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Media Exposure and Attitudes 
of Adolescents toward Fast Food.

Fareena M. Alladin
The University of the West Indies

St. Augustine, Trinidad and Tobago

Abstract

Food is an indicator of identity, reflecting the evolution of a 
people and its culture. Fast food in particular has become a critical 
element of the contemporary culinary landscape. The purpose of 
this paper is to explore the relationship between media exposure 
and attitude towards fast food among adolescents in Trinidad. The 
present research focuses on time spent viewing television, as well 
as the content of TV shows, and the influence they have on the 
attitudes of adolescents toward fast food. The study utilises data 
collected from a survey conducted among 295 secondary school 
students in Trinidad. A positive correlation was found between 
exposure to American television programming and the possession 
of favourable attitudes towards fast food. Positive correlations 
were also noted between exposure to American television 
programming and preference for American fast food.

This study, while filling a gap in the existing body of knowledge 
on eating behavior, provides insight into the factors which are 
influencing the rate of fast food consumption among one of the 
region’s vulnerable groups. In so doing, recommendations are 
offered for future research as well as policy planning in order to 
make meaningful interventions in the lives of adolescents in terms 
of their health and socio - cultural well - being.   

Key Words: Fast food, television viewing, attitude, adolescents, 
Trinidad. 

Copyright © Sir Arthur Lewis Institute of Social and Economic Studies, UWI, (Cave Hill), 
2015



2 Journal of Eastern Caribbean Studies

Introduction

The foodscape (Mikkelsen, 2011) of modern society is punctuated by drive-
thrus, fast food1  outlets, slogans and logos – the hallmarks of what Schlosser 
(2005) terms a fast food nation. The development of this fast food nation 
is a critical factor in understanding the changing social and health profiles 
of countries in which it has developed. With the increased prevalence of 
lifestyle diseases in the Caribbean (CARICOM Secretariat, 2007), linked 
in part to overweight and obesity, the consumption patterns of the region’s 
population requires examination. The consumption of fast food in particular 
has received the attention of medical and social researchers as a social 
problem given its health implications such as obesity and hypertension 
especially among children, adolescents and persons who engage in sedentary 
lifestyles. As noted by the World Health Organisation (2002), changes in 
consumption have been linked to macro-factors including globalisation and 
urbanisation contributing to an increased consumption of ‘fast foods’ by 
Caribbean families (FAO, 2004). 

In the Caribbean, the attitudes people hold towards food and their resultant 
consumption patterns are produced by a complex interaction among 
biological, social, economic, historic and ethnic factors (Beushausen, 
Bruske, Commichau, Helber and Kloβ, 2014). The influence of all social 
institutions is being altered due to the quickening pace of globalisation, 
brought about by technological advancements. The mass media has become 
a key socialising force, shaping an individual’s identity and social behaviour 
in the ways previously achieved by the family and educational institutions 
(Lull, 2000).  Several studies have focused on the Americanisation of youth in 
the Caribbean in general, and in Trinidad and Tobago, in particular (Lashley, 
1995; Phekoo, Driscoll and Salwen, 1996; Ferguson and Iturbide, 2013). 
However, the focus has been on the effect of Americanisation, through the 
media – what Ferguson and Iturbide term ‘remote acculturation’ – on the 
identity construction of adolescents, its potential contribution to delinquency, 

1The phrase ‘fast food’ came into common usage in 1954 in the United States of America as slang for the 
growing number of restaurants that provided ‘fast food service’ (Freeman, 2007). According to Labensky, 
Ingram and Labensky (1997), fast food refers to food which is ‘dispensed quickly at an inexpensive 
restaurant generally offering a limited menu of inexpensive items, many of which may not be particularly 
nutritious; the food can be eaten on premises, taken out or sometimes delivered’ (Labensky, Ingram and 
Labensky, 1997 cited in Seo, Lee and Nam, 2011: 169).
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and its effect on family patterns. Despite Wilson’s (2013) exploration of the 
entrenchment of colonialism and dependency in the taste of Trinidadians 
and Miller’s (1994) examination of the cultural nuances of Coca Cola, 
the phenomena of food consumption and attitudes towards food require 
further examination. Particularly as attitudes towards food are developed in 
adolescents, there is an absence of work on the relationship between media 
exposure and dietary attitudes. Thus, the present study seeks to ascertain and 
examine this relationship, thereby adding to the body of knowledge already 
in existence on media effects in the Caribbean.  

Young people’s relationship with food is constantly shaped by the media 
in all its forms, influencing their attitudes towards both local and foreign 
foods; food culture is now a global commodity. While this relationship 
requires thorough exploration, for the most part, research on the influence of 
the mass media on attitudes and eating behaviour has focussed on its effect 
on body image, particularly of adolescent girls, and the role of advertising 
on young children (Cusumano and Thompson, 2001; Grube and Wallack, 
1994; Collins, 2008).  According to Garth, the study of food has been a 
peripheral area of interest in the social sciences since the early days of these 
disciplines (Garth, 2013: xi). The prime foci of disciplines within the social 
sciences were on phenomena such as poverty, deviance and issues within 
the domestic and educational arenas. As such, the sociology of food is in its 
nascent stage of scholarly development in Trinidad and Tobago. The present 
study forms part of this new development. 

The current study seeks to ascertain the relationship between exposure to 
television programming and the attitudes of adolescents in Trinidad towards 
fast food, particularly within the St. George East Educational District. The 
following research questions are asked: 

1. What is the rate of fast food consumption among adolescents? 

2. Does television viewing influence teenagers’ attitudes towards fast 
food?

3. Does the content of television programmes influence teenagers’ 
attitudes towards fast food? 



4 Journal of Eastern Caribbean Studies

Using quantitative research, the paper first addresses the literature and use 
of Cultivation theory, then discusses the data from which conclusions are 
drawn and recommendations made.
                                                                                        
Literature Review and Theoretical Framework

The quickening pace of modernisation, with its associated urbanisation, 
technological advancement and busy lifestyle, has greatly changed the 
way in which food is consumed (Nondzor and Tawiah, 2015). For the most 
part, this involves food preparation which is done outside of the home and 
a movement away from traditional home-cooked meals to fast food. The 
implications of this change are two-fold: in terms of nutrition, it has resulted 
in the increased consumption of high-calorie foods with low nutrient content 
(Nondzor and Tawiah, 2015); culturally, it represents a shift in ways of life 
towards modernity, globalisation and Westernisation (Fuselier, 2006). In 
examining this change in the Provincial Philippines, Matejowsky (2009) 
notes that the dietary switch from traditional cuisine to Westernised fast food, 
and the associated rise in obesity ‘illustrates how processes of globalisation 
and modernisation can have less than optimal health outcomes for affected 
populations’ (Matejowsky, 2009: 30). The work of these authors brings 
into focus the need for research which seeks to address the phenomenon of 
changing food habits, particularly the attitudes and behaviours related to fast 
food consumption.

Kobayashi (2010) examined the relationship between television viewing 
and fast food intake among Japanese and American college students. While 
recognising that situational differences could account for low fast food 
intake in the Japanese sample, the author highlights the potential influence 
of television viewing on the eating behaviour of both groups of students 
(Kobayashi, 2010). Through the use of Cultivation theory as espoused by 
Gerbner and Gross (1976), it was hypothesised ‘that frequent television 
viewers had significantly larger fast food intake than the infrequent 
television viewers did’ (Kobayashi, 2010: 205).  Gerbner and Gross (1976) 
make a distinction between different types of television viewers based on the 
length of time they spend interfacing with this medium. This theory defines 
persons who watch less than two (2) hours a day as ‘light viewers; those 
who watch two (2) to four (4) hours a day as ‘medium viewers’; and those 
who watch more than four (4) hours a day as ‘heavy viewers’. Based on this 
definition, Thomson, Spence, Raine and Laing (2008) define low viewers 
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as those who watch less than one hour per day (Thomson et al, 2008). For 
the purpose of his study, Kobayashi (2010) defines persons who watched 
less than 60 minutes of television per day as infrequent viewers, and those 
who watched 60 minutes and more as frequent viewers (Kobayashi, 2010).  
As hypothesised, it was found that in the American sample, students who 
watched television frequently had a larger intake of fast food per week than 
those who did not watch television frequently (Kobayashi, 2010). The author 
points to the need for more research into the influence of television viewing 
on eating behaviour, as well as the application of Cultivation theory, which is 
based on the assumption that the more an individual watches television, the 
more likely they are to adopt the attitudes and behaviours that are portrayed 
on the television shows. 

Arcan, Bruening and Story (2013), in their examination of the influence of 
television (TV) and television advertising on children’s behaviour, note that 
American children and adolescents  spend on average four and a half hours a 
day watching television (Arcane et al, 2013). Consequently, this medium of 
mass communication has become a major component of the process through 
which taste preferences are shaped and learned. This takes place primarily, in 
these authors’ view, as a result of exposure to food and beverage marketing 
via the TV. According to Nestle (2007), multi-national food companies 
utilise the medium of the television in order to lure children into wanting 
their products. This is done through the use of popular cartoon characters, 
bright colours and catchy songs. This, in turn, affects consumer behaviour 
as children influence their parents’ spending choices (Nestle, 2007).  While 
studies such as these highlight the effect of television advertising on children’s 
food-related attitudes and behaviours, the effect of television programming 
has not received the same degree of attention.  

In their study of drinking behaviour, Grube and Wallack (1994) note that 
the duration of hours spent watching television influences both the level of 
attachment to brands and the attitudes created. For this reason, Grube and 
Wallack (1994) examine television viewing on weekdays and on weekends. 
During the week, it would be expected that children would watch less 
television than on the weekend. In their study, weekday television viewing 
was determined by asking children how much time they spent watching 
television on a typical school day at three times: before school, after school 
until dinner time, and after dinner until bedtime. Weekend television viewing 
was based on four times: Saturday morning until noon, Saturday noon until 
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bedtime, Sunday morning until noon, and Sunday noon until bedtime (Grube 
and Wallack, 1994). By disaggregating the number of hours spent watching 
television by weekday and weekend, a more accurate examination of the 
influence of television viewing can be achieved. Furthermore, the summation 
of the time children and adolescents spend interacting with this medium can 
be attained.

Apart from advertising, programme content has been found to affect 
adolescents’ health-related attitudes and behaviours (Hawkins and Allison, 
2009). However, the majority of research on the effect of programme content 
has focussed on aggression, sexual behaviour, the maintenance of stereotypes 
and perpetuation of family values (Bryant and Bryant, 2003; Coynen 
and Archer, 2004; Collins, Elliott, Berry, Kanouse, Kunkel, Hunter, Miu, 
2004). In particular, studies have shown that prolonged exposure to violent 
programming is positively correlated with favourable attitudes towards 
violence or an increased likelihood of exhibiting aggressive behaviour (Van 
Evra, 1990: 81-82). Similar findings hold for the effect of programming 
with strong sexual content or the promotion of liberal attitudes towards 
sexual activity, and teenagers’ attitudes towards sexual behaviour (Scharrer 
and Comstock, 2003). It is therefore possible to extend this argument to 
examining the influence of programme content on adolescents’ attitudes 
towards food, in particular, fast food. 

In their study of consumer socialisation among children in New Zealand, 
Hawkins and Allison (2009) note the importance of programme content as a 
provider of knowledge on nutrition, physical activity and health behaviours. 
Reality TV shows in particular were found to have a high level of influence 
on children’s construction of what is good and bad to eat (Hawkins and 
Allison, 2009). The authors note that while much attention has been given 
to the effect of advertising, given that the purpose of television viewing is 
the TV show, the content of these shows requires attention. Studies such as 
these and others indicate the need for a study of programme content, as this 
has consequences for adolescent behaviour. It also paves the way for the use 
of content analysis in understanding the messages being portrayed in the TV 
shows which form a major part of adolescents’ leisure activities.

In assessing the factors which influence fast food consumption among 
adolescents in Korea, Seo, Lee and Nam (2011) recognise the importance 
of research geared towards understanding this particular age group. One of 
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these reasons is the high rate of fast food consumption among this group 
– being consumed once or twice monthly by 40.5% of high school students 
(Seo, Lee and Nam, 2011). Szczepanska, Deka and Calyniuk (2013) note 
that this group is particularly vulnerable to improper diet due to intensive 
studying, extracurricular activities, exposure to youth-targeted advertising 
and interface with the internet (Szczepanska, Deka and Calyniuk, 2013). 
Moreover, Sharifirad, Yarmohammadi, Azadbakht, Morowatisharifabad, 
and  Hassanzadeh (2013) argue that an ‘important time for assessing and 
evaluating fast food intake and detecting the associated factors is from 
adolescents to younger adulthood’ (Sharifirad et al, 2013), as this is a time 
when overweight and obesity can develop and continue into later years of 
life. It is therefore a critical time when factors influencing attitudes and 
behaviours can be analysed with the intention of guiding health promotion 
strategies.

With regard to attitudes and consumption patterns, the majority of studies 
focus on the impact of advertising on individuals’ behaviour. There have 
been few studies which seek to determine how programme content affects 
consumption. The research which has been conducted in this area is centred 
on the relation between television programming and the promotion of alcohol 
use. It has been observed that television characters often engage in activities 
which portray alcohol use as fun, relaxing and a normal part of life. This has 
been associated with favourable attitudes towards alcohol consumption and 
either the expression of intent to drink alcohol or an increased incidence of 
drinking (Grube and Wallack, 1994). In terms of attitudes and preferences 
related to fast food, the possible effect of television programmes on this 
behaviour warrants greater attention. It is in recognising this gap in the 
current research that the present study finds its place. 

In order to meet its objective, Cultivation theory will be utilised due to its 
focus on the effects of television programming. In this way, it allows for 
the testing of the relationship between the numbers of hours spent viewing 
television and attitudes, that is, the testing of the cultivation effect. It also 
provides the space within which programme content can be analysed in order 
to ascertain whether content shapes attitudes. A brief overview of Cultivation 
theory will be provided followed by the study’s research hypotheses.
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Cultivation Theory

Cultivation theory, first proposed by George Gerbner and Larry Gross (1976) 
and later developed in the works of Michael Morgan and Nancy Signorielli 
(1982, 1986), holds the view that as a medium of information transmission, 
television has a pervasive impact on viewers’ attitudes and behaviours. The 
theory is based on one fundamental hypothesis – there is a positive correlation 
between television viewing and the cultivation of perceptions in keeping 
with television portrayals.  It goes on to say that the more time spent viewing 
television, the more likely an individual is to accept the portrayal of events 
and persons, especially where the individual has little or no direct experience 
with the phenomenon (Van Evra, 1990: 166). Using this assumption and 
based on his own research, Gerbner differentiates three types of television 
viewers: Light Viewers – those who watch less than two (2) hours a day; 
Medium Viewers –those who watch two (2) to four (4) hours a day; and 
Heavy Viewers – those who watch more than four (4) hours a day. 

According to Gerbner and Gross (1976), the process by which individuals 
come to possess the attitudes and behaviours as presented via television 
programmes is gradual and cumulative.  In this way, the more time a person 
spends watching television programmes, the more likely he or she is to adopt 
the values and understandings that are transmitted through these programmes. 
This is referred to as the ‘cultivation effect’. According to the proponents of 
Cultivation theory, three factors affect the extent to which the cultivation 
effect occurs: the amount of television viewing or exposure to television 
programme content, the salience of television as a source of information and 
the relevance of that information to the person. 

Hypotheses

Hypothesis 1: There is a difference among television viewers in their attitude 
towards fast food.
Hypothesis 2: There is a relationship between weekday watching of American 
TV shows and preference for American fast food.
Hypothesis 3: There is a relationship between weekend watching of American 
TV shows and preference for American fast food.
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Methodology

Participants and Procedure

A total of 295 students from four (4) secondary schools within the St. George 
East educational district in Trinidad were administered questionnaires. The 
St. George East Educational District is the largest educational district, the 
population of which possesses the diverse characteristics of the wider student 
population. Ethical guidelines were followed through the seeking of consent 
from the Ministry of Education, Principals and parents. It was pre-determined 
that due to differences in the size of the schools’ populations, different 
sample sizes would be used. Within each school, the first class of each Form 
level (Form 1 to Form 5) was chosen to be administered the measurement 
instrument. The total sample was 295 adolescents. The demographic profile 
of the sample is provided in Table 1.

Table 1: Demographic profile of sample

       Media Exposure and Attitudes of Adolescents Towards Fast Food              9 

Hypothesis 2: There is a relationship between weekday watching of 
American TV shows and preference for American fast food. 
Hypothesis 3: There is a relationship between weekend watching of 
American TV shows and preference for American fast food. 

Methodology 

Participants and Procedure 

A total of 295 students from four (4) secondary schools within the St. 
George East educational district in Trinidad were administered 
questionnaires. The St. George East Educational District is the largest 
educational district, the population of which possesses the diverse 
characteristics of the wider student population. Ethical guidelines were 
followed through the seeking of consent from the Ministry of Education, 
Principals and parents. It was pre-determined that due to differences in the 
size of the schools’ populations, different sample sizes would be used. 
Within each school, the first class of each Form level (Form 1 to Form 5) 
was chosen to be administered the measurement instrument. The total 
sample was 295 adolescents. The demographic profile of the sample is 
provided in Table 1. 

Table 1: Demographic profile of sample 

Frequency Percentage

Age

12
13
14
15
16
17
18
19

23
52
79
39
32
17
2
1

9.4
21.2
32.2
15.9
13.1
6.9
.8
.4

Sex 

Male 
Female 

111
136

44.9
55.1

Ethnicity 
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Measurement Instrument

The questionnaire was developed based on the variables identified in the 
literature and utilising developed measures of television viewing, and 
attitudes towards fast food. The questionnaire contained demographic 
questions in addition to those on media use, attitudes to fast food and fast 
food consumption. 

Television Viewing (4 items)

Respondents were requested to indicate the number of hours spent viewing 
television by answering four questions: ‘On a typical school day, how many 
hours do you spend watching local TV shows (not including news)?’, ‘On 
a typical school day, how many hours do you spend watching American TV 
shows (not including news)?’, ‘On a typical weekend day, how many hours 
do you spend watching local TV shows, not including news?’, and ‘On a 
typical weekend day, how many hours do you spend watching American 
TV shows (not including news)?’ Response options for these questions 
were as follows: 0 -1 hour, 1 - 2 hours, 2 - 3 hours, 3 - 4 hours and more 
than 4 hours. For the purpose of analysis, these responses were placed into 
three categories: Light (0-1 hour and 1-2 hours), Medium (2-3 hours and 
3-4 hours) and Heavy (more than 4 hours).  This was based on Gerbner’s 
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African descent 
Chinese descent 
East Indian descent 
White/Caucasian 
Mixed
Other

41
1
92
1
107
2

16.8
.4
37.7
.4
43.9
.8

Type of School 

Denominational Girls 
Denominational Boys 
Converted Junior Secondary School 
Converted Senior Comprehensive/Government 
Secondary 

57
53
60
79

22.9
21.3
24.1
31.7

Measurement Instrument 

The questionnaire was developed based on the variables identified in the 
literature and utilising developed measures of television viewing, and 
attitudes towards fast food. The questionnaire contained demographic 
questions in addition to those on media use, attitudes to fast food and fast 
food consumption.  

Television Viewing (4 items) 

Respondents were requested to indicate the number of hours spent 
viewing television by answering four questions: ‘On a typical school day, 
how many hours do you spend watching local TV shows (not including 
news)?’, ‘On a typical school day, how many hours do you spend 
watching American TV shows (not including news)?’, ‘On a typical 
weekend day, how many hours do you spend watching local TV shows, 
not including news?’, and ‘On a typical weekend day, how many hours do 
you spend watching American TV shows (not including news)?’ 
Response options for these questions were as follows: 0 -1 hour, 1 - 2 
hours, 2 - 3 hours, 3 - 4 hours and more than 4 hours. For the purpose of 
analysis, these responses were placed into three categories: Light (0-1 
hour and 1-2 hours), Medium (2-3 hours and 3-4 hours) and Heavy (more 
than 4 hours).  This was based on Gerbner’s categorisation of viewers, 
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categorisation of viewers, and made possible the statistical testing of the role 
of the amount of television viewing.

Fast Food Consumption (5 items)

Consumption refers to the frequency of purchasing and eating fast food, 
either as an individual or in a group. Three questions pertained to this 
variable: ‘How often do you buy fast food for yourself?’, ‘How often does 
your family buy fast food?’ and ‘How often do you and your friends buy fast 
food?’ These were open - ended questions, for which participants were free 
to give the response that applied to them, for example twice a month or three 
times a year. These examples were provided as clarification for the desired 
response. During analysis, these responses were coded according to the Food 
Frequency Questionnaire (FFQ), to values ranging from 0 (never) to 8 (more 
than 18 times a month). An additional question, ‘How often do you eat the 
fast food that you see on TV?’ was asked, with a 5-point response scale (0 
- Never, 1 - Rarely, 2 - Not sure, 3 - Sometimes and 4 - Often). Participants 
were also asked to give how often they had the following: Kentucky Fried 
Chicken (KFC), Royal Castle, Mario’s (pizza), Pizza Hut (pizza), Burger 
King and Pizza Boys. Responses taken from Silvis (2006) were given: 0 - 
Never, 1 - Once a week, 2 - 2 to 4 times a week, 3 - 5 to 7 times a week and 
4 - everyday. 

Preference for Local and Foreign Fast Food (6 items)

Participants were given the names of six corporate fast food chains – three 
local (Mario’s pizza, Pizza Boys and Royal Castle), and three American 
(Burger King, KFC and Pizza Hut). For each, they were asked to rate their 
preference on a scale from 0 (least preferred) to 5 (most preferred).

Attitude towards Fast Food 

In this study, fast food was defined as food that can be acquired quickly 
from restaurants; it can be eaten on the premises, taken out or delivered to 
the person. It was further operationalised to refer to those types of food sold 
by large corporations or food chains, such as KFC, Burger King, Mario’s 
and Royal Castle, not small or individually/family - owned food outlets. 
Fast food includes foods such as hamburgers, french fries, pizza and fried 
chicken. 
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Attitude to fast food was measured using the Attitude towards Fast food 
Scale developed by Seo, Lee and Nam (2011). This is a 12 - item scale which 
covers aspects of fast food consumption such as taste, familiarity, sanitation, 
safety, salt content and calorie content. Responses are provided on a 4 - point 
Likert scale (1 - Not at all, 2 - A little, 3 - Somewhat and 4 - Very much). 

Cronbach’s alpha for the 12 items was 0.590, which shows an unsatisfactory 
level of reliability. However, through use of exploratory factor analysis and 
principal component analysis, the existence of two (2) components were 
determined, namely Factor 1 – and Factor 2 –, each of which had acceptable 
levels of reliability. The use of factor analysis was deemed to be appropriate 
through examination of the Kaiser-Meyer-Oklin measure which was 0.763, 
and the Bartlett’s test of sphericity which was significant (p < .05). Based on 
the Eigen value greater than 1 and the scree plot, two (2) components were 
found. These components accounted for 44.6% of the cumulative variance 
explained. The result of the factor analysis is shown in Table 2.

Table 2: Result of Factor Analysis
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Table 2: Result of Factor Analysis 

Cronbach
alpha

Factor 1 – 
Positive attitude 
towards fast 
food

Item 1: Fast food is familiar to me. 

Item 3: I think that fast food can provide all necessary 
nutrients of a meal. 

Item 4: I think that fast food is delicious. 

Item 5: I think that fast food stores provide fun 
environments.

Item 6: I think that fast food stores are clean. 

Item 7: I think that fast food is clean and safe. 

Item 8: I think that fast food portions are large enough 
to feel full. 

0.712
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Data Analysis Strategies

Preliminary analyses were done to determine the extent to which data from the 
study met assumptions as required for the use of parametric tests. The results 
of the Kolmogorov - Smirnov test indicated that the assumption of normality 
was violated; hence, analysis of data was done using non-parametric tests. 
Spearman’s rank correlation (rs) was used to compute correlations between 
variables. Alpha levels of both 0.05 and 0.01 were used for correlational 
tests. The Kruskal-Wallis (H) and Mann-Whitney (U) tests were used to test 
the difference between two independent groups. 

Content Analysis

Content analysis was used in order to supplement statistical tests and acquire 
information on the content of television shows to which teenagers are 
exposed. This entailed the viewing of television programmes which were 
found to be most popular among the participants’ responses. Programmes 
which were listed at least ten (10) times among responses to the question 
‘Name your 5 favourite TV shows’ were deemed to be the most popular and 
were the subject of analysis. Ten episodes were viewed with the attention 
given to the type of food being eaten by characters, the frequency of their 
consumption and the related discussions surrounding eating behaviour. 
Programmes viewed were: ‘The Big Bang Theory’, ‘Vampire Diaries’, 
‘How I Met Your Mother’, ‘Pretty Little Liars’, ‘Ben 10,’ ‘Ridiculousness’, 
‘iCarly’ and ‘Victorious.’ These were viewed during their regular airing time 
in order to maintain consistency between what the sample and researcher 
watched.
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Factor 2 – 
Negative attitude 
towards fast 
food

Item 2: I think that fast food is not good for health. 

Item 9: I think that fast food has a lot of salt. 

Item 10: I think that fast food has a lot of fat. 

Item 11: I think that eating fast food will make me fat. 

Item 12: I think that fast food has a lot of calories. 

0.713

Data Analysis Strategies 

Preliminary analyses were done to determine the extent to which data 
from the study met assumptions as required for the use of parametric 
tests. The results of the Kolmogorov - Smirnov test indicated that the 
assumption of normality was violated; hence, analysis of data was done 
using non-parametric tests. Spearman’s rank correlation (rs) was used to 
compute correlations between variables. Alpha levels of both 0.05 and 
0.01 were used for correlational tests. The Kruskal-Wallis (H) and Mann-
Whitney (U) tests were used to test the difference between two 
independent groups.  

Content Analysis 

Content analysis was used in order to supplement statistical tests and 
acquire information on the content of television shows to which teenagers 
are exposed. This entailed the viewing of television programmes which 
were found to be most popular among the participants’ responses. 
Programmes which were listed at least ten (10) times among responses to 
the question ‘Name your 5 favourite TV shows’ were deemed to be the 
most popular and were the subject of analysis. Ten episodes were viewed 
with the attention given to the type of food being eaten by characters, the 
frequency of their consumption and the related discussions surrounding 
eating behaviour. Programmes viewed were: ‘The Big Bang Theory’, 
‘Vampire Diaries’, ‘How I Met Your Mother’, ‘Pretty Little Liars’, ‘Ben 
10,’ ‘Ridiculousness’, ‘iCarly’ and ‘Victorious.’ These were viewed 
during their regular airing time in order to maintain consistency between 
what the sample and researcher watched. 
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Results and Discussion

The present study was guided by three (3) main research questions and three 
(3) hypotheses. 

Research question 1: what is the rate of fast food consumption among 
adolescents in Trinidad? The following main findings were noted: 

• 49.8% of respondents said they purchased fast food between one and 
three times per month  

• 52.1% said their family purchased fast food one to three times per 
month. 

• KFC was found to be the most popular corporate fast food, with 
56.9% of respondents saying they consumed it once a week. 

• Pizza Boys and Royal Castle, both local fast food chains, were the 
least popular with 74.4% and 72.1% of respondents respectively 
saying they never purchased from these outlets. 

• Mario’s, one of the country’s oldest local fast food chains, was found 
to be consumed once a week by 45.7% of respondents.

Research questions two (2) and three (3) sought to ascertain whether or not 
television viewing influences teenagers’ attitudes towards fast food, as well 
as the possible influence of television programme content on these attitudes. 
These questions were answered through the testing of hypotheses. 

Hypothesis 1 stated that ‘there is a difference among television viewers 
in their attitudes towards fast food’. The results of the Kruskal-Wallis 
and Mann-Whitney tests revealed that there are significant differences in 
adolescents’ attitudes towards fast food depending on the number of hours 
spent viewing television. Factor 1 – positive attitude towards fast food was 
found to differ based on the number of hours spent watching American TV 
shows on weekends (H=10.91, p<.01). The results of the Mann-Whiney test 
found significant differences between light and medium viewers (U=3063.5, 
p<.05), and between light and heavy viewers (U=1913.5, p<.01). Based on 
the mean ranks, both medium and heavy viewers were found to possess 
more favourable attitudes towards fast food.  Factor 2 – negative attitude 
towards fast food, was also found to be significantly affected by ‘weekday 
watching of American TV shows’ (H=6.67, p < 0.05). Subsequently, results 
of the Mann-Whitney test showed significant differences between light and 
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medium viewers (U= 3383.0, p< 0.01, with the mean ranks indicating that 
light viewers had more negative attitudes towards fast food.

Results of the Spearman’s correlation indicated that heavy viewers also 
possessed more favourable attitudes towards fast food. A weak positive 
correlation (rs =0.199, p < 0.01) was found between ‘weekend watching of 
American TV shows’ and Factor 1 – positive attitude towards fast food. From 
this it may be deduced that the more hours spent viewing American television 
programmes, the more adolescents came to hold positive views towards fast 
food. As highlighted by Hare-Bruun, Nielsen,  Kristensen, Møller, Per Togo 
and Heitmann (2011), television viewing influences and is associated with 
unhealthy food preferences (Hare-Brunn et al., 2011: 5). Similarly, Yuhua 
(2000) notes that television programming, which is growing in importance 
in the lives of children in China, is shaping their dietetic knowledge as they 
are internalising Western values towards food.

Hypothesis 2 stated that ‘there is a relationship between weekday watching of 
American TV shows and preference for foreign fast food’.  A weak positive 
correlation was found between (rs =0.138, p < 0.05) ‘weekday watching of 
American TV shows’ and ‘total foreign fast food preference.’ Similarly, in 
testing Hypothesis 3 – ‘there is a relationship between weekend watching 
of American TV shows and preference for foreign fast food’, a moderate 
correlation (rs =0.312, p < 0.01) was found between ‘weekend watching of 
American TV shows’ and ‘total foreign fast food preference’. The results 
indicate a possible distinction between weekday and weekend watching 
of television shows, with weekend watching having a greater influence on 
attitudes than weekday watching.  As noted by Grube and Wallack (1994), 
young persons watch more television on weekends than on weekdays; they 
are therefore, more susceptible to the influence of programmes during this 
period. It should be noted that the majority of the sample indicated watching 
more than four (4) hours of American television shows on the weekend. 
Moreover, most of the TV shows which were named by respondents as their 
favourite shows were aired on the weekend. This provides some explanation 
as to the greater influence of weekend viewing as opposed to weekday 
viewing on respondents’ attitudes towards fast food.

These findings are in accordance with the basic premise of Cultivation 
theory, that is, it was found that medium and heavy viewers displayed 
more positive attitudes towards fast food, and light viewers possessed 
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more negative attitudes towards fast food. This is similar to the findings of 
Kobayashi (2010), where frequent viewers of TV were found to consume 
more fast food than infrequent viewers. The main assumption of this theory 
states that television viewing leads to the gradual cumulative cultivation 
effect, whereby viewers come to hold the perceptions transmitted via this 
medium.  The positive portrayal of fast food on television programmes – as 
determined by an examination of these programmes – can be proposed as a 
reason for the inculcation of a positive view towards fast food.  Moreover, 
the findings of this study give credence to the position held by Gerbner and 
Gross (1982) that there are differences in viewers according to the number of 
hours spent watching television programmes. Using the explanation provided 
by Cultivation theory, this finding is accounted for by the fact that exposure 
to television programme content leads to the cultivation of attitudes, values 
and behaviours which are transmitted via this medium. When the statistical 
analysis was supplemented by content analysis of selected TV shows, 
possible reasons for this finding can be posited. 

Content analysis was conducted on the TV shows which were deemed to 
be most popular among respondents. These programmes were ‘How I Met 
Your Mother’, ‘The Big Bang Theory’, ‘Pretty Little Liars’, ‘Victorious’ and 
‘iCarly’. Ten episodes of each of these programmes were viewed within the 
period May to July 2012. It was found that Situation Comedies (sitcoms) are 
the most popular programme choice among teenagers, accounting for almost 
20% of respondents’ preference. The importance of this finding becomes 
apparent when considering that this category of programmes possesses the 
most frequent portrayal of fast food consumption by TV characters. 

Television characters on these programmes engage in the consumption 
of some form of fast food at least twice per episode. In some cases, 
consumption of food items, particularly hamburgers, french fries and 
chicken occurs between three and five times during an episode. This was 
seen most frequently on episodes of ‘How I Met Your Mother’ and ‘The 
Big Bang Theory.’ It should also be noted that on these programmes, fast 
food consumption usually occurs within the group setting, so that there is 
an overlap between the activity of eating and peer interaction.  Fast food 
consumption is also viewed in a positive light by these characters, and is 
used as a way of relaxing, and as part of general socialising activities. This 
may account for the possession of favourable attitudes towards fast food. 
As noted by Corder-Bolz (1980 cited in Van Evra, 1990) and Lull (2000), 
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the television is, in today’s society, a major institution of socialisation and 
thus, television characters have a great deal of influence in the lives of 
individuals. This becomes more important given the large amount of time 
teenagers spend interfacing with this medium (Larson and Seepersad, 2003; 
Lee, 2003; Verma and Sharma, 2003). Thus, as noted by Van Evra (1990), 
they are susceptible to the values, attitudes and behaviours to which they are 
being exposed through television programming. 

Further clarification of this interaction is gained when attention is given 
to the observation that between 40% and 45% of respondents said they 
‘sometimes’ felt what the characters on television shows were feeling, 
thought these characters were similar to them, or thought about ways in 
which the shows they watch are similar to their own lives. This figure gives 
an indication of the significance of television in the lives of teenagers. As 
Lull (2000) concludes, it is an agent of socialisation which has equal value 
to family, religion or education in the lives of its viewers. It is therefore, an 
important factor in the shaping of attitudes towards food.

Conclusion and Recommendations

Conclusion

The primary objective of this study was to identify the relationship between 
adolescents’ television viewing and their attitudes towards fast food. In 
order to change behaviour, it is imperative to understand the attitude which 
is driving that behaviour.  Attitudinal change is the first step in enacting 
meaningful solutions to current social problems. As the social and health 
implications of increasing fast food consumption become more apparent 
globally and regionally, the need for research in this area gains precedence. 
This study focused on the role of television programming, as it is an often 
neglected but important factor in consumption patterns. It was found that 
television viewing is associated with positive attitudes towards fast food. 
Additionally, there is an association between the watching of American 
programming and preference for American fast food. Although the findings 
of this study offer insight into one of the factors which contribute to the 
formation of adolescents’ attitudes towards fast food namely television 
programming, it also highlights the need for future research in this area. 
This research should be aimed not only at investigating attitudes towards 
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fast food but also at developing policy for the promotion of healthy lifestyles 
and a healthy food culture.

Recommendations

Based on the current investigation, the following recommendations are made: 
firstly, in terms of future research, nation-wide studies of consumption and 
food-related attitudes will provide much needed data on eating patterns in 
Trinidad and Tobago. The data collected from these studies can allow for 
disaggregation and understanding of differences across gender, social class, 
ethnic group and geographical location. To this end, there is need for an 
integration of quantitative and qualitative methods to provide a holistic and 
detailed view of the phenomenon.

Data collection on the rate of fast food consumption and food-related attitudes 
among the population in Trinidad and Tobago, as well as in other countries 
in the region is imperative. This will facilitate health education through the 
provision of information on the health effects of fast food consumption, 
as well as the nutritional content of different types of fast food, resulting 
in consumers who are better informed to make decisions related to their 
health. As the region charts its course of development for the next fifty years, 
the issues of health and identity should be given attention at the local and 
regional level as the Caribbean asserts its place on the global stage.  
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This article gives a detailed overview of the dominant research 
paradigms that have shaped the growth and development of 
technology adoption research over the past 40 years. It not only 
traces the evolution of the field but also indicates potential avenues 
for further robust research through the use of Critical Theory. 
This paper attempts a fulsome observation of the literature and 
has identified that a large body of research on e-Tourism has 
been primarily positivist, which contributed to stagnation in the 
growth of new knowledge production. The work breaks new 
ground in assessing the methodologies employed in this field and 
evaluates their effectiveness in producing sufficient robustness in 
relation to technology adoption. The debate between positivism 
and interpretivism through the relevant literature is established 
and it is argued that critical theory, with its focus on allowing 
for exploration through multiple layers beneath the surface, is a 
useful philosophical underpinning for research of this nature with 
numerous layers and constructs to consider. Research grounded in 
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of travel firms in a changing global environment.
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Introduction

Technology adoption studies have held a steady stride for the better part of 
seven decades, stimulated by the work of Rogers (1962). The diffusion and 
adoption paradigm saw its birth in the 1940s with research from Ryan and 
Gross (1943). Almost two decades later, the research in this area was limited 
due to the insularity of the research to the specific field. The applicability 
of the output to other fields was therefore very constrained. In 1962 Rogers 
created a transferable generic theory which allowed for this paradigm to be 
accepted across disciplines. This, therefore, led to the theory of diffusion 
of innovations being applied extensively, as the constructs which were 
originally identified for agriculture were also applicable for manufacturing 
and services. These include optional, collective or authority innovation. 
Since then, numerous articles have attempted to explain why organisations 
adopt technology at varied paces (see for example Davis, 1989; Lederer, 
Maupin, Sena, and Zhuang, 1998; Wöber and Gretzel, 2000; Legris, Ingham, 
and Collerette, 2003; Dulle and Minishi-Manjanja, 2011; Spencer, Buhalis, 
and Moital, 2012). 

The results of the body of research have been varied, producing causal factors 
such as national culture (Westwood and Low, 2003), the global digital divide 
(Stump, Gong and Li, 2008; Minghetti and Buhalis, 2010), resources, (Brown, 
Hendry and Harborne, 2007), strategy (Stonehouse and Snowdon, 2007) and 
leadership (Elenkov and Manev, 2005; Lynskey, 2004; Peterson, Walumbwa, 
Byron, and Myrowitz, 2009). With particular emphasis on technology 
adoption in tourism, it can be stated that the evidence has been robust and the 
growth in the literature on the area has been solid; however, that is not the 
focus of this paper. This work intends to assess methodologies employed in 
this field and evaluates their effectiveness in producing sufficient robustness 
in relation to technology adoption. Extensive observation of the literature 
identified that to a great extent the large body of research on e-Tourism has 
been primarily positivist (Mills and Morrison, 2003; Law, Leung and Wong, 
2004; Hepp, Siorpaes, and Bachlechner, 2006; Mayr and Zins, 2009).

Gage (1989) speaks of the paradigm wars, which assesses the ongoing debate 
between proponents of positivism or post-positivism and their opponents 
who are grounded in ideas of constructivism or interpretivism. Two main 
research perspectives which emerge from these schools of thought are 
commonly known to researchers as qualitative or quantitative. Positivist 
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and post-positivist discussions to a certain extent, maintain that there is 
objective reality and that this may be quantified. On the other hand, it is felt 
by interpretivists and constructivists that reality is inherent in the perception 
of individuals and therefore, they embrace subjectivity. 

The case must be made for a more balanced investigation into tourism 
and technology adoption issues. Firstly, the proclivity towards positivist 
quantitative methodologies in the field stagnated the growth of new 
knowledge production from the perspective of theory between 2000 and 
2007. The testing of theory through these methods that emerged from the 
methodologies employed mainly served to confirm or disconfirm much of 
the same in different contexts. Secondly, there was not enough attention 
paid to key differences in adoption for developed and developing countries, 
such as those in the Caribbean. This may have been aided through greater 
exploratory qualitative reflection. Finally, the very nature of technology 
adoption requires significant changes in societies and economies. While 2007 
to 2009 saw a shift towards interpretive research, there is still the need for a 
philosophical lens that has at its core a tenet designed to empower people to 
rise above circumstances which constrain them. Critical Theory can achieve 
this in ways that positivism and interpretivism have not and could not. 

Research Methodologies

In carrying out research one must consider the methodologies and methods 
that will be employed. In addition to this choice the researcher must validate 
this choice and utilisation of said methodologies and methods. Importantly, 
Crotty (1998) notes that the solution to the latter question posited can be 
found within the research question that the researcher is seeking to answer. 
Thus, one needs a process that has the ability to achieve those purposes and 
providing answers to the question. As such, rationalisation of the choice and 
usage of a particular methodology and methods rests on the researcher’s 
assumptions about reality which spills over into the work. To investigate 
these assumptions is to ask about the researcher’s theoretical perspective. 
Notably, one’s theoretical perspective is intricately linked to his/her 
understanding of human knowledge – epistemology. In addition it is important 
to note that while one’s theoretical perspective is intricately linked to their 
epistemology, this epistemology will ultimately dictate the methodology that 
is undertaken for the study, and by extension the methods employed within 
the research. Given that ‘epistemology describes the nature of knowledge, 
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its possibility, scope and general basis’ (Hamlyn, 1995 cited in Crotty, 1998), 
the epistemology of any researcher or research focuses specifically on ‘the 
philosophical underpinnings which determines the kinds of knowledge that 
are possible and how researchers can ensure that they are both sufficient and 
legitimate’ (Maynard, 1994, p.10). It is therefore important to note that the 
epistemology while it influences the methodology of the research is not the 
same. The methodology of any study is the design or plan of action relating 
to how the study will be carried out, thereby highlighting and justifying the 
method that will be utilised within the study to achieve a desired outcome 
(Crotty, 1998). In addition, methods speak to the techniques or measures 
employed within the data collection and analysis process.

There are various epistemologies such as objectionism, which will be 
discussed in the context of positivism and post positivism. The objectivist 
epistemology posits that meanings and therefore meaningful reality occurs 
in isolation of any kind of consciousness. A second epistemology is that of 
constructionism which refutes the objectivist notion of human knowledge. 
Constructionism contends that there exist no objective truths to be unearthed. 
Rather, truth or meaning arises out of our interaction with the realities in our 
world. Thus, meaning is constructed which allows for different people to 
construct meaning in various ways even when looking at the same issue.
 
Positivism can be described as a theoretical perspective that is grounded 
in the principle that reality and truth exists as independent concepts which 
are not influenced by the researcher. Thus, the independent, self-governing 
and objective presence of truth epitomises positivism and is supported by 
numerous scholars (Aliyu, Bello, Kasim and Martin, 2014). It is important 
to note that some scholars perceive positivism as an epistemological 
standpoint (Neurath, 2003; Olaison, 2001; Crotty, 1998), which informs 
methodology as well as methods, principles and ethics employed in a study. 
The perspective of  positivist research is that the world subscribes to a fixed, 
unchanging set of rules and laws of causation and happenings; for positivists 
the complexity and intricacy of reality can be surmounted by reductionism; 
as well as the intent of declaring a significance and highlighting impartiality, 
measurement, objectivity and repeatability (Aliyu et al., 2014). Succinctly, 
truth for positivists is attained by means of corroboration and duplication of 
observable findings.
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As seen in research by Alford (2004) and Spencer, Buhalis and Moital (2012), 
the corresponding fields of tourism and technology adoption are too rapidly 
changing and dynamic to simply utilise methodologies and methods that are 
reductionist in nature. Not only are these fields dynamic, but they differ so 
greatly based on context that deeper understandings would not emerge from 
an over-reliance on an epistemology that embraces repeatability.

As an epistemological standpoint positivism proposes that the purpose of 
knowledge is to implicitly describe a phenomenon. Thus, the objective of 
science is to explore phenomenon that are observable and measureable. 
This perspective proposes that there is an existence of an objective reality, 
independent of the researcher (Holton, 1993), which can be precisely captured 
through human capabilities. Therefore, attempting to attain knowledge or 
insight regarding anything else is impossible. Moreover, positivist scholars 
subscribe to the notion that the universe is deterministic; it functions on laws 
and rules of cause and effect that can be determined if researchers apply the 
distinctive approach of the scientific method.

Importantly, due to their belief of dualism (independence of researcher and 
observable truth) positivists view truth as independent of one’s belief; instead, 
the truth must coincide with facts existing in external reality. Essential to 
this perspective is the rejection of unobservable knowledge, especially those 
pertaining to ‘apriori and transcendental knowledge’ (Feigl, 1981). Thus, 
experiences and meanings are outside the scope of positivism. As such, for 
proponents of positivism that which cannot be seen had no claim to be in 
existence. Consequently, even though there were theories that consisted 
of unobservable phenomena, which were used to produce predictions as it 
pertains to reality, they were not used to explain occurrences because they 
were thought not to be in existence (Blackburn, 2005; Poole and Jones, 1996). 
Subscribing to this view, theories had inadequate explanatory power.

As such, researchers strive for their inquiry to be objective and without self-
reflectiveness. Research that focuses on why individuals or organisations 
accept/reject particular technologies should inextricably link the researcher 
to the realities of that space and deeper reflection of the drivers of adoption.  
However, positivists argue that it is only through total detachment that an 
inquiry can be unbiased and totally objective. Thus for positivism, researchers 
were viewed as neutral observers whose task it was to indubitably report their 
findings with cultural, social or experiential biases absent (Phillips, 1990).
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While positivism is grounded in objectivism, post positivism emerged in 
the 20th century to oppose this fundamental tenet of the paradigm. Post 
positivism recognises that researchers lived experiences are not inseparable 
or independent of their thought processes and their work (Clark, 1998). In 
addition, post positivism accepts that research is fallible, has error and that 
all theory is refutable. Notably, where positivists are of the notion that the 
objective of science was to discover the truth, post positivists believe that 
the objective of science is to unfalteringly explore and get it correct about 
reality, whilst acknowledging that the aforementioned goal is unattainable. 
Another tenet of positivism that was subjected to much criticism, is its 
devotion to being without theoretical underpinnings, and the unbiased stance 
of researchers’ participation in the research process.

Post-positivism is contrasted with positivism, which is often perceived as 
an outdated and debunked philosophy (Phillips, 1990; Clark, 1998). For 
post positivists a unique conceptualisation of truth is purported. Comparable 
to positivism, metaphysical concerns were regarded to be outside the 
purview of science. However, in opposition a realist perspective of science 
was advocated with the unobservable now regarded as being in existence 
and possessing the capability of explaining the functioning of observable 
phenomena (Clark, 1998). Theoretical explanations therefore had greater 
predictive value. Now evidence could be deduced from self-reports such 
as interviews and questionnaires (Clark, 1998). Relatedly, post positivist 
studies need not prohibit qualitative data or any ‘truth’ discovered in the 
absence of the quantitative method; acknowledgment of this is imperative 
to rejecting the stringent separation often outlined between quantitative and 
qualitative paradigms.

Significantly, the post positivist philosophy posits that the perceptions of the 
researcher are not viewed as wholly separate from the inquiry undertaken. 
This philosophy noted that while science is not about personal opinion or 
lived personal experiences, these personal experiences are acknowledged 
as being a trait of human inquiry. Thus, personal experiences have the 
capability to influence inquiry in terms of the choice of ontology, theoretical 
perspective and methods used within the research process.

The strict observance of dualism that is a foundational tenet of the positivist 
philosophy is inapplicable in the post positivist philosophy. It is accepted 
that human inquiry, with or without instruments, molds the research process. 
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It is important to understand that knowledge deemed ‘truthful’ under the 
post positivistic inquiry is not generalisable to every case and situation given 
that the research findings are seen as contextually sensitive. This relationship 
between findings and context contrasts the positivists’ notion that promoted 
immutable laws. Thus, the focus of the post positivistic inquiry was to unearth 
a closer idea of what truths exits. By doing so, the paradigm acknowledges 
the certainty of researchers’ biases and the difficulties that accompany the 
claims of universal knowledge (Clark, 1998; Poole and Jones, 1996).

The philosophy of interpretivism posits that there exist multiple realities 
which are relative to individual researchers (Hudson and Ozanne, 1988). 
Interestingly, these numerous realities are dependent on other systems 
of meanings (Lincoln and Guba, 1985); therefore, it is problematic to 
understand as it pertains to fixed realities (Nueman, 2005). Knowledge 
acquired under this philosophy is regarded as socially constructed, instead 
of objectively deduced (Carson, Gilmore, Perry and Gronhaug, 2001, p.5) 
and perceived. For interpretivists, the research design avoids the structural 
rigidity, that positivist researchers adhere to, as more flexible and personal 
research structures are employed (Carson et al., 2001) that are better suited 
for obtaining connotations in human interaction (Black, 2006) and for 
deciphering what is observed as reality (Carson et al., 2001). Proponents 
of interpretivism hold the belief that researchers and their subjects are 
codependent and conjointly interactive (Hudson and Ozanne, 1988). As 
such, interpretivists undertaking research hold some form of prior notion 
of the phenomena being studied but deem this insight as insufficient for 
developing a rigorous research design, given the complexity, multiple 
and capricious nature of what is observed as reality (Hudson and Ozanne, 
1988). The researcher remains open to discovering new knowledge, which 
will develop with the assistance of his/her informants or subjects. Thus, the 
interpretivist’s perspective employs an emergent and collaborative approach 
to research due to the beliefs that human beings possess the capability to 
adapt, and that knowledge is dependent upon time-and-context bound social 
realities (Hudson and Ozanne, 1988).  

The fundamental tenet of the constructivism/interpretivism school of thought 
is that there exists no objective reality autonomous of thinking. Therefore, 
reality is influence by both the social and societal factors that are embedded 
within the mind. Reality is ever changing and dynamic, and knowledge 
under this paradigm is created in tandem by the researcher and the subject(s) 
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under investigation through unanimity. By this token, knowledge is deemed 
subjective, composed and established on shared signs and symbols that are 
valued by individuals of a particular culture. Importantly, multiple realities 
are presumed under this paradigm given that there exists the likelihood 
that people will experience these signs and symbols differently from the 
predominant view or behaviour of the culture. Moreover, research that is 
guided by the constructionism/interpretivism epistemology seeks to explore 
people’s interpretations and to decipher the implication and connotations 
of experiences. It also seeks to investigate varying contexts of events 
and situations, and the impact of societal views on the understandings 
that are constructed. Notably, the understandings and interpretations that 
researchers derive through interpretation are deemed limited by the scope 
of the researcher’s life experiences, subjectivity and inter-subjectivity. The 
limitations of these perspectives may be addressed by the assumptions of 
critical theory.

Critical Theory

Critical Theory, according to Agger (1991), was founded by the Frankfurt 
School to ‘explain why the socialist revolution prophesied by Marx…did not 
occur as expected’ (Agger, 1991, p.107). The theory eventually flourished 
into a movement opposing the role of positivist social sciences. Additionally, 
at the theoretical level critical theory proponents indicated that positivism 
did not just accept the world as given; instead, it provided an outlook on the 
world in the form of what was understood by the contemporary society, and as 
inherently rational. Contrastingly, critical theory opposed the aforementioned 
terms proposing that the world as given is conditional, therefore subject to 
historical change and inherently irrational due to its contradictory state (that 
is comprehensible by dialectics).

