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Introduction

This document presents the report of a study on the effectiveness and costs
of three approaches to train elementary teachers in Sri Lanka. Namely a
pre-service program, the Colleges of Education, and two in-service programs,
the distance education approach, and the long standing teacher training program
the teachers colleges.

The first chapter presents a review of the literature on strategies for
teacher education, including views from different parts cf the world.

The second chapter presents a comprehensive background of three teacher
education programs under study: pre-service education, in-service institutional
training, and in-service ‘istance education. In this section an overview of the
historical origins of teacher education in Sri Lanka is presented. Next the
origins of the different programs is explained. The goals of the programs are
presented as well. A description of the type of students who enrolled in these
programs is presented as well as the criteria for selection into the program,
and the criteria for exit.ng the programs.

Chapter three presents the design cf the study, and the model followed by
the research.

Chapter four presents an analytical approach to looking at teacher training
in Sri Lanka including different aspects of program implementation, and results
of interviews with faculty and program directors.

Chapter five presents the results of measures of teacher achievement and
performance in the classroom and discusses these results by the different
training approaches. It also presents student achievement results. Statistical
analysis of data and tables are included as well. Results of a survey on
teacher motivation are discussed briefly.

Chapter six presents the results of the cost analysis, by the different
approaches studied.

Finally the conclusions of the study and policy recommendations are
included in the final chapter of the report.



Teacher Education in Sri Lanka Executive Summary

Backgrcund Information

Project BRIDGES and the National Institute of Education in Sri Lanka undertook
a study on the effectiveness and costs of three different approaches to train
elementary school teachers. The approaches are preservice (Colleges of
Education), institutional inservice (Teachers College) and distance education.
The study was carried cut between 1989-90. Data was gathered on the following
aspects and from the following sources:

o}

Teacher candidatec’ achievemenrt level at entry and exit from the
programs and while teaching in the classroom. The source was a series
of self-administared tests measuring knowledge and t=aching skills in
mathematics and mother .ongue, and an attitude questionnaire. These
instruments were applisd to thrz2e different but comparable groups at
the cthree points in tinme. An additional group of untrained teachers was
me: .ured at peint taree ‘ciassroom teaching). Two hundred and sixteen
teacher candidites were sctudied at the entry point (TC 92, CE 100, DE
24% . Two hundred and thirty-seven were studied at the noint of exit (TC
78, CE 86, DE 72;. One hundred and twenty-eight were measured when
teaching in their classrcoms (TC 38, CE 36, DE 43, UT 11).

t,lassroom performance in terms of mastery of subject matter, the use of
teaching skills and resources, and teacher-student interaction, were
measured via an intensive observational studv of these teachers for two
days. Two hundred and ninetv-zwo teachers were observed (TC 82, CE 66,
DE 100, UT 44).

The achievement level of mathematics and mother tongue (two subjeccts
considered to be of utmost relevance on the island) of the pupils of
teachers observed was measured via self administered and
researcher-administered achievement tests. These tests were applied to
2nd and 4th year children in over 200 schools around the country. The
pupils’ sample is 2228.

The school context in which these teachers tevach was measured in terms
of the role of the principal, support for teachers in the school,
availahility and use of resourcec, school status ‘part of a cluster),
and more general information about the school. The source was a self
adminisvered questionnaire applicd to the principals of the schools
visited. One hundred and sixtv-five principals responded to the
gquestionnaire.

information about teaching practices according to the teachers
themselves was collected through a self administered questionnaire.
This juestionnaire also included questions about the teachers’ role in
the school, their career path, support provided by the school, and
their motivation. Cne hundred and twenty-eight teachers completed the
questionnaire.
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o The pupils’ background and information about their teachers’ practices
were measured through a self-administered/researcher-administered
questionnaire applied to the 2228 students.

o Information about program's history, philosophy, goals, and practices
was obtained thrcugh interviews with program directors and faculty, as
well as from documents provided by them. Five directors and 28 faculty
members were interviewed.

o The institutional, private and overall costs of the different
approaches were also measured. Interviews with the program’s directors,
questionnaires and document analysis were used for this purpose.

The data was analyzed using multivariate designs (i.e., MANCOVA in SPSSx).
of the analysis controls fo: backgrovnd variables. In the measures of

teacher achievement for example, the ana.ysis controls for age, gender,
educational level before entering in the program, and for previous teaching
experience. It was not possible to control for ability level of the teacher
candidates previous to the teacher education program, however the drop out rate
from the programs is so small that we can assume that the heterogeneity of the
groups is kept constant throughout the length of the program (CE less than 1%,
1C less than 5%, and DE less than 10-15%). In the classroom observation data
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study controlled for the same background variables mentioned above and also
school type (congenial vs difficult) accounting for school context. Finally
the pupil achievement tests the study controlled for the pupils’ background
for school type as well as for teacher background variables. The data and
relationships among variables reported have proven significant at the p

<.05 level.



Research
Finding:

Evidence:

Necessary

Condition:

Effectiveness of teacher education in Sri Lanka
Key Findings

Preservice teacher education seems to have a monotonic and
positive effect through time over the inservice approaches on
teacher candidates'’ achievement, as measured by written tests in
subject matter know'edge and teaching skills over the inservice
approaches.

After testing the achievement of teacher candidates at three points
in time (entrance, exit, and classroom teaching) in subject matter
knowledge and pedagogical skills, the preservice approaci (Colleges
of Education) candidates show a better performance overall than
their counterparts in the other two inservice programs studied
(Teacher Colleges and Distance Education). This higher level of
performance is also seen in the preservice trained group measured
in the schools. This finding seems to point to the superiority of
the preservice approach over the inservice approiches in terms of
improving and maintaining the level of subject matter knowledge and
pedagogical skills in future teachers.

The superior performance of the preservice approach over the
inservice approaches, especially in subject matter knowledge, makes
evident the effectiveness of the selection policv in place in this
program which recruits only A/L graduates who cannot be admitted to
rthe university because of limited space., The performance on subiect
matter knowledpe can _also be attributed to the empnasis the orogram
has on teaching ir this area as well as zhe teaching methods used
based on current resecrch on teaching.

The constantly improved performance of these teacher candidates in
pedagogical skills, especially at the point of classroom teaching
can be attributed to the program emphasis on the theorv and
practice of teaching, and to the full vear of supervised practice
this prosram_includes.




Research
Finding:

Evidence:

Necessary
Condition:

Distance Education approach trainees seem to have the higher

level of performance in written measures of teaching skills or
pedagogy than their counterparts in the institutionalized programs,
both preservice and institutionalized inservice.

After testing the trainees of the three approaches (preservice,
institutional inservice, and distance education) for teaching
skills performance, Distance Education trainees seem to perform
better throughout the extent of the training :than their
counterparts in the other two approaches. Their performance is only
paralleled by the graduates of the preservice approach at the point
of classroom teaching. This finding seems to point to the
superiority of Distance education in Sri Lanka as an approach that
fosters the development of pedagogical skills in their frainees.
Similarly it points to the effectiveness of the preservice approach
in helping trainees achieve a high level of performance once in the
classroom.

The superior performance of Distance Education trainees throughout
the length of the program and during classroom teaching, and the
improved performance of the preservice trainees when teaching in
the classroom, underline two important programmatic conclusions
from these findings. One, the Distance Education approach as it is
designed in Sri Lanka offers trainees the possibilitv of not only
practicing while thev learn (since they are teaching all the time
they are enrolled in the Distance Education program), but also
offers them the possibility of interacrting with tutors and other
teachers about their teaching in bi-weeklw visits to the so-called
regional centers (distance education is not a correspondence
course). The distance approach also has monitors who visit the
teachers in their classrooms and provides feedback on their
teaching. Two, the preservice graduates observed in the classroom
show a performance level parallel to rhat of the distance education
graduates. This may indicate the effect of supervised practice with
feedback in the classroom for a period close to _a vear (an
essential part of the program). 3oth practices (learning while
doine wich fandhack for the distance approach, and suparvrigad
nriactice wizh Fev iback for a vear for the oreservice suproach,
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Research
Finding:

Evidence:

Necessary

Condition:

Graduates from the preservice and distance education approaches
seem to have a higher level of classroom performance in terms of
the use of effective teaching strategies and use of instructional
resources.

Intensive observations of teacher performance in the classroom of
those graduates from preservice, and inservice programs as well as
untrained teachers showed that graduates from the preservice and
the distance education approaches seem to have a higher level of
performance in terms of the use of effective teaching strategies
such as assigning and reviewing homework, actively involving their
pupils in the teaching and learning process, careful monitoring of
students' progress during class, mastery of subject matcter,
effective teacher-student interaction, and effective use of
instructional resources, than their counterparts in the
institutionalized inservice program, or than untrained teachers.

The better teaching performance in the classroom of preservice and
distance education graduates seems to be related to the innovacive
teaching techniques--which move awav from lectures--followed by
both approaches, as well as by the emphasis on supervised practice
and feedback, and learning while doing. Both programs show the
resulrs of a newer curriculum emphasizing the application of
teaching techniques and methods informed bv recent research on

effective schools.




Research
Finding:

Evidence:

Necessary
Condition:

Pupil achievement seems to be higher for those pupils of preservice
teacher colleges and distance education graduates.

Pupil achievement measures in the areas of mathematics and mother
tongue in 4th year pupils seems to result in higher scores for
those who are taught by trained teachers than by those taught
uritrained teachers.

Although it is hard to establish a link between teacher training
and pupil achievement, this study collected information on
intermediate links such as teacher behavior which seems to indicate
that what the teacher does in the classroom seems to have a
positive effect on pupils’ learning.

In contrast with the group of untrained teachers observed, trained
teachers and speciallv those trained in preservice and distance
education approaches, were observed using teaching strategies that
have been proven effective by nrevious research such as immediate
feedback, student participation in learning., possess a mastery of
subject matter, promote effective student-teacher interaction, and
use resources effectively. Other in-school factors such as a
supportive principal, supportive peers and resource availabilicty,
as well as teacher motivation, are important determinants of
teacher behavior and should also be considered.

In spite of the similar performance from pupils of trained teachers
observed, preservice and distance education graduates show a
superior level of performance than their counterparts trained in
teacher colleges and untrained teachers. The different performance
of graduates of preservice and distance education may be due to the
fact that both programs have been recently designed (during the
1980's) and incorporate in their curriculum teaching techniques and
strategies that have beern proven effective by current research on
teaching. Similarly both programs follow a less traditional
approach to teaching than teacher colleges. Teacher colleges have
recently had the year of teaching practice formally eliminated from
the program because of the generalized failure to provide a
consistently effective practice.




Researc
Finding:

Evidence:

Necessary

Conditions:

When effects and costs are considered, distance education seems to
be the most cost effective of the three approaches studied in Sri
Lanka.

In terms of effectiveness and costs per cycle (from the point of
entrance into the program to the point of exit) considering the per
unit "change" in outcome per dollar expenditure, the preservice
program is 8.69 times more expensive than distance education, and
the institutional inservice is 6.15 times more expensive than
distance education. In monetary terms the cost of the preservice
program is $2243, for the institutional inservice is $1588, and for
distance education is $258.

Distance education seems to be the most cost effective approach to
train teachers. This inservice approach, however, seems emphasize
reinforcing and imparting pedagogy whereas knowledge of subject
matter seems to be less stressed. This propgram seems to show that
learning while doing with strong support from tutors and constant
dialogue with fellow teachers, brings about a program that prepares

effective teachers.

The preservice approach seems to be quite effective in Sri Lanka
and it seems to fulfill the purposes of the reform in teacher
education--to educate the whole teacher. The feasibility of this
approach, however, over an extended period of time with a sustained
level of quality, seems unlikely. This program is expensive and
assumes a high level of qualifications from_ the teacher candidace.
It is difficult to say how generalizable this program could be
since it is based on the concept of training an elite group of
teachers. This preservice approach however has been successful in
placing a significantlv large number of its pgraduates in difficult
schools. These results, achieved through incentives such as
enrollment in the program, the promise of high salaries, a
prestigious diploma, and the commitment of three years service in a
difficult school (which the government requests of these
graduates), seem a serious step in the efforts to improve the
qualicy of primarwy =ducation by bringing voung, energetic, and well
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institutional characcer and the pay leave given to teachers makes
it quite expensive. Since this study was carried out the program
has been reduced to two years of course work. Without supervised
practice it is unlikely that these teachers can perform at the
level of their counterparts in the other two programs studied.



Research
Finding:

Evidence:

Necessary

Condition:

Teacher education makes a positive difference over no training in
teacher education at all.

In measures of achievement in knowledge, skills, and attitudes,
program graduates did better than untrained teachers with the same
educational level. This pattern was observed as well in the
teaching strategies used by these groups, and in the achievement
tests applied to these teachers’ pupils.

Teacher education seems to make a difference when:

It combines selection strategies to bring excellent qualified
candidates to be trained.

It uses updated knowledge and teaching techniques that research
has proven effective in previous attempts to educate teachers
and in effective classrooms.

Graduates are well prepared in subject matter knowledge or cthe
program has a strong subject matter component.

Graduates are well prepared in pedagogical theory and the
progran provides supervised practice and feedback.

There is fraquent interaction between what is being learned and
what is applied in the classroom, with constant interaction wich
tutors and other teachers.

\e



Policy Implications

o The preservice approach seems to be quite effective in Sri Lanka
and seems to fulfill the purposes of the reform on taacher
education -to educate a whole teacher-, however the Zfeasibility of
this approach over an axtended period of time with a sustained
level of quality seems unlikely. This approach is expensive and
assumes a high level of qualifications from teacher candidates. On
the other hand it is difficulc to see this approach as a more
general and inclusive one, since its exclusivity is one of its main
attractive features. As the number of untrained teachers diminishes
a preservice approach to teacher aducation needs to be implemented.
The present attampt at teacher :raining secs a precedent for the
character that preservice may take in the future.

o In terms of the impact that this preservice program seexs to have
in the poor communities the strategy of training voung, energetic,
and well prepared teachers to serve in difficult schoois seems 2o a
serious effort in the effort to improve the quality of primary
education in poor areas of che country. The incentives given to
teachers to serve in these areas plus higher salaries, and the
compulsive character of service after training, seems to make this
a successiul strategy.

o Distance education seems to be the most etffective approach to
train teachers when the costs are also considered. This in-service
approach however seem to do betzer in terms of reinforcing and
imparting pecagogy whereas knowledge of subject matter seems to be
less stressed. This program seems o show that lezarning while doing
with strong support of tutors and constant dialog with fellow
teachers, brings about a program that seems zo prepare effective
teachers.

o Teacher colleges seems to be the less adequate approacnh both in
terms of effectiveness and costs. The antiquated curriculum and
methods of teaching plus the residential character of the program
makes It quite costly. Since this study was carriad out, the
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.o Finally all cthese three approaches must be seen in its own
merits. As mentioned in the key findings, each approach has
valuable knowledge to contribute to the fieid of teacher education
in Sri Lanka. A combination of the best features found in each of
the approaches may contribute to the development of a truly
indigenous approach to teacher education likely to fulfill che
societal, economic, and dev:lopmental needs of Sri Lanka's
educational system.
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II.

LITERATURE REVIEW



REVIEW OF RESEARCH STUDIES ON STRATESIES
OF TEACHER EDUCATION

National Institute of Education Sri Lanka

1.0 Concept of Teacher Education

The nature of teacher education is cc :idered to be strongly dependent on
the level of economic development, on the social context, and on the range of
institutionalized teacher education programmes found in the contemporary world
(Landsheere, 1987). In the midst of this diversity, there appear to be some
common elements acrzoss teacher education programs. These basic elements or
components have been described by different studies.

Teacher ediication is the vehicle for preparing those who wish to practice
in the teaching profession. As in all professions this preparation involves on
the one hand the acquisition of knowledge and the ability to apply it, and on
the other development of the needed repertoire of critical behaviours and
skills (Houston and Howsam, 1972).

In general, teacher education refers to the knowledge content and training
for the acquisition of pedagogical skills. Both education and training should
contribucte to the development of professional attitudes and roles. In addition
if teachers are to claim to be professionals rather than semi-professionals,
training in specific skills must be supported by a general education which
enables them to apply and adopt their knowledge and skills in all the varied
conditions of teaching and learning which they meet (Linda A. Dove, 1986).

Teacher preparation requires a dual approach, on the one hand the student
teacher must be helped to consider the educational basis of teaching, by
thinking about the relationship between human knowledge, child development
learning and society with its various aims and values. On the other hand he
must receive training in how to exercise the essential skills of learning and
teaching. Education and training must both be included for one without the
other leaves the teacher incomplete (Farrau, 1984).

Teacher education is concerned with the dewvelopment oif the teacher as a
person as weil. The student teachers must be traired to form habits that will
n0 snly mare them capable ceachers dut also help them to
tescensitilizy, show initiative, assist those In need and live lives <hich
offer good examples to others. Practice makes perfect, and only as student
teachers are given the opportunity to put these concepts into practice and
receive constant encouragement in carrying out these activities while at
college, will they develop the skills 4nd habits they require.

