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ABSTRACT

The purpose of this case study was to reveal the impact of an
English as a second language methods course on the
professional lives of a group of teachers from St. Vincent,
West Indies. The course was offered in Kingstown, St. Vincent
during two consecutive summers, each summer session lasting
two weeks. The course was planned and presented by tutors
from Canada and St. Vincent.

The methodology for this situational interpretive study
involved using journals, letters, interviews, and documents
provided by the course participants in collaboration with the
researcher in order to reveal the insiders’ perspective of the
program and its influence on their lives. The thesis provides
profiles of each of the participants drawn from accounts of
their experiences during and after the workshop. This thick
description, supplemented with photographic illustration,
constitutes the essence of the study.

To reveal the meaning of the program for the teachers,
the researcher located the workshop experience within the
context of the teachers’ personal 1lives, their workplace
conditions, and their cultural milieu. This situational
interpretive approach led to the discovery of several customs
of teaching which appeared to determine the acceptability of
the ideas presented at the workshop. Thus, strategies which
were perceived as improvements to the putative practice of
drilling students were favourably received. On the other hand
the program had 1little affect on the custom of teaching
standard English using a traditional grammar approach.

Many of the untrained teachers stated that the workshop
had helped them to understand the differences between the
vernacular dialect and standard English. This understanding
appeared to generate a more respectful perception of the
Vincentian dialect. As a result, many of these teachers
claimed that in the classrooms, they no longer treated the
local dialect as an inferior version of standard English.

The study led to the discovery of a number of the needs
of the participants, such as the need to improve their
personal skills in using standard English, or the need to
acquire some basic training prior to teaching, needs that had
not been considered during the preparation of the program.
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Chapter 1
THE PROBLEM AND ITS BACKGROUND

In this chapter 1 will discuss the origins of my study:
why it took place and where it took place. I will also
explain why the study may be important. Finally, I will
describe how the thesis is organized, and offer definitions of
several terms that may be unfamiliar to the reader.

Introduction

During the summers of 1990 and 1991 I was involved with
a volunteer inservice program designed to assist teachers in
St. Vincent, West Indies. The Canadian organization
responsible for the program is called the Organization for
Cooperation in Overseas Development (OCOD). OCOD is involved
with summer programs in a number of Caribbean countries. A
map from the OCOD tutor manual showing the location of its
summer programs is included in this thesis as Appendix A.
Briefly, OCOD programs work in the following way. The host
Caribbean country identifies a need for assistance in training
teachers in a certain field. OCOD selects a Canadian
volunteer qualified in that field who then plans a series of
two summer workshops with a West Indian volunteer teacher. 1In
OCOD terminology the Canadian is called the tutor and the West
Indian the co-tutor. These two persons then conduct the
summer workshops in the host Caribbean country. After the
two-phase program has been completed, the Canadian tutor is
often withdrawn, leaving the program to be operated by the
remaining West Indian, now the tutor, and a newly appointed
West Indian co-tutor. Figure 1 illustrates the usual steps in

the program.

Step 1. Host country requests a workshop in a specific area
such as English as second language.
Step 2. Recruitment and selection of Canadian and West

Indian volunteers as workshop leaders: tutors and
co—tutors.

Step 3. Orientation and program planning sessions are held
in Canada for all tutors and co-tutors.
Step 4. Host country arranges for registration of workshop

participants aind makes on-site preparations for the
operation of the workshop.

Step 5. The workshop operates over two summers with the
Canadian tutors and the West Indian co-tutors.
Step 6. The workshop is evaluated and repeated if requested

by the host country. Withdrawal of the Canadian
tutor is encouraged at this point.

Figure 1. OCOD Workshop Planning Scheme
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During the summers of 1990 and 1991 I was the Canadian
tutor for a course called Teaching English as a Second
Language in Kingstown, St. Vincent. I worked with two West
Indian co-tutors during the first summer and with one during
the second summer. There were 24 participants registered in
the first phase of the program and 26 in the second. Twenty-
one actually completed both phases.

At the conclusion of the program each workshop
participant was required to complete a standard evaluation
questionnaire. The questionnaire was designed a number of
years ago for use following completion of all OCOD courses.
The evaluation questionnaire consists of 21 statements to
which the participant is to respond by c¢ircling Agree,
Undecided, or Disagree. A copy of the questionnaire is
included -s Appendix B of this thesis.

The qguestionnaire has four parts. Part A deals with
methodology. Here, most of the statements deal with tutor
competency, e.g. number 3 reads. "Tutor(s) had adequate
knowledge of subject matter". Part B deals with course
content, e.g. number 16 resads, "Amount of subject matter was
appropriate to time allottazd". Part C deals with on-site
facilities, e.g. number 20 states. "Classroom comfort was
adequate". Part D, the final section, has several blank lines
for participants’ comments.

Generally, the evaluation questionnaires completed at the
end of the ESL course were very flattering to the tutors. My
suspicion is that these results reflected the participants’
appreciation for having had the opportunity to meet together
and to share experiences 1in a congenial and polite
environment. Course content too, was generally given high
marks. The section dealing with on-site facilities received
the least favourable results although they were higher at the
end of the second phase than at the end of the first phase
when the program had been held in a very small classroom at a
Technical College r.ght next to the main airport runway on the
island. Local authorities wisely chose a much better site for
the second phase of the program, and this is likely the reason
for the more positive results on the phase two questionnaires.
Participant comments on the final section of the questionnaire
consisted of complimentary adjectives 1like "beneficial",
"helpful", "“successful", "informative", "educational", and
even "inspirational"!

These gquestionnaires do provide OCOD and the host
governments with some information which can be helpful in
making administrative decisions involving the choice of
tutors, materials, and facilities. In the case of the St.
Vincent ESL program for example, the negative reactions made
to statements about the appropriateness of the location for
the first phase of the program may have been a factor in the
decision to choose a different site for the second phase. The
shortcoming of the questionnaire is that it does not address
adequately the question of the impact of the program on the
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professional lives of the participants. Only two statements
on the questionnaire deal with reactions to the program on a
personal level: number 10 reads, "I have Dbe.:.fitted
academically from this", and number 11 reads, "I would like to
participate in another OCOD workshop." All 24 who responded
to the questionnaire on completion of the program circled
Agree for number 10, and all but two circled Agree for number
11. The other two circled Undecided.

This meagre information did not satisfy my curiosity
about the impact of the program on the professional lives of
the participants. The conception for this study then arose as
a result of my desire to know how this inservice program had
affected the participants in their professional lives. As a
result, the intent of the study became to explore the impact
of the inservice program on the professional lives of the

workshop participants.

Purpose of the Study

The purpose of the study was to discover the meaning that
the ESL program had for the participants during and after the
workshop. Two questions guided the research: first, what did
the participants experience in the workshop? second, what was
the impact of this experience on their professiunal lives?

Importance of the Study

Although satisfying my own curiosity was important to me,
I also hoped that the study might be useful to those who are
entrusted to make decisions about future inservice programs in
St. Vincent. A brief description of the program setting may
help to explain this rationale.

Program Setting

St. Vincent and the Grenadines is a small archipelagic
state situated in the windward chain of islands in the
Caribbean. The area of the main island of St. Vincent is 388
sqg. km. and the population, according to a preliminary report
of the Population and Housing Census released Sept. 17, 1991
was 107,598. Historically, St. Vincent became a British
possession in the eighteenth century, and remained so until
the present century. It was administered by the Governor of
the Windward Islands until it became part of the Federation of
the West Indies in 1958. This federation was an attempt to
unify the former British colonies of the Caribbean under a
centralized governing body, but political rivalries led to the
dissolution of the federation in 1962. After this, St.
Vincent was once again governed by Britain until 1967 when it
became a self-governing colony. In 1979, St. Vincent and the
Grenadines (SVG) was established as 2 fully independent nation
within the Commonwealth.



The Economic Situaticn

The mainstay of the economy is in agriculture, forestry,
and fishing. This sector employs about 25% of the working
population. Uncmployment has been estimated at between 30%
and 45%. Foodstuffs account for 80% of the domestic exports,
particulary bananas. Arrowroot starch and vegetables account
for most of the rest. The dependency on the lanana trade with
Great Britain is currently in jeopardy because of Britain’s
commitments to the European Common Market. Agriculture is
vulnerable at the best of times in the West Indies due to the
ravages that can be afflicted by nature. The banana crops in
SVG were almost completely destroyed by a volcanic eruption in
1979, and by a hurricane in the following year.

Like other small states of the Commonwealth, SVG does not
have a great deal of industrialization. Industry is not
attracted to a nation with such a small population. The
domestic market is too small to make investments profitable.
The Gross National Product (GNP) of St. Vincent works out to
be a little more than one thousand dollars (American) per
person per year. This 1lack of wealth becomes a non-
manipulative in the task of managing the country’s economy.

The Education Situation

The problems facing the government of St. Vincent and the
Grenadines (SVG) in providing a basic education for its
citizens are vast. The main problem is the economic one. A
United Nation’s report (1991) states that about 12% of St.
Vincent’s public expenditure is being spent on education,
71.9% of this going to support the free seven-year primary
education program. Of this amount, about 10% goes to maintain
school buildings and furnishings, and to provide basic school
supplies. Donor nations which used to supply assistance in
this area have not been so generous since the recession of the
1980’s. The remaining 90% of the money allocated to education
goes to pay for teachers’ salaries. Yet, teachers’ salaries
are very low compared t» the salaries earned by nurses or
policemen. Young people are not attracted to teaching because
of its low wages, and those who begin a career in teaching
frequently leave when a more lucrative opportunity arises.
Unfortunately, this happens often with those who are most
qualified and who are the most valuable to the system.

The Teacher Training Situation

Another problem faced by the government of SVG is
providing qualified teachers for its schools. In a report
prepared by Binda (1986) for OCOD, he noted that only 27% of
primary school teachers in SVG were trained. This means that
almost three quarters of the children attending the seven
years of primary schooling are being taught by untrained
teachers. Even more disturbing is the fact that the number of
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untrained teachers seems to be increasing. The Teachers’
Training College in St. Vincent offers a two-year training
program and attempts to graduate at least 60 teachers per
year. There is often difficulty in finding candidates with
even minimum academic qualifications to the program: four "O"
level passes on the Caribbean Examination Council (CXC)
examinations with at least a "B" average in English and passes
in two other teaching subjects. Candidates are also expected
to have taught for at least two years before being admitted to
the Teacher Training College. St. Vincent has a very low pass
rate, about 3%, on the regional CXC examinations. This is not
surprising considering the large number of unqualified
teachers. Binda (1986) also notes that there is 1little
assistance given to the untrained teachers: there is a lack of
a school based support system, inadequate teacher supervision,
and few inservice opportunities.

Teachers tend to rely on their personal experiences for
their teaching methodology (Belenky, Clinchy, Goldberger, &
Tarule, 1986; Bruner, 1985; Connelly & Clandinin, 1985;
Eisner, 1981). The untrained teachers of SVG are even more
likely to do so, lacking the opportunity to receive formal
training. In spite of the fact that there are many dedicated
and resourceful teachers among the ranks of these untrained
teachers, there are those who still rely on the various
methods by which they were taught, and prominent among these
methods is rote memorization. There have always been good
students who enierged from this pedagogy, but it is likely that
they succeeded in spite of the system, not because of it. 1In
general, the untrained and unqualified teachers of SVG appear
to be producing untrained and unqualified students. The
education system in SVG seems caught in a self-perpetuating

cycle of despair.

The Lanquage Situation

A further complication in the educational setting found
in St. Vincent is the language situation. The version of
English spoken in St. Vincent is quite unlike the dialects
found in other English speaking countries like Australia,
Canada, United Stazes, or Wales. As Roberts (1988) points
out, these dialects tend to disappear when rendered in print.
This does not occur with the Vincentian dialect. First of
all, there is no official written version of the Vincentian
dialect, and as Brathwaite (1984) explains, efforts to render
West Indian dialects generally intoc print fall far short of
more colourful spoken versions.

The Vincentian dialect developed during the colonial
period, particularly between 1763 and 1838 when slaves were
brought from Africa to work in the sugar cane fields. Because
they came from different African tribes, the slaves did not
share a common language. As a result, they developed a
language based on contact with their European masters. These
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masters themselves often came from various dialectic regions
of Britain so there was not even a consistency in the English
language spoken. A language which emerges from circumstances
like these is called a Creole language (Carrington, 1983).

Hymes (1971) claims that the word Creole came from the
Portuguese word "crioulo" which meant a white man of European
descent born and raised in a tropical colony. Later, the word
came to include non-Europeans, and eventually to the language
spoken in the colonies. Roberts (1988) notes that a French-
based Creole, such as that found in Dominica or St. Lucia, is
often called a patois, whereas an English-based Creole, such
as the one found in Barbados or St. Vincent, is often called
a dialect. To distinguish the common or folk language of St.
Vincent from the more internationally accepted standard
English, the participants in this study most often referred to
the former as Dialect English and to the latter as Standard
English. These two terms will appear frequently throughout
the study, sometimes abbreviated to DE and SE. Occasionally,
a participant will distinguish between Vincentian Standard
English and the Standard English spoken by foreigners or by
local people who have lived for a long period in a country
such as the United States or Great Britain. 1In linguistics
several varieties of Creole are identified, basilect being the
basic form, followed by mesolect, then the most sophisticated,
the acrolect. These forms are not easily distinguished and in
practice, features of one are often found in others. Le Page
(1988 p. 31) argues that "the locus of language is the
individual", and we each can have several varieties of
languages available to us from which to choose for different
situations.

Followiny the abolition of slavery in 1838, Indian,
Portuguese, and British immigrants were brought to St. Vincent
as indentured workers, and the languages these people brought
with them added still more complexity to the Vincentian
dialect. Outside c¢f a number of geographical names, little
French influence can be detected in the local language. The
island was under English domination from very early times.

During the 1960’s and 1970’s linguists produced a large
volume of literature describing the Creoles of the Caribbean,
especially for the larger countries like Jamaica, Guyana, and
Trinidad. In general terms, the Creoles are characterized by
many reductions in form, e.g. the deletion of auxiliary verbs
such as be, do, and have; the deletion of contractible words,
(Roberts, 1988); by short, simple sentences, and a dependency
on extralinguistic centent (Craig, 1988). Some of the general
description of Creoles provided by linguists is applicable to
the St. Vincent Creole, but much is not because (a) Vincentian
Creole differs from the basic Creole forms found on most of
the other islands in that it lacks the French component, and
(b) the Creole of St. Vincent has not been studied to the same
extent as the Creole of many of the other islands. To provide
a more authentic description of the Vincentian dialect I would
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like to quote from notes made during a lecture on this subject
given by C.P. Hall (1990). Here are the distinguishing
features of Vincentian Creole that he described for the

participants at the workshop.

A. Pronunciation Features.

SO WN R

Changing [th] to [t] e.g. think to tink.
Changing [th] to [d] e.g. then to den.

Changing [v] to [b] e.g. naval to nabal.
Deleting final consonants e.g. hold to hol.
Lengthening of vowels e.g. in to een.
Broadening of vowels e.g. pot to pat.

Switching of consonant sounds e.g. film to flim.

B. Grammatical Patterns.
1. Plural: (a) use of number e.g."two boy." (b) use

2.

(o]

7.
8. No subject and verb agreement, e.g. "Joe live in

9.

of "dem", e.g."dem boy", or simply "dem".

Use of Pronouns: (a) as subject e.g."me gwan
home", "me hongry", "me like mango". (b) as
object: e.g."John give me it." (c) as
possessive: e.g."Give me me book",

"Me can na fin me shoe."

Distinction in Gender depends on contextual
clues. e.g. "E done nuam e dinner" might
mean "He doesn’t want his dinner", whereas
"E ah beat e pickney like uf e ah wun
daag" may mean "She is beating her child
as if he or she were a dog."

Redistribution for emphasis, e.g."Me feel sick
sick", or "De boy stupid stupid."

The word "a" can have several prepositional
meanings: e.g." Me gwan a town", meaning
I’'m going to town, "E fish dey a pat
already" meaning the fish is already in
the pot, and "She dey a de carna" might
be the answer to the question "Where
sister?"

Questions asked in statement form, e.g. "You see
de man?" or "You have a spare pen?"

No linking verb, e.g. "I tired" or "She lazy".

town." or "My brother like football."
Avoidance of the passive voice, e.g. "De egg
break" or "De fish selling.”

10. No apostrophe to show possession, e.g. "De man

house." or "Joan book."

11. Use of "na" to show negative, e.g. "Me na know",

or "Me na feel good."

12. Some verbs are used for both present and past

tense, e.g. "Ah buy it las week" or "She
eat me mango las night."
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In terms of status, Standard English has always had more
prestige than Creole English in the Commonwealth states of the
Caribbean. Carrington (1983) points out that in these states
Standard English has always been the official language, the

language of control. Standard English has international
currency. Well educated people speak Standard English, and it
has a well known literature. By contrast, Creole is the

language of the uneducated. Since it is for the most part an
oral language, it has no long tradition in literature or
scholarship. Craig (1986) reports a direct link between
language use and socio-economic status throughout the West
Indies. Both Craig (1986) and Roberts (1988) note that the
poor and rural population tend to speak Creole, whereas the
economically advantaged people whe live in urban areas speak
Standard English.

Braithwaite (1984) and Devonish (1986), however, point
out that Creole has gained in status in recent years, and is
now found in courts, in the media, and in political speeches,
although not in political policy. Some West Indians aow
associate Creole with liberation from foreign domination and
oppression. Some use Creole as a way of expressing their
national pride.

The language situation in the West Indies has always
presented a problem for educators. The language of
instruction in schools throughout the Commonwealth nations of
the Caribbean has been English from colonial times to the
present. For many years it was believed that the presence of
Creole was the cause of low levels of proficiency in English
language performance, and consequently its eradication became
one of the functions of the school (Roberts, 1988). Even
after independence during the 1950’s and 1960’s, it was
generally believed that with increased use in communication
and education, Standard English would quickly replace Creole.
Devonish (1986) savs that this did not happen because the
teachers and their pupils were well matched linguistically.
They were all Creole speakers. During the past few years
there seems to be a growing realization that Creole is a
legitimate language in its own right. This change of status
has been aided by linguists who have determined that Creole
has all of the same basic structures of any recognized
language, and is not simply bad English. Roberts (1988)
claims that many teachers, especially the younger ones, now
support the view that rather than replacing Creole, Standard
English should be taught as a second language, ©one to be
taught in addition to the native language.

A number of reasons have been suggested to explain why
West Indian students have not generally achieved high levels
of proficiency in English language. Many of these reasons
refer to unsatisfactory teaching practices. Craig (1976)
noted a preoccupation among educators with correcting errors
rather than emphasizing the building of self-confidence. He
said that examinations were determining course content,
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teaching methods, and even text book writing. Roberts (1988)
believes that language is being taught through "dissembling"
and "hyper correction." He states that language cannot be
taught in isolation, and native-like speaking ‘proficiency
cannot be achieved through formal education alone.

Craig (1984, p. 1) identifies the teaching of reading in
English to Creole speaking children as a major educational
problem. He explains that the Creole speaking child has to do
two things at the same time:

(1) to learn the relationship between written or printed

shapes and the meanings they represent; and (2) to

perceive or vocalize the letter meaning in terms of

English sounds, English word forms and English syntax.

For the Creole speaker learning to read, both of these

things are new and have to be learned. For the English

speaker, however, only (1) has to be learned since (2) is
automatic.

Suggestions for improving the teaching of English
language skills abound. It seems that there is no shortage of
experts in this field. A common feature among these
suggestions is the recognition of Creole as a distinct and
independent dialect, not just some flawed form of English that
must be corrected. Some form of second language teaching
(Carrington, 1983), or a form of bilingual or bidialectic
education (Devonish, 1986) are among the suggestions. Having
West Indian children begin schooling in their native language
has some support in the research. In studies by Downing
(1984) in Papua New Guinea, and by Modiano (1968) in
Guatemala, children taught to read first in their native
lar.guage read with more comprehension than children who were
taught first in their second language. Goodman (1973) and
Hayden (1985) argue that if reading is considered a process of
prediction, integration, and confirmation, then reading in the
child’s first language should be advantageous. It is difficult
to ascertain just how relevant this research is to the
situation in the West Indies, particularly in St. Vincent,
because the option of having children begin to read in their
first language does not exist, there being no reading material
developed in Creole. In Canadian French immersion classes at
the kindergarten level, where reading is not taught, students
are exposed to a great deal of the second language but are not
required to communicate in that language. They may continue
to use their first langauge. In most provinces they begin
reading in the first grade in the second language, and
according to Swain (1974), Genessee (1979), and Cummins
(1983), there are no negative effects on the children’s first
language. I hasten to add, however, that although this
alternative may seem to have attractive possibilities for the
St. Vincent situation, there are major differences in the
social, political, economic, and educational environments
between Canada and St. Vincent. To conclude this discussion
then, looking to the research done in other countries fails to
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produce a tailor-made solution to the language teaching
problem in St. Vincent.

Improving These Situations

Under these conditions what can be done to help? Many
authors, Bacchus (1987), Brock (1987), Farrugia (1987) and
Fergus (1987), appear to support a diversified approach to the
kind of problems facing SVG. There is no simple solution.
Local control, use of local personnel as much as possible,
acceptance of foreign aid that does not have conditions
attached, formulations of clear policies, and effective
coordination of all efforts are all suggested guidelines for
successful and sustainable development.

For the desperate circumstances facing education in SVG,
the OCOD summer workshops seem insignificant, yet for a
sizeable number of teachers these workshops may be the only
professional training they get. During the summer of 1991,
there were 11 OCOD workshops held in SVG, nine on the mainland
of St. Vincent, and one each on the Grenadine islands of Union
and Bequia. Over 200 teachers attended these workshops. The
program with which I was associated was one of those held on
St. Vincent.

What these workshops actually accomplish 1s not really
known. The format for the workshops was established about 20
years ago. In 1990 the Canadian International Development
Agency (CIDA) reduced the amount of funding to OCOD, forcing
the organization to make Lwo significant changes: first, the
former three-phase workshops were reduced to two phases, and
second, face to face program planning between Canadian and
Caribbean tutors was to take place every second year rather
than each year. Other than these changes, the workshop format
has gone unchanged since it was initiated in 1973 in spite of
the fact that considerable innovation has taken place in Third
World development theory and practice (Bacchus & Brock, 1987),
and in in-service practices (Campbell, 1990) since that time.
The only feedback that is available, to the best of my
knowledge, is the questionnaire mentioned above, a similar
questionnaire filled in by the tutors, and a debriefing
session held for all tutors at the conclusion of each summer

program.
The importance of some form of evaluation is made clear
in the Binda report (1986): "OCOD must embark upon an

evaluation of its trainees in situ, as they are implementing
skills learned in the workshops. It does not make sense to
deliver programs and not evaluate their implementation, use
and effectiveness" (p.9).

In an unofficial conversation with the St. Vincent 0OCOD
team leader during the summer program of 1921, I was told that
there was definitely an interest by Vincentians in having some
form of evaluation of the OCOD programs. Both Binda and the
St. Vincent team leader have recognized the importance of
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foreign assistance through such programs as those offered by
OCOD, but they also recognize the importance of evaluating
these programs periodically so that appropriate adjustments
can be made in order to maximize the benefits.

Interest in a formative-style of evaluation of an 0OCOD
program was also expressed to me in separate conversations
with several people as this study was being considered: the
acting Chief Education Officer for the Ministry of Education
for SVG, the Executive Director of OCOD (since deceased), and
the chairperson of the Board of Directors for OCOD. All these
people, it appears, had thought about carrying out some kind
of program evaluation, but for one reason or another had never
initiated one. This study, however, does not go as far as
this paragraph may lead one to believe. The purpose of this
study is more heuristic than evaluative. It is more concerned
with discovering meaning than assigning value. As such, it is
intended to serve a process of formative evaluation by
providing the voice of one of the stakeholders in the process.

Organization of the Thesis

The first chapter of this thesis has dealt with the
introduction of the problem, the rationale for doing the
study, and a description of its setting. The second chapter
will deal with how the research was conceived: its parameters,

format, orientation and mehodology. Chapter three is a
description of the experience of the ESL program from the
perspective of the researcher. The fourth chapter is an

account of the research procedures, and the fifth, the
profiles, is a description of the ESL program and its impact
on the lives of the participants in the year following the
program taken from the perspective of each of the
participants. Chapter six is an attempt to re—interpret the
experiences provided in the preceding descriptions using a
thematic scheme. The seventh chapter attempts first, to draw
some conclusions from the case study, and second, to make some
observations about the needs of the participants.

Definitions

In keeping with the narrative style of this thesis, many
explanations are included in the text. Due to the cross-
cultural nature of the study, however, there may be some terms
that are unfamiliar to readers. Included among these are the

following.

O-levels and A-levels: refers to secondary school
examinations provided by the Cambridge examination council.
The letter O stands for ordinary, and A stands for academic.

CXC Examinations: These are examinations created by the
Caribbean Examination Council uniquely for Caribbean students.
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Many Caribbean nations now use these examinations rather the
ones produced in Cambridge.

Infant 1: Children begin school at age 4 or 5 in SVG.
Their first year is called Infant 1, and the second year
Infant 2. They then proceed to Junior 1 through to Junior 5,
at which point they write the Common Entrance Examination,
formerly called the ll-plus examination. If this examination
is completed successfully, students may proceed to secondary
school. Please note that the number of secondary positions is
restricted. If students are unsuccessful at writing the
Common Entrance Examination, they must remain in primary
school for a further three years, called Senior 1, 2, and 3.
If students are successful during these three years they may
have another opportunity to enter secondary school. Secondary
school years are called Forms 1 through 6.

Headmasters: The administrator of a primary school in
SVG is called a headmaster, or occasionally a head teacher.
The administrator of a secondary school is called a principal.

A number of expressions may occur in the dialogues of the
participants which are unfamiliar to the reader. Hopefully,
these will be understood from the context. Some common words,
however, have a meaning which I did not at first recognize.
For example,. the first meaning I think of when I hear the
word "writing" is the process of putting ideas of paper. The
first meaning of the same word for the participants was
handwriting. To "call" for the participants means to read
aloud correctly a word or words from a reading selection. To
"humbug" means to bother. One of the fascinating aspects of
this study was the ongoing negotiation for meaning.



Chapter 2
PLANNING THE STUDY

This chapter deals with how I conceived of the study and
how I went abcut planning for it. The chapter begins by
defining the starting point and boundaries of the study
followed by an outline of the philosophical foundations of the
study. Then I explain why the case study format was chosen.
This is followed by an explanation of the orientation of the
study. Following this, there is a description and explanation
of the methodology that was chosen, and a section describing
how the information resulting from the study was to be
processed. The chapter concludes with an explanation of how
I proposed to maintain control of the quality of the research,
and a statement of commitment on preserving ethical standards.

Extent of the Study

The starting point for this study was the ESL program
provided by OCOD at the request of the Department of Education
for St. Vincent and the Grenadines. This program consisted of
two phases: a two—week program in July of 1990, and another
two-week program in July of 1991. In all, the program
involved 100 hours of in-class time. The study involved the
21 teachers who completed both phases of the program. All but
four of these were untrained teachers. At the beginning of
the first phase, most had taught for at least one year. Few
had the minimum qualifications for acceptance to the Teachers’
College. For many of the participants this short program was
their only exposure to a teacher training program. This ESL
program then, was the centrepiece of the study, the dialogical
focus for the research.

If the ESL program is considered the centrepiece of the
study, the boundaries of the study are defined by the
experiences of the workshop participants. Although it was
intended that the study be confined to experiences 1lived
during the workshop and in the classrooms following the
workshop, the study was occasionally led beyond these confines
into other, but related domains of experience.

The study was grounded in the experiences of the workshop
participants in order to provide them with means to express
their own points of view, the insiders’ points of view, or
what Denzin (1989) and Noddings (1986) call the emic view.
Many people shared in the development and delivery of this
program, but not the participants. It was developed in what
Adams (1990, p.381) calls a "rationalist planning model."
That is, it was developed by so-called outside experts in
response to the assumed needs of those targeted. On the
opening day of the program the participants were given the
opportunity to respond to the announced goals of the program,
but in reality this was only a token gesture because each

13
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lesson plan c¢f the precgram had :lready been prepared. No
representative of the participants ever attended a debriefing
session following completion of the workshops. Participants
have been essentially voiceless in the process.

Philosophical Foundations

Since this study focuses on the experiences of
participants at a workshop and the effect of those experiences
on their subsequent professional behaviour, philosophical
questions arise as to what constitutes these experiences and
how they can be observed.

Alfred Schutz (1953) claims that in the common sense
world of everyday working and living we each develop a "stock

of knowledge at hand." This "stock of knowledge at hand" is
composed of intellectually created constructs related to our
everyday activities. These constructs are our reality. We

acquire many of them through contact with our contemporaries:
parents, friends, and teachers, some through literature, and
the rest as a result of our own actions. Because of this
diversity of origin, our "stock of knowledge at hand" is
personal and unique. Since this knowledge acts as a guide in
interpreting new phenomenon, new constructs are conceived in
relation to existing ones.

Using Schutz’s philosophy as underpinning for this study,
it occurs to me that the word "experience" may be defined in
two ways. First, if we think of the ESL workshop as an
experience, then it is the individual interpretation of the
workshop that is the experience. To think of the event as
having an independent reality is meaningless. 1In the verbal
corollary to this definition, "to experience" would refer to
the interpretive process taking place during an activity such
as the ESL workshop. Second, in the common sense world of
everyday living, the word "experience" is often used in a
collective sense, referring to an accumulation of
interpretations. Thus, when I speak of the participants’
experience in the classroom I may be referring not just to a
single action, but rather to many actions over a period of

time. In this collective sense of experience individual
constructs tend to lose their identity to broader, more
typified <constructs. This second interpretation of

experience, in my view, would constitute one component of
Schutz’s more extensive notion of "the stock of knowledge at
hand." The word "“experience" will be used in bocth of the
above senses in this study.

The second philosophical question asks for a rationale to
explain how it is possible to observe these subjective and
biographically rooted experiences. Observing another’s
behaviour is achieved by what Schutz calls "the reciprocity of
perspectives", and he admits that it is only partially
possible. Schutz believes that there are layers of behaviour,
some of which are observable, some impenetrable. The
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reciprocity of perspectives involves attributing a perspective
to another person. This is the only way we have to grasp the
meaning intended by another person. In order to attribute a
perspective to another person the observer must try to stand
in the other’s shoes, to adopt a kind of alter ego. This is
only possible if the observer shares, or has knowledge of the
biographical nature of the other, and if the observer is aware
of the other’s motives for involvement in the activity.

This phenomenological rationale rests on the following
assumptions. First, the reciprocity of perspectives assumes
that in the common sense world of everyday living there is a
sameness in the way we interpret our own actions and the
actions of others. The second assumption is that there is a
causal relationship between biographic <condition and
behaviour. My own acceptance of these assumptions and to
Schutz’s philosophy generally forms the theoretical foundation

for this study.

Format of the Study

Since the research deals with a rather unique, bounded
phenomenon, it lent itself well to a case study approach.
This choice appears to be well supported by the descriptions
given by a number of authors. Stake (1988) believed that case
studies focus on bounded systems, illuminating their
unigqueness and providing the reader with a narrative,
vicarious experience., Guba and Lincoln (1989, p.74) agree
with this position: "We agree with Stake’s judgement that the
role of the evaluator can be to provide narrative accounts
that provide vicarious experience. The case study seems to be
an ideal form for that purpose." Merriam (1988, p.33) adds
that "The case study has proved particularly useful for
studying educational innovations, for evaluating programs, and
informing policy." Merriam (p. 9) defines the case study as
"an examination of i specific phenomenon such as a program, an
event, a person, a process, an institution, or a social
group." She lists the characteristics of a case study as
"particularistic, descriptive, heuristic and inductive." (p.
11). Patton (1990, p. 54) states that case studies "become
particularly useful when one needs to understand some special
people, particular problem, or unique situation in great
depth." Finally, Yin (1989, p.13) points out that the case
study is the preferred strategy "wher the investigator has
little control over events, and when the focus is on a
contemporary phenomenon within some real-life context."

These descriptions provide a fairly clear conception of
a format that lends itself well to this study. First of all,
the situation is unique in a number of ways: it is a cross-—
cultural program; the program was arranged and presented to
teachers by teaching representatives from each of the two
countries involved; this was the first program in ESL teaching
methodology offered in St. Vincent. Second, the phenomenon is
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bounded: it deals with a specific population and their
reactions to a specific event. Third, the purpose of the
research is heuristic, that is, the intent is to reveal the
insider’s point of view to the program sponsors to assist them
in maxing well informed decisions. Fourth, the situation is
a real-life one, not purposefully contrived or manipulated by
the researcher.

Orientation of the Study

The purpose of this study was to discover the meaning the
ESL workshop had for the participants, and the meaning it
subsequently had in their professional lives. Having defined
the philosophical foundations, the boundaries, the approach,
and the setting of the study, I would like now to explain the
orientation of the study.

Guba (1990, p. 17) defines a paradigm as "a basic set of

beliefs that guide action." Patton (1990, p. 37) defines a
paradigm as "a world view, a general perspective, a way of
breaking down the complexity of the real world." Although

some paradigms actually seem to exacerbate this complexity,
for the purpose of this study I will use the term paradigm in
the sense of an orientation, a general perspective, and a
basic set of beliefs.

Using Aoki’s (1984) analysis of Habermas’ (1972)

paradigms: a) ends - means, b) situation interpretive, c)
critical orientations, I have chosen the situational
interpretive paradigm for the following reasons:

appropriateness to the study and personal convictions.

On the question of appropriateness, Crandall (1990) and
Lecompte (1990) both advise a pragmatic approach to the choice
of orientation for a study: the focus of the study should
determine the orientation of the research. Following this
advice, the choice of the situational interpretive paradigm
seems appropriate. It focuses on the emic view, the insider’s
point of view. It concerns itself with the participants’
meaning of real life experiences as they occur in natural
settings. It is dialogic and hermeneutic, in that meaning is
made clear through collaborative interaction. It is holistic,
taking into account both the explicit and tacit knowledge of
the participants. It is inductive, grounded in the experience
of the participants. Finally, it lends itself to formative
evaluation and to Third World program evaluation.

From the point of view of personal convictions, the
situational interpretative orientation fits well with what I
believe about language and meaning. I’m sure the reader will
notice the influence of a number of authors such as Bruner
(1990), Krashen (1981), and Guba and Lincoln (1989) to name
only a few, in the following statements. Here are three
propositions about my personal beliefs that I see as being
relevant to the choice of the above paradigm. First, language
is symbolic and is learned through interaction with others.
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The symbols we attach to what we learn are determined by our
personal experience. These symbols, however, are acquired
only through participation. Language learning is not like a
spectator sport. It demands involvement. Second, the arena
for learning a language is the social world in which we live.
Language is socially constructed. We each create our own
realities, but we also share many of these created realities
with others, providing us with enough constancy to function
effectively within our communities. Third, we tend to select
what we learn. Whether we are learning a second language or
preparing a thesis we are sensitive to those things which we
deem valuable or relevant to our needs.

In this study of the impact of the ESL program on the
participants I recognize that each one will have begun the
program with unique biographical experiences. I helieve that
the participants have individually constructed beliefs about
teaching. Some of these beliefs will be held in common with
their peers. The program itself may have provided an
opportunity for the sharing of these beliefs. The program may
also have introduced alternative constructs, thus provoking an
examination of, or a reflection upon, existing constructs. The
assumptions arising from my propositions are: first, that the
constructs held by the participants are indeed transformable;
second, that any transformations that occur will be done
selectively; and third, that since constructs are created in
the arena of social interaction, then they should be studied
in the same arena.

Methodology

As Brimfield, Roderich, and Yamamot (1983, p. 10) state,
"The methodology must issue from the [research] question."
The question in this study involved an exploration of the
impact of an imported program on the professional lives of the
program participants. To be responsive to this question for
me meant choosing a methodology which suited a case study
format and a situational interpretive orientation.

Three important design components stand out: first, the
methods chosen had to reveal in depth the lived world of the
participating teachers; second, revelation had to come
voluntarily through the voices of the participants; and third,
a variety of means had to be found to reveal this experienced
world.

Various writers comment on the importance of finding
meaning which is deep (Denzin, 1989), tacit (Spradley, 1980),
below the surface (Patton, 1990), or inner (Eisner, 1991).
The most common way of arriving at this point is through thick
description. Eisner (1991, p. 15) attributes this concept to
Clifford Geertz (1973). Denzin (1989, p. 33) calls it "the
cornerstone of interpretive studies." There appears to be
widespread agreement on the importance of this concept. It is
supported by researchers such as Guba and Lincoln (1989),
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Miles and Huberman (1984), and Patton (1990). Providing thick
description consequently was fuindamental to this study.

The second important design component involved finding
suitable methods to give voice to those participants who chose
to collaborate in the research. Much has been written in the
past decade about the need to inveolve teachers in the research
process rather than making them the focus of the research
(Braun, 1990; Britzman, 1986; Reason, 1988; Schon, 1983). 1In
this study the voices of the participants were the most
strategic component. That component forms most of the
substance of the thick description.

The third design feature important to this study was the
choice of methods which would reveal the lived world of the
participants. A variety of methods provides a way of looking
at the same phenomenon from different viewpoints. This is
called triangulation (Denzin, 1978). Mathison (1988, p. 15)
explains that the value of this strategy lies in providing
"more and better evidence from which researchers can construct
meaningful propositions about the social world." This study
included a variety of methods to search for meaning.

The Researcher

Although a variety of methods were used in this study,
there was only one real research instrument, and that was the
researcher. Sanders (1979) has written that if the purpose of
the evaluation is summative, then the evaluator should be
someone who is independent of, and unaffected by the object of
the evaluation. If, on the other hand, the evaluation is to
be formative, then the evaluator should be someone who is
close to and knowledgeable about the object of the evaluation.
Since this study is deemed to be closer to the formative model
than the summative one, I can qualify on at least half of his
criterion: I am knowledgeable about the program, having been
one of its authors. Not being close to the program does pose
an interesting but not insurmountable problem which will be
explained a little later.

Being the research instrument, howzver, makes it
necessary to explain briefly the relationship between myself
as researcher and the participants. In order to have a
successful relationship between the researcher and the
participants there must be a feeling of trust, mutual respect,
and professional equality between them, according to Connelly
and Clandinin (1990) and Lincoln (1990). Fortunately, I have
enjoyed a good relationship with the participants, having
worked with them during the summers of 19890 and 1991. The
relationship between the researcher and the participants also
involved collaboration. The nature of this collaboration saw
the researcher being active in the process of exploration, but
more neutral conceptually than the participants. The role of
the participants on the other hand was more responsive and
conceptually more illuminative. The key task for the
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researcher in this relationship was to search constantly and
recursively for clear images of meaning.

The Methods

The methods I chose to use in this study were 3journal
writing, letter writing, interviews, and an exploration of
documents.

During the course of the second phase of the ESL program
I asked the participants to keep a daily journal on their
personal thoughts or reactions to the program. A one-page
handout was prepared to explain the purpose of the journal.
An exercise book and a pen were provided to each participant
for use in keeping their journal. Usually about 15 minutes
were set aside at the end of each day for journal writing.
Most participants shared their journals with me. I read their
entries, responded to them, and returned the journals as
promptly as possible. Sixteen participants chose to leave
their journals with me on the last day of the program. These
journals provided insights on the day to day impact of the
program. A sample of one journal entry is attached as
Appendix C.

From Connelly and Clandinin (1988, 1990) I took the idea
of using letter writing as a second method of data collection.
The letters served two functions: first, I was able to
maintain a long-range dialogue with the participants, and
second, letters were a way of recording on-going reflections
about the impact of the program in their daily experiences in
the classrooms. Before leaving St. Vincent at the end of the
second phase, I provided each participant with a dozen stamped
and addressed envelopes, a pad of writing paper, and several
ball point pens so that there would be no expenses borne by
them. For each letter I received, a response was prepared and
returned. A sample of one letter that I received is attached
to the thesis as Appendix D.

The third method of data collection was through
interviewing the participants. I proposed to carry out both
individual and group interviews. Individual interviews were
easy to carry out because I was able to travel to the
participants’ schools and visit them in their own classrooms
prior to the interviews. Distances are not great on the
island and the public transportation system allowed me to
travel throughout the island at reasonable cost and with only
a few complications.

The interviews were open—-ended, having a minimum of
structure. This strategy is the one favoured by Denzin
(1989), Eisner (1991), Mishler (1986), Osborne (1990), and
Patton (1990). Prior to each interview I would review what
the participants had written in their journals and in their
letters. Comments about this previous correspondence usually
got the interview off to a good start. I also prepared myself
for interviews which might have stalled or went seriously off
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topic by carrying with me a little card where I had written a
number of topics. Following Denzin’s (1989, p. 42) advice,
the order and the phrasing of these topics were not in any
particular order and were "altered to fit the individual."
Figure 2 is a copy of what I called my interview guide. After
the first or second interview, I found that I no longer had to
refer to the interview guide, although I continued to carry it
with me. The literature on interviewing contains many
suggestions on techniques that can be used during interviews.
I read these carefully even though I have had training and
experience in interviewing first as an army personnel officer
and later as a school administrator.

Group interviews appeared to be a promising source of
data, a lot of the information coming from extensive
literature on Focus Group interviewing. Krueger (1988) claims

Reasons for choosing ESL program.

Journal based questions.

Letter based questions.

Most important thing learned at the workshop.
Most pressing need.

If redesigning program, what changes to be made.
Use of handouts and course products e.g. charts,
pictures, book making.

8. Describe a day at the workshop.

9. Describe a day of going to school.

10. DE and SE

11. Lesson planning

12. Reading and teaching aids

13. Tell me about yourself.

~SJonrb WN R

Figure 2. Interview Guide.

that group interviews promote self-disclosure. Patton (1990),
quoting Brown et al (1989) says, "They give rise
synergistically to insights and solutions that would not come
about without them." Stewart and Shamdasani (1990, p. 36)
say, "People do in fact behave differently in groups than when
alone." They claim that in the group situation there can be
a "snowball effect" where one idea creates others. They talk
of a sense of security provided by the group, and a
spontaneity not found in individual interviews.

It was not my intention to run Focus Group interviews
with participants as this strategy is really designed to probe
for quite specific information from a targeted group e.g. in
marketing a new product. Nevertheless, the group aspect of
the strategy was appealing. Focus groups usually involve from
five to eight, or even twelve interviewees. Sessions last
from one hour to one and half hours. Professionally run group
interviews such as these, however, often take place under
ideal conditions with excellent acoustical and recording
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facilities. Because I did not expect to be operating under
ideal conditions, my inclination was to hold group interviews
with groups of three to five participants, and lasting not
more than an hour. I had hoped to enlist the support of my
co-tutor to help me find an appropriate location for these

interviews.
I looked to the interviews as being as valuable source of
data collection. My feeling was that face to face

conversations would provide the best opportunity for the
participant and myself to arrive at clear constructions of
meaning. I was prepared to arrange for more than one
interview if it was necessary. The interviews were to be
carried out with only those who volunteered, and they were to
be tape recorded only with the permission of the participants.

The last source of data that I hoped to use I am calling
miscellaneous documentation. Glaser and Strauss (1967),
Patton (1990), and Eisner (1991) have all pointed out that
this area has often been overlooked by researchers. They were
referring to documents like 1lesson plans, tests, picture
files, homework assignments, photographs, and others. I took
along a 35 mm camera and a video camcorder to assist me in

recording this documentation.