Critical Theory ‘upsets institutions and threatens to overturn sovereign 
regimes of truth’. This operationalisation of the term conveys that the theory 
is political in nature given that it aspires to politicise qualitative research 
(Kincheloe and McLaren, 2002, p. 433). Crotty (1998) asserts that critical 
theory encapsulates elements of constructionism and subjectionism and as 
such it is critiqued for its propensity to impose the beliefs and values of 
the researcher on the subject being studied (Denzin and Lincoln, 2005, p. 
332). Notably, Mills (1959) asserts that a scholar’s work is often adjudicated 
‘according to whether or not its conclusions are gloomy or shiny, negative 
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or constructive. The sunshine moralists want a lyric upsurge, at least in the 
end; they are made happy by a sturdy little mood of earnest optimism, out of 
which we step forward fresh and shining’ (Mills, 1959, p. 78).

Despite its inherent weaknesses, critical theory is an essential perspective from 
which analysis of human and social structures as well as their endeavours can 
ensue. Analysis employing critical theory entails the critique of the current 
modus operandi/state and the requirements necessary to attain a desired 
outcome/state at its core. Succinctly, its critique usually encapsulates the 
assessment of actions and motivation as well as the rationale behind what is 
done and why it is done. In practice, it entails the use of ethics, intentions 
and the dialectic as ways to explain and uncover circumstances (Budd in 
Leckie, Given and Buschman, 2010).

Similarly, Kincheloe and McLaren (2002) argue that critical theory is an 
approach which ‘analyses competing power interests between groups and 
individuals within society – identifying who gains and who loses in specific 
situations’. Notably, the dynamics which surround the decision making 
process within any environment are often the focus of critical review; as 
such pinpointing those who stand to gain and those who lose within specific 
situations are imperative with critical research. Importantly, Kincheloe and 
McLaren assert that, ‘Privileged groups, criticalists argue, often have an 
interest in supporting the status quo to protect their advantages; the dynamics 
of such efforts often become a central focus of critical research…critical 
research attempts to expose the forces that prevent individuals and groups 
from shaping the decisions that crucially affect their lives’ (Kincheloe and 
McLaren, 2002, p. 437).

On the other hand, critical theory aims to uncover domination, self-
interest, control, hegemony and issues of power relations. By doing this, 
the theory rejects studies conducted in elitist social research and advocates 
for emancipative methods grounded in self-reflection and self-criticism, 
given that the research is asked to question the manner in which a researcher 
undertakes research and promotes theories (Waller, 2006).

The theory may therefore be characterised as an emancipatory process which 
advocates for the engagement of oppressed cohorts in collective, democratic 
theorising as it pertains to what is similar or distinct about their experiences 
of oppression and privilege. Scrutiny is therefore placed on material and 
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cultural practices that facilitate structures of oppression (Denzin, 1998, p. 
332). This approach provides the environment for the oppressed to voice 
their story. This process can be defined as one that is collaborative and 
dialogic as the researcher aids those oppressed through data analysis and 
interpretation.

The analytical capabilities of critical theory have been enhanced with 
contribution from scholars including postmodernists, post-developmentalists, 
postcolonialists, feminists, post-structuralists, and culturalists among others. 
Over the years, scholars of the aforementioned fields have polished critical 
theory and its methods, as well as complementing the theory with additional 
concepts which improves critical theory’s analytical competences. For 
example, scholars such as Habermas (1984), Foucault (1972, 1977, 1981) 
and Derrida (1976) have established the significance of language in the 
process of critical research. This shift often referred to as the ‘discursive 
turn’ is devoted to the analysis of ‘opaque and transparent structural relations 
of dominance, discrimination, power and control as manifested in language’ 
(McKenna, 2004, pg.10), as well as the utilisation of ‘more practically just 
ways of using language’ (Fairclough, Graham, Lemke and Wodak, 2004, p. 
5).

The approach of fixed meanings that was earlier highlighted in the dominant 
perspectives, has permeated the technology adoption research for tourism 
and rendered the considerations of language, time and place as being less 
significant. More so, from an economic perspective, the implications of class 
have largely been ignored within society, as the digital divide emphasised 
the disparity in access across societies. 

The Evolution of e-Tourism Research

Technology adoption research for tourism in the pre-internet era saw 
theorists building on the Diffusion and Innovation Theory (Rogers, 1962) 
and the Technology Acceptance Model (Davis, 1989).  The positivist nature 
of these seminal pieces set the stage for the onslaught of similar kinds of 
analysis which were to follow.  As the body of knowledge developed there 
needed to have been deeper explorations of underlying structures to build 
on the early research; however, dominant approaches continued along a 
path of determinism. These works emphasised how innovation permeates 
an organisation with emphasis on the internal drivers and inhibitors. The 
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adoption research after 1991 (post-internet phase) identified key drivers in 
adoption decisions to also include external factors. These may be grouped 
as customer pressures (Poon and Joseph, 2001; Bigne, Aldas, and Anderu, 
2008; Daniel, Wilson, and Myers 2002; Dyerson and Harindranath, 2007), 
competitive pressures (Bigne et al., 2008; Patricia, 2008; Teo, Lin, and Lai, 
2009; Wesrthner and Klein, 1999), supplier pressures (Beekhuyzen, Hellens, 
and Siedle, 2005;  Buhalis  and Deimezi, 2004; Vrana and Zafiropoulos, 
2006), industry challenges (Grandon and Pearson, 2004; Kuan and Chau, 
2001; Saffu and Walker, 2008; Teo et al., 2009) and company challenges 
(Bennett and  Lai, 2005; Bigne et al., 2008; Heung, 2003; Law, Leung and 
Wong, 2004; Stansfield and Grant, 2003; Warden and Tunzelana, 2004). 
Fundamentally, the pressures from these internal and external forces on 
the firm are identified as being driven by the transformative nature of the 
internet.

Regardless of the outcomes of this body of research, the common thread has 
been a propensity to engage in research that is in a large part, deterministic and 
rigidly quantitative. This work in no way seeks to diminish the importance 
of this particular type of research, as the benefits are numerous. However, 
the aim is to highlight if there is dominance and if so what is the effect. 
In a sense, while the constructs investigated have evolved, as previously 
illustrated, the research design has changed very little. With the exception of 
works by Fredericks (1996) and Lewis, Semejin and Talalayevsky, (1998), 
who used media interviews and secondary published sources respectively in 
the 1990s, the post-internet phase saw a preponderance of research that over-
utilised surveys and statistical analysis until 2007, which saw the beginning 
of limited approaches to qualitative research. While this work does not claim 
to capture every single piece of research in the area, it seeks to identify the 
more dominant works in the field. See Table 1. 
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Philosophy  

Methodology 

Fredericks, Jen 1996 Primary Agent Interpretivism Qualitative (Media 
Interviews) 

Lewis, Ira, 
Janjaap(Jake) 
Semejin and 
Alexander 
Talalayevsky 

1998 The Impact of 
Information 
Technology on Travel 
Agents 
 

Post-Positivism Qualitative - 
(Secondary 
Published Sources)   
 

Anckar, Bill and 
Pirkko Walden 

2000 Becoming Your Own 
Travel Agent: A web 
of potential and 
pitfalls 

Interpretivism Qualitative - 
(Open-ended 
questions) 

Lang, Tania C. 2000 The effect of the 
Internet on travel 
consumer purchasing 
behaviour and 
implications for travel 
agencies 

Positivism Quantitative-survey 

Wober, Karl and 
Ulrike Gretzel 

2000 Tourism Managers’ 
Adoption of 
Marketing Decision 
Support Systems 

Positivism Quantitative - 
(Structural 
Equation Model) 

Bugsby, Graham 
and Julia Klug 

2001 Movie-Induced 
Tourism: The 
Challenge of 
Measurement and 
Other Issues 
 

Positivism Quantitative-
Survey 

Travel and 
Tourism Analyst 

2001 Travel Distribution: 
The Future of Travel 
Agents 

Positivism Quantitative 

Adee, Athiyaman 2002 Internet Users' 
Intention to Purchase 
Air Travel Online: an 
empirical 
investigation 
 

Positivism Qualitative - 
(Open-ended 
questions) and 
Quantitative 
(Questionnaires) 
Mixed method App 
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Eclac 2003 Caribbean Tourism, 
Trends, Policies and 
Impact  
 

Positivism Qualitative and 
Quantitative - 
(Secondary 
Published Sources)   
Mixed Method 

Ma, Jennifer 
Xiaoqiu, 
Dimitrios 
Buhalis and 
Haiyan Song  
 

2003 ICTs & Internet 
Adoption in China's 
Tourism Industry  
 

Positivism Qualitative - 
(Interviews) and 
Quantitative 
(Questionnaires)  

Mills, Juline and 
Alastair Morrison 

2003 Measuring Customer 
Satisfaction with 
Online Travel 
 

Positivism Quantitative - 
(Questionnaires) 
 

Nodder, Carolyn, 
David Mason, 
Jovo Ateljevic 
and Simon Milne 

2003 ICT Adoption and 
Use in New Zealand's 
Small and Medium 
Tourism Enterprises: 
A Cross Sectoral 
Perspective  

Interpretivism Qualitative 
(Interviews) 

Stanbury, Lloyd 2003 ICT Business and 
Investment 
Opportunities - An 
examination of 
investment trends and 
opportunities in the 
Caribbean and 
Internationally 
 

Positivism Not sourced 

Vidas-Bubanja, 
Marjana 

2003 Information 
Technology as a 
Factor of Competitive 
Advantage: 
Experiences and 
results in economy 
and tourism of Serbia 
and Montenegro   

Positivism Quantitative 
(Secondary) 

Wöber, Karl and 
Ulrike Gretzel 

2003 Intelligent Search 
Support: Building 
search term 
associations for 
tourism-specific 
search engines 
 

Post-Positivism Qualitative-
Experiment 

Wober, Karl 2003 Information Supply in 
Tourism Management 
by Marketing 

Positivism Qualitative and 
Quantitative - 
(Secondary 

2004
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Decision Support 
Systems 
 

Published Sources)   

Fleischer, Aliza 
and Daniel 
Felsenstein  
 

2004 Face-to-face or 
cyberspace? Choosing 
the Internet as an 
intermediary in the 
Israeli travel market 

Positivism Quantitative 
(Internet Survey) 
 

Law, Rob, 
Kenith Leung 
and  R James 
Wong 

2004 The Impact of the 
Internet on Travel 
Agencies 

Positivism Quantitative - 
(Questionnaires) 

Marcelle, G. 2004 Mobilising ICTs for 
Caribbean 
Development: An 
Agenda for Action 

Post-Positivism Qualitative-PLA 

Sigala, Marianna  
 

2004 ICT Paradox Lost? A 
Stepwise DEA 
Methodology to 
Evaluate Technology 
Investments in 
Tourism 
 

Positivism Quantitative - (Data 
Envelopment 
Analysis) 
 

Plog, Stanley C  2004 Preparing for an 
Internet Future 

Positivism Quantitative - 
(Surveys) 
 

Bennett, Marion 
M. and Chi-Wen 
Kevin Lai  

2005 The Impact of the 
Internet on Travel 
Agencies in Taiwan 
 

Positivism Qualitative - 
(Interviews) and 
Quantitative 
(Questionnaires) 

Buhalis, 
Dimitrios and 
Peter O’Connor 

2005 Information 
Communication 
Technology 
Revolutionising 
Tourism 

Post-Positivism Content Analysis 
(Qualitative) 

Harris, Lisa and 
Kevin 
Duckworth  

2005 The Future of the 
Independent Travel 
Agent: The need for 
strategic choice 
 

Post-Positivism Qualitative - 
(Interviews) and 
Quantitative 
(Questionnaires) 
and Secondary 
Sources 
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Haughton, 
Michael and 
Audley Harris 

2005 The Role of 
Information and 
Communication 
Technologies in 
Hotels: A state of the 
art review and a case 
study  

Interpretivism Qualitative - (Case 
Study) 
 

Kaur, Jeswant  
 

2005 ICT for Hospitality 
Course 

Interpretivism Qualitative - 
(Media Interviews) 

Kiplangat, 
Joseph, Alice 
Kwake and 
Simon Mwangi 
Kariuki 

2005 Information and 
Communication 
Technologies (ICT) 
Adoption by Small 
and Medium Scale 
Enterprise (SME) 
Tourism Stakeholders 
in the Durban Region, 
South Africa  

Post-Positivism Qualitative - 
(Interviews) and 
Quantitative 
(Questionnaires)  

Liu, Si-qing 2005 A Theoretic 
Discussion of Tourism 
E-Commerce 

Post-Positivism Content Analysis 

OTF Group, 
USA  
 

2005 Improving 
Competitiveness and 
Increasing Economic 
Diversification in the 
Caribbean: The Role 
of ICT 

Positivism Quantitative-
Secondary data 

The Economist 2005 Flying From the 
Computer 
 

Post-Positivism Qualitative and 
Quantitative - 
(Media Interviews 
and Secondary 
Published Sources)  

Travel Agent  2005 Beat That, Expedia! 
 

Interpretivism Qualitative - 
(Media Interviews) 
 

UNCTAD 
Secretariat  
 

2005 ICT and Tourism for 
Development 
 

Post-Positivism Qualitative and 
Quantitative - 
(Secondary 
Published Sources)   

Pease, Wayne, 
Michelle Rowe 
and Malcolm 
Cooper  

2005 The Role of ICT in 
Regional Tourism 
Providers 

Post-Positivism Qualitative - 
(Secondary 
Published Case 
Studies) 

Bogdanovych, 
Anton, Helmut 
Berger, Simeon 
Simoff, Carles 

2006 Travel Agents vs. 
Online Booking: 
Tackling the 
shortcomings of 

Post-Positivism Qualitative - 
(Interviews) and 
Quantitative 
(Online 
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Sierra  
 

nowadays online 
tourism portals  
 

Questionnaires) 
 

Cheyne, Jo, Mary 
Downes and 
Stephen Legg 
 

2006 Travel Agent vs. 
Internet: What 
influences travel 
consumer choices? 
 

Post-Positivism Qualitative - (Focus 
Groups) and 
Quantitative 
(Questionnaires) 

Garbin 
Pranicevic, 
Daniela 

2006 Application of 
Information and 
Communication 
Technologies (ICT) in 
Tourism 

Post-Positivism Qualitative and 
Quantitative - 
(Secondary 
Published Sources)   

Hepp, Martin, 
Katharina 
Siorpaes and 
Daniel 
Bachlechlner 

2006 Towards the Semantic 
Web in E-tourism: 
Can Annotation Do 
the Trick 

Positivism Quantitative 
Analysis 

Mega Ace 
Consultancy 

2006 ICT Development 
Strategy for St. Lucia 
 

Positivism Quantitative 
(secondary data) 

Waller, Lloyd 
George 

2006 ICTs for Whose 
Development? 
 

Interpretivism Qualitative - 
(Exploratory 
Research Design) 

Berger, Helmut, 
Michael 
Dittenbach, 
Dieter Merkl, 
Anton 
Bogdanovych, 
Simeon Simoff 
and Carless 
Sierra 

2006 Opening New 
Dimensions for E-
Tourism 

Post-Positivism Content Analysis 

Connon, Neil, 
Maree Thyne and 
Kenneth Deans 

2007 Corporate Travel 
Procurement: the 
client/agent 
relationship 

Post-Positivism Qualitative - 
(Interviews) and 
Quantitative 
(Questionnaires)  

Felfernig, A., S. 
Gordea, D. 
Jannach, E. 
Teppan and M. 
Zanker 

2007 A Short Survey of 
Recommendation 
Technologies in 
Travel and Tourism 

Positivism Quantitative 

Kim, Don Jin, 
Woo Gon Kim 
and Jin Soo Han 

2007 A Perceptual Mapping 
of Online Travel 
Agencies and 
Preference Attributes 

Positivism Quantitative - 
(Questionnaires) 

Levy, Carlos 
Miranda 

2007 Information Society 
and Public ICT 

Post-Positivism Qualitative - 
(Interviews) and 
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 policies in the 
Caribbean: a review 
of advances and 
challenges, policy 
instruments and 
country experiences 
 

Quantitative - 
(Secondary 
Published Sources)  
 

Niininen, Outi, 
Dimitrios 
Buhalis and 
Roger March 

2007 Customer 
Empowerment in 
Tourism through 
Consumer Centric 
Marketing (CCM) 

Post-Positivism Qualitative 
(Content Analysis) 

Stockdale, 
Rosemary 

2007 Managing Customer 
Relationships in the 
Self-service 
Environment of E-
tourism 

Interpretivism Qualitative 
(Content Analysis) 

Buhalis, 
Dimitrios and 
Rob Law 

2008 Progress in 
Information 
Technology and 
Tourism 
Management: 20 
Years on and 10 Years 
After the Internet-The 
State of E-tourism 
Research 

Interpretivism Qualitative-Content 
Analysis 

Irvine, Wilson 
and Alistair 
Anderson 

2008 ICT (information 
communication 
technology), 
peripherality and 
smaller hospitality 
businesses in Scotland  
 

Positivism Qualitative - 
(Interviews) and 
Quantitative 
(Questionnaires)  

Longhi, Christian 2008 Usages of the Internet 
and E-tourism. 
Towards a New 
Economy of Tourism 

Interpretivism Qualitative-Content 
Analysis 

Shaw, Gareth and 
Allan 

2008 Knowledge Transfer 
and Management in 
Tourism 
Organisations: An 
Emerging Research 
Agenda 

Interpretivism Qualitative-Content 
Analysis 

Brunger, William 
and Sheri Perelli 

2009 The Impact of the 
Internet on Airline 

Interpretivism Qualitative - 
(Interview) 
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Fares: Customer 
perspectives on the 
transition to internet 
distribution 

 

Cassels  Kirk 
 

2009 Man vs. Machine Post-Positivism Qualitative - 
(Secondary 
Published Media 
Interview) 

Čech, Pavel and 
Vladimír Bureš 
 

2009 Advanced 
Technologies in E-
tourism 

Post-Positivism Qualitative-Content 
Analysis 

Chiam, Michael; 
Soutar, Geoffrey; 
Yeo, Alvin 

2009 Online and Offline 
Travel Packages 
Preferences: A 
conjoint analysis 
 

Positivism Qualitative - (Focus 
Groups) and 
Quantitative 
(Questionnaires) 
 

Chou-Kang, Chiu 2009 Understanding 
Relationship Quality 
and Online Purchase 
Intention in E-
tourism: A Qualitative 
Application 

Post-Positivism Qualitative(Content 
Analysis) 

Ku, Edward CS 
and Yi Wen Fan 

2009 The Decision Making 
in Selecting Online 
Travel Agencies: An 
application of analytic 
hierarchy process  

Positivism Quantitative - 
(Questionnaires) 

Lacurezeanu and 
Robert Coros 

2009 Users’ Evaluation of 
Tourism Sites 

Interpretivism Qualitative 
(Content-Thematic 
Analysis) 

Pei-Jung Lin and 
Eleri Jones 

2009 Perceived Risk and 
Risk-Relievers in 
Online Travel 
Purchase Intentions  

Interpretivism Qualitative - 
(Observation) 

 
Aleksandar, 
Pejić, Pletl 
Szilvester and 
Bojan Pejić 
 

 
2009 

 
An Expert System for 
Tourists using Google 
Maps API 

 
Post-Positivism 

 
Qualitative (Case 
Analysis and 
Content Analysis) 

Shaw, Gareth and 
Allan Williams  

2009 Knowledge Transfer 
and Management in 
Tourism 
Organisations: An 
Emerging Research 
Agenda 
 

Interpretivism Qualitative 
Analysis and 
Secondary studies 
(in depth interviews 
and surveys) 
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Mayr, Thomas  
and Andreas H. 
Zins  2009 

Acceptance of Online 
vs. Traditional Travel 
Agencies 

 
Positivism 

Quantitative - 
(Online and paper-
and-pencil 
Questionnaires) 

Uweigbe 
Uwalomwa and 
Olatunji 
Olubukunola 
Ranti  

2009 Adoption of 
Information and 
Communication 
Technology among 
Small and Medium 
Scale Enterprises in 
Nigeria  

Positivism Quantitative - 
(Questionnaires) 
 

Zelenka, Josef 2009 Information and 
Communication 
Technologies in 
Tourism - Influence, 
Dynamics, Trends 

Positivism Qualitative and 
Quantitative - 
(Secondary 
Published Sources)   

AL-allak, 
Basheer 

2010 Evaluating the 
Adoption and Use of 
Internet-based 
Marketing 
Information Systems 
to Improve Marketing 
Intelligence (The Case 
of Tourism SMEs in 
Jordan) 

Positivism Quantitative - 
(Questionnaires) 
 

Castillo-
Manzano, Josѐ  
and Lourdes 
López-Valpuesta  
 

2010 The Decline of the 
Traditional Travel 
Agent Model 

Positivism Quantitative - 
(Multinomial 
Longitudinal 
Model)  

 
Garín-Muñoz, 
Teresa and 
Teodosio Pѐ rez-
Amaral 

 
2010 

 
Internet Usage for 
Travel and Tourism: 
The Case of Spain 

 
Positivism 

 
Quantitative 
(Survey) 

Pestek, Almir  2010 Application of E-
Marketing Strategies 
in Tourism Sector in 
Bosnia and  
Herzegovina 
 

Positivism Quantitative - 
(Questionnaires) 
 

Terrero, 
Ruthanne 

2010 The Internet vs. The 
Volcano: Guess Who 
Won? 
 

Interpretivism Qualitative - 
(Media Interviews) 
 

Kamarulzaman, 
Yusniza 

2010 Geo-demographics of 
Travel E-Shoppers: 
An empirical analysis 

Positivism Quantitative - 
(Survey - Online 
Questions) 
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of UK Consumers 

Bertea, Patricia 
and Ovidui Loan 
Moisescu 

2011 Perceived Risk, Price 
and Online Travel 
Agencies: Does Price 
Always Matter? 

Positivism Mixed Method 
Quasi-Experiment 

Buyukozkan, 
Gulcin and Buse 
Ergun 

2011 Intelligent System 
Applications in 
Electronic Tourism 

Positivism Quantitative-
Secondary Analysis 

Cordeanu 
Agheorghiesei, 
Daniela Tatiana 
and Elizabeth 
Ineson  
 

2011 The Impact of Online 
Booking Systems on 
Customer Loyalty in 
Romania 

Positivism Qualitative - 
(Interviews) and 
Quantitative 
(Questionnaires)  

Kang Bomi 2011 The Impact of 
Channel Knowledge 
on Shopping 
Orientations in 
Consumer Buying 
Behaviour 

Positivism Qualitative - 
(Interviews) and 
Quantitative 
(Questionnaires)  

Kromidha, 
Jonika,  Brunilda 
Muca and Altin 
Sholla 
 

2011 Adoption of 
Information and 
Communication 
Technology in 
Albanian Tourism 
Industry in Global 
Setting: Challenges 
and Benefits   
 

Post-Positivism Qualitative-Content 
Analysis 

McGarry, Caitlin 
 

2011 Travel Agents say 
they offer better way 
than Web 

Intrepretivism Qualitative - 
(Media Interviews) 

Papanis, 
Efstratios and 
Eleni Kitrinou 

2011 The Role of 
Alternative Types of 
Tourism and ICT-
Strategy for the 
Tourism Industry of 
Lesvos 

Positivism Qualitative and 
Quantitative 
(Questionnaires) 

Papathanassis, 
Alexis and 
Friederike Knolle 

2011 Exploring the 
Adoption and 
Processing of Online 
Holiday Reviews: A 
Grounded Theory 
Approach 

Interpretivism Qualitative 
(Grounded theory) 
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The Methodological Narrative

The main perspective of this paper is an axiological one. Based on the table 
above, the preponderance of the positivist approach almost predetermines 
that the drivers of technology adoption bear some universal value. While 
the trend has been towards a pro-innovation bias, research has to take into 
account the axiology of  a researcher in a context that is slow on the uptake 
of ICT and allow for investigation that makes space for value judgements 
about technology itself and technology for tourism. 

From the three articles that were published in the year 2000, two used 
quantitative research methods and one was qualitative in nature. Wöber and 
Gretzel (2000) used a Structural Equation Model and the paper was entitled 
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Sangwon, Park, 
Dan Wang and 
Daniel 
Fesenmaier 

2011 Assessing Structure in 
American Online 
Purchase of Travel 
Products 
 

Positivism Quantitative - 
(Questionnaire) 
 

Sirawit Sirirak, 
Nazrul Islam and 
Do Ba Khang  

2011 Does ICT adoption 
enhance hotel 
performance?  
 

Positivism Quantitative - 
(Questionnaires) 

Mutaseb, Rami, 
Kleanthi 
Lakiotaki and 
Nikolaos 
Matsatsinis 

2012 Applying a Multi-
criteria Satisfaction 
Analysis Approach 
Based on User 
Preferences to rank 
Usability  Attributes 
in E-tourism Websites 

Positivism Quantitative 
(Online 
Questionnaire) 

Morris, Tracy  2012 Booking Vacations 
Through an Agent vs. 
Online Booking  
 

Post-Positivism Qualitative 
(Secondary 
Sources) 

Wen, Ivan 
 

2012 An Empirical Study of 
an Online Travel 
Purchase Intention 
Model 
 

Positivism Quantitative - 
(Structural 
Equation 
Modeling) 

Pesonen, Juho 
Antti 

2013 Information and 
Communications 
Technology and 
Market Segmentation 
in Tourism: a Review 

Post-Positivism Qualitative-Content 
Analysis 
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Tourism Managers’ Adoption of Marketing Decision Support System. Lang 
used a survey instrument to conduct her research entitled The Effect of the 
Internet on Travel Consumer Purchasing Behaviour and Implications for 
Travel Agencies. However, in the article entitled Becoming Your Own Travel 
Agent: A Web of Potential and Pitfalls; Anckar and Walden used an instrument 
in which open-ended questions predominated. Given the quantitative mind-
set, the extent of qualitative methods included was restricted to the use of 
open-ended questions.

For example, a close look at the work of Athiyaman in 2002 reveals that the 
researcher utilised forty students and each was required to list the factors 
they associate with purchasing air travel online, state their beliefs about 
reference groups and list any factors that could help or hinder their online 
purchase. Describing this step as qualitative is quite restrictive in that the 
researcher only sought descriptive information from the respondents. The 
question arises as to whether more could be garnered from this qualitative 
aspect or whether this step was just done to better formulate the questionnaire 
that was put forward in the quantitative phase. It must be noted that in this 
research the use of mixed method is almost not complementary in that 
the information garnered in step one does not reinforce or disprove the 
information that was ascertained in step two. Rather, the method used in 
step one was done to refine the method that was employed in step two. In 
addition, the sample population used in step one failed to identify whether 
the respondents were internet users or non-internet users; however, given 
that they were all graduate students one is forced to make the assumption 
that they all fall under the internet users category. In light of the positivistic 
preoccupation, the methods employed, although expressed as mixed, only 
employed the qualitative to make the quantitative instrument more robust. 
An opportunity may have been missed to unearth why the respondents held 
these beliefs rather than just asking them to state these beliefs.

Greater attention was given to phase two in which a quantitative method was 
employed. The method of data collection was that of a questionnaire. For this 
component a total of 150 students were sampled. This raises the question of 
representativeness. The methodology fails to discuss the representativeness 
of the sample size.  The researchers sought to measure the attitudes of 
prospective internet users using the categories – cheap airfare, reliability of 
service and response time. The measurement used for these outcomes was 
a seven-step scale. The disadvantage of using such a scale is that it does not 
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tell the reader the extent to which number 5 on the scale differs from 6. If 5 
represents important and 6 very important what does the 1 point difference 
mean? What separates one from rating something important as opposed to 
very important?  More importantly, from the perspective of critical theory, 
which seeks to effect change, what can be done to attain this one point to 
make the item very important? The scales used to measure responses lack 
depth, given that the aim of the research was to measure and explain customer 
behaviour.

Similarly, Foucault and Scheufele (2002) investigate the motivations of 
students to purchase books online. The researchers utilised a cross sectional 
survey, which included close ended questions, open ended questions and 
free recall questions; a total of 156 students participated in the survey. Like 
the aforementioned study by Athiyman, the researchers sought to find out 
the percentage of participants who were inclined to purchase books online 
and those who did not, as well as their future inclination to purchase online. 
Moreover, the study sought to discern whether there was a relationship 
between privacy and online purchase behaviour by the students surveyed; 
however, the results indicated that no such relationship existed. While the 
research indicated that past online behaviour of students influenced their 
current and future inclination to shop online, the rationale behind the 
student’s initial act to shop online and the continuation of said behaviour 
was not explored. This can be attributed to the quantitative nature of the 
study undertaken.

In 2003 the debate was not significantly advanced based on more of the 
same being investigated and articulated, with simple contextual differences. 
The intention to use (Davis, 1989) technology was studied in China, New 
Zealand, Serbia and Montenegro, with much of the same methodological 
underpinnings. For example, Mills and Morrison (2003) employed a 
quantitative methodology and method for their study, an investigation of 
customer satisfaction with travel websites in which a questionnaire consisting 
of 68 questions was used. The questions on the instrument were measured 
using a five point Likert scale where one represented ‘disagree strongly’ 
and 5 represented ‘agree strongly’. The questionnaire lacked diversity and 
range in the response options given to the respondents. The researchers’ aim 
to measure customer satisfaction with travel websites would require greater 
detail. Firstly, the grouping and configurations of multiple stages were 
cumbersome and difficult to understand from the reader’s perspective. In 



47Technology Adoption Research in the Travel Industry                      

addition, the fact that the research started out with 68 questions and then 
some questions were eliminated based on correlations without explaining the 
underlying meaning seems subjective and moves away from the positivistic 
nature of quantitative methodology. An element of deeper exploration may 
have been more fruitful in determining the deeper drivers of satisfaction of 
online customers of travel. 

In 2004 all but one article (Marcelle, 2004 ‘Mobilising ICTs for Caribbean 
Development: An Agenda for Action’) adopted quantitative methodologies 
and methods. Similar to the case of 2003, this did little to broaden the 
discourse. A paper by leading authors in the field, Law, Leung and Wong 
(2004), used a convenience sample and sought information from travelers 
who had experience using travel websites. Using a quantitative methodology, 
the researchers were able to quantify the overall impact the internet has on 
travel. They were able to determine how many people used the internet 
for travel purposes and the factors that contribute to using web agencies 
versus traditional travel agents. This did not however identify differences of 
context because it lacked the depth to unearth counterintuitive factors. The 
deterministic nature of the work also makes the apriori assumption that a 
propensity towards online booking is universally beneficial. 

There was some advancement to the technology and tourism debate in 
2005 due to a broadening of methodological approaches. The discussion 
amounted to more than tautological context driven replication through a 
number of papers. Most notably the work of Liu (2005) provided explanatory 
robustness that espoused that tourism e-commerce informationises its value 
chain, resulting in numerous value-generating strategies such as value 
extraction, value capture, value addition and value creation. This work 
created a platform for future research into these niche areas within tourism 
and technology research. 

The year 2006 saw a year of exploratory research that began uprooting 
explanations about why technology adoption was not uniformed. This 
meant that more qualitative lenses were used. The result was that greater 
light was shed on why the Web seemed to be winning the war against brick 
and mortar travel agencies in some contexts and why there was a lag in other 
contexts. As such, new dimensions for E-tourism were uncovered through 
the work of Cheyne, Downes and Legg (2006) and Berger, Dittenbach, 
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Merkl, Bogdanovych, Simoff, and Sierra (2007). This also marked the year 
for deeper discussions about ICT and its role in development.

A Marginal Shift

The span 2007-2008, saw a shift to qualitative research, which continued 
into 2009 to some extent. With 20 solid years of post-internet e-Tourism 
research, theorists shifted focus and the onslaught of content analysis 
began. There was now sufficient research for this kind of approach to be 
taken. This however was the extent of the qualitativeness of the research by 
leading authors in the field such as Buhalis and Law (2008) as they sought 
to chronicle the progress of technology and tourism research. Numerous 
other researchers took that approach from 2007 to 2009, with only Brunger 
and Perelli and Chiam, Soutar and Yeo both in 2009 using mixed methods 
and Terrero (2010) using qualitative methods for primary research. This 
may be considered to be the largest period of growth in the literature as 
the field began gaining in popularity and there was wholesale embrace of 
cross-disciplinary research. It is here that the role of culture and leadership 
styles is frontally assessed. This was a product of shifting methodological 
philosophies and methods, which led to the unearthing of previously ignored 
underlying factors.

The shift in approaches was short-lived as 2009 saw a return to dominant 
quantitative research. By 2010, all except one paper were heavily quantitative.  
The challenge up until this point seemed to be a challenge in finding balance. 
The pendulum for research on technology adoption in tourism swung from 
extreme positivism to interpretivism. Whenever constructs within the field 
were novel, qualitative research gained in popularity. The result was that the 
debate advanced rapidly between 2007 and 2009 and then went right back to 
being driven by causation, which is inherently positivist. 

The period 2011-2013 saw the greatest balance between quantitative and 
qualitative research in e-Tourism studies (see table 1). These three years had 
an equal number of purely quantitative and purely qualitative journal articles, 
with the heaviest focus on mix-methods data collection and analysis. Given 
the decades of imbalance, it is however, too early to make the claim that 
these observations are paradigmatic.



49Technology Adoption Research in the Travel Industry                      

A Rationale for Critique

Research in technology and tourism is so pervasive that it cuts across 
disciplines and produces a multiplicity of thematic considerations. The most 
profound has been tourism services, given the fact that services, in particular 
travel, account for the largest percentage of online sales globally. Although 
the global picture may not be true for some smaller developing states due to 
issues of the global digital divide, this development sparked a proliferation 
of research in tourism and travel services. 

Tourism Services Research

One of the main services evolving to rapidly change the face of tourism is that 
of information communication technology (Buhalis and O’Connor, 2005). 
The study by Buhalis and O’Connor (2005) examined the literature on the 
current trends in ICT. They examined, through the literature, its evolution 
including the Global System for Mobile Communication (GSM), Wireless 
Application Protocol (WAP) and General Packet Radio Service (GPRS).  In 
light of the fact that they were not studying the impact on the industry in 
terms of people, but more on options available,  the use of content analysis 
was quite directed on the linkages regarding networking, information 
management and intelligent applications. This qualitative technique is 
appropriate based on the objectives of the study. 

Hepp, Siorpaes and Bachlechner (2006) conducted a similar study using 
quantitative analysis to examine the impact of the semantic web on tourist 
consumers in the accommodations sector. An ordinal scale was developed 
for the amount of information in each category ranging from none (0) to 
comprehensive coverage (5). To complete this study a random number of 
100 accommodation providers were chosen and their info-availability then 
checked. They found that approximately half the websites had sufficient 
coverage information about the location, room features and so on. The study 
produced descriptive statistics quoting percentages but making no inferences. 
While the sample size did not lend itself to deeper analysis, this work may 
have been strengthened through interviews with a few accommodation 
facilities within the sample. The work however, provided useful information 
on the types of online information available to consumers. 



50 Journal of Eastern Caribbean Studies

Liu (2005) qualitatively analysed content by discussing previous material 
that had a positivist undertone. This assisted in strengthening her arguments 
about the impact of e-Tourism on consumers without primary research. This 
is also seen in the fairly exploratory work of Bogdanovych (2006), where 
in presenting an overview of new dimensions in e-tourism, they examined 
various authorships and their products which unearthed new concepts such 
as ‘itchy feet’ in a surreal e-Tourism world of consumers.

Chou-Kang (2009) used qualitative analysis to assess the underlying 
mechanisms regarding online purchasing of services and relationship quality, 
which the author has noted is problematic since it is intangible and more 
difficult to evaluate.  Relationship quality was a construct in travel agents 
and the services provided; plus satisfaction with travel agents and service 
provision. The variables included: perceived incentive, perceived service 
quality, perceived ease of purchasing, perceived usefulness which impacts on 
relationship quality (mediator) impacts on online purchase intention. Given 
that this paper intended to analyse the underlying mechanisms previously 
listed, its methodology may be considered intensive and not necessarily 
extensive. The sensitive nature of the data needed a qualitative approach. 
The results of the study revealed that when there is decreasing relationship 
quality, online purchases also go down. Hence the recommendation from the 
paper is to invest in customer relationships/feelings. 

There are instances in which the positivist approach may not be completely 
substituted by the interpretive, particularly in cases where extensiveness 
is paramount. For instance, Garín-Muñoz and Prez-Amaral (2010) in their 
study on internet usage undertook a consumer perspective.  They improved 
on their 2009 paper where secondary data was used regarding gender, 
age, education, income level, computer literacy and internet confidence as 
predictors of internet usage for travel planning. In an improved version of 
the paper, the authors conducted a household study of 16,248 households 
using the Spanish Domestic and Outbound Tourism Survey (Familitur). The 
approach taken by the authors was first descriptive and then explanatory 
of e-Tourism acceptance in each region; this allows for comparability. The 
dependent variables were information, reservation and purchasing. The 
independent variables were income, education, travel frequency, age, gender, 
transportation mode, destination, internet frequency, broadband penetration 
and internet penetration. The associations were found using the best linear 
unbiased estimator (BLUE). Since this study was formulated for model 



51Technology Adoption Research in the Travel Industry                      

predicting, the positivist approach was ideal. The factors that were significant 
included age group (35 – 44), internet penetration on all dependent models 
previously listed, mode of transportation and destination. 

The fundamental point to be made is that the research in the area of e-Tourism 
services has contributed significantly to our understanding of concepts and 
constructs that uniquely influence systems and behaviours. This is particularly 
true, where appropriateness takes precedent over methodological biases and 
preferences. 

Weaknesses of the Purist Interpretivist Approach

Quantitative researchers typically think about variables and convert them 
into specific actions during the planning stage, while qualitative researchers 
seek to identify measurement from the variables that emerge during data 
collection. The quantitative researcher therefore constructs measurement 
techniques that bridge the gap between concept, variables and data before 
going into the field. On the other hand, the qualitative researcher reflects on 
the general ideas and concepts that emerge from a preliminary conceptual 
framework and then identifies ways in which these may be measured based 
on responses. For example, a qualitative researcher looking at ownership/
leadership attitudes may conduct a semi-structured interview, which may in 
fact reveal that these attitudes are more reliant on an affective component 
based on a manager’s response to the open-ended questions. At that point, 
the researcher would seek support in previous research.

Neuman (2006) argues that qualitative researchers typically do not refine 
abstract ideas into theoretical definitions early in the process. Instead, 
rudimentary working ideas are refined during the data collection and analysis 
process. Through gathering and analysing qualitative data, the researcher 
develops new concepts, formulates definitions for major constructs and 
considers the relationships among them. These are eventually linked to 
create theoretical relationships. Conceptualisation therefore flows from the 
data which has been collected. This is closely aligned to grounded theory 
and the author accepts that this is a purist approach and that many qualitative 
projects adopt a process where conceptualisation occurs before data 
collection. Nonetheless, this allows for a critical reflection on qualitativeness 
at the extreme end of the continuum.
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As stated earlier, operationalisation in this process comes before 
conceptualisation. It, however, still takes place during data collection and 
analysis. The operationalisation of qualitative research is a description of 
how working ideas were developed while making observations and collecting 
data. It is more of an ‘after the fact’ description than a pre-planned technique 
that shows how constructs are created from the preliminary ideas about this 
data. 

The major challenge is that of measuring qualitative research. The concepts 
of reliability and validity are typically notions within the positivist paradigm. 
While reliability addresses the extent to which results are consistent over 
time or generalisable, validity is concerned with the extent to which a study 
measures that which it intended to (Golafshani, 2003). Despite the reliance 
of interpretevists on confirmability, dependability and consistency (Burns, 
2000), positivists (Vaughan, 2008) largely hold that these do not sufficiently 
compensate for the lack of exactness associated with being able to test and 
re-test phenomena.  Whereas these two issues may never be fully resolved 
in the qualitative paradigm, there is still a need to demonstrate that research 
in this paradigm is credible and trustworthy. 

Conclusion

While the debate has existed mainly between positivism and interpretivism, 
and while these have both influenced the methods employed in numerous 
research projects, this work posits that critical social science is a useful 
philosophical underpinning for research of this nature with numerous layers 
and constructs to consider. Embedded in critical social science is the idea 
that there is an opportunity to provide critique that reveals true conditions and 
help people into action (Neuman, 2006). It focuses on supplying individuals 
and societies with the tools needed to change the world around them. More 
importantly, it allows for exploration through multiple layers beneath the 
surface, to uncover underlying structures, and highlights that the purpose 
of social science is to understand social meaning in context. A dialectical 
orientation is adopted as knowledge allows people to see and alter deeper 
structures. Fundamentally however, the primary reason for research under 
this paradigm is that it aims to smash myths and empower people to change 
society (Neuman, 2000). 
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In terms of technology and tourism, this validates the need to explore 
context to identify the multiplicity of considerations facing local agencies, 
as opposed to adopting a ‘one-size fits all’ approach that would immediately 
suggest that the drivers of diffusion of innovation and technology acceptance 
are universal. It also supports the idea that the firms should never be 
comfortable in existing situations but attempt to explore all possibilities, 
to include threats and opportunities. Research in the field should aim to 
address the issues through deep explorations into the thoughts and feelings 
of stakeholders to gain explanatory insights. This neither presupposes a 
positivist or interpretivist stance but allows for appropriateness to be the 
primary driver for research design. 
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Abstract

It is no surprise that with the advent of globalisation, the 
educational system and by extension teachers, are scrutinised 
and urged to keep up with the modern advances. Simultaneously, 
gender equality continues to garner particular recognition and 
support as a pertinent part of development globally. It is now 
seen as a main and necessary reality, a lens through which all 
aspects of development must be viewed. Resultantly, a gender and 
human rights exploration of the educational system can highlight 
the unequal power relations and injustices which exist. Teachers 
are therefore encouraged to engage in continuous educational 
training such as differential teaching techniques and ‘positive 
behavioural management’ techniques to be more productive as 
they engage differential learners. The practicality of such changes 
and development is hindered by systemic restrictions which are 
often ignored. The programs and policies advocated are often 
decontextualised rendering them ineffective as they ignore the 
gender inequality between teachers and thus the opportunities 
available and accessible to them. Hence, an exploration of the 
experiences of some teachers in Barbados sheds light on the 
inequality within the profession that often restricts teachers from 
gaining the continuous education recommended. 
  
Key Words: Gender inequality, Development, Productive 
Education,   Teachers
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Introduction

Teachers occupy very strategically pertinent positions within the development 
of citizens and thus society (Miller, 1999). According to UNESCO’s 
report, ‘regardless of the institutional arrangement and the resources of an 
education system, its quality cannot be better than the quality of its teachers’ 
(UNESCO/OREALC, 2012, p.17). Teacher Education is therefore defined 
as ‘that component of the education system which encompasses all activities 
that relate to and support the professional development and growth of 
teachers throughout their careers’ (Mark, Joseph, and Remy, 2005, p. 7). 
While there have been decades of research and programmes to enhance the 
development of teachers, significant challenges persist. However, according 
to Jules ‘… a major driver of educational progress in the Caribbean in the 
past 20 years has been international trends in education that have been 
pushed and promulgated by the intellectual financial complex’ (World Bank, 
UNESCO, and major donor agencies) (2010, p. 2). This means that more 
often than necessary, the transplanting is ineffective in a culture such as the 
Caribbean’s. Thus Jules calls for a ‘new vehicle of human empowerment and 
social transformation’ (2010, p. 2). I argue that this new vehicle can be more 
effective if it is driven by gender ideology and practice which centres the 
individual’s circumstances and takes into consideration the issue of power 
and gender relations.

In 2000, Caribbean countries renewed their commitment to the ‘Education 
for all initiative’ pledging, among other things, to ‘offer teachers high 
quality academic training that is linked to research and the ability to produce 
innovations and that prepares them for carrying out their duties in diverse 
social, economic, cultural and technological contexts’(UNESCO, 2000, p. 6). 
Using the commitment as a guiding tool, this article attempts to deconstruct 
teacher education through the lens of gender equality.  It stems from a larger 
study which explores the work and family life balance of twenty-one women 
within the context of globalisation in Barbados. This article will use the 
experiences of three participants from the study who are primary school 
teachers as a means to offer practical examples of the challenges. It does 
not attempt to be generalisable merely from the use of these examples, but 
rather seeks to deepen the argument for a gender lens analysis to the goal of 
continuous teacher education programmes and policies.
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In its attempt to deconstruct continuous teacher education through the use of 
a gender tool of analysis, this paper examines the definition of Continuous 
Teacher Education (CTE), how it is intended to work, the advantages 
and disadvantages of CTE, some of the challenges faced by teachers – 
specifically women who balance work and family life - in engaging in CTE 
programmes, and finally it offers a few suggestions of how CTE can have a 
greater impact. 

Education, training and professional development continue to be focal areas 
in promoting human resource development as countries seek to remain 
competitive and to be successful in the modern global economy(Cochran-
Smith, 2001). CTE encourages teachers to pursue educational opportunities 
and training throughout their career, but there is no evidence that the 
programme developers are aware of the micro level (personal and gendered) 
factors that affect a teacher’s choice to pursue or reject a course of advance 
education. Rather, the programmes appear to be driven by macro policies 
(regional and international) (Cochran-Smith, 2001). Cognisant of this, 
a major policy of Barbados is to sustain its investment in Human Capital 
Development through the provision of an effective education and training 
system (Development, Labour, and Committee, 2010). A teacher’s goal 
is not only for knowledge and skill honing, but also for salary increases 
and promotional opportunities as well as job security (Mark, Joseph and 
Remy, 2005). According to the Barbados Human Resource Development 
strategy for 2011–2016, the ‘development of human potential’ is based 
heavily on ‘learning and a sound education’ as continuous learning ‘helps to 
foster the ability to think, create, and solve problems’. Continuous lifelong 
learning maximises the ‘talents and skills of individuals’, leading to greater 
productivity and personal, as well as societal advancement (Ministry of 
Labour, 2010, p. 53).

Therefore, the Barbados Ministry of Labour asserts that ‘to be effective, 
education and training must be responsive to the specialised and immediate 
demands of employers. It must also be flexible and accessible to accommodate 
varying individual schedules, learning styles, and abilities’ (2010, p. 49). 
While this is certainly an improvement, it still remains incomplete as it 
merely touches the surface of a deeper issue. Continuous training and 
education for teachers must not only be available to all (equality), but in 
being accessible and flexible, it must recognise and address those inherently 
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gender discriminatory practices of programmes towards teachers who face 
different challenges such as single parent teachers (gender justice). Hence 
there is a need to define ‘flexible’ within these programmes, as perhaps 
it is the absence of this clause in the conception of continuous education 
programs that presents multiple challenges for some teachers. 

Thus both the personal and national objectives of CTE are affected by 
many factors especially the operation of power within and without gender. 
We often forget the gendered ideology upon which labour policies and 
organisations operate, thereby ignoring how power constructs influence the 
process and outcome. It is important to understand the coloniality of labour, 
that is, the social organisation of labour and division of work sustained by 
this system of cultural codification (Gutierrez-Rodriguez, 2014, p. 5). This 
coloniality of labour is a part of the coloniality of power which establishes a 
societal system of exploitation based on the correlation of ‘race’ and value. 
During and emerging from slavery, labour was ‘racially codified’ where the 
labour power extracted from blacks was seen as inferior and conceived as 
‘free exploitable labour’ (Gutierrez-Rodriguez, 2014). Thus the colonised 
were seen as ‘objects’ of exploitation. After emancipation, ‘this logic of 
subjugation inherent in the establishment of a racially coded social system’ 
(Gutierrez-Rodriguez, 2014, p. 5) became the basis upon which capitalism 
evolved, as the label ‘other’ was attached to different groups of people and 
became gendered within the sexual division of labour. Ann Oakley argues 
that ‘discrimination against women is still found in the law and it is codified 
in other institutional practices determining sex-differentiated rights and 
opportunities; but a more fundamental source of discrimination lies in the 
realm of social  attitudes and beliefs’, (1974, p.1). It is these ‘social attitudes 
and beliefs’ that govern the interaction of teachers, administrative personnel 
and CTE programs, often negating the well intentioned objectives and as 
Ball (1993, p.108) asserts, ‘it is not just a matter of what is said, but who 
is entitled to speak. The teacher is an absent presence in the discourses of 
education policy’, and herein lies the dilemma. 
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An Exploration of Continuous Teacher Education

The Past teacher versus the 21st Century teacher

Miller (1999) argues that following emancipation, there was an expansion of 
the education system to include all children, which warranted an expansion 
in the teachers available. He notes that the different levels of education 
became attached to race; primary school education was for the blacks, while 
secondary and tertiary education was for the more privileged class (Middle 
and upper respectively) and race (Miller, 1999). To accommodate the increase 
in pupils, an apprenticeship system was initially created which was the 
‘pupil teacher system of recruiting primary teachers directly from the ranks 
of the most able primary school students’ (Miller, 1999, p. 4). However, this 
was replaced by a system of recruiting teachers from high school graduates, 
many of whom then pursued teacher training. Stemming from the early days 
of emancipation where Christian education was the norm, teachers continue 
to exert significant influence over the moral training of children (Williams, 
2012). Thus, twentieth century teachers were expected to instill knowledge, 
values and a sense of respect and citizenship in students (Cooper and Travers, 
1996). In fact, Esteve (2000) recalls that in many Caribbean islands a teacher 
was even more respected than one’s parent (Williams, 2012).  However, 
as Esteve noted ‘teaching today is far more difficult than teaching twenty 
years ago and presents teachers with new challenges for the future’ (2000, p. 
197). Teachers in the twenty first century are expected to teach mixed ability 
children of different race, class and social environment whose personalities 
and behaviour embody this diversity. 

Twenty-first century classroom management requires sharpened fundamental 
skills associated with many other professions. Woods Jeffrey, Troman, and 
Boyle (1997) asserts that this was the reason for teachers disenchantment 
especially those who were not capable of reorienting their methods to 
cope with these new circumstances. Moreover, many teacher training 
programmes do not reflect changes in terms of techniques and skills which 
can assist teachers in grappling with these challenges (Esteve, 2000). Thus 
many teachers become overwhelmed often engaging in activities or training 
merely with the intention of leaving the teaching profession (Mark, Joseph 
and Remy, 2005). According to one of the participants in the study, while 
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there is a component of the teacher training programme at Erdiston1  which 
specifically looks at classroom management, it does not capture most of the 
realities that teachers encounter on a daily basis. In light of the global age 
in which we exist whereby what happens in the North also affects the South 
(Grewal and Kaplan, 1994), programs need to make an effort to include 
culture specific solutions. 