Regardless of the content, there is a growing concern that teacher
education is to be a life-long process. Those concerned with teacher education
have begun to discuss teacher preparacion not on terms of initial craining
followed by a modest amount of later up-dating but in terms of a continuing
process of education and training throughout the career span. The concept of
continuing professional education also involves a completely different view of
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the relation becween educational theory and practice. In the past, educational
theory was considered some kind of amalgam of relevant aspects of theory
derived from such disciplines as philosophy, psychology and sociology. The
educational theorist wouid put together a collection of useful ideas relating
them to real educational issues and problems where possible, and then
encouraged teachers to put the principles incto practice in the classrwom (Denis
Lawton, 1987).

The long established belief that "training is someching that teachers are
given at the beginning of their career to last them to the end” has changed.
In its place came the realization that the changing demands on teachers, and
the speed with which these changes arvive make it necessary to think of teacher
educacion as a series of phases or cycles. These cycles sre usually classified
as follows:

- Pre-service training given before the teacher begins to teach.
- Inductior given during the teacher's initial ceaching experience.

- In-service training given as needs arise throughout the teacher’s
career (Ferrant, 1984).

Teacher education or teacher development can be considered in three phases;
pre-service, induction and in-service. The three phases are now considered as
parts of a continuous process (Landsheere, 1987).

Teacher education needs, among other things, to concentrate on innovation
and research if it is to be meaningful and realistic in a changing environment.
However, teacher education institutions have not been known for innovation. In.
the past they were often content to provide each student teacher wvich an ‘
enhanced general education and sufficient practical training to enable him to
teach competently the syllabuses used in schools. Few felt the need to
encourage initiative or innovation and some actively suppressed them.

The position i{s changing now as teacher education institutions are
compelled to review their training objectives and methods in response to the
new roles that teachers are expected to develop as they become staff in a
growing number of schools. New approaches are being tried out for effective
provision of teacher education. Some of theses are:

the curriculun in training colleges.
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various skills needed in teaching.

- Simulations and role play exercises to introduce students to
management tasks without harm to themselves or their pupils.

- Encouragement to experiment with different styles of teaching.

- Greater emphasis on practical teaching.



- More use of individuaiized study methods and group assignments; fewer
lecture sessions.

- Moving away from the concept of the well equipped demonstration school
to that of a group of home schools with wnich the teachers’ college
has close working links (Ferrant, 1984).

There hos also been a growing interesc in the use of new modes for teacher
educacticn It is now becoming more school based. Teachers and school managers
both seem to prefer the system as it does not upsec the organization of the
normal school work as the student teacher is not displaced from the school
where they work when they being trained. Experience in School Board Teacher
Education has shown that its outcomes are more productive and programme costs
are less expensive. A greater tamiliarity with individual problems of the
schools make such training more relevant. This training which is conducted
within the school setting also enables active iunvolvement of the school
principal and other supervisory staff of the school. The removal of teachers
from the school for purposes of training is also avoided. Such programmes
enable a greater degree of participation of school staff in problems
identificacion, planning and execution. The training meclianism at the school
level also permits greater continuity in training.

School based in-service education provides a good venue for teachers to
develop on the job. It can meet not only the immediate needs of the teachers
but also change their attitude towards teaching, and learnming which has an
important impact on pupil behaviour (APZID - UNESCO, 1986).

Professor Honeybone postulates the hypothesis that a teacher education
programme based on an integrated mixture of college educarion, school
experience and distance teaching might be on educational grounds a better
preparation for primary school teaching than a full time two year course in a
college (Honeybone, 1977). '

The concept of teacher education needs to be dynamic in its broader
perspectives. New dimensions ought to be brought into focus in line with
current concerns, thinking, ideologies, and realities to meet the demands of
contemporacy times.
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teacher education the term has similar implications, where the art of teaching
is based on maneuvering, so as to stimulate certain kinds of productive
behaviour of the learners. Teacher education could be conceived in terms of
the modalities through which strategies have to be selected and arranged. In
education they have to meet both the requirements of the nature of the tasks

before the student, and the psychological requirements of mastering them.

Viewed in this way, there are four major strategies: (a) institutionalized
training (b) school based training (c) distance education (d) a mixture or

vy



combined strategy. Within these major strategies, there are minor strategies
referred to as 'techniques.’' Strong, Silver and Hanson (1986) define the
concept in their article ’'New Strategies, New Visions’ - "[S]trategies are
specific techniques, usually developed in research sectings to enhance the
fulfillmenc of specific educational objectives. We might best piccture
strategies as managemenc systems that define the roles of teacher and studentc
in a particular learning accivicy. Lectures, role playing, guided inquiry and
progranmed insctruction are examples of teaching scracegies.

By increasing the teachers’ repertoire of chese techniques, we provide
him/her with a variety of classroom management systems for dealing with diverse
content areas. As Streng, Silver and Hanson (1986) express, "[N]ew strategies
provide teachers with new visions of their content areas, their students and
themselves. They offer opportunities for creativity and autonomy in the
classroom”. Research studies by Dunn and Dunn 1974, Gregoire 1980, Hurst 1971,
and McCarthy 1982, suggest that some teaching stracegies are more effective
with some individuals, and that teachers have a right to have these stractegies
made available to them. Tom R. Bone in the Intermational Review of Education
1987 declares thac, "[S)trategies for training teachers have to change in view
of the fact that the role of the teacher has widened in recent times to include
the community."

3.0 Modalities and Strategies of Teacher Education
3.1 Instictutional Training

Institutional training in a Teachers’ College offers the greatest scope for
varied strategies of teaching, as there is a permanent base for the
teacher-training involved and qualified teachers/professors, generally with
wide experience as teacher-educators. H.M. Tillema and S.A.M. Veenman in their
publication "Developments in Training Methods for Teacher Education”
(International Journal of Educational Research) 1987, analyze training methods
used in teacher education. Foremost among these are, (1) micro teaching (2)
protocol materials, and (3) demonstrative learning, which were inherited from
the traditional institutional teacher training and reached their peak of
prosperity in the seventies. Other teaching strategies for the development of
reflective teaching such as technology and active research as w~1l conceptual
{nstruccion and incervention, non-verbal communication integrated teaching and
chemacic instrucczion are discussed in detail. The use oI taschnology,
particularly micrc-ccmputers in teacher educacion is discussed in other recent

-

journals of educazion included in tals study.
3.11 Micro Teaching

Tillema and Veenman (1987) present a number of research findings on
micro teaching in their publication. Gordon MclLeod (1987) refers to the
"rise and fall" of micro teaching. This strategy became almost a fad in
the 1970's. However its popularity rapidly declined and now research on
micro teaching has almost ceased. Mcleod's definition of this strategy is
noteworthy. "A teacher education technique which allows teachers to apply
clearly defined teaching skills to carefully prepared lessons in a planned
series of five to ten minute encounters with a group of real students,

often with an



opportunity to observe the results on video tape. Micro teaching is widely
used in pre-service programmes throughout the world, and it focuses on
training for special tasks, greatly expands knowledge, and there is an
increased control of practice. Teaching is simplified in three ways -
class size, lesson length, and task complexity are not fundamental
barriers. Ten years after the introduction of micro teaching Foster, Heys
and Harvey (1973) said that the use of video was the dominant feature abouc
which micro teaching programmes were invariably organized. Stanford
University and the University of Sterling Scotland carried out extensive
research on micro teaching. However, there are only a few direct studies
relating to the efficacy of this method. One of these is by Limbesher
(1965) who found that pre-service teachers with micro teaching practices
performed better than those who did not have micro teaching practices.
Regarding immediate feedback after a performance, Carlyn Everten (1975)
calls it "an effective pedagogical device although the acquisition of
teaching competence does not always occur. Regarding feedback Gage says,
"{E]vidence from the efficacy of feedback about teaching performance is
fairly consistent. When the information is explicit, cleared and keyed to
specific aspects of teaching behaviour, feedback results in the ability to
perform according to a model of teaching (Gage and Wene, 1975). "The
usefulness of frequent and precise feedback as an instrument for promoting
the improvement of teaching effectiveness is not limited to micro teaching"
(Flandey, 1970). Beetner and Johnson (1968), conducted an assessment of
pre-service teachers’ reactions to micro teaching practice. They found
that the experience was rewarding. In 1973 Johnson reported that
pre-service teachers who completed their micro teaching learmed to relate
to pupils but were deficient in planning purposefully for content. Which
may be interpreted as a need to teach lesson planning more effectively. As
a result in 1975, the creation of a training programme was instituted.
Micro teaching was incorr.rated into the curriculum under the
classification entitled "Content Strategies”.

3.12 Integrated Teaching

H. Singhe carried out a research study on teachers trained through
integrated and traditional methods of teaching. He found that teachers
trained through integrated methods were superior in ability to those
trained through traditional methods. (Indian Educational Review, Vol.
%IIi, No. 3, 1987). This shows the necessity to Iree teacher education
Svom :he shackles of craditional methods, giving 1t Ireecdom to experimenc
S alaTles,

~ith new
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2.3 2roCocuLs

The noticn of protocols gained prominence from a publicacion by Smith
et al. (1969). "Protocol materials are either audio, visual or written
records of some classroom on school-related event, accompanied bv
theoretical knowledge that illuminates the event, making it more easy to
understand.” Most such materials developed in the United States were
produced hurriedly in the early seventies. Few of these were subjected to
evaluation and in most cases the evaluation was substandard. Thus the
critical variables of protocol materials are sctill in need of study.
Protocols have yet to strike the fancy of the majority of pedagogues.
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Protocol materials derive from a cognitive rather than a behavioural
position. The original intention was awareness and understanding, not
training. Kleuken (1974) conducted an experiment to determine the effects
of instruction based on protocol materials and rraining materials on
concept and skill acquisiticn. Results indicated thac 2 combination of
protocol instruction and training (micro teaching) was consistently and
significanctly a more effective technique than either approach employed
alone. Howevcer little research utilizing protocol materials has been
carried out and most of.it suffers from weaknesses that make the results
suspect. Whether teachers will be able to use the protocol materials
effectively is an open question.

3.14 Conceptual Instruction and Intervention

The idea of conceptually based training is that teaching skills can be
acquired through instruction based upcn practical training directed at the
acquisition or function of concepts. Some people believe strongly that
teaching skills are acquired through practice. Training based -upon
concepts relies on gains in teaching skills, if the teacher aims at
conceptual change. The evidence of Gliessnan and Pugh in this paper shows
that either instruction on intervention methods directed at conceptual
change result in gains in complex teaching skills. Further evidence that
the level of concept acquisition and skills are positively related is
consistent with the hypothesis that concepts mediate skills. Conceptual
learning can be described in terms of two different processes - concept
acquisition and concept formation. A number of studies carried out on
teaching from conceptualization show that training dir:cted at change in
concepts about teaching - skills is a highly dependable zeans of change in
the skills themselves. If concepts are mastered, skills are likely to
follow. It is also possible to find in the results of these studies -
Mohlman, Coladavel and Gage (1982) an indirect implication for teacher
education. "What cannot be clearly explicated cannot be acted upon.”

3.15 Reflecctive Teaching

The Dictionarv of Education edited by Good defines Reflective Teaching
distinguished from role memorization and mechanical performance of tasks.
The ideas of reflective teaching began with John Dewey (1904) with his
notion of "stucencs of teaching." It was repeated by the idea of teacher

innovators (Jcyce, 1972) seii-menitoring ceachers (Elloc, 1373776 - 1877)
caachers as researchers (Stonehouse., 1975) and reflective taachers
‘Coaikaihany, LEFIT

K. H. Zeichner writes on "Sctrategies to produce reflective teachers."
He refers to (a) actlion research (b) ecthnography (c) writing and reflecting
(d) supervision and reflection (e) curriculum development and analysis (f)
reflective teaching on Cruikshank’s model.
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Supervision and Reflection

New supervisory materials and techniques are used by lecturers to
provide reflective teaching - such as reflective discussions during or
after teaching.

Curriculum Development and Analvsis

Training the teachers to be active in preparing curricula which would
call for reflection (Goodman, 1986j.

Reflective Teaching on Cruikshank’s Model

Cruikshank prepared 36 lessons for reflective teaching based on
problem solving (15 minutes for each lesson). Research findings indicate
that students who went through these lessons began to think and talk
critically. The strategy of problem solving has been widely used after
these experiments.

John Dewev and Reflective Teaching

In the e-rly 20th century, John Dewey believed whole heartedly in
reflective teaching. He upheld the view that pre-practice teaching
laboratory experiences (early field experiences) should foster reflective
cricicism of educational purpose and instructional methods. This
reflective spirit would in turn resulc in a more thoughtful student of
teaching. He warned that premature placement of teaching candidates in
classroom experiences before they had become reflective students of
pedagogy would result in candidates rejecting the methods recommended at
the teaching inscitute.

Action Research

Action Research has been defined as "an on the job" type of problem
solving or research used by teachers and supervision to improve their
decisions and actions. It is a form of self reflective inquiry undertaken
by participants in a social setting in order to improve their own
practices, the understanding of practices and the situations in which the
practices are carried out (Xempnis, 1985). The cycie oI action research

has 4 thases. (1) raconnaissance, 72, olamning, {2} stserring, (-,
refleccing within zhis cvele. Strategles are develoged which shows
‘self-raflecaive inquirv? ind are suized o the needs I TR 21453 I ozhe
sase 0f Iihposvapnw soudenis spenc IlLme L schemes underifaniing the

teaching environment, studying various aspects of the classrooa curriculum,
teacher-pupil interaction with guidance from teacher =ducators. Bever
(1984) says, "[T]he use of ethnography contributes towards the development
of teachers who are wide awake. "In Writing and reflective, Storer (1986)
outlines ways in which teacher educators can deliberately use writing to
facilitate teacher learning. The teacher’s journal is one recommendation.
Benham (1979) found that student teachers showed "less tendency towards
custodial attitudes about pupil control and so used more pupil centered
strategies like discussions in the classroom.”




3.16 Demonstracions

Demonstrations are "instructional activities used to illustrate the
method or process of presenting or establishing facts; doing someching in
the presence of them as a means of showing them how to do it themselves."
Joyce Putnam and Betty Johns, in their article "The Potential of
Demonstration Teaching as a Component for Teacher Preparation and Statf
Development Programmes”, say, "(D]emonsctrations have multiple functions.
They serve to illustrate teacher instructional behaviour, develop teaching
bzhaviour, and they give an opportunity to assess cognitive processing and
skill of pupils."” According to Putnam (1984) teacher educators and trainee
teachers both preferred demonstrations over all other types of strategies.
However, there are problems associated with demonstrations according to
Putnam and Johns. Demonstrations can only illustrate teaching techniques
in themselves and they take time.

3.17 Non-Verbal Behaviour

A technique used in training is non-verbal sensitivity. Research on
non-verbal behaviour in human communication has a well established place in
Anthropology (Bird Whistle, 1970) and Psychology (Agyle, 1975), but its
relevance for education has been acknowledged only within the last two
decades. H. G. Klunzing and Ian Jackson in their article on "Non-Verbal
Sensitivity in Education” confirm the value of this strategy. They show
how smiles, nods, eve contact and a positive tone of voice can reinforce
the messages sent out by formal teaching. Severzl recent studies such as
that by Hodge (1972), Klunzing (1984) show that programmes which have

_training in non-verbal sensitivity have improved the quality of
instructions (Klunzing & Fisher, 1986). Other strategies that have been
subject to research are gquestioning, feedback, and scrutinizing.

3.18 Thematic Teacher Education

The case for thematic teacher education is stated clearly in Henrietta
Barnes' article on "The Conceptual Basis for Thematic Teacher Education.”
Thewmatic education has been defined as a unified scheme of content on the
basis of units of study. (Dictionary of Education, edited by Good). The
case for thematic education rests on the assumption that learning to teach
requires well organized schemata. For instance at Michigan State
University one of them focuses atzenticn on Iurthering in-depth

uncerscanding of academic disciplines D¢ the teacher. The programme
conzual understancing.  Themes ind purgoses ara sudseguently
se work ind TrisItiium aumgarizncos.,

3.19 Minor Techniques Questioning

The Fan West Laboratory for Education developed a mini-course to
improve teachers’ questioning skills. 1In field tests there was an increase
in the teachers’ ability to manipulate multiple cholce questions (Borg,
Kelly, Langor and Gall, 1970). The art of questioning has to be taught
effectively in educational institutions for teachers. Feedback and
structuring are left out.
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3.2 Teaching Practice

Teaching practice is a term used to designate only those activities
involved in actual teaching by a student teacher. School practice on the
other hand may include observation and participation as school activities
as well as teaching practice. This js also termed student teaching.

School practice is an essential component of institutionalized
training. Shower (1983) says, "[Sjtudent teaching is usually identified by
new teachers as the most rewarding and useful aspect of their pre-service
professional preparation.” In 1973 Peek and Tucker had reviewed research
on teacher education and concluded that by the end of student teaching,
there are some almost universally represented improvements in attitudes and
in teacher behaviour cowmpared with the field experience. This conclusion
still seems generally accurate.