The Interpretation of the Data.

In this study I was concerned with clearly articulating
the multiple realities grounded in the experiences of the
participants. Consequently, the focus of attention was on the
ideas, the feelings, and the images expressed by the
participants. Interpretation had to involve "making sense"
(Bruner & Haste, 1987) of these ideas, feelings, and images.
It was an on—-going activity requiring reflection and
imagination (McCutcheon, 1990), and intuition (Merriam, 1988).
Above all, it required constant verification of propositions
with the participants.

Figure 3 was adapted from models developed by Miles and
Huberman (1984), and Strauss and Corbin (1990). This model
was to provide me with a valuable procedural guide for the

interpretive process.

Quality Standards.
Unlike the ends-means paradigm which has a long tradition

of using wvalidity, reliability, and generalizability as
quality criteria, the situational interpretative paradigm,
because of its different world view, cannot use the same
criteria. At the same time, however, qualitative researchers
must provide their readers with some demonstrable evidence
that their work has been carried out carefully and honestly,
and that their reports provide an accurate account of the

phenomenon being studied.
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1. Collect data (journals, letters, interview
transcripts, and documents).
2. Reduce data by eliminating material unrelated to the
research.
3. Assign an identifying tag to each statement of
selected data.
4. Put each statement on a sorting card or onto a
computer sorting program.
5. Label each statement as to its conceptual content.
6. Establish categories based on conceptual statements.
7. Analyze and verify categories through questioning
and constant comparison.
8. Develop propositions from connections perceived
among the categories.
9. Develop displays to show relationships between
categories.
10. Make revisions when new understandings occur.
11. Verify propositions through feedback to

participants, through reflection, and re—-assessment.
12. Prepare a manuscript on the research.

Figure 3. Procedural Guide for the Interpretation Process.

With respect to the idea of objectivity, Firestone (1990,
p. 111) writes, "If reality is socially constructed, then
objectivity is impossible." Lather (1990, p. 319) redefines
objectivity for qualitative researchers as "being aware and
honest about how one’s own beliefs, values, and biases affect
the research process." It is an existentialist fact that I
have been involved in the process of illuminating the
realities of the participants. A constant effort was made to
neutralize as much as possible the influence of my own
beliefs, values, and biases in this process. I believe that
the constant feedback of propositions to the participants,
which Guba and Lincoln (1989, p. 224) call "member checks",
and which Strauss and Corbin (1990, p.62) call "constant
comparison" have helped to do this. I also hoped to involve
my co—-tutor as an outside but knowledgeable "reader" to serve
as a further check on my neutrality.

A second criterion I proposed is one suggested by Lincoln
and Guba (1885): consistency and dependability. To me, this
meant providing the reader with assurances that the same
paradigm and procedural guidelines were followed throughout
the research. This criterion has been met by maintaining a
record of all transactions that occurred during the study.
This log or audit trail, to use Lincoln and Guba’s term, has
been kept and is available for the reader’s scrutiny.

Another quality criterion I proposed was that of
truthfulness. I believe that this is what Connelly and
Clandinin (1990) have named verisimilitude. Eisner (1991)
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uses the term referential adequacy, and Lincoln and Guba
(1985) refer to truth value when referring to this quality.
This is the criterion for assuring the reader that what is
reported is in fact an accurate portrayal of the reality of
the phenomenon. The idea of this standard, regardless of its
various names, has been met by providing thick description and
by using a triangulation strategy for collecting data.
Finally, the concept of generalizability, alternatively
called transferability by Guba and Lincoln (1989), refers to
that characteristic of a study which makes it useful or

applicable to some other person, group, Or situation. As
such, it is not so much a standard of quality as it is a
standard of relevance. Findings of one case study are

generalizable only to the degree that their idiosyncrasies
match in some way the idiosyncrasies of another phenomenon,
and as Eisner (1991, p. 204) points out, it is not the
researcher who decides this, but "the reader makes the
generalization." The responsibility of the gqualitative
researcher here 1lies in interpreting the phenomenon being
studied with as much fidelity and plausibility as possible so
that the information provided might be useful to stakeholders
in evaluating the phenomenon under study or other phenomena
having similar characteristics.

Ethical Considerations.

Because this study involved the revelation of the
insiders’ points of view, the participants were vulnerable to
certain risks. There existed the possibility that by
expressing unfavourable points of view individuals might harm
themselves professionally. To prevent as far as possible that
possibility, I took several steps to protect the
confidentiality of remarks made by the participants.

First, there was a full disclosure (Patton, 1990) of the
purpose and methodology of the study to the participants.
Second, consent to participate in the study was voluntary
(Eisner, 1991), and the participants were told that they could
withdraw from the study at any time. Third, all participants
were referred to by pseudonyms throughout the text. Fourth,
the process of the research was carried out in a naturalistic
setting where the participants were not manipulated in any way
(House, 1990). Fifth, because the research focused on the
thoughts and feelings of the participants, care was taken to
articulate these thoughts and feelings accurately. Draft
copies of relevant portions of the text were sent to each
participant for correction and/or comment before the final
draft of the thesis was submitted. Sixth, throughout the
study I have attempted to treat the participants and their
views with respect and sensitivity.



Chapter 3
THE ENGLISH AS A SECOND LANGUAGE PROGRAM

This chapter describes my background in second language
teaching in order to provide the reader with a conception of
my perspective towards teaching ESL. It then goes on to
describe the planning and operation of both phases of the ESL
program on St. Vincent and my reactions as a participant in
the program.

The Researcher’s Background

During the summers of 1990 and 1991 I was the Canadian
OCOD tutor for ESL in St. Vincent. The reason why I was
selected for this position was not because I knew anything
about the language situation in St. Vincent, but because of my
training and experience elsewhere. I would like to outline
briefly that training and experience because I feel it is
relevant to understanding my perceptions of my role as a
participant in the workshop.

I began teaching as an untrained High School French
teacher in 1957. The method used in teaching second languages
then was the Grammar-Translation approach, the method by which
I had been taught as a student and the same method that had
been used to teach foreign languages for literally hundreds of
years. Using this method, my students learned to read and
write well in the target language while listening and speaking
skills were given minimal attention. My training in second
language teaching the following year consisted mostly of
literature study and a program in phonetics.

In the 1960’s the audio-lingual approach, one based on
behaviourist principles became a popular method. After I had
taken intensive training and began using this approach, I
found that my students were able to reproduce sentences in the
target language with native-like accuracy, but only in
response to specific questions or situations. Their
pronunciation was very good, but their other language skills
were not well developed. I also learned a good deal about
maintaining tape recorders and film-strip projectors during
this period.

From 1965 to 1967 I taught in Zambia with Canadian
External Aid, now called the Canadian International
Development Agency (CIDA). I spent a year teaching mainly
English in a secondary school and the second year as Head of
the English Department in a new Teacher Training College. Two
years later I was back teaching a course in ESL at the
University of Ethiopia in Addis Ababa. During my term there
I was privileged to teach a demonstration lesson for the late
emperor Haili Selassi, the Ras Tafari, revered by members of
a West Indian cult called the Rastafarians. My teaching

24
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strategies at this time were a combination of traditional and
behaviourist methods.

The influence of Piaget (1969), a developmentalist,
turned my attention from external manipulation of the learner
through traditional or behaviourist methods to focus on the
role played by the individual. Having a better idea of how a
child develops through stages made me realize that teaching
has to be adjusted to the learner’s level of development.
Chomsky (1969), who proposed the theoretical existence of a
Language Acquisition Device or LAD, and Slobin (1971), who
postulated a Language Acquisition Support System or LASS,
helped me to realize that the learner is an active participant
in language learning, not a vessel to be filled. To
sociolinguist like Haliday (1975), Hymes (1972), and Heath
(1986), I am indebted for helping me realize the extent to
which our social environment plays in shaping our language
learning. I began to realize that language learning does not
take place in isolation. It is not a freestanding body of
knowledge. Language is learned through interaction between
humans. This interaction in the context of culture determines
the very essence of communication. Communicative competence
becomes an important aim of learning language.

During the 1970’s and the 1980’s I was very active in
promoting and maintaining programs in ESL and French Immersion
in Brandon, Manitoba. The approach that I espoused for
learning a second language was an eclectic one. During the
1980’s I was strongly influenced by T.D. Terrell (1977), J.dJ.
Asher (1977), and Stephen Krashen (1987), and the so-called
Natural Approach to learning languages. The influence of
these writers will likely be seen in the ideas and vocabulary
used to describe the ESL program for St. Vincent. Here is a
set of statements that set out my current beliefs about
language learning.

1. Learning language is natural.

2. We learn best from whole to part, however, some things
must be learned from part to whole, especially in the
written language.

3. We learn best when learning has a purpose.

4. We learn best when learning is relevant.

5. We learn best when the subject matter is interesting.

6. We learn best when there is a sense of ownership in
deciding what is to be learned.
7. We learn best when we participate in the process.
8. We learn best in a positive environment.

ESL Programs in the Caribbean

My first teaching experience in the Caribbean was in
Dominica during the summers of 1987 - 1989. The ESL program
followed there was almost a carbon-copy of a model program
that had been designed by another ESL teacher and myself on
the request of the Executive Director of QOCOD. This model
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program was to be a guide for any tutors assigned to teach a
program in ESL on any of the islands served by OCOD. My
Dominican co-tutor for this three—-phase program was in
complete agreement with using this model program. She had not
been trained as a second language teacher although she did
speak both the local Patois and English.

Following the completion of this program in 1989, OCOD
was forced to curb its spending due to a reduction in the
funds it received from CIDA. As a result of this financial
problem, the three-phase ESL program planned for St. Vincent
was reduced to two phases, and the West Indian co-tutors were
not brought up to Winnipeg for the annual planning sessions.
No alternative measures for planning were developed outside of
communicating by mail. Even had we been allowed a day
together for planning after our arrival in St. Vincent, the
program might have been better co-ordinated. As it turned
out, there was little co—ordination. This seemed to bother me
more than it did the two West Indian co-tutors. For the first
week we divided the class time roughly into thirds, and each
of us led the class in the direction of our own expertise, one
co—-tutor on English grammar, the other on differences between
the local dialect and standard English, and myself on
approaches which had been recommended in the model program.
I'm not saying that this wunco-ordinated approach was
necessarily bad. Indeed, the participants appeared to enjoy
the change of pace and content that each of us presented! At
the end of the first week of the program came another surprise
when one of the co-tutors announced plans to leave for a
singing tour to several other islands, and consequently would
not be returning to the program. During the second week then,
the remaining co—-tutor and myself divided the class time in
half and we each proceeded with our separate agendas. Here is
a summary of the content and my perceptions of the first two-
week program taken from my notes and lesson plans. The course
goal and the topics to be covered were drafted by the two West
Indian co-tutors.

Phase One of the St. Vincent ESL Program

This first phase of the ESL program took place at the
Technical College next to the airport in Arnos Vale, St.
Vincent. The classroom was of adequate size for a class of 12
or 15 adults, not for a class of 26. Oral communication was
impossible while airplanes were preparing to take off.

Course goal

The goal of the program is to help trainees to become
more efficient in the teaching of English as a second
language.

Topics to be covered
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General linguistic theories.

The nature of language.

The relationship between language and culture.
The psychology of first and second language

The language situation in St. Vincent.

Basic comparison of English and the local dialect.
Writing objectives for language skills development.
Assessment of student language proficiency and

1.
2.
3.
4,
acquisition.
5.
6.
7.
8.
progress.
Day 1 Program

1.

Opening Ceremonies.

Tutors introduce themselves and the topics they intend
to cover during the workshop. Short discussion
session.

Short period of silent reading: books supplied by
Canadian tutor. Note: Nancy Drew and Hardy Boy books
are taken first. Professional books are ignored.
Informal discussion on the role cf reading: led by

. Lecture on use and importance of the English language:

Introduction and distribution of handouts provided by
the Canadian tutor, Tutor C.

Review of Day 1: Tutor B
Approaches to teaching second languages: presentation

Variety of languages: presentation by Tutor B
The importance of grammar: presentation by Tutor A
Model story reading: presentation by Tutor C

Language situation in St. Vincent: Tutor B
Approaches to teaching second languages: Tutor C
Lesson plan preparation: Tutor A

Language across the curriculum: Tutor A
Psychology of language acquisition: Tutor B

Listening and Speaking skills: Tutor C

Factors influencing the use of standard English and
dialect English: Tutor B

Story reading modelling: Tutor C

3.
4,
Tutor A.
5
given by Tutor B.
6.
Day 2 Program
1.
2.
by Tutor C.
3.
4.
5.
Day 3 Program
1. Review: Tutor B
2.
3.
4.
5.
6.
Day 4 Program
1. Review: Tutor C
2.
3.
4.
5.

Language across the curriculum, identifying and
improving incorrect sentences: Tutor A

Day 5 Program
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Review: Tutor A

Listening and speaking skills, continued: Tutor C
Language situation in St. Vincent: Tutor B

The use of poetry: Tutor B

Review of grammar points covered during the first
week, discussion on grammar teaching: Tutor A
Evaluation and discussion about first week: Tutor A

[+ W

ay 6 Program

Review and plan for week 2: Tutor A and C

. Teaching vocabulary to second language learners: Tutor
A presentation

Teaching reading to ESL students: Tutor C

Story reading modelling: Tutor C

o W N = O

Day 7 Program

1. Story telling and reading: Tutor C
2

3

. Review of work covered to date: Tutor A
. Grammar - common structures and irreqularities: Tutor
A presentation
4. Teaching writing to ESL students: Tutor C
5. Silent reading

Day 8 Program

1. Story telling and reading: Tutor C

2. Grammar - common problems and corrections: Tutor A
3. Writing for ESL students: Tutor C

4. Make and Take session — visual aids

Day 9 Program

1. Writing letters: Tutor A

2. Songs and games in ESL: Tutor C

3. Grammar — common errors and their corrections: Tutor
A presentation

4. Review of strategies for teaching language skills:
Tutor C

Day 10 Program

1. Preparation for Open-House display

2. Open-House visitations to all OCOD programs
3. Closing Day Exercises

4. Debriefing session for all tutors.

Many of the workshop participants kept journals during
the first phase of the program. Time was usually set aside
for writing ir the journals during the final minutes of class
each day. These 3journals were usually handed in to me or
sometimes o Tutor A. Most journal entries provided a summary
of the day’s activities, and sometimes a comment was added
about whether or not the day had been enjoyable. There were
quite a number of complaints about the crowded conditions of
the classroom, a few about the heat, and some about the food
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supplied at lunch time. The journals were used mainly as a
check to see how the program was being received by the
participants. When I asked at the beginning of the second
phase to see if anyone had kept the journals from the previous
year, only one had done so. The rest had used the exercise
books supplied for journal writing for some other purpose. A
small number of participants wrote to me during the months
between phases one and two, the letters conveying friendly
news items about health, family, and events. The research
study was begun after the conclusion of the first phase of the
ESL pre:iram.

Other impressions that I recall about the first phase of
this program include the following. Unlike in Dominica where
most of the participants had been trained teachers, only three
participants in the St. Vincent program had completed the two
years of training offered at the Teachers’ College. One
participant had just completed her first year of training and
was about to enter her second. The others were all untrained.
Of these, nine had been out of secondary school only one year
and had taught that year. The others had taught from 2 years
to 20 years. Most of the participants taught children between
the ages of 7 and 12. A few taught infants, aged 4 to 6, and
one taught secondary school children aged 13 to 15 years. I
remember puzzling over where the starting point should be in
a program offered to such a diverse group. Time, however, did
not allow for lengthy deliberations. Rightly or wrongly, my
starting point would be this: I would explain how ESL is
taught in the school where I worked. Because I was not
familiar with the local situation I would make it clear to the
participants that they would have to judge what might work or
not work in their classrooms.

Another anxiety I experienced during this first phase of
the program was the emphasis on the teaching of grammar.
Hadn’t I gone through this before? About 30 years ago? Tutor
A seemed quite convinced that in order to teach children
properly the trainees had to have a thorough knowledge of the
content of what they were to teach, and they had to teach
grammar. I didr’t have the courage to tell Tutor A that I
didnft know some of the grammatical terms used during these
classes myself! I recognize that a knowledge of grammar is
quite helpful at times in order to identify and correct an
error in a sentence, especially in written language. However,
I also recognize from experience the limitations established
by a grammatical approach to learning a second language. Was
I then in St. Vincent to instigate some kind of language
teaching revolution? I finished the first phase of the
program with the strong impression that language teaching
practice in St. Vincent was firmly anchored on a foundation of
English grammar. I resolved not to challenge existing
practices and thereby not offend either local institutions or
personnel. I would continue to demonstrate alternative
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practices as best I could and hope that the participants and
Tutor A would not reject them outright.

A third and vivid impression left with me from that first
phase program was the discomfort endured by the whole class by
being assigned to a classroom about half the size of a normal
Canadian or Vincentian classroom in very nLct and humid
conditions. Although nothing was done during the program to
correct this problem, and perhaps nothing could be done, I was
relieved to learn later that the O0COD workshops would be
operating from a different site for the following year.

Phase Two of the St. Vincent ESL Program

In describing this phase I will present first: the
program as planned, second: the program as presented, and
third: notes and comments from my own journal.

Goals of the program

The goals and the plans that follow were completed by
Tutor B and myself, Tutor C, during a weekend planning session
held in April, 1991 in Winnipeg, Manitoba. Tutor A did not
participate in the second phase of the program. No
explanation was ever given for her exclusion. A sample OCOD
workshop planning guide is included as Appendix F.

1. To assist participants to understand and develop

skills for teaching ESL.

2. To promote the appreciation and acceptance of the

validity of both Dialect English and Standard English.

3. To review the differences between Dialect English and

Standard English.
4. To review the different approaches used to teach ESL.
5. To assist participants to develop skills in lesson
planning with particular focus on writing objectives
for language skills development.

6. To assist participants to develop strategies to

evaluate student language proficiency and progress.

7. To provide a forum for airing and discussing problems

encountered in teaching English.

Day 1 as planned.

8:30 ~ 10:30 Opening ceremony: all attend.

10:30 -12:00 1Introductions: Tutor B to arrange an ice-
breaker for new and old participants.
Feedback session: both Tutors to assist in
involving participants to recall what had
been taught and learned during the first
phase of the program.

12:45 - 1:30 Tutor C to arrange an activity which would
introduce the participants to working in
groups.
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1:30 = 2:15 Tutor B to review and lead a discussion on
differences between Dialect English and
Standard English (L1 and L2).

2:15 - 2:30 Time set aside for journal writing.
Materials needed for the day: name tags,
hand-out on program outline, exercise books
and pens for journal writing.

Day 1 as presented

9:00 - 10:00 Opening ceremony at Peace Memorial Hall.

10:30 -12:00 Tutor B presented a get—-acquainted type
activity for the participants. A feedback
session ended before noon so Tutor C began
a group activity about 11:30.

1:30 - 2:00 Group activity continued.

2:00 - 2:15 Tutor B introduced the topic of differences
between L1 and L2.

2:15 -~ 2:30 Tutor C read over the hand-out with
participants on journal writing.
Participants spent some time writing in
journals.

Day 1 notes and comments

Dick (fictitious names have been given to all other 0OCOD
tutors) and I had breakfast at 7:00 and we left at 7:45 with
Rachel and Sabrina for the primary school where we were to
begin teaching. The opening ceremony was to begin at 8:30 in
the school hall but since we were unable to get into the
school on the weekend we wanted to go early to find our
classrooms, locate our teaching supplies we had packed in
early May, find the toilets, the lunch room, etc.

I had been assigned classrooms 15 and 16 on the third
floor of this two-year old school. I took me close to a half-
hour to carry up my supplies and books, putting them first in
room 15, then after deciding the second was better equipped,
hauling everything into room 16. Later in the day with Tutor
B’s. assistance we moved everything to room 18 because rooms
15, 16, and 17 could not be locked. The school is quite
accessible to anyone who wants to get in, and the locks to
rooms 15, 16, and 17 had all been broken.

At 9:00 the ceremony in the hall began. The half-hour
late start gave us a chance to get a little organized at
least. The opening ceremony consisted of the usual
introductions and awards for long service. The acting Chief
Education Officer (CEO) in his short address emphasized two
priorities of his department: a) parent education and b)
improving the learning environment. He did not have much to
say about the former, but had several suggestions for the
latter. First, he emphasized that although the curriculum
allowed for 975 hours of instructional time, in reality only
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400 =500 hours were actually achieved. He saw two main
reasons for this loss of time: a) time was lost due to extra
curricular activities, and b) time was lost due to the
improprieties of teachers such as staying home when they were
ill, or sleeping in. Second, the learning environment could
be improved by having teachers actually implement the ideas
and training they received in workshops like the O C O D
workshops.

The Minister of Education, after a few introductory
remarks, carried on where the CEO had left off, noting the
absence of any representative from the St. Vincent Union of
Teachers on the stage. There is obviously an on—-going feud
here because the same thing happened the previous year. It
looked like a deliberate boycott to me. The teachers were
th2n criticized for tardiness, e.g. coming to school as late
as 10:30 after picking bananas. He encouraged teachers to be
dedicated, to work towards the betterment of St. Vincent and
the Grenadines, to teach not 3just the things that they
expected would be on the G.C.E. exams (General Certificate of
Education exams are the equivalent of our High School final
exams), and to avoid confrontations with Headmasters and
parents. He said that 90% of Vincentian children were now in
school, and that a new Education Act soon to be given second
reading would improve education in the country.

Our classes began a little late, but we managed to cover
most of the agreed program. Tutor B led the participants
through a get-acquainted exercise where they were to observe
someone else 1in the <c¢lass unobtrusively and write a

description and some speculation about that person. They
shared their descriptions and tried to guess who was being
described. There were some embarrassing moments e.g. one

description made a pointed reference to a mole on a lady’s
face, but in general the participants seemed to enjoy the
activity. While this was going on, I was sorting through our
boxes of supplies.

I then conducted what we called a group—-dynamic activity
based on 1ideas Dborrowed from "“co-operative learning"
literature. This took till noon and beyond.. We discussed
briefly the usefulness of this approach to a class in ESL, and
brainstormed for a few ideas. Then I introduced our hand-out
package, went over the course objectives, and explained my
research project. Then I read over with them the hand-out on
journal writing. During this time, Tutor B was making a class
list and preparing a sheet for attendance. This would be used
for calculating transport money and meal allowance.

Tutor B did a short session on L1 and L2 differences,
abbreviated due to the shortness of time, then we allowed the
participants 15 minutes for Jjournal writing, bringing the
class to a close.

The staff meeting which followed was like a debriefing of
the day’s activities. There was discussion about supply
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shortages, an error in the type of marker pens sent, problems
of transport, etc.

Day 2 as planned.

8:30 - 10:15 Review approaches to teaching ESL - Tutor
C to conduct review.
10:30 -12:00 Guest presentation - Tutor B.

12:45 - 1:30 Practice in writing objectives — Tutor C.
1:30 - 2:15 Objectives writing continued — Tutors B and
C to conduct a joint session.

2:15 - 2:30 Journal writing.

Day 2 as presented.

8:30 - 10:30 Story reading and review of approaches to
teaching ESL — Tutor C.

10:30 -12:00 Lecture on differences between Dialect
English and Standard English — Tutor B.

12:45 - 2:15 Explanation of goals, aims, and objectives,
followed by modelling and practice session

- Tutors B and C.
2:15 - 2:30 Journal writing.

Day 2 notes and comments.

I decided to begin reading a story every morning at 8:30.
Many of the participants come in late, so this might
profitably fill in that time we usually spend just waiting for
everyone to arrive. If they enjoy the story, maybe they’ll be
encouraged to come on time?

I felt that the session on the roots of ESL teaching,
that is, the philosophical, psychological, and sociological
roots, went fairly successfully. Tutor B referred to it
several times during his presentation on language differences
between Creole and Standard English. His presentation was
quite animated with lots of examples of creole structures. It
was similar to what he had done last year. I found it very
interesting. The afternoon session on objectives appeared to
go very well, likely because I took a simple theme and gave
lots of practice.

A few participants handed in journals today which I took
home to read so that I could prepare responses. Most entries
were very short, expressing pleasure and interest in the

course.

Day 3 as planned.

8:30 — 10:15 Review lesson planning — Tutor B.
10:30 -12:00 Prepare lessons in groups for presentation
on Day 4. - assisted by Tutors B and C.
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12:45 - 1:30 Presentation on the development of
listening skills - Tutor B.

1:30 - 2:15 Lesson plan preparation in groups - both
Tutors.

2:15 - 2:30 Journal writing.

Day 3 as presented.
8:30 — 10:15 I read two short chapters of Fantastic Mr.

Fox. Lesson planning reviewed — Tutor B
and C.

10:30 -12:00 Groups worked independently preparing
lessons.

12:45 - 1:30 Some suggestions were made for improving
pronunciation, e.g. using minimal pairs
exercises - Tutors B and C.

1:30 — 2:15 Work resumed on lesson preparation.

2:15 - 2:30 Journal writing.

Day 3 notes and comments.

I woke up early worried that the program would turn into
a remedial English course. This was an impression I had
picked up from observing the participants work on their lesson
plans. I took the first opportunity I had in the morning
session on lesson planning to reinforce the fact that the
program was to acquaint people with ESL methods. I used the
same simplified format I had used last year separating the
grammar—translation approach, the audio-lingual approach, the
natural approach, and eclectic approach. I demonstrated the
approaches by going through a lesson plan from beginning to
end. The participants appeared receptive to this. I
developed a short story by using one of the participant’s
bracelets although she seemed embarrassed by the attention.
The lesson planning seems to be very interesting for the
participants. A large number of journals were handed in
today.

After classes we stood out in the parking lot waiting for
the. final team member to exit the school so that we could all
go back to our hotel. One of the Canadian team members was in
conversation with a member of the St. Vincent team. I
ovverheard the Vincentian mention that there was some concern
being expressed that there was little evidence of improvement
in teaching standards as a result of the OCOD workshops. The
Canadian said that she wondered if the participants might not
be implementing the ideas that they were learning because of
the absence of support from their Head Teachers. She did not
have any administrators in her class, and her impression was
that Head Teachers did not know what was going on at the
workshop and consequently might not be supporting any changes
in strategies. The Vincentian tutor, who happened to be a
Head Teacher, thought there might be some truth in this
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speculation, but pointed out that there were several
administrators enroled in the OCOD courses.

Day 4 as planned.

8:30 - 10:15 Teaching reading in ESL classes — Tutor C.

10:30 -12:00 Lesson presentation by groups - Tutors B
and C.

12:45 - 1:30 Reading continued: USSR - Tutors B and C.
Presentation on oral language competence —
Tutor B.

1:30 -~ 2:15 Continue with lesson on oral competence —
Tutor B.

2:15 - 2:30 Journal writing.

Day 4 as presented.

8:30 — 10:15 Began with devotions, then story reading
before getting into topic: teaching
reading.

10:30 -12:00 Pattern practices and substitution drills
- Tutor B.

12:45 - 1:30 Make and take session on charts for
pattern practices and substitution drills
- Tutor B.

1:30 - 2:15 Completion of charts and further work on
lesson plans for the presentations now
scheduled for tomorrow. — Tutor B and C.

2:15 - 2:30 Journal writing.

Day 4 notes and comments.

This morning several participants requested that we begin
the class with prayers and the singing of a hymn. They
volunteered to take turns doing this each morning. I decided
to make my presentation on reading as participatory as
possible so I divided the class into four groups, giving each
group copies of different articles I had selected from
magazines. I instructed them to read the articles, write a
short summary and report back to the main group. First I
thought 10 minutes would be enough time, then 15 minutes, and
eventually 35 minutes to read and summarize each article. On
their return, I asked each group to pose questions after each
summary was presented. The exercise worked well except that
it took an hour to complete and put me far behind in the
lesson. I’11l have to finish tomorrow.

Tutor B took the second period and introduced pattern
practices and substitution practices. This was followed by a
make and take session where the participants prepared
substitution practices on manilla tag and made folders to hold
them. Tutor A’s opinion is that this may be the only way to
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get the participants to practice these things. If they make
things to use, then they will be more likely to use them.
This exercise took most of the rest of the day. Some worked
on the lesson plans for the lessons they are to present in
class tomorrow, but as one participant remarked, "We’s in the
mood to make and take now."

Day 5 as planned.

8:30 — 10:15 Teaching writing in ESL - Tutor C.

10:30 -12:00 Practising writing activities: groups to
prepare a lesson on a writing activity -
Tutor C and B.

12:45 - 1:30 Practice in editing and sharing writing -
Tutor C and B.

1:30 - 2:15 Discussion forum on teaching strategies
and problems - Tutor B and C.
2:15 - 2:30 Journal writing.

Day 5 as presented.

8:30 — 10:15 Devotions and story followed by Tutor B
lecture; completion of yesterday’s lesson
on reading by Tutor C.

10:15 -12:00 Participant lesson presentation followed
by discussion.

12:45 - 1:30 Participant lesson presentation followed
by discussion.

1:30 - 2:15 Discussion on problems of teaching English
language in schools - Tutor B and C.
2:15 - 2:30 Journal writing.

Day 5 notes and comments.

I had quite a good sleep last night, that is until 5:15
when someone arriving to work in the kitchen below turned on
the radio loud and left it that way. We were at school early
because it was decided that our car should leave first both in
the. morning and after classes were finished, this due to a
mix—-up yesterday after school when one of our team members
stayed an extrz half hour without telling anyone. Each of the
two drivers thought that the other one had taken her and as a
result no ¢ .e had. As it turned out she walked the three
miles back to the hotel, although she could have taken a local
van for $1.00 (about 50 cents Canadian).

The workshop participants straggled in until past 9:00.
When most had arrived, we had our little devotion ceremony and
then I was to take over. However, today Tutor B decided to
give a lecture on the declining morals throughout the island,
and extolled the teachers to be models of propriety, and to do
their level best to turn the tide of corruption, etc. As a
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result of this unexpected sermon, I had to really scramble to
finish my goal of completing the section on reading.

This just wasn’t a very good day for me. I sometimes
really wonder how much is being learned. After going over 20
suggestions for improving the teaching of reading, two groups
out of four had great difficulty even deciding on two ideas
they could use to teach a nursery rhyme. Frustration!

The participants’ lessons were done by two experienced
and trained teachers. We’re now calling these lessons
"Demonstration lessons", but I don’t know who coined the term.
None of the untrained teachers volunteered to do one of these
lessons in front of their peers. The lessons were done not
badly, but showed little awareness of ESL techniques. The
lessons were on prepositions and plural nouns. Both lessons
got bogged down in arguments about grammar! Grammar rules!
I did what I thought was a tactful critique of the lessons,
being very positive and complimentary, pointing out how an ESL
teacher might have done the same lesson. For example, instead
of using pictures to illustrate prepositions of place, I would
use children and their belongings to involve them more in
learning.

I'm looking forward to the weekend. We’re going to climb
up to the volcano crater.

Day 6 _as planned.

8:30 - 10:15 Modelling experimental approach to writing
—Tutor B.

10:30 -12:30 Rationale and arranging the field trip -
Tutors B and C.

12:45 - 1:30 Field trip - Tutor B.

1:30 - 2:15 Conclude field trip and follow-up — Tutors
B and C.

2:15 - 2:30 Journal writing.

Day 6 _as presented.

8:30 — 1u:15 Devotions and Story followed by writing
activities planned but not presented on
Day 5.

10:30 -12:00 Demonstration lessons presented by
participants originally planned for Day 5.

12:45 - 1:30 Planning for the field trip, planning for
a performance item at the closing day
exercises.

1:30 - 2:15 Make and take session: preparing charts
for substitution drills - Tutors B and C.
2:15 - 2:30 Journal writing - some still finishing

charts.
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Day 6 notes_and comments.

The day began with a surprise: someone slipped into our
Team Leader’s room last night while he was sleeping and took
his briefcase. In the morning the briefcase was found on a
wall in the hotel parking lot, with all the contents laid out.
Only the money had been stolen - about $150.00 (E.C.). The
moral of the story: lock your room door!

Participants slowly arrived at the classroom so by about
9:00 we were able to start with the usual devotions and
Fantastic Mr. Fox. Then 1 went through the prepared material
on writing — some 37 ideas. We made simple booklets and some
participants wrote little stories to put in them.

Later on, we had another demonstration lesson by one of
the trained teachers. It was very heavily weighted towards
grammar rules. In the follow-up both Tutor B and myself tried
to emphasize the importance of practice over explanation, he
with flashcards and charts, me with manipulating real things.
It was good to feel that we were more or less in agreement on
the inappropriateness of the academic and grammatical approach
to learning the second language, although our ideas on a
suitable replacement approach are different: his being more
deductive, and mine more inductive.

The afternoon was spent mostly making charts for
substitution drills from bristol board and mounting some

pictures for a picture file. This was foliowed by a
discussion on the possible uses and preparations for a field
trip. We also had an animated discussion on what kind of

performance item we would present at the closing day
exercises. Because we are in the final phase of the program
we are expected to present an item before the certificates are
handed out.

Day 7 as planned.

8:30 - 10:15 Developing language appreciation through
poetry, drama and songs - Tutor B.

10:30 -12:00 Questioning skills for ESL - Tutor C.

12:45 - 1:30 ESL strategies across the curriculum -

Tutor C.

1:30 - 2:15 Exploring iaeas for cross—curricular use
of ESL strategies — Tutors C and B.

2:15 - 2:30 Journal writing.

Day 7 as presented.

8:30 - 10:15 Preparation for the field trip - both
Tutors.

10:30 -12:00 Field trip to Hiroun Brewery -
arrangements made by Tutor B.

12:45 - 1:30 Follow—-up activities to f: ..d trip - both
Tutors.
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1:30 - 2:15 Resolving the closing day item impasse —
both Tutors.
2:15 - 2:30 Journal writing.

Day 7 notes and comments.

All the teachers on the island got paid today, being the
last day of July. As a result, no one showed up to class till
10:00. At 10:15 we left by school bus on our field trip to
the Hiroun Brewery. The brewery bottles most of the beer and
a number of soft drinks sold on the island. The field trip

took until 11:50. We were a few minutes late for 1lunch.
Several people did not return to class after lunch. They
complained of being tired. In the afternoon I went over

several suggestions on how the field trip might be followed
up. They did not seem to be particularly interested. I had
the impression that they looked on the field trip as an outing
rather than as a model of something they might try with their
own classes.

Later in the day I introduced Dennis Lee’s poem Alligator
Pie as a suggestion for a program item at the closing day
exercises. I showed them that some words could be changed to
make the poem more appropriate for a Vincentian audience and
this seemed to catch their imagination. Soon there were
several versions of the poem and even a new name: Vinci
Flavours, suggested by one of the participants. We added a
verse to the poem incorporating most of the participant
suggestions, then practised it a few times as a group
presentation. Tutor B suggested a gift exchange among all the
participants since our program was coming to an end. This
idea was accepted and we all put our names in a box, then drew
a "secret friend" for whom we were to buy a modest gift. The
day ended with silent reading and journal writing.

Day 8 as planned.

8:30 - 10:15 Evaluation in the ESL classroom:
presentation on current practices,
followed by some practice exercises for
the participants - Tutor C and B.

10:30 -12:00 Discussion about preparing for the 11+,

. the common entrance exams — Tutor B.

12:45 - 1:30 Preparing a booklet of teaching materials
- Tutors B and C to assist.

1:30 - 2:15 Continue work on preparing booklet.

2:15 - 2:30 Journal writing.

Day 8 as presented.
8:30 - 10:15 Presentation on evaluation practices in

ESL classrooms followed by some oral
discussion and exercises - Tutor C.
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10:30 -12:00 Tutor B tied in the evaluation strategies
discussed above with questioning
strategies we had not covered yesterday.
General discussion.

12:45 ~ 1:30 Asking questions — models from workbooks -
Tutor B.

1:30 - 2:15 Answering questions and correcting work
from the model questions - Tutor B.
2:15 - 2:30 Journal writing.

Day 8 notes and comments.

Only five of us were there at 8:30 today. Tutor B,
somehow anticipating this late start, arrived at 8:40. Most
participants arrived shortly after 9:00. We had our religious
exercises and I was asked to say a prayer! Then we sang,
shook hands, and hugged each other. A number of them said
they loved me — I'm glad my wife isn’t here!

I began with a couple of chapters from Fantastic Mr. Fox.
I had chosen the book partly because I thought I could finish
reading it and give it to someone before the end of the
program. Then I presented some ideas on evaluation, both
formative and summative. We had quite a lot of discussion and
they contributed much more to the discussion than usual. Maybe
all that physical contact is worthwhile? For example, one
participant suggested keeping a sheet on each student in order
to keep a record of their reading development. I quickly
encouraged this kind of evaluation practice.

After the break, Tutor B took over and brought in the
whole area of asking questions. This lesson virtually took
the rest of the day. He brought in a number of exercises on
forming questions from what looked like an American workbook.
The participants were required to complete the exercises. I
did the exercises too. As he predicted at lunch time, many of
the participants had difficulty completing the exercises. One
participant had great difficulty in reading this sentence: "He
had to have an injection." The difficulty lay with the double
use of the verb - to have. Her preference was to say "He have
an injection."™ To her, that made more sense. During the
afternoon class while we were discussing Qquestioning
strategies, a man passing through the school yard called to us
with a question of his own. Tutor B wrote his question on the
chalkboard: "Wey arya na stap home an sleep?" Translated into
Standard English this becomes: "Why don’t you all stay at home
and sleep?"

Day 9 as planned.

8:30 - 10:15 Preparation of ESL resource booklet — both
Tutors to assist. Materials needed: duo
tangs, paper, glue, scissors etc.
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10:30 -12:00 Completion of booklet - both Tutors to
help.

12:45 - 1:30 Course evaluation: distribute 0OCOD
questionnaires and collect them after
completion.

1:30 - 2:15 Discussion about follow—up plans and
research project.

2:15 - 2:30 Journal writing.

Day 9 as presented.

8:30 - 10:15 Materials were distributed for making a
resource booklet. Discussion took place
as the various handouts were assembled to
be put in duo-tangs - Tutor C and B.

10:30 -12:00 Conclusion of discussion on questioning
and exams - Tutor B.

12:45 - 1:30 Picture mounting session. Materials:
manilla tag, magazine pictures, scissors,
glue. Materials distributed for research
project: paper, envelopes, stamps and pens
- Tutor C.

1:30 - 2:30 Practice poem for the closing day ceremony
- Tutor B. Decorating room with charts
and pictures for tomorrow’s visitation by
other workshop participants and tutors.

Day_9 notes and comments.

Another late start this morning. It rained steadily for
an hour and a half. We finally got going about 9:15 with
devotion exercises and completion of Fantastic Mr. Fox. I ran
quickly through a hand-out on integrating ESL in Math,
Science, and Social Studies while we were assembling our
resource booklets. Tutor B spent some time discussing the
Common Entrance Exam with the participants. Apparently
Barbados is considering abolishing the exam and setting up a
High School entrance exam to determine student placement.
This was done many years ago in Great Britain. The
participants thought it just as wise to leave things the way
they were: a system everyone understands. Another reason for
leaving the situation unchanged is because at the present time
there aren’t enough places in secondary schools for everyone
to attend. Therefore there has to be a system of elimination
in place. Education as yet is not compulsory in St. Vincent,
although after the new Education Act is passed, primary school
education will be made compulsory. The participants seemed to
agree that most mothers wanted their children in school by age
five, but there was not the same desire for sending them to
secondary school. For one thing, attendance at secondary
school is quite expensive. For another, there no longer
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seemed to be much of an advantage to have a secondary
education. There weren’t any jobs anyway.

Tutor B asked the participants to write a thank-you
letter to the manager of the Hiroun Brewery for hosting our
field trip. At the end of the day he received only two
letters. Disappointed, he decided he would choose one of the
two, edit it, and have it sent to the manager on behalf of the
class.

Many participants did not return to class till about
1:30. They were off shopping for exchange gifts- a little
stimulus to the local economy, but not much help to our

program! After they returned I distributed the stamped
envelopes I had addressed to myself by hand, writing paper 1I
had bought, and pens. We then did some picture mounting,

taped up some charts and pictures on the classroom wall for
tomorrow’s visits by other classes, and finished by practising
our poem for the Closing Day Exercises tomorrow afternoon.

During the evening I tallied up the results of the
trainees’ evaluation questionnaires vefore handing them in to
our team leader. The tally sheet that I used is attached as
Appendix G. Here is a short summary of the results.

Part A of the questionnaire is entitled Methodology. It
is really an evaluation of the tutors’ performance. The
results were very complimentary towards the tutors, their
goals, their knowledge, flexibility, language use, etc. Part
B of the questionnaire carries the heading Course Content. It
deals with the relevancy of the course topics to the trainees’
teaching assignment, the 1local situation, and to their
educational background. The one statement which shows a
skewed response asks whether or not the amount of subject
matter was appropriate to the time allotted. Fifteen of the
twenty-four who responded to the questionnaire agreed that the
amount was appropriate, nine were undecided, and two
disagreed. Unfortunately, there is no way of knowing whether
the contert for these individuals was too great or too little,
so the questionnaire item is not of much help. Part C of the
questionnaire deals with the on-site facilities such as room
comfort, the length of day, the dates of the workshop, the
duration and frequency c¢f breaks, and the size of the class.
The results from this section of the questionnaire were also
quite favourable. The final section of this document asks for
comments from the trainees. The full list of responses is
given in Appendix G, but as a sample of the responses, eight
said that they had learned new teaching methods, eight also
said they had learned a great deal, six said the workshop was
successful, three found it educational, two found it
effective, and a number of individuals found it interestingq,
challenging, comprehensive, and even inspirational.

Twenty-four trainees responded to the questionnaire
anonymously. Two trainees were absent when the questionnzire
was completed, and I honestly don’t know who they were. They
may or may not have been among the twenty-one who completed



43

both phases, and who became participants in this study.
Frankly, I don’t think it is important because I don’t see the
questionnaire being helpful in assisting me to tell the story
of the program’s impact on the participants. This
questionnaire was not designed to do that.

Day 10 as planned.

8:30 - 10:15 Set up displays in classroom — Tutor B and
C to assist.

10:30 -12:00 Visit.s to other classrooms.

1:00 - 2:00 Cles..ng Day Exercises.

2:30 - 4:00 Debriefing session for all tutors.

bDay 10 as presented.

8:30 - 10:15 Clean up room, rearrange charts and
pictures that had fallen down,
distribution of books and supplies that
had been brought and were left over.
Exchange of gifts.

10:30 -12:00 isitations to all classrooms.
1:30 -~ 2:30 Closing Day Exercises.
3:15 - 4:15 Debriefing session for tutors.

Davy 10 notes and comments.

This was a hectic day. I attempted to distribute the
left-over books and supplies in a fair and equitable manner.
There’s always such a scramble for markers, chart paper, and
other supplies that we bring with us. Tutor B loocked after
the records for giving the participants their allowances for
transport and meals. This was handled without complaints. I
had lunch with the CEO and I explained to him in some detail
the purpose of my study and how I intended to carry out the
research. He seemed to be very interested and supportive.
The biggest surprise of the day came after lunch when I
learned that my co-tutor, Tutor B, had been asked to be the
master of ceremonies for the Closing Day Exercises. This
appeared to be quite an honour, and he did the job very
graciously. The implication for me was that I fell heir to
being the conductor of Vinci Flavours. It too, turned out
quite successfully and all the participants were very proud of
our joint effort.