Globalisation has created a system where parents have less time to spend 
with children because of work and other duties (Chioda, 2011). It has further 
promoted a system of an ideal to have children involved in many extra-
curricular activities as possible, which is considered ‘good parenting’, 
without recognising the patriarchal  control mechanism built into it (O’Reilly, 
2010). Esteve (2000) argues that as a result, children’s emotional, moral and 
civic education is left primarily in the hands of teachers. A cycle is therefore 
created as some teachers are also mothers.

Early nineteenth century teacher education was intended to create a calibre 
of teachers who ‘would raise it at once to the ranks of a learned profession, 
worthy to command the best talents and the loftiest intelligence, and to be 
entered only, like law or medicine or theology, after the amplest professional 
training’ (Lanier and Little, 1984, p. 20). While perceived by the working 
classes as a respectable profession in the early twentieth century, one to 
which they aspired, teaching progressively became an inferior profession 
(Downes, 2003). Miller points to the gendered relation of power when he 
notes that ‘teachers’ relatively low status in society means that those in 
higher status positions can define their rights, duties and obligations as well 
as assess them. Further, one status group can present itself as superior to 
others by criticising them’ (Miller, 1999, p. 1). Here Miller conceptually 
defines power as control, but he fails to address the gender component of 
its construct and the ideology that informs the value and social rating of the 
post ‘teacher’. Therefore power is not necessarily possessed but is witnessed 

1Erdiston is the teachers college of Barbados
2Patriarchy is a system of male domination that is widespread but historically specific and can vary over 
time and context. Originally, this term was used to describe societies characterised by ‘the rule of the 
father’, that is, the power of the husband or father over his wives, children, and property. The term has 
now come to refer to the overall systemic character of oppressive and exploitative relations affecting 
women (Parpart, Connelly and Barriteau, 2000, p. 171)
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through the practices of gendered relations from one moment to the next 
(Ball, 1993). Hence, teachers became classified according to the level they 
taught and each level became superior to the previous.

Ironically, Miller (1999) argues that the teaching profession is dominated 
by females, a phenomenon which Downes (2003) interrogates and shows 
as more complex than Miller asserts. However, what Downes (2003) agrees 
with is that each school level, beginning from the primary, progressively saw 
an increase in males in the profession. In fact, this stemmed from the early 
belief that women were principally nurturers and should be assigned to the 
junior levels where children required more emotional attention (Downes, 
2003). This sexual division of labour in the workplace is a continued 
discriminatory practice, and a reflection of the politics of gender in CTE. 

The patriarchal system continues to discriminate against women through the 
silencing of their voices and the denigration of careers that are dominated by 
females. ‘It is not surprising therefore that public primary school teaching 
occupation still suffers from the mantle of inferiority that was placed firmly 
on it by racism and racial discrimination in the nineteenth century’ (Miller, 
1999, p. 4). Teachers at the primary level are accepted into the profession 
without the level of education that will be required from a secondary school 
teacher (Mark, Joseph and Remy, 2005). The content they are required 
to teach appears to be simple enough yet the work load exceeds that of 
secondary school teachers who specialise and teach one or two subject areas. 
Primary school teachers must parent the emotional needs of the children in 
their care (Giroux, 2004) while teaching at least eight (8)3  different subjects. 
Like other teachers, they must create lesson plans and in some cases, lesson 
webs. The work load and expectations of teachers appear only possible if 
they do not have a social or family life. 

In fact, Esteve (1986) notes that it was only in the early 1980s that the terms 
‘teacher stress’ and ‘teacher burnout’ emerged in pedagogical writings to 
capture what was happening with teachers as they tried to cope with the 

3Mathematics, Grammar, Composition, Comprehension, Spelling and Vocabulary, Social Studies, General 
Science, Health and Family Life Education. Other subjects such as Music and Spanish are usually taught 
by a special grade teacher but in some schools they are also taught by the same class teacher.
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changes. He defines ‘teacher burnout’ as ‘the permanent negative effects 
on the personality of teachers as the result of the psychosocial conditions 
produced by rapid social change when it directly affects the environment in 
which the teacher works’ (Esteve, 2000, p. 199). In describing her job, Joan, 
an infant level teacher, supports Esteve’s above assertion when she stated, ‘I 
find that it is a rewarding job but it’s also a job that you are easily drained…I 
spend the majority of the time doing what is considered my role, my job, and 
I am drained most of the time’.  This assertion highlights another challenge 
to CTE, time. The workload of a teacher is indeed great and as such, CTE 
should be more intricately tied to the duties of the teacher, either through the 
reduction of the formal teacher duties when one is pursuing training, or the 
provision of a teacher assistant to those who seek training, or the incorporation 
of the subject matter into the daily teaching routine of the teacher. At the 
beginning of each academic school year in Barbados, teachers take part in 
a week of professional development training and planning (Parris, 2002), 
yet there is no tangible benefit to this as teachers do not acquire any form of 
certificate of participation. Thus there is a need for programmes to be truly 
flexible, workable and tangible rewarding.

The Teacher’s Position in Continuous Education

Gender equality is one of the many buzz words in international talks 
about development. However, ‘gender’ is often defined in its basic form 
as ‘the socially constructed roles, behaviour, activities and attributes that a 
particular society considers appropriate for men and women’ (World Health 
Organisation). This is quite limiting and does not capture the reality of the 
word. Thus, Barriteau (2003) defines gender from her (1998) submission  as  
‘complex systems of personal and social relations of domination and power 
through which women and men socially created and maintained and through 
which they gain access to, or are allocated status, power and material resources 
within society’ (2003, p. 30). It thus represents a site of struggle not only 
between men and women but also between different groups of either men 
or women (Downes, 2003), and requires a visibility of the actors involved. 
Therefore, utilising a gender tool in the development of CTE programmes 
allows for them to be more cognisant of the power dynamics and flexible 
as intended. Gender justice compensates for the differences that exist by 
providing assistance to the disadvantaged and in so doing, illustrates the 
centrality of teachers to the process of effective CTE. The study from which 
this paper sprouts, highlights the importance of gender justice, as a part of 
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the gender tool, in developing work and study programmes as many of the 
challenges that people face are gender based. Hence, as CTE programmes 
attempt to be more effective (UNESCO, 2000), there is a need for gender 
equity to inform the refinement of the programmes, and this can only be 
done through an understanding of the multifarious experiences of teachers. 

It is known that teaching is one of the lowest paid professions globally, with 
limited scopes for promotion (Miller, 1999). Thus, many teachers often 
pursue continuous educational training as a means out of the profession to 
a better paying career (Miller, 1999). The experiences of the teachers in this 
paper provide insight into how continuous education can actually benefit the 
teaching service through the retention of qualified teachers. They explain the 
challenges they face, and highlight how the disconnect between their work 
and family life negatively impacts their teaching experience and training. 

The role of a teacher is not only to impart knowledge, but to also care for the 
social and physical needs of those they teach (Giroux, 2004). Thus, continuous 
teacher education which focuses specifically on the development of skills 
to aid in the effective transfer of knowledge, ignores a vital component 
of teacher development. Giroux describes the teacher as a ‘transformative 
intellectual’ who produces and legitimises ‘various political, economic and 
social interests through the pedagogies they endorse and utilise’ (2004, 
p. 209). However, he notes that the educational reforms have ‘side lined 
teachers casting them in the role of high-level technicians who lacked the 
ability to provide moral and intellectual leadership for the nation’s youth’ 
(2004, p. 209). Yet, teachers are expected to exemplify certain characteristics 
such as ‘being fair, just and equitable and fostering a deliberative outlook 
among their students so that they might contribute to the development of 
a more democratic society’ (Williams, 2012, p. 9). Thus, there appears to 
be a disconnect between educational reforms and teachers’ reality. Gender 
analysis encourages recognition of people as social beings who impact and 
are impacted by their environment. Utilising this tool in the development of 
CTE forces one to recognise the teacher’s role and to establish programmes 
that consider the reality of the teachers.

The 2005 harmonised policy framework for teacher education in the region 
proposed many critical actions to address the issue of teacher development, 
noting the ‘centrality of teacher quality to the attainment of educational 
goals, and tacitly hints at a correspondence between teachers performance 
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and the quality of their working and living conditions and the perceived 
value placed on them by society’ (Mark, Joseph, and Remy, 2005, p. 9). 
Senator Hazel Manning points out that ‘the implication of globalisation 
makes it necessary to reform our education systems; for it requires us to 
adapt our own education content to meet not only our local demands, but 
also our international concerns’ (Manning, 2015). These changes continue 
to be limited and limiting because their ideological underpinning is not 
accompanied by systematic changes (Barriteau, 2003). Rather there is a 
blanket approach to the implementation of these changes. Jules argues that 

‘for a change in curriculum to have the desired impact and result, 
textbooks must mirror those changes, teachers must be oriented to 
them, instructional methods must accommodate, assessment and 
examination modes must test accordingly… even classrooms might 
need to be retrofitted to provide more conducive environments for 
new and different learning’ (2010, p. 2).

This is not the case in most (if not all) Caribbean islands. In Fact, Miller 
(1999) argues that the Caribbean’s educational reform and developments 
are generally adopted from Western systems whose economic resources 
are significantly different from that of the Caribbean, thereby contributing 
to its ineffectiveness in the Caribbean.  While the coloniality of power 
presents itself in Miller’s assertion, it is not recognised as such and thus 
is not addressed. At Erdiston Teachers’ Training College in Barbados, 
student teachers are encouraged to use technology (computer, projector, tape 
recorder, video camera, et cetera) as a teaching tool (Parris, 2002). Yet, in the 
workplace, many teachers do not have access to a computer of their own and 
many schools are not equipped with a computer lab. Thus, Fullan advises that 
systemic and wholistic change requires ‘the actions of individuals and small 
groups working on new conceptions intersect to produce breakthroughs’ 
(1993, p. 11); in other words, there is a need for cooperation  between school 
administration and teachers if change is to be effective. He adds that schools 
are ‘expected to engage in continuous renewal’.  Asserting that retention of 
the status quo results from a system of teacher training, school organisation 
and its culture, operationalised by the educational hiearchy’ (Fullan, 1993, p. 
3). Hence this power relation between the different spheres of the education 
profession acts as a barrier to enhancements. 
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Fullan (1993) is therefore proposing a new conception of teacher 
professionalism that integrates moral purpose and change agentry, one that 
works simultaneously on individual and institutional development. This is 
a necessary adjustment for a system such as what exists in most Caribbean 
islands where there is a tendency to adopt a particular strategy which does 
not coincide with the outcome one expects.

Teachers in Barbados: A few examples

While I wish to highlight some of the challenges to CTE through an 
exploration of the work/life balance, the examples I use to validate my 
argument in this paper are those of female teachers who are also mothers.  
This paper is part of a larger project which explores how women negotiate 
their responsibilities as mothers, employees and students. In my attempt to 
capture the experiences of women from across different social classes, I was 
fortunate to have three teachers included in the sample, which was acquired 
through snowballing. What was fascinating was the teachers perception 
of continuous education and the  manner in which they negotiated the 
teaching profession, CTE and home life. While they all stated that their 
skills are honed by their experience of motherhood, this is not to conclude 
that mothers make better teachers in any way but rather it highlights how 
inseparable the roles can be in this career. These three women are primary 
school teachers: one in the early childhood department, the other in the upper 
juniors department and the third is a specialised teacher attached to a learning 
impaired child. Two women are Barbadians with one child each under the 
age of six years old, and the third is a non- national with two children. Two 
of the women work in the private school setting and the other works in a 
government school. While they enjoy teaching, they do not all feel positive 
about the profession given the high demands and minimal monetary reward. 
In fact, they all have embarked on continuous education training, one with 
the intention of remaining in the service; another with the hope of being 
appointed so she can then apply for a position in the Ministry of Education; 
and the third just wants to leave teaching completely. Understanding the 
factors that affect these diverse choices can definitely provide insight into 
how continuous teacher education can be better framed to actually achieve 
its intended objective.

Since teachers are humans who interact with one of the most vulnerable 
groups (children), they need to be in tune with their own emotions and social 



73Continuous Teacher Education through the Lens of Gender Equality           

skills. The introduction of market forces into the relations between schools, 
means that teachers are now working within a value context in which image 
and impression management are more important than the educational 
process. Elements of control have shifted from the producer (teachers) to the 
consumer (parents) open enrolments, parental choice and per-capita funding. 
In relations with parents, the use of performance indicators and tests places 
achievements of students and the work of teachers in a new perspective.  
Sandra is a thirty year old single mother who works in the public school 
system as a special aid teacher. She explains that she did not want to teach 
but it was the only job she got after completing her degree. However, she is 
grateful that she is attached to a specific student who has a mild disability but 
can function in the normal school setting with assistance, rather than a class. 
When asked how she feels about her job, Sandra explains that ‘there are so 
many problems in the classroom, I don’t know how teachers do it, I think I 
would have quit already’.  Esteve (2000) speaks to these social challenges 
faced by teachers who are sometimes ill-equipped to manage and thus often 
leave the profession. However, like many other teachers who remain in the 
job despite their challenges, Sandra notes that she cannot afford to resign 
because she needs the money, especially since she has a child. Sandra credits 
being a mother for her attitude change towards teaching when she notes, 

‘I find that I am, not that I wasn’t a caring teacher but I find that I 
look out more for children. Now that I understand what it’s like to 
be a mother and the little issues that the children have, you know I 
take that a bit more seriously now and, I find that you become more 
motherly then to children not saying that I used to be some big rough 
person that didn’t used to take on children. It’s different and then 
when parents air their concerns you could actually relate now to 
what they are saying like the say well my daughter am, didn’t want 
to come school this morning, you know some little frivolous excuse 
I now can relate to this cause my daughter does the same thing on 
mornings....you know parents would come in with these excuses and 
I’ll be like, for real, they for real, they got to be telling lies on these 
children cause can’t be telling me.......and its only now that I can 
appreciate when their parents come to you with these issues with 
their children quite honestly… So mother to mother it is a better 
relationship than teacher to mother. Mother to mother is much better 
that’s the honest truth’.
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Sandra’s ability to empathise with her students and parents proved beneficial 
to all persons involved especially the children. She can quickly differentiate 
between issues of a serious nature and those that are not. The skills learnt 
from her degree in Psychology are now put to use as she has developed 
a deeper interest in her students’ lives. Hunt asserts that all teachers are 
psychologists too because ‘how a teacher-as-psychologist thinks may be 
understood by identifying both the teacher’s conceptions of students, of 
teaching approaches, and of learning outcomes, and the interrelations among 
these conceptions’(1976, p. 3). Sandra’s conception of her students was seen 
through her role as mother, and it is this role that primarily dictates her choices 
for continuous education. Hence, CTE programmes should allow for the use 
of teachers’ personal experience in developing their unique teaching strategy 
rather than attempting to create a standardised teacher (Fullan, 1993). Of 
course protocol and principle can be maintained if this strategy is assessed in 
teacher evaluation sessions. Describing how she manages her roles, Sandra 
admits that she can only pursue a graduate program at The University of the 
West Indies (UWI) because she is not a regular class teacher,

well if I was a regular class teacher it would be extremely difficult 
because you have to plan work, you have instructional plans to hand 
in, curriculum webs, correcting a whole set of books, it would be 
hard, but unfortunately because I just  sign4  for right now it’s not 
that difficult. But in terms of balancing Cave Hill and my daughter 
that’s where the challenge is; Because you have assignments, you 
have readings to do and sometimes it’s either or, and most of the 
times I’m going to pick my daughter cause at the end of the day 
I’m a mother first and then anything else after and I have that 
responsibility to my daughter.

Understanding the reality of teacher’s existence allows for the creation of 
programs that are more suitable for their lifestyles (Hunt, 1976). Teachers are 
humans as well and the choices they make in reference to remaining in the 
teaching service and continuous training, depends heavily on social factors. 
It is therefore important that programs be skill specific and easily accessible 
to all teachers (Miller, 1999).  Presently, most persons who attend Erdiston 

4Sign language for a hearing impaired student
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are expected to continue their full time employment with only a day release 
(Parris, 2002). Parris (2002) boasts that Erdiston requires the best from all 
student teachers including the thorough planning and delivery of content to 
the children. Dawn recalls that while working at a private school she saw 
three teachers pursue a diploma in education: a young married male, a single 
female and a middle age mother. She recalls that it was so stressful for them 
that they all contemplated quitting on many occasions. However, it was the 
middle aged mother who could not keep up with her duties as student, mother 
and employee. She therefore left the program after the first term. She did not 
receive any certificate reflecting the time she spent at the college, nor was 
she given the option of continuing on a part time basis or after a short leave. 
‘This is why people don’t like these long teachers’ training programs that 
only qualifies them to teach’, Dawn notes, indicating her reluctance to attend 
the college. This scenario showcases the lack of flexibility in some CTE 
programmes, which discourages some from pursuing that route. CTE should 
not only contain elements of academic teaching but other skills which will 
be useful in and outside of the classroom. 

The Reality of Continuous Teacher Education

The overall objective of teacher education is to ensure that students learn 
and achieve their maximum potential. However, this outcome is not only 
affected by the teacher but by other external factors. Research suggests 
that successful student learning depends on ‘teachers’ abilities, teachers’ 
knowledge of subject matter and teaching methods and teaching experience 
along with small class sizes and the positive influences of small schools, are 
critical elements in successful student learning’ (Ferguson 1991 as quoted in 
Miller, 1999, p. 6). Every profession requires the proponent of continuous 
training to keep abreast with the changes in the world (Ministry of Labour, 
2010; Mark et al, 2005; Miller, 1999). The training should be specific to the 
practical requirements of the profession, which requires that those persons 
actually performing the task, should be included in the research which 
precedes the development of the programmes. This would give a sense of 
belonging and responsibility (Mark et al., 2005) as teachers need to feel 
empowered and personally invested in their career, seeking to constantly 
reform their purpose. 

Fullan believes that ‘teachers as change agents are career-long learners, 
without which they would not be able to stimulate students to be continuous 



76 Journal of Eastern Caribbean Studies

learners’ (1993, p. 4). It is therefore a necessity to examine the complete 
picture of a teacher’s reality in and outside of the workplace, centreing them 
in the plan for continuous teacher education. Mark et al., asserts that,

The Plan of Action admits to the centrality of teacher quality to the 
attainment of educational goals, and tacitly hints at a correspondence 
between teachers’ performance and the quality of their working and 
living conditions and the perceived value placed on them by society. 
The need for high quality academic and pedagogical programmes, 
the need to attract and retain ‘talented young persons’; ‘the need 
to professionalise’ teaching and the need to implement systems 
of teaching performance management for assessing quality and 
standards are among the critical needs addressed by the harmonised 
policy framework for teacher education in the region (2005, 9).

One of the stated objectives of the plan is to improve the quality of education 
by upgrading the status of the teaching profession and improving the terms 
and conditions of service of teachers. Six strategies are identified, however 
there is no explicit mention of improving the quality of teacher education 
programmes, the quality of teaching, or the quality of the teacher educators, 
all of which relate directly to teacher development. In general terms, 
programmes for training of teachers for the different levels and areas of 
specialisation in the education system have been, and in many cases are still 
being managed by different agencies and governed by different policies and 
regulations (Miller, 1999). This unequal power relation aims to advance the 
causes and benefits of one particular group. This is why there is a need for a 
gender tool of analysis to be used across all boards.  Once effectively utilised 
it makes obsolete any personal preference and agenda of the programme 
developers, thereby diminishing the inequality within the programmes which 
can affect their pertinence. 

Often, the content of the continuous education programmes are not suitable 
for all teachers, and they face institutional obstacles to implementation. For 
example, a Class 3 teacher who pursues an education diploma at Erdiston 
Teachers’ College will have serious problems during the teacher practice 
sessions. Class 3 is considered one of the most important classes since the 
Barbados Secondary School Entrance Exam syllabus begins in this class. 
A class 3 teacher cannot maintain the pace that Erdiston requires if their 
students are to complete the majority of the syllabus by Class 4. Thus power 
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has shifted from the teachers to the parents in relation to parental choice and 
per-capita funding in regards to private schools (Ball, 1993). This means that 
performance indicators and tests, places achievements of students and the 
work of teachers under great pressure. 

Hence, the practice of the teachers’ college is not in sync with the expectations 
of the Ministry of Education. Therefore, when Dawn, a Class 3 teacher was 
asked by her principal to attend Erdiston because all teachers needed to 
be trained by 2016, she began considering other programmes such as that 
offered by University of the West Indies, Open Campus. Unfortunately, this 
programme did not have the practice component required. Having taught 
briefly at the Class 1 level, she understood that her personality and strengths 
were more suited for children in the upper junior classes. Thus, after being in 
the teaching profession for over ten years, she began actively searching for 
a career outside of teaching. This is exactly what Esteve (2000) spoke about 
when he noted that excellent teachers who cannot adapt to the changes in the 
system often choose to leave as it contributes to a stressful state of existence. 
However as shown in Dawn’s circumstances, this is not to denounce the 
teacher as inflexible but rather serves to highlight the weaknesses in the 
teacher training programme that renders it asymmetrical with the reality of 
the education system’s expectation of the teacher.

There appears to be a disconnect between what is taught to teachers and 
what is expected of them by their employers (Williams, 2012), which 
suggests a need for program reform by the teachers’ college in collaboration 
with the Ministry of Education. Writing in 1984, Lanier and Little’s research 
discovered that the curriculum of initial and continuing teacher education was 
‘fragmented, shallow, and overly technical’; they also noted that ‘institutional 
policies, structures, and resources that might be expected to foster the quality 
of teaching and teacher education appear to do the opposite’(1984, p. 4). Yet, 
thirty years later, many of the Caribbean’s teacher training programmes are 
criticised for similar flaws by its graduates. In fact, one teacher in the study 
stated, 

I have a Dip. Ed and it taught me a lot in terms of planning and the 
use of manipulatives; but honestly, I can’t and won’t use a lot of 
what I was taught at Erdiston because it’s just not practical on an 
everyday basis, and I don’t have the time to make all those things 
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or the money to buy them. It’s too stressful and takes the joy out of 
teaching.

 
Therefore, as Lanier and Little recommended, ‘reform will have to be 
orchestrated through attention to a set of complex, interdependent factors’ 
(1984, p. 4). Thus, as outlined by the Barbados Ministry of labour (2010) 
formal continuous education programmes require further examination in 
terms of its usefulness to the reality of the job. The profession is already 
one of the lowest paid, so to further compound this with additional burdens 
such as cumbersome training programmes, can actually result in the exodus 
of experienced and valuable teachers from the profession (Esteve, 2000; 
Williams, 2012). Resultantly, ‘education planners would like information on 
current and future skill needs to feed into their plans for the post-secondary 
education and educational institutions, since the mismatch between skills 
supply and demand has high economic as well as social costs’ (Ministry of 
Labour, 2010, p. 42). If this is done then the Labour market analysis would 
help shape the curricula and the types of educational programmes to ensure 
that graduates are equipped with the appropriate skills for an ever-changing 
marketplace (Ministry of Labour, 2010, p. 42). What can further assist with 
the objective of the labour department is Miller’s (1999) recommendation 
that continuous education programmes can be informal in the frame of on-
the-job skill enhancement, through a mentorship programme.

The Challenges to CTE:  Access, Time and Incentives

The challenges that teachers face in accessing continuous training are 
numerous and diverse. For this section, I wish to use the voice of Dawn to 
exemplify the thought and negotiation process which affects the decision 
and also the effectiveness CTE. In this example, Dawn pursues a university 
education after teaching for two years in her home country5 where she 
recognised her incompetence to assist students in their social dilemmas.  

Dawn explains that having graduated from college she entered teaching very 
enthusiastically. As a secondary school teacher she was faced with a plethora 
of teenage problems mixed with social and family dilemmas. With the 

5For the purpose of anonymity the island is unnamed, but it is an OECS island.
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assistance of experienced teachers in her department she was very effective 
in delivering the academic component of her duties. However, she could 
not assist students with the social problems that they faced (Esteve, 2000). 
Having a desire in the complete well-being of her students she felt she was a 
failure and teaching became overwhelming. Thus, Dawn’s decision to pursue 
studies in psychology was partly because of her desire to help young people 
but her teaching experience also muddied her love of teaching. 

As a young mother-worker who wanted to pursue tertiary education, her 
options were significantly limited because of the courses available and the 
financial restrictions. The local UWI Open Campus did not offer any subject 
area she could have pursued. Thus, working within the limitations of the 
system, she opted to travel to the closest University.  She had no choice but 
to leave her two year old son with her mother while she pursued an education 
that would make life better for her family. While scholarships were available, 
they were to countries that were very far away (Cuba, Mexico and Taiwan) 
for subject areas that would take a minimum of five (5) years. This also meant 
limited visitations back home because of the cost of airfare. How could she 
study when she could not regularly talk to or see her son? She therefore, 
opted to fund her education to a desired location by means of a student loan. 
It is at this point I would like to trouble the concept of choice and equality. 
O’Reilly asserts that choice is a ‘fiction and a fallacy’ (2010, p. 8). Choices 
are defined by the society in which we live based on social markers such 
as race, class and gender. The combination of the different variables in one 
particular society forces one towards a particular option, which may not be 
what one wants but rather, may be the best option of what is available to 
them (O’Reilly, 2010). Hence, the patriarchal system maintains power over 
one’s action/choice while giving the façade of freedom. The assertion that 
all humans have equal rights by merely allowing women access to male 
dominated spheres, negates the differences which exists between men and 
women, and leaves structural inequalities intact (Barriteau, 2003).  It is 
because of this that while tertiary education is theoretically available to all, 
there is still no system in place to allow for vulnerable groups to actually 
access that right. This prevents parents, both local and regional, who do not 
have the support of extended family or friends, from pursuing CTE.  This is 
why Davison and Strickland (2000) postulates that women’s development 
freedoms requires change at the community level and institutional change 
at the district, regional, and national levels. It is also why the International 
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Labour Office (ILO) urges Caribbean countries to adopt a national gender 
policy and mainstream gender in all sectors and programmes as this will 
result in more family-friendly policies in the workplace [and learning 
institutions6] and promote gender equality (Dunn, 2004).

Aware of the sacrifices she had to make, Dawn ensured that her opportunity 
and money was not wasted therefore she worked diligently to excel in her 
studies. She added that ‘having a child to be a role model to, made me want 
to excel. This manifested in the working environment as well, making me 
a better employee as I did not only have to impress my boss, but I also had 
to set the right example of a model citizen for my son and the children in 
my classroom’. It is these motivational forces that must be captured and 
illuminated, as they are often ignored when conceptualising CTEs, resulting 
in them being seen as the least desirable options.

Teachers must have a sense of agency and autonomy. They must not be 
objectified as mere instruments in their profession but also as valuable 
human beings. Thus, CTEs must appeal to teachers. These programmes 
must be demand-driven which will require the ‘formulation of appropriate 
mechanisms and strategies to provide equal access to relevant, appropriate, 
and recognised programmes, courses and qualifications…’ (Ministry of 
Labour, 2010, p. 47). Miller speaks of ‘The High Standards/High Involvement 
Model of School Organisation’ where teachers are involved in the leadership 
of the school and ‘…staff development becomes a school site responsibility. 
Teachers develop knowledge and skills as a result of on-going formal and 
non-formal education, action research and participation in professional 
activities and professional associations’ (Miller, 1999, p. 8). Thus, there is a 
need to decentralise power in CTE programmes. 

Recommendations and Conclusion

Jules is proposing that with the advent of globalisation there is an 
increased emphasis on the information revolution and the changes it 
brings. Thus teachers will no longer be able to rely on the ‘traditional 
syllabuses and curricula’ as these will no longer be ‘adequate registers 

6Added by writer
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of received knowledge’ (Jules, 2010, p. 3). He predicts that ‘content will 
give way to competence; analytical skills will supersede memorisation; 
and interdisciplinarity will reinforce key competencies’ (Jules, 2010, p. 3). 
Moreover, continuous education should have a ‘higher profile in Barbados, 
both in terms of image and by providing incentives….’  (Ministry of 
labour, 2010, p. 44). Thus, the Barbados Ministry of Labour explains that 
continuous learning programs should be constructed in diverse ways such 
as ‘Knowledge work which includes professional development and on-
the-job education and training areas; Personal learning environments or 
self-directed learning using a range of sources and tools including online 
applications’ (2010, p. 45). Thus, teachers must be educated on how to 
select, access and use information available through online medium to 
harness their skills and benefit their students. 

In line with the gender equality agenda and the objectives of the Barbados 
human development strategy, continuous education programmes should 
consist of a series of short summer school courses that are specific to a 
particular area of teaching. Certification should also result in tangible benefits 
such as salary increases or teaching aid rewards as well as recognition. 
Esteve (2000) argues that in today’s world, social status is ranked in terms 
of earnings which further compounds the ‘collective identity crisis’ that 
teachers experience as their salary is one of the lowest in the government 
service. Thus, teachers’ morale must be seen as important and continuous 
education programs must seek to enhance teachers’ morale (Esteve, 2000). 
As a society, we must recognise the value of our teachers publicly and 
through tangible rewards. The community, parents and relevant authorities 
must respect and support teachers (Cooper and Travers, 1996). Given the 
economic crisis, a basic salary increase may not be possible across the 
profession, but other incentives such as a recognised national teachers day, 
the availability of subsidies for teachers such as tax exemptions or one 
hundred per cent mortgages and loans can certainly prove beneficial to the 
livelihood and status of teachers which in turn helps to maintain a strong and 
effective teaching service who take full advantage of continuous education 
programs.7 

7Combined opinions of the participants.
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Fewer and fewer persons are entering the teaching profession because of their 
‘love for the job’ as the job has become more demanding (Esteve, 2000). As 
the ‘global economy changes, so too are the requisite skills for employment’, 
thus, ‘an individual’s employability depends on the combination of their 
job-specific and soft skills’ (Ministry of Labour, 2010, p. 44). Continuing 
education should therefore not be restricted to formal education only, 
but rather should include ‘knowledge work’ education through the use of 
‘professional development programmes’ and more ‘on-the-job education 
and training areas’ (Ministry of Labour, 2010, p. 55). Through the use of 
gender tools which recognises and accounts for the coloniality of power, 
CTE can maintain a healthy work and family life balance of teachers. This 
adaptability can certainly enhance not only the effectiveness of CTE but also 
the reception of CTE by teachers. 
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Abstract

It is ‘sink or swim’ for novice teachers in Barbados as they are 
expected to ‘ride the waves’ of the education system without prior 
training. It is only after working in the school system that one 
becomes eligible for enrolment in teacher training programmes at 
the national teachers’ college. We argue that the established model 
of teacher training is no longer relevant to the future development 
of emerging Barbadian teachers for the 21st century. Hence, 
to advance this thesis we present: (a) the historical rationale 
for the current trajectory of teacher training in Barbados; (b) 
local literature about the prevailing controversies in teacher 
training and, (c) international research about the relevance and 
effectiveness of pre-service teacher training (PTT). We propose a 
new conceptualisation of teacher training entitled: the pre-service 
emerging reflective teacher training (PERTT) model; underpinned 
by policy recommendations and psychoeducational theory. This 
model provides a guiding framework for the modification of 
present education practices for novice teachers and highlights: (a) 
the value of guided reflective practices and instruction from more 
knowledgeable others; (b) the critical role of peer interactions (c) 
the importance of cultivating self-awareness, self-efficacy and 
self-regulation in prospective teachers; and, (d) the significance 
of PTT infrastructure in the development of emerging reflective 
teachers. Therefore, the implementation of the PERTT model will 
ensure the development of effective practitioners who can ‘stretch 
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inward’ to understand one’s intrinsic personal resources and ‘reach 
outward’ to effect change and manage the complex dynamics of 
school situations with which they will be confronted.

Key Words:  pre-service teacher training (PTT), emerging 
reflective teacher.

Introduction

It is ‘sink or swim’ for many novice teachers in Barbados as they are 
thrust into a sea of uncertainty and are expected to ‘ride the waves’ of the 
education system without sufficient prior training or experience. In Barbados 
the dominant route to entering a teacher training programme (as in many 
other parts of the world) is based on the belief that anyone can teach and 
therefore anyone can be a teacher (Shkedi, 1996; Tichenor and Tichenor, 
2005). Hence, all current teachers in Barbados would have been required 
to be qualified with either five Caribbean Secondary Education Certificates 
(CSEC) or a Bachelor’s degree in any subject area; at this point one can 
be employed as an ‘untrained teacher’. It is only after working at a school 
that these teachers would have become eligible for formal in-service teacher 
training programmes at the national teachers’ college, to obtain either an 
Associate Degree in Education or a Diploma in Education, thereby gaining 
either ‘non-graduate’ or ‘graduate’ trained teacher status, respectively (Parris, 
2002; Ministry of Education, Youth Affairs and Culture Barbados, 2001, 
Richardson, 2005). These qualifications are accredited by the University of 
the West Indies (UWI) and lecturers from the School of Education (UWI) 
moderate course assignments and assess student teachers during their final 
teaching practicum (Parris, 2002).

Teaching is a time honoured profession that is still considered to be an 
extension of the nurturing role of the mother (Bullough and Knowles, 1991; 
Lindley, 1996). Teaching is often perceived as progressing slowly from a 
primarily caring profession to an academic one (Jakku-Sihvonen and Niemi, 
2006). Moreover, current research in Latin America and the Caribbean has 
found that the teaching profession is plagued with low standards of entry 
into teacher education and teaching positions (Bruns and Luque, 2014; 
Rudder, 2015; Wolff and Castro, 2000), as is the case in Barbados where 
there continues to be, “low entry qualifications for the teaching service; . 
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. . and inadequate teacher induction” (Rudder, 2015, p. 125). Within the 
Barbadian context, more must be done to transform policies governing 
teacher education and improve the human and physical infrastructure within 
the education sector so as to increase educational and training opportunities 
for prospective teachers (Richardson, 2005).

Reflecting this concern, Professor of Economics and Pro Vice Chancellor 
of the University of the West Indies Office of Planning and Development, 
Andrew Downes, in his feature address at the Erdiston Teachers’ Training 
College 2015 graduation ceremony, stated that, there is a need for major 
policy reforms to improve teacher recruitment, training and teaching practice 
in Barbados. In addition, Professor Downes argues that teacher education and 
training provides the foundation for a competitive and high quality labour 
force and the contribution to the development of a country’s future human 
capital. Education reform therefore, must occur at all levels in Barbados 
and the wider Caribbean if all citizens (including teachers) of small island 
states are to develop and compete globally (Blom and Hobbs, 2008; Newton, 
1993; Parris, 2002; West Indian Commission, 1992). Moreover, ‘all teachers 
must get high-quality preparation’ (Thompson, 2012, p.2) as the quality of 
an education system depends on the quality of its teaching force (Feiman-
Nemser, 2001). Hence, the only way to improve teacher outcomes is to 
improve teacher instruction (Barber and Mourshed, 2007) as, ‘great teachers 
are not born but made through careful training’ (Thompson, 2012, p.2). 

Calls have been made to expand training modalities in Barbados by utilising 
a greater variety of options such as pre-service and job-embedded training, 
and that current teacher training institutions should be used in new ways as 
the country works towards professionalising teaching at all levels (Lucas, 
1996; Richardson, 2005). More specifically, the importance of pre-service 
teacher training has also been heralded by the Minister of Education of 
Barbados. Despite the current standard practice of employing untrained 
teachers in Barbados (Jones, 1997), the Honourable Ronald Jones in a 
2012, address at the Erdiston Teachers’ Training College stated that those 
going into the classroom must be trained and equipped with the relevant 
skills (Thompson, 2012). The call for pre-service teacher training (PTT) in 
Barbados dates back to as far as 1993 when the decision was made by the 
Cabinet of Barbados that Erdiston Teachers’ Training College, ‘should be 
restructured and mandated to deliver pre-service, in-service and continuing 
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education programmes for the professional development of teachers and for 
other persons interested in education and training’ (Lucas, 1996, p. 35).

Pre-Service Teacher Training: Definitions and New Developments

Many countries across the world offer PTT, however training models vary 
in duration, content and structure (United Nations Educational, Scientific 
and Cultural Organisation, 2011). PTT is organised in numerous ways, 
ranging from academic programmes at the undergraduate level to graduate 
programmes that take three to four years to complete (United Nations 
Educational, Scientific and Cultural Organisation, 2011). It should be noted 
that the traditional use of the term ‘pre-service’ teacher training within the 
Commonwealth Caribbean is distinctly different from its use in international 
literature.  As noted by Miller (2002) ‘pre-service’ programmes in the 
Caribbean have been traditionally used to describe the training of people 
currently employed in schools as untrained teachers. Hence, the ‘term initial 
professional training more accurately describes the Caribbean situation than 
pre-service teacher training’ (Miller, 2002, p. 16).

Despite terminology inconsistencies in Caribbean education scholarship, 
the distinction between in-service and pre-service teacher training has been 
made within the Barbadian context as exemplified by the 1993 mandate 
for Erdiston Teachers’ Training College where it is clearly articulated that: 
(a) the education training routes for pre-service and in-service teachers 
are different; and, (b) there is a need for both forms of teacher training in 
Barbados (Lucas, 1996; Rudder, 2015). For the purpose of this paper the use 
of an international definition of PTT is employed to describe the education of 
students who have not yet entered the teaching profession. That is, a college 
level student in a teaching degree programme that enters the classroom 
after acquiring a foundation in theoretical and practical pedagogical skills. 
These novice teachers then gradually enter the classroom under the guided 
supervision of an experienced trained teacher (Fajet, Bello, Leftwich, Mesler 
and Shaver, 2005). 

Given that there have been numerous calls for PTT in Barbados, (Downes, 
2015; Lucas, 1996; Richardson, 2005; Thompson 2012) it appears that 
Barbados is currently in the early stages of providing some PTT. However, 
there is still a lack of PTT opportunities available for individuals who 
want to teach at every level in the country’s current educational system; 
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that is, at the pre-primary, primary, secondary and tertiary level (Rudder, 
2015). For example, an annual, four-week, introductory course was created, 
which is delivered during the summer by the Erdiston Teachers’ Training 
College, ‘designed for prospective, untrained and inexperienced teachers 
at the primary and secondary levels’ (Parris, 2002, p. 3). More recently, 
as of September 2016, the Erdiston Teachers’ Training College will enrol 
60 students in a new full-time Bachelor of Education (Primary) degree 
programme, with the projection of those graduates entering the workforce as 
pre-service trained primary school teachers by 2020 (Gill, 2016).  Although 
these developments must be lauded, more must be done to formalise PTT at 
all levels and provide pre-service training which solely prepares prospective 
teachers for the classroom. In the interim, the prevailing model in Barbados 
is that of in-service teacher education. 

Therefore, given the relatively limited training opportunities available to 
prospective teachers in Barbados, how can it be expected that new teachers at 
all levels will be equipped with the necessary professional competencies prior 
to entering the classroom and interacting with students? Does the traditional 
in-service model, that has dominated Barbados’ system of teacher training, 
adequately cater to the professional development needs of new cohorts 
of prospective teachers (especially those at the pre-primary, secondary 
and tertiary level)? Furthermore, if the traditional model continues to be 
the dominant training option, will it be relevant to the future development 
of emerging Barbadian teachers for the 21st century? Hence, in order to 
interrogate these questions within the Barbadian context the following 
must be taken into consideration:(a) the historical rationale for the current 
trajectory of teacher training in Barbados; (b) the self-reported experiences 
of Barbadian teachers who have successfully completed in-service teacher 
training at the Erdiston Teachers’ Training College as well as secondary 
reports and local research about the behaviours of  in-service teachers who are 
yet to undergo such training; and, (c) empirical research from international 
contexts regarding the relevance and effectiveness of PTT. 

Teacher Training in Barbados: A Historical Overview

Due to colonisation education was introduced by English churches; hence 
the initial teachers were English expatriates. Up until the 1950s teaching 
opportunities were reserved for top performing primary school students in 
an ‘apprenticeship-like model’. Upon the successful completion of entrance 
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examinations the students moved into the local teacher training college which 
was established in 1948. This institution not only afforded ‘teacher students’ 
secondary level education but pedagogical training as well. On the other 
hand, secondary school teachers were recruited from students who attained 
Cambridge Ordinary Level (O’level) examination passes and qualified 
British expatriates. In cases where secondary school teachers desired training 
it had to be obtained abroad (Miller, 2002). Since the local teacher training 
college began offering secondary school teacher training in 1955, Caribbean 
nationals have replaced European expatriates as the main teaching staff of 
the secondary school and college teaching force (Miller, 2002).

Further developments in the late 1950s saw the establishment of the Ministry 
of Education in 1958 with the responsibility for policy and development of 
education. During this time there was an increase in primary and secondary 
schools which resulted in a need for more teaching staff for the growing 
numbers of students. Hence, emergency one year courses were instituted 
at Erdiston Teachers’ Training College to expedite the training of untrained 
teachers already in the school system. For example, a special professional 
course was offered to mature unqualified teachers (Planning and Research 
Section, Ministry of Education, Youth Affairs and Culture Barbados, 2000).

Teacher Training: Prevailing Issues in Barbados

In Barbados, current teachers would have begun their teaching career without 
formal PTT from the local teacher training college. Many would have started 
teaching with little prior knowledge of the education system other than their 
own experiences as end users – that of student (Kennedy, 1999) and in some 
cases parents of student(s). This is evident from reports of secondary school 
teachers who have been engaged in teaching for often in excess of ten years 
prior to enrolling in the in-service teacher training programmes offered in 
Barbados. For example, an untrained teacher working in the schools for 13 
years, having recently pursued the Diploma in Education (Dip Ed) Secondary 
Programme was reported as saying:

The most important thing I gained was the ability to explore different 
learning styles and strategies . . . I learned various strategies to cater 
to the entire class, not just the stronger students but those . . . less able 
. . . I realised the need to expose the students to more oral exercises. 
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What I realised was the students who may not be so competent in 
the written word, actually flourished when they were exposed to 
opportunities to orally express themselves . . .  
(Top male teachers at Erdiston College in Barbados Praise 
Programmes, January 23, 2014, para. 5-6).

Having gone through the teacher training programme this teacher can only 
now reflect on prior teaching practice using theory and experiences gained 
through the in-service programme. Within the same cohort another recent 
teacher training graduate reported that: 

…this training has helped me to sharpen my strategies, and deliver 
the subject areas in a more effective manner. Also, I have been able 
to understand how young adults think . . . (Top male teachers at 
Erdiston College in Barbados Praise Programmes, January 23, 2014, 
para. 7).

These reflections further advance the current argument for the progressive 
development of PTT in Barbados, as they illustrate the inadequate skill sets 
that untrained teachers can carry with them into the classroom. It was only 
through training that these teachers became more reflective of their past and 
present practice and cognisant of the contribution that teacher education 
made to the development of their teaching competencies. The importance 
of reflection to teaching practice has been supported by statements made by 
the Minister of Education, the Honourable Ronald Jones in 2013 whereby he 
urged all teachers to ask themselves, ‘am I truly connecting . . . making that 
child totally aware of whatever it is I’m trying to deliver . . .?’ The Minister 
further explained that Barbados needs more ‘self-reflective practitioners . . . 
so as to make learning resonate within the minds of our children [and] make 
them want to find out more beyond what you have taught’ (Gill, 2013, p.1).

Untrained teachers in Barbados are also likely to be resistant initially to new 
knowledge, ‘as they already think that they know what they need, in order 
to teach effectively’ (Jones, 1997, p.176). Echoing this view, acting Chief 
Education Officer of Barbados (and past vice-president of the Caribbean 
Union of Teachers) Karen Best, at a 2011 panel discussion on teacher 
development in the Caribbean stated,  ‘there are significant numbers of 
teachers in secondary schools without professional qualifications. There are 
too many teachers in our systems who are untrained and unable to access 
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training and worst yet, indifferent to training’ (Thompson, 2011, p.1). This 
is in keeping with findings from a, 2002 report of teacher training needs in 
the Caribbean prepared for the U.S. Agency for International Development. 
From this report, it was found, that like Trinidad and Tobago, Jamaica and 
St. Lucia, Barbados had minimal pre-service training requirements and 
insufficient teaching practice for new teachers. As a consequence, it was 
reported that, ‘teachers may adopt inappropriate pedagogical practices that 
are difficult to correct later on’ (Armstrong and Campos, 2002, p. 13). 

Furthermore, student underachievement in Barbados was reported to 
be positively associated with teacher training issues such as insufficient 
pre-service teaching practice (Armstrong and Campos, 2002). This is 
understandable given previous research, where it was found that many 
untrained teachers in Barbados (who would have been in the teaching service 
for a number of years) lacked adequate pedagogical knowledge while trained 
teachers had significantly higher scores on knowledge of pedagogy (Jones, 
1997). Therefore, given this literature, it is evident that the three prevailing 
issues pertaining to teacher training in Barbados, are that of: 1) inadequate 
skill sets that current untrained teachers in the education system are likely 
to have carried with them into the classroom; 2) an increased probability 
that untrained teachers will demonstrate resistance to new pedagogical 
knowledge; and, 3) the relationship between student underachievement and 
insufficient PTT of current teachers. 

Training the Untrained: Is PTT an Effective Solution? 

PTT is a new and upcoming training model in Barbados and the central 
premise underpinning the argument for its progressive implementation 
is that novice teachers are better practitioners when equipped with the 
necessary tools and experiences prior to entering the teaching service. 
However, because in-service teacher education is still the dominant model 
in Barbados, there is a paucity of local scholarship about the impact of PTT. 
Hence, international research (from a variety of disciplinary contexts) will 
be used to discuss the effectiveness of PTT.

Teaching is a ‘professional thinking activity’ (Calderhead, 1987, p. 1) and 
the ability to reflect is arguably the single most important quality that makes 
one a good teacher (Scales, 2008).  That is, the ability to critically evaluate 
what, why and how one does things within the classroom. The art of teacher 



94 Journal of Eastern Caribbean Studies

thinking and reflection first develop with guidance during PTT, which can 
later continue through in-service teacher training (Huang, 2015). PTT is 
ideally situated to develop new cognitive competencies in novice teachers 
as, ‘all too often teacher education focuses on the “set of skills to be learned” 
and ignores the development of educational and ethical decision making, 
thus missing the heart of the work that teachers do’ (Rogers and Webb, 1991, 
p. 176). The precursor to any action is thought, (Ajzen, 2012) and therefore 
the primary goal of PTT is to, ‘prepare confident teachers . . . [armed with 
the knowledge about how and when to use] effective teaching strategies’ 
(Armstrong and Campos, 2002, p.13).

Furthermore, many teachers in training enter PTT with recollections of past 
experiences as students some of which may negatively bias their current 
view of the teaching profession. Hence, if these misconceptions about what 
it means to be a teacher are not altered during PTT, it is very likely that a 
novice teacher’s, ‘own continuing experiences will reinforce them, cementing 
them even more strongly into their understandings of teaching, and reducing 
the likelihood that these ideas might ever change’. (Kennedy, 1999, p. 57). 
Reflection therefore, is critical and as indicated by Dewey (1933) and later 
Schön (1983), is the starting point of ‘becoming’, in this case becoming a 
reflective teacher. Hence, by reflecting on new concepts and strategies learnt 
within the PTT environment, the emerging teacher becomes more than just 
a reproducer of knowledge, but rather a critical thinker and one who is 
innovative, regardless of one’s past experiences and the environment within 
which one will eventually work.

Research conducted by Boe, Shin and Cook (2007) found that extensive 
training in pedagogy and practice among pre-service special education 
teacher trainees produced certified teachers who reported higher levels of 
preparedness to teach assigned subject matter. In the research, even though the 
teachers sampled differed widely in the amount of preparation in pedagogy 
and supervised teaching they completed, it was found that extensively 
prepared special education teachers reported being ‘better prepared’ than 
those with only some preparation and those teachers without any preparation 
reported being the least well prepared (see also Darling-Hammond, 2000a, 
2000b, 2002; Darling-Hammond, Berry, and Thoreson, 2001; Laczko-Kerr 
and Berliner, 2002).This is likely due to the fact that PTT programmes also 
provide environments for ‘early teacher socialisation’. These experiences act 
to shape professional norms and values and allow student teachers to view 
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the actions of more experienced teachers and peers through an evidence-
based and theory-driven pedagogical lens (Lortie, 1975), thereby building a 
cognitive repertoire of behavioural strategies which can be used in times of 
uncertainty and indecisiveness (Tomlinson, 1999).

Moreover, Nougaret, Scruggs and Mastropieri (2005), also conducted a 
comparative study on teachers previously enrolled in a PTT programme (that 
is, those traditionally licensed) and teachers who had little to no formal teacher 
training (that is, those who obtained emergency provisional licensure). These 
researchers found that on planning and preparation, classroom environment 
management, and, instructional capabilities, traditionally licensed teachers 
scored higher than those who obtained emergency licensure. These findings 
are understandable given that the beliefs about how to teach and the skill 
sets demonstrated by teachers during PTT programmes are more likely to 
develop and strengthen overtime. For example, in a study conducted among 
elementary and secondary pre-service mathematics teachers, it was found 
that the mean scores regarding the constructivist beliefs about the teaching 
and learning of mathematics in the senior class were higher than those of 
the freshman class (Dede and Karakus, 2014). Similarly, in another study 
conducted among pre-service science teachers, results revealed that pre-
service science teachers’ scientific process skills consistently developed 
throughout their four year preparatory programme (Zeha, 2014).

A report produced by the National Council for Accreditation of Teacher 
Education (NCATE, 2006) articulated key research findings on teacher 
preparation in the United States which include: ‘(1) Teacher preparation helps 
candidates develop the knowledge and skills they need in the classroom [that 
is, behavioural and cognitive competencies] (2) Well prepared teachers are 
more likely to remain in teaching [and] (3) Well prepared teachers produce 
higher student achievement’ (p. 3). Furthermore, in Finland the top ten 
per cent of school leavers are recruited and enrolled in PTT programmes 
(Sahlberg, 2011). Such recruitment and training strategies have been reported 
to be associated with Finnish children surpassing the member countries of 
the Organisation for Economic Cooperation and Development’s (OECD) 
assessments of reading, mathematics, science and problem-solving (Barber 
and Mourshed, 2007).

Therefore, given the literature presented and the statements made by 
policymakers and teachers, it can be argued that the creation of more 
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opportunities for prospective teachers in Barbados to obtain PTT prior to 
entry into the classroom is critical to advancing the quality of teachers, 
their competencies, student achievement and the overall teaching service. 
Moreover, it is evident that the traditional in-service model that has 
dominated Barbados’ system of teacher training does not adequately cater to 
the professional development needs of new cohorts of teachers now entering 
the education system. Hence, it is imperative that teacher training trajectories 
in Barbados are remodelled if the pre-service emerging reflective teacher of 
the 21st Century is to be realised. 