Griffin (1983) does not completely agree with this position. He says
the role of practice teaching in the preparaction of teachers may be
over-rated. Research lends support to the value of peer supervision in
practice teaching. Recent articles in teaching practice focus in the need
for student teachers to be psychologically well adjusted during the period
of student teaching, as theories of education focus on the psychological
adjustmenc of the teacher as an attribute of effective teaching. Donna
Gail says that in the University of Alaska, in cooperation with school
authorities, student teachers were assigned to school before teaching
practice. The stucents observed the experienced teachers’ lessons and then
carried out two lessons under the eye of those teachers. The students also
heiped class teachers with routine work. This experience gave cthe
student/teacher confidence to face teaching practice. Jennifer M. Gore
reviews Cruikshank’s "Reflective Thinking" model for student teachers and
comes to the conclusion that it is viable and efficacious in the context of
modern teaching. Many new teachers go through teaching practice as a
mechanical experience. This arcicle warns the student against uninspired
teaching. Tom Denton, in his article "Factors Arffecting Quality in Teacher
Training Programmes" focuses on the need for student teachers to be
familiar with recent research before embarking on teaching practice. He
also turns the spotlight on teacher-educators. They should exercise
leadership through a continuous and independent search for new knowledge.
They would thus be able to guide the teachers during heaculnb or
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models of teaching have been selected as providing a cross seccion of
strategies. There are inductive and deductive models, synectics for
teaching creative thinking and a similar model for group interaction
students teaching once in a peer teaching environment and then in the
classroom. The lessons are video taped, followed by discussion and
evaluacion. Recent articles focus on the importance of the discussion
session after practice teaching so that students are made aware of the
mistakes and remedial action Is suggested. Peer supervision as well as
supervision by teacher educators is used. Teaching practice is used by
both pre-service and in-service programmes.



Pre-Service or In-Service Training

Tom Denton (1983) is strongly in support of pre-service training. He
says, "Students who graduate from teacher education programmes are usually
more effective teachers than college graduates who have little exposure o
a pre-education preparation programme. The more courses they take before
they begin to teach, the more effective they will be." The idea thac
ceaching is an arc chat can be learned on the job and that teaching
practice is a waste of time is a complece fallacy, according to Denton.

Tnduction of Teachers

Harley and Risenholtz (1984) state that the induction period of
teachers is chaotic and the absences of support leads teachers to focus on
strategies that control student behaviour rather than on those that
facilitate student learning. Hall (1982) suggests that guidance should be
provided to new teachers by master teachers who are aware of the problems
that beginning teachers have to face.

3.2 School-Based Training with Special Reference to the SBIT Programme

The school-based in-service teaching for Primary teachers (SBIT) operates
on the premise that the school is the most appropriate unit for educational
change and that teachers not only have the capabilities to develop their
personal and professional abilities but also need to be involved in the
identification and monitoring of their own training needs.

The SBIT programme has varied from country to country. Nepal, Pakistan and
Papua New Guinea were directed towards the training of master teachers,
headmasters and curriculum advisors and other staff members. Those of the
Republic of Korea and Thailand focused on training of classroom teachers.

Modalities

Training modalities fell into two types, namely training through workshop
methods and actual exposure methods of classroom teachers. These were short
courses from two days to six weeks.

'3.21 Strategies Advocated

Several faccors influenced the choice of stratesgiess used: (1) the
~ature of the probilzam being solved, ({2} the level ol raadiness o the
silanzete (3% =me rasonrces availabie, (&) zhe raaciness oI rrainzes In
the type of strategy, (5) convenience and feasibiiicy, (o) tize anc

extent of training, (7) costing, (8) topography of the country.

The choice of strategies also correlated with the readiness and the
knowledge level of the teachers to be trained, as well as the
socio-economic standards of the country concerned; countries with the
greatest number of untrained teachers use group sesslons according to the
research literature. They also use discussion techniques. However,
countries are free to decide on the strategy to be used.

All SBIT programmes are initiated by the school and are under the
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leadership of the head teacher or by the Ministry of Education or
Provincial Office, and activities are conducted by the school teachers.
This is different from school practice in institutionalized training which
is under the College of Education or teacher training institution
concerned. Problem solving, a cornerstone of reflective teaching figures
largely in the SBIT programmes.

3.22 Training Modes and strategies adooted bv different countries

Nepal

In Nepal the quality of teachers produced was the ultimate goal of the
programuae.

(1) An "on the spot" primary training programme was initiated. The
teacher trainees were observed in their own schools and the training
session spread throughout the semester. It also ucilized distance learning
by video and a package of lessons prepared by a rask force of teacher
educators. )

(2) Resource Center. Four to seven schools formed a cluster around
one resource cer er. All schools were within 3 hours. walking distance from
the center.

(3) Short term training was carried out by the school. The content
of the training programme was based on surveys and discussions with
educational authorities. Strategies were selected according to the
circumstances of each case. Evaluation was an indispensable pazc of the
training.

Papua, New Guinea

Another interesting case is that of Papua, New Giinea. This country
has long recognized the importance of school based in-service training.
Every province is required to organize the equivalent of a National
In-Service Training week each year, either as a block ur sctaged over
several days. There are two kinds of training undertaken for SBIT. These
are training initiated, implemented and coordinated by the school or school
clusters and training in the school with the design, plans and programmes
coming from the Mational Department of Education. provincial committee or
anv other educational body.

P e T e e At =y qqees
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Sodss and correlgted Iyl T tha themes werl
ofzen ignored. It was found that the most useful in-service training was
in subject content, in order to improve the teacher’s depth of knowledge.
It was also revealed that there had to be changes in time scheduling, room
use and teacher specialization to make SBIT more effective. It was also
found that multi-media in service materials should be produced locally to

suit the needs of Papua New Guinea.

o3 23 .T 2s5T4D.lShed

In Korea in the Inchon City there was an emphasis on teaching
strategies at two in-service teaching workshops. Various techniques such
as research, lectures, seminars, discussions, demonstration, micro
teaching, laboratory work and field trips were used. Teachers were given
the opportunity to

11

.



become competent in operating machines, demonstrations and micro teaching
were used in the teaching of basic techniques and methodology. A few case
studies were carried out. Evaluation of these workshops showed definite
expressions of satisfaction by the teachers themselves as well as a marked
improvement in the teaching.

3.23 Assessment of the SBIT Programmes

As a mechanism for providing self relfance in the training of
teachers, SBIT seems Co be the answer. There can be no better type of
motivation than that which springs from the students themselves. In SBIT
the community is involved because the problems dealt with relate to the
school which is a part of the community. Resources which cannot be derived
frem the school are generated through community involvement. SBIT is an
ir-service programme but there should be close cooperation between SBIT and
rre-service. Teachers should be trained in the problem solving approach.
Use of media and self instructional processing should be explained to reach
a greater number of clients, according to the literature. :

3.3 Distance Educaction Tntroduction

In a publication by the Incternational Bureau of Education Hummell (1973)
writes about developments, main trends and achievements in the field of
education. Of particular relevance to the idea of learning at a distance is
The conclusion that education must concern itself with the values of autonomy,
equity and survival. It is important to provide individuals access to learning
that might otherwise be denied to them. Young, Pereton, Jennings and Dodds
(1980) emphasize why access to education is so important in their book
"Distance teaching for the Third World." They note that education is
intricately related to power. Through education, people gain power and
consequently, freedoa. There is a belief that the education received by the
student who learns at a distance should be equiwvalent, as far as possible to
the education received by a student of an institution. (Gough, 1980).

Definition of learning at a distance may mean different things to different
people. To some it means correspondence education, to others, distance
education or open learning. It is also related to the concepts of life long
education and adult learning. Correspondence education has been an accepted
educational practice in many countries throughout the world. While the absence
cf Zace to fice communicacion berween student and Tzach nas some
disadvantages, there are compensaiing ad ographical distance can be

PRRI
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Distance Studv relies on non contiguous communication. The learner is at a
distance from the teacher for much cor even all of the dime during the
teaching-learning process. The components of distance education are normally a
pre-produced course and organized non contiguous two way communication through
print, mechanical or electronic devices.

Open learning courses are part of a wide range of innovations and reforms
in the educational sector. Included are changes that aim to improve such
things as the participation of learners, instructional design, methods of
transmitting information and support of learners. "They are intended to allow
wider sections of the adult population to compensate for lost opportunities in
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the post or to acquire new skills and qualifications from the future. Open
learning systems aim to redress social and educational inequality and to offer
opportunities not provided by conventional colleges and universities. (Pg. 11
UNESCO publication, Open Learning, Mackenzie, Rostgate and Scupham, 1975).

Life-long Education, Adulc Education, Continuing Education

In a resent research on "Strategies for Life-Long Zducation” Himmelstup et
al. (1981) suggests that life-long education involves formal and informal
teaching activities throughout individuals’ lives so that maximum development
occurs at the most relevant times. "Adult education refers to adulc learning
processes or activities of part time, short term or specially arranged nzrure."
These can be found highly structured or informal, with the learnmer assuming
prime responsibility from the direction of the programmes (British Council,
Ministry of Education, 1976).

Major Learning at a Distance Institution

The British Open University’s cost effective and innovative approach to
learning at a distance has been acknowledged around the world. Three
programmes of study are offered by the British Open University undergraduace
programmes, post graduate research-based studies and self-contained non-degree
courses. Teacher education courses fall into all of these categories.

The use of course teams is a unique feature of the Open Urniversity. These
items ranging in size from three or four to thirty members combine a wide range
of expertise to produce multi-media teaching learning packages that form the
basis of the material sent to students. The course teams go through several
clearly defined stages in the production of course packages. The firsc scage
includes the definition of objectives, formulation of syllabuses and selection
of media. Following a draft and pilot stage of evaluation and developmenc,
testing is undertaken. The inregration of correspondence material with
communication technology, particularly radio broadcasting, is central to the
entire process. The British Open University through the Open University
Educational Enterprises Ltd., sells the correspondence texts, films, tapes and
home experiment kits around the world.

Successful use of technology in distance educatzion programmes is seen in the
following =xamples.

L. Tme school oI the Alr Frogrammes in Australls whers Ine video reaches

T
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2. The in-service training programmes for teachers througn radio and
correspondence in Kenya are well known.

3. The University of Waterloo in Canada makes wide use of an audio taped
correspondence course approach.

4 Telecourses are used in California, Florida, Ontario and Toronto.
Televisions are distributed generally through broadcast television.

5 Teleconferencing is used in many states in the U.5.A. as well as in
Germany.
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A Combined Model

In Kenya a project was launched to train a large number of primary school
toachers. The Ministry of Education was responsible for most of the in-service
training. A school supervisory team was responsible for "on the job training”
for teacher educators who would visit the schools, and for giving guidance.
They would introduce new teaching techniques and xeep the staff abreast of
modern developments. Model schools would be established by the Kenya
government. The untrained teacher started with attending two five week courses
usually during vacaction over two years at teacher training colleges. There
were correspondence assignments and radio programmes in between. Approximately
200C teachers took advantage of these courses every year. Staff members of the
Teacher Education Extension Service participated in the preparation and running
of the extension courses. They also regularly received copies of the
correspondence assignments as well as teachers’ reactions to them to enable the
Teacher Education Extension Service to follow up and help the in-service
trainees.

The teacher training colleges were expected to cooperate closely with the
Teacher Education Extension Service by assigning tutors on a rotation basis to
the new teacher training centers for their consultation.

Community Development Centers and Farmers Training Centers would be
associated with TEES by participating in the course programme.

4.0 Implications for Teacher Education in Sri Lanka with Special Reference to
the Bridges Project

The Bridges Project seeks to explore the effectiveness of three types of
teacher education programmes in training primary school teachers in language

and macthematics. The three modes of education investigated are:

1. Pre-carrsice Training at the Colleges of Education

This is a cthree year course with a one year internship. Trainees
are expected to have four 'A’ level passes to be admitted to these

courses.
2. In-sersice Training at Teachers Training Colleges
This is a two vear course, and cralnees are resquirad & crecic
55 fn shair ewn coecial sudbject at Lriinary Level, plus the Trilnary
aval inm o sim o subfacTs o e admizzad. Thege =rainmasos 372 =Trachavs,

and a minimum number of years of teaching experience, as laid down [+3%
authorities, is a prerequisite to admission. In the history of these
colleges the minimum number of years of teaching experience has
varied.

3. Distance Mode

The efficacy of the distance mode to train teachers is also being
explored.

From the review of literature, pre-service training with induction of
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teachers appears to be stressed, but in-service training is equally important
according to the context, and could provide the answer to the "nagging
questions of cost, relevance, feasibility and applicability” particularly in
third world countries. Certain strategies are specifically suited to the Sri
Lankan situaction. Institutionalized training has now been divided into two
categories - pre-service training at the Colleges of Education and in-service
training at the Teacher Training Colleges. As noted earlier the enctry
requirements are higher for the Colleges of Education, whereas experience is
essential for admission to the Training Colleges. The review of literature
shows great emphasis on the knowledge base of teachers. Assessment of
knowledge, particularly in the special subject, is the most valued criterion
and the trend is for higher entry requirements relating to knowledge of the
subject for institutionalized training (Speak and Britten, 1975).

Regarding teacher training strategies, micro teaching has waned in
popularity, but there are studies that prove its efficacy. This strategy is
widely used in the Teachers Colleges, and it is also utilized in school-based
training. Its potential for teachers training in Sri Lanka is clear. The
other techniques discussed here are also components of the Methodology course
in Teachers Training Colleges.

Planning and Mcnitoring of Courses

The literature points to the fact that training of large numbers of
teachers has to be carefully planned and monitored. Haphazard training of
teachers will lead to greater confusion that non training of teachers.
Strategies have to be chosen to encourage concept formation and reflective
thinking. Material built around certain themes is useful according to the
literature as "learning to teach requires building well organized schemata”
(Barnes, 1987). The value of demonstrations is also clearly illustrated
according to the literature. "Teacher trainees prefer demonstrations to all
other types of strategies”"(Putnam, 1984). The strategies mentioned are widely
used in instituctionalized and school-based teaching, but the latter is often
combined with distance education according to case studies of the operation of
the SBIT programmes. In certain instances programmes begin with intensive
institutionalized training, then there is distance education. School-based
training is controlled by the school, but the Colleges of Education also play
an important role by offering the services of experienced teacher educators for
consultation. In fact the resources of the whole community are co-opted to
make the SBIT programmes a success.

bt @ case oI discznce educatlion, & Fre3T Ifia. 20 TeCnnoLlogT nas Jde2n Used

even in Third World councries. Television, radio, pregrammed inscructlon,
films, teleconferencing and other mechanical devices are cost-effective in the
long run, although the initial cost of installing technology is high. One of
the great advantages of technology is that it can reach large audiences easily.
Little technology has been used in the Distance Education programmes that are
under investigation, but the Open University has introduced technology on a
larger scale. Radio broadcasts under the caption "Open Forum" are used for
instruction in Science and Education. Teleconferencing equipment has been
donated to the Open University by the Japanese government, and very soon the
stucy centers will have the opporctunity of teleconferencing with highly

qualified educators from the center.

15

{
e
4



There are obvious disadvantages in distance education. Specialized
strategies like micro teaching and non-verbal sensitivity cannot be taught
through this mode. The teacher trainees consequently have more problems, as
there is contact with the tutor only at the study centers once or twWice a week,
sometimes once a month. The role of counselors in distance education is
underscored in the literacture. Counseling can help the distance educators to
overcome their academic problems and assisc them in personal problems such as
the lack of opportunities for specialization. 1If distance education is to make
the right impact on teacher training in Sri Lanka, the appointment of
counselors is an urgent need. The necessity for the introduction of cost
effective technology is implied, as it has been successful in other developing

countries.

School-based instruction may provide the answer to the need for large scale
training of teachers, provided this is a well planned exercise. School-based
programmes are less expensive than other forms of training, more productive and
relevant to the needs of teachers.

In-service training in Papua New Guinea was evaluated and the results
clearly showed that "training should not be an imposed centralized top dowm
requirement”., Teachers should be involved in boch preparation and organization
of school-based in-service training supervised by Head Teachers and Officers.
As in teaching practice in institutionalized training, a new feature suggested
is "peer supervision" which has proven to ne a success. In order to maximize
academic learning and employ a repertoire of teaching strategies, teachers must
master the management of the classrooms.

A combined strategy for training the proposed new recruits to the teaching
service may be the best as in Kenya where institutionalized training during the
holidays was combined with the distance mode. The radio was largely used.
Broadcasts were allocated a fixed time slot in the early evenings every weekday
throughout the year. The World Bank Report (1977) says, "[W]ith the advent of
the bactery powered transistor radio, about 90X of the population can receive
radio broadcasc.”

Whatever mode is adopted, it has been confirmed that there appears to be
little commonality across the countries examined in terms of teacher education
programmes. No national standards exist for the selection, admission and
evaluation of students. Many different professional texts are used in courses

16



and skill requirements differ substantially. The implication is clear that
developing countries like ours have to avoid such pitfalls and ensure that
standards are maintained.

According to Schramm (1972) there are even more important questions than
which medium is the best of delivering information. What is all important in
Schramm’s view is the instructional strength of the material, the culctural and
situacional context, the student access to the media and the available
resources. In all modes of teacher education the relevance and claricy of the
context, individual abilities, motivation to learn, pupil atcention and
incerest in the subject, and respect and affection for the educator are the
crucial values that influence the process of learning.

17
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STRATEGIES FOR TEACHER EDUCATIOHN
IN SRI LANKA

Introduction

The last four decades have witnessed a great stress being
placed on teacher education in Sri Lanka, This effort appear to
have borne fruit as nearly 71 percent of the teachers have now been

professionally trained.