The debriefing session which followed the closing day
cerennnies got off to a late start because the St. Vincent
"eam Leader was delayed by a problem with distributing
transport money to several workshop participants. By the time
the meeting began no one see=med to be in the mood to initiate
a discussion of any kind. The tutors from each of the
workshops reported briefly on the success of their programs,
the team leaders reported on the workshops that were likely to
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v offered the following summer, our good-byes were said, and
tn: meeting was adjourned.

Conclusion to workshop notes.

The journal notes provided above are, for the most part,
those which deal with perceptions and observations of my role
during contact hours with the participants. These notes do
not tell the whole story of the life of an OCOD volunteer
tutor. There are many tasks, obligations, events, and
problems for the tutor which do not appear in these notes.



Chapter 4
THE RESEARCH PROCEDURES

In this chapter I will describe the use of the methods
chosen to conduct this study. This includes the use of
journals, letter writing, and interviewing. It also includes
observations on document cc¢llection and triangulation.

Journals

The practice of journal writing is quite common at OCOD
workshops. The purpose of the practice often seems to be to
check on participant reactions to the activities carried out
during the workshop. Prior to the second phase of the program
I prepared a handout for the participants explaining that I
hoped they would write from a personal perspective about their
reactions to the strategies that were presented at the
workshop. The journal writing was to be completely voluntary.
My co—-tutor agreed to allow 15 minutes for journal writing at
the end of each day. This is a fairly common practice in OCOD
workshops. Many of the participants were unable to write a
satisfactory copy in the 15 minutes allowed however, so they
would take their journals home, finish them there, and hand
them to me the next day for my comments. From the number of
¢grammatical errors made in the journals I had the impression
that this writing exercise was not easy for many of the
participants. I explained that the journals were not going to
be marked for grammar and that I was only interested in the
ideas that they expressed. To my disappointment most of the
journal entries were one page summaries of the day’s
activities.

It wasn’t until sometime later that I realized that these
summaries said as much by what they had left out as by what
they included. The summaries were really highly selective of
the strategies that the participants felt were relevant to
their situation. What they chose to write about in their
journals appeared again in the letters they were to write, and
yet again in the interviews they were to grant. Few
strategies not mentioned in the journals ever appeared in
later communication. This does not mean, however, that they
all selected or rejected the same items. There were
considerable differences among their choices.

Some of the participants wrote more than one page
summaries about the day’s activities. A few made personal
commitments to try out one or another of the strategies
presented at the workshop, and a number expressed pleasure
about the gains in knowledge they were making. I had not paid
much attention to this idea of making gains in personal
knowledge at first reading, but I became alert to the idea
when it kept re—appearing in later communication.

45
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Letters

Eighteen out of the 21 participants in the study wrote at
least one letter to me between September, 1991 and March,
1992. I responded to each letter I received. 1 also wrote
several general letters during this time which I sent to each
participant. By doing this I hoped to remind them of the
ongoing nature of the research, that the study depended on
their continuing involvement, and in general to maintain the
communication bond between themselves and myself. Some of the
letters I received were only one page in length, whereas
others could not be contained in a single envelope. While
some wrote one letter, others wrote many.

The letters revealed a lot of information which did not
appear in the journals: information about themselves, their
families, their schools, their <classrooms, and their
communities. They wrote about the problems they encountered
in their daily teaching, about the slowness of their pupils,
the problems with timetables, with marking papers, with
getting to and from school. They wrote about their
frustrations with teaching large classes, about the poor
behaviour and work habits of their students, and about their
low salaries and lack of support. They wrote about
themselves, how they struggled with the language situation
personally, how they couldn’t seem to find the time to do
everything they wanted. They wrote about their ambitions,
their hopes, their joys, and their dreams.

I was relieved and pleased that the participants
responded so generously in their letters, after the briefness
of their journal entries. I began to realize that the impact
of the workshop on their professional 1lives could not be
decontextualized from the other influences on their lives.
The reasons why they had made their selective comments in the

journals became apparent. Through the letters our
communication became more personal and revealing. Individuals
began to emerge from these pages. Meaning, not Jjust

information, began to appear. In responding to the letters I
sought to encourage them to write about their own experiences.
Although focused on their professional lives, our
communication occasionally strayed into areas which had little
to do with the classroom, e.g. one young lady requested that
I send her some paper plates and napkins for her wedding.
Actually, there were quite a number of requests for material
things that are either hard to get or very expensive to buy in
St. Vincent. There were also quite a number of requests for
assistance in resolving specific teaching problems. For
these, I attempted to limit my responses to ideas that had
been presented at the workshop. Otherwise I felt that I might
get involved in running a full scale research and consultin:g
enterprise.

The individual differences among the participants which
had appeared in the journals become much more apparent in the
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letters, and at this stage I began to wonder how I was going
to accommodate these differences in the thesis.

One of the difficulties of corresponding by letters with
people who live so far apart is the long time span required
for an exchange to take place. An airmail letter usually took
eight to ten days to go between the two countries, and
occasionally more. When reflecting and writing time are added
to this, it was not uncommor for several weeks to pass between

exchanges of letters. These long intervals proved to be
frustrating when I was waiting for verification of
propositions.

As in the journals, the participants were writing in
their second language, and this may have inhibited some from
expressing themselves as well as they would have liked. I was
reminded of a concern of my West Indian co-tutor that their
writing skills were generally weak.

Interviews

The largest source of data for the study came from the
interviews. These were held in March and early April, 1992,
in or near the participants’ schools. Prior to the
interviews, tentative arrangements had been made by letter.
After my arrival in St. Vincent I confirmed the arrangements
by contacting them through telephone numbers they had given
me. This worked for all but two, who lived in an area where
there were no phones.

All the participants appeared to be delighted to have me
spend a day or two with them in their classrooms. There were
a “ew problems in getting to some schools exactly when planned
due to unforeseeable circumstances, but the participants were
very understanding about such problems. All the participants
agreed to allow me to tape record the interviews. On one
occasion I pushed the play button rather than the record
button and ended up with a blank tape. The tape recordings
were not all as clear as I would have liked because of the
noisy conditions under which they were made. It was not
possible to find really quiet areas for recording. A
transcription of each interview was made later and a copy was
sent to each participant. At that time they were asked to add
to or delete any comments they wished. Only a few responded
to this request, and only minor changes were made.

The interviews were very successful. I suspect this was
so because the participants were liberated from the more
challenging task of writing down thelr ideas in "“correct"
English. Many of the same topics that had occurred in the
journals and letters were mentioned at the interviews.
Indeed, this was often how the interviews began. In addition
to these ideas, however, many more were added: accounts of
successes and failures at implementing new ideas, explanations
of why and how they began teaching, explanations of their
daily routines and teaching strategies, their school policies
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and customs, grievances with various aspects of their work,
and suggestions as to how the workshop might be improved, if
it were to be repeated.

I had planned on holding several group interviews, but
these proved to be more difficult to arrange than I had
anticipated. The biggest problem was to arrange
transportation. The participants taught in widely separated
parts of the country, and to bring them together would have
meant meeting on weekends, which was an unpopular idea. I
held two group interviews at the Teacher Training College,
once with the four participants who are now attending the
College as students, and the second with two. 1In two village
schools I was able to meet with two teachers together during
the lunch hour. These group interviews went as well as I had
hoped, so I consider the strategy to be a successful one, in
spite of the problems they pose.

Triangulation

Triangulation aided the research by providing the
opportunity to look at the phenomenon of the ESL program from
three viewpoints. It also helped to establish a trusting
relationship between the researcher and the participants. Had
there not been this covenant of trust that developed during
our communication through journals and letters, I doubt that
the interviews would have gone so well.

The triangulation procedure used in this study not only
involved three different locations: the workshop site for
journals, home for letter writing, and school for interviews,
but three different styles of communication: spontaneous
writing for journals, reflective writing for letters, and oral
communication for the interviews. It also involved three
different time periods: July—-August for Jjournal writing,
September—-March for letter writing, and March-April for
interviews. Because three different times were used, the
study had a longitudinal dimension, and because of this,
comments made at one time could be compared to those made at
another time to see if there were any differences.

The triangulation approach allowed for an extended period
of communication which resulted in the addition of
considerable contextual detail. It illuminated the
perspectives of the individuals in a holistic way. It
produced the thick description essential to presenting the
emic view of the program with authenticity.

Documents

Besides the journals, letters, and tape recordings of the
interviews, a number of documents were collected for possible
use in the study: copies of tests, timetables, lesson plans,
student writing samples, students art work, brochures and
course outlines from the Teachers’ College, OCOD manuals,
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questionnaires, and program outlines. Some of these were
selected for inclusion in the thesis and for the most part
appear as appendices.

Many photographs were taken throughout the study, and a
number of these have been included with the text. They are
particularly valuable for illustrating environmental
situations.

A video production was also prepared, and although it has
some technical deficiencies, it presents classroom scenes very
realistically. I believe it may be a useful orientation
document for those who are unfamiliar with St. Vincent and the
primary schools found there. A few program notes on this
production have been prepared and are included in the thesis

as Appendix H.



Chapter 5
PARTICIPANT PROFILES

This chapter includes the individual stories of each of
the 21 participants who completed both phases of the ESL
program. These stories or profiles, as I have chosen to call
them, have been compiled from entries made by the participants
in their Jjournals while the program was in progress, from
letters they wrote to me during the school year following the
second phase of the program, and finally from transcripts of
the interviews between the participants and myself recorded in
St. Vincent during March and April, 1992.

Throughout the profiles, extensive use has been made of
direct quotations. A number of these contain errors in
spelling and grammar that the reader may find annoying, but in
order to maintain the authenticity of these documents, I have
chosen to reproduce the quotations as they were written or
spoken. On a few occasions I have added a word or two in
parenthesis when I felt that the meaning of a sentence was not
otherwise clear.

Photographs have been included in this section in order
to help the reader visualize the physical settings in which
teachers live and work. Where people appear in these
photographs, permission was sought and granted to take and use
these pictures in this study.

The real names of the teachers have not been used in
these profiles. Instead, each one has been assigned a
geographical name from the St. Vincent area. A small number
chose their own pseudonym, but the majority were content to
have one assigned.

Profile 1. Arawak

Arawak is a young teacher working in a remote area of St.
Vincent. The school has no electricity. To serve the
community there is only one radio-telephone which is situated
in a small police station, and it doesn’t always work. When
I asked teachers from other villages about transport to this
village, they weren’t even sure if there was van s rvice
available. Fortunately there was, and although the trip there
and back was uncomfortable, my visit was a very interesting
one. Figure 4 shows a part of the road to this village.

Arawak describes her teaching situation this way:

I am teaching a new class this term. The class is
Junior Three which consist of thirty pupils, with
age ranging from nine to thirteen year old. They
are much older and troublesome than those I taught
last term. The oldest are slow and they are the
ones repeated the class. I think these pupils can
do better if the parents give them serious

50
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attention. They tend to play rather than do their
work.

During the OCOD workshop, Arawak enjoyed some “topics"
more than others. The small group learning sessions were new
to her and she would have liked to spend more time doing this.
She writes in her Jjournal, "In my group most person
participate and give their own opinions and ideas. I think
that the time was too short for this activity." 1In spite of
some interest in small group learning during the workshop,
Arawak has not used this as a strategy very much in her
teaching.

Figure 4. Traffic jam near Arawak’s school.

Another topic from the workshop that Arawak mentioned in
her journal was lesson planning. She states, "This will also
help me to improve tremendously in the weak areas of planning
a lesson." Expanding on her concern about lesson planning,
she notes:

I’ve been making lesson plans for over the past years
I’ve been teaching. This was done because my Head
Teacher insisted on doing it but the bad thing
about it, is sometimes he doesn’t even look through
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them. I used the lesson plan format but it was
still a bit difficult, however, I think you
explained the plan in more detail which will make
it easier for me (to) handle.

When the topic of 1lesson plans came up during the
interview at Arawak’s school, she explained that the workshop
sessions on lesson planning had helped her, not just from the
standpoint of satisfying the regulations laid down by the Head
Teacher, but also to think a little more about an appropriate
teaching strategy. Still, lesson plans are made only once for
each topic. They are not prepared for "follow-up lessons."

Other topics mentioned by Arawak in her journal include
the use of drills, teaching aids, participant presentations,
field trips, and a class presentation. Next to lesson
planning, the topic mentioned most often is the use of drills,
such as substitution patterns e.g. substituting the subject in
a sentence like: John went to the beach . . . Mary went to the
beach . . . Sidney ......... etc Arawak mentions in her
letters that she makes frequent use of drills, "not only in
English but other subjects areas." As far as teaching aids
are concerned, the only electronic aid available in the school
is a small, battery—-operated radio which apparently does not
produce enough volume to be heard throughout a classroom. In
her journal she had mentioned, "I even take the time to make
a couple of picture cards which I’1ll use for illustration
during teaching sessions", and indeed she did have a number of
charts and one picture displayed in her classroom.

Although Arawak did not participate directly in making a
presentation to the workshop class, she did enjoy the group
work which preceded the presentation. She states that she
found this part of the course, "interesting and exciting."
She also found the one field trip which was taken by the
workshop <class to Dbe, "interesting, informative, and
educational." She adds, "I have learn the importance of
taking precautions when one is working or visiting such an
industry." Field trips, howevzr, do not appear to be a part
of the curriculum, and to this point in time, Arawak has not
included one among her lessons.

The last topic mentioned by Arawak in her journal was the
class presentation for the Closing Day Exercises. As a group
effort the whole class collaborated in modifying a poem by
Dennis Lee called Alligator Pie, changing some phrases like
"hockey stick"™ to "cricket bat" in order to make the poem more
meaningful to a Vincentian audience. One of the participants
renamed the modified poem "Vinci Flavours." Not only did the
participants enjoy the exercise of modifying the poem but they
also enjoyed memorizing and rehearsing the poem for
presentation. To my surprise, many of the workshop
participants had taught the poem to their classes. When I
asked Arawak if she too had taught the poem to her children
she said, "Yes, I did it with them the day before yesterday,
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Monday. I like it, because, even when we saying it, they,
some of the boys was beating . . . was beating the desks to
the rhythm."

Although story telling was only referred to once in the
journal, "Harold, told an interesting story about three mean

- farmers . . .", in her letters, Arawak acknowledges that she
uses this strategy in her Language Arts classes: "I have been
telling them stories which I find, interest them a lot." From
our later conversation. however, it appears that stories are
used only occasior. =nd then, mainly because there are no
library books in * 1. The only book that is available
is the basal reade «..% all students have a copy of that.

For her timet rawak has scheduled a Language Arts
activity for 17 = | . out of the 35 period week. The
Language Arts -~:e¢ - i.n down into Reading - five periods,
Grammar - four peri.u:, Composir.ion - two periods, Spelling -
two periods, Writing. i.e. Handwriting - two periods,
Comprehension - one period, and Poetry - one period. Her

Easter examination in Language Arts was also broken down into
these same categories. This is the way the Common Entrance
Examination for students in Junior Five is arranged. Figure
5 is a photograph showing Arawak’s class timetable.

Figure 5. Timetable for Arawak’s classroom
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Unlike most primary schools I visited in St. Vincent,
Arawak had a closed-in classroom. Both the rear wall and the
front wall, actually a large room divider separating her
classroom from the adjoining one, were suitable for displaying
pictures, posters, and charts. One side of the room was made
mostly of wooden lattice, and the opposite side had open, non-
glass windows, allowing a pleasant breeze from the sea to
circulate the air. The physical features of the classroom can
be seen in the photographs that I took from the front and side
of Arawak’s classroom. These are shown in Figures 6 and 7.
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Figure 6. View from the front of Arawak’s classroom.

Arawak never attended secondary school. She explains,
"After primary school, I went classes and so on. I got my
subjects, and then I began (teaching)." "At age 20", she
says, "I began with the infants. In the first section, Infant
One. From there I went, I came to Junior One, then to Junior
Two, and now I’'m in Junior Three."

When she began teaching, "The Head Teacher put me with
another teacher. So that is how I began. I spent about a
year with that class." At first, Arawak admits to imitating
this other teacher’s style "a bit", but after the first year,
encouraged by the Head Teachnr, she attended an OCOD workshop
in Infant Language Arts, ard as a result of this experience
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felt more confident about doing things on her own. She relied
to some degree also on how she remembered being taught in
primary school, but adds, "sometimes, if you teach the way you
were taught, some things don’t work, and you have to use you

own, something that can . . . fit your personality." Another
influence on her teaching had been the curriculum. She says,
"I used . . . curriculum, and so on, that we have in the

school, that was here. I used a bit of that."

Figure 7. Arawak’s classroom as seen from the doorway.
g y

It seems that examinations play a very important part in
Arawak’s teaching. The Head Teacher has to see all tests.
Arawak explains, "And at the end, the end of the test, you,
and so there is a report sheet, and he has to see them, to see
how they are all doing. And then we get together and meet at
staff meeting and discuss the test. If we are satisfied, if
we have achieved our objectives, and so on, OK?" These
examinations are ©gratterned off the Common Entrance
Examination.

If there are sufficient numbers, the children are divided
into classes by ability, that is, as Arawak explains, "The
slow ones would be in one class, and you’ll find that the
brighter ones would be at a higher stage than the, in the
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syllabus, than the others. They work faster than the others."
This year, however, all the Junior Three students are in one
class of 30 students.

On the question of language use, Arawak admits to using
Dialect English sometimes because, as she explains: "If you
ask the children a question, it seems that they can’t
understand what you are trying to say, so you have to put it,
like, at their level . . . so that they understand." She
adds, laughing, "And when we talking Standard English, they
say we talking ‘bit’. That is what they say, right?"

Arawak considers herself 1lucky to be in an enclosed
classroom. She has also taught in areas of the school where
there are several classes in the same large room. In such
areas she has found that, "Once the children hear something,
they always look around, even want to leave their desks,
especially the bad boys. They want to leave their seat and
see what is going on in the other classes." 1In the single
classroom she finds that there are fewer distractions, "The
children are more attentive", and consequently, they are more
likely to understand Standard English.

Profile 2. Pablo

Pablo chose not to leave her journal with me, nor did she
write any letters. She has several years experience and has
completed two OCOD workshops: a three-phase program on Infant
Methods, coincidentally taught by my wife, and the two-phase
program on ESL. Her teaching experience has been "in the
countryside" and since September of 1991 she has been enroled
in the two—-year teacher training program at the St. Vincent
Teacher Training College. Being a student this year may be
the reason wihy Pablo chose not to become involved in the
letter writing portion of this research project.
Nevertheless, she has made some interesting comments during
the course of the interview which may not have been made by
someone other than a student.

Pablo chose to take the ESL program for basically two
reasons. First, she says that she wanted to learn more about
language. She explains, "For me, I think language can never
be too much, and I wanted to, ah, develop my knowledge about
language, so that is why I chose that area." Seconc¢, she felt
that the program might be beneficial to her teaching. She
says, "So, by the time the curriculum for the OCOD workshop
came (to) the school, I always, I alwavs find myself fitting
into this sort of thing . . . because thure’s always something
to be learned . . . so I can . . . ¢.t up whatever I lack,

. . and-give out back to others."

On the one hand Pablo wanted to improve her own knowledge
about Standard English. She says, "Well, for me, T think it
was real beneficial for me, because the areas that I am weak
in, I improved somewhat in them . . . you have -2 get the
knowledge." On the other hand she wanted to re¢a'ize these
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improvements in order that she might transfer some of this
"knowledge" back to her students.

One of the benefits of hav.ag been a participant in the
OCOD workshop, or rather, workshops, because she has
participated in two of them, is that she feels that the
experience has helped her to be better prepared for the
courses she is taking now at the Teachers’ College. Sie says,
"and now that I am in college, some of the things that I have
tc do, I have a knowledge about them, so it makes it much
easier for me to follow up with them."

For Pablo, the OCOD experience was a good preparation for
the teacher training program. She feels that those who have
participated in OCOD programs have an advantage over those who
have noc had this experience. She states, "Well, as we said,
we got knowledge before, and meeting with these teachers, we
had the advantage over them."

She feels that untrained teachers who have participated
in an OCOD workshop also have an advantage in the classroom
over those untrained teachers who have not participated in
such a workshop, because as she says:

Especially those who were not trained, right? Because
they (OCOD participants) have seen different models, and
so on, and different ways, differ_nt strategies of
teaching, so going back in the classrooms, yov can
implement these strategies, and you are able to get over
your lessons in & more meaningful and interesting way
than those other teachers who has not had such
experience.

In respect to teacher training, Pablo felt that the
theory and methodology taught at the OCOD workshops was quite
in line with what is being taught at tle Teachers’ College.
She notes that a number of the OCOD co-tutors are instructors
at the Teachers’ College, and that the Principal of the
Teachers’College had been the Team Leader of the St. Vincent
OCOD co-tutors for a number of years. She also agreed with
the other students at this interview that teacher training
should precede, not follow experience in the classroom.

Two of the strengths of the ESL workshop according to
Pablo were the emphasis placed on "listening skills™ and
*questioning strategies." She cites "story telling" as an
example of the former, and "the W-5" as an example of the
latter. The "W-5" is a mnemonic reminding teachers that by
using a variety of question words like who, what, where, when,
and why, they can ask both convergent and divergent questions.

She feels that the program could be improved in tw> ways.
First, it could focus more on the needs of the teachers, for
example, providing them with more subject matter knowledge,
and basic teaching skills. At present, she feels that "the
organizers were focusing on the children", rather than on the
needs of the teachers. Second, she feels that there is a need
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for some kind of follow-up to the program. She says, "I
really feel that we should have a continuing thing for the
teachers." Although uncertain about how such a follow-up

might be accomplished, she felt that some kind of summer
program might be a possibility.

Profile 3. Paget

'As an introduction to her journal writing, Paget wrote,
"I know myself that I am different from any other person in
the world. My writing thien is bhound to be ifferent from that
of all others if it is a true nroduct o. myself and not a
mechanical copy of another’s idea." Indeed, Paget did compose
an interestiry, different, and personal account of her
experience a ths workshop through her writing. Here are some
excerpns from her journal.

July 22. I went into my classroom, there I met my usual
classmaces. Their faces were all the same even though
their names and clothing provided contrast. I sat at the
rear of the class, my eves travelling up and down taking
in every details of the classroom. I noticed three faces
that has lately come into existence, then I remembered
the first time I attended the workshop, I had to describe
myself.

The entire day was quite interesting with two
competent tutors and exciting activities. Most questions
asked did elicit my true feelings and thoughts. The
"Group dynamics" especially contributed a lot of interest
value to mea. I also found the review re the "Language
Situation in St. Vincent very beneficial and the "co-
operative learning activities™ quite stimulating. This
proved to me that the tutors have good developing
interest approach. At the end of the lesson I felt an
eagerness to know more.

July 23. I sat in my usual seat as Harold read a story
about the fantastic fox. I% was quite an interesting
story and ended with a stimulutive brain storming. What
do you think of when you hear the rain? said Harold. I
became aware of the raindrops pattering on the roof and
first thought about my bed and of course sleep. I felt
good when the next tutor took over from where Harold
ended. I looked about and saw that everyone was looking
quite eager and alert. I wondered if the juice given at
break was responsible for such result. I listened to Mr.
Hall as he pointed out some of the common Linguistic
features found in present-day Vincentian dialect. I
found it to be quite astonishing because he seemed to
know so much of our creole language. I felt happy for
the way he was explaining things to us and so took a note
of all the important points that he made. I then
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considered that great day when I shall be 1like him
teaching English as a second Language. And then I looked
at my watch and saw the two hands way beyond twelve. It
was lunch time. After lunch the remainder of the
afternoon was used to finish up the unfinished. Everyone
was given time to wri*e ‘n their journals. I opened my
book and started to - .te. I reflected with jov
everything that I felt, see, touch, smell, etc.

July 24. It was a bright cold day. I was almost late
for class and so hurried to the room. Harold Stewart sat
in the middle of the class, with his sparkling eyes
peering over his glasses into his fantastic foxy book.
I listened attentively as he read his foxy story. It was
quite thrilling. Every now and again I glanced outside.
The traffic was almost busy even though it was raining
heavily.

At the end of Harold’s interesting story which ended
with various activities, I stretched my limbs and became
aware of the stunning pain on my buttock. I wondered if
anyone in the class was feeling the same pain as I was,
while C.P. we: getting his aids ready. He seems to (be)
very good at mi.king aids and also singing about them too.
I find his lesson to be very exciting. I remembered
planning lessons, but from the very moment C.P. taught me
about planning lessons, there seems to be so many things
lacking. The sun was shining lightly as it was getting
close to noon. I felt quite hungry as C.P. ended the
morning session. The smell of fried fish in the air made

me distressed.

July 31. Harold read his story tv us as usual. I
listened attentively and looked when he show us the
pictures. After reading he taught us about evaulation
which was the most important aspect of teaching. He
taught us about the nature of evaulation. Why evaulate,
formative reading evaulation strategies in E.S.L.,
Summative reading evaluation strategies and formative and
summative writing evaulation. I found Harold’'s
explanation of these topics were very clear and straight
forward. I found it was very beneficial to me and it
also contributed a lot of interest value to me. I
especiallv liked the Bloom Taxonomy.

In the afternoon our tutor Mr. Hall taught us about
the different types of sentences. I wondered why he was
such a stimulating and exciting teacher. Maybe he was
born to be a teacher. I listened as he explained the
different types of sentences. I understood every thing
he said and hope I would not forget. He gave us some
activities pertaining to sentences. I felt 1like a
magician putting on a thinking cap to do his magics. He
then corrected the sentences and told us where we went
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wrong and where were good. I spent the rest of the
afternoon writing my journal.

As school began a month later, Paget’s enthusiasm for
teaching was still evident. 1In a letter to me she wrote, "I
want you to know that I enjoyed the OCOD workshop. I have
developed a lot since attending the workshop, especially in
the teaching techniques. I sure will impart my knowledge to

the pupils. I cant wait to do (this)." She then adds, "I
really do enjoyed teaching and would like to be a professional
some day. I will also like to go abroad and further my
education.”

In a later letter she again expresses gratitude for the
contribution that the OCOD workshop has made to her teaching
but recognizes that all of the problems faced in her classroom
have not been resolvec. She writes:

I am really enjoying myself when I am teaching row
because there are so many different methods I can now usie
to teach. The only problem I am getting in my class is
that some of the pupils are very slow while some are very
troublesome or I should say always busy on their fret.
Could you tell me some methods I can use for children who
are slow learners and for those who are over active in
class? I would be very glad for your advice.

In a letter written at the end of the first term Paget
expresses satisfaction with her teaching to thi. point and
reveals her plans for the following summer. She writes, "The
first term in school was great and encouraging. ‘..ic results
for my test was very good. I am looking forward to a next
0COD workshop next summer." The test results she mentions
here concern an English course she was taking at a Secretary
Centre in a nearby village. This was clarified in the
interview carried out at her school in late March, 1992.

I found Paget’s school to be the customary two-story
building so commonly used as public schools. Figures 3 and
9 show this school and its playground. She explained that the
second story where she teaches had been added about three
years ago, about the same time she began teaching here.

Paget had begun teaching first of all in an Infant One
class, then an Infant Two, then a Junior One, and finally a
Junior Three. She prefers teaching the Junior Three class.
She says:

I don’t like the Infant One. I would like it if I knew
how to teach them, but, but I don’t really know . . . I
don’t have that. If I know how to teach them, I think

would enjoy teaching tlem, but this way, at the higher
level, I can teach that . . . In Infant One, you have to
break down whatever you have to teach, you have to break
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it down to the lowest level, When you up here, you don’t
don’t have to break it down to that low level.

Figure 8. Paget’s school and playground.

Paget’s classroom was at the end of the undivided second
floor of the school. Consequently, she had two walls
available for display. The third wall was made of ornamental
cement blocks. She had several charts and pictures displayed.
One of the charts carried the headings: Who, What, When,
Where, and Why: W-5 again.

Paget’s enthusiasm for teaching had not diminished. She
exclaimed, "Well, Harold, since I went to OCOD course, I think
I enjcy teaching more!" She then went on to recount an
experience with another teacher:

And just the other day a teacher said to me, ‘I like the
way how you teaching that English language there’. I
said 'True?’, ard I was feeling real great, because I
#now those skills I gain them from OCOD. I get them from
ESL.

When I asked her &bout what kinds of things she was
referring to, Paget went on:
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Well, I’ll try to remember what she told me . . . for
example, ah, subject and verb agreement: she told me she
like how I’'m teaching subject and verb agreement, like
using the substitution table. She especially like that.
And sometimes, you know, instead of using the basic
reader, sometimes I use story books, and sometimes we
make up, we actually make up stories. I ask them to make
up stories using pictures and all those stuff, I use
them. So she told me she like that, so that kind of
encouragement . . . I’m trying."

Figure 9. Children skipping near Paget’s school.

Curious to know why such an eager young teacher had not
yet even applied for admission to the Teachers’ College, she
expiained:

I had some problems, some personal problems, and wasn’t

ready yet to go. I was ready yes, but, . . . those
problems, they wouldn’t go away, personal problems. I
want to get those things sorted out before I go." Then

she confided, "And, I have this desire to go abroad. 1I’d
like to go back to school. I’d like to go back to school
. that’s my desire."
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Profile 4. Mespo

Mespo has been teaching for several years in the village
scnool shown in the photograph, Figure 10.

Figure 10. Mespo’s mountainous village and her first school.

From 1989 to 1991 Mespo attended the Teachers’ Training
College. To her disappointment she did not get a clear pass.
She explained in a letter she wrote to me:

I must tell you that I receive my college results and I
have to resit the English Language paper becanse I went
down in the Methodology part. Nevertheless I am working
hard at it and have to pass it next June, 1992.

Mespo’s journal entries are brief. She did not find the
workshop sessions which were lecture-style presentations to be
very stimulating. She says for example, "The morning session
was & bit tiring" referring to a session in which there had
been a lecture given by one of the tutors. What she seemed to
enjoy were those sessions in which there was more group
involvement. For example, on another day she comments, "The
most interesting session of the day was the session of co-
operative learning activity. The reason why I enjoyed this
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session is because I learnt from each group." Writing about
another day’s activities she states, "I especially enjoyed the
demonstration lessons." These demonstration lessons were
planned by groups and then, usually, one member of the group
played the role of teacher and presented the lesson to the
class of participants. This was always followed by a
discussion involving the whole class. Another group activity
she enjoyed a great deal was the one field trip we took to the
Kingstown brewery whic¢h produces both beer and a number of
soft drinks. She says:

Seeing is believing, that is why I would like to express
myself in writing about the field trip I attended. I was
really thrilled when I explored the various technical
divisions. The exercise was really an informative and
exciting one.

Other sessions that Mespo found "interesting" or
"informative" were those on lesson planning, reading, and
story telling.

In September of 1991 Mespo returned to classroom
teaching, having had two years training in the Teachers’
College, and two OCOD workshops in ESL during the summer
holidays. She wrote in her letters that she had tried out
several ideas from the ESL workshop and identifies "“using
predictions for reading" as being one that she had recently
tried with some success.

Much of Mespo’s written correspondence deals with the
deteriorating condition in her school. In December of 1991
she included the following account:

I must also let you know that during the month of
November we were experiencing heavy rainfall and as a
result our primary school is badly damaged. All the
teachers were sent to assist neighbouring schools and the
children sent home. Well I do not know what the
situation is going to be like for the next term because
the children cannot stay at home all the time, I will
keep you update with further happenings.

Two months later she included the following update on the
school situation:

About my school, we are presently having school in a
smaller building than the actual school, therefore we are
operating a shift system. In this system half of our
students attend school in the morning sessions for two
weeks, while the other half attend in the afternoon for
the same two weeks. After the two weeks the teachers
change shift, those who were on morning go on afternoon,
etc.
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During my visit to Mespo’s school the situation brought
about by using an alternative building as the school tended to
dominate the conversation. The interior of this school is
shown in Figure 11.

Figure 11. 1Inside Mespo’s present school.

It appears that the original school built in this
mountainous area was damaged to the extent that it will have
to be replaced. 1In the meantime, schooling is being provided
in a government-owned multi-purpose building in a nearby
village. It is located literally only inches from the main
road running through the village. This road becomes a rather
dangerous playground for the children at recess time. Mespo
explained some of the differences between their present
facility and their former school:

Well, presently, our school was a better building.
Everything accommodation-wise, we had more space, and
then we had more furniture because some of the furniture
is s%ill up there, because we couldn’t bring everyching,
like the chalk boards, benches, desks, and tables, and
then we had an additional feeding program where the kids
used to get their 1little snack. It comes from the
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government, because there isn’t any way here to mix the
milk. We don’t have it operating, and then we had . .
where the kids used to buy a little snack at break time,

instead of . . . The Head Teacher had this separate

office, where visitors could meet him and where we store

our belongings. We had cupboards . . . We had a playing

field. Because of that, we don’t have good physical

exercises.

Differences in routines have also occurred. Mespo
explains:

Our normal school and break system was different. We
began at 9:00 and had our break at 10:15. Then we had
our lunch at 12:00, and then we come back at 1:00. Then
we’d go from 1:00 to 3:00, but from here it’s not so.
When we are dismissed at 12:00 we go home and we don’t
come back until tomorrow morning at 8:00.

These differences in routine also affect the children.
First, because the school is now held in a neighbouring
village, some children have to walk much further than before
to get to school. During the two weeks when they are on the
morning shift it means that they should be at school at 8:00
a.m. rather than 9:00 a.m. Considering the extra walking time
needed, the children, and their teachers, must get up much
earlier than before. As a result of this, many children come
to school late. When these children come for the afternoon
shift, often called the "evening shift", they tend to "start
getting into trouble after 3:00. They don’t concentrate much
after that."™ Although maintaining discipline in the school
can be a problem, Mespo seemed convinced that this was not so
much a result of the school 3ituation as the inadequacy of the
children’s home environment.

The present facilities also affect teaching procedures
and style. Mespo’s classroom is just inside the main door
from the road. Because the only dividers between the
classrooms are portable chalkboards, the room is noisy. She
has little space for displaying materials. Furthermore, she
explains:

We don’t have much time to leave our charts hanging on
the walls any more because; for example, in my case, I'm
sharing a class with a lesser class than myself, Junior
Cne. The next class that’s coming this afternoon, it
would be too high for them, so I can’t leave my charts
hanging on the wall for them. It wouldn’t benefit them.
Even when we use them we take them down. We can’t leave
them on tl'e salls.
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As far as finding a quiet spot for story telling or
sharing, there is really no place available. Mespo explains:

At the other school we had more space. We had a park, we
had space behind the building. Even in the classroom
itself, because the classrooms were large, you could
bring the kids together. You had more space for your

story telling.

In the present building there is a main road immediately in
front of the school, and a deep gully directly behind, leaving
no available area for a gquiet activity.

It seems that Dialect English is used frequently in the

school. Mespo explains:

Tf you are doing controlled talk, and you want them to
say it in Standard English, you’d tell them whether you’d
want them to give the sentence in Standard English.

She thinks that there is less oral work done under tfie
present conditions than before because, "We had more spac> -
go outside to uo more oral activity, but here we don’t have
space to take them outside."

Because the school day has been reduced from five hours
to four hours, the teaching staff of the school together
decided to give the children more homewOrk to make up for the
lost school time. Mespo adds, "We’ve extended the amount of
homework because they have more time to do it."

Most teachers in the school, Mespo explained, use basal
readers and follow quite closely the teaching suggestions
provided in the "teachers’ manuals." "Some, however," she
added, "use different approaches." She mentioned, for
example, using the "language experience approach" during
reading lessors. She did not find that the methods
introduced at the ESL workshop were much different than those
presented during her training at the Teachers’ College. She
reiterated that she especially enjoyed the group activities
which were part of the OCOD workshop:

The group activities were helpful. It helps socially,
emotionally, physically, and mentally. It helped us to
socialize, experience the ideas of other people . . . and
each person benefitted.

At the conclusion of my visit to this school I was
grateful to Mespo for bringing me some bananas to eat and a
coconut for a refreshing drink. Then she assisted me to get
to another village by arranging a ride part way with the Head
Teacher, and the rest of the way in the cab of large cement
truck. When I thanked her for her thoughtful hospitality, she
said, "This is our way."
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Profile 5 Liberty Lodge

Liberty Lodge is a trained teacher with 23 years of
experience. She has taught in both rural and urban schools.
She spent five years as an untrained teacher prior to taking
teacher training. She presently teaches a class of 52 eight
and nine year old children in the large urban primary school
shown in Figure 12.

Figure 12. Liberty Lodge’s primary school.

Liberty Lodge explains why she enroled in the ESL program
this way:

I like language, and then, when the circular came out,
and I saw English as a Second Language, my first thought
of it was that it was a foreign language, some other
language, and then you have to change, or what should I
say, you have to, now, what is the word now, you have to
change that language into your English. It wasn’t really
till I got there that I realized it was really, well
mainly dialect, and you have to speak Standard English,
and then when you all explained to us that Standard
English came out of this old dialect like saying "We goin
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down de road" but the proper saying in Standard English
is "We are going down the road."

Expanding on the difference between Standard English and
Dialect English, Liberty Lodge adds:

I think of it, of course, it is, when you are having
"small talk" as we say, you can talk to your colleagues
or . . . but if you are teaching a lesson, or if you are
delivering an address, you will have to use Standard
English, OK? You can’t go in front of crowd and talk
like this. Unless you go off to explain something. So,
I think it’s important for the children themselves. You
have to get them, to get them, this o0ld estate, and
whatever it is, what you call it, out of them because as
the generations go down the line, you know, and I could
see, I don’t know if it’s because I have a love for
language but I have known for generations down the line,
not my ancestors, but you know, but ancestors on the
whole, how I could see how people have built themselves
up because individuals, because a poor parent, OK, and
I’1]1l take this one example, where I used to live in the
country, there was a mother . . . she did not understand
the meaning of GCE. She say, one day, she said, "Marlyn,
am I right am dem gee see ee, or gee see see dem me rno no
men ee?" But you know, dat chil, "Mummy, it’s not dat,
it is G. C. E.. General Certificate in Education®, and
she began to talk to her mother, you know, so if that
child did not learn Standard English, because in that
home in particular, it’s creole dialect, and that child
now going to school learning English properly was able
to, you know, is always able, so I think it’s important.
I think it is.

The journal that Liberty Lodge kept during the program
presents an accurate summary of each day’s activities. As an
example, here is her journal entry for Wednesday, July 24,
1391:

The day’s journey began with one of the teachers
leading us in prayer to ask God to take us safely
through. The short session over Harold opened the floor
by telling us the story - continued of course — of Bogus,
Butts and Beans and Mr. Fox. This he said as usual was
to set the pace ready for learning.

Now, for the job of the day - "Lesson Planning". 1In
planning lessons your ©objectives, should be (i)
statements of intent - what you want done, (ii) specific
-to the point, (iii) stated in behavioral terms (iv)
Measurable. You should be able to listen, speak, read
and write.

We then looked at some verbs that are very forceful
in objective writing eg. idercify, tick, arrange,
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generate etc. and was asked to name some of our own.
Students came up with verbs like relate, write, explain,
define, discuss.

The lunch break over, we did twenty minutes of USSR,
uninterrupted sustained silent reading.

After this we were presented with a lesson plan
format and instructed as to what goes where and when in
it. This of course was be a review of what was already
known, but going over does no harm because it reinforces
what you know and helps you to mend weak spots.

Our groups were then assembled, each one by itself
and given a topic to prepare a lesseon plan - on ditferent
aspects of grammar - after which we called it a day.

Attempts to interact with Liberty Lodge through her
journal were not successful. Interaction did take place
later, however, through letters. Here she revealed her
attempts to try out some strategies which were presented at
the workshop. For example, in December of 1991 she wrote:

I do not know what is the real deep rooted prcliiem, but
I find it very hard at times, and very often, in teaching
to write compositions. The children cannot or secem not
to understand at 21l how to form their paragraphs. No
matter how I trv to show and teach them to indent and
that the sentences must flow smoothly afterwards, they
still keep numbering sentences one after the other, even
though there is a model composition for them to follow.
Can you please send me some guidelines and suggestions.
In the new year that is just around the bend I would
really like to see them doing better.

In replying to this request, I attempted to stay with
ideas that had already been presented during the worishop. I
suggested that she might try some brainstorming ideas with her
class prior to a writing assignment, or try some controlled
writing exercises.

In February of 1992, she wrote the fallowing:

I still find difficulty getting across the idea of
composition writing to my children. Anvhow I am still
trying. I have not given up. Or must I say they are the
ones who make it difficult. I think everyday practice
may help; but then with 52 pupils I certaily will not
have the time to lock through all each day. One of these
days I think I will ultimately achieve my goal.

During our conversation in March, 1992, while discussing
the impact of the program on her teaching, Liberty Lodge made
the following ccmment on the teaching of composition:
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Well, I really liked the way you handled the composition
part of it. I came back here, tried to implement it, but
it took me a long time. You see, I still had to write
you, and I believe it’s because of the children’s
background, they couldn’t get this thing off.

Another strategy that Liberty ILodge has attempted to
incorporate into her teaching is story telling. During our
conversation she said, "I like the story to start off a
lesson, because that gets them ready to listen." She then
asks, "Did you notice, I had one this afternoon?" 1Indeed I
had. Liberty Lodge had told a story to the class during the
last period of the day. The children listened attentively.
After the story was completed the class was divided into two
teams, boys and girls, and they competed using factual recall
questions from the story, for example, "What is the name of
the &irport in Arnos Vale?" )

Classes begin at 8:40 a.m. in Liberty Lodge’s school.
There is a recess from 10:30 a.m. till 10:45 a. .. Lunch is
from 11:45 a.m. until 1:00 p.m., and afternoon clas~es end at
3:00 p.m. There is a class timetable but Liberty ..dge does
not always follow it to the letter. Two of th~ ~lasses that
I shall describe here took about an hour apiece Lv complete.
The first one was a lesson in Language Arts dealing with word
usage, and the second was a class in Social Studies 'a the
compass rose.

The lesson in Language Arts began with Liberty Lodge
writing the date and subject at the top of the chalk board.
She then wrote a series of suffixes horizontally across the
board: -less, -ly, —ing, and -ed. Next, she explained to the
children that new words could be formed by adding the

appropriate suffix to other words. She then wrote in a
vertical column these words: add..... , love..... ; Care..... '
swim..... , help..... , and ciear..... . The following activity

involved volunteer students going up to the chalk board and
writing an approp:iiate suffix to a word in the .ist. Next,
the class decided as = whole if the new word was correct or
not. This was followed by a teacher-led discussion of other
possible new words. Figure 13 shows a student working on this
exercise.

The second exercise in this three part lesscn began with
the teacher writing four groups ¢f words on the chalkboard,
then asking the students to identify those words in each group
which were ocut of place. Here is one group of words: Books,
Pencils, Erasers, Shovel, Ink, Pen. In this case a student
identified the word Shovel as being the word out of place, and
this was followed by a teacher-led discussion of the
similarities and differences between the words in the 1list.
This was followed by the question, "Is she right?", to which
there was a chorus of affirmation. The teacher then reminded
them. "I don’t accept chorus answers."
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Figure 13. A Student Copies Work from the Chalkboard.

For the third exercise in this Language Arts lesson, the
teacher wrote five sentences on the chalk board, for example:
Jane sweeps the floor. The children were then instructed to
=Py the sentence into their exercise books and to:= : u, derline
the action word, “the doing word", in the sentence.
Correction of this exercise was left for the icllowing day as
time had run out for the morning session.