Heeding Policy Recommendations: A Need for a PTT Organising 
Framework

Recommendations from a report on teacher training needs in the Caribbean 
(Armstrong and Campos, 2002) indicated that like Trinidad and Tobago, 
Jamaica and St. Lucia, Barbados should ensure that teaching strategies 
such as, continual monitoring and feedback, mentoring, peer review and, 
coaching are used. In addition, there is a need for more tailored teacher 
instruction strategies (that is, scaffolding techniques) based on, the extent 
to which teacher-trainees and peers, ‘master the use of learning needs 
assessment techniques [and hence educators should] interpret assessment 
results and develop viable teaching strategies based on those results’ (p.15). 
It was also indicated that highly skilled teacher instructors/trainers should 
be employed whose, ‘training approach, style, and methods are aligned and 
resonate with the active, innovative, and adaptive pedagogical practice that 
teachers are taught and by which successful performance is measured’ (p.41). 
Furthermore, the government of Barbados should ensure that teacher training 
curricula reflect the harmonisation of empirical, theoretical, practical and 
societal needs by, ‘bridging theory, knowledge, and practice gaps between 
universities, government and local schools’ (p. 40). 

It should be noted that at the time of the publication of the report, these 2002 
recommendations would have been made in relation to in-service teacher 
training in Barbados. However, now that it is recognised that local policies 
are needed to institute comprehensive pre-service training for all prospective 
teachers (Rudder, 2015) these recommendations can also be used to improve 
future PTT programmes. This is because, the knowledge gained at the policy 
level from the procedural, infrastructural and pedagogical problems which 
would have arisen during the rollout and implementation of the current in-
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service model, can now be used to circumvent the occurrence of programme 
gaps in this new age of teacher training in Barbados.

Findings from international research indicate the need for strong support 
of high quality pre-service teacher preparation from government and 
local policy. (NCATE, 2006). This is also in keeping with policy-based 
recommendations that countries such as Barbados should, ‘coordinate, 
manage, and reach out through national training institutions, MOEs 
[Ministries of Education], and district levels to provide training, monitoring, 
and follow-up services’ for developing teachers (Armstrong and Campos, 
2002, p.42) as well as, ‘introduce mentorship programmes which would pair 
novice teachers with experienced teachers’ (Rudder, 2015, p.112). Finally, 
there is a need for an, ‘integrated, systemic, critical analysis of problems and 
solutions’ (Armstrong and Campos, 2002, p. 40). This recommendation (in 
addition to those mentioned previously) point to an unequivocal need for an 
overarching framework through which human and infrastructural resources 
can be integrated to improve PTT trajectories in Barbados. 

‘Leading industrialised nations invest heavily in pre-service teacher 
preparation’ (NCATE, 2010, p.3), however, it has been found that developing 
countries do not effectively provide quality initial teacher preparation to 
pre-service teachers (Akyeampong, Pryor, and Ampiah, 2006; Kanu, 2005; 
Schwille, Dembélé, and Schubert, 2007). This is exemplified by the fact that 
the Barbados Ministry of Education 2002 - 2012 Strategic Plan (Ministry 
of Education, Youth Affairs and Sport, 2002) made no mention of pre-
service teacher training nor was specific reference made to the importance 
of PTT in the Caribbean Development Bank Education and Training Policy 
and Strategy of 2004. Hence, the development of a framework based on 
theoretical, empirical and policy recommendations would act to bolster 
efforts to advance PTT in Barbados; a framework which can later guide the 
empirical validation of existing and future elements of PTT at all levels and 
the resulting teacher training outcomes. This is particularly important to the 
post 2015 education agenda of Barbados where, ‘improved monitoring of 
pedagogical practice, quality assurance and accountability at all levels of the 
education system’ is of utmost importance (Rudder, 2015, p.145).

Therefore, in the following section, a new conceptual model is proposed by 
the authors entitled: ‘The pre-service emerging reflective teacher training 
(PERTT) model’ (see Figure 1).  Support for the theoretical pathways of 
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the PERTT model was based on the works of John Dewey (1933), Lev 
Vygotsky (1930), Albert Bandura (1989) and Carl Rogers (1957) in addition 
to empirical findings of extant literature. This new model demonstrates the 
characteristics of the psychosocial environment critical to a PTT programme 
and highlights the key actors, interactions and outcomes in the behaviour-
change processes essential in training the emerging reflective teacher.

The Pre-Service Emerging Reflective Teacher Training Model

The pre-service emerging reflective teacher training (PERTT) model, a 
theoretical model, encapsulates two systems and three subsystems that 
contribute to the PTT learning environment (Figure 1). The first system is 
the structural system that accounts for the human and physical resources 
within the wider educational sector which provides support to the training 
programme. This structural environment is twofold; it is comprised of 
the physical equipment and human resources of the PTT college and the 
country’s school system. The second is the psychosocial system which is 
characterised by the intrapersonal and interpersonal interactions between 
the key actors of the model (that is, teacher educator, trainee and peer). The 
psychosocial system is comprised of three subsystems (that is, trainee-to-
teacher educator; trainee-to-peer and trainee-to-self). The importance of this 
tri-systemic reciprocal network of the PERTT model is supported by the work 
of Le Cornu and Ewing (2008) who advance the argument that reciprocal 
intersections based on the principles of collaboration, partnerships and 
reflection should underpin all PTT practicum experiences. It is also argued 
that not only should pre-service teachers, ‘accept responsibility for their own 
learning, [but they also need] . . . to learn to accept some responsibility for 
the part they play in others’ learning, if they are going to be able to effectively 
participate in schools’ (Le Cornu and Ewing, 2008, p. 1808).
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Figure 1.The pre-service emerging reflective teacher training (PERTT) 
model   
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The PERTT model demonstrates a bidirectional relationship between key 
subsystems that allow for the development of self-awareness, self-efficacy 
and self-regulation within teacher trainees. These are the intrapersonal process 
outcomes that contribute to the development of the emerging reflective 
teacher. The central premise of the PERTT model is that through increased 
self-awareness, self-efficacy, and self-regulation, teachers-in-training will 
enter the workforce better prepared to teach, manage and inspire students in 
a professional and competent way. The PERTT model proposes that teacher-
trainees, prior to entering the classroom, should first acquire and assimilate 
pedagogical theory and gain practical experience, instead of engaging in 
trial and error attempts under informal guidance from colleagues, books 
and the Internet. Without a theoretical and evidence-based background 
teacher-trainees are likely to develop bad habits reflective of the weaknesses 
in teaching that they may have experienced as students in the past. In the 
following sections the systems of the PERTT model are discussed.

The Structural System

The structural system of the PERTT model represents the educational context 
in which PTT is provided.  Hence, it houses the psychosocial environment 
furnished by the education sector that encompasses both the physical and 
human resources necessary in the teacher training environment, both at the 
teacher training college and in the school system. This essential infrastructure 
supported by the government’s education sector provides the necessary 
resources for pre-primary, primary, secondary and tertiary PTT through 
the local teacher training college. In addition, the University of the West 
Indies’ School of Education provides expertise in areas such as curriculum 
theory and development, testing and measurement, educational psychology, 
inclusive and special education, early childhood education, and educational 
leadership, among other specialisations for which PTT can be obtained. This 
system furnishes the psychosocial system with resources geared towards 
trainees’ development as pedagogists and ensures that they develop within 
an authentic environment.

The Psychosocial System

The psychosocial system of the PERTT model houses the three teacher 
training subsystems; that is, a) trainee-to-teacher educator, b) trainee-to-
peer, and, c) trainee-to-self. At the core of the psychosocial system is the 
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emerging reflective teacher who learns about the profession of teaching 
through the interactions of the teacher training subsystems. These subsystems 
foster the development of the emerging reflective teacher by providing five 
interpersonal process outcomes, which include: a) reflective practices; b) 
instructional scaffolding; c) guidance and support; d) modelled behaviours; 
and, e) reinforcement.

The psychosocial system is permeable to allow easy access to the resources 
of the structural system which ensures that the five interpersonal process 
outcomes of the PERTT model are facilitated. For example, by supporting 
practicum placements within these schools the pre-service teacher can 
shadow and learn from experienced teachers.  Therefore the emerging 
reflective teacher may acquire skills vicariously through observation and 
modelling.  Some of the skills learnt may include lesson planning, and 
classroom management among others (Allen and Wright, 2014). 

Trainee-to-teacher educator subsystem: produces five main interpersonal 
outcomes, which are informed by core theoretical principles derived from 
the following theories: John Dewey’s (1933) theory of experience, Lev 
Vygotsky’s (1930) sociocultural theory of human learning, Albert Bandura’s 
(1989) social cognitive theory, and Carl Rogers’ (1957) person-centred 
theory. 

John Dewey’s (1933) theory of experience underpins the practical aspects of 
PTT. Dewey proposed that it is essential that learning be based on interactive, 
experimental, and purposeful authentic life experiences (Grant and Zeichner, 
1984).  In addition, Deweynean theory asserts that the foremost objective of 
education is to foster more complex ways of reasoning through progressive 
stages of instruction, thereby building an autonomous and powerful 
individual and mind. Dewey poses that the most effective way to build such 
an individual is through reflective practices. This must be accompanied 
by personal orientations such as open mindedness, responsibility and 
wholeheartedness (Dewey, 1933). 

The skills and personal qualities of reflection include keen observation, 
reasoning and analysis (Dewey, 1933) which are necessary for the teacher 
trainee to interrogate established teaching methodologies, thereby developing 
a personal teaching philosophy. Echoing this perspective within the field 
of psychology, Carl Rogers’ person-centred theory (1959) purports that 
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reflection on lived experiences provides the individual with greater self-
awareness. Teachers-in-training therefore can guide their future learning and 
practice through reflection on past experiences (Schön, 1996).

Within this subsystem, the teacher in training can also engage in independent 
problem-solving. However, the degree of autonomy given to the teacher-
trainee by the teacher educator is based on the ‘distance’ between the trainee’s 
current developmental level and ability to engage in the assigned activity. 
This ‘distance’ according to Vygotsky (1930), is the ‘zone of proximal 
development’ and is critical to the process of scaffolding. Scaffolding is a 
term used to describe the assistance given by a more knowledgeable other 
(Wood, Bruner, and Ross, 1976); in this case the teacher educator, after 
assessing the current capabilities of the student (that is, teacher trainee). 

Therefore, the goal of instructional scaffolding is not to simplify the task, 
but rather, to reduce levels of difficulty overtime so that the knowledge base 
acquired by the trainee increases in manageable increments until the trainee 
is able to successfully achieve the desired tasks.  Instructional scaffolding can 
occur both within the PTT classroom as well as the practicum environment. 
The knowledge base of teacher training is derived through academic based 
courses and authentic activities. These courses and tasks are designed 
to expose trainees to collaborative inquiry, evidence-based research, 
psychoeducational theories, philosophy, pedagogy and practical resources, 
which all  when taken together, provide the core foundation for their work as 
future educators (Gambhir, Broad, Evans and Gaskell, 2008).  

In accordance with the theoretical tenets of Bandura’s social cognitive theory 
(1977; 1997) the teacher-trainee will learn through observation of models, 
(that is, the teacher-educator and peers) and vicarious reinforcement within 
the psychosocial system of the PERTT model. For Bandura (1977; 1997) a 
‘model’ is an individual that is observed and whose actions convey information 
to the observer (in this case the teacher trainee). According to Bandura (1997) 
the most effective models are significant figures in individuals’ lives who 
are viewed as being important, influential, or competent (Ellis and Abrams, 
2009). Hence, teacher-educators serve as the primary models within the 
PTT programme; being the most knowledgeable others in the environment. 
Not only do teacher-educators model appropriate behaviours but they also 
provide reinforcement for the trainees when modelling or demonstrating 
the desired behaviours. Furthermore, Bandura defined reinforcement as an 
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informative and motivating influence resulting from the fact that as social 
beings we observe the conduct of others.  Therefore, the occasions on which 
the behaviours of peers are rewarded by teacher educators serve to reinforce 
the learnt behaviour of the teacher trainee. 

Guidance and support are provided by teacher educators continuously 
throughout the programme. This helps to establish and reinforce the 
conditions necessary for meaningful growth and behaviour change to occur 
as proposed by Carl Rogers (1957). These conditions include genuineness, 
unconditional positive regard, and empathy. Therefore, such an environment 
can be more easily cultivated and experienced within a training institution 
than on the job. 

Trainee-to-peer subsystem: this subsystem targets four of the process 
outcomes as depicted previously: modelling appropriate behaviours, 
providing reinforcement, guidance and support, and facilitating reflective 
practices. These outcomes are also demonstrated by the trainee-to-teacher 
educator interactions. Hence, the PTT psychosocial system is enriched 
further. These processes are influenced by the characteristics of the model; 
therefore, peers serve as multiple sources from which feedback is obtained 
and are likely to exert greater influence on the trainee as they are perceived as 
a group of similar others (Bandura, 1986). Moreover, through collaborative 
learning, trainees can make linkages between their experiences and those of 
their peers within the PTT learning environment (Brodie and Irving, 2007). 
Activities can be created by the teacher-educator to facilitate the sharing of 
both positive and negative experiences so that trainees can gain an overall 
picture of work in the teaching sector (McNamara and Brown, 2008).

Trainee-to-self subsystem: this subsystem interacts with the trainee-to-
teacher educator and trainee-to-peer subsystems. It is through the interactions 
between the teacher educator, peer and self that the intrapersonal process 
outcomes (self-awareness, self-efficacy and self-regulation) are developed 
within the trainee. The presence of these core psychological constituents are 
assessed based on the degree to which the trainees are able to demonstrate 
actively thinking about their practice and effectively articulate how they 
affect students’ learning (self-awareness), adequately recognise one’s 
capabilities to organise and execute tasks (self-efficacy) and moderate 
thoughts and emotions to effect desired learning outcomes (self-regulation). 
These behaviours serve as a source of information for the teacher-educators 
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who in turn facilitate reflective practices, instructional scaffolding, and 
provide guidance and support for trainees. Based on the prospective teacher’s 
developmental level (as demonstrated through these competencies), the 
degree of difficulty set by the teacher educator (when scaffolding and the 
expectations held about trainees’ understanding of self) is tailored according 
to the degree to which the trainee has attained the three core constituents 
characteristic of the emerging reflective teacher.

Self-awareness: can be defined as the emergence of one’s understanding 
of one’s unique abilities, values, attitudes and desires (Day, 2001; George, 
2003; London, 2001). Self-awareness as defined by Gold and Roth (1993) 
is, ‘a process of getting in touch with your feelings and behaviors’ (p. 141). 
Self-awareness is important for teachers as the practice of teaching requires 
one to constantly adapt to meet the needs of the students and environmental 
conditions at any given point in time. Ideally, there is a need for teachers who 
actively think about their practice to improve their teaching and their students’ 
learning. Hence, an increased self-awareness on the part of teachers allows 
for a more accurate understanding of how they affect students’ learning as 
well as their teaching capabilities (Richardson and Shupe, 2003). 

Self-efficacy: is a theoretical principle central to Bandura’s (1997) social 
cognitive theory. It is defined as the understanding of and ‘beliefs in one’s 
capabilities to organise and execute the courses of action required to produce 
given attainments’ (Bandura, 1977, p. 3) and, hence critical for behavioural 
change (Bandura, 1986). Within educational contexts, self-efficacy has also 
proved to be a vital factor in learning and highly correlated with the attitudes 
held about teaching (Akbaba, 2013). In addition, teacher efficacy; (that is, 
one’s judgment about whether or not one is capable of promoting students’ 
learning; Henson, 2001), has been found to be correlated with positive 
student and teacher outcomes (Shaughnessy, 2004). Positive outcomes can 
include better classroom management skills and the adoption of teaching 
innovations (Hoy, 2000).

Teacher trainee self-efficacy would therefore play a pivotal role in increasing 
an individual’s academic achievement within the PTT programme and by 
extension success in the wider school environment upon graduation from 
the programme.  The time spent training in a PTT programme would be 
critical to the long-term enhancement of teacher efficacy over time. As 
Lortie (1975) notes, early teacher socialisation (which occurs within the 
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PTT learning environment) contributes to the unconscious internalisation 
of appropriate teaching behaviours and by extension professional norms 
and values critical to the emerging reflective teacher. Such cognitions are 
fundamentally associated with personal empowerment (Ozer and Bandura, 
1990) therefore, these beliefs are critical to the teacher-in-training’s sense of 
mastery, competency and ability to regulate her or his behaviour. 

Self-regulation: cognitive self-regulation skills allow one to moderate the 
thoughts and emotions that govern one’s behaviour (Leventhal Zimmerman 
and Gutmann, 1984). Hence, for the teacher, self-regulation encompasses an 
individual’s conscious attempts to control one’s behaviour and effect desired 
outcomes. It represents an independence from external control toward one’s 
personal fulfilment in the teaching profession. Standards (for example, value-
driven expectancies), motivation (for example, adherence to standards), 
and willpower (for example, impulse control) are primary determinants of 
self-regulated outcomes (Baumeister and Vohs, 2007) and a failure to self-
regulate can lead to unwanted consequences within the learning environment 
(for example, inability to adequately manage classrooms and poor teacher-
to-student relations). 

Moreover, the core psychological constituents of reflective teaching are 
interdependent. For example, self-regulatory strategies have been associated 
with higher self-efficacy in studies in the fields of education and psychology 
(Zimmerman, Bonner and Kovach, 1996). In addition, Zimmerman and 
Martinez-Pons (1990) have found that self-regulation of learning involves 
self-awareness, self-motivation, and behavioural skills all of which are 
needed to appropriately implement knowledge. This is because, although 
many self-regulatory processes, such as goal setting and self-monitoring, 
are generally covert, teachers still have to be aware of themselves when 
making adaptive decisions, problem solving, and reconciling ideological 
differences with civility within the wider teaching environment (Astin and 
Astin, 1996).

‘Inward Stretch, Outward Reach’: The Hallmark of the Reflective 
Teacher

To be an effective practitioner there needs to be an interrogation and 
understanding of one’s personal resources in order to effect change in the 
classroom and the wider education system; a concept analogous with ‘inward 
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stretch, outward reach’ (Nettleford, 1993). Hence, it is necessary to engage 
in continual reflection as one develops as a professional teacher.  Reflection 
can be challenging, but is critical as it compels teachers to be honest with 
themselves (that is, self-aware), recognise both their capabilities to succeed 
and areas of weakness (that is, self-efficacy) and serves to motivate and force 
teachers to actively take responsibility for their teaching and learning (that 
is, self-regulate; Scales, 2008). 

The reflective teacher will not just reproduce knowledge or adhere to best 
practices in schools, nor blindly follow educational mandates that will 
ultimately become dated. Reflective teachers appreciate that self-awareness, 
self-regulation and self-efficacy are critical to subject content mastery 
(Bandura, 2001; Garvis and Pendergast, 2010; Lemon and Garvis, 2013) and 
effective knowledge application and content delivery (Lummis, Morris and 
Paolino, 2014). Therefore, by practicing the ‘stretch inward’; assessing one’s 
intrinsic characteristics teachers can ‘reach outward’ to shape the teaching 
environment and act to inculcate a self-directed approach to learning among 
students (Martinez and McGrath, 2013). This ‘outward reach’ represents a 
sense of agency on the part of teachers to effect systemic change within the 
school environment (Catapano, 2006).

Core Behavioural Competences of the Reflective Teacher

Pratt (2002) identified a number of perspectives (transmission, developmental, 
apprenticeship, nurturing and social reform) that when taken together provide 
a comprehensive overview of the behavioural competencies that all emerging 
reflective teachers should strive to possess.  The transmission perspective 
addresses the importance of mastery over subject content; the developmental 
perspective emphasises the constructivist approach that teachers should 
adopt in order to facilitate active and meaningful learning experiences for 
students; an apprenticeship perspective promotes the use of authentic tasks 
and application of knowledge; a nurturing perspective encourages students 
to be intrinsically motivated; and, a social reform perspective which requires 
teachers to act as advocates for social change. 

All of the behavioural competencies represented by the five teaching 
perspectives proposed by Pratt (2002) can occur or be enhanced through 
reflection. Reflection is a cognitive and developmental process which makes 
it possible for one to move from beginner to expert professional (Scales, 2008) 
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and develop self-confidence and mastery in one’s skills overtime. Reynold’s 
(1965) model of competence development outlines four stages which can be 
used to explain how self-reflective practitioners can emerge through PTT. 
Stage one of the model emphasises ‘unconscious incompetence’ whereby 
an individual is unaware of one’s capabilities. The second stage (that is, 
conscious incompetence) refers to the point at which one recognises one’s 
inadequacies to effectively teach and is willing to develop one’s skill set. 
Conscious competence; is the third stage and this is where the emerging 
reflective teacher learns to monitor one’s behaviour having learnt new skill 
sets within the PTT learning environment. Upon reaching the final stage 
(that is, unconscious competence) the teacher is now able to perform the 
learnt skills as if they were ‘second nature’ (Scales, 2008).

Despite transitioning through to the final stage of ‘unconscious competence’, 
the reflective teacher will always be a ‘work in progress’. This is because, as 
new problems arise, the reflective practitioner will systematically interrogate 
personal thoughts, past experiences as well as the current situation in search 
of a logical and effective solution (Lee, 2005). Upon the successful resolution 
of the problem, the teacher would have formed new schema. Therefore, a 
reflective teacher’s cognitive repertoire of tacit knowledge is constantly 
being updated and accessed throughout one’s teaching career. It is in this 
way that reflective thinking can be considered a cyclical process (Eby and 
Kujawa, 1994; Pugach and Johnson, 1990; Schön, 1983; Taggart and Wilson, 
2005); a process which allows the individual to adopt new ways of thinking, 
effectively act and articulate the reasons for decisions made (Rollett, 2001) 
and by extension advance the context in which one works.

Ultimately, upon entry into the classroom, emerging reflective teachers will, 
over time, develop a new teaching philosophy, ways of being that best suit 
their unique context and, develop their own solutions based on their personal 
understanding of the circumstances. These teachers purposefully interrogate 
their teaching practice, with a commitment to engage in continuous self-
improvement within the realm of teaching and learning. However, until 
these skill sets are honed, opportunities must be provided for novice teachers 
to start the process of acquiring a holistic and balanced understanding of 
themselves and by extension the teaching profession. 

As previously discussed, the characteristics of any effective learning 
environment include active engagement, participation in groups and 
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frequent interaction and feedback (as evidenced within the teacher educator-
to-trainee subsystem and trainee-to-peer subsystem). In addition, Roschelle, 
Pea, Hoadley, Gordin and Means (2000) purport that consideration must also 
be given to real world contexts whereby trainees are exposed to authentic 
teaching tasks and experiences. It is for this reason, that any effective teacher 
training programme must also offer opportunities for trainees to encounter 
experiential scenarios outside of the PTT learning environment.  Such a 
connection with the wider educational sector should be facilitated through 
the ‘buy-in’ of schools so that trainees can gain a holistic understanding 
of how best practices and pedagogical theories are applied within future 
learning environments.

Conclusion

‘Not just anyone should be a teacher, and not just anyone can be a teacher’ 
(Sirotnik, 1990, p.318).  There is a need in Barbados to improve learning 
outcomes among student populations at all levels and research has found 
that the performance of students is closely linked to the training afforded 
teachers before entry into schools. Traditionally in Barbados, teachers 
have not been trained before having their first encounter with students in 
the classroom. Hence, it is argued that prospective teachers should first be 
trained in order to effect better learning outcomes in students. Furthermore, 
it has been recommended that countries such as Barbados should, in the 
short-term, emphasise in-service teacher training while in the long-term, 
prioritise PTT (Armstrong and Campos, 2002). Therefore, the pre-service 
emerging reflective teacher training (PERTT) model was developed to inform 
and guide policymakers within the educational sector so as to improve the 
quality of future teachers in Barbados and throughout the Caribbean.

The PERTT model provides a framework through which content from any 
subject matter, discipline or theory can be taught to prospective learners. 
This is because the model demonstrates hallmarks of a good theory; such as: 
a) it can be refuted by empirically testing the hypothesised pathways (thus 
being falsifiable; Popper, 1959); b) it is logical and internally consistent 
(that is, coherent with clearly defined constructs); c) parsimonious; and; d) 
can be used to explain and predict future outcomes (Higgins, 2004). Given 
these characteristics, the PERTT model can be, ‘accepted as a tentatively 
best model [which] can be replaced or revised when new information has 
arisen to refute it’. (Hong, Chao, Yang and Rosner, 2010, p. 23). Moreover, 
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the characteristics of the PERTT model allow for its application in a variety 
of learning contexts thereby fostering new discoveries and ideas.

The PERTT model emphasises the need for teachers-in-training to be aware of 
their own ‘self’ when working with students, a state that can only be achieved 
if teacher trainees have adequate supervision (from a more knowledgeable 
other) and an environment (that is, a PTT learning environment) which is 
supportive of such work. Therefore, in PTT programmes teachers-in-training 
should be able to reflect on their practice. Reflection allows the prospective 
teacher to identify and examine personal characteristics, beliefs and attitudes 
which may affect the learning environment (Scales, 2008). Hence, the ability 
to engage in reflection will inherently influence the way teachers-in-training 
think about teaching and learning (Baum and King, 2006), their perceived 
capabilities as a teacher to achieve desired goals and their ability to be 
intrinsically motivated and set personal achievement standards. Teachers-
in-training are learners, effectively they are the ‘students’ in the situation. 
Possessing an awareness of the precursors to their own actions can foster the 
development of a guiding philosophy, which can help teachers-in-training 
understand and manage the often complex dynamics of school situations 
with which they are confronted.
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The contention of this paper is that theories of educational leadership tend 
to elide gender relations, a consequence being that principals or educational 
leaders rely solely on their own gender ideologies in enacting their roles. 
The paper advocates that the perceptions or ideologies that educators have 
developed through their own experiences of gender socialisation need to be 
tempered by some informed dialogue that focuses specifically on gender, 
preferably in teacher education programmes. Interrogating the theories that 
inform their work as educational leaders is a place to start, as well as hearing 
from principals themselves, and even education lecturers, about how they 
generally treat gender issues.

Some background is first offered to contextualise the problem within a small 
School of Education in Trinidad and Tobago and then a review of theories of 
educational leadership is outlined. A small scale study is described using five 
principals trained in educational leadership focusing on their conceptions 
of gender relations. Their lecturers are also included to ascertain how they 
treat gender on a specific programme in educational administration and 
leadership. Discussion of the findings incorporates international literature 
on efforts to include social justice issues in teacher education curricula and 
leads to possible ways in which gender could be situated so that it has a more 
sustainable presence in teacher education.
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Background

The School of Education, University of the West Indies, St. Augustine, 
Trinidad and Tobago offers programmes in educational administration 
and leadership for school administrators, principals and other leaders. 
This study will focus only on the component of the Diploma in Education 
programme which trains principals and aspiring principals in educational 
administration and leadership. The lecturers in this specialisation are 
convinced of the relevance and importance of theories of leadership which 
emphasise the transformational leader and so the courses are designed to 
explore fully this approach to educational leadership. In an era of shrinking 
roles, this programme remains buoyant, testifying to a recognised need for 
more competent educational leaders as well as a more prosaic one, that of 
promotion in the system. The Diploma in Education programme begins with 
a five (5) week, July-August intensive (face-to-face, whole day sessions). 
In semesters one and two, participants receive lectures and tutorials at the 
School of Education. This occurs one evening a week and is delivered in 
the face-to-face medium which is supplemented by online activities and 
sessions. During the week they are visited in their respective schools by 
an assigned supervisor who monitors and guides their leadership project. 
A lecturer may visit one participant approximately four times over the 
course of a semester. However, there are ten field days for the duration of 
this year-long programme when all members and their supervisors go to a 
specific school to get a better understanding of how leadership plays out in 
different types of school contexts. This scheduling represents a rigorous and 
comprehensive programme in school administration/leadership by seasoned 
lecturers. For the challenges of leading in the 21st century, where the issue 
of gender is constantly coming to the fore, such leaders should also have a 
thorough grounding in the nature of gender relations. This study, described 
later, examines the views of five principals on gender relations, all of whom 
are graduates of the Diploma in Education programme.

Theories of Educational Leadership – A Critique

Theories of educational leadership comprise a major part of professional 
development programmes preparing principals for their roles. To a large 
extent they are formulated around a particular type or model of educational 
leadership. In the field of educational leadership today there is a wide array 
of contending models, each qualified by a particular adjective supposed to 
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encapsulate its essential features – for example: ‘servant’, ‘charismatic’, 
‘distributed’, ‘transformational’, ‘symbolic’, ‘moral’ and ‘sustainable’ 
leadership, amongst many others.

A quick survey of scholarly writing, conference proceedings and 
graduate course offerings will demonstrate that staking one’s 
place in the leadership literature is often characterised by finding a 
new, fiery adjective to modify the term leadership. These apparent 
innovations however, often fail to recognise the troubling historical 
imperspicuity particular to the field. Despite sustained academic 
scrutiny for over 100 years, the fundamental questions persist; what 
exactly is leadership, and how can we come to understand it better? 
(Richmon and Allison, 2003, p. 32).

This seeming inability of theories in educational leadership to focus on 
‘leading’, without the qualifying presence of an adjective, suggests that 
it is an area that is still not well-understood. Before ‘leadership’ can be 
fully described and interrogated there is a rush to offer a particular type of 
leadership that may be instrumental in addressing problems at the school 
level. One characteristic that bedevils most if not all these theories, and the 
programmes they generate, is that gender is made into an additive, even 
though gender is a fundamental educational issue. Focusing on gender may 
not result in the full response to the questions ‘What is leading?’ or, ‘Whom 
are we leading?’ but it begins the process of situating the issue of  leadership 
squarely amongst the relationships of the people at the school. More viable 
theories of educational leadership could be derived by being more grounded 
in the school context and this must necessarily take into account gender, 
ethnicity, school culture, school organisation, and the like, as ingredients in 
theorising.

To be fair, in theories of educational leadership and academic programmes 
at the university level, gender is not entirely ignored. It is addressed in how 
the theories and constructs are applied– but that also means that it becomes 
residual in how the leadership phenomenon is conceptualised. This throws up 
the question of how theorists come to their view of leadership (the particular 
adjective in vogue). Is there a sound understanding of what is being led? If 
gender is sidelined whilst at the same time it configures and imbues all the 
relationships in the school, then do theorists reify the issue of leadership? 
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There is a vast literature on educational leadership displaying changing 
emphasis over time. This body of thought ‘… was not spawned purely 
as a subset of administrative science, but was influenced by research in 
anthropology, psychology, sociology and philosophy, among other academic 
fields’ (Richmon and Allison, 2003, p. 35). Popular in the 1960s and 70s were 
trait and behaviourist theories which focused on the innate characteristics 
of the leader (the ‘great man’ syndrome) or, prescribed a set of learned 
behaviours that were considered influential by subordinates (Richmon and 
Allison, 2003). This literature tended to be dominated by the skills and abilities 
needed to manage the organisation and being able to exert power over others 
to realise goals (Blackmore, 1989). Quantitative analyses informed much of 
this early work but by the 1980s theorists and researchers felt that the ‘social 
constructions of school life…’ were being ignored and earlier theorising 
‘…failed to consider how contextual, moral, and ethical issues influence 
administrators’ thinking and actions’ (Heck and Hallinger, 2005, p.231). 
Transformational, spiritual and moral leadership styles moved away from 
positivist conceptions to emphasise emotions and values, acknowledging the 
symbolic behaviour of the leader as being meaningful for members. More 
dialectical understandings of leadership emerged recognising the potential 
for leadership in the followership (Allix, 2000). The most recent scholarship 
in this field is moving towards examining how school leaders can guide 
the educational system towards achieving social justice. In their review of 
the state of research in educational leadership and management as a field 
of study between 1990 and the present, Heck and Hallinger (2005) state 
that Furman (2002) ‘…argued that scholarship in the field is increasingly 
driven by the question, “What is leadership for?” and, “…reflects a changing 
concern with the ends of leadership”’ (p. 234).

The question of interest in this paper is more along the lines of ‘…what are 
they leading?’ It may be the same question. Both questions zero in on what 
seems to be missing in the ‘models of educational leadership’ literature – the 
school and its contexts. These are largely taken for granted and the focus 
of leadership is primarily on the leader being invested with certain skills, 
competencies and knowledge that he or she would be able to select and apply 
in an enlightened way. This seems to be a consistent thread running through 
the different conceptualisations of leadership from one decade to the next. It 
does not veer very far from the principal in the effective schools movement 
being celebrated as a ‘strong’ leader (Edmonds, 1979) even though the 
discourse has a changed emphasis. Some of the major models of educational 
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leadership are briefly described below followed by a brief critique showing 
how they tend to reify leadership and ignore gender relationships.

• Moral leadership describes how a school can create a new kind 
of leadership practice by emphasising the ethical aspects of its 
relationships to create caring and collegial communities. A shared 
commitment to certain values, beliefs and purposes provides the 
framework where members see themselves as interdependent and 
involved in building a community (Sergiovanni, 1992).

• Servant leadership sees the leader as being there to serve the 
members of the organisation in a selfless way which implies that they 
are valued and not regarded as means to some organisational goal. 
The leader is constantly seeking ways to address their needs and 
potential and they respond by recognising him or her as legitimate 
authority (Greenleaf, 1977).

• Distributed leadership focuses on the idea that a group or network of 
persons can, through their various skills and expertise, collectively 
lead the school in different spheres. It is conceived of as having 
‘open boundaries with no limits’ (Bush, 2008, p. 283).

• Transformational leadership offers a view of the leader as one 
who motivates and structures opportunities that help to empower 
members to want to be able to collaborate and lead in a professional 
school culture through the articulation of a shared vision for the 
school that inspires all (Leithwood, 1992).

• Charismatic leadership describes a visionary leader who through 
impression-management skills and personal power can influence 
others (Conger, 1989).

• Sustainable leadership is a coherent set of principles incorporating 
moral, distributed and other ideas about leadership which seeks to 
bring about education change that is deep-seated and brings no harm 
to stakeholders now and in the future. It focuses on how leadership 
affects others and on social justice (Hargreaves, 2005; Hargreaves 
and Fink, 2006).
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In each case it is clear that theorists are responding to some all-embracing 
idea or adjective that should imbue educational leadership and which 
seems to be absent or only incipient in the schools they have observed. 
Certainly, ‘moral’, ‘servant’ and ‘distributed’ leadership ideas would 
be an asset to any leader and some theorists have tried to elaborate more 
eclectic and overarching conceptualisations such as the ‘transformational’ 
and ‘sustainable’ leadership models. Yet they all are premised on, some to 
a greater extent than others, what the leader should be able to do or be. 
That calls up my question, ‘leading what?’ because the ‘what’ seems to be 
a peripheral issue. That the focus is always on the leader reifies the issue of 
leadership and separates it from what is being lead. The more all-embracing 
theories do bring in school contexts but only to the extent that a leader 
should be able to deploy certain dispositions and relational qualities, true 
to the model (whatever the adjective) in dealing with the situation. In other 
words, the leader applies aspects of the model to the context. Reification 
of the issue of leadership then masks the fact that it is the relationships in 
the school which should receive the full glare of the orising. Leadership 
should necessarily begin with how people are relating in the school and its 
contexts and the most enduring and primordial relationship that exists is that 
of gender. In other words, leadership should be about learning more about 
the contexts and relationships in the school.

Research Questions

1. What perspectives do principals have on gender and 
schooling?

2. What perspectives on gender and educational leadership 
were principals exposed to in their professional preparation 
programme?

Methodology

A convenience sample was used based on easy access to participants. The 
five principals selected were past participants of the Diploma in Education 
Programme’s with a concentration in educational administration and 
leadership, and they were known to the researcher. In an attempt to gather 
data from diverse settings, principals were selected from different types of 
secondary schools in Trinidad (the study did not extend to Tobago). The 
sample consisted of two female and three male principals. Only five were 



124 Journal of Eastern Caribbean Studies

chosen because the intention was to conduct a qualitative study using in-
depth interviews. Five participants would generate quite a lot of data to 
analyse and more participants would make the study difficult to complete by 
just one researcher.

A relatively unstructured interview with each principal lasting over an hour 
was the major form of data collection. Interviews were audio taped, transcribed 
and then analysed looking for significant statements that spoke to the research 
questions above. By email, the researcher asked the four lecturers on the 
Diploma in Education programme (Educational administration/Leadership 
concentration) to respond to questions about how gender was represented in 
the programme. Their responses constituted the second source of data.

Findings

Questions posed to principals focused generally on what kinds of gendered 
behaviours they had observed amongst students and teachers and how 
they made decisions involving gender relationships. Noteworthy in their 
responses was that generally no distinction was made between sex and gender 
(Mohammed, 2009). Their focus tended to be on ‘sex’ not recognising that 
relations between males and females constituted a discussion on gender. A 
clear separatist stance emerged suggesting that to a large extent the notion 
of ‘relationships’ was either ignored by the principals or at least they were 
unaware of them. In every case there were implications for how the leader 
envisions his or her stewardship. Examples of the ‘separation’ theme include 
–

(1) Single-sex schools have nothing to do with the other gender:

o ‘I…I think because if the…student body is female, I         
don’t see gender relations being so much of an issue …’

o ‘In co-ed schools the girls end up having to mother the 
  boys… . Here, girls do not have these distractions – they
  are free to develop…’ .

This was a response of the female principal (Mrs. Brown) at a prestigious, 
all-girl, denominational, grammar school. It suggests that it is the education 
of ‘girls’ that is happening at this school, ‘girls’ … not ‘others’.  Discussions 
about the other gender or activities that include them are regarded as 
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‘distractions’ that these girls cannot afford in their quest for academic 
excellence. This is akin to a separatist stance, bordering on female supremacy, 
that ignores the reformed vision of education which embraces diversity and 
sees learning as constructivist – interrogating the knowledge that students 
bring to school (for example, gender ideologies). It also seems to be rooted 
in denial because these girls do interact with boys – in private lessons, as 
friends, and in their families and neighbourhoods – and, there are a few male 
teachers at this institution.

(2) From a male perspective: Women (mothers and teachers) are   
 responsible for male underperformance

o ‘Young female teachers who are yet to truly find themselves, allow 
their emotions to duly influence their teaching practices or approach 
to the male … Older females just mother them…’

o ‘Adolescents at that age ranging from 11 to 16, they need to have a 
male role model to complete their ascendancy to male maturity’

o ‘Male teachers may be more understanding, tolerant and give 
guidance to boys, whereas the female, not being, in my opinion, fully 
appreciative of the adolescent male may seek to repress, discipline 
or overtly embarrass the male … in an effort to gain control of their 
actions’.

This male principal (Mr. Lewis) of a prestigious, all-boys, denominational, 
grammar school feels that women are the root of the problem where the 
development of boys is concerned. However, since women predominate 
as teachers in this boys’ school, he does not see how the situation can 
be remedied. Further, he went on to say that he would not entertain any 
curriculum initiative that promotes gender awareness as a crucial part of 
young people’s development because this would be interpreted as learning 
about females and as far as he was concerned females have already done 
their part to spoil these boys’ lives. Again we note the significance of seeing 
males and females only in terms of sex and therefore different and sidelining 
attempts to understand how they relate.



126 Journal of Eastern Caribbean Studies

(3) From a female perspective: Men (fathers and teachers) are   
 responsible for the problems that males experience

o ‘Male teachers in this school are not good role models for boys. 
Females are good at nurturing and that is good for the boys…’

o ‘Recently I had a male teacher who was having extreme difficulty 
with a class and brought a male student to me. When the student 
started to explain his life story I saw a softening in the approach of 
the male teacher. Now I think that this could have been done without 
me but the two of them were too macho to come together without a 
third party’.

These are the words of a female principal (Mrs. Johnson) of a large, co-
educational, comprehensive school (recently such schools have all been 
designated ‘secondary’ or ‘high’ schools in an attempt to reduce the stigma/
prestige attached to the various types of secondary schools in the country). 
Hers is an unsettling stance, particularly as underachieving boys comprise 
much of the school population and male teachers are a potential resource. The 
bias against male teachers comes out clearly when she refers to machismo 
as the problem between males, because underlying machismo is an attitude 
towards females. So, on the contrary, a ‘macho’ male would not have 
softened his attitude in her presence. The competitive relations that occur 
between men and boys cannot be easily dismissed as machismo (Beattie, 
2002). Exploring prejudices such as these shows how salient ‘gender’ is 
as an educational issue and how leaders treat with it based on their own 
individual ideologies and beliefs.

(4) Male teachers (and absent fathers) impact boys more than girls – 
       conceived as a problem because most teachers are females

o ‘..girls tend to have models in the female teachers. Boys tend not to 
be…to be validated and affirmed as the female would be and because 
of that they succumb to peer pressure, and they drop out’.(Mr. 
Lewis)

o Some of them whilst they have a real serious dislike of fathers I think 
they really need their fathers with them and they are reacting to that 
– lack of fathers in the home.(Mrs. Johnson)
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Here we have both a male and a female principal agreeing that male role 
models significantly impact boys and female role models impact girls. 
Admittedly this is a major issue for boys in the Caribbean where male 
teachers are in the minority and many fathers are absent from homes but 
the idea that male role models will emerge as enabling if there is gender 
balance amongst teachers still has to be grounded in empirical evidence 
and at the moment this is scant (Martino, 2009). At the same time there 
is little consideration that fathers and male teachers also play a role in the 
development of girls. There is an invisibility around the predicament of girls 
(Barriteau, 2007; Hosein, 2007) that both male and female principals seem 
to share. The research and media reports which highlight the issue of male 
underperformance in the Caribbean (Miller, 1994; Parry, 2000; Chevannes, 
2001) and its link to criminal activities (World Bank and Commonwealth 
Secretariat, 2009) and the growth of an underclass (Nurse 2004), seem to 
ignore that for the many girls who excel in school many times that number 
fail.

(5) Females have a responsibility to help the male

I’ll tell you, the females, the ladies have a responsibility. Female 
teachers, female principals have a responsibility…an injunction as 
it were, to help our male students, rather than looking at them and 
saying that they should know better. If we are taking a developmental 
approach we cannot marginalise the male…and I suspect, some of 
the female teachers believe that the male is supposed to be stronger 
and they supposed to know certain things, but yet they end up 
failing. The teachers send them to the office and that is punitive 
…then what have you done as a teacher? The ladies have you know 
that…responsibility to help the men to grow up.

Mr. Pedro, principal of a large rural, co-educational secondary school, with 
chronically low achievement in academic subjects but well-known for steel-
band, chorale singing and football, echoes a traditional theme – that male 
students need to be helped by female teachers to overcome their lack of 
engagement with school. Again, we see the tacit understanding that girls are 
somehow okay and that the problem revolves around boys, and since male 
teachers are fewer in number, it is up to females to assist. If this were couched 
in a way that showed how the school was attempting to deal with the low 
academic performance of both boys and girls, by examining their strengths 
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and weaknesses in the various subject areas and suggesting approaches that 
might suit each gender based on past observations, then this would be treating 
the matter relationally (and, therefore, as a gender issue). The utterances of 
the principal instead tend to reduce a complex phenomenon such as male 
marginalisation to sex. Equally, examining the relationships between older 
and younger female teachers and their male as well as female students would 
be a way to treat with the gender relations at play here.

‘Gender’ as a Construct

The excerpts show a clear resonance with the gender ideologies and biases 
that pervade the society. Gender is therefore a societal and educational 
issue and the excerpts show how convictions about gender influence the 
leader’s policies. Training in educational leadership that saw gender as 
problematic would help to bring about awareness that categories such as 
‘male’ or ‘female’ seem to be reduced time and time again to ‘sex’. It is 
perhaps understandable that the principals should conflate ‘gender’ and 
‘sex’ because whilst Gender Studies have been in existence for some time 
(Mohammed and Shepherd 1999) researchers themselves have not been 
very clear about what they mean by the construct ‘gender’ (Glasser and 
Smith 2008). Attempting to differentiate the two by stating that gender is 
based on cultural differentiations of the masculine and feminine have not 
been helpful as it again invokes a binary phenomenon and so persons often 
revert to the ‘default’ view – ‘sex’ (Glasser and Smith 2008). There are many 
attempts to define or clarify ‘gender’, which suggests that it is problematic 
for researchers and lay persons alike. Sex role theory sees one’s gender 
as originating in one’s sex and then complemented by social processes; 
social constructivism sees persons as actively constructing their gender in 
interaction with their social environment; the medical fraternity  largely 
concurs with the binary perspective of male and female (sex) corresponding 
to masculine and feminine (gender); but, queer theory suggests that these 
normative categories only serve to mask the varieties and fluidities that exist 
and function to control persons and their bodies and that ‘gender’ should 
be discontinued (Glasser and Smith 2008). Without exposure to this kind 
of debate, principals largely act on the premise that they understand the 
nature or the issues concerning gender relations amongst their students and 
teachers.
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A conceptualisation of gender that may be more useful to principals is 
one rooted in social constructivism. Boys and girls are seen as belonging 
to different biological and social categories and are actively constructing 
and performing (Butler, 1990) normative as well as other gender identities. 
However, as students go about creating and re-creating their sense of who 
they are, they are doing so in relation to the other (others of their own 
sex as well) and so, gender constitutes a social relationship that helps to 
distance it from ‘sex’. If a shift could take place to a consciousness of the 
relationships between students then the school would be in a better place to 
understand deep-seated issues that masquerade as normalcy. For example, 
the standard operating practice of comparing boys’ and girls’ achievement 
could be conceptualised more meaningfully if boys’ and girls’ characteristics 
were sought amidst a wider set of categories (relationships) such as ability 
levels, subject areas, family background, talents, needs, and aspirations. That 
would be more attentive to ‘gender’ and its schoolwide ramifications. Also, 
a focus on settings – learning in classrooms, sporting areas, laboratories, 
libraries, and small/large groups would yield knowledge on how the 
different categories of learners fare in these spaces (for example, learning 
between and within categories of low achieving boys and girls in the science 
stream). In a single-sex school treating gender as problematic can occur in a 
similar way such as perceiving either ‘boys’ or ‘girls’ as not being a uniform 
category, thereby acknowledging the diversity within and between groups of 
learners – for example, in a boys’ school diagnosing the needs and exploring 
interventions for boys who excel athletically and who may feel that that is 
the characteristic of a ‘true’ male. Perhaps, more than in any other type of 
school, in an all-male school gender issues crop up minute by minute – boys 
tend to be very protective of their own reputation as hard core males and 
are quick to call out taunts and threats in response to any behaviours on the 
part of other boys that may seem, even vaguely, to veer off this stringently 
prescribed course.

There was one marked difference among the principals. Mr. Ralph was the 
principal of a government, grammar-type school that was co-educational and 
also considered ‘prestigious’. He seemed to have a more sensitive idea about 
gender. It is difficult to avoid the conclusion that he came to the programme 
already reflecting on gender and how our ideologies serve to obfuscate 
relationships in the school. Any model of leadership can only be an asset to 
this principal who clearly sees his charges as students capable of exhibiting 
a wide range of behaviours and who may have diverse needs. 
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o ‘…very often the boys mistakenly look at sensitivity and caring as 
more female traits, and therefore they would look at that boy who is 
more sensitive as being girlish…some boys have female mannerisms 
which are not really wrong but is how it is interpreted by the 
adolescents…’

o we have the full spectrum …there are girls who feel they have to 
fulfill certain roles as girls and there are girls who are so tomboyish 
that they are more loud than the boys, in the classroom they fight … 
they have to be managed as well…

Gender and Educational Leadership

It is symptomatic of the condition of patriarchy which we live under, that 
situations, contexts and relationships appear to be gender-neutral. There is 
an invisibility that characterises how relationships are engendered that we 
co-operate with and on this sub-stratum (which we do not acknowledge) 
rests with how the members of a school relate to each other. As the excerpts 
reveal, all the principals, with one exception, see the relationships between 
males and females from extremely biased and prejudicial viewpoints. The 
transformational leader, for example, may try to effect school improvement 
standing on this layer of unexamined biases and assumptions. He or she may 
even regard gender as an issue but as the excerpts show –male teachers not 
providing a good enough role model for boys; female teachers being ‘soft’ 
on the boys; and, ideas about ‘gender’ having no place at an all-girls’ school 
– these biases and assumptions are the more likely points of departure for 
any deliberations or policies the leader might undertake.

Essentially, in theorising about leadership the issue is that we have no sense 
of what we are departing from. There is no assessment made of the leadership 
situation at a school so that we know the ingredients of the situation. Yet we 
are happy to put into place a model that is in vogue at the moment. The 
problem may well be gender relations itself. It is so invisible to theorists that 
it only comes later on as something to which the theory can be applied. Yet, 
the excerpts clearly show that gender is central to education – it runs through 
ideas about relationships in academic life and includes students, teachers, 
fathers and mothers. It is ironic then that models of educational leadership 
treat with an understanding of leadership which ignores what is fundamental 
to education – gender relations.



131Critique of Theories of Educational Leadership                       

Androgynous notions of leadership and relationships are therefore created 
and because of this the salience of gender in all the interactions in schools 
escapes notice. These homogenised ways of construing leadership, such 
as the ‘moral’ or ‘servant’ leader, then emerge, the leader being seen as an 
‘individual’ – neutralising gender from the beginning. More enlightened 
models of educational leadership, such as transformational leadership, do 
actually have scope for bringing relationships into its processes of transaction 
with members from early on, but if gender is not clearly perceived as a 
relationship, transformational leadership too boils down to prescriptions for 
practice. It is difficult for us as members of society to identify and rise above 
the gender norms, gender ideologies and gender prejudices into which we 
have been socialised. Prevailing patriarchal notions persuade us to ignore 
gender issues by portraying social life as gender neutral. Christman and 
McClellan (2008) say that only

…. when the social categorisation is disrupted and our expectations 
about men and women and how they are supposed to function are 
exposed do we pay attention to how sex is produced into gender. 
Then we realise that indicators and symbols of gender tend to be 
so omnipresent that we usually fail to notice them unless they are 
ambiguous or contradictory (p. 6). 

