or failure.

.736

T27

Makes loud noises when angry (slams doors, bangs objects, shouts.)

.722

T22

Moody when corrected for misbehavior.

.683

T6

Gets upset when there is a change in plans

.665

T3

Gets upset when he/she can’t find something.

.638

T25

Has off days when he/she is moody or cranky.

.600

T17

Gets very frustrated when he/she makes a mistake.

.599
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T16

Quits routine classroom assignments before finished.

.862

T32

Leaves own projects unfinished (drawings, written work, models).

.838

T26

Has difficulty completing assignments.

.812

T2

Does not complete seatwork unless reminders are given.

.742

T8

Switches from one activity to another before finishing the first.

.714

T28

.819

T1

Avoids (stays away from, doesn’t talk to) new guests or visitors in the
school.
Is shy with adults he/she doesn’t know.

T30

Seems uncomfortable when meeting a new student for the first time.

.655

T23

Seems nervous or anxious in new situations.

.653

T14

When meeting new children, acts bashful.

.653

T20
T7

Prefers to play with someone he/she already knows rather than meeting
someone new.
Smiles or laughs with new adult visitors.

T21

Goes back to the task at hand after an interruption

.801

T18

Stays with seatwork until finished.

.760
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T13

Remembers to do assignments without being reminded.

.723

T10

Returns to responsibilities (written work, projects) after an interruption.

.692
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A third principal components analysis was conducted after the
items on the distractibility component were reverse coded. This was done
to see if these items would load on the task persistence component as
Lyons-Thomas and McClowry (2012) reported. Subsequently, apart from
a change in the sign of the loading coefficients, no change in the
component structure resulted. Four components with items corresponding
to the previous four components were found (Table 1).
The internal consistency reliability of the negative reactivity,
distractibility, withdrawal, and task persistence total scores were
estimated. The coefficient alpha scores were all acceptably high (Table 2)
with alphas ranging from 0.76 (Withdrawal) to 0.92 (Negative reactivity).
The four dimensions of temperament were weakly correlated (Table 3).
All items had strong item-total correlations for each of the dimensions –
Negative reactivity had item-total correlations which ranged from .51 to
.77; Withdrawal had item-total correlations which ranged from .38 to .64;
Distractibility had item-total correlations which ranged from .61 to .75;
Task Persistence had item-total correlations which ranged from .50 to .73.
Table 2. Internal consistency reliability of the temperament dimension
scores
Alpha

Coefficient

Negative Reactivity

0.902

Distractibility

0.862

Withdrawal

0.760

Task Persistence

0.774
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Table 3. Correlations between temperament dimension scores
Negative
Attention
Withdrawal
Task
Reactivity
Persistence
Negative
Reactivity