The afternoon session began with a lesson in Social
Studies. The topic was "the compass rose", that figure
showing the four compass directions: north, soutn, east, and
west. The lesson quickly took on a question anc answer style:

"Where is it warmer?" the teacher asked. Answers were
accepted from around the ciassroom. The chiidren all call the
teacher "Miss." The teacher recognizes th.: children most

often by cailing them "Mr. Williams" or "Miss Ashton."
Sometimes a first name is used, and occasicnally "boy" or
"girl" is used if the answer is unclear or incorrect. The
correct answers to the questions asked were written on the
chalk board by the teacher. All of the questin:is : ~ed in the
exercise were of the convergent variety, for example, “"What
country is south of Puerto Rico?" or "How many windward
islands are there?" This .esson took about an hour to
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complete. There was a short break ncar the mid-way point
where the teacher askaed the children to go through a stand-up
and sit-down routine, otherwise the children sat at their
desks very quietly.

The next Jesson of the day was taken by the unqualified
teacher assistant who, until this moment, seemed to have heen
an uninvolved spectator at the back of the classroom. IHer
lesson was on "hygiene."® The regular classroom teacher
retired to her desk in a ~orner of the classroom as the lesson
began. There was an immedi~te change in the attention given
by the children. Within moments the assistant teacher noticed
one girl creating a disturbance. she went down the aisle to
where the girl was sitting, lifted her from her bench, and
told her to remain standing _herc. Moments later, she told
the girl to come to the front of he -’ass,o0om and d-op into
the waste box whatever was in he. . i. Then the student was
asked to remazir standing, facing the 2la.s. A question and
answer discussion on hygienic practices began, but was soon
interrupted again by noise from the students. The untrained
assistant tc¢acher then asked +the children to put all their
garbage in the "bin." General mov.wment and talking broke out
alLl ove  the room as 52 students began searching for garbage.
At this moment, the regular teacher, Liberty Lodge produced a
belt and smacked it loudly on her desk several times. Order
was restored, and tne lesson resumed with a shert discussion
on the importance of cleanliness. This lesson took about a
half-hour to complete.

It appeared to me that the untrained teacher in this
class was learning to teach first, by observing the trained
teacher and second, by conducting a lesson in a subject having
low academic staius. Liberty <~ .'e explained that the
untrained teacher also had to produce lesson plans:

My hely = my co-worker, she has to make lesson plans,
because s..’s untrained. I inspect them and then they
are sent to the Head Teacher. And they are, and ihey are
supposed . . . There are seven subjects a day, but they
would accept for the wholie cerm about nine lesson plans.
So, if you want, you can sit and make your plans the next
day plan, or if you want, you can . . . if it involves a
follow-up lesson, because you would not need a lesson
plan for a follow-up lesson.

The trained teachers are not required to make lesson
plans. Liberty Lodge explains, "But the trained ones are not

bound to. We just make scrap notes." Every classroom teacher
must keep a diary, however. She told me, "We have our own
diary where we put our plans." This diary is supplied by the

Ministry of Education, and is to be kept in a cupboard in each
classroom. It is to ~e inspected regularly by the Head
Teacher who must sign it confirming that each week’s lessons
have been approved. The entries in Liberty Lodge’s diary
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appear to be synopses of lesson topics, not really lesson
plans. It is kept in the classroom even after it is full.
Liberty Lodge believes that the diucy serves an additional
function: "Ycu keep it in your Juptn.rd because sorctimes
another teacher, suppose I change, ci.uther teacher would want
to see what we used to do."

Liber' y Lodge has an interesting theory about why it is
necessary in St. Vincent to have teaching experience prior to
taking teacher training. She says,

Well, that’s why I see here, that’s why they change the
routine for getting into college. They would take
students green out of school, or the secondary school,
and send them to college, and when it’s time for teaching
practice, they go to the classroom and they have a
problem with class control. So they would switch back
now, and say you must go to the classroom first for a few
years o have some experience of the classroom, so that
when you go out on teaching practice, you would not have
the difficulty. I think right now, -'hat they ask is

. that you must have some experience in the classroom
first. They feel you would be able to perform better.

The prcblem cf class ccontrol is an important one for
Liberty Lodge, understandably in a class of 52 students. She
admits that even she, as a trained teacher, finds class
control a frustracing problem. She illustrates this in the
following hypothetical situation.

You are doing the plant today, and you want to do the
parts of the plant but before the 45 minutes or the 35
minutes, some 35 minutes or 30 minutes are over, you
don’t get to, more than three, because you have to, this
goes back to discipline again, because you have to be
disciplining every minute. Every five or ten minutes you
have to say "Stop".

Admittedly, very little time was spent on the topic of
disciplire in the ESL program. Liberty Lodge states, "I would
have liked to get some lectures on that discipline."

Liberty Lodge feels that a ma’ r cause of the children’s
bad behaviour in school is the home environment. She says,

This again goes right back to the home background of the
child, aiid some children are easy tc take telling, easy
to catch, but some, you would talk to them from morning
until the end of the day, and it doesn’t make sense. S0
I think it depends largely on the background of the
child, where the child comes from.
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A recognition of the importance of the home background of
the children seems to have occurred to Liberty Lodge during
her two years of teacher training. She states:

Before I actually went to college all I knew was that I
had these children to teach but I did not think of
anything. I knew there was something called psychology,
but I thought it was a special subject that you had to
cram in, and write stories on, not knowing that I have it
practically within the classroom, because every child is
from a different home, and your home, the same things
that 0 on there, the same things don’t go on in mine, so
you’d have to be from twe different backgrounds there,
and you don’t only have two, you have, as in here, I have
52 different homes to deal with. You understand? And I
deal with the home. You see, I could see it as

you’ re dealing with the home using the child in the class
every day. You could actually tell a lot about the
child’s background. One of the difficulties of having
such a large class is that *-u cannot cope with all in a

day.

The need for class rontrol) s particularly evident during
examinaticn periods. As Liberty Lodge explains, she goes to
considerable lengths to avoid the pecsesibility of cheating on
exams.

You have to be very careful that they don’t correspond,
so I am planning to have one child on a bench so that
would mean a subject would :take me one whole day, some in
the morning, some in the afternoon and you don’t want to
have a carry-over into the next day because children can
tell another child wrat was on the paper. If I have half
of the class in the morning in here, the other half would
be somewhere else, provided by another teacher.
Sometimes we use the front classrooms so that some of
those children in that other class, some would sit here,
some there, and while I am examining in Maths, they would
be examined in Social Studies. If you have two children
on a bench, one would be examined in Maths, and the other
in Social Studies, you see? And we would invigilate very
keenly, because the children would be very sharp.

Speaking about the influence of the home environment on
the children’s language development, Liberty Lodge noted that
not very inany children were expesed Lo books at home, but most
of them watched a considerable amount of television. She
expressed her view of the influence of television on their
language development in the following way.

I think the televis.un is a means of teaching them ESL,
but they didn’t pick it up. The children like to look at
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MacGiver on a Sunday, but when they come back here in the
morning and they begin to talk about MacGiver, what
happened yesterday, they speak the same language. They
are down in their dialect again. I believe it’s the home
background. I think * ey have this rooted barbaric thing
in them, this rooted old English thing in them becaus-:
even though they are listening while 1looking at a
television show, those persons who are acting, don’t
speak bad English, even the comic stories don’t speak
broken language.

Regarding the OCOD workshop in ESL, Liberty Lodge enjoyed
participating in all the activities. Fesides some specific
methods which she had attempted in her classroom, as in
teaching composition and storytelling, she claims the chief
benefits were in reviewing many of _he things she had learned
at Teachers’ Colleje, and in developing her self-confidence.
She says,

And I think one of the things in ESL, it helps you to be
free of stage fright. It helps you to be more competent
in yourself. I think it helps you to, ah, face the
public better. I 32e myself as gaining ground on the
ladder up. It makes you, it brings all the confidence,
and all the shyness in you, you L~ow, it disappears, and
you will be able to stand up auc address anybody. All
you have to do is get your facts together, and you know
you have your speech at your command. You stand up
there, and you throw it out, you don’t even, you’re not
even conscious there’s a sea of faces, and you would
throw it out in such a way that they who are there, when
you finish talking would wish that you had just begun.

Liberty Lodge offered a number of suggestions for
improving the ESL program. All her suggestions, except for
adding Discipline as a topic, involve extensions or follow-up
activities to the program. First, she suggested that the
tutors return for a follow-up program with the same teacher-
participants. Second, she felt that an exchange program with
Canadian teachers would be beneficial, even if it were only
for two or three weeks. Third, she felt that the program was
not long enough, and that it should be extended by a week.
Fourth, she felt that the program should be given wider
exposure through a local television production especially for
the benefit of those teachers "whd did not get a chance" to
take the course.

Profile 6 Charlotte

Charlotte completed her required two years of untrained
teaching in 1991 and was accepted to the Teachers’ Training
Ccllege in September o. that year. When she first began



77

teaching she found that she had no other model to follow
except what she remembered from her own schooling. She said,
"I knew nothing. I didn’t know how to prepare lessons or
anything, and the other teachers were of no help to me."
After some reflection, however, she added,

Well, when I entered the classroom for the first time, I
was privileged because tiie Head Teacher of that school

. there was two of us and we had a week of observation
1-fore we actually taught in the class, and it wasn’t
really hard for me because I had experience before with
children because I was the assistant superintendent of
Sunday School in my church, and I had my own Sunday
School class. When I started to teach, I was able to get
across to the children because I am accustomed to deal
with children. I didn’t really have any problem as such,
and I learned different methods actually looking at other
teachers and by reading and by applying some of the
2xXperiences.

The OCOD workshop was a valuable experience for Charlotte
Jecause, as she states:

I was able to learn from 1looking at other people
teaching. I waz able to really see ways and means in
which I can make my lessons more interesting, because in
my school we learned how to make a lot of lessons, or
lesson plans, so it wasn’t new for me at OCOD workshop.
Anyway I obtained different information which I am able
to 2pply in my lessons, methods, like questioning, using
the W-5, and I think this method is -ery helpful because
you get exactly what you really want the children to
give.

Charlotte chose the ESL workshop simply because no one
else at her school had chosen it. She states:

That was the only thing remaining, and I had to do it.
And I didn’t really regret it because, at that point in
time, I was having some problems with the English
langauge so I thought that if I attended this workshop I
will see different ways in which I can really impart this
knowledge onto the children.

She claims there is a rumour that "if you did any OCOD
course, you’ll be easier accepted at the college, but that is
not so."

During the workshop, Charlotte recorded her daily
impressicns in her journal. On Day 1, for example, she notes
that through group activities, "I was able to learn more about
the other persons in the groups by listening to their views",
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and from a class discussion on the language situation in St.
Vincent, she claims, "I’ve learned how to accept Vincentian
Creole and I am able to look differently at people who speak
Vincentian Creole. I am also in a better position to help
other people see the Vincentian Creole 1. our first language
and not ‘broken English’ as it is called." On Day 2, she
makes reference to learning several new words from an in-class
brainstorming session, and from another session she mentions:

I learnt how words are pronounced in Vincentian Creole
and Standard English. I also learnt a lot of grammatical
errors that are made so often and I am now in a position
where I’11 correct snch errors.

On the third day, she seems somewhat impressed by the
story telling portion of the day and the importance of lesson
planning. She writes:

Harold continued the story which generated interest and
filled the suspense within me. Mr. Hall and Harold
covered lesson plarnning. From this lesson I learnt how
to plan language a:' lcesons. I am in a better position
to plan lessons tho - i1l motivate the pupils.

On Day 4, Charlotte records the following summary of a
session on the production of visual aids:

Mr. Hall did ‘drills’ with us. I have learnt why it’s
important to drill pupils and how to drill pupils. He
demonstrated substitution drills to us and had to make
aids which we are ab.e to take back to our class.

On Days 5 and © she appears to appreciate learning about
alternative ways to teach both reading and writing. She
writes:

I have learnt a lot of approaches which would be very
beneficial to me. Before I was having problems with
teachir:r reading but I am now in a better position to
make my reading lessons more interesting.

She also learned from the participants’ demonstration
lessons. She says:

We had two demonstrations of lessons which were very
interesting. I learnt various ways of teaching different
language arts topic and ways in which T can make teaching
more interesting and meaningful to the pupils.

She adds, "I’ve learnt a different way in which subject
verb agreement can be taught."”
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Day 7 involves a description of a field trip taken by the
class to the St. Vincent browery. On Day 8, Charlotte again
seems to recognize the value of having alternative ways of
doing things. She writes, "I’ve learnt different ways of
making evaluations and ways in which - can help a child who is
weak in a specific area."

On Days 9 and 10, she seems convinced that there might be
some value in story telling. She writes, "From Harold story
telling I’'ve learnt the art of story telling and I think I'm

going to do it on a more regular basis in my class." She
appears to have discovered a value also in discussions with
colleagues. She writes, "I learnt to listen to people’s
opinion and was able to share." Finally, she mentions

completing her teaching aids, "I was able to finish my picture
file which will be very useful to me in my class. While
teacher I’1ll be able to show the pupils pictures based on the
lesson."

During our conversations at the Teachers’ College, we
talked about the ESL workshop and its importance to her
professional growth. She claims first, that the OCOD workshop
has provided her with fundamental knowledge upon which she is
able to relate those things taught in her claisses at the
Teachers’ College. ©She says she has been "given the
foundations so that when the tutors come in the classroom
these things are not new to you."

Second, Charlotte claims to have a new and better
understanding of the relationship between Dialect English and
Standard English. To illustrate this she recounts an incident
that occurred when she returned to her school in September of
1991 and was asked to report on her summer workshop to the

school staff.

When I went back to school and we had this meeting. We
had to report, right? on the workshop, and I told them
that the dialect, quote, ungquote, right? this is o»ur
first language, and the Standard English. A Jot of
people they were confused, but when I really went and
told them exactly that this English is a second language,
and the dialect that is our first language, then some
people, you know, get to really understand because there
were some teachers right, who would still take a child
who talked the creole, the <creole 1language in the
classroom, and try to make that child close his mouth or
something like that? After, I really tell them exactly
that some people, when the child, when these children
talk their creole language they taught them in the
standard way and you know, and accept the suggestions or
something 1like that. But it really helped us
differentiate between the two.

Third, there were a number of very practical things that
she got from the workshop. She mentioned questioning
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techniques, "You know, the W-5? That’s - I keep that one,
(laughs) because it’s working." Story telling was another
strategy she committed herself to using, and the development
of a picture file which she felt would be useful in teaching
a number of topics.

Fourth, Charlotte believes that the course was valuable
to the majority of untrained teachers in the program. She
says:

Especially those who were not trained, right? because
they have seen different models, and so on, and different
ways, different strategies of teaching, so going back in
the classrooms, you can implement these strategies, and
you are able to get over your lessons in a more
meaningful and interesting way than the other teacher who
has not had such experience.

Charlotte thinks that there should be some kind of
follow—up to the program. Her suggestion was that written
communication between the participants and the tutors might be

the most feasible method. She also !:2lieves that teacher
training should precede, no. follow, + <« in the classroom.
Profile =~ _ & . James

St. James is in her secuond year of teaching. The ESL
program has been her only formal teacher training. She
summarized the importance of the program to her training in
the following statement from her second phase journal:

I must say that I learnt a great deal from this second
phase of ESL and I am surely going to apply some of these
skills in my class-~room. I must also say that the
participarts in the course were easy to get along with
and very humorous. This helped t¢ easc ti.e tension and
made the sessions more interesting and enjoyable. I also
learnt a lot from the other participants.

- Several ideas from the workshop seem to stand sut in her
journal. She makes special note of the relationship between
Dialect English and Standard English, "because", as she says,
"I have to deal with the basic creole, basilect, that the
children enter the «lassroom with." St. James lives and
teaches in a remote and mountainous area of St. Vincent where
spoken Standard English is not common. To help deal with this
language situation she prepared several charts for drills and
substitution tables which she felt, "will help the children
with their subject and verb agreement." She saw a value in
the field trip we undertook: " I think that trips like this
can expose children, in that they could actually see what is
going on and this would in turn help them in their writing."



81

She observes that no single strategy will provide all the
answers to effective teaching:

I think that the most important thing when teaching a
lesson is your method. One has to devise different
methods of getting across to the pupils and capturing
their interest and attention.

St. James began her teaching immediately after finishing
secondary school. She says:

When I graduated from school, I applied to other
businesses, so then I decided that the first, ah, the
first people that call me, then I would go, so someone
called from the ministry, so . . . Employment
opportunities are scarce, and when I went for the
interview there were 1lots of youns teachers, young
people, just graduated from school. "hose were the
people they called for the jobs.

She began teaching as am assistant in 2 Common Entrance
class, that is, a Junior Five, but finished tle :irch vear in
Infant Two, and then followed this class it Janicr One
during her second year. While in her first yea: she relied
somewhat on the assistance of a relative. She explains,
"Well, T have a cousin who’s a teacher and we get along very
well, and she help me if I have a problem." The Junior Five
teacher was ulso a help to her. She observed his teaching
strategies and he also took the time to provide her . :h some
guidelines. St. James states, "He sat down with wme and he
said, well, you know, how to go about teaching."

When she first took over *“he class she admits:

Then I felt kind of scared. They were grown up children,
11 to 12 years. I kind of expected criticisms from the
children but I got none, then. You know, you kind of
interact with them and have, when yc1 have a good
relationship with the children, you get feedback from
them, so you know when they speak . . . where they don’t
understand, and you just go on from there.

In a letter written to me in October, 1991, during her
second year of teaching, St. James describes her teaching
situation in this way:

School is okay for the time being. I am now in Junior
One. This is a group of children aged 7 — 8. They are
the same set of children I had last year. So you see, I
got promoted with them. This class is a very challenging
class, since the children are now in transition from the
Infant section to Junior section. They are about 46
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students in my class. Fifteen girls and 31 boys. They
are of varied ability. Some are very good, some are
mediocre, while some are at the bottom. One big problem
is that they do not like to think at all, or sometimes or
most times, they lack confidence in themselves. Another
problem is reading, some simple words e.g. lot, in, etc.
They, those at the bottom cannot call, and it’s really
hard to try to bring them up to the level of those who
can really read well. There is another teacher in the
class. We divide the subjects between ouvrselves. I
teach English, Health, Social Studies, Spelling, Poetry.
Physical Education. (Figures 14 and 15 show St. James’
classroom.)

Figure 14. St. James’ Classroom from the Front.

At the end of the first term she describes some success
she has been having with her picture file. She writes:

I’ve tried my pictures from the picture file that I made
and they’re going fine. I use them for English, when I'm
doing composition and I also use them for Social
Studies.
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She referred to the picture file again during our
conversation in March. She says:

Well, the main thing I find interesting was, ah, the
pictures, the picture file that we made, because the
children love pictures and when they see pictures they
get talking about some points, even they can be used for
comprehension. You can make up a story based on
pictures. You could use them for other subjects like
Social Studies, and we 3ed pictures in Reading.
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Figure 15. St. James’ classroom from the Rear.

During the second term, St. James had to take over full
responsibility for her class for a few weeks. She writes, "My

class has been going fairly OK. My co-worker underwent
surgery, but she’ll be back soon; so I have to work really
hard." With such a large number of pupils, class control can

be a problem. This, however, did not appear to be a major
concern with St. James. She says, "So, sometimes, you know,
you take a belt and hit them a few strokes . . .", but
basically, she appears to rely on alternative strategies. She
says, "You just have to exercise a little more patience."
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She attributes this more patient approach largely to the
influence of another participant in the ESL course, one of the
qualified teachers who became her friend. She explains, "She
just said like when you have a large class, you just have to
be a little extra patient." She compares her role as teacher
to being more like a sister or mother than being a policeman.
She says,

You try to get them out of that idea that there’s a
policeman or whatever behind them. You don’t have to be
behind them pushing. You know, you have to encourage
them, but you don’t have to be behind them ‘'do this, do
that’. They mist try to get independent.

St. James r.:c: jnizes the value of adaptability. She
says, "Well, yown know, when you teach, eh? you don’t just
stand there talkxing, talking. You have to adapt to the
situation."

St. James enjoys teaching English grammar. She says,

English is my favourite subject. Grammar is one of my
strong points, so I teach it. Most people they know
grammar, and some, a lot of people they know grammar the
best, so that is why, I think, they put more emphasis on
grammar than on any other subject area in English.

As a suggestion for improving the ESL program she says,
"I think thers should be a bit more emphasis placed on
grammar."

As for her own future plans, St. James has registered for
another OCOD program for the summer of 1992, but admits that
she may yet change her mind about this. Her lcng range plans
include the possibility of leaving teaching where she claims
the salaries are too low. She is considering taking a
correspondence course in Hotel Management from a college in
the United States.

Profile 8 Buccament

Buccament lives and teaches in the same town where she

was born and raised. She is an untrained teacher with ten
years of experience. She has taken two OCOD programs, one in
Reading, and the other in ESL. The classroom where she

teaches is in the newest part of the school. This new building
can be seen in the photographs, Figures 16 and 17.

Buccament teaches in a self-contained classroom with a
wooden chalkboard at the front and plenty of space on the
walls for displaying pictures, posters and student work. On
the day I visited her, Buccament explained that much of the
display work she had put on the walls had all fallen off.
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Figure 16. New School Building in Buccament’s Town.

The school itself houses about 500 children. Buccament
has 37 children in her Junior One class. Although no parents
are involved in helping in the classrooms of this school,
volunteers do operate a government funded milk program for the
children every morning.

Buccament’s initiation into teaching was not easy. She
says, "I was given a slow class, and some books, and I just,
I don’t know how I got through." She did not have the
opportunity to work with an experienced teacher as so many of
her untrained colleagues do in St. Vincent. She relied on the
Ministry’s "Core Curriculum" as a guide for what to teach, and
on one of the older teachers on staff who was kind enough to
advise her on some basic teaching practices. Mostly, however,
she relied on her own resources. She says, "Most of the time
I just did it by myself, you know, just thinking about it, go
home and picturing, and make it myself." Even after ten years
she claims she still does this: "Each term I come up with
something new, a different method. 1It’s always to make more.
It’s better than the one, the older one."

After taking the OCOD course in Reading, the Head Teacher
in the school asked Buccament to be in charge of the reading
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program in the Junior School. Buccament did not enjoy this
experience mainly because she felt she did not get much
support from other staff members. She says, "Some of the
teachers were not cooperating, OK? So, that’s why I asked to
have my own class. So, now I have my own class and I think it
is better, OK?"

Figure 17. Inside Buccament’s New Classroom.

She still feels strongly that reading is the most
important problem facing teachers in St. Vincent. Buccament
feels that the most helpful thing that any course can provide
will deal with reading. She says:

Well, I always go for the reading, because we find in St.
Vincent we . . . reading is a problem. Reading, . . .
always emphasize reading. . . the skills, word attack
skills, especially how to attack the words, and
syllables, and vowels and so forth. The reading part of
it. I always go for the reading.

Part of the problem with reading has to do with the
children’s regular wuse of Dialect English and their
unfamiliarity with Standard English, according to Buccament.
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Reading material is written only in Standard English, not in
Dialect Enclish. This has led many teachers in the past te
enforce the use of Standard English in their classrooms very
strictly, a practice that had always troubled Buccament. The
ESL course seems to have provided a sense of legitimacy to
Dialect English for Buccament. She says:

From the ESL program, the dialect part of it, because we,
in these parts, that’s what the children come to us with,
right? And sometimes, as was said, you should beat it
out of the children. From that now, I outlaw not to do
that, OK? Accept it, and have me telling the children

exactly what it is, yes . . . I find the ESL program
I wish I could have another one this time for our
teachers.

Buccament now teaches the brightest of the three steamed
classes of Junior One. She says, "We have the A, B, and C
streams, and I have the faster children."™ She has found that
reading stories has become popular with her students. From a
letter she wrote to me in February, 1992, she writes:

The story method I learn from you at OCOD is very
applicabhle, pupils just love to hear "It’s story time",
very exciting. I’'m trying as best I can to use the
methods I learnt from ESL. I think it’s very effective
to my group of children age 7-8 years old.

During our conversation in March, 1992, at her school,
Buccament expanded on the benefits of taking the ESL course.
She says:

One of the things I find a little better is the story
telling. Usually, before I went to that course, I
usually just stand in front of that class and read a
story, but from what I learned at that course, I will
have the children come a little closer around me as you
demonstrated to us and then I tell the story, and ask
questions, and you know, I find the children will
understand the story much better . . . And then from the
field trip that we had, you know, I’'d never been on a
field trip while travelling in vehicles. What we do is
we take observation walks and Thursdays we have physical
education. So I take them. We have a river, a dam up in
the hill up that way, so we take the children there, and
they would, you know, look at as many things, and then we
come back and we talk about what we saw and that kind of
thing.

During my visit to this school, Buccament was giving a
test to one half of her 37 children. Those taking the
gestetnor-copied test sat alone in the front double desks.
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Those not taking the test sat noisily at the back of the room.
Figure 18 shows the students during this test. The test was
what is called a General Paper, a short answer test covering
topics from Social Studies, Science, and General Knowledge.
The gaestions were of a factual nature, e.g. Most plants grow
from .......... (students choose from two possible answers:
seeds or flowers). There were also matching questions,
choosing the correct meaning for abbreviations, and
identifying diagrams e.g. ear or eye.

Figure 18. Testing Time in Buccament’s classroom.

The classroom is run strictly. Buccament keeps a belt
handy on her desk, and does not hesitate to slap a child who
she feels is misbehaving.

When I asked Buccament about the influence of the home on
children’s education she offered the following insights.
First, she explained that reading stories to preschool
children would be veryv unusual, mainly because few if any of
the homes have books in them. Second, although a number of
homes now have television, she felt that it had no influence
on the children’s 1language development. The thing that
disturbed her the most about the children who came to her
class was their seeming inability “to think or reason."
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Profile. 9 Layou

Layou is a young, untrained teacher who recognizes a
number of influences on her learning to teach. In her first
year of teaching she was able to spend a term with a Junior

Five teacher before taking over a class by herself. This
teacher served as a model for her. She says, "You actually
listen to the way the person teaches." Then, when she began

teaching lessons herself this teacher and the Head Teacher of
the school offered suggestions for improvement. She explains:

Like sometimes when you just make notes of lessons, how
you expect to teach a lesson, they might say you should
do this first, or you shouldn’t do this, or you should
add in something additional. They usually comment on it
. so that you see you would learn to do this better.
And sometimes, the Head Teacher comes in and listens to
your lesson, and like, if you do something, she will be
able to tell wvru, "Well, you should have done this
instead", and s0 on.

She also believes that her own experiences as a student

in school were helpful. She says,"To a certain extent I
relied on what I was taught in school, but sometimes you have
to deviate from those." She mentions that learning a second

language in particular was an influence:

Like when you’re teaching French, since French is a new
language, they usually give you steps and so on. Like
they tell you how to conjugate a verb — this is the first
person singular, second person singular, and so on. And
so, the foreign language learning also helped.

Some of the textbooks she has used also provided her with
teaching suggestions: "The textbooks I usually use sometimes
they tell you what to do, step to step, it’s a plan or form."
Sometimes, however, suggestions for teaching are not provided,
and the teacher must become involved personally in selecting
a teaching method. Layou explains:

Well, at first, when I went to school to teach, I went to
a Junior Five, like this one, a common entrance class.
Well, I realized it was different than secondary school
in that in secondary school it’s higher learning, and
then I realized I had to break down the work smaller for
the Junior Five, and afterward, I went into a Junior Two
class, I realized I had to break it down smaller still,
so I just kept breaking down, breaking down. As the
years pass by you get accustomed, you realize that
certain techniques you have to start developing . . .
like relating to the children 1like, relating to the
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children, like you talk to them and you see what they
want.

Layou learned from exp rience that telling is not the
same as teaching as the following anecdote illustrates:

Like, if you want to teach them, ah, opposites, right?
like I might come in and, I might ask a boy and a girl to
stand, and then, I might ask them . . . some questions,
like about something in their hair, or somethiny in the
classroom, different things, different objects, and they
would tell me, and then I would say, "Well, what do you
notice about these", and they might say, "Well, they are
different™. I might say, "Well, since they are
different, what does that tell you about them?", and they
might come up and say, "Well, they are the opposite to
each other". . . I don’t just go in and tell them - this
is the thing. They actually tell me.

Layou recognizes the role played by motivation in
learning. While talking about story telling, she says:

Sometimes I might Jjust come in and just tell a story
relating to something, so you might Jjust come and start
to tell the story. Also, then, you might read something
to them and tell them to write down different things, or
something like that. Anything to make them interesting,
and answer questions and when their interests are
aroused, and they start telling you things, and by the
end of the lesson, you hear those things.

She has also learned things about teaching by listening
to other teachers talking. She says:

Then the other teachers might be talking, and you might
hear them talking about some problem they had in their
class, or what they did, and so cn. By that now,
probably now you didn’t put over things good enough to
the children, then you have to go to a different method.

From the ESL course she claims to have learned, "a lot of
things." She mentions the making of wicnel aids, cooperative
learning strategies, and various listening strategies like
asking the children to listen for words or sounds that are
repeated in a passage read to them. She mentions reading
methods such as the Language Experience Approach, the use of
drills ana charts designed to help teach children difficult
concepts like subject and verb agreements, and questioning
strategies such as the W-5 method. From observing her peers
performing during participant demonstration 1lessons, she
learned that she was not alone, that teachers shared similar
problems, and that they could learn from one another.
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Reflecting further on the ESL progiam, Layou feels that
she might have benefitted from more practice in producing
lesson plans. She says:

We did lesson plans to a certain extent, but we didn’t

actually . . . made out any lesson plans. I think we

were supposed . . . I not sure, we were even supposed to

do 1it. We actually did the aims, the objectives, the

planning, the actual planning. We didn’t actually do the
. make the lesson plans.

She feels that the sessions during the first phase of the
program dealing with grammar were very helpful. She says:

I think the grammar was good becarse there’s certain
things that sometimes teachers take for granted, and not
until you teach in the classroom situation, when you
exactly teaching that you realize that certain things
you can’t take for granted because there’s certain, like
when we were doing a topic - verbs, we were doing verbs,
and sometimes, like the plural verbs. Sometimes we just
take these for granted but when you find yourself in the
situation. You might say something like - verbs that add
-es to, they might say all that end with -o, we add -es
to them, but then we might develop, might see, after you
finish telling them that, you might find a verb that ends
with -o and you can’t add an -es to it. Or, you might
say — all the verbs that end in -e, you just add an -s,
but then you might see a stray situation coming and
there’s some, like furniture, that is an exceptional case

. . is that you add an -s, and like equipment, and so
on.

After teaching in her own village school for the first
year, Layou has now moved to another one closer to Kingstown.
This has the disadvantage of an hour of travel to and from her
home each day by van, but it does give her the opportunity to
go to Kingstown twice a week after school in order to take a
course in typing.

Layou teaches one of the two Junior Five classes in her
school. She has nine girls and seventeen boys in her class,
aged 11 to 13. There are 46 children in the other Junior Five
class, the more academically proficient class. Layou
describes her class in the following way:

This class was a troublesome class, always giving
trouble. Like the children never settle. They always in
and out of the class. They never seated in their seat.
They always talking.

Because they are slower children they are not expected to
do well on the common entrance examination that they will
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What I do, to give them more encouragement, I’‘11 go up to
the front of the class, and ask them to give the
corvections. I'1l1 say, ‘What’s wrong with this
sentence?’. As I read, I ask them to make comments. Or,
ask they themselves to come up to the front of the class
and read their composition to the class, and then the
children would make comments - what they think about it,
and so on

Layou believes that the children benefit from this
approach because, as she explains:

Like those who write stupid things, they (the others)
would make all the comments, and so the next time they
going to write, they have to write something better, so
everybody hearing what they have on the paper, so they,
and they want nobody to hear something silly.

The two Junior Five teachers in the school work closely
together. Layou explains:

We work close with one another. We always have the same
topics. We discuss everything together, and we do the
same topics for the same subjects. We have generally the
same timetable, so we do the same topics on everything.
Sometimes the other Junior Five goes on a little faster
than this one, because they have higher ability, but even
though they might be a little in front, they still do the
same, That’s why they put at the same exam.

The two teachers share in the preparation of the exams.
Because they both teach Junior Five, the common entrance
classes, the June examinations are very important. Passing
these exams means admission to secondary school. The students
must be between the ages of ten and a half and thirteen years
to be eligible to write the examinations. To sit the common
entrance examinations, students must present their birth
certificate. There are some parents who do not even bother
paying the five dollars (East Caribbean currency) for the
birth certificate because they feel that they cannot afford to
send their children to secondary school anyway, in spite of
the fact that just this year the government announced that for
government secondary schools, no tuition fees would be
charged. If students do not write the common entrance
examination, or if they fail them, then they may remain for
two or three years in the primary schools in what are called
Senior Classes. If they complete the senior class curriculum
successfully, they may still be admitted to secondary school
at Form Two. This, however, seldom happens.

The exams prepared by one or other of the Junior Five
teachers, not surprisingly then, resemble closely the common
entrance exams. I am attaching a copy of the second term
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Engl) ish examination given to me by Layou as Appendix J. She
predicted that her students would do badly on the 20 mark
composition question. She says, "They can’t use their
imagination."

Profile 10 Arnos Vale

It takes an hour to walk up Sion Hill overlooking the
city of Kingstown with its port facilities, guarded by the
British built Fort Charlotte to the north, and flanked by the
tranquil yacht moorings of Indian Bay to the south. Inland
from the summit of the hill, as far as you can see, are lush
green valleys, some terraced for crops such as sweet potatoes,
others carpeted with banana trees. Up here there’s always a
refreshing breeze. Up here there’s also a school, a small,
quaint, cottage-style school. For generations this school
served the uniquely white Vincentian community whose members
were indentured to nearby plantations. Now the school serves
both black and white children, and a growing number of
children resulting from intermarriage between the two races.
Figure 20 shows some of these children at play.

Figure 20. Children enjoying a break at Arnos Vale’s school.
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The school staff too has teachers frcm both races, a
number of whom were raised in this community and attended this
school as students. Here, a visitor might find a youny
teacher with a yard stick in on« hand and a very old hymn book
in the other, demanding that the class repeat line by line,
memorize, and eventually sing a hymn as a music lesson, in
much the same way as another visitor might have seen several
generations ago. Figure 21 shows part of the interior of
Arnos Vale’s school.

Figure 21. 1Inside Arnos Vale’s small school.

In this setting, Arnos Vale teaches a Junior One class of
fourteen pupils, eight boys and six girls. At the beginning
of the school year she wrote to me explaining a rather
uncommon problem she was having:

The problem with those pupils is that most of them are
afraid to talk and it makes things very difficult in the
class when they have to respond to you. I have had
experience with two or three children in a class, but
not with so many children in one class.

Right now I am working on methods to motivate them.
I put them close t2 me in a circle and tell them stories.
I know I will have to find time to cit down and talk with
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them. Because of this problem I have not used many of
the methods. I communicate to them in writing because
their reading is very poor. I use the W-5 when I'm
reading and a few other methods. I am hoping to do more

as they improve.
In May of 1992, Arnos Vale wrote:

You asked about the problems that I was having with the
pupils. The children were not only shy to talk but they
were also very lazy to work. I have had to use many
different methods to get rid of that problem. You can
see that some of them do not receive the love and

guidance at home.

Another problem that Arnos Vale has identified is poor
attendance by some children. During our interview in March,
1992, she said, "Well, you might just find, like three, about
two or three below the ability of the others, and that is
because they don’t come to school." 1In May, 1992, she added:

A lot of the parents of this school were not interested
in their children’s education a few years ago. But now
they are interested. A few years ago they would keep
home their children for no reason. And at that time very
few children went to a secondary school.

It should ke noted that school attendance only became
compulsory in St. Vincent in January of 1992.
Speaking about parental support, Arnos Vale notes:

Well, I think it could be better. It could be better. If
the parents would help the children at home and they
could come to meetings and so on, and communicate more
with teachers, I think that would help.

She also believes that if the parents provided reading
books in the homes the children would do better in reading at

school. Nevertheless, she concedes, "People are very
friendly. You need help, and you go to them, and they would
help you."

Regarding the use of Dialect English, Arnos Vale
explains:

Most of the children are accustomed to using the dialect,
eh? And to get across to the Standard English, it’s a
problem. We teach the Standard English here, but when
they go out or go home, they use dialect again (laughs).
There’s this competition, you know.
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Since taking the ESL course, Arnos Vale claims that she
takes a more conciliatory position regarding this
"competitinn." She explains:

Now, I am able to talk to them, when they come, with the
dialect in a quiet and calm way, instead of working on
them and telling them that that’s not the way Lo talk,
and so on.

Even when the children use Dialect English in class, she
jus. reminds them that they are expected to speak Ctandard
English while in class. She suspects that using Dialecl
English in the classroom is more common in rvrural areas
because, as she explains:

You’ll find some of the teachers from the countryside,
they speak a lot of the Dialect. To get across to the
Standard English is always a problem.

Figure 22 shows the Junior One class in Arnos Vale’s
school during a lesson in Standard English.

Figure 2Z. Teaching Standard English to a Junior 1 Class.
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Arnos Vale herself is an untrained teacher who has been
teaching in this school for the past 12 years. She has
attended two OCOD workshops, one in Infant Reading, and the
other in ESL. She has attended a few inservices sponsored by
the Ministry but these have had very focused objectives, for
example, how to conduct and mark a Ministry Achievement Test
in reading and mathematics. Her early training came through
working with and observing a trained teacher, and later by
getting help from another trained teacher in the school.
Arnos Vale follows the Ministry curriculum closely, and also
uses the suggestions in the teachers’ guides. There are no
walls dividing the classes from one another in this small
school. This feature appears to have served to create a
feeling of close cooperation among the teachers, and a high
degree of supervision by the Head Teacher. The children ir
this school generally do very well on the Common Entrance
Examinations.

Arnos Vale usually does her lesson planning at home in
the evening when it is quiet and when her own four-year old
child is asleep. Once a week she has to fill in the Diary
record for what was covered in each class for each day. This
is kept on her desk and is seen and signed by the Head Teacher

once a week. "Right now", she writes, "I am studying for
three more subjects, English literature, Social Studies, and
Mathematics." and, "I have applied to enter the Tcachers’

Training College this year, so I hope I will ger in."
The ESL program seems to have affected Arnos Vale’s
outlook on teaching. In an early letter she wrote the

following:

I liked the way you went about your teaching in such a
cool and calm way. You taught us to be friendly, loving
and honest to our children. I have learnt a lot from
that story that you told us about the golden pants. I am
going to tell my children. Now that I am back to school
with my children, I have a special feeling for them,
honestly. I’m going to use the methods that you taught
us. I know that my children would get a lot of benefits.

During our conversation in March, 1992, Arnos Vale felt
that she had benefitted in many ways from both OCOD programs
she attended. 1In particular, she mentioned lesson planning,
a skill she found hard to pick up on her own, and second,
increasing her repertoire of strategies for teaching: "I now
know how to use a lot of different methods to get things
across to the children."

When we talked about how the program might be improved,
Arnos Vale made the following suggestion:

Well, a follow-up program. If you have that I think that
will help, because you’d be able to talk to the teachers
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to see if there was any problems, you know, that came
up.

In response to how such a follow-up program might be
carried out she said:

Like, how you are here now. I am able to discuss any
problems. You can give me any other advice that I didn’t
learn from the workshop, you know. So maybe that would
help. Or maybe, if the program is made longer, maybe
three years, instead of having it just the two,
especially for those newly appointed teachers. Maybe two
years might not be enough.

Profile 11 Diamond

Diamond is a young teacher attending the Teacher Training
College in Kingstown. Like the other former participants of
the ESL workshop who are enroled in teacher training, she is
unable to relate her OCOD experience to ongoing classroom
practice, but she is able to reflect on the experience as it
relates to her previous two years of teaching, to her personal
perspectives, and %o the teacher training program.

In a letter written in January, 1992, she offers the
following point of view ahout the role of language in
teaching:

As a teacher, even though presently out of the classroom
situation. I have developed a different concept about
teaching. Through the ESL program I realized teaching
depends wupon language through 1listening, speaking,
reading and writing as the foundation of communication
between teachers and pupils. Hence as a teacher I now
give more time in studying and developing my language
skills.

Generally speaking, St. Vincent has a low percentage
pass in External English examinations. This I am
convinced is owing to the problems pupils face in
expressing their ideas fluently in Standard English,
since they are more exposed to the creole dialect spoken
in their home environment. Thus, should I have been in
the classroom, I would have copied the art of oral
expression and drills so as to develop confidence and
accuracy in pupils approach to Standard English.

The program has also broaden my knowledge of our
language situation and how to better deal with learners
of Standard English, by ©providing the necessary
guidelines.

Concern with language developnment was the main reason why
Diamond chose to take the ESL program. During our
conversation in March, 1992, she says:
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For me, language was a problem because of our creole, the
vernacular. We find that in writing composition or even
in oral expression we have problems. We have problems
with the Standard English so, as I heard the topic, I
became interested in it. That’s what motivated me to do

the course.

She claims that the ESL program has helped her by
providing "the basic foundation knowledge that you need to
continue the language, especially in the methodology area."
In spite of acquiring this basic foundation knowledge about
language, however, Diamond is still very concerned about her
own progress in the Teacher College course in English. In
February, 1992, she wrote,

Presently my training is progressing, having to do work
daily with an aim in mind. Lately, however, I have not
been achieving satisfactory grades in ‘Use of English’.
We are presently dealing with Summary Writing and I have
not really found books with much practice. Failing in
this subject area makes me very concern, since it is said
to be the most difficult area to pass in the final exams.
I am continuing to try my utmost best to achieve success.

After completing secondary school, Diamond went directly
into teaching. She describes how one learns to teach during
our interview in April, 1992:

There can be several ways. You can either model teachers
who have taught you before or from observation. After
going to school the first week, you might be probably
lucky to have the Head Teacher of that school assign you
to a class for at least one week. In that time, you
take, it’s like an orientation period where you’re being
taught what to do, how to go about doing it. But in my
case, I was not that fortunate. I had my experience
actually come just entering the classroom and using my
own experience from other teachers that had taught me,
and moreso, being actively involved in other organization
and groups. I had always been seen as a leader,
especially in Crusaders, a church organization. I've
been taking leadership roles, leadership courses, and
that has helped me to be able to control, or take up the
challenge of the teaching task. When I went to the
classroom then I was not afraid to face a crowd or a body
of students, and from day one, I actually started
teaching. I know I had done a lot of mistakes, because
learning the correct way after, one realized that my way,
I realized that my way of teaching was actually
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incorrect. I did not use the correct methods, and mostly
I depended on *the lecture method which many children
would have taken a longer time to learn.

After her first year of teaching, Diamond enroled in the
ESL program. She believes that the workshop helped her.
"Yes, I think very much so", she explains,

Because I had never had the experience of being taught
how to write lesson plans for example, and it was at OCOD
program, at least it was my first year at OCOD, where I
did the ESL program, and there I was taught how to go
about teaching the English language, which is known as
our second language in St. Vincent and the Grenadines,
because we are more familiar with creole spoken, dialect
in inverted commas, and having the format for lesson
planning, know what, being taught what is an aim, what is
a goal, what is an objective, one was able, I was able to
be more specific in setting about my goal or task that I
wanted my students to achieve at the end of the lessons.
And demonstration lessons where we had to present lesson
plans and teach them to the body of participants in the
OCOD program, was very interesting. From that where we
had a critically, analyzing the teaching done. I learned
from that because when you see mistakes that you were
likely to make and would correct them in future.

Also, she clzims the ESL workshop changed her point of
view about the acceptability of Dialect English. She says:

It has also had itgs advantages again in that we are able,
who did the ESL program, to appreciate the children’s
expression in the Creole language, and show them how they
can feel comfertable expressing their thoughts, and model
the corrections in Standard English for them, instead of
ignoring the child’s contribution.