Until 1984 teacher education courses were conducted on an
in_service basis, as the rapid expansion of educatiun'had necessitated
the recruitment of a large number of teachers who could not be
immediately trained before being posted to schools, This has resulted
in a backlog of teachers who have not yet received a professionnl

training,

A number of strategies are being utilised at present to
train teachers for the school system in Sri Lanka.. The following
are some of the major strategies employed in the training of

teachers., (Gunawardana,1988).

1. One is the three year institutional training programme
which is provided in 16 Teachers Colleges for

non-graduate teachers in service.

2, A second major strategy that has been used since 1983

is the Distance Education Programme. For many years
" the annual intake to the teaching profession had

exeeded the annual intake to the Teachers Colleges for
in-service institutional training and this has created
a backlog of untrained teachers. As provision available
in Teachers Colleges could not meet the demand for
training and as the school system could not releave a
large number of teachers for training at the same time
this mode of trainin was selected to accelerate the

process of training.



3¢. Since 1985 a pre-service teacher education programme
‘\is being offered at seven Colleges of Education.
g This course seeks to implement yhe accepted policy

of progressively giving up the practice of rocruitiﬁg

untrained teachers into the teaching profession,

4, Untrained graduate teachers are provided with
one year's Pogt-Graduate Diploma in Education
programme at three of the eight Universities
‘The Open University also conducta a two year
Post-Graduate Diploma in Education course

through the Distance Mode,

Recontly the Hational Institute of Fduention
algo commenced a Post-Graduate Cortificate in
Education course equivalenf to the above Diploma
malking ugse of both the Distonce Mode and school

based provision of training.

The practice of recruting teachers in Sri Lanka
has been to recruit at two levels, that is those with a de
degree from a recognised University and those possesing
a G.C.2.(0/L) Certificate.The latter requirement hos
now been elevated to a minimum of three subjecls at the
G.C.E.(A/L) Examination.



= (3) =

In addition to initial teacher education programmes
discussed above there are shrt term in-service continuing
teacher education programmes. The responsibility for
conducting such programmes is shared between the Curriculum
Development Divisiond of the National Institute of Education
and the Regional Departments of Education,

The Curruculum Development Divisions organize the in-~service
in-sevice programme for te achers at B8enior Secondary - |
level while the programmes for teachers at Junior Secondary
and Primary levels are handled by the Regional Departments
in cooperatioﬁ with the National Institute of Education.



TEACHLR ZDUCATION BHROLNLHTS ~ 1987

1O GRADUATE TzZACHZRS GRADUATE TEACHCIS
i Colleges —Teachers' Institute —Bpen Univer-~ Institute of
. of ) Colleges Rf Dis? U?iver- sities ?gnche;
kiducation- ducation | sity Lducetion
KR.I.E, N.I1I.E,

Primary ' 1104 1000 5180 - - -
Science 469 284 3825 - - -
Mathematics 236 301 - - - -
Home Science 77 196 - - - - L
English 443 719 - - - - N
Physical Education 197 - - - - - :’
Specizl Education - 163 - - - -
Religious Education 40 315 - - - -
Aesthetic Education - 371 - - - -
Technical Subjects . - 164 - - - -
Post-Graduate Dip. in Ed. - - - . 2300 240 -
Post-Grad. Cert. in Ed. - - - - - 525

Source: lHinistry of Education , University Depts. and National Institute of Educzction
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History of Teacher Education in Sri lLanka

Pre Buddhist Erat

The beginning of civilization in Sri Lanka is traced back
'to the errivel of Vijaya in 543 B.C.' Vijoya obtained "Craftaomen
of thousand faomilies of the eight guilds from India (Geiger 1950).
Knowledre during this period was hended down from fother to son by a
system of apprenticeship (Geiger 1950). The family acted cs the
nucleus for the training of carly teachers of the Pre Buddhist era.
The kings had Brahamin te-chers (Coomeraswamy 19258). These teachers

had 'learncd the time - honoured stock of knowl:dge by lore.

The Buddhist Tradition 543 BC

With thé'introiuction of Duddhism in the third century B.C.
the Buddhist system of educ tion came into being., "DBuddhigt education
sacred as well ag secular was in the hands of the monks".

(Mookerjie 1947). In Sri lenia Puddhist monks took educatlion of the
na.ion into their own hands. "The rulers of th? country as well as

the commoncrs were trained. Those vho aspired to become monkg or
teachers went to the monnstory or pirivena" (Rthuln 19¢G). Therefore

we can infer that moncateries served as the carliest centres of

tecacher trcining in Sri Lanka., Pupils learned throuch conctant agsociat.
~ion with th: teacher; in thesc monastericcs. According to lloorkerjde
(1947) "Conatant asgociation belween teacher and the taurht la vital

to educcation cg cronceived in the system".

Porturuese Period (1505 ~ 1658)

[hough the Tortupsuese tried to cstablish a systom of
eduction in Sri Lania there 1s no evidence to prove that they
tried to establish a system of tencher education. Teoachors wers
mostly misslonavies who were tralned 4in religlous institutions
of the west (luberu 1962).

\(L‘:'
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The 'nitech Feriod (1658 - 1796)

Among the public services of the Lutch, ecducetion took
e prominent place (Ruberu 1962). The first attempt to prepare
teachers wags made at the Scminary in Jaffnn which was established i
1690. The objective of cstablishins a seminary was "to train Tamil
youth os catechists precchers and teachers (llottau 1958). Another
" seminary was established in Colombo in 1696 (Ruberu 1962). Thae
curriculum in these institutions included lLatin, Grecl: and Hebrow,
Some superior students were sent to universities abroad %o be train
" as clercyiren, who later becamz teachers. The scmihary in Jeffna w2sg
closcd down in 1723, In 1747 a necw Seminary referrved to as a lorme
School was storted at the Company's lutch School in the old clty of
(Pettah) but his institution too continued in existence for only

a fev yrars.

The British Period 1795 - 1948

The British period can be divided into gevernl sub-period

Feviod froa 1796 - 1870

The British too took an active intercast in promoting edué1
in the Island., Iuring the mriod of Governor llerth (1798 - 1805) th
Colombo Academy vzmg established for preparins youth for the public
gorvice. The curriculum in the acadomy consisted of English,'lother
Tongue and subjecta thatmre common in Engllsh Semineries (Ruboru 1
However, definit~ proposals for provigion of teacher preporation wa
made 1in Maitland's $pe(1805 - 1811) by a comrnitice avpointed in
October 1809 (Ruberu 1962). These proposels were carried out ana C
Acedemy wag usad to educnte tix future teachers. Another significa
contribution to teachers education was made durring Sir Robert Browni

time (1812 - 1820). It was during this time that the Monitorial Svi

of tecacher training war introduced. (Ruberu 1962). This syotem wa

practiced in England at this time Brownrigp introduced this systom



some of the schoola (Sugathadice 1969). This was o syatem where

thiere wns one master in the schiool, e oelected a fow pupila who
became pupil teachers or monitors. 'These pupil teachers continued

to inatruct the younger pupils in the school., These monitors were
gselected by the liaster of the School and was cppointed by the Director
on the recommendation of the Incpector of Schools. They were paid

a monthly allovance. The master had to instruct the "monitors for

one hour a day. There was an cxamimdtion at the end of one year.

For each monitar who passed the examination the magter was paid
f5.25/=. The clze of the school determined the number of monitoro

appointed,

The monitors were expected to follow a four year course
after their first examination. However few monita's appeared for their
subsequent examinations es many vernacular tcachers mere deficient
in knowledge to prepare thom further, The monitor too had to spend
all his time tcaching and hnd little time to improve his knowledge
(Sugathadasa 1969).

furing the errly years the monitorial system was succeasful.
It helped in staffing schools but later it became evident that this
scheme was not entirely satisfactory (Cugathadase 19G9). Dut this
system remained the cheapest source of teachers until it was discontinued

in 1929, This was a beginning attempt @t school bnged teucher preparation.

During the early Briticzh period eny norson with a knowledge
of English wns thought to be satisfactory as a teacher. DBut the need
to train became avperont and some ettempts were mde to oet up training
institutions for teachers, In 1842 a 'llormal Uchool' providing for a
three year course of study was established attachied to the Colombo
Academy. This couise had 12 students. Thig courge was transferred to
Central School at Colombo in 1843. Later norm:l clesses were similarly

attached to the Central School at Galle and Kandy (Jaymauriya 1969).

Uy
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There viere nine nom*l atulenta in theae norm+l clinsea., These

students were chogen from the beat achiolara in the Central Schoola.

A norunsl school for troining Sinhala and Tamil tenchers were
started in 1847.v The curriculum concisted of religion, geogrephy,
history, arithmetic, geometry & writing (Sugathadasa 1969). In
1847 the normzl clﬁbs of English leachera was acbandoned but the

normal class for vernacular teachera training coantinued till 1858.

By 1858 all normal institutlions of the governmont was
closed down due to finrncinl stringency and by this date therec were

no gtate institutions for the traoining of teachers.

However, parallel to the State Bys%cm of teacher prepazration
the miscionaries had estnbligshed their own system of training teachers.,
The sources of teachers were studenta from Superior schools (upper
secondory) and from monitorizl systom. They mezintained & number

of vernacular troining schools attachod to the superior schools.

The lorgan Commission (1867) recommended the establishment of
Department of Instruction aml also of a teacher troining school.
(Ruberu 1962) As a result a llormal School wes established in 1870

to overcome the deficiency of competent teachers (Sugathadosa 1969)

Perio! from 1870 - 1947

The lHorml School provided courges in Sinhala, Tamil and
English., In 1874 it became a residential institution Recruitment
was on the rccomnend:tion of leads of Schoola, At this time there
wvag o chanse in government policy of leeving Enslish Education to the
missionaires and in 1884 the Colombo Hormal School wag discontinued.
The students were attached to Anplo-Vernaculer Schiools in Kandy and

Bentoto.

The institution established in 1870 rendered a great
service to the course of teacher training in the 4islpd during this

period,

In 1880 grants were given for private trainilne colleres
initinted to encourage missionnry effort in the establishment of
teacher trainiw: inatitutions. In 1896, the Director of Fublic
Instruction bin pointed the detorioratlon of the astandard of
Enslish education in the country.due to absence of proper teacher

trainine fncilities.
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Clacaificntion of Tralnin: Schools in 1900
School llo. of Students

Roman Cetholic 2 12
\lesleyan 3 17
Church of Zn'land 3 11
Buddhist - -
American 1 09

Gov. mnmcat 2 . ?

Female Schools 4 10

The deteriormtion af Eﬁclish educntion resulted in the
opening of a new Teacher Trainins College in 1903, Students were
admitted to three streams to suit the three type of schools, English
Anglo-Vernacular and Sinhala Graduate teachers were recruited to the
staff at firgt there were only males. The curriculum consisted of
principles and practice of teachins, and academic subjects vith
emphasis on the former. In 1916 a training College fo- Tamil students
wverc sterted ot Kopay. In 1919 the government rcalizing the inadequacy
of training facilities for Sinhala trained teachers, a training

school was started at Honalatgoda (Jayasuriya 1976).

In 1920 supply and training of teachers was placed under
a geparate officer of the Lduc:tion Department, In 1929 the oystem
of owards Teacher's final Certificeto was started, In connection with
a rural scheme of educ~tion inaugurated in 1931 two rurual training
coentres were gtarted in 1034 ot Miricoma end Velitere., Later o third

was started at Girogama (Jayasuriya 1976).

By 1939 the following tecacher treining institutions were

functioning (Jnyasuriya 1969)

Tvpe of Tiaining Colleres llumber
Engliah Tralning Cnllego 1
Sluhala an!' Temil Treeining Schonls 19
Rural Training Centres 02
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The Bnglich Tmmining Collers waon o government institation end wes
populsrly known ag the Gavernament Troaining Colloce, This Collere
prepared tenchers for the Znclish gchools but hnd a section which

prepared terchers for the Sinh-ln Schools.

The Sinhala and Tamil Treinling Schools monoged by
denominational bodies prepared teachers for S8inhala and Tamil
Schools. Two training colleres establiched to prepare tecchers

for the rural schemes too were government institutlons.

Adiniasion to all the teacher tiaining institutions was
on the basis of written exeminntion or interview., Admission was
open to persons who hed pansed the London Metricul-tiosn exzaminttion

or the Caubridse Senior Exnmin-tion or the Senior School Certificate

(Jayasuriya 1969)

In 1239 there were no facilities £9v professionnl

treining to university groductes.

From 1240 - 1943 the.e was 1ittle éhwm:c except for the
conversion of the trmining collesecs ectablighad for the trining
of tecchers for the rural scheme to ordinary.training. Intcrest
Awus waning in Rurcl Scheme of lLducatlion and in 1942 Theccntre_at Girccamd
for troining of teachers under the rurcl scheme was converted to a

¢

trrining colle ¢ of the conventi:nnl pnttern.

' The leonnangnra Comr:isaion (1943) rocormmended that "all
tenchers of the future chould be treined', notins theot a handful of
the graductes employed in schoals Ind not recelved cny kind of
professionel tmining., It olso recommended that the differences
of English and Swabasin teacher shiould be done away with by the
abolition of undesirable labels of "English and Vernzccular
teacher" and theoy sur;ested that all teachors should be accorded
a statuc in accordance with tlo educationzal attainment, qualification
end experience. The committee too sugpeasted that curriculum be

of four mnin scctiona.
(1) The study of the theory of education
(2) Study of Iiicrti-nnl Poycholory

(3) Tho practicoe of educatlon

(4) General Metheds and Specinl Subject Methods,

W\
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They also rccommended the establishment of "pfcctininu ochools"
ettached to troining collerns., For tle non-prndunte they
recommended a gingle type of troining college and for the graducte
tecchers they suggested tie estoblishment of o Deportment in the
University that would talie charge of thier trnininﬁ. The further
continuction of the grant-aid to denomination:l schoola too was
recommended. For practical subjects, they suggested the Ceylon

Technical Collcge as the proper institution. (Jayesuriya 1969).

In implementing the Hannangara Reforms on Teocher
Education the coursefor primary and junior tcacher was made for
a duration of two yeara, During the first year academic studies

in ordinary school subjects were done. Profassional studics done

during the gec-nd year included the Thoory of Hducotion, levelopment

of Lducrtion in Sri Lanka, child Paychology, cnt genorel and special

methods, Teaching practice was carried out in both yeors.

In 1947 the situction prevailed with regord to Teacher

Training in Sri Lankagnon-graduantes is as followa.

Period from 1947 (Fost Indevendecnce Era

o, of Students in Trmining Colle-co 1947

len women Total
Governmont Tizining Collerca 617 198 815
Assisted Training Colleges 300 © 1 462 762

Troinin~s Ingtitutiong ~ 1947

Government Inctitutions

Lnglisch 1. liahnarrpama Troining College

.Sinhaln Tomil
1. Miricama (liixed) 1. Palalei  (llen)
2. DBolopitive 'Hixéd) : 2, Kopal (“omen)
J. Girazoma (len) 3. Batticaloa (Men)
4, Polgolln (oman) 'ar " (Vlomon)
4. Alutgonn (Lualim Samen)

5. Addlachclimnai  (Musli;m ten)
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Agsiztod Trminineg Collojes

Sinhala Tomil
1. Musacus 1. Soiva
2. Nittambuwe 2. Ramanathen
3. Bolawalana 3. Parocmeshvera
4, 'Tennepypuwa 4. Colombogam
5. Maggona 5. Illavalan
6. Peradeniya 6. Augustine

The existing teacher treining institutions trained tcacﬁers for

two levels.

1. Sceondary School Teuchers

2, Primrry cond Jjunior school tecchers

Secondary trzined teachers werc trained at Government Training
College, lalnrogam. It was a two year course. In the firat
yeer the students devoted a greater part of their time to learn
acedemic subjects. The sccond year wog devoted to pedegogicel

viork.

The primry ond Jjunior school tecchers were trained
in 22 troining colleges out of which 10 training colleres wero
Sinhala Medium and 12 were Tamil Medium. (Ceyrlon Adm. Report

1947 Port VP A 23)

At this time therc crosc a neced for specinl cources
in teacher educntion. The Kannangara Comtiszion surgested that the
Ceylon Teclinical Collcgo[?ﬁ: prover institute to organize cources
in technical subjects. A two year course in vocotionel troining
was started at the Ceylon Technical College in 1948 (Jayunguriya 1969)
Another trmining Collere for Arts end Crofts was started in the
Bsame year at the government school of arts and crofts. In 1949
a tredning colle e was start.d to trein tecciers for the
Rindergarton., By 1950 there was a two yeor course in training
for tenchers of ngriculture at Feivdeniye and Fundrsnle (Jrynnuriya 19¢
"The atridents to follow the tuo year cours? i arcriculture nnd
olso lectures in Dotany, 4aola:y, princinles and mthods of teaching."

(Al 1950 - DuLill il llovwea)

W



I» 1953, "The training of vocational teachers was transferrsd from -
Ceylon Technical College and the Government School of Arts and Crafta
to the Government Training College at Maharagama.s' (A R 1953 P.A.21)

This wes the begiming of specinlized courses in troining collegesa
(Sugathadasa 1969) Specializncd training was centred at Maharagama

extended
from that date till it wcs[}o the other trainlng collegoo later,

In the some year a two yeor course wag sterted for the training of
Scicence teachera. These teachera were expected to specinlize in
two of the threce subjects Physics, Chemistry and Bilology. In 1954
a courso for training of Mathem:tics tcachers wao ntortqd at

Maharagoma.