Teacher Education Curricula

There are currently 4 lecturers in the Educational Administration/Leadership 
component of the Diploma in Education programme – 2 males and 2 females. 
When asked about the inclusion of gender relations in their programme, they 
responded –

• We don’t address it directly or formally in the Dip/Ed. The most I have 
done is in one of my sessions speak to the fact that a discourse on gender 
in schools needs to take place because we have non-traditional gender 
types which some of our school staff, students and parents belong to. I 
also refer to the issue of same gender parents coming into discuss their 
student affairs and participating in the school. (Female)

• The word ‘gender’ is not mentioned specifically on the course outline. 
I would assume it may be found in topics such as ‘Educational 
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Leadership’, ‘Decision making in schools’ and ‘School Administration 
and Motivation’. (Male)

• Gender is used in presenting and discussing theories, for example those 
on leadership, communication et cetera, where some distinctions are 
observed between the genders. These distinctions are often highlighted 
in the readings and research. Practical examples and lived experiences 
of students and lecturers are also discussed as examples, for relevance, 
application and other critical analyses. (Female)

• Gender issues in Ed. Admin. is an area of concern when we engage 
students in readings and discussions/presentations in modules that deal 
with:

i. Curriculum philosophies, especially ‘Reconstructionism’ and/or 
‘Progressivism’, in contrast to Perennialism and Essentialism, 
which force them to interrogate their pedagogical and /or 
administrative practices in relation to the existing structure of 
schools, society, the taught curriculum as they relate to elitism, 
maintenance of the status quo or egalitarian issues

ii. Lesson planning, delivery and particularly assessment given 
the well established knowledge that males and females are 
differently-abled in certain academic disciplines particularly at 
critical growth periods of their schooling experience

iii. School Administrative Processes: leadership, motivation, decision 
making, communication, conflict  resolution/management et cetera. 
These are big issues as they relate to the feminisation of school staffs 
and school leadership and whether there are any relationships that 
juxtapose these school administrative processes and the perceived 
male underachievement. (Male)

The most senior lecturer applies the content as outlined in the handbook with 
a discourse on gender, based perhaps on his years of experience and personal 
style in discussing issues. A female lecturer echoes some of this, but both tend 
to see educational theories as overarching and having explanatory power in 
clarifying the gender related issues they mention. The other two lecturers 
admit that gender is not officially or explicitly mentioned in the programme 
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outline. These lecturers are all responsible for teaching one cohort, divided 
into four groups, and they collaborate in this regard. However, it seems clear 
that the issue of gender relations does not crop up in their official curriculum 
nor in their team meetings and it is up to the experience and expertise of the 
particular lecturer, in discussion sessions, to respond to or initiate gender-
related content in their sessions with principals and aspiring principals.

Silence related to gender issues, avoidance of the topic, treating to it in a 
limited way, are behaviours corroborated by the international research 
literature on gender in the professional preparation programmes for school 
administrators and principals. In fact, Rusch (2004) in a large scale study 
across the United States found that the discourse on gender equity between 
faculty and education administration/leadership students was difficult, stilted 
and sometimes totally absent. She attributed this to a reluctance to broach 
controversial topics on which persons hold strong views and prejudices 
that they have not had an opportunity to reflect on in a meaningful way. 
Lecturers admitted that they lacked confidence in how to conduct sessions 
that could become emotionally charged and were afraid that they would lose 
control of the situation. If we agree that gender configures almost all our 
relationships, much of it in an ‘invisible’ way, then this reluctance to actively 
pursue it on the educational leadership agenda in schools of education must 
be interpreted as a functionalist way of leading which perpetuates the status 
quo and therefore upholds male privilege.

Attempting to address this silence, reluctance and sometimes stated conviction 
that gender is not really an issue, is a challenge for the university. One group 
of researchers (Killingsworth, Cabezas, Kensler and Brooks, 2010) sought to 
create a learning community amongst a cohort of students in an educational 
leadership programme. Deliberately structuring tasks that students need to 
complete but which depends on the contribution of others, throws them into 
a situation where they have to recognise and value what everyone brings 
to the table. This strategy is fraught with discomfort, especially if the plan 
is (and this is my modification) that the lecturer would not be present at all 
sessions – students lead themselves for part of the time. In this environment, 
students have to come out of their comfort zone and sometimes that often 
means confronting some of their biases and stereotypes. If the task or project 
is explicitly designed as a gender study, then there is much potential for 
revealing powerful insights and reflection on one’s own practice as well 
as much potential for conflict. Writing narratives of the experience during 
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and after, helps to deepen the reflective mode and aids in learning about 
oneself. 

The strategy depends on the development of mutual trust and respect among 
participants and suggests that pre-activities focused on group dynamics need 
to be designed by faculty so that some of the usual negative experiences of 
group work are addressed head on – dominating the discussion, leaving most 
of the work up to a few, thus alienating others. Of course, this is not just any 
group work activity but part of a process in building a learning community 
where participants discover that their peers have strengths (and weaknesses) 
and so, may learn better ways of dealing with both. It is also recommended 
that said pre-activities include discussions on what is meant by building a 
learning community as a cohort, rather than existing as a traditional class 
where one is just an individual among many.

Although challenging to lecturers and students alike, this is likely to be 
more sustainable in introducing participants to gender relations in a deep 
and meaningful way. Mountford and Skrla (2006) point out that even after 
a year of exposure to readings and written assignments about gender in 
an educational leadership programme, few participants demonstrated or 
articulated significant transformations in their behaviours and perspectives. 
Rather, the researchers detected monumental resistance on the part of students. 
One of the ways they described resistance was ‘distancing’ – seeing sexism 
only on an individual level and ignoring the role that social institutions play; 
unwilling to see themselves as a ‘privileged’ group (for example, white, 
heterosexual men); and, recognising racism as more worthy of being a 
diversity issue to discuss than gender. Resistance also included ‘opposition’ 
– for example, the notion that women and men are now equal, so there is 
nothing to discuss; presenting  personal anecdotes and generalisations to 
support either that gender is a non-issue or that males are the ones being 
oppressed; and, that the present course/programme has been developed by 
faculty with an axe to grind. 

Faculty who are determined to have more honest and authentic discussions 
about gender with prospective principals then need to find ways to confront 
their resistance. Conventional teaching and learning approaches are not likely 
to result in meaningful change nor are they likely to bring the participants to 
the point where they can see the lacunae in theories of educational leadership. 
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Disrupting the tendency to give automatic acceptance to theories such as 
those around educational leadership by discussing how gender is integrally 
involved in the school scenario but largely absent from theorising about 
leadership, could support a process whereby principals develop powerful 
insights about their own behaviours. In addition, it supports an idea of 
educational leadership that is grounded in learning about the contexts of a 
school.

Conclusion

The view of leadership espoused in this paper is not qualified by any adjective 
but is envisioned as the principal and staff engaged in improving and 
enhancing relationships in the school and its contexts. Gender relationships 
present a host of challenging educational issues to a school, but gender is not 
normally incorporated into the traditional models of educational leadership. 
The unique emphasis put forward in this paper is that leadership is essentially 
about learning, from the ground up, about relationships in the school, gender 
being the most fundamental relationship.

Teacher education curricula must address this ‘gap’ in theorising about 
educational leadership which perpetuates and thus reinforces the invisibility 
of gender relations in the school. Critique and deconstruction, if they are 
incorporated into programmes for the professional preparation of principals, 
have the potential to reveal this underworld of beliefs and ways of relating 
that to a large extent goes unnoticed. In other words, teacher education 
should become more riveting and attempt to destabilise accustomed views 
through its methods and modalities. If accepted seriously, ‘building a 
learning community’ promises to give gender a more sustainable presence in 
the ways that principals think about relationships in the school.
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Introduction

There is no doubt that the space in which teachers currently practice their 
craft is a far cry from what it was, perhaps a mere ten years ago.  The ubiquity 
of electronic technology, diversity among the students, the achievement of 
universal secondary education, emphasis on children’s rights legislation, 
the adoption of a student-centred philosophy, changes to curricula and 
assessment procedures and the ease with which students can access 
information have all contributed to the changing of the landscape of schools. 
The ever-changing context in which education occurs is creating a situation 
in which teachers and teacher educators are forced to constantly push the 
boundaries of professional development to ensure that the teaching and 
learning transactions in schools reflect cutting edge practices.  In the region, 
it is widely recognised that changes are necessary as the traditional practices 
are no longer adequate for twenty-first century classrooms.  Consequently, 
many of the former practices that were handed down from the times of 
our colonial past are being abandoned, dismantled or strongly challenged.  
However, in the vein of Harold Benjamin’s (1939) classic tale of the saber-
tooth curriculum, some practices are so deeply entrenched that even though 
their inadequacy and ineffectiveness are recognised, some in the field of 
education and in the society in general persist in holding them sacred.

In order to emphasise the extent to which the current context of teaching and 
teacher education has evolved, it is necessary to take a brief look at education 
legacy left by the colonial powers in the English-speaking Caribbean.  It 
must first be remembered that in colonial times, education was designed 
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to serve the purposes of the colonisers.  Even though the bulk of education 
services were organised by religious bodies, the ultimate goal was to produce 
individuals with skills that would further the agenda, and swell the pockets, 
of the colonising countries (Thompson, Warrican and Leacock, 2011).  
Access to education was limited and at first awarded primarily on the basis 
of race and class (Ortmayr, 1997) and later, also on the basis of competitive 
examinations (Gordon, 1963).  In the late nineteenth and early twentieth 
centuries, the teaching profession was populated with male teachers from 
abroad.  After the colonisers formally left the colonies, the new ruling class 
(mostly English or English influenced) implemented practices imported 
from England.  Hence, the grammar school-type system that continues to 
influence how schools and the students who attend them are viewed was 
fostered (Thompson, Warrican and Leacock, 2011).

The education system from the days of the colonisers, left in its wake 
practices that, in today’s context are considered to be unjust, promoting 
divisions in society by creating education hierarchies that disempower and 
disenfranchise large proportions of the society (Warrican and Leacock, 
2011).  Furthermore, the manner in which teachers were recruited and 
trained, supported and perpetuated this unjust system. Under this system, 
teachers were often recruited while still at primary school themselves, and 
through a process of tutelage and mentoring, supported until they qualified 
to enter a formal teacher training programme (Gordon, 1963; Fergus, 2003).  
This pupil-teacher system formed the basis for current recruitment practices 
in many countries in the region, where teachers are hired and sent to the 
classroom before undergoing formal training. Furthermore, the training 
programmes for many years appeared to have retained practices that did not 
adequately prepare teachers for the context in which they were required to 
operate.  Consequently, teacher education programmes are somewhat slow 
in keeping up with trends that would adequately prepare teachers for the 
ever-changing school environment, and are indeed in danger of falling so far 
behind that it may be impossible for them to catch up and keep up to date 
with current trends.  

With this background and concern in mind, it is worthwhile to explore 
some of the current trends in education that should influence the nature of 
teacher preparation programmes in the English-speaking Caribbean.  These 
relate to phenomena such as the incorporation of democratic principles; the 
integration of electronic technology in instructional practices; inclusion and 
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recognition of the diverse characteristics of student; and the growing focus 
on early childhood education.

Current Issues in Teacher Preparation

With the current trends in early childhood, primary and secondary education 
in the Caribbean, there are some issues to which teacher preparation 
programmes must pay attention. Bearing in mind the features of the changed 
education landscape, questions can be raised about teacher preparation 
programmes and whether these break from ineffective classroom practices 
steeped in the colonial past. Perhaps one of the most pressing issues is the 
democratising of classrooms. In the past, classrooms were the exclusive 
domain of the teacher. All decisions were made solely by the teacher, and 
students were required to conform blindly.  Systems that were in place 
contributed to unjust treatment of some students.  For example, teachers 
were trained to meet the needs of the so-called average student, and this one-
size-fits-all approach contributed to the academic failure and consequent 
marginalisation of many students. Today, teacher education programmes 
place greater emphasis on democratising classroom practice by, for 
example, stressing the need of providing for all students.  There is now a 
heightened awareness about the deleterious effects of catering solely to one 
group of students.  There is still however a sense that more can be done 
to promote ideals such as justice or fairness, equity, freedom, respect, and 
tolerance.  These ideals, when incorporated in the classroom, foster a sense 
of personal and community responsibility, participation and caring that can 
trickle into the everyday activities of the students (McLaughlin, 2004; Cole, 
2013).  This would go a long way for example, to alleviating the effects of 
competitiveness in classroom; competitiveness that contributes to conditions 
such as segregation in the society, prejudices, and non-participation in the 
affairs of the community.

A second issue to be considered, linked to the first, is the fact that the majority 
of countries in the region currently practice universal secondary education.  
In the past, it was a general rule that only students who were perceived 
to be academically-able benefited from secondary education.  Under this 
system, several factors, such as a mismatch between teaching styles of 
primary school teachers and their students learning styles, tended to affect 
classroom progress.  As a result, many of these students were unsuccessful 
at the examination that was used to determine who would be offered the 
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limited spaces in secondary education.  Consequently, secondary school 
teachers were trained to teach these privileged, perceived bright students.  
Teaching was primarily concerned with the transmission of knowledge, 
with students playing a passive role, apparently eager for this knowledge.  
With the expansion of universal secondary education, the profile of students 
entering secondary schools changed.  Though the perceived academically-
able continue to be educated in schools that enjoy a measure of prestige 
primarily based on their history, and apparently continue to thrive under 
the very teacher-centred instructional approaches, those thought to be less 
able and whose learning styles may not be compatible with the teacher-
centred approaches, seem not to be benefiting from secondary education. 
While some may argue that this is because these students do not have the 
capacity to benefit from education at this level, it seems more likely that a 
significant contributor to their poor performance is their teachers’ lack of 
proper preparedness for instructing them. As alluded to previously, principles 
of justice, equity and tolerance for cognitive differences dictate that current 
teacher preparation programmes ensure that teachers are skilled at adapting 
their instructional practices to meet the learning needs of all students.

In classrooms of the past, the commonly found learning resources were 
textbooks and the chalkboard.  Teachers in the past were trained to use 
these tools. Indeed, in the early days of education in the region, textbooks 
were owned primarily by teachers whose tasks involved transmitting the 
knowledge therein to the students.  The chalkboard was an excellent tool 
for doing this.  Students would simply copy content from the chalkboard; 
learning involved memorising this content and later, reproducing it for 
assessment purposes. In today’s classrooms, teachers are confronted with 
information and communication technologies that severely challenge this 
pedagogy.  Advances in computer technology, the widespread availability of 
portable devices and Internet connectivity have all contributed to the state in 
which the teacher is no longer the only one in the classroom with easy access 
to knowledge (Veira, Leacock and Warrican, 2014).  Students no longer have 
to be or even want to be passive learners.  They are no longer satisfied with 
or interested in merely listening to the teacher sprouting forth knowledge.  
They want to be involved in the teaching and learning transaction.  

While access to information through the technology seems to embolden and 
empower many of the students, a number of writers have warned that one 
should not assume that there is an imbalance between students and teachers 
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where the latter is disadvantaged because of their lack of technological savvy 
(Bennett, Maton and Kervin, 2008; Bennett and Maton, 2010; Calvani, Fini, 
Ranieri, and Picci, 2012). Unfortunately, though many perceive students as 
‘digital natives’ and their teachers as ‘digital immigrants’ (terms coined by 
Prensky (2001) to indicate the levels of comfort that students and teachers 
respectively seem to have with the technology), many students are not very 
well able to use the technology for educational purposes (Li and Ranieri, 
2010; Calvani, Fini, Ranieri, and Picci, 2012).  Studies have shown (for 
example, see Leacock, Warrican and Veira, 2013) that though students 
tend to be fairly savvy with social networking, they tend to lack critical 
knowledge and skills relating to other uses of technology (for example, using 
email accounts; finding and evaluating information on the web).  It therefore 
seems imperative that teacher preparation programmes be designed to help 
teachers not only to learn about the basic operations of technological tools 
available to them in the classroom, but also how to incorporate these tools 
into classroom teaching and learning activities.  If the students are to become 
skilled at using technology for educational purposes, then educators must 
teach them; and educators must also adjust their practices to accommodate 
the presence of the technology.  Teachers must therefore learn different 
ways of, for example, exposing their students to new concepts, of assessing 
students, and of interacting with students in the classroom. Instructional 
practices that foster passivity among students are no longer adequate for 
today’s society in which young people are being encouraged not only to have 
a voice, but to use it for the good of their community. While technology is no 
panacea for all the ills, real or imagined, in the systems of education in the 
region, it provides an additional avenue by which these ills may be tackled.  
Teacher education programmes must ensure that teachers can skillfully use 
this powerful resource. 

Another area where I believe that teacher education programmes must 
undergo transformation is in Early Childhood Education (ECE).  Since 
making satisfactory strides in universal primary and secondary education, 
it is apparent that countries in the region have turned attention to education 
at the early childhood level. Though it is generally agreed (Essa, 2011) 
that early childhood spans the period from birth to eight years (Grade 3), 
the formal education system has over the years primarily concentrated 
on Kindergarten (age five) upwards. In the past, provisions made for 
young children who were not yet eligible for primary education were 
mainly along the lines of childcare.  Private and state facilities focused 
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on day care, with little formal educational or developmental programmes 
for these young citizens. Employees at these facilities were trained, if at 
all, in childcare; that is, looking after the physical needs of the children.  
Where educational activities were provided, these tended to be facilitated 
by untrained individuals, who though good-intentioned, often did not have 
the knowledge and skills to implement best educational practices for this 
age group. However, perhaps recognising that what happens in these early 
years can greatly influence the children’s educational progress and future 
endeavours, governments in the region are turning attention to providing 
age appropriate educational stimulation for them.  Consequently, nursery 
schools and nursery units in existing primary schools are springing up with 
some frequency.  The challenge is to ensure that teachers are afforded the 
opportunity to acquire the knowledge and skills necessary for working with 
these children. Since it is no longer sufficient to be trained only in child care, 
individuals working in early childhood classrooms must be exposed to early 
childhood education programmes that will adequately prepare them for this 
very important task. This points to a transformation of the manner in which 
people who are to work with these children are prepared.

It is very evident that teacher education programmes must be transformed if 
the region is to continue to provide the best possible educational services to 
young citizens.  We can no longer doggishly hold onto practices that, though 
useful in the past, are not sufficiently effective for today’s students.  We 
cannot continue to prepare our young citizens for a society that no longer 
exists.  The challenge of teacher education is to prepare teachers to use up-
to-date approaches to perpetuate values that we all hold in esteem, values 
such as industry, respect for others and their property, and tolerance.  It is 
perhaps frustrating to young people to be told of returning to the practices 
of the ‘good old days’, since they have no experience of these days, except 
as cultural heritage exercises.  But it must be equally frustrating for those 
who have experienced those days to cope with the changed society in 
which we now live.  The challenge for teacher education programmes is 
to equip teachers with the knowledge and skills, no matter what generation 
they identify with, to prepare young people for the roles they must play 
as they grow older.  This calls for re-thinking how these programmes are 
designed and delivered.  The next section of this paper takes the example of 
early childhood education to illustrate how teacher education programmes 
can be transformed to meet the needs of current and future society in the 
Caribbean.
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Rethinking Teacher Preparation and Education: The Case of Early 
Childhood Development

Without a doubt, the field of Early Childhood Development (ECD) is an 
excellent choice to make the case of the direction that teacher preparation 
programmes should take. Over the years, teacher preparation programmes 
in ECD have taken a back seat to those that focus on primary and secondary 
education. This is unfortunate in light of the vast body of research that 
links good early childhood programmes to the future success of children 
(for example, see Ruhm and Waldfogel, 2012). Research has consistently 
shown that a sound ECD programme is an investment worth making as the 
returns yielded are multi-fold in that, the beneficiaries normally have greater 
success at school, and as adults, have better health; higher employment and 
earnings; lower levels of welfare dependence; and less involvement in crime 
than those without such opportunities (UNICEF, 2013).

The fact that priority was not given to teacher education programmes that 
focus on ECD has led to a situation where, as mentioned previously, at the 
nursery schools across the region, the staff is not adequately prepared for the 
task with which they are charged. According to Williams and Charles (2008), 
many of these caregivers and their aides quite often do not have formal 
ECD certification.  In fact, they point out that except for Barbados, The 
Bahamas and the British Virgin Islands, post-secondary training for teachers 
at pre-schools, or even completion of secondary school education, is not a 
requirement for support staff at institutions that cater to needs of children 
in these facilities across the region.  What seems to be the case in most of 
the countries is the provision of training activities in the form of workshops 
that does not lead to formal certification. Charles (2006) attribute this to the 
fact that most of these facilities in the region are not state run but operated 
by private providers who have the power to decide on their own curriculum. 
The low remuneration in this sector further exacerbates the problem as it 
makes it an unattractive choice for trained, qualified professionals.

At the kindergarten and early primary levels (Grades 1 to 3), the scene is 
significantly different, though not without deficiency. While many of the 
teachers in these schools are trained, their training is in primary education. 
In many cases, while they may have done a module or course (sometimes 
none) in ECD, they indeed have not covered enough in the field to gain the 
competence needed to be considered certified early childhood practitioners.  
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This of course is better than the seeming majority in the nursery facilities 
where staff members have little formal training. Perhaps in recognition of the 
need to prepare teachers to work at this level, some of the teacher education 
institutions across the region have endeavoured to place trainees in their 
primary education programmes in ECE classrooms for at least part of the 
teaching practicum exercise.  But though well-intentioned and an apparent 
practical solution where there is no ECD programme, it is not sufficient.  
With the established long term benefits, it seems prudent to have a well-
trained cadre of teachers to meet the needs of these little ones.  

With the recent thrust by governments to enhance educational provisions 
at the early childhood level, teacher preparation institutions in the region 
are moving beyond offering the occasional module or course in ECD to full 
programmes.  However, even with this recent advancement, teachers in the 
system who are trained in primary education but not in ECD, as well as some 
without any certification are still assigned to early childhood classrooms 
and indeed new ones are still being recruited into the system. In light of 
this situation, the issue at hand is finding ways to tackle the challenge of 
providing formal education and training that leads to certification for all 
early childhood practitioners.

From the discussion thus far, it can be surmised that regardless of the type 
of facility to which they are attached, there are three broad profiles of ECD 
practitioners to whom special attention must be paid:

• The untrained practitioner without secondary school education 
certification;

• The untrained practitioner with at least secondary school 
certification; and

• The trained practitioner with no certification in the field of 
ECD.  

To tackle this major challenge, and therefore change the profile of the many 
practitioners from uncertified to certified, it seems that access to ECD 
preparation programmes is critical.  In order to widen access, along with the 
traditional face-to-face programmes offered at institutions across the region, 
consideration must be given to other alternatives.  This calls for a level of 
thinking that takes us outside of the conventional ways in which teachers 
are educated in the Caribbean.  In essence, consideration must be given to 
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exploring new ways in which training in ECD can be provided for teachers 
with the various profiles in a speedy but efficacious manner.  Such training 
must cater to both existing ECD practitioners and those seeking to enter 
the system. To do this, I am proposing a model which opens access through 
online programming, much in the way as it is done by The University of the 
West Indies (UWI), through its Open Campus.

Online Access to ECD Training

Around the world, the online route has definitely become a viable option 
for accessing higher education.  This is of great importance as it presents 
potential students with greater flexibility in terms of access anywhere and 
anytime (Deka and McMurry, 2006).  Online learning is defined as ‘a 
structured learning activity that utilises technology with intranet/internet-
based tools and resources as the delivery method for instruction, research, 
assessment, and communication’ (Michigan Department of Education, 
n.d., p. 1) and as ‘learning that takes place partially or entirely over the 
Internet’ (Means, Toyama, Murphy, Bakia and Jones, 2010, p. 9).  In the 
Caribbean context, where most of the countries are small island states with 
no brick and mortar university campus, virtual access becomes paramount.  
Although each of the countries in the region has at least (1) two-year college, 
these institutions have limited spaces and programmes (due to their sizes) 
as well as the absence of programme levels beyond certificates, diplomas 
and associate degrees. This context therefore lends credence to the need to 
respond to the emerging virtual reality, and as suggested elsewhere, with the 
demand (Warrican, Leacock, Thompson and Alleyne, 2014), it makes sense 
articulating it as part of the long-term strategy for higher education (Kim and 
Bonk, 2006). This potential strategy seems to have particular applicability to 
the Caribbean context, as it allows many of the region’s people to now stay 
at home and study while providing them with choice and pace of study in 
what is considered a more affordable option.

Online education could be an especially viable option to help meet the need 
of having sufficient certified practitioners in early childhood education 
spaces across the region.  Even with its great demand, online education has 
been shown to have greater appeal among mature citizens with work and 
family commitments who find it to be a major challenge to pursue studies 
face-to-face in brick and mortar campuses, whether it be abroad or at home 
(Jaggars, Edgecombe and Stacey, 2013).  Most of the region’s early childhood 
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practitioners fit this profile: mature, working and family commitments.   
Thus, online for them will be a viable option.  The challenge would be to 
offer ECD programmes through this medium without losing the quality and 
the substance gained through face-to-face offerings.  

To ensure quality and substance as the move is made to the online arena, 
Levy (2003) suggests that institutions develop a vision and plan.  In a 
Caribbean context, it seems that for the best results, this vision and plan 
can be an overarching initiative that provides direction to ECD programmes 
in the region.  Such a vision and plan should help the region to tackle this 
major challenge together rather than solely at the country or institutional 
level.  This of course means that it ought to be a shared vision and plan 
that is accepted by regional institutions. Having such an overarching vision 
and plan does not exclude institutions from developing their own.  In fact, 
they should be encouraged through individual strategic plans but within the 
agreed paradigm of the region with attention being paid to shared goals; and 
consideration to the values and experience of all stakeholders.  
 
A regional approach to educational planning is not new to the region.  For 
example, the Eastern Caribbean Joint Board of Teacher Education (ECJBTE) 
was established to serve that geographical sub-region in much the same 
way as proposed here (Ordinance 14, UWI Statutes and Ordinances, 2010). 
Extremely encouraging also is that, as pointed out by Williams and Charles 
(2008), there is already a drive to tackle ECD from a regional perspective.  For 
Example, in 2008, CARICOM published Guidelines for Developing Policy, 
Regulations and Standards in Early Childhood Development Services, which 
sought to align and standardise ECD across the region.  This 2008 document 
makes reference to forerunners such as the Caribbean Plan of Action for 
Early Childhood Education Care and Development that was adopted by 
CARICOM in 1997, and followed by the endorsement in 2002 of a Regional 
Early Childhood Action Plan 2002-2015. This type of planning needs now 
to be applied with the online context in mind.  It is only through having such 
a shared vision and plan that the region would be able to systematically 
address the need of ensuring that all early childhood institutions are well 
outfitted with high-quality practitioners.

Aligned to the vision and plan, is a well-articulated curriculum (Levy, 2003).  
The aforementioned CARICOM 2008 document is indeed a good starting 
point as this is expected to guide the development of national curricula 
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in harmony with regional standards.  However, once the online option is 
embraced, consideration must be given to related delivery methods and 
pedagogical philosophies (Levy, 2003).  It may take the re-education of those 
who normally deliver this type of education to practitioners in traditional 
brick and mortar campuses.  Addressing the issue of access through the 
online route does in no way equate to success in curriculum development and 
delivery.   The temptation might be to take curricula as they are and deliver 
online much in the same way as was done face-to-face.  Indeed, Norton and 
Hathaway (2008) highlight the practice of setting up online courses to mimic 
some face-to-face ones by, for example, merely transmitting information 
about the area of study.   However, for a programme to be successful online, 
the learners should be placed at the centre, thus moving away from a banking 
approach which treats them as empty vessels to be filled (Freire, 1993) to a 
more constructivist one which allows for active participation (based on the 
work of theorists such as Lev Vygotsky, Albert Bandura and Jean Piaget). It 
is important that, as a region, we craft curricula for ECD with a Caribbean 
particularity that still maintains a global outlook and that we develop an 
online methodology that is built on best practice and solid research. 

To develop and deliver a high quality curriculum in ECD online, as 
mentioned before there will be need for the re-education of educators in 
the traditional brick and mortar campuses.  However, Levy (2003) cautions 
against overlooking the students themselves, indicating that they too should 
receive training that reorients them to learning in the online environment.  
This is particularly important in the Caribbean context where students have 
historically been predisposed to a high level of dependency on teachers.  
With the embracing of the online modality, it becomes imperative for 
the learners to be more self-directed in an environment that is driven by 
a constructivist paradigm that advocates active student engagement and 
students taking greater control of their learning.  This of course will call 
for a strong student support system not just to help them to adjust to this 
pedagogical shift but the technical challenges associated with this modality. 
In fact, Levy (2003) suggests that a traditional brick and mortar campus 
may even have to reorganise its structure once a decision is made to put its 
offerings online. The type of technical and academic support that is needed 
to facilitate online learning (which may be unfamiliar to the brick and mortar 
campuses) plus the general shift may render operational and philosophical 
reorganisation unavoidable.
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It must be stressed that embracing online learning is in no way an 
abandonment of traditional face-to-face programmes, rather it creates 
alternative routes through which practitioners and potential practitioners 
can access ECD preparation programmes. Allen, Seaman and Garrett 
(2007) in The Sloan Consortium report, outline the following options 
which are created in an environment where online is embraced:

• Traditional (face-to-face) – no online technology used in the 
delivery of a course

• Web facilitated – web-based technology used to support a face-
to-face course

• Hybrid/blended – a blend of face-to-face and online delivery of 
a course in varying proportion 

• Online – most or all of a programme/course is delivered online.

In the context of ECD preparation programmes, both the face-to-face and 
the online options are of critical importance. As mentioned before, widening 
access is paramount to tackle the shortage of qualified practitioners. Online and 
blended delivery will certainly provide practitioners with more opportunities 
to access the education that they need.  Naturally, fully online will have 
wider reach for students in countries without a brick and mortar campus.  For 
those on such campuses, the blended modality may be an added attraction.  
The second point related to the creation of classroom options that go beyond 
the traditional should evoke great excitement.  The embracing of online 
technologies can change the teaching-learning transactions in classrooms in 
a most positive way.  As mentioned earlier, out of the colonial system came 
classrooms where knowledge is transmitted in a way that places the teacher 
in the seat of power.  With the application of the Sloan classification system 
while adhering to the principles of best practice in online delivery, Caribbean 
ECD preparation programmes can put into practice a much more learner-
centred approach where there is more self-direction and active learning. 
This classification gives promise even to those institutions which will still 
rely primarily on face-to-face offerings as they can adopt a web facilitated 
approach where web-based technologies are used to support delivery. There 
is a corollary expectation in this new environment that practitioner exposed 
to the constructivist approach will apply the insights gleaned when working 
with their young wards in early childhood facilities.
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The question that one may ask is, how can the online environment and the 
different ways in which it can be incorporated into teacher training be useful 
to those in the ECD context?  Earlier, three broad profiles of practitioners 
were identified:

• The untrained practitioner without secondary school education 
certification;

• The untrained practitioner with at least secondary school 
certification; and

• The trained practitioner with no certification in the field of 
ECD. 

Current traditional options for obtaining training in ECD generally involve 
face-to-face events such as short workshops and courses.  The emphasis 
maybe on ‘short’ because many of those who participate are practitioners 
who often cannot be released from their duties for long periods. Furthermore, 
many of the practitioners have been in the field for several years, even before 
there was need for qualifications, and may not possess the requirement for 
matriculation into formal training programmes in the face-to-face institutions.  
For such individuals, the online environment may be ideal as it tends to 
offer some flexibility that cannot easily be accommodated in full face-to-
face settings.

The notion of flexibility that is associated with online learning cannot be 
underestimated.  For example, the flexibility of online learning would allow 
trained practitioners with no certification in the field of ECD to upgrade their 
qualifications without having to take leave from their jobs and at the pace 
that fits in with their existing schedules.  Especially in Caribbean countries 
without physical campuses, this could mean savings for the practitioner and 
the authorities (there would be no need to find and remunerate substitutes 
while teachers are away studying).  Since the teachers would still be in 
classrooms, it would be easier for them to put the things they are learning 
from their online studies into practice, and be able to immediately seek 
further guidance and assistance as they do so.  Flexibility of online study 
also allows those seeking training in ECD to upgrade their qualifications in 
stages, making use of the laddering arrangement usually associated with 
online learning.  With this arrangement, individuals can pursue qualifications 
in an area, entering and exiting at different points.  For example, UWI Open 
Campus carries a system of at least eight entry levels, namely (1) Access 
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programme; (2) Pre-University Certificates; (3) Undergraduate Certificates; 
(4) Undergraduate Diplomas; (5) Bachelor’s Degrees; (6) Postgraduate 
Diplomas; (7) Master’s Degrees; (8) Doctoral Degrees.  As funds and time 
permit, individuals may enter at the level for which they are qualified and by 
taking the requisite number of courses, upgrade their qualifications.  Thus, 
a trained teacher with no qualifications in ECD may initially pursue a pre-
university certificate in ECD, but later, by taking other courses, work towards 
an undergraduate certificate or whichever qualification for which they have 
the time and funds.

Flexibility of online learning can also serve those who have been working in 
the areas for many years with no training and less than optimum academic 
qualifications for normal matriculation into appropriate programmes.  By 
means of another facility that is also associated with online learning, such 
individuals may have their existing knowledge and skills assessed and 
counted under Prior Learning Assessment and Recognitions (PLAR) 
schemes. In traditional learning contexts, learners often do not receive any 
credit for the knowledge and skills that they bring to the classroom.  This 
can be discouraging to more mature learners who, though without formal 
qualifications, have a wealth of experience that should not be ignored.  As 
is the case with laddering, UWI Open Campus which often targets these 
mature individuals, can offer them this facility that can, depending on the 
nature and scope of that experience, reduce the requirements towards formal 
qualification.  Again, this option is an attractive one as it could mean reduced 
time and funds towards becoming certified.  This therefore is a viable option 
for obtaining certification in ECD for teachers who find themselves in this 
category.

In the past, some young people, fresh out of school with no qualifications 
could seek and obtain employment in day care centres.  With the current focus 
on qualifications in ECD to enter these positions, such young people may be 
at a disadvantage, and even if employed at day care centres or private nursery 
schools, may find that they are kept in minimum wage positions because 
of the lack of qualifications to access training.  The flexibility of online 
learning can again be of value to these ones through access programmes.  
These programmes provide those who do not have the appropriate academic 
qualifications with the opportunity to obtain preparatory knowledge and 
skills needed to pursue post-secondary studies.  Successful completion of 
an access programme, along with their experiences, can contribute to these 
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previously unqualified individuals being deemed ready to pursue the training 
needed to become certified in ECD.  

One area of concern associated with professional programmes such as 
those that prepare ECD practitioners for work, relates to the provision of 
a practicum component.  But this need not be a deterrent against online 
learning in the Caribbean region, if as suggested, a regional approach is 
taken where there are partnerships among institutions. The fact is that, 
for example, UWI Open Campus can foster partnerships with institutions 
in the students’ home countries, and a system can be arranged to facilitate 
supervision, mentoring and coaching.  Furthermore, the power of online 
technologies can be harnessed to strengthen the practical component of 
the ECD preparation programmes, allowing the students to be exposed to 
virtual classrooms where they can see best practice demonstrated.  Though 
insufficient, this virtual experience for many practitioners can be vital as 
it would allow them to see models of good teaching in environments that 
are conducive to early childhood development. This section of the paper 
presented some ideas as to what can be done to widen access to teacher 
education and training using the case of early childhood development, by 
means of the non-traditional route of online learning.  Though focus was on 
ECD, the ideas can be applied to training for teachers in any area.  

Conclusion

There is no doubt that there is a need to revolutionise the face of teacher 
education in the Caribbean region. Changes at the global, regional, national 
and classroom levels make it essential that teachers entering classrooms are 
not merely trained, but fully equipped with knowledge and skills needed to 
engage today’s youth in the teaching and learning transaction.  Factors such 
as the emphasis on student-sensitive instructional practices, the burgeoning 
presence of electronic technology, growing concern over the deterioration of 
achievement among students and the apparent increase in acts of violence 
among young people across the region is promoting calls for better prepared 
teachers.  However, worsening economic and other conditions are making 
it challenging for teachers to find and pursue opportunities to acquire the 
training needed.  This paper offers as an alternative to the traditional routes, 
the notion of online learning as a means by which those in the Caribbean and 
already in the profession can update and upgrade their qualifications using 
flexible options; and by which those desirous of entering the profession can 
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seek qualifications in a cost effective manner.  Online learning is being offered 
as a flexible, cost effective way to widen access to teacher education and 
training across the Caribbean, and UWI as the premier regional institution, 
through its Open Campus, is leading the way.
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Transforming School Culture through Education 
for Sustainable Development (ESD)
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Much of the culture of our schools, like much of the culture of our societies, 
needs to be transformed. A global social, economic and ecologic crisis has 
been the legacy of a global culture that has failed to honour the principles 
of sustainable development. Sterling (2010) points out that at a fundamental 
level the perspective and culture that have supported unsustainability will 
need to be changed to ones that support sustainability. Caribbean schools 
are part of this global culture, affected by it and contributing to it. In fact, 
the culture of many of the schools in the region is experiencing major 
changes. Increasingly high levels of violence, drop-outs, especially males, 
and underperformance in regional examinations reflect troubling school 
cultures (see Didacus Jules’ 2006 address at the Seminar on the Alliance 
of Civilisations). The United Nations Children’s Fund (UNICEF) Report 
on adolescents and youths in Latin America and the Caribbean states that 
as ‘many as 25 to 32 per cent of the 12 to 24-year-old population in the 
region are suffering the consequences of at least one kind of risky behaviour 
(as defined by the World Bank): they dropped out of school, are young 
parents, are not employed, are addicted to drugs, or have been arrested’.  
In addition to this, a 2015 report from the Inter-American Development 
Bank states that some forms of risky behaviour – alcohol and drug abuse, 
early and/or unprotected sex, low academic performance, school desertion, 
crime, delinquency and violence – are prevalent across Latin America and 
the Caribbean (LAC). However, as the report states, the data suggest that 
some Caribbean countries, such as Jamaica, Trinidad and Tobago, Haiti, 
and Barbados, require particular attention (http://www.iadb.org/en/topics/
education/at-risk-youth-an-urgent-challenge-for-the-caribbean,6649. html). 
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The need to re-culture our schools towards peace, high retention rates 
and high levels of performance is evident. This will, however, require a 
radical shift in our approach to schooling. This paper argues that Education 
for sustainable development through which sustainability principles and 
practices are embedded will create this radical shift and so encourage the 
development of positive school cultures. And positive school cultures 
have an essential role to play in creating sustainable societies.  We will, 
therefore, examine how the culture of schools is determined and the extent 
to which sustainability principles and practices are factored into these 
definitions.  We will also explore a regional and global school project, the 
Sandwatch project, as a model for how we can re-culture our schools so that 
a sustainability ethos is introduced. Additionally, we propose that the United 
Nations Educational, Scientific and Cultural Organisation (UNESCO) four 
pillars of learning, which inform an education for sustainable development, 
provide a template for this needed re-culturing.  

School Culture Defined

School culture has been acknowledged as critical to a school’s success and 
students’ achievement (Deal and Peterson, 2009). These authors, moreover, 
detail studies of school change which have identified culture as critical to the 
successful improvement of teaching and learning.   Understanding school 
culture is thus important when we focus on what the school or education 
is expected to do for the development of our societies. But defining school 
culture is no easy task as culture is a complex and abstract concept.  However, 
to orientate school culture towards sustainability, we need to clarify what 
it is and the extent to which sustainability principles are, or sustainability 
philosophy is embodied in it.

A foundational template for interpreting school culture has been provided 
by Schein (2004). He has identified artifacts, espoused values and basic 
underlying assumptions as determinants of the culture of an organisation. 
An elaboration of this is seen in other research on school culture. This 
includes identifying types of organisational culture, as Kezar and Eckel 
(2002) have done. Through exploring Berquist’s archetypes, these authors 
raise the issue of whether or not the organisation is predominantly collegial, 
managerial, developmental or negotiating. Additionally, employing 
Tierney’s individual institutional culture frame, they classify the following 
factors as determining the culture of a school: the environment, the mission, 
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socialisation, information strategy and leadership. The social environment 
factor, specifically collegiality and socialisation, is thus identified as a key 
element. 

This social factor is explored more fully by Beaudoin and Taylor (2004). 
They, like Fullan (2001), see the relationships that exist in a school as 
important in defining school culture.  They make this clear as they examine 
the various experiences and relationships of principals, teachers, students 
and parents. They emphasise the importance of connection, collaboration, 
appreciation, trust and respect as key to creating a positive culture.  

The culture audit tools of Wagner and that of Schoen and Teddlie also 
emphasise relationships, and in particular professional relationships, as key 
to determining the culture of a school. In his ‘School Culture Triage Survey’, 
Wagner (2006) identifies three important culture behaviours as professional 
collaboration, affiliative collegiality and self-determination/efficacy as 
important in analysing school culture.  Schoen and Teddlie (2008), however, 
provide us with two significant additional elements – student-centredness and 
the quality of the learning environment. They see the constituents of culture 
as: (i) professional orientation (ii) organisational structure (iii) quality of the 
learning environment (iv) student-centred focus.  

Culture, in fact, may be seen as permeating everything in a school – the 
way people act, how they dress, what they talk about, how teachers feel 
about their work and their students (Deal and Peterson, 2009, p. 6). In this 
regard, the work of these authors is extremely useful as they clarify what 
these various elements of school culture mean. In their seminal text ‘Shaping 
School Culture’, they speak of culture as being the school’s unwritten rules 
and traditions, norms and expectations.  They identify the specific elements 
that constitute school culture: artifacts, architecture and routines; history, 
myth, vision and values; ceremonies, traditions and rituals.  These, in effect, 
are an elaboration of Schein’s three distinct constituents of culture: artifacts, 
espoused values and underlying assumptions.  At the core of these definitions 
of school culture is the matter of relationships, both social and professional. 
The artifacts are seen as the outward manifestation of these relationships. 
Culture is thus determined as the interactions that take place in schools and 
how these interactions are expressed in tangible and non-tangible ways. 
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Another dimension to reading school culture is through the meanings that the 
various elements have acquired. Evans (2006), based on her ethnographic 
study of schools, insists that what ‘distinguishes one school from another 
[is] the meanings that students, teachers and other adults accord to [rituals 
and routines and] the relationships established among teachers and between 
teachers and students, the priorities placed on certain values, and the 
expectations held for students.’ (Emphasis added). This author, even as she 
identifies the same elements of culture as the other researchers, points out 
that it is the value that schools place on these that defines the culture of the 
school. 
 
Clearly, these are all valuable lenses through which we may determine 
the type of culture that exists in any school. Yet none of these frames, 
comprehensive and useful as they are, have been conceptualised in terms of 
a sustainability-oriented school culture. 

In fact, much of the literature on school culture, even as it emphasises the 
significance of culture in determining school ‘success’, does not sufficiently 
take into account the sustainability perspective. Given the sustainability 
crisis, we will need to redefine a school’s success in terms of its ability to 
educate its students to meet this challenge. We will, therefore, also need to 
evaluate a school’s culture in terms of whether or not it is oriented towards 
sustainability.

This paper argues for a sustainability perspective in reading and creating a 
school culture that will address local and global sustainability issues through 
education.  It insists that teachers should not only have explicit knowledge 
of the culture of their schools but also a more expansive way of reading, 
auditing and understanding school culture.  As a result, they will be enabled 
to transform it and better prepare their students to face the complexity of 
present global changes. Therefore employing a sustainability lens – an 
education for sustainable development perspective, is thus essential for the 
re-culturing needed for all our schools. 

Understanding School Culture from an ESD Perspective

Understanding Education for Sustainable Development (ESD) is an important 
first step. ESD has been defined as a learning process for and about sustainable 
development and is an education that contributes to sustainable development 
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(UNESCO, 2010). A seminal definition is that of McKeown (2002) who 
specifies that ESD is centred on content, skills, perspectives, values and 
issues related to sustainability. Hopkins (2013) explains that having an ESD 
perspective is to consider how education can build awareness of the need to 
balance environmental, social and economic concerns.

To elaborate, ESD, or learning for sustainability as Ferreira, Ryan and 
Tilbury (2006) defines it, is learning that addresses the systemic causes 
of environmental problems through holistic and integrated means. Issues 
are understood in their totality, not just as environmental issues but also as 
economic, social and political. People are also seen as agents of change, with 
the capacity and ability to bring about change. Moreover, using Bell’s (2013) 
definition of sustainable development, ESD may be seen as education that 
emphasises the importance of relationships based on respect and equity, the 
importance of acknowledging and acting to protect and conserve the natural 
environment, the importance of time, of a future perspective so that concern 
for the present extends to the legacy that will be left for future generations.  

In effect, an education for sustainable development may be categorised 
under four broad headings: community, content, context, action. Community 
and its needs, that is, its sustainability development needs, become the focal 
point of the learning; content is determined by what those community needs 
are; context is seeing this content holistically and futuristically; and action is 
about actively engaging in addressing these needs. 

Reading school culture through a sustainability lens will mean having 
a broader understanding of school relationships. Not only will creating a 
positive school culture include nurturing positive collegial relationships, it 
will also mean ensuring the development of relationships based on equity, 
respect and care.  These relationships will include respect and care for self 
and the natural environment.  That is, it will be a culture that also recognises 
the importance of addressing practically; issues such as energy, water, waste, 
food security. In other words, we need a culture in which the ‘being’ of the 
students is attended to; one in which care and respect for self, others and the 
earth are nurtured.
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UNESCO Pillars of Learning and ESD

We also suggest that a school culture oriented towards sustainability will be 
grounded in the fundamental pillars of learning which UNESCO (2010: 48) 
has identified as: learning to know, learning to do, learning to live together, 
learning to be and learning to transform oneself and society. In considering 
‘learning to know’, we have to ask what knowledge is valued, what knowledge 
is privileged in creating a positive school culture. A positive school culture 
would also have stories about global as well as local priorities, for example, 
stories of climate change responsiveness, of sufficiency, of social justice, 
of respect for self and for others. Also included is the concept of learning 
processes – it is also about how one arrives at knowing. So knowledge is 
valued, but equally so, the path to knowledge is taught.   

The second learning pillar ‘learning to do’ includes having a culture that 
values the need to act to address problems. Students and staff not only 
identify problems but also take action to deal with them; they find ways to 
work with community to resolve issues.  This second principle is closely 
aligned to that of ‘learning to transform oneself and one’s society’.  We need 
a school culture which highlights students’ ability to make a difference, to 
make worthwhile changes to a school community.  We believe that a school 
culture which values students’ engagement with school and community 
empowers its students and makes them understand at a fundamental level 
that they are able to effect change. 

The ‘learning to live together’ principle points to a culture that openly respects 
diversity, that is inclusive, that encourages collaboration and collegiality.  
Much of the literature on culture emphasises relationships. Conceptualising 
this with sustainability in mind, we focus equally on students’ need to learn 
how to treat life forms other than humans with respect. In other words, 
nature in its broadest sense. At a fundamental level students learn about 
our common future. Consequently, they begin to value the importance of 
learning to live together. 

The pillar ‘learning to be’, is perhaps the most fundamental pillar (or rather 
the central principle) which informs the others. In many of our schools no 
explicit attention is paid to the ‘being’ of students. We argue that this is 
a central element, especially in our Caribbean context with its history of 
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colonialism, and current race and class structures. Many of our students, 
particularly boys, do not experience the care and respect that are foundational 
for them to likewise show care and respect for others or for their environment. 
In fact, a fairly recent study on school violence in Jamaica, (McPherson, 
Down and Lambert, 2006), identifies students feeling disrespected by 
teachers as well as classmates as one of the main causes of student violence. 
In addition, the study suggests that teachers’ low expectations of students 
from disadvantaged communities force some of them to ‘save face’ through 
aggression. 

Furthermore, the lack of attention paid to developing students’ self-esteem 
and a positive concept of self is evidenced in Evans’ (2006) study of select 
schools in Jamaica where she argues that schools and teachers treat students 
differently according to their socio-economic status, race, class and gender.  
She contends that middle class children often possess the cultural knowledge 
that schools value and expect – manners, behaviour and decorum – whereas 
working-class students may not possess the valued cultural knowledge and so 
‘often find it difficult to behave appropriately in schools’ (Evans, 2006:27). 
As a result, schools and teachers treat them ‘differently’.

In light of this, it becomes increasingly important that the culture of a school 
should be defined by caring for students and should encourage students 
to ask the critical question, ‘Who am I?’ It is a question that Nodding 
(2002) insists must be addressed in schools. This question of ‘being’ is 
also emphasised in the Earth Charter, a United Nations initiative, which is 
‘an ethical framework for building a just, sustainable, and peaceful global 
society in the 21st century’ (http://www.earthcharterinaction.org/content/
pages/What-is-the-Earth-Charter%3F.html). The Earth Charter asserts that 
‘we must realise that when basic needs have been met human development 
is primarily about being more not having more’. Moreover, the concept of 
‘being’ independent of ‘things’ is lost in a world where the material is used 
to determine a person’s status, where mad consumerism, despite its threat 
to the ecology of the earth, has become the order of the day. In order to 
truly understand ourselves and our society, it is necessary for us to recognise 
that our importance is not determined by the social marker of possessions.  
This is a reality that Caribbean societies have yet to discover. So creating a 
sustainability ethos is one in which the students come to know themselves 
as valuable apart from possessions. To create a sustainability ethos, one in 
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which students learn to respect the earth and others, requires that they also 
be actively encouraged to see themselves as significant, as valuable.  

Exemplifying these forms of learning is the Sandwatch programme. The 
Sandwatch programme provides a model for how we can re-culture our 
schools so that a sustainability ethos is introduced. Originating at a UNESCO 
environmental educational workshop in Trinidad and Tobago in 1998, the 
Sandwatch programme is one that encourages an education that focuses on 
improving the quality of life, on conservation of the environment and on 
developing caring and respectful relationships. Specifically, the programme 
is designed to monitor the quality of beach environments and to take action 
to address problems identified in these environments. Utilising a ‘simple’ 
methodology of monitoring, analysing, sharing and taking action (MAST), 
the programme has engaged students throughout the Caribbean and in Africa, 
Asia, Europe, and islands in the Pacific and Indian Oceans (UNESCO, 2010).  
Students have engaged in a number of activities ‘including beach ownership, 
mining beaches for construction material, conflict resolution between 
different beach users, pollution, conservation of endangered species, and 
climate change adaptation issues: sea level rise, rising temperatures, ocean 
acidification and increased extreme events’ (UNESCO, 2010).  For purposes 
of this paper, we want to examine this programme in terms of how it acts as 
a model for re-culturing schools for sustainability.