Diamond feels that teacher training should precede
classroom experience. In discussing her adjustment to teacher
training, she identifies a problem she had, one recognized by
her three peers at one of our interviews:

The difficulty of accepting, of changing the pattern we
have developed being untrained, before training, before
becoming qualified. 1In that I mean, you’re sent to the
schools untrained and, coming to college you have to
unlearn what you have been practising and do the correct
things, which sort of poses a problem, because that would
have been habitual or easily done, because you have been
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doing it over a period of time, and you have to come here
now and change suddenly . . . We should be trained first
before going to the classroom, and it would make teaching
more, more easier.

Relying completely on your own experience, according to
Diamond, has its shortcomings:

Most of it is, ah, from what you have seen - a teacher
doing, or even the way you were taught, and some of it,
as has been said, they were not correct. So, when you
get here now, you really see the mistakes that you were
making out there, and you really have to learn all over
again, to really teach, and then you link those up with
different theories and so on, you know?

Diamond made a number of suggestions about how the OCOD
program might be improved. First, she talks about the place
of the workshop in teacher training:

One is the recognition of the workshops. People
sacrifice their time and go to workshops and you find the
educational system, or I should say, the administration
. they hardly pay attention to the courses you did.
So, people are not motivated to really, I should say, to
reinforce what they learn and carry out . . . pass on the
knowledge as such. Only if you’re really dedicated to
the teaching profession then your interest would be . .
intrinsically motivated.

Since most of the participants in the ESL program were
untrained teachers, Diamond feels that the course should have
been kept as practical as possible. She says:

Deal with more practical . . . the lesson planning . . .
because you find difficulty in knowing the work, and
getting how to do it, deciding how you going to teach it,
how you’re going to present it to the students so that
they would be able to understand.

Some things, Diamond feels, may have been overlooked by
the ESL tutors. For example, many of the untrained teachers
were not proficient in Standard English language skills. One
of her own reasons for taking the program was "just to learn
to speak Standard (English) properly." Another factor not
always considered by the tutors was the classroom environment
where the participants teach, what Diamond calls:
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—-our own classroom structure, or situation where we have
a lot of children in crowded conditions, this classroom
next to that one. You might not be able to get across
what you really wanted to, because of all the other
classes’ disturbance.

Diamond feels that OCOD would serve the untrained
teachers of St. Vincent well by providing them with an
introductory program on teaching prior to their taking a
teaching position. She also feels that there should be some
sort of follow-up program. At the present time, only the most
dedicated teachers might be convinced "to meet in groups, once
a month or something like that, and try to discuss classroom
problems."™ She feels there is little chance of effective
follow-up without the "tangible support" of sponsoring
organizations.

Profile 12 Kingstown

Kingstown was a very receptive participant at the ESL
workshop as the following excerpts from her journal
illustrate.

Day 2. Mr. Hall sessions were great. First he gave us
sentences with Vincentian creole versus Caribbean
Standard (English). We discussed where children use
creole and what it means in Standard. However, I learnt
something new today although I did not make it known.
During all my school days I was taught that a verb is an
action word and I taught my children that too. I knew
words such as is, are, has have are verks, but I was not
taught what kind of verbs they were so I never bother to
ask. I learnt today what they are and I know too that
verbs can be an action word or tell you the State.

Day 4. The fourth day was very exciting. I learnt a
lot, the gains I received will be with me until the end
of time. I realized that although teaching can be a good
job in order for it to (be) really successful a teacher
has to be very tactful and skilful to motivate her
children.

Harold explained from his handouts why people read,
stages of reading, strategies used in learning to read,
and approaches to teaching read. During his explanation
I realized then that in a classroom that the children are
at different stages in reading. I must confess now that
after what Harold told me I will be able to identify
these stages.
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The man C.P. (This refers to the Vincentian co-
tutor) taught a good lesson and as soon I get back to
school hey, you can bet or be reassured that I am going
to use that method of drilling in teaching my English.
I acknowledge here and then that drillings motivate

children a lot.

Day 5. This morning one teacher from one of the groups
taught a lesson and in the afternoon another teacher
presented her work too. In my opinion the two lessons
were very good. Although at the end of these lessons
other teachers critised the two teachers what was good
about it was the critism were constructive and not
destructive. I learnt so much, the skills the other
teachers displayed make teaching seemed so easy and fun.
I am ceratin that what I learnt this week I will make
them applicable to my teaching when I return to the
classroom on the 19th of September, 1991.

Day 6. I learnt also how to make substitution drills a
way I never thought of although I saw it in English books
before. I always write sentence when teaching this
particular area on chalkboard. I made one substitution
table today that I am taking back to my school with me.
I must also note here that there are other teachers at my
school who are untrained as I am and when I return I am
going to share my information with them, especially the
substitution drills with them.

Kingstown 1lives and teaches in a remote village
surrounded by hills and valleys green with banana and coconut
trees. Not surprisingly, the traditional occupation here is
farming. In this setting, Kingstown wrote the following
description of herself and her family.

I am twenty-one, born on the 5th of January, 1970. I am
the second of nine children. I am 1living with my
parents. My father a farmer, he is also a manager of a
Banana Shipping Plant. My dear mother is a housewife.
They are dedicated christians. My eldest sister is a
teacher too, another is a nurse, my eldest brother is a
policemen. One of my sisters keeps the home because due
to pregnancy she had to leave school before she finished.
The others are still at school. I also have a sister
living in Carada. My hobbies are reading, going to
church, helping people, teaching and meeting new friends.
To be honest, my friend I did not plan to stay in
teaching forever but I change my plan. I am hoping to
attend Teachers College next year if I live.
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In another letter she examines her reasons for choosing
to teach.

When I was growing up one of my main goals was to be a
qualified Nurse. All through high school I kept hoping
that one day I will succeed. However, when I left school
it turned out to be something different. I wrote three
applications, one for nursing, teaching and the police
force. I did this Harold because here in my country it
is a youthful population and most of the time we have to
accept the jobs that are available rather than those we
want or desire. I was call for the three interviews but
I was turn down at the nursing interview because I did
not have a pass grade in Human and Social Biology. I got
a D for it. So, I (had) two other choices. I choose
teaching.

I thought teaching was a headache job but I proved
my assumption to be false because although teaching is
rough, it is fun and challenges. I enjoy working with
children. I love them so much. It feels so good to help
others.

Here in St. Vincent all the children don’t have the
same privileges there are some who come to school without
working materials and food. Oh, Harold it is
heartbreaking at times. We are suppose to send them home
but I can’'t. I see it better to help where I can.
Harold one thing I realised when I started teaching is
that although my dear parents are not wealthy I am
fortunate. I say this because I have so many
opportunities and privileges and some children have none
and it hurts at times.

Let me tell you about my community. Most of the
people in my village like my father are farmers. Where
I am living it is very mountainous. We can easily tell
when it is going to rain because on top of the mountain
will become dark. Most of the children speak their first
language. To be honest to speak the second language
fluently here in my village some people will criticise
you for trying to be superior.

At present I am doing a business subject on evenings
after school in the capital. My only problem at times is
transportation.

Soon after returning to school in September, 1991,
Kingstown wrote to me describing her teaching situation:

Well, I am teaching at my village Primary School. It has
three division, the infants, Juniors, and Seniors. At
present I am teaching Infant 2. My class consists of
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thirty children. The age group range from 6 -7 years old
with three exceptions who is much older because they are
handicap mentally.

Teaching here is a difficult job. Some of the skills
I learnt at OCOD I have already proven them to be
successful methods. I adopt your way reading stories to
them. During the past two weeks I did nct allow them to
do much writing instead I try to develop their listening
and speaking. I can recalled vividly at one sessions
that you said the best way to correct a mistake in a
child’s book is to write it. Remember, when you gave the
example of the child who was writing "your’s truelly"?
In class now whenever a child speaks the Vincentian
creole I do not tell them to speak properly instead I say
the correct way and they will repeat it. Harold,
pictures really motivate children in classroom. I am
planning to use the tape-recorder sometime in the future.

In a later letter she outlines the benefits that she
believes she has acquired from the OCOD experience. She

writes:

I tried many different teaching strategies since I
participated in the ESL. I use a lot of charts and
viewcards as aids in teaching many of my lessons.
Instead of writing words on the chalkboard and then after
pupils spell them I erase them and then let them write
them I do something else now. I write words on
chalkboard missing out letters and let the children fill
in the missing letter. Seriously I have proven this
method to be successful.

I have in fact become a better (teacher). I plan my
lesson plans better which is very important, I have more
patience, and Harold, if you recall I said at the
beginning of the workshop that one of my goals was to
speak English fluently after the workshop. At this time
in point I can say that I attained that goal.

I tried to copy some of the teaching styles used by
some of the tutors and the volunteer teachers during the
practice lessons. I patternise your reading styles and
the USSR. I must admit that some of the things I learnt
I cannot apply them to my teaching now because I am
teaching an Infant class. When I used a lesson for USSR
my children sometimes used their basal reader, picture
books or simple books for children.

I am not a fearful girl but still at times I used to
get nervous around crowds especially with strangers but
OCOD have given me such exposure that I no longer feel
nervous.
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When I visited Kingstown in March, 1992, I found that her
village school had been destroyed by a mudslide during heavy
rains several weeks previously. She was teaching in a
building that appeared to have been a community hall. The
building was much smaller than the one that had been
destroyed, and consequently only half the children could
attend at one time. Thus, the school was on a shift system,
whereby half the children came in the morning for two weeks,
then switched with the others to attend in the afternoon for
two weeks. Because this alternative building was at
considerable distance from the former school, many children
and their teachers had to walk long distances to and from
school each day.

Kingstown seemed to be making the best of the situation,
however. She considered that she was lucky in that she had a
corner room, and as result had two walls where she was able to
put charts and pictures. She also shared her classroom with
another teacher who taught a class of children of the same
age, and thus was able to leave her displayed material in
place from one day to the next. Figure 23 shows her classroom.

Figure 23. Kingstown’s Corner Classroom.
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She missed having the space outside to take the children
for physical education or to find a quiet spot to share a
story. She was still able, however, to use charts and
substitution drills, and she claimed that her lesson planning
was still improving. Lesson planning appears to be given
rather high priority here according to Kingstown. She says
that lesson plans have to be prepared for inspection by the
school’s Head Teacher or by any visiting staff member from the
Ministry of Education.

Her training for teaching was really based on her own
personal experiences. She says, "We bring what we’ve learned
at school . . . How your teacher went about it." Although she
is not at the moment teaching in the same building where she
went to school herself, this is only because of a catastrophe
which destroyed the school. Her own sister teaches in the
same school and her own siblings are students here. 1In fact,
one of her younger brothers is in the sister’s class, and he
resents having to stand and say "Good Morning, Miss" at the
beginning of classes each day when he has already had
breakfast with this sister, and walked to school with her!

Kingstown spent two weeks with a qualified teacher before
she was assigned a class of her own. She knew how to behave
as a teacher from watching others teaching. She knew for
example, that teachers are expected to speak Standard English
in school. This is an expectation held by both students and
by their parents. She also knew the limits of acceptability
in administering punishment for discipline because she is a
product of the same community and school system. Nevertheless,
she believes that the OCOD experience has taught her "new ways
and means to teach the children and at the same time strive to

motivate them."

Profile 13 Greiggs

Although Greiggs did not leave her journal with me, her
letters describe her teaching situation quite clearly. Here
are excerpts from two letters, the first one written on
September 28, 1991, and the second one on December 31, 1991.

Letter 1. My school reopened on the 9th September and
I’'ve been placed in the Junior 2 class. The Junior 2’s
are on the upper floor of the school building along with
Junior 3’s, 4’s, and Seniors 1, 2, and 3. We do not lLave
separate classrooms, the classes are just turned in
different directions so that two different classes use
each side of the chalkboard and there is an extremely
narrow passage at the side and back of the classes. When
moving around the class, a teacher has to move out of the
way for others toc pass. (Figure 24 shows the inside of
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this school.) I teach thirty four pupils, 8 plus and 9
plus, at present. Last year I taught a Junior 1 class of
forty one. The students are not extremely bright and
personally I think they would have been more intelligent
and able if we did not have to be so overcrowded and
extremely noisy and uncomfortable and had had space to
stick up charts and pictures. The parents too are mostly
poor and many of the pupils come to school with only a
few exercise books, no text book, no Art book, crayons,
not even a second penc.l or even a story or colouring
book. Despite these setbacks we, the teachers really try
our best with these pupils and quite a few of them gain
places in secondary schools.

el By .
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Figure 24. 1Inside Greigg’s crowded school.

Letter 2. I have found substitution drills to be very
useful to me and helpful and interesting to the children.
The teachers do work very closely together and that does
help. I allow the children to write on whatever paper
they have and I teach them from whatever book 1is
available as long as it is appropriate. The noise from
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surrounding classes and the sizes of the classes makes it
extremely difficult for the teacher as well as the pupils
but we all try and at times there is the satisfaction of
seeing most of the pupils doing their written work well.

Although I had read Greiggs letters I was still shocked
by the reality of her school. After introducing myself to the
Head Teacher I was escorted to Greiggs’ classroom. On the
way, it was explained to me that Greiggs was a specialist
Language Arts teacher because she had taken specialized
training through OCOD!

As a specialist then, she was teaching Language Arts to
four classes of Junior Two, eight and nine year olds, grouped
according to their ability. Greiggs later explained that the
decision to specialize was made because the teacher assigned
to the lowest division in Junior Two could not handle the
class. She had gone home crying every day so the staff
decided to spread out the responsibility of managing this slow
and poorly behaved class. The children are apparently not yet
reading. Greiggs’ classroom, as she had accurately described,
turned out to be cne vast hall, housing about 400 students.

From this point I shall quote directly from the notes I
made while sitting in Greiggs’classroom.

I can hear almost nothing that Greiggs is saying although
she is standing not more than six feet from where I am
sitting. The children appear to understand her, however,
and they respond in group or scmetimes hold up a hand
when they know an answer, or at least attempt a response.
The lesson is on singular - plural agreement of subject
and verb in simple sentences like "Sam likes mangoes".
This is a preparation for a test which will be given next
week. Greiggs stops at one point to ask a question of
another class, a Junior Four, just beside us. I did not
hear the question or the response. I’'m beginning to
think that they must lip-read! Some children are grouped
four to a bench made for two.

Greiggs writes a sentence on the chalkbeoard and asks
the children to read it aloud as a group. A straight
oral drill would likely be impossible: they must rely on
visual cues. The agreement or lack of agreement between
subject and verb are discussed. Sometimes those students
who agree with a correction stand while others sit.
Greiggs reacts quickly to maintain order, collecting
distractibles and putting them on the teacher’s desk,
much like Canadian teachers do. Obviously the belt is
used liberally in the lower division class seated just
behind us. Several times I observed the teacher from
this class striking a student with a belt. One student
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in Greiggs class stands throujhout the lesson. There is
no seat for him. Greiggs mentions to me that the
students are behaving well today, probably because I am
here as a visitor.

The second part of the Language Arts lesson begins.
Greiggs writes a sentence on the chalkboard: She eat a
lot of ice cream. The students are to copy this sentence
into their exercise books and correct the error. Greiggs
circulates among the students checking their work. When
she appears satisfied that the first sentence has been
completed, other sentences are written on the chalkboard:
2. The girl like to go to school, and 3. My friend eat a
lot of mangoes. The correction process is repeated. The
children finish at different times. Amid the cacophony,
one girl, finishing quickly, sits quietly reading "The
Story of Jesus". Finishing the last two sentences takes
the rest of the period. At noon, there is a sudden drop
in the noise level, then all the students together chant
a prayer: "Be pre-sent at our ta-ble Lord . . ." etc.
before being dismissed.

At noon, I bought some fried chicken, a small bread loaf,
and a soft drink ai a nearby Rum Shop, then returned to the
small staff room at the school. Here I noticed a book where
the teachers are to record the time they arrive and leave
school, morning and afternoon. If a teacher is away ill I
learn that other teachers supervise this teacher’s classes, or
sometimes one of the two administrators will take charge of
the class. During the noon hour many children return to their
homes, but some stay and play in and around the school. There
is a small playground at the school where the children skip or
play cricket with tennis balls.

I return to my notes to describe the afternoon
experience.

Greiggs is now with the dreaded fourth division Junior
Two class. She comes with her chalk box which contains
a few pieces of chalk but also serves to hold odd bits of
string etc, that she confiscates irom the children. She
methodically writes the date and the subject on the
chalkboard, then the lesson begins. The lesson is a
modification of the ones taught to the other Junior Two
classes in the morning. She tries to teach or re-~teach
the children about subject and verb agreements. The
rules are memorized and repeated by rote, but when the
children are asked to go to the chalkboard they seldom
seem able to put the "s" in the correct place, e.g. The
dog bark at me. One student put an "s" on the end of the
word "me"!
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During this class I observe a teacher in a class
beside us lunge at and strike a student first with a
forehand slap to the head, followed by a backhand slap to
the face. The student partly deflects the blows,
especially the backhand swings. This happens not once,
but twice within a period of 15 minutes, not mecre than 25
feet from where I am sitting. No one seems surprised by
this action. I can only assume it 1s acceptable
practice. Surely it was not staged for my observation?

The class continues. "She plays everyday". This is
written on the chalkboard. The children repeat it
several times with exaggerated emphasis on the "s" of
the word plays. As in the morning class, the second part
of the 1lesson consists of copying and correcting
sentences in the student exercise books. All the
students have exercise books except one. Some of the
pencils are only about an inch long.

Following the day’s classes, Greiggs and I met for an
interview. We talked for some time about the school itself.
Greiggs had been a student here herself, and has now taught
here for nine years. She said that the second floor of the
building had been added fairly recently due to a large
increase in the population. Part of this increase was due to
the migration of people to this wvillage from an area
devastated by a volcanic eruption. There are 788 students now
in the school and the number keeps growing every year. The
staff and administration have apparently tried unsuccessfully
to have the school divided into smaller areas. Greiggs says,

At one time we, ah, somebody made the suggestion that we
should buy some boards, and see if we can make our own
partitions, but then we needed help to put up the
columns, and ~hen we needed funds to put the boards, and
nothing was ever done about it.

Greiggs has faced a number of frustrations in trying to
implement the strategies she learned at the ESL workshop. She

says,

We have charts to put up and there’s no way to put them,
and if you put them on the wall on the outside, people
will punch them from outside. We have to take down every
afternoon whatever we put up. If we leave them up the
sweepers sometimes they bring in children and they
destroy them. Sometimes, they have a function in the
school over the weekend, and when we come back in on a
Monday, there’s nothing . . . The charts that I made in
ESL, I just have to hold them up.
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Greiggs has been able to modify some of the strategies
she learned at the workshop. She explains:

Well, with the substitution drills, I had some on little
cards. What I did, I passed them out to the children,
when I didn’t have anything to stick up. I passed them
out to them, for them to make sentences. and I do keep a
small picture file at home.

The noise factor affects teaching in a number of ways.
Using a tape recorder is perhaps impossible. She says,

Even using a tape recorder, even in this senior section
there’s a (radio) program coming on, I think it’s in
Social Studies, and sometimes the teacher will try to get
it across to the children, and they can’t hear because
the whole place is always full of noise. If I try to use
a tape recorder in my class, it won’t be effective
because they won’t hear. I don’t take them outside
because the playground is too small and dusty. (Figure 25
shows a part of this playground.)

Figure 25. Greigg’s school and part of the playground.
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Sometimes the children don’t understand what the teacher
is saying because they are attempting to understand an
unfamiliar dialect, Standard English, in a setting where
distinguishing sounds must be very difficult. Greiggs states,

You can’t get to them because of the noise. Sometimes
they don’t really understand what we are saying, although
it is still English. Their dialect, sometimes, you
question them and they don’t answer, not really because
they don’t know, it’s because they don’t, they didn’t get
that, because we speak to them in Standard English. So
sometimes we do have to ask them over in the dialect, and

they would answer.

Here is an account of Greiggs’ attempt at implementing a
silent reading program, one of the ideas she learned at the

workshop.

I tried, when I had Junior One downstairs last year, and
downstairs is a little more quiet, so every afternoon,
after lunch, I would try to do some silent reading, but
since I came up to Junior Two, in the first weeks, I
tried it, and it wouldn’t work, because everybody was
making noise, and then when I say, "Let us do some silent
reading", they would find every other thing to do, and
then the noise from all over, they would start doing
something else and then, it didn’t make any sense, so I
would have to take them outside and then we would have to
do oral, then actually I read instead of them doing it
for themselves. So then, I just had to drop the silent
reading.

Greiggs tells an interesting anecdote about the daily
task of building bridges between Dialect English and Standard

English.

Yesterday, I give them a . . . there was a word in
reading: ‘bother’, and I asked them what is "bother"?
And they didn’t answer, so I said, "Suppose somebody
said, ‘na bada me’." That’s how they say it, and they said
well the person mean not to humbug them, that’s what they
told me. So, I told them the same word that you’re
calling "bada" is the same word that you see on the
blackboard "bother". 1It’s just that you don’t say it
properly. So they didn’t connect "bada" and "bother"
because they used to saying "bada" and when I say
"bother" they didn’t really know it was the same word.
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Part of the problem between the Dialect English and
Standard English, Greiggs feels, is a matter of pronunciation
practices. She explains,

We don’t pronounce "th". 1In the Standard English we do
it, but in their language they don’t pronounce the "th",
and I find it difficult to get them to pronounce it. I
will tell them to put their tongue between their teeth
like we learned in the ESL, and they will say "ba" and
say "da". They put their tongue between their teeth,
take it back out, and still pronounce it as "d". Like
three, I will say "Say three", and they will say "tree",
and they don’t make any sound. They Jjust put their
tongue between their teeth, remove it, and then say it
the same way.

Greiggs’ teacher training consisted of spending three or
four weeks "teaching along side another teacher that was there
before me." After this, she states, "I started getting
accustomed, then after getting accustomed and reading, and the
syllabus, and making notes of lessons, getting help to make
them, then I began to understand exactly what to do." During
her second year of teaching the Ministry sponsored an
orientation program which she claims was helpful even though
it was a year late. As far as applying for teacher training
through the college, she says,

I applied once and I didn’t get in that time, and I
didn’t try after that. That was about three years ago.
I really decided to wait until my little boy was older.
I decided to try again this time. 1I’1ll try this year.

Profile 14 Lowman

Lowman teaches in a village primary school in the
interior of St. Vincent. It is a conventional two-story
school with classes in Infant, Junior, and Senior sections.
Lowman teaches in the Junior section. She is untrained, but
has been teaching for a number of years.

Lowman did not leave her journal with me, nor did she
write any letters. Outside of our contact during the
workshop, our only direct communication was a short interview
in her school in March, 1992. At this interview Lowman said
that she had especially enjoyed those sessions of the workshop
dealing with the language situation in St. Vincent. She said
that as a result of her participation in the program she had
begun using more Standard English in the classroon.
Previously she had taught using mostly Dialect English. She
sa.-d that while she was forcing herself to make this switch
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she gained in self-confidence and as a result, she now feels
quite comfortable in using Standard English in that setting.

One of the other teachers on this staff was also a
participant at the ESL workshop. Lowman told me that when
they were both asked to report on what they had learned at the
workshop for a school staff meeting, she found the other
teacher’s account so different from her own, that she had
difficulty in believing that they had both been at the same

workshop.
Lowman said that she felt embarrassed at not having

written.

Profile 15 Owia

Owia was one of the youngest teachers at the workshop.
This is her second year of teaching. 1In the letter she wrote
dated Oct. 23, 1991, she provides the following insight into
her teaching situation.

This school year was not as I expected. My class is
Junior 2. It is made up of thirty four mischievious
students. I have to speak almost every minute of the
day. Some of the pupils are so far below average that it
scares me. You see I will be held responsible for
whatever they achieve at the end of the school year. To
top it all off, we have a seating problem; there are four
children sitting on one of the average size benches.
Which may account for their intolerable behaviour.

She concludes her letter with a short reference to the
ESL program: "To be honest Harold I haven’t tried any of the
ESL ideas as yet. I am too busy setting the pace in the
subject areas especially reading. I find it very difficult to
teach slow learners reading."

By the time I had the opportunity to visit Owia in her
classroom, I found that she was teaching in another building,
her former school having been destroyed during the heavy rains
in November and December of 1991. She was teaching the same
children that she had before, but because the new building was
much smaller than the former school, the classes were put on
a shift system. Under the shift system the school operates
for four hours in the morning for half the children, and
another four hours in the afternoon for the rest of the
children. After two weeks the morning and afternoon classes
are switched, so that everyone 1is treated equally. Owia
comments, "It’s easier to get here in the afternoon, but I
like working in the morning, then having the evening for
myself. I prefer the morning."



117

As far as teaching is concerned, she says that her
children are improving in reading. Owia sticks closely to the
syllabus and uses only the approved basal readers, although
she states, "Sometimes the children bring their own story
books or so, on Fridays." Her teaching strategies seem to be
uncomplicated. She helps the children with "just the words
they don’t know", although she has tried at least one
alternative method: "Sometimes with pair reading, the two of
them read - one that is bright and one that is dull, and
sometimes individual reading . . ." She confesses not to use
either phonetic skills or prediction strategies. "Sometimes",
she says, " I tell them to read a story, and then tell the
class."

Her teaching strategies she says, were learned by
"looking at other teachers." She did spend some time working
with another teacher on staff before being assigned her own
class, but she says she does not use anyone else as a model,
not anyone she has worked with, nor anyone who had taught her
when she was a student. She says, "I get along better when I
teach on my own, I get along better on my own."

Owia claims that she did not learn any strategies at the
ESL workshop that were useful to her, although she admits that
the sessions on lesson planning were helpful. She enjoyed
making new friends at the workshop, but they had no influence
on her as far as teaching is concerned. Owia applied to get
into the Teachers’ College last year, but was turned down.
She says that she will try again this year, but if she is
turned down again, she will not try again. Nevertheless, she
says that she does intend to stay teaching.

Owia is not really interested in any follow-up program if
it involves corresponding with others. She says, "Well, I
don’t really like corresponding. I don’t like writing."

Profile 16 Jumby

Jumby brought to the workshop an enthusiasm and a
willingness to accept new ideas as the following quotation
from her journal illustrates:

It was a real thrill to be reunited with past friends and
share in the joy of meeting new ones. Participants of
the ESL course were once again assembled to continue
Phase II of the ESL workshop and the success of today’s
activities give an insight of the promise of future
success as we continue this workshop.

On Day 3, she writes, "I have learned to develop skills
in generating the interest and attention of pupils in various
age groups, especially in improving the listening skills." On
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Day 4, she writes, "I gained a great deal of knowledge in
helping pupils to read independently after certain drills."
At the same time, she recognized that not all the ideas
presented at the workshop will be equally applicable. In
responding to a query about the application of the reading
ideas presented in a workshop session, Jumby replies,

I think some ideas would be more successful in our
classroom setting than others because teachers might find
it difficult to obtain certain things needed to implement
some ideas. Some ideas will really be workable and I can
foresee children participating actively.

Jumby enjoyed the demonstration lessons presented by
workshop participants. She writes,

Participants found them to be very relevant as it gives
teachers an opportunity to be placed in an actual
classroom setting and helps us to be able to present
better lessons from what was done. Mr. Hall who is
exposed to that particular activity gave us some very
useful hints on the presentation of a good 1lesson.
Various participants gave constructive criticism and we
were all benefitted by the various inputs.

On the topic of writing, Jumby writes,

It was stressed that teachers should make up subject
matters within the child’s level so that he/she will be
able to cope successfully and not become discouraged due
to lack of knowledge. Choose themes that motivates and
attracts pupils interests — these were all useful hints.

Jumby seems to have been more receptive to those ideas
which motivate and encourage 1learning rather than the
strategies which were aimed more at basic teaching skills,
such as chart making. Although she has not attended Teachers’
College, Jumby has taken part in at least two other
professional development activities, and she has 18 years of
classroom experience. Consequently, it can be expected that
she did not come to the workshop looking for a basic classroom

survival kit. The first of her letters reveals how the
workshop affected her personally and professionally. She
writes:

I have benefitted greatly from the ESL course and
appreciate very much the time and effort you gave so
unselfishly. It has helped me on a personal level and
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more so my teachirg performance has been greatly
enhanced.

I am presently teaching in the Infant section, age
group 6 — 7 years. I enjoy teaching that level because
I'm very fond of kids.

I have not been able to adopt many of the ideas
learnt at the ESL program, however there are quite a few
that are workable.

I find that your story break before lessons and the
exercise drills work wonderfully. It really put the kids
in high gear. The ESL program has put a real teaching
eagerness in me, I feel real good teaching a lesson and
then observe the pupil’s response and their eagerness to
learn also. Some of the strategies that are too advanced
for my age group I pass on to other teachers within that
teaching level.

In this same letter she relates a rather unexpected
result of her participation in the ESL program.

I must let you know how your encouragement in reading has
gone a long way in my daughter’s progress. I passed on
the books you gave away at the close of the workshop to
her. She finds much pleasure in reading and it satisfies
her quest for knowledge also. She then began to lend her
friends the books she had read and also encourage them to
use some of their spare time to read. She also collected
books that were at home previously and now she has put
them together and started a mini library at home. She
has so many interested members now that she a problem
supplying them with books. The children in my community
has developed a uyreat interest in reading and it is
observed in their school’s performance. Harold, thank
you very much for that reading idea it is working
marvellously and I’m happy to see how children who were

poor readers are now improving greatly - reading is
really a key to learning. Thanks again for that
inspiration.

In a later letter, dated February, 1992, Jumby describes
a dramatic change in the operation of her school, responds to
questions about her reading program, and includes an update on
her daughter’s library project.

My school has been put on a shift system at the
commencement of this term. This was done to accommodate
the growing school population which found themselves
without classroom facilities after the destruction of the
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infant section of our school building due to previous
weather condition.

This program has affected the smooth running of the
school’s program. We all have to adjust to changes in
life and make the best of every situation. I have to
work much harder as there is less teaching time available
in which to cover subjects. However, I’'m getting
accustomed to the change and the program is working
smoothly. We shift morning and evening sessions every
two weeks.

In response to your questions on my reading and
story success. The reading ability of my pupils are
enhanced due to the encouragement they are receiving to
make reading a daily part of their activities. They also
enjoy the stories that they hear and this motivates them
to seek for story books. They usually bring any story
book within their possession and try to read or ask me to
read to them. They have begun to improve their grammar
and vocabulary because of this. I’'m truly grateful to
you for this reawakening in reading.

My daughter’s library is still on stream although
she cannot keep up the steady demand for reading
material. She is thirteen years old and is doing a fine
job at that age. She’s presently attending the Girl’s
High School in Kingstown and her work load at school
sometimes limit her library time. She really do enjoy
reading and this is improving her performance at school

greatly.

I took a local van to Jumby’s village on March 20, 1992.
In my notes written that day, this is how I described the
school and its surroundings:

The room is spacious for the 32 children, with shuttered
windows on both sides, the usual chalk board in front
made from boards, and a blank wall to the rear. The
furniture consists of double desks ancd benches, a small
teacher’s desk and chair, and a cupboard. There is one
poster 9" X 12" on the rear wall. It shows a drawing of
a broom with the word "broom" printed below.

From the sea side there is a constant breeze through
the classroom. On the inland side, the window looks out
onto a dry dirt playground, a post office, the highway,
and beyond that an obelisk-like hill crowned by a coconut
tree. The children are not in uniform but wear an odd
assortment of dress, some with shoes, some without. One
little boy wears a Montreal Expos T-shirt because he has
an uncle who lives in Canada. The clothing worn by the
children here is noticeably used and sometimes not too
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clean. There are 204 boys and 246 girls, for a total of
450 children in the school.

Jumby showed me where the river that flows by the school
had undercut the foundation of the original school building
leading to its destruction, and the primary school abandoned
a few months previously due to damage from the sea and heavy
rainfall in November and December of 1991. This school is
still standing on the beach but is not used. Figure 26 shows
children playing on their playground outside of Jumby’s
classroom,

Figure 26. Playground Activity Outside Jumby’s Classroom.

Jumby teaches an Infant Two class consisting of six and
seven year old children. The first lesson that I observed was
in Mathematics. .Jumby wrote problems on the chalkboard and
asked the children to copy them down and solve them, e.g.
Patrick has 25 pencils, McGregor has 27 pencils, They have
«e..+.. pencils in all. The names she used were those of
pupils in the room, Most of the children wrote down the
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problem and had it solved in about five minutes. The problem
was then discussed and solved in a group, with chorus answers.
Then the process was repeated until the period ended.

The second class was in Grammar. Again the teacher used
a real student’s name in the exercise. Here is short passage
taken directly from the tape recorded transcript.

Teacher: What that would say, what do we call the naming
word?

Students: Words.

Teacher: Naming words, I said.

Students: Nouns.

Teacher: Right. The naming words are called

Students: Nouns.

Teacher: Nouns. Nouns are the names of . . .

Students: (together, as in a chant) People, places,
animals, things, (and several other
suggestions).

Teacher: Let’s say them again: The names of .

Students: People, places, animals, and things.

Teacher: Right. All those things are called

Students: (together) Nouns.

Teacher: So you are going to put a line under the nouns
when I write down the sentences. (writes on
chalkboard). Look up here now. I’m going to
read the sentence: Shanina is happy today.
Let’s read it . . .

Students: (together) Shanina is happy today.

Teacher: Why do you think Shanina is happy today?

Students: (several respond) Her birthday.

Teacher: Right. She’s extra happy today because today’s
her birthday. Now you’re going to put a line
under the noun there. One word only for the
noun. So you look for it, and put a line under
it. Shanina is happy today. (Pause)

Teacher: (to student) Sit down, that doesn’t need to be
sharpened again. (Pause)

Teacher: (to class) Underline. You finished that one?

Students: Yes, Miss.

Teacher: OK. 1I’ll write another one.

Students: (several comments, for example: Miss, I put a
line under happy.)

Students: (read new sentence together) I went to
Georgetown yesterday.

Teacher: Right. Look for the naming word there, and put

a line under it. Put the line, now. (Pause)

Patrick, get in your seat!
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Jumby told me that her class is the more advanced of the
two classes in this age group. She explains the school’s
practice in grouping in this way:

Well, at the beginning of the term, the children are
usually grouped. Like the small ones, and then those
whose abilities are a little more advanced, the Head
Teacher said they used to name the classes like A and B,
and B would represent the slow ones, but they seemed to
develop some inferiority complex over that, so she
decided that she isn’t calling any class A or B because
those in the A are always saying they’re the intelligent
ones, and those in B, they called the Dunce class. So,
they don’t have any A or B, but then in both classes
you’ll find that the ability will vary because in this
section it has the majority who does well, right? And
the other Infant Two had some of the slow ones, but then,
in here, in this class too, there are some very slow
ones, who would have worked keiter with a group with

their own ability. But then, some are . . . the ability
varies, because there are some who are repeating now for
more than one term. They Jjust. . . . their handwriting

they can’t even write properly, and the level of
intelligence is not there.

When the school building became unsafe to use after the
first term of this school year, a decision had to be made to
accommodate the children’s education for the second term.
This is how Jumby describes that decision making process:

Well, they had a meeting, officials from the Ministry of
Education came up and met the parents and teachers during
the vacation, and they, looking at the matter
there’s no available building that could be used for a
school, and even though they are to do something about
it, its either one of two solutions: either relocate the
school. or add on - make an addition. Well, they can’t
find any available land at the moment to relocate the
school and if they are to do an addition, it would take
some time too, and the children need to be attended to at
the moment. So the only solution that they, well when
they had the education Minister was here, and some other
officials, they talked it over with the parents and so
on, and the majority of them decided that that was the
only workable means at the moment. So they finally
decided to use the shift system. A couple of the other
schools on the island are doing the same thing. Some
schools, during the rains were destroyed completely.
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Jumby describes what it’s like teaching in the shift
system:

So, now that I'm on evenings for this week and the whole
of next week, and on the following week I’1ll be on the
morning shift because you know, it might be unfair to
share one set of children always coming in the evening,
and another set always coming in the morning because
sometimes there’s an advantage and a disadvantage.
Sometimes when the day is very hot, and you come in the
evening, and after the children have been at home for the
whole morning come tired, come sleepy, you know, that
working mood is not really there. In the morning, you
get better response. They come all fresh and they work
right through, until 12:00 and then they go. But when
they sit home for the morning period, and they come
after, sometimes it doesn’t work too well, Some of them
get sleepy and so on there. They have to leave home say
11:00 or 11:30 and they have to eat earlier than normal
now. They would have had their lunch at 12:00 on the
normal schedule, kut now that the shift in on, they have
to have to have their lunch say . . . if the child who
travels from Chester Cottage which is a little distance
from the school here, they have to have their lunch at
11:00 to get them here on time. So, you know, and by the
time they finish eating that time, and have to stay until
4:00 o’clock, you know . . . sometimes they get hungry
and restless, and so on.

As for losing an hour’s instructional time by using the
shift system, Jumby feels that the children’s education has
not been sacrificed. She claims that because the school day
is shorter, her teaching is more intense. She explains,

Well, normally when you have to work from 9:00 to 3:00
you know, sometimes you might find yourself taking a
little break, not going at the pace, really .
Secondly, some time which is lost in class can be made up
by providing the children with homework.

Being a poor area of the country, the government hopes to
begin a special noon hour lunch program for the children.
This will be in addition to the milk program which is quite
common among the primary schools. Jumby feels that this
feeding program will be a great benefit to the children.

Jumby was raised in this village and went to school here.
After passing the Common Entrance Examination, she went on tc
secondary school where she got three "0" levels and went
directly into teaching . She explains:
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At that time, you didn’t even have to have, probably one
"O" levels would have got you into teaching at that time.

Some cases . . . none . . . because some people came into
. . . dropped out in secondary school, and were appointed
as teachers. But things have changed now, a 1lot of

students are coming out from the secondary schools with
quite a lot of "O" levels, six, seven. So they can’t
really have that (low) standard in the education system
right now.

Jumby herself now has five "QO" levels. She took an 0OCOD
program in Infant Methods when she first began teaching, and
for awhile was part of a Pilot School Project sponsored by the
University of West Indies.

Jumby chose to take the ESL program because of her
interest in the English language. She explains:

Somehow English used to be, is one of my favourite
subjects, from school days right through. I always liked
languages. I wasn’t very good at Maths. Why? probably
the trend at that time. You had this idea that boys did
Maths well (laughs) and girls didn’t do Maths. I used to
get a lot of licks because of Maths, and I was afraid of
his . . . By the time the first strap . . . my hand used
to turn red with the first lash, so you see, there were
a lot of licks with tables and things. So it kind of
gave me this negative feeling towards Maths (laughs).

. But now that I’ve grown and is far more experienced, I
regret . . . I should have paid more attention to Maths,
but I didn’t see it that way at the time. But then, I
never used to have any problems, rarely in Language Arts
and the other subject areas, so I developed a likeness
for those subjects. When I was in secondary school I
used to like English, could write nice essays and so on
. . . and was usually commended for it, so you know, when
these circulars came out with the OCOD workshops, and I
looked at the different areas to be done . . . So when I
saw English as a Second Language, I said well, you always
know English as a language, . . . I wanted to know what
that was all about (laughs), so I decided to go on and
attend the OCOD workshop.

Although she admits that she was shy at the beginning of
the workshop she Juickly adjusted to the routine: "Most of the
teachers involved were teachers I wasn’t familiar with, so
after you get that, you know, first shyness and so on over,
then I enjoyed it." She especially enjoyed the practice
teaching sessions where participants presented prepared
lessons, and the story telling sessions which she found
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motivational. Quite a few of the ideas presented at the
workshop, she felt, were more appropriate for teachers of
older pupils. She found the workshop beneficial from the

point of view of personal improvement because it was a unique
opportunity to converse for an extended period of time in
Standard English with good role models. She feels that the
workshop could be improved by extending it in time to allow
for more individualization in learning.

At one point during my visit to Jumby’s classroom I
became artively involved when I was asked to tell the children
a story. I told them the story about a Vincentian woodcarver
who, not satisfied in his present state, alternately became
the sun, a cloud, and a tree, before reverting to his original
state. After the story was finished the children all drew
pictures for me. Examples of their art work can be found in

Appendix K.
Profile 17 Richmond

Richmond is in her second year of teaching. She had
applied to go to Teachers’ College, was granted an interview,
"But I only taught for one year then", she explained,

and the lady interviewing me told me that they don’t
normally take teachers with only one year’s experience,
but she told me this year, I can reapply, and I would get
in. So, I’m hoping to reapply this year.

In the meantime she has signed up for another O0COD
program for the summer of 1992 dealing with children who have
special needs in the classroom. She claims she really needs
some help in this area because many of the children in her
class are slow learners. Figure 27 shows Richmond’s
classroom.

Richmond teaches in a crowded urban primary school.
There are actually two classes, each having about 30 children
aged eight or nine in one classroom about 30 feet by 35 feet.
A portable chalkboard divides the two classes. The students
sit two or three to a bench. They sit so close together that
circulation between them is very difficult. The walls of the
classroom are dirty, and the floor is of rough wood. There
are shuttered windows on one side of the classroom that look
out on the main road leading to downtown Kingstown. The noise
of the traffic, both vehicular and pedestrian is incessant.

The girls in this school wear white blouses and burgundy
coloured jumpers, as shown in Figure 28. These dresses are
generally home made, and are often passed down from one to
another among families and friends. The boys wear white or
grey shirts with khaki coloured short pants. A belt is kept
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handy on the teacher’s desk, and it is used frequently to
maintain order. Vandalism to the school is common and this
room has been broken into twice during the present school
year. Any visual aids left on the walls have been destroyed
by vandals. Richmond says, "It’s heartbreaking when you take
your time, and you spend so much time and effort making charts
and then somebody just come in and tear them down."

Figure 27. Richmond’s Crowded Classroom.

Language Arts is subdivided into a number of separate
subjects: Spelling, Grammar, Writing, Creative Writing,
Reading Comprehension, and Intelligence (common knowledge).
The children are asked to supply their own textbooks, but in
this classroom it appeared as though only about half of them
had the basal reader.

Richmond’s teaching methods are basically those she
learned while working with another teacher in this school for
about a month before being assigned her own class. She
explains how she teaches Reading:
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Well, for the first lesson, what we do it like we look at
the pictures. We talk about the pictures in the first
lesson. While you’re talking about the pictures, I would
write up the words on the board so that they would gat
familiar with the words that they are not familiar with,
then I ask them to call the words. After we finish
looking at the pictures, we discuss the story and then I
would teach them the words, the difficult words, then
after that, . . . that would be the first lesson, right?
Then, the other 1lessons we would go into the actual
reading of the topic. And then 1’1l sit in front of the
class, let them read, and words that they cannot call, I
will call them for them. Then they would read. Other
times, we would do individual reading, like what we did
today. They take turns, or they would read in groups.

Figure 28. Happy Girls Dressed in Their School Colours.

For classes in writing, Richmond explains her
procedure in this way:
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What I do, when writing, is that . . . I rule up my
board, small lines. I ask them to ‘head up’, take out
their small lines, head their names, and then what I
would do is write a sentence on the board showing them
how . . . I ask them to pay attention, sit up, then I
write on the board where they have to make sure that
their letters touch the top and bottom line, and all the
capital letters would go over the top line, and after,
they would copy it in their books, look at the words on
the board, and copy them in their small lines.