The same yecar the two training colleges at Mirigoma and
Palaly werc converted to "llational Training Colleges" and were reorganizet
to provide a 6 month course in practical treoining for male trainces,
The cours? was organized under four headings
1. Occupation agriculture, handicraft, Building Construction
2. Health '
3. Study of the locelity
4, Music dancing and art

It was '"apecinlly designed to give the teccher a training in practicel
subjects and methods of correlating practicnl worl: with the normal subjec

of the cur:fculum. (Administration Report of the Director of Education P1

This experiment however lested for o short whille nnd they reverted to

former status as primory and junior tralining colleges in 1957.

Extension of specialist courses at Mohaegama continued with e
caurse ‘or llandicraft teachers (1955) Englisch teachers (1958) Comnerce
(1960) and llome Scicnco 1957. (Sugathadasa 1969)

In 1958 the principle of"full pay" traininc wos introduced.

Lvery student enjoyed full pay study leave.-
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An ansisted syogtem af teecher tralning institutlons thrived
side by side with the govermment institutions in Sri Lanka, This
vas the result ol missioncry effort in educction., As indicoted
earlier tiex government granted aid to these -training colleges. This
grant-in-aid system was continued till 1960, Since the Kennangera
Commiszion recommended that training collegrs controlled by denominatic
bodies should continue to be assisted from public funds. By tho
Asalsted School and raining Colleses Specinl Provisiono Act llo.5 of 1¢
the asgisted training colleges which were under the monagement of varie
roeligions denomincotiong come under the control of the Director of Zduc:
This paved the way for uniformity in all trcining colleges."It was fron
this year that a common curricutlum could be impnlemented in all training

colleges as they came under the government ( Gunawardena 1972 ).

In 1960 the curriculum of the gcneral course consiasted 12 comg
~-xry subjects with two optionals., The curriculu, of the gpecicl trainir
course concisted of B8 compiilsory subjectc one optionnl gubject and the
speclolity. Thes? curricula were chrnged as in ctoges scince the Hlationt
Bducation Comriizsion pointed out that "the curriculum was very heavy'.
In 1963 the cirriculum in the primry and Junior teacher trnining

colleges was changed. (Circular No,T.C.1/337 8 Oct 1963)

To obtain a pass a
teacher troince had to be guccescful in principles of education,
Educatlonal Psychology, Languge and litercture and teaching practice
with a pass in two other optionnl cubjects, This was chanped again
in 1967. lline subjects wore made compulsory with two optionals at the
examinotion, " However, the student had to study 5 general oubjects
which were not teaoted at the finel exomination (Gunawerdena 1972).
The curriculum was changed egoin in 1970, The student g expected
to offer 5 compulsoricg one opticnzl, oneo otheur,

Educztional practice was also e compulsory component and more time
was alloted to it, Teoching proctice was cliinged to shool practice

and moro emphasls was placed on school based troining.

In the 1960's the cnncept of teacher trolning too was
chanfed to "te-cher educcotion." Circuler lHumber TC/1/19G6/1963,
Specifically declared that in future all tecchor institutions ghould
be known as Ingtltutions for teorcher educatlon end not ans Inantitutlons

for tecocher tralnling.



Ginee 1YL0 TreLnsag i te caers vel uller o gceporntn gyarp
officer. In 1947 a separate Tf:ining Collc: e Dronch was gat up but
till 1966 this was a part of the responsibility of a Deputy Director
of Zduc-tion, In 1966 the troining colleges were placed under 8
separate Director of Educatlon., In 1966 the training colleges were
placed under a sgeparate Dircctor of Zducation at the Miniatry of
Bduc’ tion., (Sugathadasa 1969)

In 1970 a postel training course for the training of primary

trelning teacher wag started. It wag of threc year durntion.

Period from 1972 - 1')ﬂOg

In 1972 tercher education for non-graduc.te terrhers was organized
into 3 different trpes,
1. Two year Generzl Course to prepare primry school teachers.

2. Two year Specianlist Cou:ses to prepore junior secondary school
tercher in  gzcicnce, mathematics, com:erce, hanlicreft,
home sclence, opriculture, aesthetics, ~hysical educntlon, Englis

and  special education

3. Three yecar postel treoining courgn for primeyy trained terchers

Type of Teachers Collerec llumber

General Traininz Collcges 20

For primary te:chers

Special Treining Colleges 8
(Aesthetic, Agriculture, Maths, Comierce,
tiandderaft, Home Scicnce, Englich,

Phynicnl Fduc'.tion)

1S
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In 1975 the distinction between general and specialist
courses was removed, After this date all courses were considered

equal and the disparities in salary were removed.

In 1979 more emphasis waa placed‘on school based training
and a new type of sandwich teacher training was introduced. It was
known as a Alternative Fedd and Distributional Teacher Training

(AFITT).

Earlier the teachér training course was of two years duration
with teaching practi€e in between, After the new system was'introduced
the duration of the course was extended by another year,

~ (Circular No, Teacher 4/77/09/12/1974).

Periods of institutional training alternated with training
in the field. In the three years 6 months of field training
alternated with institutional preparation., This emphasized that
training in the field is more important than training at the Teachers!
College. The scheme was abandoned after 2 years and the system

existed earlier was reintroduced,

A circular issued in 1981, introduced a new feature whereby
the trainees had to undergo one year of field training after the 2
year Institutional training period.
(Circular llo,T/E/12/324/81).

Period after 1680 - Emergent needs and new approaches

to Teacher Education,

The shortage of trained teachers and the inability of existing
institutions to meet the demand was one of the major issues facing
teacher education in the 1980s, There was a backlog of untrained

teachers at every level,



Mo, of llo. cf o, of llo, of

Year Sludents Schools trained teachers Untrained techors
1983 3460375 9575 76627 50853
1985 3646000 9634 82052 AC762
1987 3833159 9714 . 79964 58420

MOE School Census - 1967 (Provisional)

The existcnce of a huse backlog of untrained teach:rs had rany

adverse effects on teacher morale as well as quality of teaching.

The Report of the Education Refnm Committee ~ 1977 comment ing
in teacher educaticn, noted that in Sri Lanka, 38.%% of the teacher
work force was untrained, out of which 57,000 awaited institutional
training, However as the table indicates there was a severe deaxtih

of institutional accomecdation for teacher training.
=

Untrained teacners subject—wise and vacancies

for initial kr:uinin:: at Teachers Collerng (1980)

Subject o, Untrainnd Availability of placen
Scicnce & Mathenatics 5806 2500
English 2275 500
Primary 30071 2500
Others 23517 500
32707 6100
(Source - Depart- opt of Tknatisticr - dinieizy of Zdusaticn,)

while therz was a need for expansion of opportinities for
teacher education, there was alse n dearth of teachers in schools
whicl made it difficelb for them to relecase teachess awniling training

to follow full time institutional training pregrgmmes,



Along with the rising need for quantitative expansion of
training opportunities, therc was also a growing concern about the
quality of teacher education and the need to improve it. Referring
to institutional training provided at Teachers' Colleges, The
Educational Reforms Committee pointed out that "the inputs into
Teachers' Colleges are massive; yet the question must be asked
whether the end product is commensarate with the outlay," The
committee attributed the failure of institutional training in recent

years to the following factors,

1. Administrative ineptitude
2. Unrealistic curricula
3. Poor student material

4. Low-grade teacher education

The static nature of the teacher preparation institutions has
contributed in a large measure to lack of quality in their end products,
According to one observer, "Teacher education programmes were mainly

academic in content, elitist in form and classroom focuseed in structure."

(Ekanayake 1983),

Another weakness in the existing system which became a focus
of general attention was the apparent lack of close relations among
institutions concerned with teacher education. The Educaticnal Reform
Committee draws attention to "lack of close and cordial relationship
between the Universiiy faculty of educatien, the Curriculun Levelopaent
Centre and the Teache;s' Colleges in a collective natioral effort to

make the National Education System relevant to contemporary society,"
The post 19070 era saw a number of notewsrthy developments,
some of which took place partly in response to tle nceds and problems
that arose during this period.The scope of training provided ih the
Teachers! Colleges cxponded with an inerecase in the number of cources
provided.On the other hand the number of Teachers Colleres decrecaced -
from 28 to 15 by 1973.There was alco an apparent decline in the patronage

provided to "'eochrrs Collepns.''stoblisiment of 6 Colleprs of "ducniion

«1
'~
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to provide pre-cervice teacher nduc~tion to thoce vith GeCeZe(A.L.)
qualifications,closing dovn some of the existing Teachers Colleges

was another sigrificant development.Distance Zducation progrommes -
for the traininf of primary school teachercs and beachers of mathematics
and science too were statted by the llinictry of Education, which later
became the resrpornsibility of the newly established lational Institute
of Fducaiion,Thus by 1908 there were three modalities or strategies of
Teacher Education catering to the teacher ecducation nceds of primary
and seccondary school teacliers.Teachers Colleges and Dictance Education
programmes catered to those in service while the Colleges of Education
provided pre-service troining to new teacher recruits.All three modes

of teacher education were mcant to provide imitial training. .

L] -

Short term teacher educatien programmes for teachers in
service were alzo bequn during thisc reriod.These were conducted minly
for curriculum orientation-for orienting teachers to curriculum changes
that took place from time td time.They were not conceived for updating
professional slidlls of teachers. In short teacher education was not
organised as a contiruous process and there were no systematically

organised contiruing teacher education vrograrmes.

N
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Current Teacher Fducation Prorramnces

Initizl tea:dhier education procrarmes available in Sri Laniia at

present can be grouped into two broad categories:

(a) Hon graduate level teacher education progrommes

(b) Graduate level teacher education programmes.

Initial teacher education cources for non graduatec teachers are

provided by

(a) Teachcrs Colleges

(b) Colleges of Education

(¢) Institute of Distance Education -Il.ILE.

(d) Iigher Institute of Znglish Zducation -il.I.Z.

Initial tecacher educaticn courses for graduate tcachcré are
provided by '

(a) Faculties and Departments of Tducation in Universities

(b) Institute of Teacher Zducoation - N.I.I.
llon groduate ».vel teacher education programmes

Teachers Colleges provide initial teacher education courses for
non graduate tcachers who arc in service.These teachers are entitled to
seex admission to any of the specialist courses available in Teachers C
Colleges dpending on the subject arcas offered at the G.C.7.(A.L) and
G.C.Z.(0.L) examinationc. The courses of study available are, Primoary .
Education, Znglish,Sciencecllathematics,fpecial Iducation,Social Studies,

Sinhalesc,Aesthetic Studies, Handicraft and Thysical Tducation.
Colleges of Zducation rerrocent a new develerment in the cphere

of teacher educnticn in Iri Larkin, The llinio-ry of Tlucmticn accepted

the policy of rroviding pre-service training to . . ncu teaci:ier recrulis

before being appointed as teachers.In 1985 six of the Colleges of ducation

were established .Two of them were for Frimary Zducation, one cach for S

Science and Mathematics,Z Vish,Fhyzical Lducation and Religious rducnition.

In 1986 anotherCollege of Cducationwas opened for Science and lat!:ematics,

Primary Cducation and llome Science.

The third modality of initizl teacher education available for
non rradunte teachers is the Dictonce Eduention Progromme offrred by the

Institute of Distanc Zducation of the latiornal Ingtitute of Lducation.

praz
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. . :
The Distance Education Programme offers courses in Science/athematics

and Primary Education.

TheHigher Institute of Inglish Fduca’ion of the llational Institute of
Zducation conducts a number of initial in service teacher trzining

courses in English

Graduate level teacher education progrcmmes

The teacher education courses for graduate teacheors are
provided by mainly by the universitins.The Open University conducts a

teacher education course for graduate teachers through the distance mode.

These courses are designated Post graduate Diploma Courses in Zducation.

, The Irstitute of Teacher Education of the Hational Institute
of Education also offers an initial teacher education course for graduate
teachers leading to a T'ost Groduate Certificate in Fducation, It is
a correspondence couvrse sup orted by recualr contact cescicus. The fullf
time study cources ccncicted by the faculties and Dernortmeonts of Lducotion

ne year's duraticn. while the nort time courses

]
(o]
t4H
o]

in Universitier ar
are of tuwo yeorg durction. The cources ~aterials arc alnoct simil-r in

211 :thh Fe cour:cse

In service Shert time Cources

Otlier thon £ ace initizl Te~cher “ducation Cources, there are o nunkter of

in service short teris Teicher Iducnbtircn cources avoil~ble for function

teachers which ~re conducted by variouc component Crits of the IIRE

ilamely;
(a), Wi Primery Unik.
{or. Clofemze iniinoont
(¢). Xucriion “echrelegienl unit

(d). tfestietic Cducatizn Unit.

.

(e), Lang. Reliion and foci-l Studie

(£)., udio Vicurl medin Unit.

T

(g)e ID ard

(a). Teciie Xucation Unit,
practicins teochers 1o

The ir-service ~ducnticr of te clicrs in carried out LP”OL”PZ“F cracially

celected for Ll rurpocze e desirnoted in rervice odvi:ieors or narter

tonchers Thece advirers are traired by the Curricvlun - Develernept

Divicion c¢?7 &» 1112 . 'Who in cervicer courninn are mornt {~r terchirs

vortzing in ¢1) gride devels of the selc 13 prim-ry (Te~ra 1 - 5) Jeceordrry
. 3\

(LCurS G - 11) cre Collepiate (Yerrom 12 unel 930,
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Teacher Education Propromme in

Teachers! Colleges

The present teacher education courses cater to the
needs of a heterogeneous group of trainees with various
abilities both in academic qualifications and teaching
experience. In academic qualifications, they vary from those
who posses the minimum G.C.E.(0.L.) qualifications to those
with higher qualifications such as G.C.E. (A.L.), Diplomas in
special subjects and General Arts/Science Queliting certificates
from Universitiea. In teaching éxperience they vary from a

minimum of two years to even up to about twenty five years.

The three year teacher training programme was started-
in January 1981. The first two years are set apart for
institutional training in a teachers' college and the third year
an internship period of full time attachmeﬁt to a school. The
trainees sit for the final external examination at the end of
two years of institutionsl training and before the period of
internship. The results aroe  released only after the

completion of the internship.

From January 1988 the duration of the teacher training
programme has been broughtdown to two years, without the internsh
The trainees complete their training at the end of the zgars;nﬁ'

two years of institutionel course work.

Diffaerent Fropgrammes Available

According to the Special Committee Report On "Curriculum
Reforms in Teachers'Colleges 1980", The Teacher Education

Programmes are determined as given below.

All teachers are now given "General appointmentsa". As
such their areas of specialisation at the training Collegns
are based on their academic qualifications, aptitude and the

needs of the teaching gervice.

The arezs of sracilalisation are:-



1. Aesthetic Education 9. Mathematicso

2. Agricul ture ' : 1¢. Scilence .

J. Arabic 11. Mother Tongue

4. Commerce 12, Physical Education
5. English Language 13. Primary Education
6. Hondicraft 14. Religion

7. Home Economics 15, Soclal Studiles

8. Link Language 16. Special Educetion

fiith the introduction of the District Service Scheme
for teachers a large number of Graduate teachors were appointed
to schools in most of the districts and these teachers started
teaching subjects like Mather Tongue, Social Studies and
Commerce in the Junior end Senior Secondary classeas.
Till then in most rural schools these subjects were taught by
Truined Teachers . With this chanre those tenchero who wero
trained in Mother Tongue, Social Studies and Commerce had to be
cofifindd to Primary clasaea mith offect from 1985, The three
programmesa, namely Mother Tonpgue, Social Studies and Commerce
were scrarped. Jimilarly the Link Languarge course ‘¢ too was

scrapped in 1983.



Proaramme Obiectives

The objectives of tha tenc
do nct appesr to have been

study on the objectives of

her education procramme of teachers colleged
formally and oxplicitly stated anywhere . A

teacner clucntion in Sri Lanka refers to thi

drawback in the <followin;: terms;
" jlost ol the teacher education prosrammes introduced
in Sri Leniia are based on arbitrar; decisions. ilo
effort has been mode to identity mecninslul onl specific
objectives. Within a period of five yenrs (1977-1932)
{rmchicr cducatvion procsramme waa reviscd on three occasions.
But{ there is no evidence that thece changes vwere meade in
accordance with any analycis of objectives".
(llarunasena L., 1981),
Hovevar, from n study of curricular materirls nd Clrculsrs relatod te
tecachcrs Collcpge::one coul’ doduct the following list ol ob,jectives.

1).

2).

3).

4).

al

Ly

To enable to tcachors to understand the physic nental,

Social anl emotional developmznt of the childr2n,

To moke tne teochers avare of the teaching learning

process

To enable to t~chers to 2cquire the nceceszary skills

~
Ca

in selectling the appronrinte lu'rning anl teaching

thie relevant ficld.

material in

To help the terchirs to adont the correct methodolorsny

in thie claccrooem.

5). To cnable t: tovchiers o ildentif the indtividon
di:i:?crcssamﬂn e sborlents ani Yo anrre ecut ronclin
Ml T Ll

6). To wnable iz tenchers to ef.ect the personzlity develop

7

).

ol the ctudents,
Yo enable tiie tonchiors to develop thedly oun nerconnlity.