Through the programme, students are seen as developing self-confidence and 
self-esteem as they participate in problem-solving issues in a community. 
Their self-worth is underlined as they begin to make a difference. And, as 
they experience respect from the community they learn to value themselves.  
Organisers of the programme have made the point that students, in attending 
to their environment develop a greater awareness for it and learn to connect 
with it (UNESCO, 2006; interview of Sandwatch organisers, 2015). And as 
a result of this they learn to value place. Given also the connection between 
selfhood and place, students in appreciating place also learn to appreciate 
themselves. In addition, students learn to relate well to each other because 
much of this work takes place in groups and communities. They are also 
‘learning to know’ and ‘learning to do’ through collecting data, using 
different tools and taking action.  It is evident that the UNESCO pillars of 
‘learning to be, learning to live together, learning to know, and learning to 
transform oneself and society’ are the forms of learning that the programme 
encourages.
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Sandwatch by its very nature fosters in students a sense of purpose 
and meaning, respect for self, others and the environment. Connection 
to community, in particular, a sense of belonging to a specific school 
community in which one is valued and feels safe, can be promoted by using 
this approach. We, in effect, propose that a whole school approach that gives 
attention  to ‘monitoring, analysing, sharing, taking action’ in respect of 
any sustainability issue such as energy use, water use, waste management, 
food ‘security’, disaster risk preparedness and peace will enhance a school 
culture. Moreover, a school that attends to the UNESCO learning pillars, in 
particular ‘learning to be’, will help to create a positive culture. Wiltshire’s 
(2008) assertion is particularly valid here. He argues that only when we help 
our young people to feel emotionally secure and self-confident will they 
act responsibly and behave in ways that promote the good of society. He 
reminds us that they are not only the future but also the present. A school 
culture so focused lays a foundation for students’ success. 

If school culture is as critical to our students’ achievement as we say, then 
it is time to recognise it as also critical for our society’s survival. ‘Enough, 
for all, forever’ is an African Elder’s summation of sustainable development 
(as quoted by Charles Hopkins, 2013).  Our school cultures need to embody 
this:  sufficiency – a school culture based on principles of conservation, on 
wise consumption,  of reducing and managing waste,  a just and peaceful 
community, where questions of fairness, of equity, of inclusivity, of respect 
are the hallmarks, a future’s perspective – of tomorrow being constructed 
today.
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Facts, Myths and Monsters: Interrogating 
Teacher Education in the Caribbean

A Dialogue with Errol Miller

Sandra Robinson 
The University of the West Indies, BARBADOS

In conceptualising this thematic issue on ‘Interrogating Teacher Education’ 
it was important to frame and locate the preparation and education of 
teachers within a perspective that explores and lays bare the historical, socio-
political, ideological and cultural conditions of teacher education. Professor 
Errol Miller’s work accomplishes this in many important respects; however, 
his critiques and insights bring much to bear on the efforts to understand 
education in the Caribbean and address issues of teacher education in this 
context.

The dialogue begins by confronting the dominant ideologies that have driven 
the history and culture of Education in the Caribbean and provoke an ethos 
of teacher education that has resulted in the current cadre of teachers in this 
region. Moving from a discussion of history, politics and culture to how 
institutions such as Ministries of Education and schools function to mandate 
and execute policies which shape what teachers should learn and be able to 
do, the dialogue concludes with a focus on the possibilities for preparing 
teachers for a changing world and sustaining the work of teachers within 
this context.

Teacher Education in Historical and Cultural Perspectives

Robinson: As you are aware teacher education has taken a lot of criticism 
over the years and this continues. So I will begin by seeking your comment 
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on the historical and cultural elements that have shaped and continue to 
influence teacher education in the Caribbean. 

Miller: Firstly, the factors that have shaped teacher education were born of 
necessity. Historically, there was no teacher education. The first attempt at 
teacher education in the Caribbean was in 1830 by the Moravians. They were 
trying to prepare young women to be teachers but that did not last too long. 
But emancipation was really the catalyst because the Moravians and the Mico 
Trust decided it was important to train people from among the emancipated 
to become teachers. In that regard, the Mico Trust, the Moravians, and the 
Baptists were the first to recognise it, because the Established Church, the 
major beneficiary of the Negro Education Grant, imported teachers, but the 
Mico Trust, and dissenting Protestant denominations decided to train local 
teachers; but that was for elementary schools that were being established. 
There were imperatives for change in the society including the need to 
provide education for the mass of the population and it was impractical to 
import teachers to do this. 

Secondly, every reform of teacher education or every development has been 
a response to some social necessity. So for a long time, the only opportunity 
available for elementary school teachers and teachers in Early Childhood 
Education was what the Moravians established in 1860.  There was training 
of women for that level of education while men were trained for primary 
education and this pattern continued to the end of the century. There was 
then a move to train female teachers for elementary school to replace male 
teachers. There was also a change in society itself. It had to do with the rise 
of the empowered black man and the reaction to that. Then, in the early 
1950s when The University of the West Indies (UWI) was established, it was 
agreed that that institution should train secondary school teachers because 
it was clear that some sort of independence was necessary. Nationalism 
determined that we had to prepare our own teachers, and teacher education 
at the UWI started with the Diploma in Education at Mona in 1953. Then, it 
was the only campus. With independence, there was also the need to expand 
teacher education to cover all areas: early childhood, primary, secondary. 
So, the factors that have shaped teacher education had to do with the need to 
respond to social imperatives. 

Robinson: You said there was a focus on training young women. Was there 
an issue of gender in relation to women being part of that cadre of teachers? 
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Do you think that is something that has been an influence in teacher 
education?

Miller: It is part of the adjustment to social imperatives. In fact, I wrote 
Marginalisation of the Black Male on that subject. The fact of the matter is 
that it was an end of the 19th century phenomenon, but it is related to change 
in the society itself. It was not just in relation to teacher education. Teacher 
education usually reflects historical and societal imperatives.

21st Century Challenges in Teacher Education

Robinson: What about now. We are now 15 years into the twenty-first century. 
Are these imperatives still influencing and shaping teacher education? What, 
do you think, are some of the principal challenges facing teacher education 
in the 21st century?

Miller: The principal challenges relate to the question of unity and 
collaboration within the region. We must first recognise what these are 
because teacher education must respond to societal and cultural imperatives. 
Let me expand. First of all, the initial establishment of teacher education in 
the Caribbean was responding to emancipation. It was dealing with the issues 
of personal freedom and the establishment of a section of society that had 
been treated as property and the need to recognise them as persons. In that 
regard, the church and the imperial government were very much involved. 
The issues related to teacher education were therefore, in the first instance, 
related to the issue of personal freedom. The principal challenges in the 
second era, which was the 1950s onward, were related to the imperative of 
independence, national freedom and political sovereignty.  Right now in the 
twenty-first century, we seem to be lost in freedom. We do not seem to be 
able to be clear about what we should do with our personal freedom and with 
our political sovereignty as nations. 

There is a political destiny being imposed, but how that is resolved 
one doesn’t know exactly, because people, in this instance, just see it as 
economics, as a matter of a free trade area. But it cannot simply be a matter 
of economy. In addition, now, when we speak about the Caribbean, the 
question of nationalism arises: Barbados and the Caribbean, Jamaica and 
the Caribbean, Trinidad and Tobago and the Caribbean. The Caribbean is 
an add-on to nationalism, an add-on of convenience. When everything is 
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going fine, because people expect to get benefits from the Caribbean, it is 
easy to think regionally. But when there is a problem, we retreat back into 
nationalism and we are no more Caribbean. In addition to that, we have the 
geographical challenge. We are dots in this mass of sea, but there cannot be 
unity only at the level of the political directorate, the civil service and the 
university personnel who travel in the region; it has to reach down to the 
level of the people and people have the greatest problems in moving around 
the region. So, there is a sense in which we must seek to build at the level of 
the relationships among people in the region. We are not a powerful block 
in the geo-political economy. So it is for us to recognise that our survival 
is dependent not only on the individual nations; there is also a collective 
element to it. We need to flesh out those areas. But we are agents not victims. 
There is a great competition back and forth between people who retreat into 
the old nationalism and people who see the regional idea, but see it as a 
convenience. But we are still battling through all the issues related to those 
things and in some respects this is a fundamental challenge which teacher 
education faces.

Status and Models of Teacher Education in the Caribbean

Robinson: How can teacher education respond to these challenges?

Miller: To my mind, one of the first things to do is something I have worked 
on and tried. I have had broad experience in education with a special focus on 
Teacher Education. So from my perspective, the response must be at several 
different levels and these levels have to do with more than policy. They have 
to do also with practice, and it has to do with ideology and conviction. For 
example, one of the things we have to get around is every college trying to 
train teachers as a college without seeing the total picture and the need to 
relate as colleges across the region. We speak of the Caribbean, and there is 
a sense in which all teacher education faces similar challenges. But teacher 
education is not similarly structured across the Caribbean. So for example, 
you can divide the region in that regard into three distinct traditions.  Let me 
start with Trinidad and Tobago and Guyana. These countries have never had 
a deep structural relationship with UWI with respect to teacher education. 
They have related on an ad hoc basis. Most recently, Trinidad and Tobago has 
integrated its [teacher training] institutions into the University of Trinidad 
and Tobago. 
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In the Eastern Caribbean there is a structured relationship, but that is based, 
so far, basically on a two year training programme. In the Western Caribbean 
(and I’m talking about Jamaica, Belize, Bahamas and to some extent Turks 
and Caicos and Cayman Islands), there is a deep structural relationship with 
UWI and it is integrated but it is based on a three year programme. It has 
now gone to the level of a degree. So in Jamaica and Bahamas people are 
now using the Bachelor’s degree as the modality for training teachers in a 
four year programme. In Belize, they are still trying to work out the logistics 
to move from a three year base to a degree but they have not quite reached 
there yet. They have more or less gone on their own although there is still a 
relationship with UWI. So there is a structure that is related to certification. 
For example, Jamaica has relied heavily on the colleges to train secondary 
as well as early childhood, primary and special education teachers. We have 
shared interests and therefore there needs to exist a functional relationship 
among all of the colleges.  

We as teacher educators need to be in some kind of relationship with each 
other.  Within the UWI itself, one of the things that I really failed at was the 
idea that we should have a graduate school of education which integrates 
Cave Hill, St. Augustine and Mona into one graduate school of education.  
We would have been far better off if we had done that. I absolutely failed at 
getting that done. But that is what I am talking about, people coming together 
not only on an ad hoc basis but coming together in actual relationships where 
there is some commonality of interests and concerns. It is in the context 
of relationships and dealing with the diversity that we can see what is 
common among us and how we can respond to these principal challenges, 
because it might not be done exactly the same way in each place. So, I think 
it is important to get teacher educators together. I remember doing this in 
the Caribbean Centre of Excellence for Teacher Education (CCETT). I 
remember organising a workshop in Montego Bay, in which we brought 
together all of the teacher educators involved in the teaching of reading 
from across the whole region to explore how best to teach teachers to teach 
reading to Caribbean students. I did not know of another time when teacher 
educators sat down for a week, around a common issue from every country 
– Guyana, Trinidad and Tobago, all the countries of the Eastern Caribbean 
and the Western Caribbean. It is in those kinds of ways that we must sit down 
and work things out, having a common challenge and working towards the 
specifics of how we respond within the different structural relationships that 
exist across the region.
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Robinson: Besides this lack of unity and cohesion, is there any other element 
that you can point to that is characteristic of how things are at this time in 
teacher education? 

Miller: I feel compelled to reiterate what I said before. I think that the 
relationship among the professionals is critical in responding to the common 
challenges that the whole region faces. While we have common challenges, 
there is also diversity of structure. It is in working together, it is when the 
people who are faced with the common challenges are in relationships 
that they can work out how to respond to these diverse situations.  Some 
of the matters relating to addressing the diversity and straightening out the 
structural problems will take a long time, but when people work within that 
framework, changes will come afterwards. I think the relationship among the 
professionals comes first. As they consider the principal challenges and try 
to work out how to deal with these common challenges within the specifics 
of our situations, they gain an understanding of the differences. Let me 
give an illustration. I remember being the team leader of a European Union 
education initiative in the Organisation of Eastern Caribbean States (OECS) 
territories. There were representatives from each of the nine countries of 
the OECS and I found it necessary to have some people from the Leeward 
Islands go and visit all of the countries in the Windward Islands and vice 
versa. This is the point I am making; there is too much xenophobia and too 
much chauvinism in the region and in teacher education. People are only 
concentrating on their college in their country and not seeing the broader 
picture and because of that they do not appreciate what the differences are 
and why they exist and how the differences can be overcome and what are 
the common things that can emerge from this. 

Robinson: Within the last few years, as you alluded, there has been a move 
towards a full bachelor’s degree modality as it relates to the training of 
teachers. What are your thoughts with regard to this model?

Miller: I think that it is wholly desirable and indeed necessary. Bahamas 
began the degree programme in 1999. Jamaica began to move in that 
direction in about 2007 so their colleges are now turning out people with 
Bachelor’s degrees as teachers. The general principle is that your teachers 
must be at a higher level of education than the general population for the 
very reason that they are involved in education. And, with the spread of 
elementary and secondary education you must have a clear difference. In 
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fact, with so many people in the countries now having degrees, including 
parents, you cannot have teachers at a disadvantage. The issue of raising the 
level of teaching is not only related to competence but it is also related to 
public confidence. Teaching is a confidence game. The students must have 
confidence in the teachers; the teachers must have confidence in the students 
and the public and parents must have confidence in the schools. When you 
break that triangle of confidence, there is always a problem. One component 
of the public’s confidence in the teacher is the level of education of the 
teacher. So the reason to raise the bar for teachers from where it was set in 
the 19th century and redefined in the middle of the 20th century is the spread 
of education that has taken place especially at the secondary level during the 
latter half of the 20th century.

Robinson: Do you know of any other model of recruitment that has 
worked?
 
Miller: Yes, I do. Let me explain. I joined the staff of the university at age 
26. Then, at age 32, I went to be the principal of Mico [Teachers’ College]. 
At the University, I had been training science teachers through the Dip Ed 
programme; I was the science tutor. Mico trained secondary teachers as 
well as primary, so I was very interested to see what the difference was. 
In the university, I had students in the Dip Ed programme that had from 
bachelor’s to PhD degrees to be trained as teachers. Mico was accepting 
students with General Certificate of Education (GCE) ‘O’ and ‘A’ levels 
[at that time Caribbean Examination Council (CXC) was not yet in]. 
Therefore, I wanted to see if one could train competent science teachers 
through a 3 year programme starting with only with GCE qualifications. 
We set the exit standard to be equivalent to First Year of UWIs Bachelor 
programme and invited as external examiners, UWI Lecturers of the 
subject departments to help us. It was easier to meet the exit standards in 
disciplines like history, geography and the arts. But in the sciences it posed 
a particular problem because the labs had to be brought up to scratch. With 
regard to this programme, I was not only the principal; I became involved 
in that effort. I actually taught some classes to see how it would work and 
came to the conclusion that once students had reached A’ level/Caribbean 
Advanced Proficiency Examination (CAPE) 2 knowledge of the subject, it 
was perfectly feasible produce competent secondary school teachers, once 
the teacher education in a programme also included the foundation areas, 
teaching methodologies and the practicum specific in their subject areas. I 
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was using as a framework my experience with the Dip Ed and the colleges 
to say it was possible and it turned out to be so. We helped to change the 
existing situation and it became accepted across Jamaica. It was also adopted 
in the Eastern Caribbean to some extent.  

Robinson: How do you define ‘competent’ in the context of teacher 
training?

Miller: By competence, I mean the ability to teach correct concepts and facts 
with a methodology that facilitates student learning. I am a conservative 
when it comes to the issue of subject competence and pedagogical 
competence. I believe it is positively dangerous for teachers to be versed 
or excellent in methodology but weak in the content, because you can teach 
nothing beautifully. It is possible to teach wrong information and concepts 
beautifully. However, it is very difficult to teach wrong information and 
concepts because the students have already learned them. So to me, teacher 
education is a short blanket. In the time available, whether it is 3 or 4 years, 
it is not possible to give teachers in the initial training programmes all the 
content, all the methodology and the experience they need. So I believe that, 
in the first instance, you must cover the content because you really learn to 
teach in the classroom. So if the teachers in training have the content and 
pedagogical theories, the necessary skills will be honed through experience 
in the classroom and through in-service programmes where it is not as easy 
to correct the content related problems. And, as Chairman of the Joint Board, 
when I went out on teaching practice, I found it very difficult when I had 
a teacher who was teaching beautifully but was teaching wrong content. I 
could not certify such a teacher.

Robinson: Another aspect of teacher education relates to recruitment. 
In some contexts, the Ministry of Education is an integral partner in the 
recruiting process. Who, to your mind, should decide or be responsible for 
the recruitment of teachers?

Miller: Well there is a big division between the Eastern and Western 
Caribbean approaches. In the Eastern Caribbean, I know that people are 
trying to change the ministries’ involvement in recruitment.  I was involved 
in some things in St. Vincent and the Grenadines, Antigua and Barbuda, 
St. Kitts and Nevis and St. Lucia in which people were moving away from 
employing the people without training to function as teachers to a system 
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that requires training before teaching.  In the process we worked through in 
the early days, we said to the ministries that no one should be employed as a 
teacher who did not meet the entry qualifications to be trained as a teacher. 
I think we moved through that issue. If you establish a policy that no one 
should be employed who cannot be trained, who cannot gain admission to 
the college, you resolve an important issue and I think people have moved in 
that direction across the region.

The difference in the Western Caribbean is that it is the colleges that recruit 
the teachers and these have no job in the school system until they are trained. 
Even if they are working, the colleges have to recruit them to be trained, so 
they select them. In fact, there was a huge problem which Jamaica had to 
solve related to that same issue. This was a case in which the ministry had 
employed some people who did not have the basic qualifications to enter 
college. Now, I have played many roles and one of them was permanent 
secretary in the Ministry of Education and another was President of the 
teachers’ union and another was Chairman of the Joint Board of Teacher 
Education. So when it came to the issue of recruiting, it [the roles] caught 
up with me when I was President of the Jamaica Teacher Association. We 
just had to agree that if you were in the school system and you did not have 
the qualifications to enter college or you failed your first year in college and 
could not pass it then you could not remain in the teaching profession. We 
just had to find ways to deal with that and that was a big issue which we 
dealt with in 1987. It ended up with a lot of people being dismissed from 
the teaching service because they could not pass the first year in the college 
after several attempts. 
 
Robinson: How widespread a problem has this been?

Miller:  Let me outline the problem.  In 1981, there was a major reform 
in teacher education in Jamaica. In fact, I was the Chairman of the Task 
Force, and Chairman of the Joint Board that recommended the reforms to 
the Ministry of Education. A recommendation that became law was that 
untrained teachers employed in primary schools had six years to become 
trained or be dismissed from teaching. Because this was law, all untrained 
primary school teachers had to be given six years, irrespective of how long 
they had been teaching.  Six years later I was President of the Jamaica 
Teachers’ Union. There were about 1100 untrained teachers who had been 
employed in the primary school system for six years or more. This was a 
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very difficult decision for the JTA: to agree to the dismissal of 1100 teachers. 
My responsibility was to lead the association in dealing with this matter. 
The first step was to find out who these 1100 teacher were? We could not 
just treat them all the same and then engage in a fight with the Ministry. 
The JTA was a partner in framing the law. We found out that over 600 of 
these untrained teachers met the entry requirement to teachers colleges, had 
applied many times and had been turned down by the colleges. So we had 
to go to the colleges and say that this was not fair.  These untrained teachers 
were qualified to go to college, they had applied many times and they were 
about to lose their jobs because they had been rejected by the colleges.  Some 
very derogatory comments were made but were mainly social in content. The 
association managed to convince the colleges to admit these students and 
also convince the Ministry to grant study leave to those who were qualified 
for such leave. 

Then there were about 200 who had gone to college but failed one or two 
subjects in the final year. Almost all had resat the failed subjects several times. 
However, they did so without any further instruction. So we convinced one 
of the large banks to fund a summer programme for these untrained teachers. 
With the funding assured, we then asked the colleges to put on a summer 
programme for these teachers in the subjects they had failed and the Joint 
Board to set special examinations for these teachers following the summer 
programme. We then met with teachers to inform them of the arrangements, 
adding if they enrolled in the summer programme and passed examinations 
they would not only keep their jobs but receive a substantial increase in 
salary. The pass rate was around 98 per cent.
 
There were also about 100 who were over the age of 50 and had given 10 
years or more service in teaching. Agreement was reached with the Ministry 
to retire these teachers in the public interest with pensions as prescribed by 
law. 

In the end it turned out that 110 had gone through to college and failed 
the first year repeatedly. The Association agreed, at all levels, that in the 
interest of the profession that they could not remain in teaching. We reached 
agreement with the Ministry to give these teachers four to eight months leave 
with pay as a means of helping them to find other employment. By going 
through this process, we upheld the standard that was agreed but acted in a 
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fair and caring manner, which was consistent with data [related to  who these 
untrained teachers were].

Professional Development and Teacher Education

Robinson: I want to move on to another area that has been emerging as 
a way of re-imagining teacher education, that is, the push towards greater 
focus on professional development and what that means for the role of 
teacher educators. Can you speak to that? 

Miller: I am a firm believer that there is a partnership in teacher education 
that involves 1) the Ministry of Education, 2) the teacher training colleges 
and 3) the universities. I believe that the partnership is critical not only in 
the matter of certification and the matter of pre-college teacher education 
but also as it relates to professional development and in-service training. 
I think it is necessary for the colleges to be involved not only in teaching 
within their own institutions but also in the schools. I am sceptical about 
Ministries of Education taking on the teacher education role. I have not 
found it to work very well. The last project I managed in the university was 
the Centre of Excellence funded by United States Agency for International 
Development (USAID). This gave us the opportunity to design integrated 
teacher training as we envisaged. We created in each college a Centre to be 
used for both pre-service and in-service purposes: that is, with teaching the 
colleges’ curriculum as well as working with trained teachers in schools. 
We equipped and funded this Centre for that purpose. In this case it was the 
teaching of reading. Teacher educators need to see and understand what is 
going on in schools and then translate it to what they teach in the college. At 
the same time, you need special equipment, which is then affordable because 
it is used both for professional development and initial teacher training. 
The university’s involvement is critical because it is necessary to engage 
in research and development that support these engagements. It is not just 
about putting resources into these projects without reflection or evaluation. 
The university has a wider remit than a single college. In many colleges it is 
not possible to do research and development on these things and that feeds 
back into policy. I believe partnership has to work. 

My second reason for wanting professional development to be part of 
the remit of colleges and universities that train teachers is that there is a 
difference between the role of the Ministry and the role of a teacher educator 
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or teacher education. The Ministry is a regulatory body that deals with 
standards that people must meet. It must hold people to account. It must 
enforce minimum standards with consequences if they are not met.  Teacher 
education must be within the ethics of the profession, where people are not 
only doing the minimum that is required to do their duties and keep their 
jobs but also voluntarily engaging in the highest level of behaviour, the ethic 
which seeks to give the best, which goes well beyond the minimum, and 
cannot be required. The teacher educator must be inspiring teachers to the 
highest level of practice, not simply enforcing the minimum duties required 
to keep your job. For that reason, I believe professional development has 
to be a role which involves teachers training colleges, teacher associations, 
and teachers’ unions, because they are the main agents of inspiration for 
teachers. In the education partnership, Ministries must regulate and provide, 
colleges must educate and inspire, unions must ensure rights and benefits 
and inspire and universities must engage in research and development. All 
share in policy advice. 

Policy and Framing Teacher Education 

Robinson: How might policy shape what we do in professional development 
or attract the best candidates to the teaching profession? 

Miller: That has many parts.  In particular I do not believe, for reasons of 
public confidence, that you can take students from Caribbean Secondary 
Education Certificate (CSEC) level, give them two years of teacher education 
and call them teachers in today’s world. I believe that model has passed.  The 
movement is also to pre-service training. Teachers should be trained before 
being employed in schools. I believe that at some stage, (and  it is usually a 
matter of finance) the matter of moving to 3 and 4 year programmes is almost 
inevitable in terms of building the confidence of teachers in a particular area. 
When it comes to the person having been trained as a teacher, however, 
we are getting away from the notion that once the person is trained that 
person can now teach for life without any further development. I believe 
professional development is an ongoing requirement because there are 
changes in society; there are changes in curriculum; there are so many 
changes, that some refreshing for teachers is required. 

In terms of workshops, there is an abundance of research on staff development 
which show that if teachers simply go to a workshop and someone explains 
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the new technique or methodology or new approach that is to be practised, 
when they return to their schools, probably about 5% would actually 
implement what they were taught. If you add to the explanation or rationale 
or theory a demonstration by a master teacher, or Education Officer or teacher 
educator which shows teachers what is required, it probably adds another 
5%. If teachers are given an opportunity to practise it and get some feedback 
in the workshop, probably 20% of the teachers will go and implement it. 
To get changing teacher behaviour, the workshop experience of producing 
the rationale, demonstrating the skill or technique or the approach and then 
giving teachers the opportunity to practise it within the framework of the 
workshop and giving them feedback, has to be followed by some form of 
coaching in the schools. That coaching can be expert coaching, with someone 
going to the school and when the teachers are about to implement what has 
been learned in the workshop, the coach helps to guide them through the 
process and gives them feedback. But that is expensive. However, peer 
coaching is a possibility. This means that after they have gone through the 
workshop experience, teachers form teams in their schools and engage in 
peer coaching in which they seek to help each other to develop.  

One thing I continue to do since I have retired is to teach a course online. 
I helped to develop the online Masters in Education at Mona and I still 
teach a course and I try to include peer coaching as one of the things that 
is suggested. It is less costly and more practical. I have seen people try to 
arrange for master teachers to visit schools but that does not always work 
well because, among other things, they have their own responsibilities in 
their own schools. So I think that through peer coaching, in which two or 
three teachers, more or less at the same level of competence, work together, 
observing one another teach, planning and discussing together, they all 
develop. I think that is a practical way. Some expert coaching, with senior 
teachers in the school or the more experienced teachers in the school or 
ministry officers visiting periodically would help but, as I said, that tends to 
be expensive. I believe that the initial professional training of teachers in the 
whole of the Caribbean needs a new approach. Some countries have already 
begun it, but I think it has to move to a 3 or 4 year programme. And, I think 
also that the practice has to develop in which people are trained first before 
they teach. It is a big cost when you employ people as teachers and you then 
pay them while they are in training. That practice has to go; it has gone in 
several countries; it should go in the others.



181Interrogating Teacher Education in the Caribbean

Regarding the best candidates, if you study the history of the teaching 
profession you will find that it is almost a pattern in which the teachers in the 
schools during their lifetime, are usually castigated for being incompetent and 
not of the best and then in the next generation they are venerated for being 
so great.  It is part of the social history of the profession. My experience in 
going to schools and watching teachers teach – and there are some excellent 
teachers in schools doing very good work – is that the number of persons 
who are not doing their jobs is far smaller than people acknowledge. And, 
in those cases, it is the failure of the principal or of the ministry to deal 
with those people that are not performing well. Instead of dealing with the 
people who are not performing, they castigate the whole profession. I am a 
teacher by choice. And many people are. We did well in the various courses 
or programmes but we chose to teach. People do not understand such things 
because people are often looking at the money and they do not stop to think 
of the satisfaction you get, what gift you have and the satisfaction you get 
from the practising of that gift. 

One of the best illustrations of this was after the Morant Bay rebellion in 
Jamaica in 1865. There was a commission that looked into the circumstances 
and (I think this was about 1867), someone was giving evidence, and when 
you read what that person said of the teachers, you would want to cry. It 
was denigrating them in every possible way. But still those teachers later 
on were regarded as the great people who had built the society. So to me 
that is part of the structure and the attitude of society. It is part of the sense 
of inferiority that is so widespread among us. My reading of history (I will 
speak of Jamaica where I am sure I cannot be successfully contradicted) 
suggests that every group that has made up the Jamaican society, from the 
English who came and the Scots – were Creole white, Creole brown, Creole 
black – on the label of ‘inferior’. It is a mantle that we have to take off from 
ourselves. And that is inclusive of the teachers. When I graduated from UWI 
and I started to teach in the 1960s, there were eminent social commentators 
who called all of us semi-literates. I was the first graduate of UWI to gain a 
Masters in Education and PhD in Education, and I felt that it was incumbent 
on me to show that excellence is a resident of our region and that people 
educated in this region can do as well as anybody from anywhere else. I 
experienced this mantle of inferiority. It scorched me in my soul and it has 
been one of the motivation in my life to confound it by giving of my best.
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Teacher Appraisal and Evaluation

Robinson: Should teacher educators or teachers at all in the Caribbean 
be appraised or evaluated and what is the best way to appraise or evaluate 
teachers?

Miller: It is a matter I have struggled with in the various positions I have 
held in education over the years. We have tried various methods and what 
I have come up with is this: I think it is a mistake to try to use business 
models in educational evaluation because the question is, what is the unit 
of analysis? If the unit of analysis is the individual teacher, we are missing 
the fact that teaching is a social profession. Let me illustrate what I am 
saying. When I became head of department at the high school, I noticed 
that students coming up to be taught at the high school level had certain 
deficiencies. I managed to convince the most experienced, the best teachers 
in the science department that we would take the responsibility of teaching 
second and third form (grades seven and eight) and we would also teach 
at the higher levels. The teachers who were not so strong, we would put 
them in the middle grades because if students had a good foundation, even 
if anything went awry in the middle, you could correct it in the end. When 
students perform well at the higher levels, it is easy to give the credit to those 
who teach them at those levels. But what about the teachers who helped to 
establish the foundation for that success? They too should be given credit. 
You cannot just deal with a class without looking at the all the teachers who 
contributed to that class. The best way to evaluate is to use the school as the 
unit of analysis. Teachers within schools know who are pulling their weight 
and who are not, who needs strengthening and who does not. So it has to 
start there. And the incentive that you apply must work.  So, I believe that the 
school should be the unit of analysis. The incentives should be at the level 
of the school.
 
Sustaining Quality in Teacher Education

Robinson: How might Ministries of Education and education leaders 
support their teachers?

Miller: I really believe in the partnership concept: the partnership among 
the ministry, colleges, teachers’ organisations and the university. I think 
that partnership which relates to practice and which relates to policy is very 
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productive. For example, in the Caribbean Centre of Excellence for Teacher 
Training (CCETT), we asked the Ministries which were the schools that 
were not performing well in teaching their students, and they identified those 
schools. As part of the University, we sat down with the schools and we 
spent time with them, and tried to determine the nature of the problems and 
a means of addressing them. The discussion included the college, the school 
and teachers’ association and we worked out a strategy of how to deal with 
this on an action research basis. We set the objectives to be achieved, how 
they would be measured and how it was going to be reviewed. And at the 
end of the year when we went through this, we had another meeting with 
the partnership, with the ministry and the teachers’ association and assessed 
what had been achieved and the results were startling. The one area across 
the region (in nine countries across the region) which we could not affect 
in a positive manner in improving what went on in schools in the first three 
grades, the one area in which we could not achieve positive results, was in 
schools located in urban areas in which there was a lot of violence almost on 
a daily basis. None of the methodological issues or the policy issues seemed 
to work there. Recently, I was involved in an exercise in St. Lucia, evaluating 
a project with the Caribbean Development Bank (CDB) and I have to say 
that I saw two schools that really took on that issue and they took it on not 
from just a pedagogical point of view; they took it on from a community 
relations point of view and they seem to have had some success. It was not 
an intervention from outside the community but an intervention arising from 
within. 

So I think partnership is necessary because when schools, on their own, 
take on these initiatives that succeed and it can be shown that there was 
an involvement of the colleges and the ministry working together in a 
partnership, everyone benefits. I think you can achieve some results. In my 
mind it is not a question of educators needing support but how we work in 
partnership knowing that we all have different responsibilities. I believe in 
a system of mutual accountability. Ministries of Education are accountable 
for what they put into the school system. Parents and communities are 
accountable for how they present the students to the schools and how they 
take care of the schools in their communities. Principals and teachers are 
accountable for management and pedagogical practices in schools and 
students are accountable for how they perform, given all of those. It is when 
we have a system of mutual accountability that we can really see results. 
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Robinson: What in your mind is quality teacher education? If you were to 
characterise it, how would you describe it?

Miller:  The proof of the pudding is in the eating. And, what is the eating 
like? Caribbean education, especially at the early childhood and primary 
and secondary level, has stood the test of international competition, and it is 
not only today. When Cambridge used to run their examinations in the old 
colonial days, whenever they rated the performances of students, they rated 
them ‘in the world’ because it was only the English world that mattered. 
Many Caribbean students topped the world or came in the first ten or fifteen 
in the world in those Cambridge examinations. That remains true. If you look 
at the product of Caribbean education across the world, our students have 
done well in the best institutions whether it is in America, Britain or rest of 
Europe; our students have done well, that is, those who got the opportunity. 
The problem is that we have found ways of discarding large numbers of 
students by not giving them opportunity – either putting them all in one 
school or writing them off at an early age.  I do not believe that that every 
single student in a cohort can reach the highest standards as regulated by the 
education system. God did not make children that way. You have to allow for 
flexibility and variability, and the diversity of talent. And not all of them are 
good in the same ways. But the fact of the matter is that our students have 
performed well. 

Up until the 1970s we used to import a lot of teachers from elsewhere. What 
has happened in the last three decades of the 20th century and the first decade 
and a half of this century is that we have ‘Caribbeanised’ our education 
system; it is Caribbean teachers that are now manning all of the schools at all 
levels. They have taken over from the expatriates but our students continue 
to do well all over world. Read the newspapers all over the Caribbean, and 
you often find something about Caribbean people who have done extremely 
well somewhere. That is the proof of the pudding. But what happens is 
that that mantle of inferiority that we put on our own is constantly there. 
Does that mean we do not have weaknesses in our schools? No. Can we do 
something about those schools? Definitely yes! I am against this blanket of 
negativity that is thrown over everything and I am for a more differentiated 
understanding of what we are and where we are. I am also very aware that 
there are some things we are willing to do for our children but not the other 
people’s children.
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Robinson: In all of this, how do we move towards sustaining the kind 
of quality teacher education that would lead to this more differentiated 
understanding of ourselves and of our students in order to give them all the 
opportunity they deserve?

Miller: There are quite a few new developments which have taken place 
which we have not discussed, which have to be taken into consideration 
and which open up great opportunities. First of all, there is the whole new 
technology which has enormous potential. For example, you now have 
a hand held device, the smart phone, on which you can do practically 
everything. There is Caribbean Knowledge and Learning Network Agency 
(CKLNA) and CaribNet which now has the potential of connecting every 
college as an intranet within the Caribbean. The possibility for collaboration, 
communication and sharing is there if all the colleges of the region were 
involved in a community of teacher education. One of the things we did well 
in Jamaica was when we called all the people that taught a subject in the 
colleges and put them together in a group which met regularly.

Robinson: Boards of Studies?

Miller: Yes. That came out of Jamaica, where everybody is connected 
not only in the colleges, but also the people who teach the subject at the 
University, and the people who are curriculum officers in the Ministries of 
Education. Some of these people may be out of the system, but if they are 
connected, tremendous possibilities would exist in working for everyone, at 
the school level at the teacher education level.

If there are Boards of Studies, if there are groups which share then the 
possibilities of video conferencing can be leveraged, because what has 
happened with the technology is that the power has gone up and the cost has 
gone down. There are all kinds of possibilities that exist in the application of 
the technology for sustaining teacher education. I believe that the linkages 
among the schools, colleges, universities and ministries are important ways; 
but we have to find ways to use it functionally. The problem is, if you are 
not doing it face-to-face and working it on the ground, it is difficult to put 
it online because ‘online’ it is just a modality of operation; it is not the 
operation itself.
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For some people, it is difficult to go online because they are not accustomed 
to doing it. I find, for example, that there is a great fear of the technology; the 
people with the most knowledge, in the knowledge society are not the people 
with the greatest level of knowledge of the technology itself. But I think 
that the use of the technology is of critical importance. To put the various 
libraries online, there is a lot of potential there; it has a way of getting past 
the sea that separates us.

Overall, I believe that if you look at what we have built in the Caribbean, 
it is a good base. It could be significantly improved if we linked up. Think 
about the possibility of five students in St. Lucia, three students in St. Kitts 
and Nevis and five in Grenada who want to teach physics. Indeed, in the 
whole OECS of nine countries you would not get more than twenty students 
opt to teach physics in any one cohort. It is unlikely that each college of the 
OECS will have a Lecturer in Physics. But if there is one or two Lecturers of 
Physics in all of those colleges the twenty students could be taught online, 
with appropriate arrangements made of labs, do you see the potential of 
that? My point is very simple; if we continue to operate on an insular basis, 
we will never achieve what we are to achieve. The technology offers us the 
possibility of functional cooperation at a new level.

Robinson: This has been a fascinating, insightful and extremely informative 
conversation. We have ended on a good note. How do we sustain and look 
towards the future when it comes to teacher education?  I am walking 
away with two words which were repeated throughout the conversation: 
partnership and collaboration. If we could just hold on to that kind of vision, 
perhaps we might attain greater success as we move into the future. 

Miller:  It is always a great pleasure when younger members of the profession 
want to consult with you. I am greatly honoured by it. What I have found, 
what I have practised in my own life is that I have respected the people 
who have gone before me and the efforts they have made and I try to build 
upon what they have done, not necessarily exactly as they did, because times 
change and people change and one has one’s contribution to make to the 
field. But it is building on what was done and making it relevant to the times. 
The future must be built by those who are likely to be there.
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Introduction

Disasters are being experienced worldwide with growing intensity and 
frequency. As a result of its geology, tectonic setting, location, topography, 
poor land use and environmental practices, and dependence on tourism, 
the Caribbean region is recognised as being the second most disaster prone 
region in the world (United Nations Development Programme (UNDP), 
2011; United Nations International Strategy for Disaster Reduction 
(UNISDR), 2003; United Nations, 2013). Natural hazards such as hurricanes, 
landslides, and floods are annual occurrences which present a constant threat 
to human, economic, social, and environmental development in the region 
(Kirton, 2013; UNISDR, 2003; United Nations, 2013; Caribbean Disaster 
Emergency Management Agency (CDEMA), 2014b). In 2004 and 2005 
alone for example, hurricanes and floods devastated states such as Grenada, 
parts of Cuba, Jamaica, Haiti, Dominican Republic, and the Bahamas, 
claiming over 5000 lives (European Commission, 2005; 2006). The physical 
risk combined with socioeconomic factors such as high population density, 
high annual demographic growth, and high levels of poverty and socio-
economic inequality, makes these countries very vulnerable to disasters. This 
vulnerability has consequently forced the issue of disaster reduction and risk 
management higher on the policy agenda of regional governments and non-
governmental organisations (NGOs) as these Small Island Developing States 
(SIDS) struggle along the path towards sustainable development(United 
Nations, 2013; United Nations Environment Programme (UNEP), 2005; 
UNISDR, 2003; Kirton, 2013).
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Education has been recognised as being an important strategic resource in 
the fight to achieve individual and social transformation, especially as it 
relates to attitudes and behaviours promoting a culture of safety in Caribbean 
communities. There is therefore a need to fully understand the role of 
educators as key change agents in building local resilience to environmental 
challenges. As recommendations and appeals increase for the implementation 
of a more comprehensive, sustainable, preventative and resilient approach 
to disaster management in the Caribbean region (UNEP, 2005; UNISDR, 
2003; CDEMA, 2011; Kirton, 2013), governments have begun to seriously 
consider the need for integrating Disaster Risk Reduction (DRR) in formal 
education (Kirton, 2013; CDEMA, 2014b;  Selby and Kagawa, 2014).

International, Regional and Sub-regional framework for DRR in the 
Caribbean

The Caribbean region subscribes to many international conventions, treaties 
and platforms. As it relates to disaster management, the region has been 
signatory to specific initiatives such as the Hyogo Framework for Action 
(HFA) 2005-2015 (which has recently been replaced by the newly adopted 
Sendai Framework for Disaster Risk Reduction 2015-2030), the INEE 
Minimum Standards, the UNISDR World Disaster Reduction Campaign 
‘Disaster Risk Reduction Begins at School’, the United Nations (The United 
Nations Educational, Scientific and Cultural Organisation, UNESCO) Decade 
of Education for Sustainable Development (2005-2014), and The United 
Nations Children’s Fund (UNICEF’s) Basic Commitments to Children in 
Emergency Situations, which all inform its identified framework for DRR 
(CDEMA, 2014b). These initiatives have over the last decade contributed 
to awareness-raising, knowledge-building, and skills development for 
disaster risk reduction in the education sector in the Caribbean. The Hyogo 
Framework for Action, the INEE Minimum Standards, and the UNESCO 
Comprehensive Safe School Framework however are considered to be the 
most prominent international consensus on what constitutes a ‘safe school’, 
and therefore, significantly informs the Comprehensive Disaster Management 
(CDM) Framework adopted for the Caribbean region.

A safe school is defined as having the following three basic and essential 
elements of comprehensive school safety: structural safety (disaster-
resilient infrastructure), school disaster management, and risk reduction 
and resilience education. Structural safety refers to the promotion of steps 
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toward ensuring the existence of safe school buildings and facilities. School 
disaster management refers to emergency preparedness systems, procedures 
and skills in place to reduce risk to students’ lives as well as measures which 
safeguard the continuity or immediate resumption of education during and 
after an emergency. Disaster Risk Reduction and Resilience Education 
refers to the use of education as a platform for the promotion of  a culture 
of safety.

Regional Framework for Comprehensive Disaster Management (CDM) 

The countries of the Eastern Caribbean, through the Caribbean Disaster 
Emergency Management Agency (CDEMA), have adopted a Comprehensive 
Disaster Management (CDM) framework, which emphasises the integration 
of risk reduction and resilience building at all levels of development 
planning and decision-making in each country (CDEMA, 2014b). CDEMA 
was established by the Caribbean Community (CARICOM) in 1991 as 
CDERA (Caribbean Disaster Emergency Response Agency) with primary 
responsibility for the coordination of emergency response and relief 
efforts to member states as needed. This agency serves, and is supported 
by, eighteen (18) participating member towards the implementation of 
Comprehensive Disaster Management (CDM) principles and practices. A 
new strategic guide - the Regional CDM Strategy 2014-2024 was recently 
developed and adopted by member states in 2014. The development of this 
new CDM strategic framework which is intended to advance CDM across 
the Caribbean region over the next 10 years was informed by reviews of 
the previous CDM strategic frameworks (2001-2006, and 2007-2012), 
as well as widespread stakeholder participation (CDEMA, 2014b). The 
regional goal is the achievement of ‘safer, more resilient and sustainable 
CDEMA participating states through Comprehensive Disaster Management’ 
(CDEMA, 2014b, p.09).

The current focus of the CDM framework in the Caribbean is directed at 
four specific goals: i) institutional strengthening for CDM, (ii) knowledge 
management and learning for CDM, (iii) improved integration of CDM 
across all sectoral levels, and (iv) strengthened and sustained community 
resilience. The second goal – knowledge management and learning – has 
four subsequent regional outcomes. These are:
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1) a regional disaster risk management network for improved decision-
making at all levels;

2) the establishment of integrated systems for fact-based policy and 
decision-making;

3) improved incorporation of community and sectoral-based knowledge 
in risk assessment; and 

4) the standardisation, improvement, and application of educational and 
training materials in comprehensive disaster management across the 
region.

The last outcome highlights the need for the generation, standardisation, 
improvement, and application of DRR Curricula in educational programmes. 
CDEMA therefore recognises education as a key sector for mainstreaming 
disaster risk management, largely through the generation and transfer of 
knowledge to promote a culture of safety. 

According to CDEMA (2014a), schools at the primary and secondary levels 
offer the best opportunity to engender a ‘culture of safety’ within a given 
population. Efforts towards the achievement of the goal of developing a 
culture of safety in schools have included the development of a Safe School 
Programme for the Caribbean (endorsed and supported by Ministries of 
Education). This programme provides a toolkit for integrating and assessing 
schools’ progress in support of developing safer and greener school practices, 
as well as an Education Kit for supporting the integration of DRR into the 
School Curricula (Selby and Kagawa, 2014; CDEMA, 2014a). These two 
documents formed part of the selections for the document analysis for this 
paper.

Disaster Risk Reduction Education (DRRE) in the Caribbean

Driven by the region’s extreme vulnerability and aided by preventative support 
from international and regional agencies, as early as the 1980s systematic 
expansions in disaster prevention became evident in Caribbean countries. 
Disaster prevention activities in these early years generally included a focus 
on simulations, the development of emergency preparedness plans in schools, 
techniques for the assessment of damages and needs, crisis intervention, 
disaster education training for teachers, students and administrative personnel, 
and the physical protection of schools, given their roles as community 
shelters in the event of a disaster. These disaster prevention activities were 
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mostly coordinated through civil defense institutions, emergency/disaster 
management offices and ministries of education working through schools and 
other authorities within the education sector (United Nations International 
Strategy for Disaster Reduction, 2008). 

With developments in the conceptual framework, policies and support for 
DRR over the years, there has been significant progress made by Caribbean 
countries towards a more comprehensive and sustainable approach to disaster 
management that incorporates consideration for reducing underlying risks to 
disasters, and building resilience as far as possible. There is now a growing 
acceptance amongst Caribbean governments of the need to foster a culture of 
disaster prevention built on the pillars of education beginning at the primary 
school level and expanding throughout the other levels of the education 
system (UNISDR, 2008; Kirton, 2013; CDEMA, 2014b). Research on the 
benefits of building a culture of safety and resilience through school curricula 
shows that it fosters awareness and better understanding of the immediate 
environment in which children and their families live. Survival reports from 
disasters such as the Tsunami which struck Thailand in 2004 for example, 
reveal that many lives were lost because of poor disaster awareness and 
education; also several lives were saved because of the efforts of children, 
who upon recognising the signs of the impending tsunami were able to urge 
people to flee to safety (UNISDR, 2013).

In signing on to the Hyogo Framework for Action (2005-2015), and more 
recently the Sendai Framework for Disaster Risk Reduction 2015-2030, 
Caribbean countries have generally accepted that greater emphasis on DRR 
must be pursued through formal, non-formal and informal educational means. 
One of the five priorities for action pursued under the Hyogo Framework 
for Action over the past decade (2005-2015) has been ‘to use knowledge, 
innovation and education to create a culture of safety and resilience at all 
levels’ (Priority #3 – UNISDR, 2005, p. 18). One of the means through 
which this was to be achieved was through the inclusion of disaster risk 
reduction knowledge in relevant sections of school curricula at all levels 
(UNISDR, 2005).
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Teacher Training for DRR Integration into School Curricular in the Eastern 
Caribbean

Analysis of extended case studies shows that different approaches can be 
taken to facilitate training and professional development in DRR for teachers. 
Such approaches include localised direct training of teachers, a cascade 
model which provides for the training of trainers who are then expected to 
train other teacher trainers or teachers, and professional development via 
websites or professional institutes (Selby and Kagawa, 2012).

The structure of the formal teacher training programme offered to the 
Eastern Caribbean countries through the Eastern Caribbean Joint Board of 
Teacher Education (ECJBTE) offers training to teachers at both the primary 
and secondary levels. At the primary level all teachers are exposed to a set 
of core courses reflective of the core curricular areas taught at the primary 
level (language arts, mathematics, social studies, science) coupled with 
foundational psychology and social development related courses. There 
is an option available for doing one elective (one other course of choice). 
The secondary programme, on the other hand, requires teacher trainees to 
specialise in a major area of study with options for minoring in a second 
area of specialty. Core courses include foundational language, psychology, 
and social development related courses (ECJBTE, 2011).  Considerations 
for integrating training for teachers in DRR include DRR training infused 
through carrier courses, as a separate course offered as an elective course 
of choice for interested teachers, or as a required foundational course to be 
completed by all teachers (Selby and Kagawa, 2012; UNICEF and UNESCO, 
2012). The approach considered will vary across member states.

Methodology

This study employed mixed methodologies (document analysis, checklists, 
and interviews) to collect the necessary qualitative data. The field research 
element (sponsored by UNICEF Eastern Caribbean Office) allowed for the 
collection of qualitative data via interviews and checklists targeting key 
ministry officials across ten (10) Eastern Caribbean states (Antigua and 
Barbuda, Anguilla, British Virgin Islands, Dominica, Grenada, Montserrat, 
Saint Kitts and Nevis, Saint Lucia, Saint Vincent and the Grenadines, and 
Turks and Caicos Islands).
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Document analysis is often used in combination with other qualitative 
research methods as a means of obtaining triangulation, convergence and/or 
corroboration on data findings as it relates to understanding a phenomenon 
(Bowen, 2009; Atkinson and Coffey, 2004;  Rapley, 2007). The analytic 
procedure entails finding, selecting, appraising (making sense of), and 
synthesising data contained in documents. Document analysis yields data 
such as excerpts, quotations, or entire passages, which are then organised 
into major themes, categories, and case examples, specifically, through 
content analysis (Bowen, 2009).

The document analysis conducted during this study allowed for the analysis 
of key documents; the findings of the analysis of these documents were 
organised according to major themes generally related to teacher training for 
DRR: content implications, pedagogical implications, student assessment 
implications, and training and professional development implications. 
These documents included 1) a compilation of case studies of DRR in 
school curricula from thirty countries (Selby and Kagawa, 2012), 2) HFA 
Progress Reports for Caribbean countries 2009-2011 (Prevention Web), 3) 
a UNICEF and UNESCO technical guidance report for integrating Disaster 
Risk Reduction in school curricula (UNICEF and UNESCO, 2012), and 4) 
The CDEMA Disaster Risk Reduction Education Kit (Selby and Kagawa, 
2014).

Checklists and interviews were also completed by, and with a number of, 
state and agency representatives in each country. These included the chief 
education officer or deputy chief education officers, the education officer or 
ministry officer with responsibility for school safety, the chief statistician 
in the ministry of education, the director/ deputy director/ or national 
coordinator in the national disaster office. These were administered face 
to face in five (5) of the ten (10) countries: Grenada, Dominica, St. Lucia, 
Antigua and Barbuda, and St. Vincent and the Grenadines. Telephone and 
Skype interviews and emails were utilised in obtaining the necessary data 
from the other five non-visited territories.
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Research Questions

This paper examines the following research questions:

1) To what extent is there a need for increased efforts towards the 
integration of disaster risk reduction education in the Eastern 
Caribbean?

2) What is the expected role of teachers in disaster risk reduction and 
education?

3) What are the implications of DRR for teacher education in the 
region?

Findings and Discussion

A Need for Improved Efforts towards the Integration of Disaster Risk 
Reduction Education in the Eastern Caribbean

Literature review and key document analysis support the integrating of 
DRR into the formal school curriculum as the single most important means 
of developing a sustained culture of safety and resilience in a school and 
its community (UNICEF and UNESCO, 2012; Selby and Kagawa, 2012; 
UNISDR, 2012; UNISDR, 2008). An assessment of Eastern Caribbean 
countries’ progress on the integration of DRR in school curricula (collected 
from country interviews and checklists), however, shows that this area is 
the weakest component of comprehensive disaster management within the 
Eastern Caribbean.

Figure 1.1: Status of Disaster Risk Reduction Education in School Safety 
Planning Across the Ten Eastern Caribbean Countries
 

        Disaster Risk Reduction Education in the Caribbean                  193 

3) What are the implications of DRR for teacher education in the 
region?