Here is how Richmond explains her approach to teaching
Creative Writing:

What I ask them to do is to make sentences about their
self, myself, my school, or my family, my friend, my best
friend, or what I would do if I doesn’t do that, I would
put a picture on the board, and ask them to look at the
pictures, make sentences from the picture and so forth.
Or, we would have a oral discussion about the picture
where the students make their own sentences, and so
forth.

Richmond feels that the most difficult subject for her to
teach when she began teaching was reading. In a letter she
wrote in January, 1992, she wrote,

In my class, the greatest problem is reading. I have a
remedial class and the highest percentage of my children
cannot read. I usually ask the few who can read to
assist those that cannot. Another thing I called on them
to read individually. I want my children to learn to
read desperately, if they can read they would be able to
master the other subject areas. If you have any ideas
let me know about them.

She admits that she just didn’t know how to go about
teaching reading. She says that the ESL workshop helped her
a lot in learning how to teach reading. 1In her journal she
makes particular mention of drill exercises, "Drilling is an
aspect of teaching that I like very much." She also feels
that a number of other strategies presented at the workshop
have been helpful to her in teaching reading more effectively,
for example - predicting strategies, independent reading,
using cloze sentences, reading stories to the children, and
using pictures.

Speaking properly also seems to be a priority with
Richmond. In her journal, Richmond makes special note of the
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session dealing with the differences between Dialect English
and Standard English:

This was very inspirating and educational and we learn as
teachers we are not to flog out the creole dialect out of
the child but help the child gradually to develop a
proper way of speaking and this need a lot of drilling.

She returns to this theme later in her journal when she
writes, "Local <children have difficulty in speaking
accurately, therefore we as teachers have to be drilling the
more acceptable way of speaking into the child."

Richmond says that another topic in the workshop that she
found useful to her teaching was lesson planning: "How to go
about planning a lesson. What is our objective, what we want
the children to achieve and so forth." She feels that this is
an important skill to learn because as an untrained teacher
she must hand in at least one lesson plan per week to the Head
Teacher.

The Head Teacher must also see and approve all the tests
that Richmond prepares for her students. On one of the days
I spent in Richmond’s class, she had handed in to the Head
Teacher a mathematics test that she hoped to give to her
students that morning. She waited the entire day for the test
to be returned but it never arrived. This left Richmond in
the unenviable and unprepared position of having to improvise
instructional activities for her lively class for most of the
day, and to make matters worse, it was the same day that she
had agreed on having me as a visitor.

Richmond is humble about her accomplishments as a
teacher. She says in a letter, "I have not accomplish that
much with my class, where I can say I have done well."
Nevertheless, she is eager to learn and intends to proceed to
further training as a teacher.

Profile 18 Commantawana

As an introduction into the teaching world of
Commantawana, a letter she wrote to me in September, 1991
provides some revealing description. Here is the main text of
her letter.

Greetings from the northern part of St. Vincent. This is
Commantawana replying to your mail. I am glad for this
opportunity to be sharing some of my teaching experiences
with (you). Firstly the school I teach at is situated
four miles from my village in another village called Wiao
(not the real name). Thus the school is named Wiao
Primary. School reopened on September 9th, for me a
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similar trend continued from last term and other previous
terms - that is I had to walk to school eight miles every
day and back. It was a quite a tiresome journey however
I try to cope. However during the second (week) of
school a miracle happened, two teachers, a family, from
Gravel Gorge Government School (again, not the real name)
were transferred to my school. Fortunately, they own a
four-wheel pickup jeep and at present I am travelling
with them to school.

Secondly, I am trying to cope with a class of 39,
thirty-nine, with twenty six boys and thirteen girls.
Pupils between the age range seven - eight years. I am
facing a lot of problems with so many children. About
ten of them, I can say need some special teaching, they
have problems seeing on chalkboard and in writing in
their books. Some of them also failed their last exams
and were still promoted to Junior One by the Head
Teacher. Some of them because of their ages. BAbout three
of them cannot count or distinguish letters A from B or
C. The past week I have been trying to help them
starting from the lowest stages in counting starting from
zero and phonics in teaching the alphabet. One minute
they remember what it is, the other minute they have
forgotten. All this is creating problems for me. My
class timetable is stipulated for eight subjects per day,
when I use other class session in helping these slower
pupils I cannot complete the eight subjects a day. I
would do less. I told my problem to my other fellow
teachers, they told me not to waste time with those less
fortunate children. Even the Head Teacher knows about my
class problems.

Thirdly some of these pupils do not attend school
regularly. However, Harold I am trying to manage the
best I can. I am trying hard to use the different skills
I have learned at OCOD.

What are these different skills that Commantawana learned
at the OCOD workshop? In her journal she makes particular
note of three sessions: those dealing with lesson planning,
reading strategies, and various kinds of language drills.
About lesson planning she writes:

I was very grateful for the review that was done by
Harold on methods of teaching ESL when we are planning
our lessons. I particularly liked the way he likened the
lesson plan to a simple letter and elaborated on the
various parts. I think I have gain better skills in
writing objectives for my ESL and my other subject areas
thanks to Mr. C.P. Hall.
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About reading strategies she writes,

I can truly say I learned something new concerning (i)
stages of reading, (ii) strategies used in learning to
read, (iii) approaches to teaching reading. I learned
about the Language Experience Approach and I hoping to
try them at different times in the classroom.

Finally, concerning the various kinds of language
drills she writes,

This session was really well spent. I learned that 1)
drills can form part of the lesson planning, 2) drills
can be done in different ways for each pupil to
participate. I’m glad that we had time to complete my
chart. I believe they would be effective in teaching

ESL.

At the end of a workshop session in which several second
language approaches were explained, Commantawana made the
following comment in her journal: "I’m hoping to use the
eclectic approach."™ From our interview on March 26, 1992, it
appears that she has carried out this intention. Not that she
has randomly selected ideas from the menu presented at the
workshop. To the contrary, she made it quite clear that she
was trying to develop her own "pattern" or "“style" of
teaching, one that would suit her personality and also be
effective with the children. She gave the following examples
of the kinds of things she was trying in her classroom. She
has attempted to encourage learning in her classroom by
grouping her children into teams that can earn points through
cooperating and competing. She tried to keep booklets showing
samples of the children’s writing but discovered that she
couldn’t maintain the system with so many children. She has
begun telling stories to her students "as strategies to get

them to listen." She has her students writing stories and
poems of their own which they proudly read to me during my
visit. She posts samples of the students’ work on the

classroom wall. She says that the children are very pleased
to see their work displayed like this. This was the only
classroom where I saw this being done during my visit to St.
Vincent. Figure 29 is a view of Commantawana’s classroom.
In reading, she alternates between using the basal reader
and using stories which she has selected, or using stories the
students have created through the Language Experience
Approach. Creating their own stories and poems seems to be
catching on with at least some of her students. She told me
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the following anecdote about one particularly mischievous

student:
So, since I get him, and I don’t know if he used to write
that much or if he want to write, but then, he’s writing
now. He do well in some, but just this morning he was
doing Maths, then I told them to write poems like those
they read to you, and he was doing Maths, and then he
made up his own Math problem, and doing it in Maths! And
a lot of them have now started doing that.

Figure 29. Commantawana’s Shared Classroom.

Commantawana says that the OCOD experience benefitted her
a lot. She says, "I developed a way of interacting with the
class, and take dif’=2rent strategies where they learn, and
then for myself, I can develop different strategies to help
them to learn."

In her journal she anticipated that her lesson planning
might improve due to the instruction and practice she had at
the workshop. This seems to have occurred. She explains.
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With my lesson planning, it helped me a lot . . . because
the deputy Head Teacher, she always stressed that we make
our lesson plans. The deputy Head Teacher was telling me
that when she went to college, we have to make a lot of
lesson plans. And she saw people when she went to
college who couldn’t even start a lesson plan, and just
sat down and cried. She was saying that she thinks I’m
doing well. So I think that it’s because of OCOD that I
learned different . . . it helped me to plan my lessons.

Commantawana recognizes that teaching in this part of St.
Vincent has its disadvantages. There is often a lack of basic
supplies. There is no duplicating facility, no electricity.
The battery-operated radio that they have cannot generate
enough volume to be heard clearly in the classrooms, and the
children seldom have the opportunity to be exposed to Standard
English.

Because the children are so immersed in Dialect English,
Commantawana sometimes has to use this language to be sure the
children understand what she is saying. Occasionally she will
use both languages in an exercise, for example, she will ask
questions in Dialect English and require the students to
respond in Standard English. She also attempts to motivate
the children to learn Standard English, or as the children
say, "to speak style."™ Commantawana gives this illustration:

I normally tell them if they’re going into Kingstown, and
want to speak to a stranger, well, I tell them, when
they're at home with their friends, they can talk that
language but when they go out and want to find out
something, and if they talk that dialect, it is not bad
language, but when they’re talking, for example, to a
stranger, I tell them to talk nice. So, then they try to
talk the Standard English.

She showed me how the use of Dialect English also shows
up in the students’ wricing. Not surprisingly, they tend to
write the way they talk. £ quick glance at papers the
students were working on that morning showed that many of them
had written the word years as "y e s", phonetically close to
the way they pronounce the word in Dialect English.

Another problem Commantawana has to deal with is a large
noisy room. She shares a large classroom with three other
teachers and their classes. Fortunately there is space
available outside the classroom if the need arises for quieter
surroundings, and I even observed one of the other teachers
using a large, vacant, and quiet room above the nearby police
station. When I first arrived for my visit, Commantawana
immediately brought her children outside, each carrying a
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table or bench. They recited a poem, "Vinci Flavours", based
on the poem Alligator Pie by Dennis Lee which had been adapted
for Vincentian children by the workshop participants. Then
they recited several poems they had written themselves.
Following this performance, I was asked to share one of my own
stories with the children, which I did happily. Working
outside, we had no problem hearing each other. Figure 30
shows the view taken from this location.

Figure 30. View from Commantawana’s classroom door.

Although Commantawana has energetically pursued
alternative methods to imprcve her teaching, she still
recognizes that the school administration and the community
she serves will judge her and the other teachers on staff on
how well they prepare the students for the Common Entrance
Examination which is written by the Junior Fives. For this
reason, the examination in Language Arts which she prepared,
typed, and had duplicated at another school, resembles closely
the form of the Common Entrance Examination. I have included
a copy of the examination prepared by Commantawana for the
term ending in April, 1992 as Appendix L.
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Profile 19 Atlantic

Atlantic is a trained teacher having attended Teachers’
College two years ago. I believe this is the reason why her
journal entries are different from many of the other
participants. For example, there is scarcely a mention of
topics 1like 1lesson planning and perspectives on Dialect
English and Standard English, topics which seemed to be
important for many of the untrained teachers. One of the
topics she did take note of was cooperative learning. She
writes, "I have promised myself to use some of the methods of
the cooperative learning activities in my class." Another
entry reveals a commitment to activities in listening: "If a
child has to master English he has to be a good listener to be
able to communicate properly." She found the activity on book
making to be very interesting and feels that, "the children
would be delighted to be involved in such an activity." She
was the most prolific participant at the workshop in making
visual aids. She says, "I'm at my best when I’m writing and
making aids to use in my classroom."

Atlantic also observed that the field trip taken during
the workshop served not only as a model of how to select a
site, make tour arrangements and provide follow-up activities,
but it also gave the participants personal experience which
will make them more resourceful teachers. She felt that the
demonstration 1lessons were very interesting but made the
following note: "I am cdisappointed the untrained teachers are
not taking on the challenge of teaching (that is - teaching
the demonstration lessons)." It is quite true that although
the planning for the demonstration lessons was done by groups,
in every case the actual lessons were presented by the trained
teachers in the class.

I received only one letter from Atlantic, dated September
18, 1991. 1In it she describes her class, her challenges, and
some recent developments in her school. Here are some
passages from that letter.

I have a Junior 3 class age 8,9,10 and I have 27 student.
There are 11 boys and 16 girls. I think my class last
year was prepare more for a higher class, after a week
and a half.I have to be doing the basic skills with some
of these children. I’m doing individual work hoping that
they would pick up. Next Friday I have to attend a
workshop organized by the Ministry of Education. This is
for a test that Juniors 1 and 3 will be doing. This test
is written by the Ministry. They want to find out the
level of the children in those classes. This is a test
for all the schools in St. Vincent and the Grenadines.
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Three teachers from my school has gone to Teachers
College and they have been replaced by three teachers
that has just completed these two years at College.

My school has now completed a new hard court for
sports so we’re hoping to organize netball, basketball,
and other sports between the senior sections of my
school. We have the children divided in 4 houses, red,
blue, yellow, and green, and each house is named after a
pass Head Teacher. I'm in red house which is Maxwell
House. We won the sports championship last term.

I’'m going to teach my class "Vinci Flavours" this
afternoon for poetry, and I have already displayed some
pictures from my picture file in my class.

Atlantic was born and raised not far from where she
teaches. She knows many of the families here intimately. She
began teaching in another school nearby after graduating from
secondary school. Because the school was short of staff, she
was placed immediately in charge of a class, rather than
spending some time with a qualified teacher, which is the
usual custom. Initially she admits she was confused because
she had grown used to the routine of the secondary school.
She learned mainly by watching other teachers in the schoel,
and by asking them questions. She found the other teachers
very cooperative, and she admits that she was never one to be
shy about asking questions. She also went back to the
teachers who had taught her in Primary school and got helpful
suggestions from them.

During our interview she explained that she has taught
for two years now since attending Teachers’ College. She is
very enthusiastic about the contribution of the ESL course to
her professional development. She copied down many ideas and
"could hardly wait" to get back to school to try them out.
She claims to be innovative and unafraid to try out new ideas.
She also shares her ideas with others at staff meetings, e.g.
story-bank, and several staff members now ask her for ideas
which she has retained in her ESL notes. She claims that her
whole school now participates in daily uninterrupted, silent,
sustained reading (USSR) - an idea taken from the ESL
vorkshop. She combines reading and writing ideas often. She
regularly uses substitution drills to correct pronunciation.
She uses a picture file, which is also shared by other
teachers. She refers to the notes on questioning techniques

when she sets tests. She appears to take a very personal
interest in her children, acting she says, "as nurse and
mother." When school begins she says that she holds a kind of

counselling session with the children to build rapport and to
help her clearly understand them and their home backgrounds.



138

As to the content of the ESL program, she felt that the
grammar lessons of the first session would be most appropriate
for teachers who teach older children, e.g. Junior Fives. She
was not too interested in the historical aspects of the
language on St. Vincent, as she had taken this in Teachers’
College, and for her held little practical value. What she
really valued were the practical ideas that could be utilized
immediately in the classroom. She felt that this was the most
important element of the ESL workshop, and should if anything
be strengthened.

Atlantic also has the students in her class correspond
with students from classes in two different provinces of
Canada, and she claims this exchange benefits her students in
writing, reading, and general knowledge, and it also exposes
her to ideas that are used in Canadian classrooms.

Atlantic’s classroom was larger than many I have seen,
about 30 feet square. The benches and double desks were
arranged in a V-shape with a number running up the middle. It
had the appearance of a Canadian classroom. There were visual
aids, both teacher—-made and student-made on all four walls,
including some good representations of insects and animals.
There was a long narrow chalkboard at the back of the room
covered in notes, and a chalkboard, actually painted boards at
the front. There were flowers in assorted plastic pots along
the front of the room on the floor, a cage where recently a
bird had lived and died- probably from overfeeding according
to Atlantic. There were enough desks for every child. They
did not all have pencils, books, and exercise books, but they
were all cleanly dressed in white and blue. Figure 31 is a
photograph taken inside Atlantic’s classroom.

The classroom activities that I observed were teacher
directed. She relied heavily on the guidebook in Maths, but
the lesson was carried out well, clearly showing how to
perform the required functions by using several examples. She
took a lot of time especially with one young girl, a repeater,
who had missad a lot of school. After two years, Atlantic
explained, the students are automatically promoted, so
repeaters have to be given extra help because otherwise they
will be completely lost when they advance to the next class.

At morning recess time during my visit, Atlantic took me
on a tour of the school. There were 8 classes in one long
room, housing between 200 and 250 of the younger children. A
part of this room is shown in the photograph, Figure 32.

There are not enough desks to sit all of the children
when everyone is attending and usually some have to sit on the
floor or stand. Outside, the children play cricket or gather
under a large shade tree where several local ladies sell gum,
popcorn, sweets etc. One of these ladies is Atlantic’s
mother.
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Figure 31. The front of Atlantic’s classroom.

After the break Atlantic had a lesson on the friendly
letter, actually an invitation. She began with a review,
using a model which she had prepared on chart paper. There is
no strap visible in this classroom, and very little time is
spent disciplining children. atlantic held a brainstorming
session to get ideas for the letter. The letter took the form
of a closely controlled composition. The children stood when
responding to the teacher. She used a question and answer
strategy, creating a model letter on the chalkboard. Ince
completed, she gave the children 10 minutes to copy the letter
in their exercise books.

Uninterrupted silent sustained reading (USSR) is done on
a daily basis. The children generally bring their own books.
Some bring extra books for use by those who have none. Some
books have come from the corresponding schools in Canada- B.C.
and Ontario. Students exchange these books with one another.

Atlantic explained that she uses her picture file mainly
for creative writing. Sometimes the pictures are used singly,
and sometimes stories are created by putting several pictures



140

together. At other times she tells me that she goes to a
story bank created during the ESL course and uses these
stories, changing for example the three little pigs story to
get different perspectives.

Figure 32. A View of the Infant Section in Atlantic’s School.

Atlantic serves as the school-fund treasurer. A Tuck-
Shep is run during the morning break and at noon hour. Funds
raised in this way are used to buy extra supplies not provided
by the regular school budget, for example stamps to send
packages to exchange schools in Canada.

Profile 20 Sans Souci

Sans Souci is a trained teacher who presently teaches
English Language in a secondary school in St. Vincent.
During the school year 1991 -1992 she has been teaching two
first form classes, ages 11 - 14, and two second form classes,
ages 12 - 15 years. Class sizes range from 31 to 35 students.
She describes the classrooms in her school in the following
passage from a letter written to me in September, 1991.
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The o a:ssrooms are crowded and therefore very hot
especially during the hurricane season when the
atmosphere is very humid. There are no fans in these
rooms and the lights have to remain on all day otherwise
there will not be adequate lighting. Obviously, these
are not the best of teaching/learning situations. One
second form is right beside the needlework room and
separated by a very slight partition. Sometimes, like
this afternoon, I had the time of my life getting myself
heard above the racket on the other side. However we
learn to live with it because I have been teaching under
these conditions for the past six years.

Teaching this year began with planning. Sans Souci
describes in her September letter how this was carried out,
and notes one of its shortcomings.

The Thursday before school started, the teachers from the
English Department got together and worked out a plan for
teaching based on the requirements of the syllabus. I
have Jjust realized that the plan would have worked
superbly if a teacher were teaching at one level and not
two as I am doing. For example, for the first forms we
planned teaching lessons, lessons for oral comprehension,
lessons for written comprehension, for composition, for
correction and discussion, for impromptu talks but
invariably, where we have written work that would need
some time for correcting, that is planned for both second
and first forms. The fact that we give Literature
exercises after at least four chapters of the text for
second form: (Huck Finn) and after each story in the
first form text (Enchanted Island) which is a story form
of Shakespeare’s plays, did help to complicate matters.
Before 1 knew what was happening I found myself with
eight piles of books on my desk and no time to mark them.
I have Literature exercises for all four forms and
Language exercises for all four forms. I have to do some
quick reorganizing if I am not to run myself out of
breath.

One of the first teaching problems Sans Souci encountered
during the present school year was the teaching of verbs.
This is how she described that experience.

Afte. the first letter to a friend telling how the
vacation was spent, the next item in the plan for the
first forms was the vexing problen cf teaching verbs. I
planned my lesson wiil tle hope t}.2% the children knew at
least the definitio.. pf a verb as being an action word.
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After that I wasn’t quite certain which direction to take
- Principal Parts of Verbs or let them give me verbs in
sentences. I opted for the former and fell headlong into
trouble. After I had explained, I thought, that the
tenses come out of these principal parts, I gave them
some sentences for them to identify the verbs and say
whether they were present, past, or future tense. Where
they got the verb, most of the time they got the tenses.
However, in sentences like ‘I am going shopping’, I got
"going" as the verb or ‘am’ and present tense to be sure.
In others I got another word that looks like a verb and
that went down as present tense too, for example. "He
went for a walk": Verb - walk - present tense. After
that, I thought that discretion is far better than valour
so I plunged into the Grammar Text. I think I will stick
with it, giving them as many examples as I could and hope
that they eventually see a verb as having tense and
number and not being any word that looks like it will
pass for an action word.

Reading to her students has some advantages, but it also
has some disadvantages as this passage from her September
letter illustrates.

Meanwhile, I have been trying to relive the Adventures of
Huckleberry Finn for the seconds and Enchanted Island for
the firsts. We cover a lot more of the text when I read
to them, but I have had the third form teachers complain
that I ‘baby’ them in the second form so when they get to
third form and there are more Literature texts to be
read, they find it difficult because they are accustomed
to being read to and won’t read on their own, but
complain that the texts are boring.

By January, 1992, Sans Souci has had time to reflect on
the impact of the ESL program on her teaching. She writes;

Having taken the ESL course has made me mcre aware of my
teaching methods. Now I strive to incorporate a lot more
practice in my lessons. That’s time consuming when the
syllabus says that this, that and the other has to be
covered in first term, second term and so on. I do it
anyway because my first formers really need it. I am
convinced that those students were actually taught in
dialect at Primary School, so Standard English is to them
a foreign language. I have taught first formers before,
but never have I encountered such a lack of control of
basic sentence structures.
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The children need to be saturated with Standard
English if we are to make any progress with them. This
is tough work because at the most, I have two forty-
minute lessons with them per day. Thereafter, they
return to conversing in dialect since they are more
comfortable with that. The trip home from school by bus
is hardly spent reading Standard English or listening to
it because more than likely, the music on the van is some
incomprehensible dub (rap). The conversation is surely
dialect. Homework might take 25 minutes of so much of
reading SE (Standard English). Just this week a first
former scored 1/10 on a Literature test that I had given
after they had read two stories themselves. We had read
them together in class, and we had had discussion on
them. The policy of the school is not to inform the
students when they are getting an exercise but I thought
I should inform them since they really should have had
those stories covered last term and I wanted them out of
the way so I could get started on this term’s work. When
I asked the child why she could only manage one out of
ten, she said that she had to go out the night before the
test and came back late and had other homework to do, so
she couldn’t do the Literature. I really couldn’t help
but point out that she was in class when we read and
discussed them so she obviously didn’t learn anything
much then.

Language learning needs plenty of practice and the
time is not available in class. The students don’t want
to take the time to do the extra - too much unnecessary
trouble.

During the ESL program Sans Souci kept a daily journal.
A number of the topics presented at the wecrkshop were what she
calls "refreshers to what I covered at College." Topics
included in this category were the historical development of
Creole, theories in the development of language, and lesson
planning. She was not very keen about the sessions on lesson
planning; "Tedious —~too many written during college life."
She felt very uncomfortable presenting one of the
demonstration lessons: " I HATE Practice Teaching !!!." She
found value in the field trip:

I think I was most fascinated by the precision and the
standards that must be maintained by the employees to
produce the quality product we have. I could use a trip
like this to teach the children ‘Do it right the first
time’, among other things.
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About the make and take sessions where the participants
prepared visual aids for their classrooms, Sans Souci
comments, "I am intrigued by the give and take that goes on
when we make aids. I managed to do some trading today - a
T.V. set for an old woman, a car for a girl on a swing."

The topic most interesting to Sans Souci during the
workshop, however, seemed to have been the acceptability of
Dialect English. As early as Day 1, she wrote, "There always
is some conflict in my mind about dialect vs Standard English.
I suppose I was socialized all wrong!" When I asked her to

expand on this she added:

Because we maintain that dialect, Vincentian, is
acceptable, and because dialect is so widely used, the
task of teaching students to control Standard English is
more difficult. In addition to that, some people feel
that Standard English is time consuming since most people
understand and communicate perfectly adequately in

dialect.
I have observed that my students learn Standard

English i. isolation. They don’t see it as useful in
Maths, Biology, Social Studies etc. This is because for
English classes they are expected to communicate in SE
but it is too much hassle to do the transfer. What the
teachers in the other areas get is therefore a sorry
mixture of dialect and an attempt — feeble, to present
SE. I suggest that the ‘acceptableness’ of dialect be
. diminished. The use of dialect will continue anyway.

During our conversation together in early March of 1992,
Sans Souci reiterated her view of Dialect English. Responding
to my question, "What would you say the biggest problem is
with your students regarding English?", she said:

Those who come in at Form one, especially those who come
from outside the city speak the Dialect English all the
time, and have a great deal of difficulty sometimes
communicating in Standard English at all. By Form Two or
Three they have improved. They also lack self confidence
in speaking Standard English. This deficiency might not
be quite so obvious in written Standard English, because
they will have learned to write in Standard, not in
Dialect. 1In written Standard, however, they do transfer
a lot of traits from the Dialect English, for example
when they ignore verb tenses.

In discussing how the ESL program might be improved, she
makes the following points:
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First, I would play down the attempt to legitimize
Dialect English. The interference of the Dialect speech
is the main problem in getting our students to learn
Standard English, and to pass their exams in English. I
don’t even like to see passages of Dialect in the prose
we use at school. I would concentrate on teaching only
Standard English in the ESL program. Second, I would
concentrate more effort on improving the teachers’ use of
Standard English, especially the untrained primary
teachers. We need to have good models of Standard
English in primary schools. I am reminded of an incident
in a school where the teacher asked a student in Dialect
to pick up something off the classroom floor, and the
student correcting the teacher, repeating the request in
standard English.

Sans Souci enjoyed the ESL program. Although some of the
topics were already familiar to her, many ideas were new and
interesting. She maintains, however, that to really improve
teaching ESL at the secondary level what is needed is more
time to practice the language.

Profile 21 Shore

Shore was ecstatic when he received his acceptance to the
St. Vincent Teachers’ College in September, 1991. He wrote me
saying,

My school year has started with a good and unexpectingly
bang. What am I talking about? Well the local college
for teacher training has called me up for a 2 year
training course. Harold! I don’t know how to convey my
jubilous feelings to you. I was one of the lucky 78
teachers who were selected. The total amount of
applications were 160.

Shore had just completed two years of classroom teaching,
the minimum experience requirement before being accepted to
the  Teachers’ College. His only training prior to his
acceptance had been the two-phase program in teaching ESL
offered by OCOD.

During our .conversation at the Teachers’ College, shown
in Figure 33, Shore explained his reasons for choosing the ESL
program in the first place:

Well, for me, I thought . . . Language always gives me a
problem way back from school time, so I thought I can use
this opportunity to upgrade myself, because when I had my
first class, I was experiencing a bit of language
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problems in how to teach it - the methodology and so on.
So, I think that was a wonderful opportunity for me. So,
I think, I’'1ll take the opportunity and do the ESL.

Figure 33. The Teacher Training College Campus in Kingstown.

Shore says that the ESL program was a good introduction
to teacher training. The most noticeable difference he finds
between the ESL program and the program on Language teaching
at the college is that "what we do here at college is more
detailed than at the workshop." However, in some areas, he
finds that what they do at the college "was more like revision
of what we had done at the workshop."

Following the second phase of the ESL program, Shore was
unable to implement many of the things he had learned, because
as he explains, "I didn’t get a chance because, as soon as we
went back to school, we only spent one week at school. The
next week I was in college." Nevertheless, he feels that
there may be an opportunity to implement some of the workshop
ideas during practice teaching sessions. He explains:
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When we are practical teachers, some of us may have
reading or English, and here we have the opportunity to
really try out some of the things, while those who are
not at college, they have nobody to sort of come and look
at them. They may not even take the opportunity to try
some of the skills.

Shore did send me a copy of a lesson plan he used during
a practice teaching session in February, 1992. Apparently the
lesson, which was on reading, went very well. The format of
the lesson plan and the basic strategy used during the lessormn,
however, look more like they may have originated from classes
taken at the college rather than from the OCOD program.

The ESL workshop did seem to have an impact on Shore in
some personal ways. He explains:

When I came to the workshop and then went back home, and
I look, I recap what we did, I kind of treasured Carleton
a lot, in terms of his dynamic ability in expressing
himself. So, I always see if I can develop my teaching
ability to that standard. It would be good for me. So,
I always use him as a role model.

At another point during our interview he says,

I was trying to give a story to my class, tell them a
story, and I found that it was not all that interesting,
and I really believe that it’s maybe the voice, maybe the
voice alterations and so on . . . So, I remember when I
listened to your story telling, it was so well done, and
even though I tried to imitate it, I still cannot reach
that perfection. I think maybe it’s individual. Some
can tell stories, some just can’t.

Reflecting on the workshop, what he remembers best,
besides the role models presented, were the very practical
ideas like questioning using the W-5 strategy. He feels that
the program might have been more beneficial to him had he
taken it prior to classroom teaching, and he feels that the
program was too short. Any kind of follow-up to the program,
he feels, would be very difficult to carry out because of the
transportation problems on the island. He thought that staff
from the Teachers’ College might be in a good position to
offer some form of follow-up, but he didn’t have any specific
suggestions as to how this might occur.

When our interview turned to the question of classroom
management and discipline, Shore expressed some uneasiness
with any changes to the current practices. He said,
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When I look at Barbados which has outlawed corporal
punishment, they are now having problems with children
coming to school with knives and guns. I have heard that
they are considering reintroducing corporal punishment.
I don’t think that we are ready to do away with it here.

Shore recognized that it is important to model and teach
Standard English in the schools, but he is aware of the
difficulty of teaching Standard English. He says,

At home, most of these children talk Creole and then when
they come to school, we try to show them, give them the
Standard English, and then when they go back home, it is
the Creole again, so it is very difficult.

He feels it is unrealistic to try to outlaw Dialect
English. For Shore, it is most realistic to accept both
languages and leave the decision as to which is appropriate to
the individual.



Chapter 6

THEMES

Alone, the profiles of chapter 5 provide interesting
thick description about which readers are bound to make their
own interpretations. The purpose of this chapter will be to
provide a framework which will assist the reader in bringing
together related concepts, and thus provide a heuristic guide
to understanding the perspectives of the participants. The
framework was developed by following the steps outlined in
Figure 3, page 43: The Procedural Guide for the Interpretive
Process.

First, hundreds of participant statements were labelled
according to their conceptual content. Second, these
statements were arranged into 36 categories such as Reasons
for Choosing the Program, Lesson Planning, or Dialect English.
From here, many hours were spent creating displays to
illustrate the interrelationships between the categories. Of
these, versions of the one shown as Figure 34 kept recurring,
and eventually I chose that model to use as the framework for
this chapter.

The framework consists of four very general thematic
areas: a) the cultural milieu, b) workplace characteristics,
¢c) personal life perspectives, and d) the professional domain.
Into these broad thematic areas I have attempted to fit the

categories, which appear as subheads. Assigning the
categories to a thematic area was guided by the following
description of the themes. Cultural influences include

descriptive and inferential statements about factors such as
‘'socio—economic conditions, religion, family, transportation,
and communication. Workplace conditions involve descriptions
of schools, classrooms, supplies, interpersonal relations at
various levels, timetable commitments and exams. The area
dealing with personal 1life perspectives examines career
decisions, personal experiences, commitments, beliefs, and
reflections. The exploration of the professional domain
involves identifying those program components which have had
an impact on the teaching practices of the participants.
Figure 34 attempts to illustrate the contextual relationship
between these fouur areas: professional practices being
influenced by personal perspectives which in turn are
influenced by workplace characteristics, and all of these
being envelcped by the cultural environment.

Although the intent of this case study was to focus on
the meaning of the OCOD program for the participants with
particular reference to their professional lives, during the
studv the participants seldom decontextualized their
descriptions of the OCOD experience in such a way as to reveal
only their professional lives.
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Figure 34. The contextual relationship of thematic areas.

There is a strong interdependence between the four areas
identified: the culture, the workplace, the personal, and the
professional. There are no clear cut lines between these
areas, and further, it appears that they are in a fairly
stable state of interdependence. Under these conditions it
is difficult, if not impossible, to decontextualize the impact
of the program on the professional practices of the
participants without sacrificing a perception of the meaning
it has had. For this reason I will try to use these four
areas as general orientation markers in the exploration of the
participants’ stories in an attempt to reveal the meaning that
the ESL program had for them.

Cultural Milieu

Vincentian teachers are usually assigned to schools
located near to where they live. Often they teach in the same
school where they had been students. Many young Vincentians
live at home with their parents until they marry.

Transportation

Living near to where they teach has the advantage of
allowing the teachers to walk to school. Only three of the
participants, namely Commantawana, Layou, and Arnos Vale lived
more than two miles from their schools. When it is not
possible or convenient to walk to school, other arrangements
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must be made. Often, this means turning to the efficient and
economical transportation system available through privately
owned buses. Owning a vehicle for private use in St. Vincent
is very expensive: the import tax can be as high as the value
of the vehicle, consequently there are few teachers who are
able to afford to buy their own car. Many of the participants
in the program earn about $500.00 to $600.00 (E.C.) per month
gross salary. A salary schedule is included as Appendix K.

Books

Several participants mentioned that few families in St.
Vincent have books in their homes. Buccament claimed that
reading to a pre-school child in the home would be quite
uncommon for most families living here. School textbooks are
purchased second-hand by families when possible, then resold
after being used. Several stores sell second-hand texthooks.
All children do not come to school with textbooks and in some
instances, essential books are provided by the Ministry of
Education. This seemed especially true in the rural school
where Jumby, Kingstown, and St. James taught. Some textbooks
are used for several years. At one time the churches built
and ran many of the schools and provided most of the basic
supplies, but now the government operates the majority of the
primary schools, even though many of the schools still bear
their original church-affiliated names, 1like Calliaqua
Anglican Primary School, or Union Methodist Primary School.

Religion

All primary schools have religious studies in their
program. Samples of Religious Studies examinations given to
me by Layou and Commantawana are included as Appendix L.
Religion plays an important part in the participants’ lives.
Praying and hymn singing in class each morning began on the
initiative of the participants and everyone participated
without hesitation. Several participants including Kingstown
and Pablo attend bible study sessions during the week on a
regular basis, and a number of them including Diamond and
Charlotte teach Sunday School. Sundays in St. Vincent are
especially colourful because throughout the day people of all
ages can be seen dressed in their Sunday-best going to and
from church.

Farming

Since about 70% of the Gross National Product of St.
Vincent comes from the banana industry, it is not surprising
that several of the participants have fathers or husbands who
are involved in some way with banana Zarming. All of them
realize the importance of this industry to St. Vincent, and
the vulnerability created by such a dependency. A few like
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Arawak and Commantawana teach in areas where there is arrow-
root farming, and some including Buccament and Jumby live in
areas where fishing is the prime occupation. Many, like Sans
Souci, Atlantic, and Mespo have small family gardens at home.
Going to the market to shop early on Saturday mornings is a
common practice, for both practical and social reascns.

Entertainment

Few participants attend either of the island’s two
cinemas, both of which appear to compete for customers who are
interested mainly in the martial arts. Although children play
cricket, soccer, and netball, few adult females in St. Vincent
are involved in any kind of athletics. A number of the
participants’ families now have television in their homes.
Although a few wealthier families on the island have satellite
dishes to provide them with a range of programs, most families
rely on local government transmission which provides one
channel of selected programs. Outside of an hour to an hour
and a half of local broadcasting per day, most programs come
from the United States. One of the local tutors told me that
the program called The Nature of Things with David Suzuki had
been withdrawn from the broadcast schedule bkecause it
challenged the orthodox religious beliefs of the community.

Television and Language

With the increase in the availability and popularity of
television, I was surprised when both Liberty Lodge and
Buccament told me that they felt that television had little
influence on the children’s language. All of the programs are
broadcast in some form of standard English, and even the
children who do not have access to television in their own
homes freguently watch it somewhere else unless they live in
an area not served by electricity. Liberty Lodge observed
that even though many of the children in her classroom watched
cartoons and adventure programs which were produced in
Standard English, they would come to school the next day and
talk about the programs in Dialect English. This, she felt,
demonstrated how 1little carry-over there was from their
television viewing to their daily use of language.

Dialect English

This brings into focus the issue of language and dialect.
This topic appears in each of the four areas explored:
cultural milieu, workplace description, the ©personal
dimension, and professional 1life. For me, language and
culture are inextricably bound, and there have been many times
during this study that I have felt disadvantaged not knowing
Dialect English, and hence not being able to appreciate fully
the culture of St. Vincent.
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The comments made by the participants reveal an
ambivalence towards Dialect English. Virtually all of the
participants admit on the one hand that Dialect English is the
language spoken by the majority of Vincentians, their "first
language", but on the other hand, they do not give it the same
respect as they give Standard English. Liberty Lodge, for
instance, refers to Dialect English as "broken English", “the
small talk", "they go on talking their black dialect", "they
have this rooted barbaric thing in them."™ She says, "“you
can’t go in front of a crowd and talk like this."™ Standard
English, by contrast is often referred to in neutral or
positive ways. Thus Arawak, Commantawana, and Greiggs use
expressions like "talking Standard", "talking nice", "talking
style", or "talking properly." Diamond and Charlotte also
pointed out that Dialect English does not have a standard
written form.

Older, more experienced teacners appear to be less
tolerant towards accepting Dialect English in schools than
younger ones. These older teachers also tend to be the ones
who have been trained. S5ans Souci, for example, feels that
accepting Dialect English in schools would be a backward step,
pointing to the low pass rates in English language exams in
secondary schools and at the Teachers’ College, and
anticipating even worse results if Dialect English were
allowed legitimate status in the schools. She 1is very
concerned by the fact that the Caribbean Examination Council
has recently allowed the use of quotations in Dialect English
on English language examinations. She feels that this sets a
dangerous precedent. Also, the older, more experienced
teachers are very critical of Primary teachers who teach in
rural areas. It is their belief that in rural areas the
teachers use mostly Dialect English because of their own
inability to speak Standard English properly.

In fact, there are a large number of participants, both
rural and urban, who admit that they use Dialect English in
their Primary classrooms at least part of the time. Some,
like Buccament, Layou, and Greiggs claim that this is the only
way that the children understand what they say, in spite of
the - fact they know that the language of instruction in the
schools is supposed to be Standard English. The teacher.:
acknowledge that it is important for the children to learn the
language which -is used for all official purposes on the
island, but they say that the children don’t cee this, and
once they are ocut of the schoolroom door they taialk Dialect.
This is all they hear in the street, in van., and in their
homes. In one instance Kingstown admitted that even she wau
reluctant to speak Standard English outside the classroom
becauss she feared the villagers would accuse her of trying te
be "superior." Yet, when it comes to getting a passing grade
in English language on the Common Entrance Examination or th-
CXC examination, the teachers feel that they are being helr
solely responsible for the students’ results. The Englis!
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language examination is looked upon i- the same way as
examinations in other subjects like Social Studies or Science.
It does not seem toc be generally understood that English
language is a communication skill, not a body of knowledge
that can be memorized and repeated on an examination.
Development of this language skill requires practice, and the
opportunities for this practice seem to be limited in this

culture.

Poverty

Many of the participants speak about the poverty of the
children. 1In most schools the children come to class neatly
and cleanly dressed in their school uniforms. According to
Richmond, the uniforms may be bought or made at home, and are
often passed down from one growing child to the next.
Textbooks are also used over and over again. Jumby and
Buccament claim that some children from poorer areas of the
country come to school not well fed, and that this problem has
been addressed by providing milk programs, and occasionally
food programs for these children. Programs .ike these are
often subsidized by assistance from wealthier donor countries.

Parent Involvement in Schools

Parent volunteers are sometimes involved in the delivery
of these programs but at other times it is the teachers who
supervise the programs with help from older students. Arnos
Vale explained that parents are not generally invited into the
school to help in any way with instruction, although they may
be called upon to help with sp#cial events, programs, or
projects. Some schools appear to have a good rapport with
their community, but a number of teachers seemed to feel that
the parents on one hand held high expectations of the school
and the teachers, but on the other hand were not really very
supportive of either the teachers or the school. Sans Souci,
Arnos Vale, Liberty Lodge, and Greiggs all felt that parents
did not help their children with homework, they did not attend
meetings ;eld at the school, and were often indifferent to the
high rate of absenteeism among the students.

Commurniicat.ion

Communication between home and school is not easy since
many hcomes and some schools do not have telephones. Arnos
Vale reported that when a problem arose between a student and
a teachexr, the student would go home and tell only his or her
side of the story, and the parent, hearing and believing that
side, would come to the school in a rage, cursing at the
teacher and anyone else who happened to be around. Often this
reaction would make the situation worse than when it began.
News of such events are possibly what prompted the Minister of



155

Education at the opening ceremonies to the OCOD workshops in
1991 to encourage teachers to avoid confrontations with
parents.

Before leaving this short section on the cultural milieu,
I would like to make it clear that the observations made here
are not the result of an intensive ethnographic study. The
views expressed here are my interpretation of the views of a
small grxcup of individuals involved in one unique program at
one particular time.

Workplace (har~.ceraistics

Architecturally, the primary sciiculs of St. Vincent are
st fairly congistent des'gn. The floors are concrete, and the
walls are made with decoracive cement blocks which allow for
~asy circulatiorn of air. Roofs are generally made of
corrugated meta. supported by wooden rafters. Windows are
usually shuttered, nrot glassed. These specifications are
comron and appropriate for tropical countries. They provide
shelter from the sun, the rain, and the wind.

The Noise Factor

The disadvantages as perceived by participants 1like
Greiggs and Mespo occur with the design of the interior of
these buildings. Until recently many of these one and two
story structures have been built with few or no interior
walls, resulting in very noisy centres for teaching and
learning. Two or three hundred primary students may be placed
in one of these hall-like areas like those shown in Figures
11, 24, or 32, the classes being separated only by portable
chalkboards and very narrow student traffic lanes. Even in
some of the schools where partitions have been erected such as
where Arawak or Sans Souci work, they are so thin that they
serve effectively only as visual barriers, and do little for
reducing the noise level. 1In the two schools where Buccament
and Liberty Lodge work, both of which have been more recently
constructed, there are substantial partit:cns between the
classes and these greatly reduce the noise problem. The
probler of noise in classrooms was one of the most common
concerns expressed by those participants who work in these
non-partitioned buildings. & typical comment taken from a
letter written by Greiggs rea-ds: "The noise from surrounding
classes and the sizes of tne classes makes it extremely
difficult for the teacher as well as the pupils."

Overcrowding

Here, Greiggs has identified a second problem related to
the worlrplace: overcrowding. Some schools have witnessed
large increases in student enrolment in recent years for
various reas.ns and in these schools it is not uncommon to see
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three or four students seated at a desk designed for two.
Such a situation can be seen in Figure 24.

Where there is a combination of large numbers of
students and no dividing walls, the teachers feel particulary
disadvantaged Greiggs puts it this way: "Because the
children are - close, you have a pror  m communicating with
the children. They can’t hear you, v. you can’t hear what
they saying." She explains that there had been appeals made
to the local parent association and even to the Ministry for
help in constructing interior partitions, but no one came up
with any money to initiate such a renovation. Several
participants say that the conditions were the same when they
were students in these same schools, and they now accept them
as being normal for St. Vincent. These teachers say that the
children just have to get used to the noise, and the teachers
just have to learn to cope with it. Kingstown pointed out
that secondary schools were much better off in this respect
than primary schools. Secondary schools have separate rooms
for each class.