8). To ruiize the toachaers aunre of the different evaluation
methods and praclices ona their dillerent uses,

7). o cunable the tenchiers to levelon inter - personel
relationgaing anmons stuients ant amonyr: sctuients and tench

10). o hieln the texchers Yo follow o~ co'e o. ethic for
thnnselves,

L\
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II.
III.

Iv.

VI.
VII.
VIII.

IX.

(5)

II.
III.

IV,

VI,

VII.

=0/

Teacher Personality Enlightement at a sccondary level

Development of professional esteem;

Proficiency in a second language;

Proficiency in Strategles of Subject - Studyj

Understaqdiné regsources in the School invironment;
Understanding soéiological foundatibns of educationg
Understanding the structure of national syetem of educgtion;
Developing interests 1n learning of subject matter;
Undersfanding the school curriculum;

Training in 3chool Tcacher relationgsg

Development of healthy attitudes in leecrning of subject matter;

Understadning professional rights.
Facilitate Understanding the Foundation of Bducation.

Development of Knowmledge and Skills in Subject matter;.
Understanding current world education;g

Understanding Administration of the Schoolj
Understanding School and Community;

Training in Community relationsj ‘

Understanding Philosophical foundnéions of education;

Understanding historical foundations of educction.
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Curriculum

According to the Special Committee Report on "Curriculum
Reforms in Teachers'0011989521980" all trainees are expected
to follow the compulsory subjects listed below.

1. Principles of Education
2. Educational Psychology and
Mental Measurement.
3+ Mother Tongue
4. Ré%}giop
* 5. Physical Yoga and Mental Health
%. General English.

The course of study for each of the special arees is
subdivided into four segments .or subjects, - one of which

is teaching methodology.

Example
Specialising arca Subject
1. Science Chemistry/Physics/Biology/
Sclence Methods
2. English Language/Litorature/Functional
Grammer/Methods.
3« Primary Education Mother Tongue/Environmental

Studies/Mathematical Jonceptual
Povelopment/Primary Teaching Methods,

All trainees in addition are required to follow courses
in at least two "minor" subjects which they are asked to seloct .
as iindicated below. The 1st minor mill be a subject in their
own area of specialisation which nill equip them to teach at
A.Level, 1e. in grades 11'and 12 or in the tase of English in
grades 3 - 5. Tho second minor will be a gsubject out of their
specialioantion area and nil)l equip them to tench injy gradeso 6 -8
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The selection of the two 'minors’ will depend on the facilities

available in the respectivel Teachers' colleges.

Example

Specialising area

1. Scilence

2. English

3. Primary Education

18t minor

Chemistry/Physics
Botany/Zoology

English Language
A.L. or Frimary

‘other Tongue/
Social Studies

2nd minor

Maths/Home Science
English/Art

Sinhalese/
Music/Social
Studies

Science/Maths/
English

In exceptional cases both "minors" may be teaching subjects

in grades 6 - 8 but outside the specialising aresa.

following English only one "minor" can oe allowed.

Fcr those

The followming changes in the curriculum were introduced

with effect from 1982..

Course Recguirements.

1.0 Professional courses
1.1 Principles of Education

1.2 Education Psychulegy

2.0 Grneral Education

—

o
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2.1 Compulsory " Alternetive
2.11 Mother Tongue ' 2.f4 Sociel Studies
(Sinhala/Tamil)
2.12 Religion (Buddhism 2.15 Mathematics
Hindulam 2.16 Aesthetics and
Islem Creative activities
Christianity)

2.2

3.0

2.13 Henlth and Physical

Education,.

Selective Minor (A subject which does not come under

academic area to be selected)

2.21 English

2.22 Aesthetics - Art/Dancing/lusic

2.23 Agriculture

2.24 Second Language (cther than Englioh)
2.25 Home Science

2.26 Mathematics

2.27 Science

2,28 Social Studies

Academic Arca - 4 sectlons
Example

Sclence 3.1 Methodolocy

3.2 OGcience
3.3 Chemistry
3.4 Fhysics

Primaery Education 3.1 Frinciples of Primary Educetion

3.2 Mother Tongue
3.3 Mathemoticanl Conceptunl Developnent
3.4 Environmental studies



4.2

4.3

4,0 Other conoiderations
4,1 Alternatives for selectaed course

4,11 For language course instead of Mother Tonpue
alternative to be selected in Social Studies

or Mathematics.

4.12 For Religion courase instead of RNoligion
alternative to be selected in Social

Studies or Moethematics.

4.13 For Health and Fhyolcel education course
instead of Health and Physical Education the
alternative to be selected 1s Social Studies or

tathematics.

4.14 For Frimary course instend of notheor tongue

the alternative 1s Aesthetics and Creative arts.

Teaching Practice
During the two years of continuous ingtitutional training
two weeks to be set apart during the 2nd, 3rd, 4th and 5th

terms. Sessions during the 6th term to be set apart for evaluation.
Co-~curricular Activities

Co-curricular activities 2like sports and athletlcs,
Societies, Special Projects, Religious programmes, Drama and
music contesta, Oratarical contests, Field trips, Educational

tours, Comnunity Development projects etc. aro also included

¥
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in the curriculum developing on the type of courses conducted

by the respective Teachers' colleges.

English Language 1is also taught in all the Teachers'
collegos and two hours per week bave been gasigned for this
purpose but'English i8 not considered as a sBubject for the
External Examination .

;

Mode df delivery

Each Teachersa' college adopts various methodso in the

teaching, learning process. Methodolbgy includes the following:-

1. Lectures

2. Discussions

3. Demonatrationsa

4. Projects

5. Agosignments

6. Use of Audio-visual techniques
7. Micro teaching

8, Tecam teaching

9. Similaticn

10. Field trlps and educational tours
11. "Guest. ppegkers.

12. Community development projects

Orranizntioneal structure and manarement of Prosrammeg

Seven hours of Time Tabled work per day from Monday
through Friday giving a total of 35 hours of work :per week
is made compulsory. The number of hours of work for each subject

area 1s as follows:

Wt
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1. Principleg of Educction

2. Educational Paychology

3. Phyoical Educution & Heal th
4., Specinlised anrea 4 x 4

5. Roligion

6. lWother Tongue/Alternative
7. General Englioh

8. Minors 4

B\ -
N NN & a O NN W W

One hour 19 sot apart for the General assembly on Monday

morning while the other hour io for Library work.

The total number of hours for cach sabject <for tho entira

course has been aliocated as follonsa:

1. Principles of Education 240 hourag
2. Educational pgychology 240 hra.
3. Phyaical Education and Health 120 hrs,
4. Specialised area 960 hra.
5. Religion 60 hrs.
6. Mother Tongue/Alternative 120 hrag,
7. General English . 120 hrs.
8. Minors 240 hrs.

Out of the total number of hours per subject a certain

percentage is set apart for tutorials on the nnture of the awbject.

t fstl '
The 1iot of Teachers Collerea and the different ccuraes conducted

by each college o5 at 1907 nrn o5 followvs

1.

24

Anuradhapura T.C, 1«1 Primary Education
1.2 Scionce

1.3 Home Science

Bolawalana T.C. 2.1 Primary Education
2.2 Roman Catholiciom
2.3 Englich

]



3.

4.

Se

6o
Te

8.

9.

10.

1.

12.

13.

14.

15.

Balapitiya T.C.
Dambadeniya T.C.
Gampola T.C,
Giragama T.C.
Maharagama T.C.
Matara T.C.
Unawmatuna T.C,
(Galle)

Peradeniya T.C.

Aluthgema Muslim T.C,
(Tamil Medium)

T.C.
(Tamil Medium)

Palloly

T.C.
(Tamil Mediunm)

Kopay

. Addalechchanai T.C.
(Tamil Medium)

Batticeloa T.C.
(Tamil Medium)

3.1
3.2
3.3

4.1
4.2
4.3

8.1
8.2

9.1
9.2

10.1

1.1
1.2

12.1
12.2
12.3

13.1
13.2

14.1

15.1
15.2
15.3

Primary Education
Science

Mathematics

Primary Education
Buddhism
Agriculture

Primary Education

Aesthetic Education

Handicraft
Special Education

Primary Education

Home Science

Science

Mathematics
English

Primary Education

Home Science

English
Scienca
Maths

Primary Education

HHome tcience

Primary Education
Primary Education

Sclence
Maths

\W&
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16, Talavokelle T.C, 16.1 Primary Lduc:tion
(Tamil Medium)

Entry Procedure to teachers colle.-es

The courses are open only to non-grsduate teachers
Instructors of Teachers' Ceolleges and schools and circult
Educution officers who are in service are also eligible to apply

The teachers should have at least two years of service before

¢ Jering a teachers' collee.

Elinibility

Every candidate should posseas the folloning:=

(1) A good character
(11) Be a citizen of Sri Lanka
(111) Should be less then 47 years

©on January 1ot of a particular year.

(Lv) Should have pessed G.C.E. (0.L.)

in 8ix subjects including Sinhala/
Tamil Language, Arithmatic/Mathematica/

Commercial Arithmatics in not more than

trmo sittingo
(having passed in five subjects on one occazion
and pass at-least in one other subject on a subgequent
¢ccasion) or the Senior School Certificate examination.
or
(72 Should huve passed the N.C.G.E. Examination
sncluding First Language » and Mathematicso
with at least 'C' passes or Higher passges

in six subjects.
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Those teachers who are appointed under

the District Bervice 8cheme as teachers of
Science, Mathematics, Bnglish, Aesthetics,
Home Science, Agriculture snd Handicrafts
should receive reviews 1in the respective

subjects.

Those candidates who select the following courses of training

should posseé

the qualifications specified below in addition to

those given above,

Mathematics Courseas

One of the following

(1)

(11)

(111)

At least 2 credit passes at G.C.E.{0.L.) or
Senior School Certificate Examination in Physics
Botany, Biology, Zoology Applied Mathematics,
Cheﬁistry, tdvanced Mathematics, Elementary

Maths , Pure Maths and Science.

(Biology will not be considered along with

Botany and Zoology).

OR
At least two passes in the above subjects
at G.C.B. (A.L.)

Either A or B passes in the two gubjzcts
Science and Mathematics at N.C.G.E.

Science Course

Same as for the Mathematics Course

glven above,

Agriculture Course
One of the following

(1)

Two panses at Senlor School Certificate
Examination or G.C.E.(0.L.) in Agriculturo-
Chemistry, Boteny, Zoology or Biology

A\
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(11) A training in.agriculture in a government

farm for a period of not less than 8ix months.

(111) Either a A or B pass in agriculture at N.C.G.E.

Home Science Course
Ons of the following

(L) A credit pass in lNeedle work or Home Science
at G.C.E. (0.L.) or Senior School Certificate
Examination

OR (11) Either an A or B pass in Home Science or
Needle work which should have been taken up

a8 pre-vocational subjects for N.C.G.E.

OR  (1ii) A pass in Home Science as a subject for G.C.E.(A.L.)

Handiecraft Course
One of the following

(1) A credit pass in one of the pubjects
namely, Wood work, Ueial work, Mechanical
Drawing. Wenving or pottery at G.C.E. (0.L.) or

Senior school certificate Examination.

OR (11) Bdther an A or B pass in one of the
pre-~vocationnl subjects for N.C,G.E.
nanely, fcod work, Wetal work or

Mechanical Drawing.
2R Religion Courags
One of the following

(1) Candidates spplying for courses in Buddhiom,
Christianity (R.C.) Hinduism or Islam should
have passed the relevant subject at G.C.E. (0.L.)
or 8enior School Certificute Examination .

e
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(11i) Bither ari A or B pass in the subject of
religion at N.C.G.E.

Aesthetic Ccourse

(1) Four courses namely, Art, Music, Dancing and

fiestern Music will be conducted under this subject.

(11) Even if the selection for other courses is made

on the basis of seniority of the applicants
those candldates applying for the Aesthetic

Education Course will be meleoted for admisaion .
on the resuits of a practical test on the relesvant

subject.

Art Course
One of the following:

(1) A certificate in Art from the Govt. College
of Fine Arts (Three year course in Art)

(11) Teachers' Crawing Certificate
Sinhala/Tamil/English

(111) A credit pass in Art at G.C.E. (0.L.)

or Senlor School Certificate Examination

(iv) Either .an A or B pass in Art at
N.C.G.E, Examination.

Muslc Course
One of the following =

(i)‘Final Intermediate Certificate in Yusic
of the Sri Lanka Gandharwa Subha or the
Fianl Examination in Peradigas Sangeetha
Examination or Jathika Natun Sangeetha
Exemination,

(i1) Intermediate Certificute of the Govt.
Collepe of Music.
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o (441) Certificate in Music (Grade 5) of the
Horthern Ceylon Oriental Music Teachers'

Assacdiation.

(iv) Intermedinte certificate in Music of
ony recognised JIndian Institute in Music.

on (v) A crodit pass in Muoic at G.C.E.(O.L.)
or a pasg in lusic at G.C.E.(A.L.)

OR (vi) Either an A or B pass in Music at N.C,.G,E.

Eramination.

Dancing Course
One of the followming

(1) Final/Intermediate Cortificate in Dancing
of the Sri Lanka Gandharwa Sabha or the
Final Examination or Jathika NHatum

Saﬁgeetha Examination.

OR (11) Intermediate Certificate of the Govt.
College cf Dancing.

OR  (4i1) Intermediate certificate of any recognised
Indian Institute of Dancing.

oRr (1v) A credit pass in Dancing at G.C.E. (0.L.) or
a pass in Dancing at G.C.E, (A.L. Examination.

on (v)Llther-an A or 3 pass in Dancing at N.C.G.E.

Examination,

festern Music
One of the following
(1) A pass in Western Music at G.C.E. (0.L.) or

Grade (V) of a recognisod graded examination.

OR (11) Either 8n A or B pass in Western Music
at N.C.G.E. Examination.

«‘)l'é
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English Course

Candidates for the English course will be selected
on the results of an Examination to be conducted by the Ministry
of Education. The candidates should belong to one of the

following categories:-

(1) Teachers at present in service with
1st, 2nd or 3rd Clasa Engliah Teachers'
Certificate.

(11) Teachers appointed as English Assistant

Teachers.

(111) Teachers who has obtained a Credit paas
in English Language and/or a : credit pass
in English Literature at G.C.E., (0.L.)
or Senlor School Certificzte Examination or

a pasa in English at a higher exam.

ArabicCourse

One of the following -

(1) A pass in stages 1 and 2 of the Al-Alim
Preliminary Examination held by the

Commissioner of Examinations.

OR (11) A pass in the Finnl Examination of the
recognised Yadrass Institute.

Speciel Educotion Course (Sinhala Medium)
This course is comprised of 3 fields -

(a) The teaching of the audio handicapped (deaft)
(b) The teaching of the visually handicapped (blind)
(c) The teaching of the mentally handicapped

Te szpeclal entry requiremento are needed to apply for any
one of theoo courses. Any candidate may apply for one of the courses
with the goneral entry requiremonts.

Candidntes from the Pirivena and Assioted schools for the blir
deaf and mentally retarded ghould have conpleted one year of continuc
service as teachers.

“‘r(‘
e
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Scheme of Evaluntion

1.

External Examinations

The external examination is conducted by the
Commnissicner of Examinations in the ten subjoct areas.
A pass in this Bxamination is obtained by getting over 35
marks in emch subject. If a trainee falls to obtaln pass
marks in three or less than three subjJects then he is
doomed to be referred and has to sit only for thooe
subjects. If he fails in four or more subjects then
hoe has to sit the entire examination. An aggregate of over

500 marks will qualify him to be considered for a merit pass.

Intornal Examination

Internal Eveluation comprises 5 teats conducted

during the 1, 2, 3, 4, and 5th terms ags class room activitles
These tests are conducted at the sametime to a common time
table in all the Teachers' Colleges. The common question
papers are prepared by a special exeminations board consisting
of Principals and menior teachers appointed by the Director

of Education (Teacher Education). These tests are supported
by various continuous evaluation schemes designed by the
lecturers such as practical nofk, tutorials, projects,
aggignments etc. An average of 50 marks in the 5 teots is
required to entitle him to a pass while an average of over

65 13 required for him to qualify for consideration for a

nerit passo.,
Teaching Fractice

Four evaluations should be done during the 2. 3. 4 and
S5th termo. An average of 50 is necessary for a pooo while

over 65 19 necessary for consideration for a merit pass.



-y -
4, Viva, Project work and Presentations

At the termination of the internship the trainees are
expected to face an interview before boards approval by the
Director of Education:{Teacher Education)., They are graded on
their (1) Professional achionvements

(2) Presentation of assignments, Projects

(3) Other project mork assigned like teaching

alds, lessonx notes etc.

Certification

The award of the trained teachers certificete 18 based on the

trainee's achievemeat of the stendards laid down in the four under-

mentioned areas.

1. External Bxamination

2. Internal Examination

3. Teaching Fractice

4, Viva, Project work and Presentations at the

end of the one year internship period.