Findings and Discussion 

A Need for Improved Efforts towards the Integration of Disaster Risk 
Reduction Education in the Eastern Caribbean 

Literature review and key document analysis support the integrating of 
DRR into the formal school curriculum as the single most important 
means of developing a sustained culture of safety and resilience in a 
school and its community (UNICEF and UNESCO, 2012; Selby and 
Kagawa, 2012; UNISDR, 2012; UNISDR, 2008). An assessment of 
Eastern Caribbean countries’ progress on the integration of DRR in 
school curricula (collected from country interviews and checklists), 
however, shows that this area is the weakest component of comprehensive 
disaster management within the Eastern Caribbean. 

Figure 1.1: Status of Disaster Risk Reduction Education in School Safety 
Planning Across the Ten Eastern Caribbean Countries 

0
1
2
3
4
5
6

N
um

be
r 

of
 C

ou
tr

ie
s

Indicators of Disater Risk Reducation Education

Very Frequently Somewhat Frequently Ocassionally Seldom Never Don't Know

Figure 1.1 reveals that out of the ten Eastern Caribbean countries for 
which information was collected, fewer than 3 countries reported progress 
on the implementation of DRRE in schools. The three most significant 
areas of weakness (seldom practiced) related specifically to schools 
contribution to building community resilience; the provision of teacher 
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Figure 1.1 reveals that out of the ten Eastern Caribbean countries for which 
information was collected, fewer than 3 countries reported progress on the 
implementation of DRRE in schools. The three most significant areas of 
weakness (seldom practiced) related specifically to schools contribution to 
building community resilience; the provision of teacher training for teachers 
and teacher trainees on DRR materials and methodologies; and teacher 
involvement in integration of DRR in formal curriculum and extra-curricular 
programmes. There is currently little or no buy in from teachers. According 
to Selby and Kagawa (2012) and UNICEF and UNESCO (2012), teacher 
involvement is critical. It is especially essential for teachers to be involved 
in the design and development of teaching and learning materials for their 
own use in facilitating DRRE.

The country level interviews also revealed significant weaknesses in the 
development of a structured and sustainable plan in most countries as 
it relates to integrating DRR into school curricula. While there is some 
evidence of technical support for curriculum development (mostly provided 
by the national disaster management offices), the institutional support at the 
level of the ministries of education is often weak. 

Figure 1.2: Sub-regional progress on the infusion of DRR throughout the 
curriculum and provide guidelines for integration of DRR into carrier 
subjects in ten (10) Eastern Caribbean States

 

Sub-regional progress on the HFA Indicator 3.5, that is the infusion of DRR 
throughout the curriculum and the provision of guidelines for integration 
into carrier subjects, was also found to be average. Only three (3) countries 
reported this as a very frequently implemented practice in schools (specifically 
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training for teachers and teacher trainees on DRR materials and 
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provided by the national disaster management offices), the institutional 
support at the level of the ministries of education is often weak.  
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Sub-regional progress on the HFA Indicator 3.5, that is the infusion of 
DRR throughout the curriculum and the provision of guidelines for 
integration into carrier subjects, was also found to be average. Only three 
(3) countries reported this as a very frequently implemented practice in 
schools (specifically the British Virgin Islands, St. Lucia, the Turks and 
Caicos Islands), and another two (2) countries reported this being 
somewhat frequently practiced (Grenada and Dominica). The remaining 
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the British Virgin Islands, St. Lucia, the Turks and Caicos Islands), and 
another two (2) countries reported this being somewhat frequently practiced 
(Grenada and Dominica). The remaining countries reported DRR infusion 
into school curricula as either being occasionally (1 country) to seldomly 
implemented (3 countries), or never implemented (1 country).

Figure 1.3: Sub-regional progress on the provision of teacher training 
for both teachers and teacher trainees on DRR curriculum materials and 
methodologies.

 

Seventy per cent (70%) of the territories collectively reported occasionally 
to never as it relates to the provision of teacher training on DRR curriculum 
materials and methodologies. Only three (3) countries (British Virgin Islands, 
Dominica, and Turks and Caicos Islands) reported this as a very frequent to 
somewhat frequent practice.
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Seventy per cent (70%) of the territories collectively reported 
occasionally to never as it relates to the provision of teacher training on 
DRR curriculum materials and methodologies. Only three (3) countries 
(British Virgin Islands, Dominica, and Turks and Caicos Islands) reported 
this as a very frequent to somewhat frequent practice. 
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Figure 1.4: DRR Inclusion in the National Education Curriculum in the 
Eastern Caribbean 
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Figure 1.4: DRR Inclusion in the National Education Curriculum in the 
Eastern Caribbean

Country Extent of Inclusion of 
DRR Content in 
Education

Forms/Approach Described 

Anguilla Present only in primary 
and secondary school 
curricula

Incorporated in Social Studies and 
Humanities curriculum 
(Kindergarten to Year 6) 
School campaigns, games, 
materials (whistles/pencils);  
Teacher training provided mainly 
through CDEMA workshops, 
limited in scope to what to do in 
emergencies/drills.  

Antigua 
and 
Barbuda 

To a limited extent 
available in primary and 
secondary school 

Disaster Management is part of 
the curriculum, rather than DRR. 
[Description of approach was 
lacking] 

Barbados Some level of integration 
at the primary and 
secondary level  

Some DRR topics and issues 
infused into carrier subjects such 
as geography, social studies and 
science.
Policy emphasis on school safety 
planning; use of functional and 
full scale simulation exercise for 
specific hazards; teacher training 
for tsunamis, initiated by the 
Barbados’s teacher training 
institution. 
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Source: Prevention Web.org (based on Hyogo Progress Reports 2009-2011; Selby and 
Kagawa, 2014) 
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British
Virgin
Islands

Integrated at the primary 
level (grade 6) and to a 
limited extent in content at 
the secondary and 
university levels 

Integrated mainly through Social 
Studies teaching; 
Department of Education launched 
a ‘Disaster Plan Development 
Project’ for all primary schools 
and day care centres; significant 
efforts in schools safety planning 
and practices; activity books, 
cartoon books, handbooks and 
educational posters have been 
developed by the DDM for use in  
schools at the primary and 
secondary levels; 
An Associate degree program 
offered at the community college 
includes elements of safer 
building design. 

St. Kitts 
and Nevis 

Integrated to some extent 
in national curricula at the 
primary and secondary 
level 

At the primary level DRR is 
included in the Social Studies 
curriculum; at the secondary level, 
selected teachers have been 
sensitised to DRR via workshops; 
Annual Fire Safety Summer 
Camps for primary school age; 
Aspects of DRR are taught and 
drills practiced at the tertiary 
level.  

St. Lucia Integrated to some extent 
in national curricula at the 
primary, secondary level, 
and tertiary levels 

A Safer Buildings Program is 
being taught at a tertiary level 
institution. 

Turks and 
Caicos 
Islands

Integrated to some extent 
in national curricula at the 
secondary level 

[Description lacking] 

Source: Prevention Web.org (based on Hyogo Progress Reports 2009-2011; Selby and 
Kagawa, 2014) 
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An analysis of these countries’ HFA reports (between the years 2009-2011) 
revealed a direct but limited infusion approach where DRR themes and 
topics appear within the primary and secondary curriculum through specific 
carrier subjects such as social studies, geography, and in some cases science. 
With the exception of the British Virgin Islands, greater progress has been 
made as it relates to instituting a culture of safety at the school level; full 
integration has not made significant progress in the other countries. Some 
limited degree of DRR education is infused at the tertiary level in St. Lucia 
and the British Virgin Islands (through a safer building program), and St. 
Kitts and Nevis (some aspects of DRR taught and drills practiced), but 
generally with the exception of Barbados, where overt efforts appear to be 
driven by the teachers’ training college, training for teachers in DRRE is 
mostly limited to workshops offered to select teachers. 

The Implications of DRR for Teacher Education in the Eastern 
Caribbean

The Expected Roles of Teachers in Disaster Risk Reduction and Education

Selby and Kagawa (2012; 2014) establish eight basic roles that teachers 
are expected to perform in facilitating DRR Integration in school curricula. 
These are:

1) Formation of, as well as leadership and participation in school safety 
committees;

2) Development and maintenance of annual school safety plans;
3) Regular risk assessment of educational institutions;
4) Facilitating emergency drills and simulation exercises;
5) Responding effectively to emergencies situations; 
6) Facilitating and maintaining schools as safe emergency shelters;
7) Engagement in team-based planning and teaching of curricular;
8) Teacher leadership and engagement in DRR related co-curricular 

and extra-curricular programmes and activities.

These eight roles additional would be additional to the duties teachers 
already perform on a day-day basis. As such, progress on implementation of 
DRRE in the region necessitates discussions with teachers’ unions regarding 
teachers’ willingness to perform these roles.
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As part of its efforts to support the integration of DRR into school curricula 
across the Caribbean region, CDEMA has developed a DRR Education 
Toolkit (Selby and Kagawa, 2014) to be used by teachers for facilitating 
DRR Education in schools. The toolkit embraces a combined focus on 
educating about DRR, and educating about climate change as both are critical 
in building resilience to hazards and enabling sustainable development. 
It is based on an assessment of best practices across the world (Selby and 
Kagawa, 2012; UNICEF and UNESCO, 2012), and is intended for adoption 
by ministries of education and ultimately schools in the region. An analysis 
of the CDEMA toolkit, and the case studies (Selby and Kagawa (2012) as 
well as the UNICEF/UNESCO technical guidance report (UNICEF and 
UNESCO, 2012) allows for the presentation of several further implications 
which DRR poses for Teacher Education. These are discussed according 
to five (5) Dimensions of DRR learning, which will be required under the 
CDM framework. 

Essential Dimensions of DRR Education for Teachers in the Caribbean

Dimension I - Understanding the Science and Mechanics of Natural 
          Disasters

One of the most basic curricula content which teachers must have a thorough 
understanding of is related to the science and mechanics of natural disasters. 
An understanding of why they happen,  how they develop, where they 
occur, their frequency and power,  their physical impacts, and the trends and 
patterns in their occurrence is critical. 

This has implications for teacher training content, which must then ensure 
that all teachers develop this required understanding sufficiently to teach 
others. The CDM framework will also require teachers to move beyond a 
dependence on physical, natural science and geography textbooks towards 
engaging students in active enquiry, experimentation, project work, use 
of film stimulus material, visiting DRR websites, fieldwork and active 
engagement with DRR professionals such as meteorologists, climate change 
researchers, community DRR activists and those with indigenous insight. 
This necessitates the use of active and constructive teaching methodologies 
at the teacher training colleges in training teachers adequately for effective 
implementation of curriculum.
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Dimension II - Learning and Practicing Safety Measures and Procedures

This dimension focuses on the learning and practicing of safety measures and 
procedures. Teachers must prepare students to become familiar with early 
warning signs and signals, and provide instruction in evacuation or sheltering 
procedures, drills and exercises. Moreover, they must familiarise students 
with the contents of a first aid kit and with basic first aid, health and safety 
measures as well as provide guidance on how to stay safe after the hazard. 
Learning in this dimension has previously been dependent on occasional 
learning by teachers. Safety behaviors will now need to be internalised and 
continually improved through reinforced practice. This learning however 
does not have to be subject specific but can be addressed through linkages 
between classroom based and extra-curricular learning.

Dimension III - Understanding Risk Drivers and How Hazards Can   
                          Become Disasters

This dimension requires an understanding of disaster risk drivers and how 
hazards can become disasters. It seeks to show learners that disasters are not 
inevitable, but can be mitigated by our actions. It also seeks to encourage 
learners to act and be proactive in mitigating risk. Effective teaching in 
this dimension requires having learners actively examine local conditions, 
drivers and processes of vulnerability through participation and leadership 
in community projects. Integration is also necessary through the social 
science curricula to be effective. Teachers’ training must also address the 
socio-affective element, preparing teachers to handle students’ concerns and 
fears in a sensitive and supportive manner.

Dimension IV - Building Community Risk Reduction Capacity

This dimension of learning focuses on building community risk reduction 
capacity. It requires teachers to engage learners in processes of resilience 
building in their own community through grassroots level initiatives focused 
on mitigation and adaptation methods and strategies. This is an action-
oriented learning dimension which requires teachers to be prepared to 
facilitate hands-on resilience building learning experiences for students.
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Dimension V - Building an Institutional Culture of Safety and Resilience 

This dimension of learning focuses on building an institutional culture of 
safety and resilience within each school. The goal is to establish each school 
as a DRR learning organisation.  Teachers are expected to link students’ 
learning to participation in safe school programmes. Training needs to prepare 
teachers for involvement in school DRR policy development, facilitating 
students’ engagement with technical personnel on structural safety aspects 
of the school, the management of school hazard bulletin boards, guiding 
student-run vulnerability assessments of the school as practice for their 
resilience building projects in the community, guiding students’ presentations 
of in-class or in-community DRR work at school assemblies, and facilitating 
the establishment of school and community DRR councils with student 
membership.

Best practices evident from the document analysis of DRR integration across 
thirty (30) countries, globally, show that Dimensions 1 and 2 are often the 
main focus of teacher training efforts, while Dimension 4 is infrequently 
addressed, and Dimensions 3 and 5 rarely addressed by schools (Selby 
and Kagawa, 2012; UNICEF and UNESCO, 2012). This gives insight into 
specific areas for educational planning for the true integration of DRR in 
formal education in the Eastern Caribbean countries, particularly, areas 
of focus which should be addressed in teacher training and professional 
development efforts.

Towards an Appropriate Teaching Pedagogy for DRRE

DRRE is about building students’ understanding, while fostering a range 
of competencies and skills to enable them to contribute proactively to the 
prevention and mitigation of disaster within their communities. Pedagogical 
approaches must therefore be able to foster the development of high order 
thinking, problem-solving and decision-making, aimed at enabling learners 
to be able to analyse disaster risks and uncertainties, and to generally 
empower students to become change agents, in an effort to build community 
resilience to disasters (UNESCO/UNEP, 2012; Selby and Kagawa, 2012). 
Figure 1.5 below presents some options of teaching strategies/techniques, 
which were found useful for facilitating effective DRRE in schools based on 
an analysis of case studies (Selby and Kagawa, 2012).
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One significant observation regarding the dimensions of learning, is the 
need for teachers and schools to form long-term collaborative relationships 
with inter-governmental organisations (IGOs) and non-governmental 
organisations (NGOs) to build capacity and resources for effective delivery 
of DRR Education at the school level. If teachers are to effectively facilitate 
DRR learning using teaching pedagogy that is active, interactive, experiential 
and participatory, which are necessary for fostering the range of competencies 
and skills to enable students to contribute proactively to the prevention 
and mitigation of disasters within their communities, then collaboration is 
key. As is observable from the required dimensions of learning previously 
discussed, this collaboration is necessary for providing technical expertise 
(which teachers may not possess), resource support (which schools may not 
be able to provide), training support (for teacher training and continuous 
professional development), and generally the provision of knowledge support 
as needed by teachers for the effective delivery of all dimensions of DRR 
learning. IGOs and NGOs must therefore be considered by teachers as being 
key pedagogical partners in the integration of DRR in schools. Document 
analysis of best practices shows a summary of appropriate teaching strategies 
and techniques for DRRE (see Figure 1.5 below).

Figure 1.5: Teaching Strategies/Techniques Appropriate for Facilitating 
Effective DRR Teaching in Schools

202                             Journal of Eastern Caribbean Studies 

One significant observation regarding the dimensions of learning, is the 
need for teachers and schools to form long-term collaborative 
relationships with inter-governmental organisations (IGOs) and non-
governmental organisations (NGOs) to build capacity and resources for 
effective delivery of DRR Education at the school level. If teachers are to 
effectively facilitate DRR learning using teaching pedagogy that is active, 
interactive, experiential and participatory, which are necessary for 
fostering the range of competencies and skills to enable students to 
contribute proactively to the prevention and mitigation of disasters within 
their communities, then collaboration is key. As is observable from the 
required dimensions of learning previously discussed, this collaboration is 
necessary for providing technical expertise (which teachers may not 
possess), resource support (which schools may not be able to provide), 
training support (for teacher training and continuous professional 
development), and generally the provision of knowledge support as 
needed by teachers for the effective delivery of all dimensions of DRR 
learning. IGOs and NGOs must therefore be considered by teachers as 
being key pedagogical partners in the integration of DRR in schools. 
Document analysis of best practices shows a summary of appropriate 
teaching strategies and techniques for DRRE (see Figure 1.5 below). 

Figure 1.5: Teaching Strategies/Techniques Appropriate for Facilitating 
Effective DRR Teaching in Schools 

Teaching Strategies/Techniques Appropriate for Facilitating Effective DRR 
Teaching in Schools: 

1) Interactive Learning strategies include the following:  
Brainstorming; discussions in pairs, small groups and with the whole 
group; interactive multi-media presentations (by students, teacher, DRR-
related visiting speakers). 

2) Affective Learning strategies include the following:
Sharing feelings about threats and disasters; empathetic exercises based 
upon the experiences of others affected by disasters. 

3) Inquiry Learning strategies include the following:
Team case study research and analysis; Internet enquiries; project work. 

4) Surrogate Experiential Learning strategies include the following:
filmmaking, board games, role plays, drama (sketches, mime, and 
puppetry), simulation, presentations in school assemblies on disaster 
topics. 
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Sources: Selby and Kagawa (2012; 2014)/ UNICEF and UNESCO (2012).

Depending on the approach selected for the integration of DRR into schools, 
another implication for the effective delivery of DRRE is the opportunities it 
presents for a team-based approach to planning and teaching among teachers. 
Indeed, the classroom and extra-curricular based activities, field trips, and 
the necessary collaboration with IGOs and NGOs will be best maximised by 
a team-based approach, rather than individual teacher planning efforts which 
can lead to multiple duplication of support sourced from the pedagogical 
partnerships. This however has further implications for timely planning to 
allow for accessing these collaborative relationships and support, as teachers 
will need to determine their needs early (resource, expertise, necessary 
training, et cetera.) in order to put plans into place to benefit from such 
collaborations.  

Appropriate Assessment of DRR Student Learning 

Assessment of student learning is often one of the least considered and 
developed aspect of DRRE (Selby and Kagawa, 2012; UNESCO and 
UNICEF, 2012). Traditionally, when practiced it was often used mostly for 
summative purposes, simply to gauge students’ knowledge. DRR Educational 
goals, however, necessitate that teachers engage students beyond mere 
knowledge; they must also target the development of skills, attitudes and 
dispositions directed at achieving behavioural change. As such, appropriate 
assessment forms need to be considered in order to illuminate the actual 
extent of these learning outcomes. Instead of the traditional pen and paper 
assessment forms, it requires more imaginative forms of assessment that 
match with active, action-oriented and competency-based learning (Selby 
and Kagawa, 2012; Selby and Kagawa, 2014). Recommended forms of 
assessment include non-traditional methods for example, simulations, 
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5) Field Experiential Learning strategies include the following:
Field trips to disaster support services; hazard mapping and vulnerability 
assessment in schools and in communities; community hazard transects; 
reviewing emergency plans; interviewing local community members on 
hazards and hazard/disaster memories; 

6) Action Learning strategies include the following: 
Student community partnerships to raise hazard awareness, develop risk 
maps and risk reduction plans; poster campaigns; street theatre; risk 
reduction campaigns such as tree planting, et cetera. 

Sources: Selby and Kagawa (2012; 2014)/ UNICEF and UNESCO (2012). 
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illuminate the actual extent of these learning outcomes. Instead of the 
traditional pen and paper assessment forms, it requires more imaginative 
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observations, demonstrations (such as miming, singing and storytelling), 
the use of artifacts (such as drawings), questionnaires, and computer-based 
tests. Best practices therefore recommend the use of interactive and what 
is referred to as alternative forms of assessment for effective assessment of 
students learning in DRR Education. A specific emphasis should be placed 
on the practice of formative assessment to facilitate deep, reflective, and 
sustainable learning experiences. 

Conclusion

Caribbean governments have committed to the integration of DRR in 
formal education across the region. The institutional implementation of this 
commitment at the school level however has been generally weak, as there 
appears to be a gap between the political rhetoric and the DRRE reality 
at the school level. Significant challenges have especially been highlighted 
as it relates to schools’ contribution in building community resilience to 
disasters, the provision of training for teachers and teacher trainees on DRR 
materials and methodologies; and teacher involvement in the integration of 
DRR in formal curriculum and extra-curricular programmes. Given the key 
role of teachers in facilitating student learning in DRRE, it is critical that 
education policy makers and planners consider the implications that DRRE 
presents for teacher training. 

Given the critical role played by teachers in DRR Education, training and 
guidance for teachers is an area for improvement for the Eastern Caribbean. 
DRR efforts in the Eastern Caribbean show that often the main source of 
training and guidance for teachers is via short term workshops provided by 
the National Disaster Office, which equip teachers for disaster response and 
management more so than disaster risk reduction. Although such methods 
are useful for governments facing budgetary constraints, these short-
training  workshops have generally been recognised as being unsuitable for 
the effective training of teachers for facilitating DRR teaching and learning 
(Selby and Kagawa, 2012; UNICEF and UNESCO,  2012). 

This study revealed an urgent need for teacher training institutions and 
other tertiary education providers to respond to the need for effective DRRE 
training and professional development for teachers if the CDM framework 
is to be implemented. Best practices recommend that an effective teacher 
training programme should take a holistic and sustained approach with a 
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balanced emphasis on both content and pedagogical skill development. This 
would allow for follow-up support to enable teachers becoming reflective 
practitioners, rather than technical deliverers of a prescribed curriculum. 
This is unlike what has been the model embraced by Caribbean countries.
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Introduction

Today, there is global concern about the mathematics knowledge and skills 
of individuals.  In western countries such as North America and the United 
Kingdom, there is much lamenting over the state of mathematics and science 
among school children (Boaler, 2009; Peterson, Woessmann, Hanushek, and 
Lastra-Anadón, 2011; Ransom, 2012; Naidu-Hoffmeester, 2015).  In Asian 
countries traditionally noted for the high standard of performance in school 
mathematics, there is some concern that factors such as anxiety, inequity 
across schools and cramming for examinations may be eroding these 
standards (Knipprath, 2010; Kuan, 2011).  In the Caribbean, these concerns 
are echoed loudly.  It seems that almost yearly, there is increasing alarm at the 
new low attainment level in mathematics.  Annually, as local Ministries of 
Education review the performance of students on standardised mathematics 
tests, the general worry about scores in mathematics comes to the fore (Lam, 
2007; Reid, 2011; George, 2012; Dominica News Online, 2012).  In addition, 
reports from the Caribbean Examinations Council (CXC), the primary body 
that administers certification examinations at the secondary level in the 
region, suggest that performance in mathematics is weak.  In fact, the annual 
reports for mathematics examinations at the Caribbean Secondary Education 
Certificate (CSEC) level for the period 2010 to 2014 indicate that only 
relatively small proportions of the candidates who write the examinations 
achieve a passing grade (See Table 1 below).  
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Table 1: Pass Rate for CSEC Mathematics for June Examinations (2010 - 
2014)

Apart from this weak performance, some believe that the issue is compounded 
by the fact that across the region, many students who attend secondary 
school do not even qualify to write the examinations. This suggests that large 
proportions of students who attend secondary school in the region are not 
reaching satisfactory levels of achievement in mathematics. Furthermore, 
whether limited by interest or qualifications, relatively few students go on to 
pursue studies in mathematics at advanced levels.  This notion finds support 
in the fact that small numbers of students write mathematics examinations 
at the Caribbean Advanced Proficiency Examinations (CAPE) level, post-
secondary examinations administered by CXC.  Subject reports for CAPE 
Pure and Applied Mathematics examinations indicate that, compared to the 
number of passes at the CSEC level, less that one quarter may be going on 
to the more advanced levels (See Table 2 below).  

Table 2: No. of Candidates Who Wrote CAPE Pure and Applied Mathematics 
for June Examinations (2010 - 2014))
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Table 2: No. of Candidates Who Wrote CAPE Pure and Applied Mathematics for June 
Examinations (2010 - 2014) 

PURE MATHEMATICS APPLIED MATHEMATICS 

# of Candidates Pass Rate # of Candidates Pass Rate Year

Unit 1 Unit 2 Unit 1 Unit 2 Unit 1 Unit 2 Unit 1 Unit 2 

2010 5600 2800 --- --- 456 197 80 83

2011 5855 2970 --- --- 580 217 --- --- 

2012 5500 2800 70 83 672 237 80 83

2013 4800 2750 72 81 652 313 --- --- 

2014 5312 2909 70 85 691 321 --- --- 

Source: CXC May/June Subject Reports for CAPE (2010 – 2014) 

A common remark in the CAPE Pure Mathematics reports is that the 
students have the tendency to rely on memorised formulae when 
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A common remark in the CAPE Pure Mathematics reports is that the 
students have the tendency to rely on memorised formulae when solving 
problems (CXC, 2010b, 2011b, 2012b), suggesting that even those who 
study mathematics at the higher levels are still not as grounded as one would 
expect.  Even at the undergraduate and graduate levels at the university level, 
there is concern that only a few students pursue mathematics as their area of 
study, and students who must take mathematics related courses to fulfil their 
degree requirements often do so under duress.  Of note is that often, these 
students are or go on to become teachers of mathematics at the primary or 
secondary level.

This unsettling state of affairs relating to mathematics raises questions about 
the experiences that students and teachers have in mathematics classrooms. 
It invites speculations about the causes of continued unsatisfactory 
performance in mathematics, and more specifically, what can be done to 
bring about improvements.  This paper is intended to make some practical 
suggestions for helping teachers of mathematics at the primary and 
secondary school levels in the Eastern Caribbean to be more effective in 
the classroom.  It draws literature relating to mathematics education and 
makes specific reference to a study done in the Eastern Caribbean, supported 
by the Caribbean Development Bank (CDB) (Leacock, 2016).  This study 
is of interest here because it is recent (data collected in 2014), it looks 
specifically at teacher characteristics and it provides evidence from within 
the region.  The paper starts out by discussing some common factors teachers 
and other stakeholders believe affect student performance in mathematics, 
zeroing in on teacher-related ones.  It then goes on to explore the profile of 
teachers in mathematics classrooms in the Eastern Caribbean, with specific 
consideration of their qualifications, using evidence from the study.  The 
paper ends by arguing that, based on the profile of the teachers who are 
teaching mathematics in the schools, greater emphasis needs to be placed on 
providing guidance, support and more systematic professional development 
opportunities for them.  To this end, some suggestions are made as to how 
this can be done.

Issues in Mathematics Teaching and Learning in the Eastern 
Caribbean

Looking at the performance of students in mathematics, it is perceived that 
all is not well.  However, there is much speculation as to the reasons for this 



213Status of Mathematics Education in the Eastern Caribbean

poor showing across the region.  For more than five years, as the Academic 
Coordinator of the Eastern Caribbean Joint Board of Teacher Education 
(JBTE) and the coordinator of the mathematics education components 
of the Associate Degree in Education administered by the Board, I have 
visited several of the countries of the Eastern Caribbean, sat in mathematics 
classrooms at the primary and secondary levels, and interacted with the 
teachers and students.  I interviewed formally and had informal conversations 
with teacher educators and Ministry of Education officers with responsibility 
for mathematics.  One aim of these activities was to try to understand what 
these key stakeholders believe are factors that contribute to the perceived 
falling of standards and performance in mathematics.  Some of the most 
common factors raised by these individuals include: poor attitudes of 
students towards the subject; poor literacy; poor and insufficient instructional 
resources; and weak content knowledge among teachers.  These factors as 
perceived influences on mathematics teaching and learning are not limited 
to the Eastern Caribbean.  

The concern of poor attitudes to mathematics has been discussed for many 
decades.  Writers have explored areas such as attitudes to mathematics in 
general (for example, Iben, 1991; Zan, 2013); mathematics attitudes and 
achievement (for example, Aikin, 1970; Nicolaidou and Philippou; 2003; 
Bayaga and Wadesango, 2014); and factors (for example, sex, cultural and 
social background, cognitive ability) that are possible influences on attitudes 
to mathematics and learning mathematics. Though it was found that attitude 
can be a significant predictor of achievement in mathematics (Bayaga 
and Wadesango, 2014; Nicolaidou and Philippou., 2003) suggest that it is 
difficult to establish a firm cause effect relationship, pointing to the research 
that found that Japanese students had negative attitudes to mathematics, 
but outperformed students in other countries.  Despite the ambivalence of 
the research findings relating to attitudes and achievement, teachers and 
other concerned individuals in the Eastern Caribbean often attribute poor 
performance of the students to negative and undesirable attitudes to the 
subject.  

Indeed, many have echoed the sentiments of a young male teacher from 
the Eastern Caribbean who complained that most students that enter the 
secondary school level have very poor attitudes towards mathematics and 
lack understanding of fundamental principles.  The interesting thing is 
that when asked what their favourite subject is, a considerable proportion 
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of students in the lower grades of primary schools will say mathematics.  
Blogger David Wees (2013) observed that ‘No one is born hating math. 
Our attitudes about it, positive or negative, are a result of our culture, our 
interactions with math, our experiences with other people while doing math, 
and the messages we see daily about mathematics’.  One could therefore 
wonder what happens between those lower grades and secondary school 
to foster these reported negative attitudes. One of the areas to which we 
can look is the interaction between students and teachers in mathematics 
classroom.  Teacher factors may be a contributor and therefore teacher 
characteristics must not be overlooked.  Helping teachers to develop and 
project to their students, positive feelings about mathematics should be a 
concern of education and professional development programmes for these 
teachers.

Another factor stakeholders often identify as affecting students’ performance 
in mathematics in the Eastern Caribbean relates to literacy.  Despite the 
general tendency of individuals to consider literacy (reading and writing) 
and mathematics to be on opposite ends of some imagined continuum, it 
is recognised that reading and writing skills can enhance mathematics 
learning.  The relationship between reading ability and mathematics 
achievement has been investigated over the years (for example, Denton and 
West, 2002; Grimm, 2008; Krajewski and Schneider, 2009; Mullis, Martin 
and Foy, 2013).  Grimm (2008) found that in the early grades, there was a 
strong association between reading comprehension and the development of 
conceptual understanding of mathematics content.  Mullis, Martin and Foy 
(2013) reported that among fourth grade students across 34 countries, better 
readers achieved higher in mathematics that those with poorer reading skills.  
Furthermore, there is the concern that without adequate reading and writing 
skills, students are unable to access the information from texts in order to 
learn (Allington, 2002) and teachers of mathematics are being encouraged to 
promote appropriate literacy skills in their classrooms (Barton and Heidema, 
2002; Kenney, Hancewicz, Heuer, Metsisto and Tuttle, 2005; Heidema, 
2009).  Teachers of mathematics in Eastern Caribbean schools are aware of 
the effect that poor literacy skills can have on achievement in mathematics.  
Indeed, typical of the situation in the region, Leacock and Warrican (2006) 
found that teachers of mathematics at the secondary level identified reading 
difficulties as a factor that influences mathematics achievement.  But what 
emerged from that study appears to be a challenge still almost ten years later: 
teachers of mathematics are not convinced that they are the ones to teach 
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reading in mathematics, and even if they are, they appear not to know how to 
incorporate helpful literacy strategies into their instructional practices. This 
has implications for education and professional development programmes 
for teachers of mathematics in the region.

Teachers of mathematics and other stakeholders in the Eastern Caribbean 
often point to poor and insufficient resources for instructional purposes as 
another factor that greatly affects students’ performance at all levels.  Based 
on data recently collected for a study among teachers of mathematics at 
the primary and secondary levels across five countries in the Eastern 
Caribbean, over 70 per cent of the 671 primary school teachers and over 80 
per cent of the 305 secondary teachers identified availability of resources 
such as manipulatives and technology as factors that present challenges for 
mathematics teaching and learning in the region.  A smaller proportion (42 
per cent and 61 per cent respectively) identified availability of adequate 
textbooks.  The value of having such resources for use in mathematics 
instruction is noted by researchers who carried out previous investigations. 
For example, Haggarty and Pepin (2002) express concern after finding 
that students in lower secondary grades in English schools had restricted 
access to textbooks and were hampered by their dependence on teachers 
for their mathematics knowledge.  Furthermore, Jamieson-Proctor and 
Byrne (2008) found that, among their sample of primary school teachers in 
Australia, even though the teachers valued them as an educational resource, 
their use of textbooks appeared to be influenced by the teachers’ perceived 
level of confidence and competence as teachers of mathematics.  Apart from 
textbooks, teachers of mathematics also have access to other resources, 
including information and communication technology, but according to 
Office for Standards in Education, Children’s Services and Skills (OFSTED) 
(2012), teachers often do not make the best use of these.  Indeed, some 
teachers at the secondary level sometimes hold the belief that manipulatives 
are not suitable for these older children (Curtain-Phillips, n.d.).  Burns (n.d.) 
also shows that teachers are uncertain as to how to incorporate manipulatives 
in their lessons, believing that they may be distracting rather than facilitating 
learning.  These concerns and uncertainties are also noted among teachers of 
mathematics in the Eastern Caribbean.  Consequently, there are implications 
for education and professional development programmes for teachers in the 
region to guide their effective use of these resources.
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Another concern often raised by stakeholders in the Eastern Caribbean relates 
to teachers’ knowledge of mathematics content.  In interviews conducted 
with mathematics educators and curriculum officers within Ministries of 
Education in the region, one issue that emerged is their worry that some 
teachers of mathematics at both primary and secondary levels are weak in 
their knowledge of the subject area.  Indeed, some of the teachers interviewed 
admitted that they were not confident about their content knowledge.  In some 
cases, this lack of confidence was seen in their reluctance to veer away from 
their instructional plan, even when best practice indicated that they should; 
for example to take advantage of teachable moments based on students’ 
questions and misconceptions.  The concern about teachers’ knowledge for 
mathematics teaching is not restricted to the Eastern Caribbean.  Within the 
literature, much emphasis is placed on the content knowledge and pedagogical 
content knowledge of teachers in general (for example, Shulman, 1987; 
Solis, 2009; Johnson and Larsen, 2012) and of teachers of mathematics, as 
well as its relationship to student achievement (for example, Tchoshanov, 
2011; Flores, Escudero and Carrillo, 2013; Lannin, Webb, Chval, Arbaugh, 
Hicks, Taylor and Bruton, 2013; Wilkie, 2014). 

Shulman (1986) presents a still relevant discussion of the link between content 
and pedagogy, and argues that separating content knowledge from pedagogy 
knowledge is a mistake.  For him, content knowledge refers to not only 
knowledge of facts or concepts, but also understanding of the structures of 
the subject; that is the ways in which the basic concepts and principles of the 
area are organised to incorporate its facts as well as the ways in which truth 
or falsehood, validity or invalidity, are established within the subject (p.9).  
Shulman (1986) further suggests that while pedagogical knowledge (for 
example, understanding of general principles of classroom organisation and 
management) is important, emphasis also needs to be placed on pedagogical 
content knowledge.  Pedagogical content knowledge is content knowledge 
for teaching including 

… an understanding of what makes the learning of specific 
topics easy or difficult: the conceptions and preconceptions that 
students of different ages and backgrounds bring with them to 
the learning of those most frequently taught topics and lessons. If 
those preconceptions are misconceptions, which they so often are, 
teachers need knowledge of the strategies most likely to be fruitful 



217Status of Mathematics Education in the Eastern Caribbean

in reorganising the understanding of learners, because those learners 
are unlikely to appear before them as blank slates. (pp. 9-10)

Thus, it is apparent that to be effective teachers of mathematics, practitioners 
must not only understand the content of the subject, but must do so in a way 
that helps them to make sound instructional decisions about what to teach 
and how.  This issue of teachers’ knowledge has implications for education 
and professional development programmes for teachers of mathematics in 
the Eastern Caribbean.

There are other issues that have implications for preparation, support and 
continued development of teachers of mathematics in the Eastern Caribbean.  
The four presented here however seem crucial and a good starting point 
for re-thinking or revising how these individuals are currently prepared for 
the task that they must perform.  The issues represent some of the most 
commonly raised ones when student performance in mathematics at the 
primary and secondary levels comes under scrutiny.  The fact is that all 
of these can be addressed through adequate training, ongoing support and 
professional development for teachers of mathematics.

Mathematics teaching in the Eastern Caribbean: Who is in the Classroom?

Before presenting suggestions for training, support and professional 
development for teachers of mathematics in the Eastern Caribbean, it is useful 
to take a brief look at the profile of these teachers. In 2014, I carried out a 
piece of research (supported by CDB funding) to obtain, among other things, 
a profile of teachers of mathematics in primary and secondary schools in 
the Eastern Caribbean.  For this purpose, I collected data from 671 teachers 
from 68 primary schools and 305 teachers from 55 secondary schools in 
five countries of the Eastern Caribbean, where the JBTE’s initial teacher 
education programme is offered.  Data were collected by questionnaire, 
classroom observation and interviews.  A preliminary exploration of these 
data provided interesting insights into the profile of teachers in mathematics 
classrooms in the region.  

Perhaps one of the first things that emerged from the data is gender 
imbalance at the primary level: the majority (84 per cent) of the teachers in 
mathematics classrooms are female.  This is a considerably larger proportion 
than what obtains at the secondary level, where 58 per cent of the teachers 
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of mathematics who participated in the study was female.  The prevalence 
of females at the primary level is perhaps not surprising as this tends to be 
the case in many other contexts (Riddell, Tett, Ducklin, Stafford, Winterton, 
Burns and Ferrie, 2005; Rich, 2014; Catholic Communications, 2015).  If 
we subscribe to the view that males and females have different strengths 
and weakness in their perception of mathematics content (for example, 
see Ganley and Lubienski, 2016), then the large proportion of females at 
the primary levels may have consequences for the teaching and learning 
transaction in primary mathematics classrooms.  This in turn could have 
implications for teacher preparation programmes and for the kinds of support 
and supervision that is provided for these teachers.  This would be vital since 
it is at the primary level that students acquire the foundational mathematics 
knowledge and skills on which they build as they move up the grades.  

Another insight gained from the research relates to the academic background 
of the teachers in mathematics classrooms at both primary and secondary 
levels. For example, the data suggest that at the primary level, only 
approximately 20 per cent of the teachers hold academic qualifications in 
mathematics beyond high school.  The largest proportion of the primary 
teachers (about 58 per cent) reported holding passes at the high school 
level (CSEC or General Certificate of Education (GCE) Ordinary level).  
At the secondary level, a substantial proportion of the teachers (about 78 
per cent) reported holding academic qualifications in mathematics beyond 
high school, with largest proportion for a single level (approximately 41 
per cent) having this qualification at the bachelor’s degree level.  This 
suggests that, compared to the secondary level, there are fewer primary 
teachers with qualifications in mathematics beyond high school, and this 
could have implications for the content knowledge that these teachers take 
to the classroom.  Furthermore, it cannot be assumed that since teachers 
in the secondary classroom hold advanced qualifications in mathematics 
that they are completely equipped for the task with which they are charged.  
Shulman’s (1986) notion of pedagogical content knowledge suggests that it 
is not enough for teachers to possess content knowledge, but they must also 
understand how to present this content to students in a manner that would 
facilitate conceptual understanding.  There was evidence gathered during the 
classroom observation exercise that gives credence to Shulman’s assertion.  

Further insight into the profile of teachers of mathematics in schools in the 
region can be gained by examining another facet of the academic qualifications 
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of the teachers of mathematics.  According to the data collected, only 
one-third of the teachers at the primary level hold their highest academic 
qualification in an education-related area.  Teachers among the other two-
thirds of the sample reported having their highest qualifications in areas 
such as business management, hospitality and tourism, human resource 
management, hotel management and political science.  The implication here 
is that even in cases where the teachers in primary mathematics classrooms 
hold tertiary level qualifications, they may not be in areas where the teachers 
were required to take mathematics courses that could prepare for teaching.  
At the secondary level, only about one-quarter of the sample indicated that 
their highest academic qualification was in mathematics or a mathematics-
related area. Among the other three-quarters, some reported holding their 
highest academic qualification in areas such as broadcast technology, law, 
food and beverage operations, theology and social work. Questions may be 
raised as to whether these teachers were exposed to sufficient mathematics 
content during their programmes of study to prepare that for teaching in 
secondary classrooms.  Thus, insights gained from paying attention to the 
academic background of teachers of mathematics in the region can bring to 
the fore factors that can have implications for the nature of training, support 
and professional development programmes designed to help them to improve 
their practices.

Apart from the above, the study also investigated the professional status 
of the teachers in the sample.  Approximately 76 per cent of the primary 
teachers and 64 per cent of the secondary teachers reported that they were 
trained.  When asked how long they were trained, of the teachers in the 
primary sample, 28 per cent reported being trained before 2000 and 43 per 
cent, in 2000 or after.  Of those in the secondary sample, about 18 per cent 
were trained prior to the year 2000 and 43 per cent in 2000 or later.  A follow-
up question asked the teachers whether they had done any professional 
development activities relating to the teaching of mathematics since 
completing their initial training.  Only approximately 30 per cent of both 
groups of teachers (primary and secondary) reported that they had done so.  
Furthermore, despite the fact that about 64 per cent of the primary teachers 
had over 10 years’ experience in the classroom (38 per cent reported 20 years 
or more), the mean number of mathematics-related professional development 
activities was 3.  At the secondary level, only 50 per cent of the teachers had 
10 or more years’ experience, and the mean number of mathematics-related 
professional development activities was also 3.  This suggests that though 
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teachers may be trained, may have many years of classroom experience, they 
may not have had sufficient opportunities to update their knowledge and 
skills through regular professional development activities.  The implication 
here is that teachers of mathematics at both primary and secondary levels 
may not be keeping current in best practices.

Another group of teachers on the landscape in mathematics classrooms 
are those who are untrained teachers.  As mentioned earlier, in the region, 
individuals can be recruited and hired to teach without any prior experience 
or training in teaching.  Indeed, 18 per cent of the primary school teachers 
who participated in the study and 34 per cent of those at the secondary level 
reported that they had not completed an initial teacher education programme.  
Of note is that among this group of untrained teachers at the primary level, 
almost 20 per cent reported having 10 years of more in teaching experience; 
at the secondary level, only 11 per cent fell in this category.  Though they 
had not completed a full teacher education programme to prepare them for 
teaching mathematics, the teachers were asked if they had participated in 
any professional development activities for mathematics since starting to 
teach.  Only 24 per cent of the untrained primary teachers and 23 per cent 
of those at the secondary level reported that they had.  Both groups reported 
participating in a mean of 2 such activities since entering the classroom.  
The implication here is that there may be a set of teachers of mathematics 
in schools in the Eastern Caribbean who, even if they do possess content 
knowledge, do not possess sufficient pedagogical content knowledge to be 
effective at instruction.  

This brief look at the profile of teachers of mathematics at the primary and 
secondary levels in a sample of countries in the Eastern Caribbean raises a 
few questions that may be hard to address, but must not be left unexplored.  
It is acknowledged, based on the results of high stakes assessment in 
the region, that students at both primary and secondary levels are not 
achieving in mathematics as desired. Evidence from the study suggests 
that large proportions of teachers have completed initial teacher education 
programmes, but there are others still in need of such training; that there are 
some teachers with adequate academic qualifications in mathematics, but 
there are others whose content knowledge may not be up to par; that there 
are teachers who, through continuing professional development, are at least 
making an effort to address their pedagogy, but a large proportion of them 
either are not being afforded sufficient opportunities for such development 
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or are not taking advantage of available opportunities.  The question is, what 
can be done to raise the profile of teachers of mathematics in the region; to 
help them to increase their efficacy and effectiveness in the classroom.  In 
the next section, I will offer some suggestions which I believe, at the very 
least, could contribute to the dialogue on this issue, and facilitate the move 
from discussion and dialogue to action.

Towards Improving Mathematics Instruction in the Eastern Caribbean: 
Some Suggestions

Before exploring what might be, it is always a good idea to summarise what 
is.  In this case, this means briefly considering what opportunities exist 
for professional development for teachers of mathematics in the Eastern 
Caribbean.  Currently, in general in the region, there are two major pathways 
to teacher training for teachers of mathematics: one pursued by those without 
a first degree and the other by those who do.  For example, in many of 
the countries, primary and secondary school teachers in the region who do 
not hold a first degree tend to complete the two-year Associate Degree in 
Education (ADE) administered by the Eastern Caribbean JBTE.  As part 
of this initial training programme, trainees in the primary programme 
complete two mathematics education courses, designed to expose them 
to pedagogical content knowledge for instruction in the major strands of 
mathematics taught at the primary level (number sense and operations; 
algebraic thinking; measurement; geometry; and data handling), along with 
courses in general education and in the other core areas in the primary school 
curriculum (language arts, science and social studies), among others.  At the 
secondary level, trainees are expected to declare a major and a minor subject 
area.  Consequently, teachers of mathematics may complete a major in 
mathematics education (five courses) or a minor (three courses).  Countries 
offering the programmes are at liberty to add any other mathematics related 
courses that they feel are necessary for their teachers in training.  Teachers 
of mathematics who hold a first degree may also pursue the ADE.  However, 
those at the secondary level have the additional option of pursuing a one-
year in-service post graduate diploma in education offered by the UWI Cave 
Hill campus.  To date, this option is not available for teachers at the primary 
level, there appears to be a growing demand for it since more untrained 
individuals who hold first degrees are entering primary classrooms.  Of 
course, all untrained teachers also have the option of pursuing initial training 
by other means (for example, online).
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Apart from these opportunities for initial teacher training, ministries of 
education and individual schools also provide some other occasions for 
professional development for teachers of mathematics. These include 
workshops, either on-site or at a centralised location, but are often not 
sufficiently ongoing and systematic. Furthermore, apart from initial teacher 
education, there seems to be little emphasis on continued professional 
development that can help practicing teachers of mathematics to keep abreast 
of best practices based on current research. As a result, it appears that teachers 
are continuing to teach the way they have always taught, without reflection 
on their practices or on the characteristics of their students. Those who are 
weak in content continue to be so, likewise those weak in pedagogy.  In 
order for there to be improvement in teaching and by extension, in learning 
of mathematics, there needs to be system-wide changes that can only be 
fully achieved if all stakeholders are committed and involved.  

One fundamental change that needs to be implemented relates to the 
recruitment of teachers. It is apparent that many of the individuals recruited to 
teach mathematics at both the primary and secondary levels are insufficiently 
qualified to teach the subject.  Consequently, students are being exposed 
to important mathematics concepts by individuals who are themselves 
weak in content knowledge; who basically do not understand the concepts 
sufficiently well to explain them to their students. To combat this, teacher 
recruiters should set high standards and endeavour to select only those who 
meet some acceptable minimum. The implication here is that anyone who is 
interested in becoming a teacher of mathematics, but who is not sufficiently 
knowledgeable of the content, should be afforded opportunities to upgrade 
their knowledge before they are allowed to provide instruction in the subject 
area.  This represents an ideal, but most countries in the region appear not to 
be able to achieve this ideal since, as small states, they tend to be affected by 
conditions common to small states, including limited resources (human and 
otherwise) and the so-called brain drain. 
 
If it is that authorities must recruit and hire individuals who do not meet the 
required standard, then conditions must be set up to ensure that those hired 
carry out their duties as teachers of mathematics as effectively as possible. 
For example, training opportunities for the individuals recruited should be 
wide, varied and ongoing.  Those with inadequate content knowledge should 
have avenues to improve their content, perhaps in mathematics learning 
communities where coaching in content can be had. These teachers can have 
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mathematics concepts explained in a manner that would facilitate effective 
classroom instruction in crucial areas.  Furthermore, since teachers are often 
recruited before they can acquire professional education, there should be 
mathematics leaders in schools who would provide guidance and support for 
such teachers, both to help to build up their content knowledge as well as their 
pedagogical knowledge and skills. These leaders could come from within 
the school or be mentors from outside of the system willing to work with 
the teachers. The idea is that, through systematic coaching and mentoring, 
untrained teachers and those who are weak in content and pedagogy could 
be supported as they carry out their duties as mathematics teachers.

Support for teachers could also be provided by the mathematics education 
officers within the Ministries of Education. These individuals could plan and 
execute training activities at the central level as well as at the school level.  
This has implications for staffing within the Ministries since at present across 
the region, there tends to be only one such officer, usually assigned to both 
primary and secondary schools, and consequently, the officer visits some 
schools once every two years or so.  This situation may perhaps be alleviated 
by engaging the services of other competent and willing individuals (such 
as retired teachers) in the community to provide additional support as 
coaches and mentors for teachers of mathematics. Of course, care should 
be taken if this option is explored, since the individuals engaged should be 
knowledgeable about current best practices that meet the needs of students 
in modern classrooms.  Apart from initial teacher education programmes, 
teachers of mathematics at both primary and secondary levels could be 
required to participate in ongoing professional development activities 
systematically organised by education authorities in collaboration with 
other entities such as the national colleges and University of the West Indies 
(UWI). Mandatory participation could be linked to continued employment, 
opportunities for promotion and any other appropriate privileges that could 
reward teachers who pursue and benefit from such activities.

Another source of support for teachers of mathematics in the region can be 
found in the textbooks used.  Mathematics series used in the classrooms tend 
to be, for the most part, compilations of practice exercises for students, with 
minimal instructional content, leaving it up to the teachers to supply much of 
the content on their own.  However, considering that many teachers are weak 
in mathematics content and pedagogical knowledge, it seems imperative 
that the series used should provide as much support as possible. Thus, for 
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example, authorities could consider seeking qualified and capable authors 
to produce a Caribbean mathematics series that offers strong support for 
teachers in the form of comprehensive teachers’ guides that not only provide 
advice for instruction (pedagogy), but also explanation of the content. This 
would be of great help to inexperienced teachers and those who are weak in 
content and pedagogical knowledge.  If the production of a Caribbean series 
is not feasible, then authorities may adopt an existing series from elsewhere.  
Whatever the option chosen, to ensure effective use, teachers and members 
of their support systems should be trained in the use and adaptation of these 
materials to meet the needs of students. 

Another valuable resource that can be of great assistance to teachers of 
mathematics is electronic technology. Currently, in the training programmes 
offered in the region, teachers are exposed to the use of technology for 
educational purposes and, following the thrust on placing technology in 
classrooms, governments in the region have invested considerable sums 
of money on educational technology initiatives (Veira, Leacock and 
Warrican, 2014). However, it is apparent that this resource is poorly used 
in mathematics classrooms; for example, computers tend to be used solely 
by the teacher to project electronic presentations. Very seldom are students 
seen in mathematics classrooms using the technology in meaningful ways 
to explore mathematics concepts.  Indeed, some teachers even appear to be 
averse to the use of the most common piece of technology in mathematics 
learning – the calculator – in mathematics classrooms.  But electronic 
technology has the potential to enhance mathematics teaching and learning, 
and mathematics teachers need to be trained to use this resource, not only 
in a general way, but specifically for mathematics instruction.  There are 
mathematics specific software and electronic tools that, if properly used, can 
promote conceptual understanding and foster skills in analytical thinking 
and problem solving in the subject area.  