When one talks about overcrowding in the schools there
seems to be a contradiction between published statistics on
average class size and the actual numbers of pupils in the
classes taught by the workshop participants. Statistics from
the Ministry state that the pupil-teacher ratio for primary
schools in St. Vincent is 19:1. The classes in which the
participants teach range from a low of 14 students in Arnos
Vale’s class to a high of 52 students in Liberty Lodge’s
class, with the average being 32 students per class. There
are several possible reasons why this discrepancy exists.
First, the number of teachers involved in this study is 21,
but four are enroled at the Teachers’ Training Collev: leaving
only 17 who presently work in classrooms, a rather small
sample for making a statistical comparison. Second, a number
of the participants share classroom responsibilities with
another person. For example, Liberty Ledge is 4 teained
teacher who has 52 students in her class and she has an
untrained teacher working with her. As another example, St.
James is an untrained teacher who works with a trained teacher
in a class of 46 students. By counting both adults in these
instances as teachers, the calculation of pupil-teacher ratio
would be sharply reduced. Regardless of statistical
considerations, for participants who are teaching in a crowded
hall of two or three hundred students the pupil-teacher ratio
seems to lose some of its significance.

Classrooms

Most of the participants who teach single classes in
closed classrooms teach older primary children. Thus, Layou
who teaches a Junior Five class is more liikely to have a
closed classroom than Commantawana who teaches a Junior One
class. Those who do teach in the closed classrooms recognize
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and appreciate their less distractive environment. Arawak,
for instance, says that the children in closed classrooms are
more attentive, and points out that she is able to put up
charts, pictures, childrens’ work, and other visual aids on
the classroom walls. One concern expressed by Richmond
regarding the displaying of visual aids in the classrooms is
the threat that the classroom may be vandalized and all the
work destroyed. Most, if not all schools have night watchmen
tending the property, but vandalism still occurs according to
Jumby. In those classrooms where there are no interior walls,
it is often impossible to affix any kind of dicplay on the
porous exterior walls, and the teachers are reluctant to
sacrifice the small space available to them on their portable
chalkboards. Alternatives that have been tried include
Greiggs’ attempt to redesign the aid so that it could be
passed around among the children, or simply held up so that it
could be seen for a short time by everyone. Participants like
Greiggs, Commantawana, Arnos Vale, Mespo, Kingstown, and Owia
who teach in schools without partitions claim that using a
tape recorder or a radio is quite ineffective because of the
cacophony produced by the children in surrounding classes.

Playgrounds

Taking the children outside to escape the noise is a
strategy that many participants have tried. For some, like
Commantawana, this has worked well. For others, however, t
has not. Teachers like Arnos Vale, Mespo, Kingstown, Owia,
and Greiggs simply do not have a suitable place to go. Jus’
outside the school walls is often as noisy as being inside
because the walls are so often made of concrete blocks
designed with open spaces, and the windows are without glass.
Due to the mountainous terrain of St. Vincent, playground
space tends to be small in area and located either in an
interior courtyard or on the outside immediately adjacent to
the school. Figures 8, 16, and 26 show typical school
playgrounds. Not only can the playground be noisy at any time
during which school is in session, but it is also open to rain
for parts of the year, and to dusty conditions at some other
times.

Apprentice teaching

I would like to return for a moment to the two
pa.ticipants who were working with another person, in one case
a trained teacher, Liberty Lodge, and in the other an
untrained teacher, St. James. In both cases, the working
relatlonshlp they had established seemed to be very similar:
in each situation the two people had divided the subjects
between them and taught them independently, that is, they took
turns teaching. It appeared that the untrained teacher held



158

an apprentice-like role in relation to the trained teacher.
In each case the untrained teacher had to have her lesson
plans approved by the trained teacher, and during lessons
taught by the untrained teacher, ultimate class control rested
with the trained teacher.

An advantage to this system occurred last year when the
trained teacher who works with St. James was hospitalized for
two weeks. In this instance the untrained teacher, who was
familiar with the children and the classroom routines, was
able to take charge of the class until the trained teacher
returned. There are no substitute teachers in the primary
schools of St. Vincent. If a teacher is away fcr any reason,
other teachers or an administrator has to look after that

person’s classes.

Student Behaviour

One of the problems that participants associate with the
crowded classrooms is the rowdiness of the children. There is
a tendency for the older and experienced teachers like Liberty
Lodge, Sans Souci, and Mespo to place the blame for this poor
behaviour on the home environment of the children, whereas the
younger, less experienced, and untrained participants tend to
feel that the crowded classroom conditions themselves are
largely responsible for the children’s poor behaviour.
Striking children with a belt or slapping them are both common
ways of maintaining discipline in the classrcoms of the

participants.

The Shift System

Kingstown, Mespo, Owia and Jumby all teach under a shift
system. The reason for adopting this system is because
smaller buildings are being used to replace original schools
which have been irreparably damaged by heavy rains in November
and December, 1991. The shift system was suggested by the
Ministry in order that children continue to attend classes
after their schiool had been destroyed. Under the shift system
a building such as nearby school or another building of
suitable proportions will be used to educate two groups of
children, one c¢cming in the morning for four hours, and the
other coming in th- afternocon for four hours. Every two weeks
the groups and their teacher:z @xchange times. The advantages
and the disadvantages to this sinift system are well documented
in the profiles ¢f these participants.

Lanquage Issue

One of the workplace conditiois faced by all of the
participants is dealing with the language issue. The
participants say that all of the children come to school
speaking Dialect English. They do not suddenly switch to
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Standard English when they pass through the school door. They
continue to speak Dialect English whether inside the school or
out. The children respond to the teacher in Dialect English,
and often to aid comprehension, the teachers will use Dialect
English themselves. Crowded and noisy classrooms are a
disadvantage when communication is in the unfamiliar SE
dialect.

The problem of language learning becomes more critical as
the students grow older and are eventually challenged by
external examinations which must be written in Standard
English. Sans Souci claims that many of the students who
enrol in secondary school, especially those from rural areas,
are unskilled in Standard English. Their written skills are
often better than their oral skills because they have been
taught to write using Standard English, but there are still
many problems because the children transfer their oral DE
habits to the written SE. She feels that this transfer
occurs because students assume that the two dialects are more
similar than they are. Under these conditions, the school
becomes a kind of correction centre, the teachers serving as
the models and the correctors, the studeuts coming in with an
assortment of linguistic imperfections which must be
corrected. Liberty Lodge points out that many children seem
to lack self-confidence when it comes to learning and using
Standard English and Arnos Vale mentions children who are
unwilling to speak in class.

The teachers of older children are not on'v critical of
the practices of those who teach younger children, but also
critical of some of their peers because they say many teachers
limit the use of "correct English"™ to English language
classes, and in secondary school to English language teachers.
Sans Souci states that Standarc English is often taught "in
isolation." As a result, the children do not perceive
"correct English" to be important when they are learning other
school subjects.

Timetables

The subjects found on most participants’ timetables
include Social Studies, Mathematics, Science, Health, Music,
Physical Education, Bible Knowledge, General Knowledge
(sometimes called Intelligence), and Language Arts. Usually
the same teacher teaches all these subjects to the students.
Although officially encouraged to teach Language Arts in an
integrated manner, in practice, most participants appear to
separate the Language Arts into Reading, Grammar, Handwriting,
Composition, Spelling, and Poetry. Some participants 1like
Commantawana attempt to teach seven or eight subjects per day,
although teachers of older children usually teach fewer. The
timetable controls the agenda for the classroom and it must
satisfy the scrutiny of the Head Teacher.
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Head Teachers

The Head Teacher controls what takes place in the
classroom also by regularly confirming the completion of the
classroom d.ary. This document as described by Liberty Lodge
records the activities that take place in each classroom for
every school day. Lesson plans for each topic taught must
also be prepared for the approval of the Head Teacher,
although this obligation seems to fall more on untrained
teachers than on trained teachers. Kingstown claims that
failure to supply lesson plans can mean stoppage of salary.
Consequently, untrained teachers treat lesson plans very
seriously. Trained teachers are also required to make up
lesson plans, but according to Liberty Lodge they do not
always write them out formally, and their practices are not
supervised so "losely. Some Head Teachers use the supervision
of lesson planning as an opportunity to assist the untrained
teachers. Layou found this supervisory practice helpful in

her training.
Common Entrance Examination

Another characteristic of the educational workplace is
the use of the Common Entrance Examination. This set of
examinations is given to students at the end of Junior Five,
and the results determine whether or not a student will be
allowed to proceed to secondary school. The reputations of
teachers, Head Teachers, and schools depend to a large degree
on the success of their students in these examinations. The
participants are very much aware of the importance of these
examinations, and preparation for them seems to infiltrate the

agenda of nearly all teachers. This is particularly
noticeable during examination periods: Christmas, Spring, and
June. As we have seen in the profiles of Buccament and

Liberty Lodge, examination sessions are very structured and
the examinations are closely supervised to avoid any cheating.
Teacher—~construcited examinations must meet with the approval
of the Head Teacher, and the results are treated with much

gravity.

Grouping Practices

One way in which examination results are used is in
grouping children into classes. Jumby explains this practice
well, and claims that the practice of ability grouping or
streaming as it is sometimes called is a common practice in
the primary schools of St. Vincent. Participants like
Buccament express pleasure when they are assigned to teach the
children in the brighter classes because they say there are
fewer "“problem children" there. In schools where the
population is not great enocugh to allow for grouping, the
children of all abilities are put in the same class.
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Teachers like Layou who are involved with teaching the classes
of low ability children, as well as those 1like Arawak,
Kingstown, and Owia who teach children in classes of mixed
ability, express great frustration in working with "slow
children" and "mentally handicapped children." They feel that
they lack the professional expertise to teach these children.
Further, they feel that there aren’t enough resources
available to them, and that they don’t get much help or
direction from Head Teachers or Ministry personnel.

Resources

Outside of a chalkboard, the participants have very
little in the way of resources. In Language Arts they work
mainly with basal readers and an accompanying workbock,
although as Arnos Vale and Kingstown point out, all students
may not even have these. Pens, pencils, and paper to write on
is not available all of the time. Primary schools don’t
generally have libraries. Kingstown made the observation that
"Only secondary schools have libraries."

Inservicing

The inservicing of teachers does not seem to be common.
During the past year, Kingstown had been to an inservice on
Reading, Atlantic had attended a session to explain a test
that the Ministry was planning for primary school children,
and Sans Souci had attended an inservice dealing with a
proposal to initiate a Mastery Teaching project for secondary

schools in St. Vincent. Other inservicing may have taken
place as well, but none other was mentioned by the
participants. Personnel from the Ministry of Education do

periodically visit the schools to give advice to teachers, as
well as to bring supplies, and to investigate complaints made
by parents. In such instances, the teachers feel that they
are usually found to be at fault.

Personal Perspectives

As a vehicle to assist me in exploring the impact of the
ESL program on the participants’ personal perspectives, I
would like to begin by quoting from a letter by Tutor B, co-
tutor of the workshop, and a teacher of English Language
Methods at the St. Vincent Teacher Training College. This is
what he writes:

I think one of the key things coming out of the ESL
workshop is that participants came to the realization
that there are sharp distinctions between Standard
English and Vincentian Dialect, the popular language.
They realize that English is indeed a second language for
their students and its teaching requires specialized
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intensive techniques. This is being applied in the
classroom now as a result of their experience at O0OCOD.
Secondly, I got a first hand impression of the teachers’
own ability to function in the standard variety of
English. Many lacked the confidence to participate fully
due to a lack of proficiency on their own part. I might
therefore provide them with models and ample practice in
using S.E. Finally, I have become more sensitive to the
shortcomings of the in-coming trainees. I have stopped
taking much for granted.

Although it appears that the ESL program has sensitized
Tutor B to the needs of the teachers entering the Teacher
Training College, I would like to use his other observations
as a starting point for examining the participants’ personal
opinions about the language situation in St. Vincent. This is
not meant to be a critique of his views. I have chosen to use
his observations as a kind of window for looking into the
perspectives of the participants.

Lanquage

That the participants believe that their students’ first
language is Dialect English is firmly established in their
communication. A good number of them have also pointed out
that one of the problems involved in teaching English language
is that “heir students do not recognize the distinctions
between L.E. and S.E. The workshop sessions on these
distinctions, given mainly by Tutor B, appeared to be
especially wvaluable for some of the untrained teachers,
although the trained teachers like Atlantic, Liberty Lodge,
and Sans Souci felt that they had already learned these
distinctions in College.

That the participants recognize the importance of, and
practice specialized, intensive techniques in teaching English
ranguage depends to a large degree on who is defining
specialized and intensive. Some of the strategies presented
at the workshop might not be considered very specialized by an
outsider, as many of them can be used in first language
classrooms, but to an untrained teacher in St. Vincent any
strategy not in common practice may appear specialized.
Several participants admit to an altered view of the role of
language in teaching. For example, Diamond says, "I have
developed a different concept about teaching. Through the ESL
program I realized teaching depends upon 1language, through
listening, speaking, reading, and writing as the foundations
of communication between teachers and pupils." All but Owia
and Lowman claim *to be using some of the strategies they
learned at the workshop. The four participants currently
attending the Teachers’ College also claim to be committed to
making changes in their teaching strategies as a result of
their workshop experience. More will be said about which
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strategies have been chosen by the participants for use in
their classrooms in the following section which deals with
professional practices.

That the participants 1lacked the confidence to
participate fully in the workshop due to their own lack of
proficiency in S.E. may be true. None of them have actually
said this, but there are many indications of feelings of
insecurity in Standard English. Shore admits to having had a
problem with English in secondary school and Arawak,
Buccament, Lowman, and Arnos Vale do not yet have credit in
secondary school English. Mespo failed the English methods at
the Teachers’ College last year and must resit and pass this
examination before being credited with a teacher’s
certificate. Diamond, who 1s currently attending the
Teachers’ College has written to say she is having difficulty
with the English Methods program. She claims that this is the
subject most often failed by student teachers.

A number of the participants claim that they enroled in
the ESL program in the hopes that it would improve their own
skills in English. Thus, Diamond says, "My objective was just
to learn to speak Standard (English) properly." Shore says
"Language always gives me a problem, way back from school
time, so I thought I can use this opportunity to upgrade
myself." These teachers claim that the program was beneficial
in improving their own Standard English language skills.
Another participant, Kingstown, wrote in her journal."I learnt
today that verbs can be an action word or tell you the state."
Layou wrote, "I also have a clearer incite as to using of
preposition." Several others made comments 1like the
following: "One of my goals was to speak English fluently
after the workshop. At this time in point I can say that I
attained that goal." Liberty Lodge claimed that the program
gave her more confidence in speaking out in public. She
says."l see myself as gaining ground on the ladder up. It
makes you, it brings all the confidence and all the shyness in
you, you know, it disappears, and you will be able to stand up
and address anybody."

Many of the participants apologized for their poor
spelling and written expression in their journals and letters.
I sometimes wondered if their lack of S.E. written language
skills did not inhibit some of them from writing more. Owia,
for example, claimed, "I don’t really lixe corresponding. I
don’t like writing." Some participants did not hand in their
journals at the end of the day. Instead, they would take them
home and hand them in the following day. At the time I
thought this was done because there wasn’t enough time
provided in class for reflective writing. In retrospect, I
now wonder if this wasr * done in order to provide a more
grammatically correct copy.

Reasons for Taking the Program
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Not all participants took the ESL program in order to
improve their personal language skills in S.E. Richmond took
it because she was encouraged to do so by her Head Teacher;
Charlotte, "because it was the only thing left"; and for Jumby
and St. James, because they were good in English, enjoyed
teaching it, and thought they might learn some different
teaching methods. According to Layou, some may have believed
that taking an OCOD program would help them to be accepted to
the Teacher Training College, but she claims now to Xnow that
this belief is incorrect.

Benefits to Teacher Trainees

The four participants enroled at the College: Charlotte,
Diamond, Pablo, and Shore agree nevertheless that the program
has benefitted them in their studies there. They believe that
they have several advantages over those students who have not
taken an OCOD course. First, they say tha. they have
benefitted from having had an introduction to topics that are
dealt with in more depth at the College. For example, when an
instructor began talking about Bloom’s Taxonomy one day, the
participants already knew a little bit about this, and that
pleased them. They feel that they have a better "foundation"
for studying at the College than those who have not taken an
OCOD program. Second, they have had more instruction in
lesson planning than the students who have not taken an OCOD
program, and lesson planning seems to be an important part of
the program. Finally, they feel that they have developed a
greater repertoire of teaching ideas than their peers, and
they are able to draw upon this when they are assigned to
teach "practice lessons™ in the schools.

All four of the participants who are students at the
Teachers’ Training College believe that training should
precede classroom teaching. The current practice is that
students must teach for a minimum of two years in a school
before becoming eligible to attend the Teachers’ College. The
problem with this systerm, according to these participants, is
that they must now unlearn the bad habits they picked up and
practised during their previous years of experience. Only one
participant, Liberty Lodge, offered a rationale for the
current practice. She explained that unless the practice
teachers from the college had previous classroom experience,
they would not be able to control the students during the
practice teaching sessicns. Other teachers offered no opinion
on the question of the timing of teacher training. Mespo
offered an explanation of the current system by saying, "That
is our custom."

Learning to_Teach

Among the pages of our communication are maay accounts of
how the participants learned to teach. They all began
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teaching without formal training. I can identify with them in
this regard because I also began teaching without formal
training. When they are first placed in schools they are
supposed to spend some time with a qualified teacher who is,
as Richmond explains, "to assist them in their lesson making,
diaries, and how they go about teaching a particular subject."
The needs of the individual schools seems to determine the
length of time spent with the qualified teacher. Neither
Atlantic nor Buccament spent any time at all with a qualified
teacher. Others spent a week, two weaks, a month, a term, a
y@ear, and St. James is presently spending a second year with
an experienced teacher.

When they begin teaching they experience problems in
getting lessons across to the children, communicating
effectively with the students in S.E., and maintaining
discipline in the classroom. St. James and Buccament admit
that they had difficulty at first just standing up in fiunt of
the class. Others like Layou and Paget reported problems in
"breaking down the work." Arawak, Layou, Paget, Kingstown,
Richmond, and Commantawana all said they had difficulties with
making lesson plans.

In learning how to teach, the participants employed a
number of strategies. These included watching and modelling
other teachers and asking questions of the qualified teacher
to whom they were assigned. Atlantic was able to confide in
a former teacher with whom she felt comfortable, and St. James
learned some strategies by communicating with a relative who
was teaching. Some said they got assistance from the
qualified teacher with whom they worked, and occasionally from
the Head Teacher. Some reported that they taught the same way
that they were taught. Several said that they learned to
teach by trial and error, learning from their mistakes. As a
result of this method of 1learning, a few said they have
developed their own style of teaching. Others said they
learned from how the children reacted to what they did, and
from the directions provided in some of the textbooks and
workbooks. Some relied on their memory to provide them with
a teacher-model. Buccament explained that she learned mainly
from reflection, "just thinking about it, go home and

picturing.” Jumby said that she had learned a lot about
teaching when she became part of a special teaching project
sponsored by the University of West Indies. She said her

association with outside people gave her new ideas, making her
feel less isolated. Diamond and Charlotte felt that their
work as Sunday School teachers and Youth Group leaders had
helped prepare them as teachers. Many believe that you just
get into the custom of teaching.

The Customs of Teaching

Thinking about this idea of customs of teaching I am
reminded of Bruner (1990) who said that in order to understand
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acts of meaning we have to look beyond individuals to history
and culture. Individuals, according to Bruner, are
situationally controlled. Examining this custom of teaching
then may help to reveal the underlying belief structure of the
participants.

I believe that the expression "custom of teaching" as
used by the participants means how things are done here, how
we do things here, implying that there are certain practices
that are fairly stable, commonplLace, and generally accepted.
The practice of teaching for two years in order to become
eligible to attend the Teachers’ Training College is described
above as "our custom." Many other examples could be given
from the descriptions of the culture and workplace provided
above. For example, wearing a school uniform azid calling
their teacher "Miss" are both customs practised by Vincentian
primary school children. They are not taught to do these
things by the teachers. They don’t have to be taught as these
are commonly held expectations. Similarly, when untrained
teachers begin work in the classrooms of St.Vincent there are
certain « stems which govern how they are to act, and these
customs 3 already familiar to the new teachers because they
have seen .hem throughout their own schooling.

The study reveals a number of features which appear to be
part of this custom of teaching:

1. Teachers are considered to be authorities in
knowledge. Their task is to gain knowledge and to pass it on
to their students. Pablo and Kingstown, for example, felt
that a benefit of the ESL workshop was their gain in knowledge
which they hoped to pass on to their students.

2. Students are taught more efficiently when they are
grouped according to ability. Jumby explained that
imperfections in grouping are corrected year by year based
mainly on examination results.

3. All children are evaluated by the same measure, the
Common Entrance Examination. During a class discussion the
shortcomings of this system were recognized, but there was
general support for the continuation of the practice because
it was well established and clearly understood by everyone.

4. There is 1little individualized instruction for
students. Those students who are not served by the grouping
custom are generally ignored. Kingstown’s classroom situation
illustrates this custom. Slow learning students are promoted
every second year without regard to what they have learned.

5. The lecture-style presentation or explanation is the
prevalent teaching strategy.

6. Teaching is generally a deductive process: the rule
comes first, followed by practice and correction.

7. Testing generally involves factual recall or
application of a rule.

8. Rote memorization is the main learning method.
Children are considered lacking in imagination and in the
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ability to think for themselves. This view is clearly
expressed by Liberty Lodge, St. James, Buccament, and Layou.

9. Child control is deemed to be very important. Boys
are considered especially mischievous. Although some
participants acknowledge that excessive discipline may
frighten children and hence hinder learning, physically
slapping children or striking them with a belt, and verbal
insults are common ways to maintain class control.

Career Perspectives

Leoking at themselves professionally, the participants
believe they are underpaid and are not given the recognition
they deserve for the important work that they do. A number of
the young, untrained participants indicated that teaching was
not their first choice as a career. They became teachers in
some instances because they, like Kingstown, lacked the
qualifications to get into another career, and in other
instances, 1like St. James, because there simply weren’t any
other opportunities available. A number of them view teaching
as a stepping stone to some other career, a job to do until
something better comes along. Laycu, S$t. James, Sans Souci,
and Paget are all pursuing further studies through night
school or university in the hope that increased qualifications
will result in a better paying job.

On the other hand, some of the young teachers view their
teaching careers much more optimistically. For example,
Kingstown began teaching believing that it was "a headache
job", but found that her relationship with the children and
fellow teachers so satisfying that she now intends to remain
in teaching. For many, the OCOD workshop seemed to provide a
positive professional experience in their careers. Many of
them stated that the OCOD experience helped them become bLetter
teachers. Here ars some of the ways in which they felt they
had improved personally.

Benefits from the Workshop

. 1. Pablo, Jumby, Kingstown, Layou, Buccament, St. James,
and Diamond all felt they had gained in knowledge. This
knowledge had been passed on to them by the tutors.

2. Liberty .Lodge, Kingstown, Layou, and Jumby said that
they felt more self-confident as a result of having imprc . ed
their language skills at the workshop.

3. Diamond and Sans Souci said that as a result of the
workshop they had become more aware of the importance of
language in teaching.

4. Paget and Shore said that they had found new models to
emulate, especially in regards to teaching style.

5. Commantawana, Sans Souci, and Paget claimed that they
had learned alternative ways of teaching concepts, increasing
their repertoire of strategies.
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6. Jumby, Diamond, Sans Souci, St. James, and Mespo
claimed they had learned the value of sharing their views and

their knowledge with others.

?. Diamond, Charlotte, Shore and Pablo felt that the
workshop had helped prepare them for Teachers’ Training
College, and Liberty Lodge, Sans Souci, Mespo and Atlantic
felt that the workshop had been a good review of things they
had learned at the College.

8. Jumby, Paget, Kingstown, and Arnos Vale stated tha:
the workshop had made them more enthusiastic about returninc
to the classroom the following school year.

9. Atlantic, Diamond, and Commantawana felt committed to
make changes in their teaching practices as a result of the
workshop experience.

10. St. James, Owia, and Jumby stated that they had made

new friends.

Professional Domain.

For some participants, improving their own S.E. language
skills was a professional as well as persnnal gain, because as
Pablo stated, "You have to get the knowledge first", bei .re
you can pass it on to the students. Improvement in S.E.
language skills is often seen in terms of acquiring more
knowledge about S.E. grammar. One early childhood tescher,
Jumby, felt that ti.e topic of grammar would be more important
to teachers of older children because that is where more
grammar is taught. To be honest, it had never occurred to me
that the program would involve teaching S.E. language itself.
As far as I knew the participants wers= competent in S.E. and
the program was to be a an ESL methods c¢ourse. The point is
that whereas I would prefer to view gains made in grammatical
knowledge: as a personal gain, mxny of the participants view it
as a professional gain.

Accepting this gain in S.E. competency for w.atever it
13, I would like to turn to a discussion of the influence of
the rest of the program on the professional 1lives of the
participants. The interpretation of that influence is based
primarily on their communication with me, and secondly, on my
own observations in their classrooms during a five-week period
in March and April, 1992. Only the strategies that they
menticn will be discussed. I will make the assumption that
only those strategies which they mention are ones that they
feel are of value to them. I realize this assumption may be
erroneous because (a) they might have neglected to mention a
method they have used, (b) a suitable occasion may not have
arisen in which to use a method, (c) although they may
recognize the potential value of a certain method, they may
have had different reasons for not using it, for example:
uncertainty about the procedure involved for implementing the
method, lack of equipment or supplies, fear of failure,
concerns expressed or anticipated from ‘ne Head Teacher or
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parents, lack of a professiona. support system, or conflict
with what they verceive as a custom of teaching as described
above.

As ar organizing ~tructure for this discussion I bhave
chosen the following * ..»i~gs: listening skills, speaking
skills, reading skills, = :'.ag skills, lesson planning, field
trips, audioc-vigual aid., a. A general evaluative comments. The
discussion :iill close with .: short summary.

Listening skills

One of the worke op activities that was enjoyed by the
participants was the group learning sessions. These had been
arranged using ideas from the literature on co-operative
learning to encourage full participation in intes-ctive group
sessions. The journal entries were very favourable towards
this listening and speaking activity. For example, Mespo
wrote, "The most intecesting session of the day was the
session of cooperative learning activity. The reason why I
cenjoyed this session is because I learnt from each group." A
number of participants promised themselves t<« use the idea
when they got back in their classrooms in september. Only
Layou ard Commantawana, however, have reported using this
activity in their schools, and of these, Commantawana has
modified the approach by awarding points for participation,
possibly making it more of a competitive learning activity
than a co-operative learning activity.

Story reading and story telling to the stiuclents seems to
have been used, or its use increased, by almcst everyone.
During tha workshop I began most mornings by either story
reading or stoiy telling, so there was a regular exposure to
this practice. The reactions of the participants to using
story telling and story reading as a listening strategy a:ze
very numerous and very positive. Most report that t.ic
children find the sessions interesting and motivational.
Buccament says, "Pupils just love to hear ‘It’s story time’."
Jumby says that it has increased the children’s interest in
reading story books. Kingstown says she enjoys seeing the
eagerness in the children when she reads them 2 story. A:nc.
Vale says that although she used to read stories to her
children she would just stand in front of the class and read.
Now, she brings the children in a 1little closer and Lhe
children respond much better. Shure felt that the strategy
had not worked well in his classroom, althougb he blames his
own lack of proficiency in story telling for the failure, and
not the strategy itself.

Another idea that was adopted by one teacher, Atlantic,
involved what we called the Story Bank. During a workshcp
session, groups were asked to brainstorm for as many
children’s stories as they could remember. At the end of tae
activity we put together the combined efforts of the groups
into a long list of known, and some not so well known,
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children’s stories. Each participant was given this 1list
which we callad a Story Bank. The idea was to provide each
participant with a rescurce set of stories for telling or
retelling to the children. Arlantic says she has used this
list and has given copies to the other teachers on her staff
who apparently find it very useful. Incidentally, the same
exercise was repeated with children’s songs but no comments
were ever made about this resource.

Speaking skills

Tutor B has written that oral expression has to be made
one of the priority areas in the teaching ¢ language arts.
The importance of the written Common Entranc-= Examinacion and

the written secondary CXC English examins ~cn .s Lept the
focus of teaching on written skills, esp¢ iiu.., yrammatical
skills. Although considerable amount of time dJuring the

workshop was spent on written and grammatical skills, there
was a deliberate attermpt to maintain a bkalance between the
four skill areas: listening, speaking, rcadiug, and writing.
The participants generally showed more interest in the
speaking skills +than in the listening skills, altaough
admictedly one cannot be done without the other.

One of the areas that eppears te have influenced the
teachers, especially the untrained ones, was in bridging the
gap between DE s&nd SE. Buccement, Arnos Vale, Kingstown,
Commantawana, Jumby, and Richmond all comment on the
inappropriateness of flogging, beating, or humiliating
children when they speak DE. Alternatives to punishment that
they felt they had learned included accepting the dialect and
offering translations or paraphrases in SE; - .ond, quietly
correcting the errors tlrat are made when the children attempt
to speak SE: and thir~ providing the students with a good
model of SE speech. L. .an admitted that she seldom spoke SE
in the classroom prior to attending the workshop, but since
that time she has made a conscious effort to speak it all the
time while in school.

The strategy that received more praise than any other
during or after the workshop has been the substitution drills.
The idea of drilling seems to fit well into the participants’
customs of teaching. Thus, Richmond says, "Drilling is an
aspect of teaching I like very much", and Kingstown wrote in
her journal, "As soon as I get back to school, hey, you can
bet that I am going to use that method of drilling in teaching
my English." During the workshop participants were given the
time and the materials to prepare charts which would assist
them in providing students with practice exercises in common
SE errors. Themes that the participants chose for their
charts ‘ncluded: subject and ver“ agreements, singular and
plural nouns, using negatives, and a few for correcting errors
in pronunciation. Having fthese charts prepared may have
encouraged the teachers to try this strategy. The
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participants claim that this kind of practice is needed, and
that the children enjoy doing it.

Another "make and take" activity durina tine sorkshop was
the selection and .ounting of pictures t~- use in the
classroom. It should be noted that there are few magazines
available in St. Vincent and it is uncommon Lo find pictures
on the classroom we.ls. The use of pictures in the second
language classroom was demonstrated and practised at the
workshop, and the participants appeared to recognize the value
of this stratzgy. Almost all participants reported that they
have used their "picture file" at one time or another. The
primary use seems to have been for illustrative or
mo-ivational purposes, but St. James and Atlantic have both
used them to initiate conversations and stories, and in
teaching other subject areas.

The five W's of W-5 are: who, what, where, when, and why.
These are not the only questions that can be asked of course,
but the expression W-5 is really meant to remind teachers that
there is indeed a variety of questions that can be ~cked while
teaching. Looking at the examinations in tle appe..lix shows
that almost all of the questions are of the factual recall
variety. The strategy of W-5 was devised to encourage the
par’ ~ipants to ask both convergent and divergent questions.
Ch: " rotte, Layou, Arnos Vale, and Diamoi.d 211 report that they
have: found W-5 helpful in making discussicns more interesting.
W-5, however, does not yet seem to have reached the level of
written language

Several «: the participants including Atlantic,
Commantawana, and Arawak had introduced the poem "Vinci
Flavours" to their classes. On one occasion, Commantawana’s
class recited the poem for me, and then showed me a number of
poems that they had created themselves.

Layou was gquite enthusiastic about the strategy of
retelling a story. She says she first reads a story to the
children, then asks them to rctell it to her in their own
words.

Finally, Arnos Vale, the teacher referred to in the
section on iistening skills who discovered the advantage of
bringing tne children in close to her when she is reading a
story, also reports that the children make a greater effort to
speak Standard English under these more inti..ate conditions.

Reading skills

The participants recognize that teaching reading is a
very serious obligation. This is evident in all their
communication: journal entries, letters, and interviews. The
journals of the untrained teachers express appreciation for an
explanation given at the workshop of the stages of reading,
and for the demonstration of the Language Experience Approach.
There was also general interest in using previewing and
prediction as strategies in the teaching of reading.
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Mespo and Commantawana stated that they had tried the

Language Experience Approach with some success. Mespo
explained that only the untrained teachers would not know
about this method. The use of prediction as a reading

strategy was given support when a "reading organizer" from the
Ministry of Education visited some of the schools and
encouraged the teachers to try this strategy. Kingstown felt
quite pleased with herself because she had already learned
something about this strategy at the wockshop.

According to the communication from the participants it
seems that at least :1f of them have tried to use some of the
strategies presenteu at the workshop. Three participants
state that they have tried an uninterrupted, silent, sustained
reading v:rogram (USSR): Atlantic’s program is an ambitious
school-v.de program which appears to be working. Kingstown’s
program is classroom-based and it has also been successful.
The third one was attempted by Greiggs under conditions where
the interference of the noise from the other classes forced
her to abandon the idea after a short while.

Kingsr.own states that she has had success 1in using
alternativs *o2ding books. Her only difficulty lay in finding
suitable aiteinative books. Sometimes the only alternative
books available are those brought by v..iting OCOD tutors.
These are often discards from Canadian school libraries. One
enterprising teacher, Atlantic, has been successful in getting
books donated from companion schools in Ontario anc British
Columbia. Mcst of the participants use only the basal readers
in their classrooms. Jumby claims that as a result of the
workshop she now makes reading "a daily part of the children’s
lives", although she does not state how this is done. Several
participants state that they have tried to use independent
reading and pair-reading as alternatives to group reading and
"word calling." They also state t..at reading a variety of
stories to the children has increased student motivation to
read.

One interesting story about reading involves Jumby’s
daughter who, as a result of a gift of a few donated story
books, began a "mini library" for the children in her village.
Apparently this has been a very successful venture, and the
mother claims it has improved the daughter’s school work, and
has &also had a positive effect on those children who have
joined her library.

Many of the teachers, both trained and untrained, hav=
appealed to me for help in teaching reading. They are
especially concarped akout the children who are very slow in
learning to read. Unfortunately, it is not a simple problem.

Writing skills

Most of the ©participants’ journal entries merely
acknowledge that there had been sessions on the teaching of
writing. Diamond suggests that she might try some of the
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strategies that were presented when she wrote, "I have learnt
various approaches to teaching writing. I will try my very
best to apply as many as possible in my teaching." The
participants did enjoy the book—mai- .ng sessions we held, but
none reported using this idea in their classrooms.

Writing is normally divided into handwriting, grammar,
composition or creative writing, spelling, and occasionally
word study, in spite of the fact that the Teachers’ College is
trying to get teachers to use a more integrated approcach. The
participants’ letters and our interviews made it quite clea:
that the foundation of writing from their point of view is
grammar. Note how Jumby teaches the parts of speech through
rote memorizing and drill, and that Sans Souci relies heavily
on practice provided by prepared grammar exercises. St. James
tcld me, "Well, grammar is one of my strong r~ints, so I teach
it." Layou observed, "Mos:. people focus on grammar", and as
cne way of improving the ESL program she suggested, "I think
there should be a bit more emphasis placed on grammar."

Liberty Lodge said that she 1liked the way I had
demonstrated "composition writing" at the workshop, but her
attempts to duplicate this method in the classroom were
unsuccessful. She explained *naz: the background of the
children was not sufficient to - :low for the kind of self
expression called for by this method. Similar ~scuments were
made by Layou and Buccament about their studer..s: “"They can’t
use their imagination", and "They can’t express their ideas on
paper."

Several participants said that they sometimes use their
picture file to develop ideas for creative writing, and
sometimes discussions, but often they just provide topics from
which the students are to choose and write.

Sans Souci pointed out that although she recognized the
value of more listening and speaking practice in school, her
administration and the parents expected to see the evidence of
her teaching in written work. To her, this means mainly
grammatical exercises and a great deal of correction.

A few of the participants have tried out other ideas that
were presented at the workshop. Commantawana attempted to
keep a portfolio for each child’s writing, but after a while
she abandoned the idea because she found that there were too
many students in her class, and she couldn’t keep up the
practice. She also began a practice of displaying the
students’ writing on a part of the classroom wall. This
practice she has retained because she says the children are
proud to see their work displayed in this manner.

Many of the comments made by the pari-<cipants in their
letters and during the interviews focused on the frustrations
involved in teaching various grammatical topics like subiect
and verb agreements, prepositions, and relative pronouns.
Sans Souci and Layou were concerned about the time they spent
correcting the students’ error-filled work, espzcially when
they had a large class. In contrast, Commantawana stated that
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trying some of the writing ideas presented at the workshop
"might make writing more creative and enjoyable."

Lesson planning

For the untrained teachers who participated in the
workshop, the sessions on lesson plarning were very helpful.
This was evident because of the interest they showed in the
topic during t!. workshop and the many comments which they
made throughout the correspondence.

ThLe untrained teachers are obligated to make lesson plans
for the new topics that they introduce in their classes. It
seems that Head Teachers are insistent on seeing that this is
done, although for some it appears to be somewhat of a
formality because as Arawak has pointed out, not all of them
read through the lesson plans.

M7 - "~ “he untrained teachers were not clear about the
purpos on plans. It seems that sometimes they were
given »n plan fcrmat that they did not really
undars There was « feeling that the purpose of the
lesson i a was more to fulfil some administrative requirement

than for teacher planning. Very few of the untrained teachers
lr.ad bean given any help in lesson planning.

Following the workshop, especially during the interviews,
many of the participants mentioned the importance of learning
how to plan a lesson. For Owia, it was the most important
thing she had learned at the workshop. Diamond, Kingstown,
Richmond, Commantawana, and Arawak expressed more confidence
in planning lessons. They came to realize that the lesson
plan was not ju.t a document to please the Head Teacher, but
also an opportunity to clarify their objectives, and look at
different teaching methods they might use.

The trained teachers were not so interested in the topic
of lesson planning. Sans Souci said that the topic had been
given a lot of attention at the Teachers’ College when she was
there, and Liberty Lodge claimed that she no longer made
lesson plans. She just made little notes for herself. Those
who were students at the College at the time of the study said
that they felt they had been given a head start on this topic
when they compared themselves to other students who had not
had such instruction.

Field trips

For many of the participants the field trip that was
taken during the workshop had been one of the few that they
had ever experienced. Some, like Buccament and Jumby who
teach young primary children take their children on nature
walks, but any kind of field trip is uncommon for those who
teach older children.

The participants enjioyed the field trip. Most were
pleased witih the knowledge or information they had gained from
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visiting one of the few industries found on the island.
Arawak commented on the "importance of taking precautions when
one is visiting an industry." Richmond stated that "their
should be a follow-up of what was carried on", and Buccament
thought that on returning from a field trip she might "talk
about what we saw and that kind of thing."

By April of the following school year, only Buccament
stated that she had taken her class on a walk to a nearby
site, and another one intended to do a similar activity at a
later time.

Audio-Visual methods

Many of the participants use the charts and pictures they
prepared at the workshop. Sometimes the pictures are used to
illustrate a topic, sometimes to motivate the students, and
sometimes to initiate discussions and written exercises.
Greiggs, Kingstown, and Mespo say that there is often a
problem with finding wall space to hang the charts and
pictures, while Richmond and Gre?l ,ys were concerned with the
possibility of vandalism.

Necne of the participants la. sed either a radio or a
tape recorder. Kingstown mentiornew that she thought a tape
recorder would be useful, but they were not available in the
schools. Greiggs and Commantawana said that their classrooms
were too noisy for using any kind of auvdio equipment.

General evaluative comments

In this section I would like to include some of the more
general reactions of the participants to the workshop. These
reactions do not fall into any of the above topics.

First, on the adaptability or suitability of the ESL
strategies for the schools of St. Vincent, there is a range of
opinion. One Infant teacher, Jumby, states, "I have not been
able to adopt many of the ideas learnt at the ESL program.
Some of the strategies that are too advanced for my age group
I pass on to other ‘eachers within that teaching level."
Richmond, who has a class of slow learners says, "I have not
accomplish that much, not with my class", but she adds, "I
have shared some of what I learned from the workshop with
another teacher." On the other hand, Sans Souci, who teaches
older children states, "The techniques of teaching ESL were
different and are adaptable to our situation here." Paget
expresses great enthusiasm for the program when she states,
"What I learn in OCOD workshop was a blessing. I practice it
every day at school, and I taught the other teachers at my
school about them. They really enjoyed it - even to the
pronunciation of words I have develop in, and help my students
to used them." When I mentioned to Kingstown that the
workshop might have been better had I known the St. Vincent
school system better, she replied, "To be honest I really
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don’t think it would make much ¢f a big difference if you were
in much association of a classroom situation in St. Vincent."

On the question of follow—up, several participants were
disappointed that there wasn’t a third session " » the program.
Some hoped that some kind of follow-up might be initiated from
the Teachers’ College. Others thought it would be productive
if members of the group were able to get together to discuss
ideas. The anticipated difficulties of transportation and
cooperation of teachers, however, made it seem unlikely that
this will happen. The participants at the Teachers’ College
felt that the research study itself had been a good follow-up,
"like an extension to the workshop."

Other miscellaneous but interesting comments made by the
participants include Atlantic’s statement: "I enjoyed sharing
ideas with other teachers at the workshop", suggesting to me
that there may have been benefits resulting from the workshop
not related to ESL. Diamond suggested that there should be
some recognition given by either the Teachers’ College or the
H1inistry of Education for attendance at the O0COD courses.
Liberty ILodge felt that the program could be improved by
instructing the trainees in specific strategies for teacl'ing
certain skills. Jumby felt that the handouts that were
prep: ed for the workshop were useful mainly for teachers of
older children, leaving unsaid - they weren’t much use for her
as a teacher of infants.

Summary

In this chapter I have attempted to describe thematically
the participants’ professional practices, thcir personal
perspectives, their workplace characteristics, and their
cultural environment in order to provide a meaningful context
in which to understand their reactions t¢ the ESL program. By
examining the individual profiles and the thematic analysis
provided in this chapter, my intention will now be to draw
some conclusions about the impact of the ESL program on the
participants.



Chapter 7

CONCLUSIONS AND OBSERVATIONS

The purpose of this study was to discover the meaning
that the ESL program had for the participants during and after
the workshop. Two questions were to guide the research:
first, what did the participants experience at the workshop?
and second, what was the impact of this experience on their
professional lives?

Conclusions

From the beginning of this study it was evident that the
participants’ professional lives could not be
decontextualized. The meaning of the ESL program was
developed not 3just on the basis of their professional
experiences but by the beliefs that they held as a result of
their life experiences generally. Meaning does not occur in
isolation. It is shaped by interpretation and Jjudgment
(Denzin, 1989). The foundation upon wiich interp-.atation and
judgem:nt is based is the set of cultur 1lly based liefs that
each of us has in place prior to new experieu 2 (Bruner,
1990) . The study has revealed a numbe: - these beliefs which
I feel are important to understandi:-; che participants’
experience during and after the progran.

The beliefs are revealed first through the declarations
made by numerous participants. For example, alli of the
teachers at some time during the study refer to problems in
dealing with their students whose mother tongue is Dialect
English. From this admission I conclude that they believe
that DE is the common language throughout the country.
Second, participant beliefs are sometimes confirmed in my mind
by the actions and documents which accompany declarations.
For example, the seriousness with which examiraticne are
treated confirms in my mind that the participants believe that
the single most important goal of primary education is
preparing students for the common entrance examination. Here
is a short 1list of teacher beliefs that I feel have been
revealed in the study.

1. It is believed by the participants that Dialect
English is the common language throughout the country except
for official purposes where ti@ more prestigious Standard
English is used.

2. It is believed that there are certain practices or
customs of teaching that are traditionally appropriate for the
primary schools.