The f£inal mark for each of the subjeces.iBs determined by integra
60% of the marks obtained at the external examination mith 40% of the
internal evaluation marks. The finsl pass mark for each subject 1s

to be 35% and the gradings are td be as follows:

75 and above A Diatinction

60 - 74 B Very good pass
50 - 59 C OUredit pass

35 -~ 49 D Pass

oo - 34 B Fail

The pass merk for Teaching Fractice and Internship Evaluation Pry
13 50%. The certificate is awarded only after the completion of the L
ship trainees who are sit:ing for the Final Extarnal Examination at th
end of 1989 are not expscted to undergo the intornship.
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Teachers' Colleres in Retrospect

/

Teachers Colleges continucd to be .the most important institutions »
providing institutionul trainin: to non-graduate teachers in gervice,
However, with the adoption of a policy of recruiting G.C.Z.(AL)
qualified persons and providing them pre - service training in ilew
Colleges of iducation, it was considered timt Tea chc Colleges viould

? ?
10 longer be required, once the backlog of untrainzd tvachers were trained.
It was , therefore felt that what was required was suificient number of
Colleges ol Zducation to meet the troining needs ol an annual intake of ¢
nearly 3000 new teachers recruits., This also led to a general neglect

of teuchers collegses.

Tecachers' Colleges, nad changed very little over the years. Content of

of professional compoinents, nature of teaching practice, methods of
training did not cinnge substantially. Some of the changes introduced
did not last lons. This was true of the various eflorts made to improve
practice teaching, to intpoduce community oducation into the curriculum
and to use ncw techniques of training like micro~teaching, simulation

games etc. A notcworthy improvement made waich has survived to date ig

continuous assescments of the performance of teacher trainecs,

Prior to 1270's Teuchers' Colleges continued to be resideantinl institutiorns.
Relaxation of the residenticl reuirement during the early 1970'S iz also
congidered to have adversely affected the quality of lile and lecurning

in the Teachers' Colleges.

Pailure to follow a well plzanned policyr based on b experience gained

during the process o impliaentation, iniroductisn of freczuent chanzes in

2 roanazard rcannor withoaut givin alerr.te gcousliivation Y3 shoiw
feasibility, waliln: chuancer without fulisilling olne regui rements which

those changes called for, lack of a consistiesnt ant dlear nrocedure Tor
curriculum development, and curriculamevaluation, vide : cducationm 1

standards ol the touchner traines althoush the minimum gualification for
entry was G.C.i, (OL), relaxation ol the residentinl rule resulting in low
level of participation in both curricular and co- curricular activities,
lacl: of adequate teuching learning resources, conplete abience of
opportunitics and facilities for professional devolonment ol Teacher

“ducwiors and shortcominza in administration and maragement ol the ins-

titution= arz considercd to be some of the majoe rcasong, which account

1%



for the decline tihat was evident during the last 2 decades.

However, teachers' colleges will hcve to continue to share the res-
ponsibility for training of non-graduate teachers in service, with the
Distance Treining Programme. As the rejsort on evaluation of the distance
training programme points out many tcachnera would prcfef inastitutio
training if given the cholce and that there abo  Junt as meny who precfer
distance mode also becuase of their family responsibilities. Continuing
" pecruitment of non-graduate teacacers other than these admitted to college
of Zducation for pre-service troining, and the precence ol a backlol g

of untrained non graduate Teachers estimated to be around 40,000 by tho
end of 1998 will continuc to nlacc a demand on Teachers' Colleges for

many nore yecars to come,

A
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Teacher Education Programme in

Colleres of Education

Shortcomidga in the existing teacher education oystem
sere pointed out by a number of Committeea which looked into
educational reforms during the last four or five decades.
C.W.W. Rannangara 1943, J.E.Joyasooriya 1962, W.K.G.de Silva

1966,und iJjogoda Premarutne 1979 have all made recomnendation§
for quality improvement of te:cher educetion in Sri Lanke
(ickrameratne 1985) In 1981 a policy statement had  been
made in the ‘hite Paper expressing the idea that o new concept
.of pre-service teacher education mould be put into effect to
overcome many problems and short comings that the exlsting
system of. in scrvice teacher education had "the present
three yenrs course would be changed to a one year institutionél
course followed by a yeor of internship in selected schools,
taking into account that the minimum quelification for
recruitment to the teacher profession would be 3 paases in the
University Entrace Examination. The Ministry of Education
decided as g policy imperative that all the recruits to teaching
profesulon would be‘civcn pre-service initianl treining in teacher
Education before they are eppointed to uchoolaus teachers"
(Education Proposals forreporms 1961) "To develop cducation
the teachers quality should be developed. The professional
education that a teach05 obtains ,should be of a level where
the nationel goals and wapirations are achicved} those who enter
the teaching spservice should be able to face gsuccescfully the
chzllenge thrown at by the intelligent pupils in schocls and
to fulfill successfully the tesk of turning out the younger
generation into a fruitful human resource, the expectation is
to change the belief thet any body could eftectively ocarry out
the job of teaching g to select a group of people to the teaching
profession who have attained a hich inteligence 1level and to

Givo them professional educntion about the soivice that they are


http:V.K.G.de

going to embark upon

before they take over the task ox

tecaching (Ranil ilickramasinghe, Hon. Winister 1985)

In October 1985 five collepes of Education

namely -

1I.

III.

J’.v‘.

vI.

Loty

Sariputtao College of Education for
Religious Education.

Hopltlgoma College of Edunation for
Primary Education.

Siyane College of Education for Science/

Hathametical Education.
Fasdunrata Collece of Educeation for
English Education

llahavell Collene of Education for
Frimary Education

Srl Lanka Colleiie of Physlcal Education

Wwere officinlly established and the students were token in for

the new pre-service

(Inauguration Sourenir

Objectives

The objectives of the collere of educ:.tion are

teacher training programme,
1985)

very

briefly summnerized oz followg:

I,

To produce teachers prossessing the
necessary knowledge,skills, attitudes and
qualities in

in the field of

keeping with the pocls pet

teacher education

To
of ataff' ao

teacher cduc: tion in

contribut .. the professionel development

vwell ag the general standard of
the collereo of educntion
human

throuch the exchange of physical and

rasources ave. 1lahle 1in the colleies.
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9

To develop the standard of educ:ation in
the schools. ﬁround the colleges of
education through the development o:
their curriculum, teaching apparatus

and the supply of a guidance service.

To perticipate in educational reseurch with a
view to understanding the problems® of

education.

To contribute to community development

(Colleges of Education Handbook 1985)

Orpanization and llan., ement

power -

end

The

(1)

(2)

(3)

Colleges of Education are vested with the

to provide courses of study and training
progcrammes leanding to the award of degrees,
diplomas and acedanic digtinction® of

the inatitute which are recognized

as teaching qualificstions under the
llational Institute of Education Act Ho.28 of

19¢5,

to hold with the concurrence and under the
supervision of the Institute,examinatians
for the purpoge of escertaining students of the
colle e . mo have reached the atandard

wreseribed by the fngtliute £or the nweprd

e

o0& guch degrees, diplomas and acedenmic
distinctions
(Colleges of Educetion Act Ho. 30, 1986)

to conduct treoining courses and tenching

programmes for tenchers and other peraonnel

oo

?J
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in the education system and award

degrees, diplomes end other eccdenic

distinctions to persons who have

successfuly completed such courses and

programnes end have passed the prescribed

Examinations.

(Hational Institute of Educetion Act llo.28 - 1985)

The President 1s in overall char..e of the Colleges of

Education. Directly under the president are 2 vice pregidants;
the vice President (Administration end Binence) and the Vice
Fresident (Acadeuic) The president is also az -isted by a
Board of studica whose mzin function is to advisé him on
the maintenconce of discipline. To facilitote the efficilent
functicning of the collepe or Education it 1s divided into

two wings.

1. An Adininistrotion end £inance wing

2. An academic wing

The two wings function under the guidance ond supervision
of tihe two vice Fresidents. Vice President Adminisctration has
under him, Hoatel warden, Leccturer Coordinator, the Regiatrar

and the Inspector of works.

Vice Frcgidcnt (Academic) 1is in charpe of all academlc
gctivities and he 13 ascisted by two Deens who coordinate

thie activities of the lecturers on the one hend and on the

other hend the lecturer Coordinator who coordinatea the
activities of the Audio Visual section, the library, the Academi
Record Hooms end the Recrcation gection of the collepe (College
of Educatlon Hund Bowk, 1985; llenucl of 1lnstructions for College
of Educaotion, 1985)

tnrolment of Sludents

Only thoge who have pncsed, atleest on three nubjecto

in onc sitting ot the G.C.2. (Advanced Level) and who are

1
/)
\.ﬁtﬁ
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between the aie ranpe of 18 - 22 can scek admission to the
courses in colle(es of education. The married stuidents are
not entitled fo apply for adimis:ion to collcec:es of education
nor can they got marricg until 3 yecers of course period

is over. The admissions axe donec on the basiC of an Ihtcrvicw,
whevle specinl considcraéion is ¢iven to those who have agpeclel
achicevementic in acedemic end cocurricular activities, thoge
who have shown leadership qualities token part on social
gervice and community activitiea aond thoge who have held
poaltions of responsibility in their schools and community.

(Manual of Instructions - 198%)

The selection procedure has been such thet the students
with lot of potentielities uré being selected to collepes
of education. Almost all these students ere qualified to
gain admission to the University courses. 'I[he lack of
accomiodation in univ?rsiticn hes kept them out, However

they are qualified to persive university cducuation as external

studente.

The acodenic year of colleyies of educntion la f{lxed
from 1st October to 19th of JUly of the following year.
(Hand 3ook for collepes of Education 1985) The Calender

of the academic year is pgiven ns follaows:

w0
L
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CALT;IIDAR CF T ACADLITIC YLAR OF COLISG!3 OF IIDUCATICH

Term & No.of
Vacation from To Working
Days
First Term 1st of 21at of 67
Octoper December
Tara End 22nd of 31 of
H-Z1idays December December
Second Term 1st of 8th of 76
Jenuary April
Term Znd 9th of 20th of _
llolidays April April
Third Term 213t of 19th of 71
April July
Tarm End 20th of 30th of _
Holideys July Septuember
Total llo. of deys: 214

(Menual of Ingtructions o

for colleses of Educution, 188
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The day's T me Table given to students of colleieg of
education is the same for all the colleges and it stiputates

work from 0500 A.M. to 10.09 L'.".

The Daily Time Table for lieck Days -

from Monday to Saturday

Hours
05.00-~ 06,00 Viakeing; up and gettin: ready
06.00-~"06.30 Physicaol Fitneso exercises
06.30.- 07.Q0 -
07.00 - 07,30 Brepxfast
07.30 - 07.45 -
07.45 -« 08.09 ' Morning Assembliy
08.00 - 092.00 18t Fferiod (academic prosruamme)
09.00 - 10.00 2nd period
10.00 - 10.30 Inte:rval
10.30 - 11.3C 3rd period
11.30 - 12.30 4th pe-iod
12.30 - 13.30 Lunch Interval
13.30 - 14.30 5th period
14.30 - 15,30 6th period
15.30 -~ 16.30 7th perivd
16.30 - 17.00 Interval
17,00 - 12,09 Unscheduled Activities
18,00 - 1945 Dinner
19.45 - 20,07 -
20.09 - 22,29 Self Uthdy
22.30 Bed Time

(lanuzl of Instructlons for
Collepes of Lducmtion - 1985)



It is made essentinl thet the students chould bhe
residentinl duzing the session times, the objJectives beding
to'devclop attitudes for group nctivity to be: able to
take part in 'syctamatic and gpecific dailly activitieo and
to give con opportunity for 1l :the tralnees to be in full
participntion of activities organized by the collegs of

Tdtcation.

(manucl of instructions 1985)

This hos been a chanpe from the existing system in other
teachers collepes vhere it is not made compulgory for the

studenta to ve residential for the full period of the course.

The trailnees in the colley;es of education zre not
entitled for leafe during the term times. The traineec should
be in their hostels of reaidence on public holideyo and five
deys, so that they could perticipate in ectivities organized
by the collecye of education. Ilowever for very specilel reagong
the president has the power to pgive leave to a student for a
period not uxceeding three donys, on the recommendationo of the

Vice Fresi<dlent academic,

(Menual of Inatructions 19895)

The total work schedule in colleges of educccion ig
ascured to be planned with the objective of developing

bolenced perconalities 31 trelineces.



The Curriculum

Ihe curriculum of collej;ec of Education consoloto

of 4 ercaos -
i. FProfessionnl Education

1i. tiecnernl . Bducntion

1ii.Academic Education
‘ (Arca of specielisation)

iv. Unschieduled ectivitic:
(co-curricular activities)

Frofecusional Educutionrlncludes

I. Fsychological Foundations of Education

II. Ihllosophicel ond Gocloleglicnl l
Foundotion of Education

I1iI. Hecasurement and evrluztion of Lducation
1Y, Hducationgl Suidance end Counuclling

V. lrends in Educatlion |

YI. School and Comnunlity
YII. LBducntional lrectlces

tenerael Educotion includes

1. llother tongue
Il. EBnglish
IlI. Religion and Culture
. IY, lealth and Ihygsiczl Education
V. Acsthetlc Educntion
(Art, lusic , Lonclug) and

V1. Life Slills.
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Acadcmic Tducation includec one of the followiqg arcas ol cpreiali

I, !lathematics and Science. -
II. Primory Education .
III. English as a second language
IV. Heelth and Fhysical kducation
VY. Aesthetic Educetion
VI. Technical Educution

VII. liome Science .
v111 Religious Education

Unscheduled activities (co-curricular activities) Fncludes

I. Sports and Athletics

II. Cultursl Activities
I1I, Societieg and Cluos

Iv. Scoutinc end Cedeting

V. Self Learning

The total number of hours of work is estimated zs 2820

(Stoff Development Documen® - Developing curricula
for colleges of Education 1985; !anual of Instructions

for Collepes of Bducetion, 1985)

A novel feature in the proposed cdurses is what 18 given
as "Lducntional fFractices" " 'he genersl tendency in delivering,

moat of these materinls in the roundation Cources in Sducetion

yd ~
riec, ond

Q

is to prescent  them In the forms of avstrnct the
the student 1is cxpected to anply these thieories in concrete
educationel situotions. 3ut the leecp from absi:act theory to
concrete application becomes more difficult when the time

lepoe betwecen the acquisition of theoriticol knowled_c
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and its application in concrete situatlion is wider. Therefore
the need for opportunity for reculer and continuous practice has
to be recognized "Educationel P€actices" is an attempt to mee?
this need".
(Staff Development Document Developing Curricula for
Colleges of Educection, 1985.)

It is intended thet,for each of 'the instructional
courses, a "Folder" or a "Courso Manual" contalning the basic
materieln roquired for its successful dilivery be 2 provided

to the teacher educet.ors. The general format for course manual

is as follows:

Y. Introduction to the Course
II. Course objectives
III. Course content or gyllabus
IV, Teachinp Strategles to be employed
V. Course requircments
VI. Scheme of Evaluantion and
ViI. References and supplementary

reading materials.

‘The strategicas or techniques of teachings adopted
in cclleges of education are lectureu,,group‘ digcusgalions
Seminars, Debates, Teom -lfeaching, Nole playing,
Simulation observetion, Experimenting, Discovery
llethods end Diagnostic method (Séaff Development
Documents 1985) 1t ig an effective feature that
the lecture method hag been very much discours-ed ag a methad
of teaching atleast in some colleges of educution, while group
activity, discussion, project work and discovery - methods are

encouraged (Amaraguasekera 1907; Senadheera 1987)

A

fu( Q2
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Lvaluation Procedure

A combination of formative and summative  oyaiugtion
procedures are being followed by the colle;;es of education in
the asgeoament of student progress and finelly for the purpose of
certification. The system of continous evaluation "which is
- in force for total period:! of the course 13 being effected-by
means of ‘

Projccts/assignmehts,

Interviews

Unit Tests

Obscrvations ahd

Feriodical Examinations
The areas which are subject to evaluation are as follows:

I.5ubjects in Professional educetion
II. Subjects in General educatios
IIX.3ubject arcas in Speciml education
IV. School Prectices

V. Co-curriculer activities
VI, Persoﬁﬁlity and
VII.'Intcaruted Project

(Joard Faper llo.1 1987)

The continuous eveluation scheme for the firgt two years
of tne course 13 cerried out by the scademic stpcc under the
Supervision of thelaternal Zvoluation Commitiee which consiscts
of

I. The president of the College of Zducwtion
II. Vice President (Acedemic)
IIX. Deans and

I7) Two Senior Lecturcrs of the colleje.

(Board Faper llo.1 1908)

C{\
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The external eviluation of trainees,vwhich is effected
by means of a written examination 1s orpenized by the Inter -

College bBveoluation 3oard, consisting of

I. Chief Com-riiccioner of Collepec of LEducation
IXI. Tao represcntzative of the internel eveoluation
Committee of cnch Collepe of cducetion
III. All Iresidents of Colleges
IV. Commissioncer of Zxaminationso
and V. the Dircctor,of Institute of Teacher
Educatiocn of the lIE.

o3y the Irofessional Subject creo and speciel subject area

are subjecct to external evaluation by thq Intcr—bolleue Eveluation
Board and the examination i3 conducted by the department of Efam-
aminations on behalf of the Hational Institute of Lducation, which is
authorized agency for.holding examinations and awardiAg certificates
The weichtape between the internal and external evaluction isp°

to be of 50 : S0. basis.

The criterion for evaluection, weiphtage glven for
¢ifferent arcas and how tie external and internel marks are added
1

for the finaol evaluation are explained in the following table.