1.000

Distractibility

0.027

1.000

Withdrawal

0.167*

0.119

1.000

Task
Persistence

-0.290**

0.178*

0.079

1.000

Discussion of Findings
Results from the analysis of the data indicated that the T-SATI consisted
of four components in this sample of Jamaican children. The four
components appear to assess negative reactivity, distractibility,
withdrawal and task persistence. Measures derived from the components
all had acceptable levels of internal consistency reliability. This pattern of
findings was different from that found by the developers of the T-SATI
(Lyons-Thomas & McClowry, 2012).
Lyons-Thomas and McClowry (2012) found four clear factors
underlying the T-SATI. They labelled these four components negative
reactivity, task persistence, withdrawal and motor activity. In the current
analyses, four components were also generated from the T-SATI.
However, these four components were somewhat different from those
found by Lyons-Thomas and McClowry (2012). In the Jamaican sample,
the four components appear to assess negative activity, withdrawal,
distractibility, and task-persistence. While both contexts produced a
negative reactivity component, in the Jamaican sample, the items related
to motor activity formed
part of the negative reactivity component. To substantiate this result, the
motor activity items (as found in the analyses by Lyons-Thomas &
McClowry, 2012) were separated from the negative reactivity, and
correlated the revised dimensions to each other. This yielded a strong,
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statistically significant correlation between negative reactivity and the
motor activity items (r = 0.640, p < .01). This suggests that the items
associated with the motor activity dimension in Lyons-Thomas and
McClowry’s (2012) analysis fit with the negative reactivity dimension.
Thus, in the Jamaican context, motor activity did not form a separate factor
of temperament. This suggests that in the Jamaican context negative
emotional labiality is associated with high levels of motor activity. This
was further substantiated by the change in internal consistency reliability
when the motor activity items were included in the negative reactivity
dimension (see Table 3).
While the task persistence dimension was retained in our analysis,
we found that the five negatively worded items, which were a part of
Lyons-Thomas and McClowry's (2012) analysis task persistence
component, formed a separate dimension for the Jamaican context. In the
present study, these items were labelled ‘distractibility’ because the
content of the items reflects problems with attention to tasks at hand. The
items are: “Quits routine classroom assignments before finished”
(Component Loading = .857), “Leaves own projects unfinished (drawings,
written work, models)” (Component Loading = .829), “Has difficulty
completing assignments” (Component Loading = .80), “Does not
complete seatwork unless reminders are given” (Component Loading =
.736), and “Switches from one activity to another before finishing the first”
(Component Loading = .715). The separation of these distractibility items
from the task persistence dimension was substantiated by the high internal
consistency reliability associated with the dimension (Alpha = .862). In
addition, the correlation of these two dimensions were low (r = .178, p <
.05). This suggests that the items associated with distractibility in the
Jamaican context have only small associations to that reflecting task
persistence.
The attributes of Keogh’s et al. (1982) Teacher Temperament
Questionnaire (TTQ) are similar to that of the T-SATI. The results of the
TTQ are also similar to those represented in this study. TTQ factors, such
as the task-related factor, is similar to the task persistence measured on the
T-SATI. The dimensions of the task-related factor are persistence,
distractibility, and activity (Keogh et al., 1982), while the dimensions of
task persistence are persistence and distractibility (Lyons-Thomas &
McClowry, 2012).
Regarding the present testing of the T-SATI in the Caribbean, our
results confirmed that task persistence is a factor of the instrument;
however, as mentioned before in this study, the items measuring
distractibility clustered as a separate factor from task persistence. Also,
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distractibility was not a factor in the TTQ, but was an attribute of the taskrelated factor. The attributes of the T-SATI are confirmed by those
presented in the factor structure of TTQ. Although the labels of the factors
and dimensions are similar to T-SATI, in this study, the factor structure is
somewhat different in regard to the dimensions of T-SATI.
The differences in the factor structure of the items could be
attributed to differences in culture and context. Lyons-Thomas and
McClowry (2012) acknowledge that these differences can influence the
structure of the instrument. They note that “the validity and reliability of
the instrument should be reassessed when used in other studies, especially
when applied to a different racial/ethnic group” (p. 31). Though the
structure is somewhat different from Lyons-Thomas and McClowry’s
(2012), the instrument is useful in helping teachers to understand their
students in a given academic year. Teachers should be trained in how to
use the instrument to assess students’ temperament as this will assist the
teachers in understanding students who may be withdrawn or disruptive in
their behaviour, and thereby enable the teacher to be better able to create
a goodness-of-fit environment.

Limitations and Future Directions
The students’ sample size was relatively small due to the demand for
teachers to rate each child using the instrument. Teachers reported that
completing the measure for different students in their classrooms was
challenging, even though the measure was administered by a trained
research assistant. These findings may not be able to generalise to the
larger population of Jamaican school children rated by their
schoolteachers.
This study represents the first testing of T-SATI in the Caribbean
context. It is also the initial testing of the instrument by researchers,
independent of the developers. Therefore, widespread consistency in the
factor structure in different countries is yet to be established. The fact that
there are differences in the proportion of the total variances of PCA,
Lyons-Thomas and McClowry (2012) results indicate 70%, while this
present study shows 52.7%), along with fact that motor activity was not a
separate factor of temperament suggest that further investigation may be
needed with a larger sample size within the context. Also, future studies
should assess if task persistence and distractibility can be split into
separate dimensions or if they form one dimension, as found by LyonsThomas and McClowry (2012). The constraints do not discount the fact
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that the scale can still be used to give classroom teachers insights into the
temperament profile of their students (see p. 16).

Conclusion
The T-SATI is a reliable measure that appears to represent four critical
dimensions of temperament. T-SATI, as a stable indicator of four
dimensions of children's temperament, will be useful in helping teachers
to understand their students better in a given academic year. In identifying
the different temperaments, both the positives and concerns of specific
temperaments can be determined. Teachers will, therefore, be able to
create goodness-of-fit environment for their students. Such knowledge can
be useful in assisting teachers' understanding of the children with whom
they interact in the classroom and, thus, enhance the teacher-student
relationship. Therefore, temperament should be included in teacher
training programmes and as an in-service training course. The T-SATI
may also allow principals to assess whether the classroom environment
aligns with students' temperamental needs.
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