But apart from its worth as an instructional tool, technology can have other 
uses that can be valuable to teachers. For example, the ubiquity of this resource 
makes it possible for teachers not only to access professional development 
programmes and courses online, it can also be used to establish communities 
of practice that transcend the boundaries of countries.  Such fora can put 
teachers of mathematics in contact with each other, facilitating, for example, 
activities such as sharing of experiences relating to the application of best 
practice and combining these collective experiences to tackle problems and 
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seek viable solution to instructional challenges; collaboration and help with 
planning and executing lessons; clarifying understanding of content; and 
the maintenance of a space where links to useful organisations and other 
resources can be readily available to teachers.  With the use of technology, 
teachers of mathematics in the different countries can have relatively easy 
access to not only their colleagues at home, but also to those in neighbouring 
islands and beyond.  

Another area in which mathematics teachers, and indeed those responsible 
for policymaking, could benefit is that of research.  It is often the case that 
actions are taken and decisions made without sufficient empirical evidence 
to support or justify them.  Mathematics teachers could therefore be trained 
and encouraged to become action researchers, who systematically employ 
investigative approaches to try to identify areas of strength and need 
among their students, or to find best practices for Caribbean mathematics 
classrooms, and to use the results of these investigations to plan and execute 
instruction for their students.  Apart from efforts by teachers, there could 
also be collaborative national and regional research initiatives into the 
teaching and learning of mathematics to inform policy and planning.  Such 
collaborations could contribute to more effective use of already limited 
resources in the region by reducing the chances of duplication and facilitating 
larger, more comprehensive studies that could yield informative results.  
Concerted research efforts involving partnership among entities such as 
The University of the West Indies, the Caribbean Examinations Council, 
regional colleges, regional ministries of education, and relevant regional 
and international bodies could be pursued and supported to contribute to 
improved policymaking and practices relating to mathematics teaching and 
learning.  Such collaborations could not only ensure effective use of available 
resources, but could also assist in fostering meaningful relationships that can 
contribute to the enhancement of mathematics education in the region.

Other initiatives could also be pursued to contribute to the improvement of 
practices in mathematics classrooms in the region.  For example, teachers 
can benefit from professional development activities that can be made 
available through vibrant national and regional mathematics education 
committees and associations.  Apart from providing support and guidance 
for classroom teachers and other mathematics educators, these entities 
could also plan and execute investigations of practice in order to identify 
and share best practices relating to teaching and learning mathematics in 
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the region.  These committees and/or associations can be linked to entities 
such as The University of the West Indies, the regional colleges, ministries 
of education, The Caribbean Examinations Council, as well as other regional 
and international organisations such as the National Council of Teachers of 
Mathematics (NCTM) in the USA; Association of Teachers of Mathematics 
(ATM) in the UK.

Conclusion

It is apparent that teachers and students in mathematics classrooms across the 
region are experiencing challenges that seem to be adversely affecting student 
performance and achievement in the subject.  Evidence (for example. Schmidt, 
Houang and Cogan, 2011; Ransom, 2012) suggests that the apparent crisis is 
not unique to the Caribbean region, and that larger countries with access to 
a wider range of resources are also seeking ways to improve the knowledge 
and skills of teachers of mathematics at the primary and secondary levels. 
Perhaps the greatest challenge for the region is identifying individuals who 
are sufficiently knowledgeable of the subject content to provide instruction 
that helps students to develop deep understanding of the concepts to be 
learned.  Indeed, countries should be taking every step to move towards the 
ideal of recruiting and employing only those who are adequately qualified to 
provide mathematics instruction in schools.  And it seems necessary to add 
a caveat here: adequately qualified does not mean merely holding a degree 
in the subject!  There are many individuals who hold advanced academic 
qualification in mathematics, but who are not necessarily equipped to teach 
the subject! Consequently, even those who hold such qualifications should 
be required to also obtain adequate pedagogical knowledge in order to be 
considered adequately qualified for mathematic classrooms.

It is evident, based on student outcomes that it can no longer be business 
as usual as it relates to teaching and learning mathematics in the region. 
Some of the factors that contribute to this unsatisfactory state of affairs 
are linked to teacher characteristics.  It is time that these practitioners 
and the policymakers in education acknowledge that they are part of the 
problem and then seek viable ways of addressing the issues. This paper, by 
considering research evidence, makes a case for re-thinking the training, 
guidance, support and continuing professional development for teachers of 
mathematics.  It also makes a case for establishment of vibrant national and 
regional entities that focus on executing rigorous research in order to inform 
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policy and planning for mathematics education in the region. The paper is 
based on the firm belief that improving students’ attitudes to, understanding 
of, and performance in mathematics requires, in part, a close scrutiny of who 
is in the classroom and then providing adequate opportunities, with varying 
entry levels, for these practitioners to upgrade their content and pedagogical 
skills in order to meet the increasing diverse need of their students.

 



228 Journal of Eastern Caribbean Studies

References

Aiken, L. R. (1970) ‘Attitudes to Mathematics’, Review of Educational Research, 
40 (4): 551-596. Online at www.jstor.org/stable/1169746.

Allington, R. (2002) ‘You Can’t Learn Much From Books You Can’t Read’, 
Educational Leadership, 60 (3): 16-19.

Barton, M., and Heidema, C. (2002) Teaching Reading in Mathematics, 2nd ed. 
Aurora, CO: McREL.

Bayaga, A., and Wadesango, N. (2014) ‘Analysis of Students’ Attitudes on 
Mathematics Achievement – Factor Structure Approach’, International 
Journal of Educational Science, 6 (1): 45-50.

Boaler, J. (2009) The Elephant in the Classroom: Helping Children Learn and Love 
Maths.  London, UK: Souvenir Press.

Burns, M. (n.d.) 7 Musts for Using Manipulatives.  Instructor.  Retrieved from 
http://www.scholastic.com/teachers/article/7-musts-using-manipulatives-0

Caribbean Examinations Council (2010a) Report on Candidates’ Work in the 
Secondary Education Certificate Examination May/June 2010 Mathematics 
General Proficiency. Author: Bridgetown, Barbados.  Online at https://
www.cxc.org/?q=students-and-parents/exam-results-reports/exam-results-
reports-csec.

Caribbean Examinations Council (2010b).  Report of Candidates’ Work in the 
Advanced Proficiency Examination May/June 2010 Pure Mathematics.  
Author: Bridgetown, Barbados. Online at https://www.cxc.org/?q=students-
and-parents/exam-results-reports/exam-results-reports-cape. 

Caribbean Examinations Council (2010c).  Report of Candidates’ Work in the 
Advanced Proficiency Examination May/June 2010 Applied Mathematics.  
Author: Bridgetown, Barbados. Online at https://www.cxc.org/?q=students-
and-parents/exam-results-reports/exam-results-reports-cape. 

Caribbean Examinations Council (2011a).  Report on candidates’ work in the 
Secondary Education Certificate Examination May/June 2011 Mathematics 
General Proficiency. Author: Bridgetown, Barbados.  Online at https://
www.cxc.org/?q=students-and-parents/exam-results-reports/exam-results-
reports-csec.

Caribbean Examinations Council (2011b) Report of Candidates’ Work in the 
Advanced Proficiency Examination May/June 2011 Pure Mathematics.  
Author: Bridgetown, Barbados. Online at https://www.cxc.org/?q=students-
and-parents/exam-results-reports/exam-results-reports-cape.

Caribbean Examinations Council (2011c) Report of Candidates’ Work in the 
Advanced Proficiency Examination May/June 2011 Applied Mathematics.  
Author: Bridgetown, Barbados. Online at https://www.cxc.org/?q=students-
and-parents/exam-results-reports/exam-results-reports-cape.



229Status of Mathematics Education in the Eastern Caribbean

Caribbean Examinations Council (2012a) Report on Candidates’ Work in the 
Secondary Education Certificate Examination May/June 2012 Mathematics 
General Proficiency. Author: Bridgetown, Barbados.  Online at https://
www.cxc.org/?q=students-and-parents/exam-results-reports/exam-results-
reports-csec.

Caribbean Examinations Council (2012b) Report of Candidates’ Work in the 
Advanced Proficiency Examination May/June 2012 Pure Mathematics.  
Author: Bridgetown, Barbados. Online at https://www.cxc.org/?q=students-
and-parents/exam-results-reports/exam-results-reports-cape.

Caribbean Examinations Council (2012c) Report of Candidates’ Work in the 
Advanced Proficiency Examination May/June 2012 Applied Mathematics.  
Author: Bridgetown, Barbados. Online at https://www.cxc.org/?q=students-
and-parents/exam-results-reports/exam-results-reports-cape.

Caribbean Examinations Council (2013a) Report on Candidates’ Work in the 
Secondary Education Certificate Examination May/June 2013 Mathematics 
General Proficiency. Author: Bridgetown, Barbados.  Online at https://
www.cxc.org/?q=students-and-parents/exam-results-reports/exam-results-
reports-csec.

Caribbean Examinations Council (2013b) Report of Candidates’ Work in the 
Advanced Proficiency Examination May/June 2013 Pure Mathematics.  
Author: Bridgetown, Barbados. Online at https://www.cxc.org/?q=students-
and-parents/exam-results-reports/exam-results-reports-cape.

Caribbean Examinations Council (2013c) Report of Candidates’ Work in the 
Advanced Proficiency Examination May/June 2013 Applied Mathematics.  
Author: Bridgetown, Barbados. Online at https://www.cxc.org/?q=students-
and-parents/exam-results-reports/exam-results-reports-cape.

Caribbean Examinations Council (2014a) Report on Candidates’ Work in the 
Secondary Education Certificate Examination May/June 2014 Mathematics 
General Proficiency. Author: Bridgetown, Barbados.  Online at https://
www.cxc.org/?q=students-and-parents/exam-results-reports/exam-results-
reports-csec.

Caribbean Examinations Council (2014b) Report of Candidates’ Work in the 
Advanced Proficiency Examination May/June 2014 Pure Mathematics.  
Author: Bridgetown, Barbados. Online at https://www.cxc.org/?q=students-
and-parents/exam-results-reports/exam-results-reports-cape.

Caribbean Examinations Council (2014c) Report of Candidates’ Work in the 
Advanced Proficiency Examination May/June 2014 Applied Mathematics.  
Author: Bridgetown, Barbados. Online at https://www.cxc.org/?q=students-
and-parents/exam-results-reports/exam-results-reports-cape.

Catholic Communications, Sydney Archdiocese (2015) Not Enough Males in 
Primary Schools Cause for Concern.  Online at https://www.sydneycatholic.
org/news/latest_news/2015/2015921_1559.shtml.



230 Journal of Eastern Caribbean Studies

Dominica News Online. (2012) CSEC performance in English A, Mathematics raises 
concerns, Retrieved from http://dominicanewsonline.com/news/homepage/
news/educationyouth/csec-performance-in-english-a-mathematics-raises-
concerns/.

Curtain-Phillips, M. (n.d.) Manipulatives: The Missing Link in High School Math.  
Retrieved from http://www.mathgoodies.com/articles/manipulatives.html.

Denton, K., and West, J. (2002) Children’s Reading and Mathematics Achievement 
in Kindergarten and First Grade.  Online at http://nces.ed.gov/pubs2002/
kindergarten/

Flores, E., Escudero, D. I., and Carrillo, J. (2013) A Theoretical Review of Specialised 
Content Knowledge.  A paper presented at the Eighth Congress of European 
Research in Mathematics Education (CERME 8), Manavgat-Side, Antalya 
– Turkey, February 6-10, 2013.  Online at http://cerme8.metu.edu.tr/
wgpapers/WG17/WG17_Escudero.pdf

Ganley, C. and Lubienski, S. (2016) Current Research on Gender Differences in 
Math.  Online at http://www.nctm.org/Publications/Teaching-Children-
Mathematics/Blog/Current-Research-on-Gender-Differences-in-Math/

George, P. (2012) Who Succeeds In Mathematics? Caribbean Perspectives on the 
Mix of Schools and Mathematics (Abstract).  Research Papers in Education, 
27 (1): 103–121. DOI 10.1080/02671521003637138.

Grimm, K. J. (2008) ‘Longitudinal Associations between Reading and Mathematics 
Achievement’, Developmental Neuropsychology, 33 (3): 410–426. DOI: 
10.1080/87565640801982486

Haggarty, L. and Pepin, B. (2012) ‘An Investigation of Mathematics Textbooks 
and Their Use in English, French and German Classrooms: Who Gets an 
Opportunity to Learn What?’ British Educational Research Journal, 28(4): 
567-590. DOI:10.1080/0141192022000005832

Heidema, C. (2009) ‘Reading and Writing to Learn in Mathematics: Strategies to 
Improve Problem Solving’, Adolescent Literacy in Perspective, 2: 2–9.  
Retrieved from http://www.ohiorc.org/adlit/InPerspective/Issue/2009-
02.aspx

Iben, M. F. (1991) ‘Attitudes and Mathematics’, Comparative Education, 27(2): 
135 – 151.

Jamieson-Proctor, R., and Byrne, C. (2008) ‘Primary Teachers’ Beliefs about the 
Use of Mathematics Textbooks’, In M. Goos, R. Brown, and K. Makar 
(Eds.), Navigating Currents and Charting Directions (pp. 295 – 302).  
Proceedings of the 31st annual conference of the Mathematics Education 
Research Group of Australasia. Brisbane: MERGA.  Retrieved from http://
www.merga.net.au/node/38?year=2008 

Johnson, E. M. S., and Larsen (2012) ‘Teacher Listening: The Role of Knowledge of 
Content and Students’, Journal of Mathematical Behavior, 31: 117– 129.  
DOI: 10.1016/j.jmathb.2011.07.003



231Status of Mathematics Education in the Eastern Caribbean

Kenney, J. M., Hancewicz, E., Heuer, L., Metsisto, D., and Tuttle, C. L. (Eds.) (2005) 
Literacy Strategies for Improving Mathematics Instruction. Alexandria, 
VA: Association for Supervision and Curriculum Development.

Knipprath, H. (2010) ‘What PISA Tells us about the Quality and Inequality of 
Japanese Education in Mathematics and Science’, International Journal of 
Science and Mathematics Education, 8(3): 389-408.

Krajewski, K., and Schneider, W. (2007)   ‘Exploring the Impact of Phonological 
Awareness, Visual–Spatial Working Memory, and Preschool Quantity–
Number Competencies on Mathematics Achievement in Elementary School: 
Findings from a 3-Year Longitudinal Study’.  Journal of Experimental 
Child Psychology, 103: 516–531.

Kuan, P. (2011) ‘Effects of Cram Schooling on Mathematics Performance: Evidence 
from Junior High Students in Taiwan’.  Comparative Education Review, 55 
(3): 342-368. Retrieved from http://www.jstor.org/stable/10.1086/659142. 

Lam, E. (2007) ‘Mathematics Education in Barbados and Trinidad: Challenges and 
Progress.  In D. Kuchemann (Ed.), Proceedings of the British Society for 
Research in Learning Mathematics, 27 (3).  Online at http://www.bsrlm.
org.uk/IPs/ip27-3/index.html.

Lannin, J. K., Webb, M., Chval, K., Arbaugh, F., Hicks, S., Taylor, C., and Bruton, R. 
(2013) ‘The Development of Beginning Mathematics Teacher Pedagogical 
Content Knowledge’, Journal of Mathematics Teacher Education, 16, 
403–426.  DOI 10.1007/s10857-013-9244-5

Leacock, C. J. (2016) Investigating Mathematics Teaching and Learning in the 
Eastern Caribbean.  A report on a research project supported by the 
Caribbean Development Bank.

Leacock, C. J., and Warrican, S. J. (2006) Should Reading be Part of Maths? Views 
and Practices of Barbadian Secondary Mathematics Teachers.  Institute of 
Education Publication Series Vol. (2): 117 - 138. 

Mullis, I. V. S., Martin, M. O., and Foy, P. (2013) ‘The Impact of Reading Ability 
on TIMSS Mathematics and Science Achievement At The Fourth Grade: 
an Analysis by Item Reading Demands’.  A paper prepared for the 5th 
IEA International Research Conference in Singapore 26–28 June 2013. 
Retrieved from http://www.iea.nl/fileadmin/user_upload/ IRC/IRC_2013/
Papers/IRC-2013_Mullis_etal.pdf

Naidu-Hoffmeester, R. (2015) A strategy to address school maths and science 
problems.  Online at http://www.unisa.ac.za/news/index.php/2015/02/a-
strategy-to-address-school-maths-and-science-problems/.

Nicolaidou, M., and Philippou, G. (2003) Attitudes towards Mathematics, Self-
Efficacy and Achievement in Problem-Solving.  Proceedings from the 
Third Conference of the European Society for Research in Mathematics 
Education, 28 February - 3 March 2003 in Bellaria, Italy. Online at http://
www.dm.unipi.it/~didattica/CERME3/ proceedings/Groups/TG2/TG2_



232 Journal of Eastern Caribbean Studies

nicolaidou_cerme3.pdf
Office for Standards in Education, Children’s Services and Skills (2012) Mathematics: 

Made to Measure.  OFSTED: Manchester, UK.  Retrieved from www.
ofsted.gov.uk/resources/110159. 

Peterson, P. E., Woessmann, L., Hanushek, E. A., and Lastra-Anadón, C. X. (2011) 
‘Globally Challenged: Are U. S. Students Ready to Compete?’ Cambridge, 
MA: Harvard’s Program on Education Policy and Governance.

Ransom, P. (2012) ‘How Can Schools Help Change Negative Attitudes to Maths?’  
SecEd , 22 November 2012.  Online at http://www.sec-ed.co.uk/best-
practice/how-can-schools-help-change-negative-attitudes-to-maths/.  
Retrieved 9 August 2105.

Reid, R. (2011) ‘Reid Examines Jamaica’s Poor CSEC Results’, The Gleaner.  
Online at http://jamaica-gleaner.com/gleaner/20110223/news/news1.html.

Rich, M. (2014) ‘Why Don’t More Men Go Into Teaching?’  New York Times.  
Online at http://www.nytimes.com/2014/09/07/sunday-review/why-dont-
more-men-go-into-teaching.html?_r=0.

Riddell, S., Tett, L., Ducklin, A., Stafford, A., Winterton, M., Burns, C., and Ferrie, 
J. (2005) ‘Gender Balance of the Teaching Workforce in Publicly Funded 
Schools in Scotland’, Insight 24.  Edinburgh: Scottish Executive Education 
Department.

Schmidt, H.W., Houang, R., and Cogan, L. S. (2011) ‘Preparing Future Math 
Teachers’, Science, 332: 1266 – 1267. 

Shulman, L. S. (1986) ‘Those Who Understand: Knowledge Growth in Teaching’, 
Educational Researcher, 15 (2): 4-14.  Retrieved from http://www.jstor.
org/stable/1175860

Shulman, L. S. (1987) ‘Knowledge and Teaching: Foundations of the New Reform’, 
Harvard Educational Review, 57(1): 1-21.

Solis, A. (2009) ‘Pedagogical Content Knowledge: What Matters Most in the 
Professional Learning of Content Teachers in Classrooms with Diverse 
Student Populations’, Intercultural Development Research Association 
Newsletter. Online at http://www.idra.org/IDRA_Newsletter/August_
2009_Actionable_Knowledge/Pedagogical_Content_Knowledge/

Tchoshanov, M. A. (2011) ‘Relationship between Teacher Knowledge of Concepts 
and Connections, Teaching Practice, and Student Achievement in Middle 
Grades Mathematics’, Educational Studies in Mathematics, 76: 141–164.  
DOI 10.1007/s10649-010-9269-y

Veira, A., Leacock, C. J., and Warrican, S. J.  (2014) ‘Learning Outside the Walls 
of the Classroom: Engaging the Digital Natives’, Australasian Journal of 
Educational Technology 30 (2): 227-244.

Wees, D. (2013) The Reflective Educator: Negative Attitudes about Mathematics’, 
[Web log comment].  Retrieved from http://davidwees.com/content/
negative-attitudes-about-math/



233Status of Mathematics Education in the Eastern Caribbean

Wilkie, K. (2014) ‘Upper Primary School Teachers’ Mathematical Knowledge for 
Teaching Functional Thinking in Algebra’, Journal of Mathematics Teacher 
Education, 17(5): 397-428.

William H. Schmidt, W. H., Houang, R., and Cogan, L. S. (2011)  ‘Preparing Future 
Math Teachers’,  Science, 332: 1266 – 1267.  Online at www.sciencemag.
org.

Zan, R. (2013) ‘Solid Findings on Students’ Attitudes to Mathematics’, European 
Mathematical Society Newsletter, September 2013, 51 – 53. Online at 
http://www.euro-math-soc.eu/ems_education/Solid_Findings_Attitudes.
pdf. 

 



Vol. 40, No. 3, December 2015 pp. 234-250

An Analysis of the Economic Impact of the 
Mirebalais National Teaching Hospital on the 
Haitian Economy:  An Input-Output Approach

Michel-Ange Pantal,1, Peterson Abnis I Faure,2, 
Jean-Gregory Jerome,2, Jean-Claude Mugunga,3, 
Markus Von Wartburg,4, Matthew Peckarsky,5, 

Marc Van Audenrode,4, Pierre-Yves Cremieux,6,7

Abstract
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methodology, a well-established method, to assess the effect of a 
major capital investment on a Social Impact health-care facility 
in Haiti.  

Using the input-output methodology, we trace the impact of the 
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Introduction

The Hôpital Universitaire de Mirebalais (HUM) was conceived in early 
2009 by Partners in Health and its Haitian sister organisation Zanmi Lasante 
(PIH/ZL) in response to a request from the community of Mirebalais 
and the Haitian Ministry of Health (Ministère de la Santé Publique et de 
la Population, hereinafter MSPP). PIH/ZL was on track to build a small 
community hospital in Haiti’s Central Plateau when the devastating effects 
of the earthquake in January 2010 increased the urgency for the hospital 
and necessitated expanding its size and scope. Together with the MSPP, 
PIH/ZL immediately set out to redesign the facility and on September 10, 
2010 laid the hospital’s cornerstone [1]. Its construction took roughly two 
years and its cost upon completion amounted to $25 million [2].   Of these 
costs, $19 million was spent on the basic hospital facility, including the solar 
energy system.  An additional $5-6 million was provided in kind, it included 
donated construction equipment, hospital equipment and service expertise. 
The hospital’s first year of operation included approximately 160,000 patient 
contacts, 92,000 consultations, and 2,000 deliveries [3].

The objective of this research is to use an input-output methodology to 
assess the impact of the ongoing operation of the hospital on the Haitian 
economy beyond its impact on public health and the training of Haitian health 
professionals. The economic impact of international health infrastructure 
projects is not often examined using formal statistical methodologies.  The 
World Health Organisation commissioned a report on the relationship 
between macroeconomics and health outcomes which provides a robust 
description of synergetic pathways between health outcomes and economic 
growth but provides little direct statistical evidence of their relationship [4]. 
We only identified two other applications of the input/output approach to 
public sector spending.  One was conducted in Texas [5] and another in 
Tennessee [6].

Geographic Context and Description of the Facility

National Context

Haiti, a country in the Caribbean Sea with a population of 10.3 million 
people, is the poorest country in the Western Hemisphere by many measures. 
Over the centuries, economic, political, and social difficulties, as well as a 
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number of natural disasters, have beset Haiti with chronic poverty and a 
lack of infrastructure including education and health illustrated by per capita 
government spending of less than $12 on health and $4 on education (another 
$7 per capita is devoted to social services) [7].  In 2010 the unemployment 
rate was over 40 per cent and 80 per cent of the population lived below the 
poverty line.  Over 50 per cent of employment is in the service sector and 
38 per cent in the agricultural sector.  Correspondingly, 56 per cent of GDP 
is from the services sector with 24 per cent from agriculture and 20 per cent 
from industry [8].

Local Context

Mirebalais is a city of over 15,000 inhabitants. The surrounding Commune 
has a population of approximately 90,000 and is located within the 
Arrondissement of Mirebalais which has over 175,000 inhabitants [9].  This 
is the catchment area for the hospital of Mirebalais.  The city is located 56 
kilometers from Port-au-Prince, Haiti’s capital.  

As in many other developing countries, the economy of Mirebalais is 
centered on two primary activities: commerce and agriculture [10].  The city 
has a stable source of clean water and is one of the few cities in Haiti with a 
somewhat consistent electrical power supply.

Prior to the construction of HUM discussed here, the health facilities operated 
by MSPP were small in number, with fewer than a dozen health facilities and 
fewer than 60 health workers.  Haiti had 0.25 physicians per 1,000 people 
versus 2.4 in the United States [8].

Hôpital Universitaire de Mirebalais (HUM)

HUM was inaugurated on November 6th, 2012, by the President of the 
Republic of Haiti and began seeing patients in March 2013.  HUM is the 
largest public institution in the ‘Centre Departement’ with an area over 
205,000 square meters. The hospital has a capacity of 300 beds and state-
of-the-art technology including a Neo-natal Intensive Care Unit, a fully-
equipped emergency room, and advanced diagnostic equipment. The physical 
infrastructure includes 30 outpatient consultation rooms, six operating 
rooms, and a training facility for the medical school that can accommodate 
over 200 students.
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HUM has also initiated clinical training for medical school graduates, 
residents in pediatrics and family medicine programs, and second and third-
year nursing students from l’Ecole Nationale des Infirmières de Port-au-
Prince.  The long-term vision for the hospital includes expanding residency 
programs to other areas and instituting formal training programs in various 
specialties. All education programs will be developed and managed in 
collaboration with the Faculté de Médecine et Pharmacie de l’Université 
d’Etat d’Haïti, l’Ecole Nationale des Infirmières de Port-au-Prince, PIH, 
the MSPP, and other key national and international academic partners. 
Services currently offered at HUM include reproductive health, pediatrics, 
mental health, emergency care, HIV, Tuberculosis, orthopedic surgery 
and general surgery, Neo-natal and adult intensive care services. Overall, 
since its opening, the hospital has averaged 378 consultations, 36 pediatric 
consultations, 15 oncology consultations and 6 surgeries per day. 

HUM is administered under a memorandum of understanding between 
Zanmi Lasante and the Haitian government.  For its first 10 years, it will 
be managed by the two NGOs Partners in Health and Zanmi Lasante. The 
management model will rely on a close partnership between Haitian and 
international professionals to facilitate knowledge transfer and ensure the 
best possible management of the hospital.  HUM is involved in medical 
training in collaboration with the Université d’Etat d’Haïti (UEH) and the 
Ecole Nationale des Infirmières (ENI) to develop a comprehensive academic 
program that can ensure the ongoing training of future generations of health 
professionals in Haiti.  During its first year of operations, HUM had an 
operating budget of $12.5 million, but the long-run budget is expected to 
reach $16.2 million and ultimately over $20 million. It will be financed in part 
by a grant from Zanmi Lasante and by the Haitian government. The hospital 
is expected to create approximately 1000 jobs including 200 in community 
health. The vast majority of the employees comes from the Mirebalais area. 

Data and Methods

The input-output (‘I/O’) framework

The input-output (‘I/O’) framework is a well-established method, first 
developed in 1949 by economist Wassily Leontief, who won the Nobel 
Prize in 1973 for his work [11].  This approach is routinely used in both 
first-world and developing countries to anticipate the impact of public and 
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private investments on the various sectors of an economy.  The input-output 
approach traces any incremental change or influx of resources in one sector 
of the economy (construction, health care and teaching) through other sectors 
of the economy.  The I/O framework quantifies the effect of incremental 
investments in any given sector on other sectors of the economy.  It separates 
the effect of any investment into three parts: direct effects, indirect effects 
and induced effects. 

As an example, consider an initial investment of $100,000 to operate a health 
facility. The impact of this investment can be divided into three categories:

1. Direct effect:  $100,000 will be paid to various professionals and 
companies who agree, in exchange, to provide goods and services.

2. Indirect effects:  The companies then hire sub-contractors (for 
example, food services workers and maintenance professionals) 
who provide labor and purchase supplies. These will ‘recycle’ some 
of the initial $100,000 into the pockets of individuals other than the 
contractor.  They are the tradesmen and the suppliers of material 
needed for the operation of the health facility.

3. Induced effects:  All professionals and other individuals who are 
paid for their labor either as employees or as providers of supplies 
will spend some portion of the money they have been paid on food, 
shelter, and other goods and services. This further ‘recycles’ the initial 
$100,000 and diffuses the initial investment into the economy.

The magnitude of the economic impact of an investment depends on how 
much of the money invested is spent domestically. Again, consider two 
alternatives. In the first, an international organisation responding to an 
emergency arrives in Haiti with all the necessary labor and material to set up 
a health facility. Assume further that it hires no local staff and uses limited 
local resources. The effect of such an intervention on public health may be 
significant and immediate, but its effect on the Haitian economy will be 
marginal. In this extreme case, no direct effects would be observed (since no 
Haitian staff would be hired or paid), no indirect effects would be observed 
(for the same reason) and only limited induced effects would be associated 
with the spending of international staff in Haiti.  Alternatively, consider the 
project examined here in which the operation of the hospital make extensive 
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use of local resources, contractors, and staff.  In this case, one would expect 
extensive direct, indirect and induced effects limited only by the extent of 
equipment and labor imported from other countries and the compensation of 
foreign staff spent in their home country.

The use of input-output models has been criticised as potentially ‘exaggerating 
sectoral impacts’ [12].  This is because the multiplier effect calculated using 
Input-Output methods requires not only forward and backward linkages of 
the activity of interest with other sectors of the economy, but also that the 
economic activity of interest generates growths in the associated sectors. 
The requirement of a causal economic link between the initial investment 
and other sectors of the economy, while problematic in many applications of 
the input/output methodology, makes its use in the context of the financing 
of the hospital in Mirebalais particularly appropriate because the resources 
devoted to the hospital would not be devoted to other projects in Haiti 
other than the hospital.  In other word, resources devoted to the Mirebalais 
hospital are largely incremental to other spending in Haiti and would not be 
circulating in the Haitian economy without the facility. Given the large scale 
of the investments realized in Haiti since the earthquake, assessing their 
economic impact is important to correctly anticipate the projected growth 
of the country in the years to come.  The analysis proposed here initiates 
this work with an analysis of the effect of the investment in the Mirebalais 
hospital.  

Data Specific

The first step in developing an input-output framework is to identify an 
input-output matrix.  This is a set of coefficients which allocates the effect of 
an investment in a particular sector on other sectors in the economy.  While 
these coefficients (that is, the way in which investment in one particular 
sector propagates through the economy) are country specific, Haiti does not 
possess an input-output matrix of its economy.   Without a Haitian matrix, 
we rely on the input-output matrix developed for the Dominican Republic 
[13].  While this matrix was developed in 1991, it continues to be used in the 
Dominican Republic.  In the absence of input-output tables or when national 
accounts are incomplete, international organisations often rely on data from 
neighboring countries [14, 15].
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To validate the Dominican Republic input-output matrix as an appropriate 
tool for Haiti we used Ghemawat’s Cultural, Administrative, Geographic and 
Economic (CAGE) model to assess the ‘cultural, economic and demographic 
distance’ between the Dominican Republic and Haiti and quantify the 
similarities between the two countries [16, 17].  The CAGE model identifies 
differences between two countries along four major dimensions: cultural, 
administrative (political), geographic, and economic.  The Dominican 
Republic is the closest to Haiti of all countries that can be analysed using the 
CAGE framework. The CAGE distance between the two countries is only 
114 points, 1.2 per cent of the median CAGE distance (9400) [Table 1].  The 
CAGE approach also suggests that the two countries are a good match on all 
four major dimensions [Table 2].

Next, we applied the input-output matrix from the Dominican Republic to 
the Mirebalais hospital operation.  This required a number of inputs which 
are all based on calculations and projections by the senior management team 
in charge of administration of the hospital.  

Data on total spending on the ongoing operations of the hospital are key 
inputs into the analysis since all direct, indirect, and induced effects are 
proportional to the initial influx of spending.  Beyond the total amount of the 
investment and as discussed earlier, it is important to categorise the spending 
sufficiently to identify with reasonable precision the proportion of spending 
within each category which is domestic as opposed to imported production.  
This budget allocation was provided by Zanmi Lasante.

Data on annual operating costs are internal estimates provided by Zanmi 
Lasante. Any reduction in annual operating costs will directly and negatively 
affect the economic impact of the Mirebalais hospital on the Haitian economy.  
The input-output matrix provided to us by Mr. Joel Tajeda includes 32 different 
sectors of which 6 are related to agriculture and natural resources (paddy 
rice, crops for exportation, other crops, livestock, forestry and mining, and 
exploitation of mines).  Another six categories are devoted to food production 
(milling production, sugar production, Other food production, and beverage 
and tobacco production).  Other food production and beverage and Tobacco 
production are divided between local production and production in the duty-
free zone.  Manufacturing is divided into 4 categories (textile and garment 
in the local and free zones, and other industries in the local and free zone).  
There are 5 basic industries (oil refining, substance and chemical products, 
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rubber and plastic products, Other non-metallic minerals production, and 
basic metal production) and another nine categories which are energy and 
water, construction, commerce, hotels bars and restaurants, transportation, 
storage and communications, financial intermediaries and insurance, rental 
housing, business activity, real estate and other companies, and public 
administration, defense and social security.  Finally, the two standalone 
categories of most interest to us are teaching and health.  Another catch-all 
category called ‘Other service activities’ accounts for the remainder of the 
economic activity in the country.

A number of economic activities are divided between activities in the local 
economy and activities in the Duty-Free Zone.  However, the duty-free zone 
activities have no direct relationship with health and teaching activities (the 
matrix coefficients equal zero) and, therefore, will have no effect on our 
multiplier calculations.  Table 3 presents the categories for which the direct, 
indirect and induced matrix coefficients on teaching or health are greater 
than 5 per cent for at least one of the two categories. 

Table 4 shows estimates provided by Zanmi Lasante of anticipated annual 
operating costs totaling $16.2 million.  Of these resources, 94 per cent will 
be devoted to health services while 6 per cent will be devoted to education. 

While the total amount of spending is a key determinant of the effect of the 
hospital operations on the Haitian economy, the multiplier effect depends 
crucially on whether the resources are spent on Haitian inputs or on foreign 
inputs.  The higher the percentage of Haitian inputs which result in a 
multiplier effect within the country when they procure additional Haitian 
goods and services, the higher the overall impact of the hospital operations.   
Table 5 shows the expected allocation of domestic and foreign resources to 
each of the health delivery sectors as well as to medical education.

Zanmi Lasante estimates that although the percentage of domestic 
procurement among different categories of health services will vary widely 
from 66 per cent for administration to 100 per cent for clinical support, an 
average of 73 per cent of health services will be procured domestically as 
will 95 per cent of teaching services.
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Results and Discussion

By applying both the levels of spending on the hospital facility and the 
allocation of domestic and foreign resources to these operations, the input-
output matrix yields multiplier effects which are shown in Table 6 below. 

The first two columns report the annual spending’s overall multiplier 
effects given its allocation to teaching and health services where the Type 
I multiplier includes direct and indirect effects only while the Type II 
multiplier includes direct, indirect and induced effects. These factors must 
be adjusted to account for the proportion of domestic and foreign production 
to calculate the total operating impact of the initial spending on the Haitian 
economy. For example, every dollar spent on health services procured 
through domestic means would translate into direct and indirect effects on 
the Haitian economy of $1.5. That same dollar of domestic spending would 
translate into direct, indirect and induced effects of $2.4.  

The last two columns of Table 6 report the dollar impact on each sector of the 
economy of the direct and indirect effects (next to last column) and direct, 
indirect and induced effects (last column).  The direct and indirect effects of 
health and teaching on the economy are expressed overwhelmingly through 
the health services activities (62.6 per cent), teaching (4.3 per cent), food 
(3.3 per cent), manufacturing (2.9 per cent), commerce (2.6 per cent) and 
transportation (2.3 per cent). All other categories account for the remaining 
21.8 per cent of activities.  Similarly, health services accounts for the lion’s 
share of the distribution of the direct, indirect, and induced effects on the 
Haitian economy (39.5 per cent) with other categories making up the rest 
including commerce (6.7 per cent), food (6.1 per cent), transportation (4.9 
per cent) followed by the other categories.  Overall, the ongoing operating 
costs of $16.2 million have direct and indirect impacts of $18.2 million and 
direct, indirect and induced effects of $29.4 million. 

The input-output analysis demonstrates that each dollar spent on the ongoing 
operations of the Mirebalais hospital has a multiplicative effect on the 
Haitian economy.  The multiplicative effects of the initial expenditures are 
significant particularly when the induced effects are considered.  They nearly 
double the overall impact of the initial investment on the Haitian economy 
through increases in commerce, transportation, and food purchases induced 
by the initial expenditures on health and teaching.  This multiplicative 
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effect is observed only because the resources used to provide the health 
and teaching services are local both in terms of sub-contracting firms and 
employees.  Zanmi Lasante and the Ministry of Health’s commitment to 
local resources for the services provided at HUM has positive ramifications 
beyond the many resulting advantages.  For example, better understanding 
of the local population, and more affordable resources in terms of health 
care services delivery. Specifically, it results in a greater overall impact on 
the Haitian economy thereby contributing to the economic growth of the 
country.  If Zanmi Lasante and the Ministry of Health had relied on an 
international NGO to run HUM, not only would health services potentially 
be less appropriate for the local population but the economic impact of the 
HUM on the local economy would be roughly cut in half depending on the 
level of local spending done by the international staff.  

This research is, to our knowledge, the first to quantify in Haiti the 
importance of development using local resources and local firms in ensuring 
the economic development of the country.  It shows that beyond the benefits 
that may result from local resources serving the local population in terms of 
quality of care, the multiplicative effect of the economic activity is significant.  
The results are consistent with results obtained by other researchers using 
an input/output approach to measure the economic impact of health care 
institutions. An analysis of the economic impact of a College of Pharmacy 
in Tennessee found a multiplicative effect of 131 per cent while an analysis 
of health care public sector spending in Texas yielded a multiplicative effect 
of 61 per cent [5, 6].  Our results for the HUM fall between these two results 
with a multiplicative effect of 82 per cent. 

The data used in these analyses do have limitations.  First and foremost, 
the input-output matrix used was developed for the Dominican Republic 
using a base year of 1991. Although the Dominican Republic’s economy 
is different from the Haitian economy, its structure and, in particular, the 
relationship and relative size of its sectors of activity are more similar to 
those of Haiti than any other country in the Caribbean, in part because of its 
geographic proximity (they share an island). The CAGE model confirms the 
close ‘proximity’ of Haiti and the Dominican Republic with a CAGE factor 
of 114; 1.2 per cent of the median CAGE distance between countries and 
approximately 35 per cent of the CAGE distance between Haiti and the next 
closest CAGE country, Jamaica.  Furthermore, the input-output approach 
is rather robust to the specific choice of multipliers even if specific effects 
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within each category may be more sensitive.  Without a Haitian input-
output matrix, there is no way to assess the exact effect of the choice of a 
Dominican Republic matrix on the results.  An analysis using the United 
States input output matrix yielded results that were within 20 per cent of the 
results obtained here. 

Secondly, and perhaps most importantly, assumptions on the proportion of 
ongoing operating expenses that rely on domestic resources (Haitian) as 
opposed to foreign resources will directly affect the impact of HUM on the 
Haitian economy.  If the proportion domestic spending falls, the multiplier 
effect will fall as well, thereby diminishing the overall impact of the spending 
on the Haitian economy.  The data used in this paper are the most accurate 
data available.   However, a change in the overall long run budget of the 
hospital or a change in the domestic percentage of resources used to provide 
the health and teaching services could affect our results significantly. Updates 
to this analysis can be easily conducted going forward as the budget of the 
hospital evolves.  However, this analysis suggests that full funding of the 
hospital’s operation and a significant effort to rely on local resources for the 
goods and services provided will have great benefits for the country. 
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3: Partners in Health, 888 Commonwealth Avenue, Boston 02215
4:Groupe d’Analyse, 1000 Rue de la Gauchetière, Montréal, QC H3B 4W5, 
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Table 1:  CAGE Distance of Target Country to Haiti
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Table 1:  CAGE Distance of Target Country to Haiti 

Rank Target Country CAGE Distance 

1 Dominican Rep. 114

2 Jamaica 304

3 Venezuela 836

4 Grenada 877

5 Dominica 899

6 Trinidad and Tobago 967
Belize, Cuba, Guyana, Barbados, Panama, Honduras, Nicaragua, 
Colombia, Suriname, Costa Rica, El Salvador, Ecuador, Guatemala, 
Mexico, Peru, United States, Bolivia, Canada, Paraguay, Guinea, 
Guinea-Bissau, Senegal, Brazil, Sierra Leone, Argentina, Cote d’Ivoire, 
Liberia, Mali, Morocco, Nigeria, Algeria, Niger, Togo, Burkina Faso, 
Chile, Chad, Uruguay, Benin, Portugal, Libya, Ghana, Bosnia and 
Herz., Belarus, Ukraine, Cameroon, Gabon, Spain, Serbia, San Marino, 
Russia, Angola, Central Afr. Rep., Macedonia, Tunisia, Albania, 
Moldova, Sudan, Iraq, Croatia, Italy, Lebanon, Bulgaria, Latvia, Egypt, 
Iceland, Syria, Burundi, Slovakia, Romania, Czech Rep., Ireland, 
France, Turkey, United Kingdom, Iran, Eritrea, Zimbabwe, Greece, 
Uzbekistan, Hungary, Armenia, Lithuania, Poland, Uganda, Belgium, 
Kyrgyzstan, Azerbaijan, Ethiopia, Georgia 

Greater than 1000 

Malta. Kenya, Rwanda, Yemen, Afghanistan, Turkmenistan, Slovenia, 
Estonia, Lesotho, Djibouti, Pakistan, Zambia, Swaziland, Germany, 
Tajikistan, Luxembourg, Malawi, Netherlands, Somalia, Tanzania, 
Nepal, Mozambique, Jordan, Norway, Switzerland, Israel, South 

Africa, Mongolia, Namibia, Kazakhstan, Austria, Denmark, Kuwait, 

Greater than 
10,000
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Madagascar, Saudi Arabia, Bangladesh, Sweden, Myanmar, Cyprus, 
China, India, Bahrain, Finland, Laos, Botswana, Papua New Guinea, 

Maldives, Philippines, Cambodia, Sri Lanka, Vietnam, Oman, 
Seychelles, Thailand, Qatar, Bhutan, United Arab Emir., South Korea, 
Mauritius, Indonesia, Taiwan, Japan, Malaysia, New Zealand, Hong 

Kong, Australia, Singapore 

Average 9268

Median 9400
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Table 2: CAGE Model Comparison of Major Factors Between Haiti and 
the Dominican Republic
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Table 2: CAGE Model Comparison of Major Factors Between Haiti and the 
Dominican Republic 

Cultural Factors: Haiti
Dominican 
Republic Match

Official language Spoken by >20% Haitian Spanish Medium

Religion Christianity - 96% Christianity - 95% High

How many migrants from X are in Y Rep.? 87537 7143 Medium

Administrative Factors: 

Trade Bloc: CARICOM CAIS Low

Currency: HTG DOP Low

Colony/Coloniser: Spain Spain High

Corruption: 163/177 123/177 High

Legal Origin: France France High

Geographic Factors: 

Distance Between Main Cities: [Kilometers] 269 High
Are Haiti and Dominican Rep. adjacent? Yes High

Land Area (in square kilometers): 27750 48670 High
Time Zone (GMT +/-): -5 -4 High

Climate Zone Tropical Tropical High
Economic Factors: 

GDP Per Capita PPP (in USD) 1315 *3016 Medium
Real GDP Growth Rate: 2.8 2.1* High

Human Development Index: 168 85* Medium
Internet Penetration: 11 22 High
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Table 3:  Input-Output Analysis of the Mirebalais National Teaching 
Hospital
Direct, Indirect and Induced Effect Coefficients
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Table 3:  Input-Output Analysis of the Mirebalais National Teaching 
Hospital 
Direct, Indirect and Induced Effect Coefficients 

Industry Teaching Health

Beverage and Tobacco Production. Local 0.055 0.030
Other Crops 0.056 0.034
Hotels, Bars and Restaurants 0.069 0.029
Other Service Activities 0.070 0.038
Business Activity, Real Estate and other Companies 0.074 0.063
Substances and Chemical Products 0.079 0.147
Livestock, Forestry, and Fishing 0.096 0.087
Oil Refining 0.097 0.060
Explotation of Mines 0.103 0.067
Rental Housing 0.133 0.066
Transportation, Storage and Communication 0.176 0.115
Other Industries. Manufacturing. Local 0.178 0.094
Other Production. Food Production. Local 0.191 0.145
Commerce 0.250 0.158
Teaching 1.025 0.010
Health 0.043 1.032
Source: Input-Output Table is from the supply-utilization matrix of the Dominican Republic 
provided by Mr Joel Tajeda of the Dominican Republic’s Department of Monetary programming 
and Economic Research (Implemented in the DR National Counts statistics' manual SCN 93, 
Base year 1991).

Table 4:  Input-Output Analysis of the Mirebalais National Teaching 
Hospital 
Total Spending and Industry Allocation 
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Table 4:  Input-Output Analysis of the Mirebalais National Teaching 
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Total Spending and Industry Allocation

 
 

Table 5:  Input-Output Analysis of the Mirebalais National Teaching 
Hospital
Domestic and Foreign Allocation

 

Table 6: Input-Output Analysis of the Mirebalais National Teaching 
Hospital
Multiplier, Direct, Indirect and Induced Effects

 

248                          Journal of Eastern Caribbean Studies 

Sector Percentage Amount
Health 94% $15.1

Teaching 6% $1.0
Total 100% $16.2

Source: Zanmi Lasante

Total Spending Industry Allocation

$16.2
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Table 5:  Input-Output Analysis of the Mirebalais National Teaching 
Hospital 
Domestic and Foreign Allocation 

Domestic allocation Domestic % International Grand Total Total %
Administration $1,553,253 66% $789,688 $2,342,941 15%
Clinical Mgmt and Services $7,138,777 68% $3,316,106 $10,454,883 65%
Clinical Support $780,225 100% $0 $780,225 5%
Facilities & Equipment $147,290 100% $0 $147,290 1%
Facilities & Operations $1,371,419 99% $8,858 $1,380,277 9%
Total Health Delivery $10,990,964 73% $4,114,652 $15,105,616 94%
Medical Education $996,716 95% $52,633 $1,049,349 6%
Grand Total $11,987,680 74% $4,167,285 $16,154,965 100%
Source:  Zanmi Lasante

Table 6: Input-Output Analysis of the Mirebalais National Teaching 
Hospital 
Multiplier, Direct, Indirect and Induced Effects 

Sector Type I Type II Industry Impact Industry Impact
Health 1.5 2.4 Food $0.6 Food $1.8

Teaching 1.3 3.0 Manufacturing $0.5 Manufacturing $1.2
Rental Housing $0.0 Rental Housing $0.8
Commerce $0.5 Commerce $2.0
Transportation $0.5 Transportation $1.4
Teaching $0.8 Teaching $0.9
Health $11.4 Health $11.6
Other $4.0 Other $9.7
Total Operating Impact $18.2 Total Operating Impact $29.4

Sources:
[1] Confidential Information provided by Zanmi Lasante.

[3] Amount in $USD millions

Industry Allocation

[2] Input-Output Table is from the supply-utilization matrix of the Dominican Republic provided by Mr Jopel Tajeda of the Dominican Republic’s 
Department of Monetary programming and Economic Research (Implemented in the DR National Counts statistics' manual SCN 93, Base year 
1991).

Total Multiplier Effect Direct and Indirect Impact (Type I) Direct, Indirect and Induced Impact (Type II)
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• Critical reviews, surveys, opinions, commentaries and essays.

Our objective is to inform authors of the decision on their manuscript(s) 
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Vol. 35 No. 2 June 2010 
Gender Dynamics and Approaches to Sexuality as a Key to Well-Being
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Information for Contributors

Presentation

Most articles submitted for publication should be less than 9000 words, with an abstract of no more than 100 
words, setting out the main concerns and findings along with key words of the article. Authors should submit:

a.        Two copies of manuscripts including references, with double-spaced typing on one side of each page only;
           and
b.        Brief biographical notes with full name and associated organisation, on a separate page
c.        A copy of the article electronically in Microsoft Word. 

It is assumed that authors will keep a copy of their paper. Address all communications and manuscript 
submissions to: The Managing Editor, Journal of Eastern Caribbean Studies, Sir Arthur Lewis Institute of Social 
and Economic Studies, UWI, Cave Hill Campus, BARBADOS. The telephone number is (246) 417-4478, the fax 
number is (246) 424-7291 and the email address is jecs@cavehill.uwi.edu. Upon acceptance of an article for 
publication contributors should again submit a copy electronically in Microsoft Word when all final alterations 
have been made from referees report.

Copyright

Contributors are reminded that the articles are accepted with the understanding that they do not in any way 
infringe on any existing copyright, and further, that the contributor or contributors will indemnify the publisher 
regarding any such breach. By submitting their manuscript, the authors agree that the exclusive rights to 
reproduce and distribute their articles have been given to the Publishers, including reprints, photographic 
reproductions, microfilm or any other similar reproductions.

Refereeing of Articles

All articles submitted to the Journal will be anonymously reviewed to determine their suitability for publication.
The final decision regarding publication rests with the Editorial Committee. Unaccepted articles will not be
returned.

REFERENCES

References to other publications should be cited thus:
a. References to articles:

Author’s name (last name followed by initials or first names); the year of publication in brackets; the title 
of the article (in single quotation marks); the name of the publication (in italics); volume number; issue 
number (in brackets) followed by a colon; then the page numbers. For an article in a newspaper:
The name of the newspaper; the year (in brackets); the title of the article (in single quotation marks); the 
day and month (in brackets) followed by a colon; then the page number (s).

b. References to books, monographs or reports:
Author’s name (last name followed by initials or first names); the year of publication in brackets; the title
of the book (in italics); place of publication (followed by a colon); name of publisher; page numbers if
appropriate.

Please do not abbreviate the titles of journals and the names of publishers.

CHARTS, DIAGRAMS, FIGURES AND TABLES

We prefer essays that can incorporate empirical findings in the overall discussion, rather than an excessive 
reliance on graphs, tables or appendices. If necessary, we would wish that these be kept to a minimum and be 
submitted on separate sheets of paper. Please be reminded however of the difficulties associated with reproducing 
such for our readership.

The Editorial staff reserves the right to make any corrections or alterations considered necessary. Authors will
receive two complimentary copies of the Journal of Eastern Caribbean Studies.
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