3. It 1is believed by the participants that noisy
classrooms are detrimental to effective teaching and learning.

4. The participants believe that teachers are the
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conduits of knowledge. Therefore, the quest to acquire
knowledge is very important.

S. It is a common belief among the participants that
preparing students for the Common Entrance Examination is the
most important goal of primary education.

6. There is a commcn belief that teachers are underpaid
and are given little recognition for the important job that
they do.

7. The participants believe that they share very little
in educational decision making. They view authority in terms
r“ vertical alignment and their position is near the bottom.

Given this framework of beliefs, the participants found
a number of the sessions offered at the ESL workshop to be
meaningful. They claim that these meaningful experiences have
influenced their subsequent teaching practices. Here At= some
examples.

First, many of the untrained participants felt that as a
result of the program they had gained a better understanding
of the language situation in St. Vincent. They stared that
they had develnped a clearer understand’rng of the diiferenr~es
between Dialect English and Standard English. As a rec..i »%
this clearer understanding of the differences, Dialect Er«u!.ish
appeared to gain in terms of legitimacy and respectabiliu.,
particularly for the younger teachers, and a fairly common
result of this change in status for Dialect English was a
nrofessed increase in tolerance for its use by primary <school
caildren. Evidence for this more tolerant attitude can be
found in statements which reject "flogging™ or "beating"
children for using DE in school. Such punitive measures have
now been replaced by other corrective strategies presented at
the workshop, according to the participants.

Second, in regards to teaching Standard English as a
second language, many participants -=laim to have learned that
language has four skill areas: listening, speaking, reading,
and writing, and that all four skill areas must be practised.
This has led a number of participants to increase the number
of listening and speaking ovportunities in their classrcoms by
adpting new strategies in story reading, story telling,
working with pictures, and expanding their questioning
techniques. On the other hand, it was quite evident during my
visits to the marticipants’ classrooms that the traditional
gramnar-based approach to teaching Standard English was still
firmly in place in all the classrooms.

Third, the workshop sessions which provided opportunities
for the participants to develop their own SE language skills
were meaningful: the lessons on grammar, on pronunciation, and
on vocabulary building. Many of the participants admitted
their own shortcomings in using SE, and were anxious to
improve these skills. They also looked upon this as an
opportunity to gain knowledge which they could then pass on to
their students.
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Fourth, those strategies which fitted well with the
participants’ beliefs were quickly recognized and adopted.
Thus, the idea of using substitutinon tables as an efficient
way to drill certain language structures was accepted quite
enthusiastically. The idea of driiling in conjunction with
rote memorization as a means of teaching and learning is one
of the well established customs of teaching in the
participants’ schools.

Fifth, some strategies which were presented at the
workshop did not appear to fit well with the beliefs or
customs of the participants, and may have been rejected for
this reason. Among these were the use of games and children’s
songs, strategies that are common in children’s E3L classrooms
elsewhere. The use of group work too did not appear to find
a place in the participants’ classrooms, in spite of the fact
that this strategy was a very popular one during the workshop.
Also rejected were electronically assisted learniiig devises
such as tape recorders, but for different reasons: (a) they
are prohibitively expensive, and (b) many classrooms are too
noisy for them to be used effectively.

Sixth, the untrained participants found the workshop
exnlanations and exercises on lesson planning meaningful
because this subject is emphasized by Head Teachers, and also
by instructors at the Teacher Training Ccllege. Acquiring the
skills to complete the lesson plan form in such a way as to
satisfy the administration often seemed to be the meaningful
part of this exercise, although a small number of participants
mentioned that it also helped them to think about different
ways to teach a lesson.

Seventh, the role modelling presented by the tutors, and
by the more experienced teachers during demonstration lessons
was also considered meaningful, especially for the vntrained
participants. There were many comments made during the study
which indicated that the participants had tried to copy this
one’s style, or that one’s m=thods.

Observations

This research study was a voyage of discovery. There
were no destinations identified in advance. The purpose was
to discover the meaning that the ESL workshop had for the
participants. The significance of this study lies in the fact
that the participants’ views of the program will be available
for those who may wish to consider them in designing future
prcgrams. In additicn to discovering the meaningful impact of
the program on the participants, the study also revealed their
needs. Some of these nze-ls were met by the program, and some
were not. In the following section I shall identify the needs
of the participants as revealed in the study. They are not
priorized.

1. The need to provide professional training prior to practice
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Some of the teachers who took part in Lhis program began
teaching by being placed directly into a teaching situation
without any period of observation in a primary classroom.
Most of the participants, however, spent a week or two
observing a trained teacher in a classroom before they were
assigned a class of their own. In one instance, a participant
was in her second year 2f working in a classrcom with a
trained teacher, but this seems to be an exception to the
general practice.

The study revealed that most c¢f tlL> participants learned
to teacn on their own, hy trial and error. The participants
who are .aow students at the Teachers’ Training College agree
cthat some of the teaching practices they learned during this
trial and errcr period of their careers now have to be
unlearned. From their point of view, .earning to do things
correctly from the beginning is far better than having to
replace bad habits later with better ones.

The professional training provided by the ESL program
was, for the majority of the participants, the only
professional tra’~‘ng they had received. Many of the gains
they claim to he : made as a result of taking this program
were not strateg: ¢ unique to the teaching of ESL, but basic
teaching strategies such as how to prepare a lesson, or how to
bring the children :in clcse to the teacher to assist with
communication during reading or listening activities.

There was widespread agreement arong the participants
that training should precede practice. There is a need for a
program in basic teaching strategies for those youny people
who have just graduated from secondary school and are being
* - © ' mwrimary schools to teach.

g

-1 to examine the use of Dialect English in primary

o 1IN

) l,
5
W

A number of questions arise from the participants’
concern about the use of Standard English and Dialect English
in the primary classrooms. It is claimed that the children do
not understand what is said in 3E, and that they are reluctant
to speak in this dialect.

I have no doubt that this claim is true. It makes sense
that children exposed to a second language will not understand
it, nor will they feel comfortable about using it. The
questions that arise are: first, :loes the use of SE in the
primary classes interfere with children’s academic
development? Second, does the use of SE contribute to a
feeling of alienation towards school among the children?
Third, deoes this lack of understanding and reluctance tc speak
SE become an excuse for the teachers to use DE, the dialect
that they are more comfortable in using? Fourth, would it be
worthwhile to consider some use of DE in the primary schools?
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3. The need to improve the Standard English proficiency cof
primary teachers

The majority of the participants recognize their own
deficiencies in Standard English language skills, and seek to
improve them. If they are going to serve as models for
students who are to learn SE, th2n the opportunity for self
improvement would seem to be important. Inadequacies in
teacher knowledge can have serious limitations for teaching
competence (Stein, Baxter & Leinhardt, 1990). The study
reveals that many of the participants were anxious to improve
their SE language skills, b .t lacked suitable opportunities to
develop them.

4, The need to stress commuaicative competence over linquistic
expertise

Having been a second language teacher tor many years I
can attest to the fact that it is much easier to teach
grammatical skills than to teach something as nebulous as
communicative competence. Grammatical rules can be taught
deductively, and such rules are easily tested. The study
revealed that the participants in the workshop generally feel
very comfortable teaching English grammar. This was how they
were taught, and they have come to accept this method as the
custom of how to teach "proper" English.

I am not suggesting that the teaching of grammar be
discontinued. There is a place for teaching grammar in a
second language program. What I am saying is that students
learn what they are taught. If they are taught English
grammar, then they will learn English grammar. Unfortunately,
this is only the structure of the language. They must also
learn how to communicate meaningfully through 1listening,
speaking, reading and writing in real acts of communication if
they are ever going to use the language competently. The
present system of second language teaching used by most of the
participants will seldom produce students who are competent
users of the second language.

A shift towards communicative competence would also serve
to emphasize the importance of using the second language in
school subjects other than English language. This practice in
itself would encourage real acts of communication in the
second language. All teachers are language teachers.

5. The need to recognize teachers’ efforts

The study reveals that many of the teachers feel that
they are underpaid and that their efforts go unrecognized.
Some of the participants l.ave stated that teaching was not
their first choice as a career, and many of these would leave
teaching if there were other opportunities available.
Regarding the O0OCOD program, it was pointed cut that the
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participants were expected to attend the OCOD courses, but
there was little to show for their efforts. One suggested
solution was that some kind of credit be given for completing
OCOD programs.

6. The need to provide a workplace where conditions are
favourable to second language learning

Learning a second language requires an environment where
that language can be heard clearly. The study revealed that
in many of the participants’ classrooms this was just not
possible. The lack of a quiet learning area is a big
disadvantage to teachers and students under any circumstances,
but it becomes crii.ical when the language of instruction is
not the students’ first language. The problem of excessive
noise is most serious in those schools where many crowded
classrooms are housed in one large non-partitioned building.
In these schools particularly, there is a need to reduce the
noise level.

7. The need to examine the role of the Common Entrance
Examination

The Common Entrance Examination is profoundly important
in the St. Vincent education system. The study revealed that
the participants appear to consider this examination so
important that it controls to a great extent what and how they
teach. To illustrate this point, many of the items on this
examination are designed to be easily marked right or wrong.
In language testing, many of the questions examine specific
syntactic and semantic details. Consequently, the focus on
this kind of detail becomes the object of the teachers’
attention in the classroom. The perceived purpose of English
language instruction becomes the preparation of students to
respond successfully to these examination questions, that is,
to teach the mastery of the separate parts of the language.
There is a need to examine the role of the Common Entrance
Examination in relation to the goals of the English language
program for the primary schools of SVG.

8. The need to improve the apprentice training system

All but two of the participants began teaching by
spending some time with a trained teacher. These two were
placed directly in a classroom without any period of
observation. All of the others spent various amounts of time
with a trained teacher before taking over a class by
themselves. The study revealed that their experiences during
this period were very different. Some Jjust observed the
regular teacher perform her tasks. Others were allowed to
teach lessons under the supervision of the regular teacher.
Still others were given assistance by both the regular teacher
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and the Head Teacher. Because this method of training is
likely to continue for some time in the primary schools of
SVG, there is a need to make the system as beneficial as
possible. This might be done by developing a set of
guidelines to be used by participants, teachers, and Head
Teachers during this introductory stage of teacher training.
Ideally, such a set of guidelines would «clarify the
expectations of the program and the role responsibilities of

the stakeholders.

9. The need to develop a sustainable program

OCOD programs now operate like commando raids. The teams
move in with carefully chosen personnel, they execute their
well planned tasks effectively, and they leave. The program
evaluation which follows examines the effectiveness of the
operation itself, not its impact on the subsequent teaching of
the participants. The inadequacy of this kind of approach is
well known. Adams (1990 p. 381) states, "For literally
decades I have been observing first hand the failures of
externally influenced educational planning in third world
countries and the remarkable tenacity with which international
aid agencies cling to rationalistic planning models in the
face of overwhelming evidence of their inadequacy."

From the perspective of the participants in this study
there is a need to build a follow-up feature into the
program. They see a huge gap between receiving information
which may or may not be perceived as being useful or relevant,
and applying this new information in the classroom. There is
no support system in place to assist the teachers to bridge
this gap. Implementing change involves a certain amount of
risk taking on their part because it may mean making changes
to established practices, and sometimes their Head Teachers
are sceptical about new and unfamiliar ideas.

There is a need to address this question of follow-up.
There have been questions raised about the actual
effectiveness of 0OCOD programs on changing teacher practices
in St. Vincent. The question posed here is: Is it possible to
build into these programs, or revise these programs in such a
way that the changes sought are in fact realized in the
classrooms? The participants themselves have suggested a
number of ideas to resolve the problem of follow-up: (a)
extend the program by adding another phase, (b) make the
follow-up the responsibility of the Canadian tutor or the
Vincentian co-tutor through correspondence and/or visitation,
(c) hold group meetings for the participants to discuss the
implementation of workshop ideas.

10. The need to supply Canadian tutors with more information

Even though I had worked in several other developing
nations, I found it difficult to relate my expertise to the
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teaching conditions in St. Vincent. As Liston and Zeichner
(1990) point out, knowing the cultural background of students
is very important to teacher effectiveness. Although they
were referring to a regular classroom situation, I feel that
the same principle applies even when the students are
teacheyr . As the program proceeded I felt more and more
frustrated by my lack of knowledge about the teaching
situation in SVG.

The orientation session for the Canadian tutors provided
by OCOD was helpful but was very general. The written
information which was made available to the tutors was a brief
historical and geographical sketch suitable for a tourist, but
inadequate to bring about an understanding of the educational
environment. The West Tndian tutor is in the best position to
provide this kind of orientation, and this person should be
made clearly aware of the Canadian tutor’s lack of knowledge
about the teaching situation in the Caribbean nation. The
West Indian tutors should be encouraged to prepare and provide
information about the teaching situation in their country to
the Canadian tutors.

11. The need to develop a_sense of owrnership for the program

The perception of the participants was that this program
was conceived, planned, and implemented by people who held
positions of high authority. Change is improbable unless all
the stakeholders understand and share in the decision making
processes (Backhouse, 1987; Braun, 1990; Dawson, 1978; Henson,
1987; Peat & Mulcahy, 1990; Quintero, 1989; Schon, 1987;
Turner, Long, Foley, & Kidd, 1988). There is a need to
develop a sense of ownership, a sense that the program is
conducted for the participants, not at them. There is a need
to give the @participants the opportunity and the
responsibility to share in decision making regarding the goals
and the content of the program.

Reflections on This Study

Reflecting on the impact of this ESL program, I feel that
it has been valuable to the professional development of the
particpants, especially for those who were untrained. An OCOD
program in ESL, however, is inadequate for resolving the
complicated problems involved in English language learning and
teaching in SVG. A well researched and comprehensive plan
involving all stakeholders is needed for that purpose.
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ORGANIZATION FOR COOPERATION IN OVERSEAS DEVELOPMENT
1992 TRAINEE'S EVALUATION QUESTIONNAIRE

COUNTRY: COURSE: PHASE:
Please rate the following staterents in terms of your experience in this

summer’s workshop:

Agree Undecided Disagree

(1) (2) (3)
A. METHODOLOGY
1. The goals of the course were defined
at the outset. 1 2 3
2. The goals of the course were nodified
as needed. 1 2 3
3. Tutor(s) had adequate knowledge of
subject matter. 1 2 3 "
4. Tutor(s) showed willingness to re-
teach or explain subject mattar
when requested. 1 2 3
S. Tutor(s) showed flexibility in
methodology to suit the needs of
the group. 1 2 3
6. Tutor(s) used coumonly understood
language, terms and references. 1 2 3
7. Tutor(s) encouraged peer interaction
and peer teaching (i.e., to share
ideas and learn from one another). 1 2 3
8 Tutor(s) used nethods with which I
was comfortable. 3 2 3
9. Tutors worked well as a tean. 1 2 3
10. I have benefitted academically from
this. 1 2 3
11. I wvould like to participate in
another OCOD workshop. 1 2 3

C (Page 2 -~ overleat)
Source: OO0OD Tutor Manual No copywrite
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Page 2
Agree Undecided Disagree
(1) (2) (3)
B. COURSE CONTENT
12. Materials/handouts were relevant. 1 2 3

13. Course content was relevant to my
current teaching assignment. 1 2 3

14. Course content was relevant to the
local situation. 1 2 3

iS. Course content was appropriate to
my educational background. 1 2 3

16. Amount of subject matter was appro-
priate to time allotted. 1 2 3 -

C. ON-SITE FACILITIES

17. Size of class group vas appropriate. 1 2 3
18. Classrooa comfort was adequate

(space, condition, lighting, etc.). 1 2 3
19. Length of teaching day was appropriate. 1 2 3
20. Dates of vorkshop were convenient. 1 2 3
21. Duration and frequency of breaks were

appropriate. 1 2 3

COMMENTS:

Source: OCOD Tutor Manual No copywrite
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VIDEC PRCGRAM
AN ORIENTATION TO THE PRIMARY SCHOOLS OF ST. VINCENT

When I began volunteer teaching with OCOD six years ago
I had already experienced teaching in two third world
countries: Zambia and Ethiopia. Most OCOD volunteers however,
have not had such experience. Even those volunteers who have
taught OCOD programs for several years have never had the
opportunity to visit a functioning classroom in the West
Indies. It seems to me that such lack of experience is a
disadvantage when it comes, for example, to select teaching
methods to present to Caribbean teachers during the summer
workshops. Throughout the making of this video I kept
thinking about the vicarious experience it wnight provide for
Canadian volunteer teachers going to teach in St. Vincent for
the first time. I kept asking myself, "Is what I am seeing a
true representation of reality?" and "Can what I’m seeing
through this one inch viewfinder convey to someone else a
sense of a different school culture?" These are questions I
cannot answer, but they do reveal my orientation during the
production stage of this video. The mission was to provide
through an audio-visual medium a sense, a feeling, some
comprehension of what it is like to teach in the primary
schools of St. Vincent.

Primary Schools

This video deals only with primary schools. Primary
schooling in St. Vincent begins at age 4 or 5. The first two
years of schooling are called Infant One and Infant Two.
Children then enter a more formal phase of schooling for five
years: Junior One through Junior Five. At the conclusion of
Junior Five children write what is called the Common Entrance
Examinations. Children must be between the ages of 10.5 and
13 to be eligible to write these examinations. Passing these
examinations means acceptance to a secondary school. Not
passing these examinations means remaining in the primary
school for a further three years: Senior One, Two, and Three.
If students are successful during these senior years, they may
be allowed to enter a secondary school at the Form Two level.

Planning the Video

Planning the video was largely experimental. I was not
sure what I would end up with. It was done after I had
completed four weeks of visiting schools and interviewing
teachers. It took three 1full days to complete the wvideo
taping. I had control over the introductory scenes and these
may give the viewer the impression that they are about to be
presented with an orchestrated instructional program on how
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the primary school system works, but once I entered the
schools the agenda was determined not by me, but by what was
taking place there. I did, of course, choose the schools. I
tried to choose a variety of locations: rural, town, and city.
My choice was limited to the schools where I had contacts and
where permission had been granted to do this kind of research.
I did not look for any special things, nor were any situations
contrived by either the teachers or myself. I wanted to
depict as naturally as possible the reality of a regular
school day. I avoided giving personal interpretations to what
was happening. To respect the situational-interpretive
orientation of the study, I thought it best just to let the
recorded experience speak for itself.

Problems Encountered in Making the Video

First, I discovered that video-taping in the West Indies
involves being tolerant of sudden rain showers, dogs barking,
roosters crowing, people shouting, noisy vehicles, and horn-
happy drivers. Second, I was not always fortunate in being in
a classroom where something "typical" was happening. Many of
the schools were involved in testing during my visit. This
turned out to be an advantage as far as interviewing teachers
was concerned because they were able to free themselves from
time to time from regular classroom duties to speak with me,
but it was a disadvantage from ' he point of view of filming
because the children were doing much the same thing in many of
the schools, that is, writing tests - even in the Infant
classes. Third, although not generally camera-shy, the
children were not always completely "natural" during the
filming. Actually, the video camera caused fewer distractions
in the classroom than the flash of my 35-mm camera during
previous visits. The camera flash never failed to stop all
action and conversation in a classroom. I do not consider any
of the problems I encountered in making the video to be
particularly serious. Frankly, I think there is a 1lot of
potential in using video recording to support the kind of
research involved in this study.

Problems Encountered During Editing

There was quite a lot of editing involved, first to
select appropriate footage, and second to put the program
together in a 1logical and interesting sequence. Oon a
camcorder such as mine, a Sony Video 8 Handycam, the video and
the audio tracks are recorded simultaneously. They cannot be
edited separately, at least not with home-video equipment. As
a result, some interesting scenes had to be sacrificed due to
either unsuitable audio or video elements.

Cutting from one scene to another at the right moment,
and without getting an annoying "blip" on the television
screen proved to be surprisingly difficult. This editing
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problem led to several frustrating hours of re-taping.

Conclusion

I enjoyed making this wvideo. Although it may lack
technical finesse, I believe it does provide the viewer with
authentic images of real classrooms operating in natural ways.
As a researcher I have tried to present a program that was
free of researcher bias and interpretation. My intent was to
present a program in which the interpretation would be make by
the viewer, not the producer. There are a great many things
revealed in this short program, and I think it might be
valuable as an orientation film for Canadian volunteers
planning to work with primary teacher in St. Vincent. I hope
it is also of some value to those who read my study on
teaching a methods course in English as a second language to
St. Vincent teachers.
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0.C.0.D.

SUBJECT & PHASE: YEAR: _1993
TERRITORY:

COURSE GOALS:

Source: OCOD Tutor Manual No copywrite
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ORGANIZATION FOR COOPERATION IN OVERSEAS DEVELOPMENT
1991 TRAINEE’S EVALUATION QUESTIONNAIRE

COUNTRY: _JS VG COURSE: _ESL PHASE: 2

Please rate the following statements in terms of your experience in this
summer’s workshop:

Agree Undecided Disagree
(1) (2) (3)

METH Numbers indicalt number
A ODOLOGY of tesponses. Maxincum: 24

1. The goals of the course wvere defined
at the outset. 24 o o

2. The goals of the course were modified
as nesded. 24 o o

3. Tutor(s}) had adequate knowledge of
subject matter. 24 (e} =]

4. Tutor(s) shoved willingness to re-
teach or explain subject matter
vhen requested. Y o °

5. Tutor(s) showed flexibility in
nathodology to suit the needs of

the group. . 24 o (]
6. Tutor(s) used commonly understood
language,. terns and referencess. 24 o o

7. Tutor(s) encouraged peer interaction
and peer teaching (i.e., to share

ideas and learn from one another). 24 ] (-]
8 Tutor(s) used methods with which I

wvas comfortable. 21 3 fo
- 9. Tutors wvorked well as a tean. 24 (] o
10. I have benefitted academically from

‘this. 24 o °
11. I would like to participate in

another 0COD workshop. 22 2 o

(Cont‘d on Page 2)

Source: OOOD Tutor Manual No copywrite
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Page 2

Agree Undecided Disagree

(1) (2) (3)
B. COURSE CONTENT
12. Materials/handouts wvere relevant, 24 o [o)
13. Course content was relevant to ny
current teaching assignment. 22 o2 ©
14. Course content was relevant to the
local situation. 24 o o
15. Course content was appropriate to
wy educational background. Y o o
16. Amount of subject matter was appro-
priate to time allotted. 18 9 o
C. ON-SITE FACILITIES
17. Size of class group was appropriate. <3 o !
18. Classrooa comfort vas adequate
(space, condition, lighting, etc.), 17 2 g
19. Length of teaching day wvas appropriate. 20 o o
20. Dates of workshop wers convenient. K0 2 2
21. Duration and frequency of breaks wers
appropriate. 7”7 3 ¢

COMMENTS:

Helplel b5 me as tFeacher (%), Use bul lor Jm/"n? with (anguege
problems (2), Learned feaching metheds (2), successful (5),

(aformative (3), educatronal (3), learned a qreat deg!

(ZZ {ggrugJ abeut: reading (), writing (’).va‘ouf'

Vincentian creole (2). lessen nning (3). Ch ed
alfrtude Towsrds creole (5), mage me a beler fracher
1),

(2), beneficial 16 students (1) valid (1), made me a
fler aker (2) chaflenaina (1) n iratronal (7).

Source: OCOD Tutor Manual No copywrite
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APPENDIX H

JUNIOR 5 SECOND TERM TEST ENGLISH

DIRECTIONS
Each question has four possible answers lettered A, B, C, and

D. Choose the correct answer, then on your answer sheet write
the letter A, B, C, or D which is next to the answer you have

chosen.
Please use a pencil.

Name the part of speech for the word underline(d).

1. My sister has a round face.

A noun B conjunction C adjective D verb
2. John wanted to surprise his mother.

A verb B pronoun C adverb D adjective
3. The choir sang sweetly at the concert.

A conjunction B noun C adverb D adjective
4. He could not answer the question.

A verb B adverb C noun D adjective
Choose the verb which best completes the sentence. On your
answer sheet write the letter you have chosen.

5. One of the two brothers ............... the winner.

A was B were C are D came
6. Two of themen .......ccv0c... killed.

A did B has C were D is
7. Neither of the radios .......ccvcuvv working.

A are B was C were D seemed
8. Peas and beans .....cccciveenan good for you.

A not B grow C was D are
9. The children have .........ccvee. to the park.

A went B goes C gone D going
10. My mother .......cceveenen a new watch.

A buy B have bought C has bought D buying
11. That flight of steps ......cicvee..n very steep.

A were B are C is D look
12. He was given a ......ceeennnen of pay.

A raise B rise C raised D rose
13. The teacher gave plums to Martha and ...............

AT B hers C me D we
14. Of the two cakes, this is the ..........c..... .

A best B nicest C tastiest D lighter
15. Neither Sue ............... Ellen could do the sum.

A nor B and C or D for
16. This purse is different ............... mine.

A than B as C to D from
17. Either Tom ........cc0vu.. Jim is here.

A and B nor C for D or
18, (iiiiiiieiiie are the children?
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A wear B where C were D witch

Choose the sentence in which the best language is used. On
your answer sheet write the letter you have chosen.

19. A Never will I be going back.
He will never go back again.
I won’t return there.

I won’t return back.

Mary is the tallest of the two children.
Mary is the taller of the two children.
Mary is the tall of the children.
Mary is the taller of the child.

20.

21. He did go last night.

He is going last night.

He had been going last night.
He went last night.

22. Mostly I read.

I read mostly.

I spend my time reading mostly.

I spend most of the time reading.

Both him and me went to cinema.
I and him went to the cinema.
He and I went to the cinema.

We two went to the cinema.

23

vQwyp DQul Dol UDOowr Uow

Choose the most suitable word to fill the blank spaces. On
your answer sheet, write the letter of the one you choose.

24 He did not know what to donext, hewas .......ccvecv.. .

A disgusted B desperate C different D divine
25 He WaS VErY .cceeeecececcens always in trouble.

A mischievous B minute C monkey D mean
26 She presented @ .....cc00000000. of flowers to the baby.

A burndle B cluster C bo(u)quet D clump

27 We saw one on the beach it was ............... .
A decorated B dispersed C disgusted D deserted

Choose the word that means the same as the one underlined.

2¢ Parents have an obligation to help their children.

A job B chance C duty D time
29 The stamp will not adhere to the paper.
A stick B dirty C war D colour
30 Classes will resume after lunch.
A make better B stop C end D start again

31 At the end of the concert the people clapped their hands.
A cheered B applauded C stood D booed
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32 She worked the sum in her head.

A carefully B quickly C thoughtfully D mentally
33 The bees, wasps, and ants spoiled the picnic.

A animals B reptiles C mammals D insects
34 Amy and I go shopping now_and then.

A always B occasionally C never D frequently

Select the correct preposition for each of the following.
Write the correct answer on your answer sheet.

35 The party was arranged .......ccecee.. Richard.
A by B to C from D with

36 I am aware .....ccceeeoese the importance of this meeting.
A of B by C at D with

37 The slaves rebelled .......ccc0cun their masters.
A from B to C at D against

38 She begged ........cc.u... give him half of the money.
A with B for C to D by

In each of the sentence(s) below, the word underlined is
wrongly spelt. Choose the correct spelling from those given.

39 Our neice stayed with us for part of the holidays.

A neace B neise C niece D neecge
40 You will read this parragraph again.

A parragraf B paragraph C parograpf D parragaph
41 The group posed for several fotographs.

A photographs B photografs C fotografs D photograpfs
42 He gave the girl a lovely flour.

A flora B fowler C flower D floral
43 His mussles were very large because he lifted weights.
A mucles B muscles C mussels D musels

Choose the correct form of the words in capitals to complete
these sentences.

44 BUY All were bUSY ...ceevveeneacenn presents.
A bought B had bought C buying D been buying
45 FLY Large numbers of .............. ants bothered us.
A flight B flier C flown D flying
46 DECIDE The .......ccee0v... as to who will go will be made.
A deciding B decided C decision D decisive
47 AGREE The .......veeeven. was signed by all of us.
A agreeing B agreed C agreement D agreeable
48 FLOWER He made a ....c.ceeeeeeen. speech at the party.
A flowering B flowery C flowered D flowerer
49 CONTAIN This case at one time ........c.00... many items.
A containing B container C contained D containment
50 PASS The ....eeviieeneene motorist changed the wheel.

A past B passed C passer D passing
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Read the following passage carefully, then write the letter of
the correct answer on your answer sheet.

The camel, the ship of the desert as it is popularly
referred to, is one of the few animals that can survive
without water for fairly long periods of time. The duration
of its existence without water depends on a few factors: the
temperature, the food it eats and the work it does at the
point in time.

In the burning desert sun the camel needs water every ten
days, whereas in cooler weather it can do without water for as
long as two weeks. In winter the camel can exist without
water for the entire period - a duration of three months.
Camels, as compared to other animals and human beings lose
very little of its body moisture from sweating. The camel
gets much hotter than other animals before it begins to sweat.

Camels do not store water in their humps, but rather
food, for times of scarcity, in the form of fat. In times of
plenty it eats a lot to store the food fat required to produce
energy vital to existence in the desert — a place of extremes
of daily temperature.

51, Why is the camel referred to as the ship of the desert?
A Because it can travel very well in water.
B There are large oceans in the desert.
C It can travel better than other animals in the desert.
D It can go without water during the winter.
52. What factor enables the camel to be suitable for desert
travelling?
A Because it is the ship of the desert.
B The fact that it exists without water for long periods.
C Because of the type of wok it does.
D None of these.
53. The length of time the camel does not drink varies from -
A One to ten days
B One to two weeks
C Two weeks to three months
D Ten days to three months
54. Another factor that assists the camel to adapt to desert
life is -

A The fact that it does not sweat as quickly as other
animals.
B That it carries water in its humps.
C The camel is a voracious eater.
D The temperature is too high in the desert.
55. What do camels store in their humps in times of scarcity?
A Gallons of water.
B Kilograms of fatty substances.
C Enough food for the winter.
D Food in the form of fats.
56. From the passage "extremes of daily temperature" means-
A Extremely hot temperature in the day.
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B Very cold temperatures during the winter.
C Very hot during the day and very cold at night.
D Freezing temperature during the night.

Choose one of the words below which co(u)ld be used in place
of the word in capital letters without altering the meaning.
57. Driving in not PERMITTED in the park.

A possible B allowed C caused D planned
58. Ships TRANSPORT bananas to England.

A sail B load C carry D pull
59. A SINCERE friend could not have done that to you.

A serious B concerned C certain D true
60. We CREATED lovely flowers from waste paper.

A made B cut C travel D draw

Choose the sentence that is correctly punctuated.

61. "I am not going," said Tom. "I want to stay here."

"I am not going said Tom. I want to stay here."

I am not going, said Tom, I want to stay here.

"I am not going", said Tom, "I want to stay here."

It was Harry, who told me, about it.

It was Harry, who told me about it.

"It was Harry" who told me about it.

It was Harry who told me about it.

"Where have you been all day?" asked father angrily.
"Where have you been all day, asked father angrily".
"Where have you been all day"? asked father angrily.
Where have you been all day? asked father angrily.
Diane, Mary, David Thomas and Mark went to the movies.
Diane Mary, David Thomas, and Mark went to the movies.
Diane, Mary, David Thomas and Mark, went to the movies.
Diane Mary David Thomas and Mark went to the movies.
"Oh no," exclaimed the girl, "I did not do it."

"Oh no!" exclaimed the girl, I did not do it!

On no! exclaimed the girl, "I did not do it!

"Oh no!" exclaimed the girl, "I did not do it!"™

62.

63.

64

65

SowronoupoouPoOEdPoQmy

Find the word that best completes the sentence.
66. Whenever a piece of sponge or cloth becomes ............
with water, it is not capable of soaking up any more.

A saturated B diluted C wet D heavy
67. A person who visits another country is a ......cceeveven.
A soldier B tourist C pedestrian D hawker
68. The lunatic was takentothe ............. for treatment.
A convent B prison C asylum D orphanage
69. The meat of a cow is called ............... .
A pork B mutton C beef D chicken
70. A person from another country is a ........c.ce... .
A stranger B foreigner C photographer D volunteer
71. Plates, cups and saucers are KNOW 85 ...eeeeenceneen .
A crockery B cutlery C glass D dishes

72. To choose with care is tO ...ieeeeecenvens .
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A prefer B select C attempt D imitate

73. A person who always looks on the bright side of life is
=D ¢ .
A orphan B pessimist C optimist D assassin

Select the definition which best explains the word or words in
capital letters.
74. A FLORIST
sells flowers and potted plants.
sells vegetables.
grows flowers.
grows fruits.
ASTRONAUT
flies an aeroplane.
flies a space craft.
flies a jumbo jet.
flies a helicopter.
76. PUNCTUAL means
A putting in all the punctuation marks.
B arriving before the time.
C on time.
D late.
77. A PHARMACY
A sells only toiletries.
B sells only stationery.
C sells only tyres.
D is a drugstore.
78. A SUPERMARKET
A sells fish only
B is a drugstore
C sells all sorts of goods.
D sells vegetables only.
79. IMPRESS means to -
A imprint or stamp an idea on a person
B press light clothes.
C send a manuscript to the press.
D press a shirt or pants.
80. CAUTION means -
- A danger
B taking care
C confidence
D curious

<
&
U()UIb'gljcﬁniw

Write an essay on one of the following topics:

. Carnival in S.V.G.

A school trip I really enjoyed

Some uses of fruits

. An excuse for being absent from school

. Imagine you have a rich uncle who has promised you a
special gift. Write about the gift you would like to
receive, and the reasons for your choice.

BmoQwy
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GOOD LUCK

Note: This test has been retyped from the original gestetnor
copy. The content and the format have not been changed.
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APPENDIX J 23

JUNIOR 1 LANGUAGE ARTS EXAMINATION

Answer all questions.

.What 1S YOUr NAME? ...ttt etteereeenseenccaossaassanoannsaes

Put a full stop at the end of each telling sentence and a
question mark at the end of the asking questions.

How are you today

My class name is Junior one

Where did you put my books

I put them in the cupboard

Is your mother at home

. Which book is mine

My mother has gone to town
I have a green book bag
Have you seen Anthony

I like to climb tall trees

Match the correct answer from column B with column A to
form a joining word and write it in the blanks.

Column A Column B
sweet....oe e ennann stick
black.....veteeeean card
table......covvv.n.. nail
ice.. i ieiiiinenanann cloth
POSt . cvivereneencans bird
broom.......0c0ee... soap

Select the correct homophone from the bracket to complete

the sentences.

23.
24.
25.
26.
27.
28.
29.
30.

WE i it ecnecenens with our eyes. (see, sea)

I haVe 8 tveeerecenneens pair of shoes. (new, knew)

The rope has @ .....ccceeeenn . (not, knot)

A crab lives in @ .v.eeveereennoan . (wvhole, hole)

There are seven days in @ ....ceeeeeronns (weak, week)
I am going O ..ecivnenanann some sweats. (buy, by)
The heat of the ......... dries our clothes. (sun, son)
The donkey has a 1ong ..cceeeveeenn. . (tale, tail)

E Choose the correct verb from the bracket to write in the
blank spaces.

31. Orell ....civvvunnnn. a new boat. (has, have)

32, YOU t.iiiieiinnennenn a gold watch. (has, have)

33. The teacher ............ writing on the board. (is, are)
34. The boys ...ccveenecenns playing cricket. (is, are)

35. The sea ..... rough and the waves ..... high. (was, were)
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36. Mother ..... sick and the children ..... sad. (was, were)

F Write capital letters where they are needed.

37. I am living in gravel creek.

38. jack and jill went up the hill.

39. the name of my school is imo government school.
40. easter comes in the month of april.

G Write five sentences on My School

DR R R I R R N I I R R R R R R R R R R
.........................................................
---------------------------------------------------------
..........................................................

H Write the opposite of the word underlined. Choose your
answer from these words: fat, early, right, clean, dry,
hot.

43. Anthony is (a) slim boy. ....ciiieiiiritenrnenennnnnns

44, The shirt was dirty. ..ttt iiteriiinereneseaneeenees

45, Devery came to SChoOl late. ....viireeeonncanncerenns
46. The clothes on the line were wet. ......cviveiveenenna.
47. I got two of the Math SUMS WXONG. ..o vevineeecerennn

I Circle only the verbs in the sentences.
48. The boy rides the bicycle.

49, Boats sail on the sea.

50. Adonis writes in her book.

51. The children clapped their hands.

52. Orell smiles because he is happy.

J Write 5 sentences using these descriptive words.

K Read the comprehension passage carefully and answer the
gquestions.

On Saturday mornings Errol and Lydia go down by the
river. Errol looks for river shrimp under the rocks. Lydia
tries to swim across a little pool in the river. Errol can
swim well and sometimes he helps Lydia. He shows her how to
move her arms and legs. When Lydia is tired she sits against
one of the big rocks in the river and lets the water run down
her back and splash over her head and arms. It’s fun, she
tells Errol. Sometimes Errol makes a fishing rod from a long
stick and twines and a bent pin. He uses worms as bait. Then
he sits very still on a rock and waits. He gets mad at Lydia
if she splashes in the water or makes noise.
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Questions must be answered in correct sentences.

1. What do Errol and Lydia do on Saturday mornings?.........
2. What does Errol do down by the river? .........ccc0v....
3. What does Errol make his fishing rod from? ..............
4. Give another name for mad. .......c.c.iiieeenccrrcnnannans
5. Besides worm, what else can be used as bait? ............
6. Give the passage a suitable name. ........cc.cceveacacenns

L Change the underlined noun writing the correct plural noun
in the bracket.

The glass is empty. (c.eceeeeeeannnn )

I have two boxes of match. (............... )

The book is on the table. (............... )

0 A box X Of soap is on the shelf. (............... )
1. I like to eat ripe tomato. (............... )

l'—'l—'ko(D\l

Note: This test has been retyped from the original gestetnor
copy. The content has not been changed. More space was
allowed in the original for student answers.
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Grade

~N O

11

237

Salary Seaie - Bducational Personael

Salary {zer annus) Persornel

8,160 z 66€ - 12,132 Uacertificated Teachers

11,172 = 9¢C - 16,568 Uncertificated Teachers

12,780 z 2%¢ ~ 18,732‘ Certificeted Teachers (C.A.T)

15,76¢ x 1108 ~ 21,720 Specialists/Izstructors

19,264 x 1322 - 28,058 Head Teacher (non grad.)
Organizers, Craduate Teachors
(for first two jeors)

29,544 Craduate Teachers, Senior
Lecturers, Teputy Principals:
Tozchers' College, Technicel

Collegc, Rural Secondary
Schools

22,044 x 1500

32,7183 FHcad Teacaors: Pural Secondazy
Schools, Dejuty Prircipalc:
Grammar School, Girls' iigh
School.

24,252 x 1592

36,452 Priucipals: Tecchera' College,
Techniczl ‘College, Graamar
School, Girls' Figh School,
Education Cfficcrs.

28,766 x 1532

Source: Student Handbook St. Vincent Teacher Training College
No Copywrite
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Second Terminal Examination
Class: Junior One

Subject: Bible Knowledge
Time:

A.

0o ~ N (6,1 -3 WN =

[
fa O o

12.

=Y
w

14.

B.

15.
16.
17.
18.
19.
20.
21.
22.

23.
24.

C.

Select the most correct answer and write it in the blanks.

God made the world in ..... days. (5, 6, 7)

Man was created on the .... day. (lst, 5th, 6th)

The seventh day of creation God .... . (work, rested,
travelled)

Man was made from ..... . (dust, machine, robot)

God took a ..... from Adam’s side to make a woman. {(bone,
rib, sliver)

Adam and Eve lived in a garden called .... . (Eden,

Botanic)
God told them not to touch or eat the fruit of the tree of

....... . (life, good, evil)

Adam and Eve had .... sons. (2, 1, 0)

...... was a shepherd. (Cain, Abel)

God told them to offer a ..... to show they were sorry
for their sins. (lamb, fruits and vegetables)

God told ...... to build an ark. (Adam, Noah, Japbeth)

Noah had .... sons. (3, 6, 4)

. Noah preached for .... years as he was building the ark.

(101, 120, 121)
The unclean animals went into the ark by .... (2, 7, 8)

Write the word True at the end of each correct statement
and False if the statement is wrong.

Clean animals went into the ark by twos.

The people mocked and laughed at Noah as he preached.
The flood rained for forty years.

Noah shut the door of the ark before it started raining.
The first bird Noah sent out of the ark was a pigeon.
The ark rested on mount Ararat.

The rainbow was given to Noah and his family as a promise.
After the flood, men began to build a tall building called
a palace.

God said he will never destroy the world with water again
but fire.

God mix up their language and they began speaking
differently.

Answer these questions correctly as you can.

people were saved in the ark.



26.

27.
28.
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Draw the animal which made Eve disobey God and write its
name.

Wwho was the first murderer on the Earth?
Two of the clean animals that went into the ark were
........ and ....cc0000



Junior 5 Second Terminal Test Religious Knowledge
Name:
Class:
Date:

Read the statements very carefully then choose the letter that
marks the correct answer.

A. Complete these statements by choosing the correct word(s).

1. Moses was sent to ... by God so that he will let the
Israelites go. A. Herod B. Pharoah C. David D.
Saul

2. The Israelites were then living in the land of ...
A. Judah B. Israel C. Canaan D. Egypt

3. God sent ... plagues on the Egyptians because they
did not let His people go. A. one B. ten C. two
D. twelve

4, The last plague was ... A. flies B. lice C.

darkness D. death of the firstborn

5 ... disciples were chosen by Jesus. A. 12 B. 10 C.
8 D. 6

6 There were ... sets of brothers amongst them. A. 3
B. 1 C. 2 D. 4

7. The brother of Peter was ... A. John B. James
C. Andrew D. Judas

8 ... was the father of James and John. A. Zebedee B.
Saul C. Phoebus D. Abram

9 was the betrayer in the midst. A. John B.
Simeon C. Peter D. Judas

10. ... was sent to King Ahab to warn him about drought
throughout the land. A. Elisha B. Elijah C. Moses
D. Paul

11. The wife of King Ahab was ... A. Sarah B. Deliah C.
Jezebel D. Sappira

12. Elijah prayed ... from heaven during the contest on
Mount Carmel. A. rain B. fire C. food D. stones

13. Elijah was ... at the end of his ministry as a

prophet of God. A. killed B. stoned C. blinded D.
caught up into heaven.

14. David was a ... while Jonathan was prince. A.
shepherd B. farmer C. teacher D. soldier

15. These two were ... A. foes B. brothers C. friends
D. cousins

16. Jonathan’s father was King ... A. Saul B. Solomon
C. Ahab D. Nebucchadnezzar

17. David showed ... to Jonathan’s son in fulfilment of

their once-pledged vow. A. hatred B. joy C.
kindness D. envy

18. David was player of the ... A. guitar B. harp C.
piano D. trumpet

19. David was anointed and became the ... King of Israel.



232

A, first B. second C. third D. fourth
20. King Saul was ... by the friendship between his son
and David. A. pleased B. glad C. angered D.

saddened

21. Elisha was once called the ... prophet by young lads.
A. coward B. brave C. handsome D. bad headed

22. He was a prophet who did many ... A. damages B.

curses C. miracles D. preaching

23. Elisha was the ... of Elijah. A. predecessor B.
successor C. nephew D. uncle

24, He was a ... by trade before he became of prophet.
A. fisherman B. orator C. hunter D. farmer

25. The Bible is divided into two divisions, namely the
two ... A. parts B. chapters C. parchments D.
testaments

Note: The two preceding tests in Religious Studies have been
retyped from the original gestetnor copies.