A



=\ 357 ) =

Allocation of marks for internal and externcl eveluation

Component of weishtane Internal External
Eveluation marks marks
1. Frofessional Educotion 05 500 1000
24 Gencral LEducation 02 200 -
3. Special Education 05 500 1000
4, Educational Frectice 04 400
5. . Co=Curftieular .. .
sctivities 03 200
‘6.  Personality - .01 100
T Project 01 100
TOTAL 20 2000 ~ 2000

(Board Faper {lo.01 - 1988)

Declsion regarding Internal and external evaluation will
be taken by the Inter-Collegé Evaluation soerd cubject to the
approval of the Academic 3ocrd of the ille, which normally directis
the Inter Collepe Zvelugtion Zoerd with regard:to the schemecg of
in%ernel end external essessaents leading to the awerd of

certific:.tes.

The scheme of eveoluation in colleres of cducation is
a new Teature which was introduced to the tencher educntion in tie,
institutional syatem. The schene of continuous gy juntion was first
introduced into teacher educetion in 3ri Lanka in the casc of
Distance [eacher LBducation. The first batch of tenchers who
followed the three year course of distence education pasocd out
in 1987 having successfully completed the internel and external
evaluction, procedures employcd by distance cducation.

The system of continuous evcluation hes had its cxpected

. f'zl. '
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effects, in the way of motivating the trailnees to achieve required
standards in gradings, successfully complete the required amount

of course work, and also obtain necessary feed back, and follow
up work. The lecturers and the administrato;s too have benefitwsed
by the continuous evaluation system in that they nave been able’

to carry out a better job' of work and in the long run i% has
brought about an - overall quality development of the Teacher
Education Course. The results of the internal and external
evaluations carried out so far stand propf 0f success of the

8cheme.

Internship Period

At the end of the two year institutional tescher
bEducution Course within the colleges, the teacher trainees have
to undergo a period of internship before certification. The
internship i3 one year full time attachment to 8 given school
under the direct supervision of the Principal of the schuol
and a competent teacher from the same school (Scheme of

Assessment of Internship 1987).

Putting into practice the.theor-tical principles learned
whilst in the institution;making ,’the trainee enable to get
first hand experience in understanding the child for the purpose
of facilatating learning to him, getting first hand experilence
in using teaching aids and other resources in the classrooms,
gerining experience in constructing and administering appropriate
attalnment testa, give an opportunity to the trailned to organize
and implement prograzmes of co-courricular activities in ihe .
echool,gaininglbxperience in classroom management and organization
of the schoul, 1nd gaining experience in promoting and developing
good school community relations are some of the objectives of
the internship trsining in the third year of the training

course. (Schome of Aosesoment o° Internship - 1987)

The trainees are pooted to sohools within a radiug of

3O m3ddoo from the college of education.



= (59 ) =

During tho internship'period the trainees are expected
to f£1it into %he routines x of the school to which trainees are
assigned and develop positive working relationships with Princilpaly
Senior proficient teacher/other teachers on the staff, embark
on a case study of the school, participate in the schools
teaching programme for not less than 20 periods per week and
agsit school in the co-curricular aotivities.
(Programme for inte:nship Tfaining, Pasdunrata college of
Education, 1987) .

Makir.g the Internship training given in the third year

‘of the Teacher Education programme - in colleges of education

ag8 a compulsory component is an effective chgnge from the
traditional system of Teacher Education. The Practice in the
existing teachers colleges is to appoint the trainees to

schools for full time teaching service, after the external
examination mhich is held at the end of the two year period of
course wWork, 'The existing teachers colleges " however provide

"a Inservice Teacher Education courses while ﬁhat is given at
colleges of Education is a pre-service training course and the
internship training provides the pre service trainnees with the
necessary s8kill development in teacher education. The succeas

of the intermship training great  depends on one hand on

the nature of guidance given to the intern by the Principal

and the competsnt Senior teacher of the school, and the

lecturer of the college of Bducation who supervises the intern's
work during the internship periods and the level of organization
and management of the schiool by the Principal and his staff on the
other. The efficient and effective engagement of the trrinee

in the activities of the school depends on thw latter condition,

The colleges of Education were given the authority to

develop their omn detail plan of the Internship training based
on the main guidelines provided in the NIE.

S
\
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The President and his staff, the Principal of the

schools to which the trainees are posted and the senior competent

teachers selected from each of the above schools are the personnel

directly involved in organization and implementation of the
Internship training ascheme of each college of Education.

The assessment of the performance of traineess during
the period of their internship, is conducted o©on lineé
- suggested by the Inter ) College Evaluation Board according to
which the traineesare sssessed on afivs point scale and the

minimum grade required for a pass is a 'C' (Schzus of Assessment

of Internship, 1987)

In the schools that the trainees ars posted to, tiey
are . expected to work as permanent teaclhiers of the
staff, though these trainees are not enjoying gome of the
righte and privileges enjoyed by the regular gtaff,

The traoinees in addition to the teacher progrumme
are expected to carry out 3 projects in thelr schools related
to educational practices.( Programme for Internship Training «
Mahawell College 0f Bducation 1987.)

The interms poasted to schools are mssessed undar

4 categories.,

1. General behaviour and the routine behaviour of the
trainee within the class room and outside the
classroom, but within the school,along mith
‘his prersonality characteristics are assesgsed
under a five polint scrle by tae princinal of the
school to which the trainnes are posoted.

L"\ \u7



2. The sccond category of assessment 1is
done by the competent senior teacher in the s
in the school and the lecturer in the
college' of Education, under whose supervision
the trainees in working during the intership
period. He is Assessed in
I. Preparation of lesson 8.T.20 marks

II. cgrrying out instruction
: (teaching) -~ 60 marks

III. classroom management - 10 marks
IV. Teacher Personality - 10 marks

3. Thirdly the trainee 1s assessed on a five point
rafing scale.» by a board consisting of the
Principal,the senlior teacher and the
teacher. He 18 apsessed on the general
personality characteristi.s, his association
with others in the school ‘professional
attitudes, community focumrsed attitudes

and on his overall performance.

4. The fourth category of asscssment is done
on the 3 projects that the trainee is expected
to carry out during his intership period in the
school., The asgecsnunt is done either by the
lecturer or the menior teacher in the

school and the marks are given out of 100.

All four categories of assessment ere taoken into
consideration for completing the final score/grade for the
internship training period.

(Programme for Internvhip Training - Mahaweldi
College of Bducation, 1987.) "
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Due to shértagecf ~taff the College of Education for
English language teaching, at Kalutara gets the assistance
of English Language Teaching expertise available in various
educationel regions of the Island for effective supervision
and monitoring the Internship Training Programme for
Tencher Trainees of.English. Collegoe of Education, =
Regional Directors of Educution, Principals and Senior
Teachers of schools to which the interns are poagtoed and the -
profeasional English Language Teaching staff available at the
regional level, work in planned partnership in the progromme.
The trainees are accommodated in schools in 7 Educationel
regions. The Senior English Teacher of the achool is in charge
of the two interns posted to the particular school. The
principal is responsible for overall supervision of the
interns at school level. Ten 3interns are placed under the
supervigsion and guldance of one Field Supervisor selected
from the Regional Professionai English Languzpe Teaching
Field staff (Scheme of Aspessment of Internship Training - 1987).

Certification

The certificate to be issued to the trainees who
have successfully completed both internal and external
evaluation along with the internship requirements,is a

"Diploma .in Teaching" granted on three levels.
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Requirements to be satisfied

Grade
of Overall #inimum Grade Requirement. t¢ be obtained '
Certificate Average Prnfeasional | Special Educﬁtional 1'I.n'cern.i:n'x:
Area Area Practice Assepomer
Distinction 75% or 15% 75% 75% ~ A
Pass above
Merit 60% to 55% 55% 55% B
Pass 74%
Ordinary 407 to 354 35% 35% c
Pass 53%
(Board Paper HNo.1 - 1988)
expected that the Diploma in Teaching Certificate
will ocarry . 8 special salary scale when they are poated to

schools for teaching service.Itt is also expected that the acale

will

1lie fomewhere between the selary given to trained

Teachers certificate and the salary given to teachers holding

bas%é

bachelora degrees.



Colleses of Zducatim n Retrosvect.

Introduction of Colleges of Zducation as a new strategy for the
education of teachers represents a very important cevent in the history
of tcacher educotion in Sri Lankzo. A clear policy for providing
initial pre-service trainipg to new teacher reqruits has been for-
mulated for tihe first time and a carcefully planned scheme for the
implementation ol this policy hos been adopted, On the one hadd the
beginin; of tiis programme represents an effort to meet a long felt
need to trein teachers before being sent to classroom. It i3 q}so
considered on the other hand to be an important step taken to improve
the quality of training provided to teachers. This was attempted
through a number of reloted measures. Minimum educational requirements

for entrance to collieges were raised to G.C.E, (AL).

The curriculum in Prefessicenal eneral education and specializing area
was revised and updated, certain subjects arcan lilie school and community,
curriculum anl suilance and measurement and ewveluation reccived enhanced
recosnition by being trected as separate subjects. A systematically
planned programae of co-curricular activities wos introdiuced as a-means

for promotin; personal and sociul develnpment. “'hile compulsory

I

regidential requirement enabled siulemt teuchers to devote adequote

w2

PRBAN

time on co-curricular activities, the fact that they werc 2ll young

and unmarried also contributed a grezt geal to their fuller participat}on
in all activities ol college lifz . Actual narticipation in practical
teaching and other schoul uctivities have been engured tnrough a well
organized scheme of phased suvervised school pfﬁéticesnduring the

institutional period and an intemship of one year after the institutiona

.. - o ot . ..
qorizd o trainin-, Improvements in technisues of t.ainin: Imwe aiso

been 5ot throughh the uwce of moern merthols an. technoldty.  lae other
fmo o wiot o alsrnconaristlc oo Toar oprioramme wasc Shr 5oty 30 zoupreononsive

continuous evaliation of all asnects of learning and development wnich
the programme intended to achieve. Implementation ol the changes

thus introduced wos facllitated through the provision of required
material and personal resources.Colleges were equipped with all the
material and infra-structure facilities rejujired 3fforts were made to
man. cthem with the ffull reyuiremcnt of man pomer resources. for the
first time, a conscious e.fort was made to recruit pcrsoﬁ'with high
academic and profesc.onal qualifications Lo the faculties  of these

institutions.



Apart Zrom the improvements mugcht in the quality of teacher education
impartecd, Colleges of wsducation were also expected to contributé to
the develooment ol the standards of education in schools around the
Collegas, end to participate in cducational rececrch to gain a better

understanding ol educational problens.

It was also thought that these colleges of ¢ lucation voi1ld confer

enhancecd status and prestige on tecacher training institutions as they
admit standards with high:r quealifications - G.C.E, (AL), employ
bettcr quali_ied persons as professional stalf and has becn given the

right to confer degrees,

During their few ycars of existonce colleges nete also attrocted some
criticis A1l Collegea arc said to follow a very hruvy and arigid
schadule ol activities, depriving troinces of lime for reflective

thinking, independent self st:dy creative. worz and group z2ctivities
The -ull”dln" observations appear to be relecvant to some cifent., to

Colleges of Zducation,

" A rationale sometimes used to  justily full time
residential training is its notenticl for nurturing
positive attitides in'hot house' atmosphere, This may
be g0, but tne fuct i- thnt dailsy 1if'2 in niony troining
institutions, especcinlly regidentisl,  non zZroaduste ones
isstultifiAng  ond strictly mpegulnted with rezord to
conduct, dress ant of personcl time even for mature
adults, This muzt be detrimenial to personal frowta and
professionalism wiich places enmphasis on autonomy, selfl

' regulation an the erercise o informed jud:sement and
choice ".

’

C o
Tirds [, Vova, 170

Iy is wlco tein: voimged T N| ge2s ol
Education contributed to tne decline or Teachers! Colleges. Some “of
the "eachers Colleges swere clozed down and tihcir premises taken [or
openin;- Collerns, buring the past Lew years, Colle o5 are naild to hov
enjoyed & disprosortionately large chore of allocation for teacher

o
education at the expense o7 othwr prosrammes oY teacher education,
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Distance Teacher Education Programme 1t

Distance education has ﬁeen gaining in significance all
around the world. Its evoluti-.n in print form spans a century;
in radio foem half a contury; in video form thirty years; in
multi-media form' about fiteen years; and in its mosot recent satellite-

based form five years. (Karunaratne 198%)

"One can gencrally observe distance education being offered for
different target groups. First as a complimental model to formal
education, second as an alternative model of educction at various
levels viz; primary and secondary, third as a tralning model for
teachers working at primary and secondary levels and fourth for ;ho
general public taking the form of functionel courses intended to
provide basic skills for better living (UHBSCO/AIEID 1984)

In Sri Lgria it is the third f " of distance educa’ion
that has been in practice at the Distance Education Brauch, earlier

under the Ministry of Zducation ar? at the moment under HIE.

Historical bacl:ground

Distance LEducation facilities in a formal manner were

extended to the adult clieutele in Sri Lanka in 1980 in the form
of the open University. tlowover in 1979 certain mecasurcs were
token by the WMinistry of Education to introduce techniques of
distance education to supplement and ovorcome some of the existing
weaknesses particulerly in the areas of school administration and

teacher training (UNESCO/APEID) 1984).

OQut of 156,000 teachers engaged in the school syatem about
35,000 were yet to receive professional education. As the school
systemdemands the recruitment of new teachers esnnually, the
number of teachers requiring a professional cducation ig ever
increasing, tut the reqources ond tyrining capnciting of the
trolitional teachers colle¢msd were unable to expedite teacher
education and an alternative syatem was necded., In the institutional
scheme the per capita expenditure par trainee waso about B.GOO?- )
and in contrast the per capita expenditure per distance trainee was
around Rk.2,000/= in 1985; with increasing numbers in atudent population, thit
amount wou.d further decrease., The expericnce huo been that the
untroined G,C.E. O/L aml A/L (General Certificate of Educatlion
Ordinary Jevel and Advanced Level) qualified “eachers as adult
learnoco prefer home s tudy courses which tend to be less cumbernsome

(Jayasekera etal 1985).
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The Distance Zducation courses {or Tr., od. vero reorganized under
the newly set up D,IZ, Branch within the curriculum development

and teacher education programme ,r the L.0,E, almost sinultaneously
as the APZID launciied & progremme ol support to Dict. Systems and

structures in 1980 (S.L. Status Renort 1986).

The first batch of students to follow the in-service initial
teaciier 2ducation courses through Distance Sducation was recruited
durins the latter part of 1933, although the preliminary work hid

becn coamenced somewhere in 1981 (Jayosekera and Dharmadasa 1933)

Two courses of teacher education namely, IZlementary Tr, Iducation
course and Science / liaths Tr. Ld. course which are of 3 years

dura tion thus commenced for OL/AL teacher recruita for providin::

them with professional trciniancg,

Dist-~nce Zducaiion Branch of the Ministry ol lJducation was brought

-

undzr the Hationzl Institute of Zduc:tion in 1987 znd is now known ac

.

the Instisute of Jistance Zduzaticn (IDE),

Pro~ramme Objeciives '

1. CGlecring the baciilep of untrainzd non gradunte teachers

in inservice by providing them with prolecsional training

througn Dict-~aze liode,

D TDeam T mrmal siama te ey =4 s P R P R IR TE D PR (I
2. Prolecsional presctacticon of temchers, o nre individuall:
SLUL2 Td T .Cll VI P - Lo I Ny Ve JunLoT On

seconiary school lovels,

3, leeting tne reqiirements of teacher needs of the current

intecr:ted primary school curriculum,



Plonning,designing and implementing cources in continuing

education for teachers in service.

Waking provision for developing in student tecachers, the
competencies which are necessary to be developed in effec-

tive and successful teachers, such as -

- demonstrating knowledge of subect matter, included in

the curriculum of schools in Sri Lanka.

- laking uge ol relevant ecducationsl theories for the
purpose of teaching.

- Demonstrating knowledge of physical, social, emorional

and intellectual development of the child.

- Use of relevant teuching materials for teaching/ learning
activities.

-~ ilaintainin; el cctiv interpersonzl reclations with the
school community,

- Usinz relevant and effective strategies in the provision

of lecrning expericnces.

-~ Maintaining efZective scnool comaunity relations.

~ Behaving in such a manner that ihe dignity and honour
O

of the teaching prafe asion vre pratintained,

- Identifying the nature and nceds of learners for organizing

teaching/ learning experiences.

- Adbpting an approprints set of ethices, ond playing teache rs!
rolz in accordance with the reguicenents ol the national

educa.ional gystoerm,

- Constructing, developing and using instruments of measure-
1

ment, for purposes of evaluation, of student progress and

- Using effective and eflicient manamement procedures for

organizing leurnin: activities in a healthy onvironment,

(Handbook to Students - 1988)



Curriculum

Distonce Teatgher Zducation Curriculum comprises of 3 major

components.

1. Common Subject Component.

.

2. Soecialising areca ( Zither Elementary dducation or

Science - Maths ).

. Al I
3., Practical feaching.

Common Subject Component;

1. Professional education component consisting ofj;-

a). Principles o: Iducation

b). Zducetional ZPsychology

c). Curriculym Devclopment,

d). School Mantiemont

e)., Measurement antd Zvoluation and

f). Community Zducation.
2. General ZCducation component consisting of

a. Health an? Fhysicel Zdu-ation
b, Religionc

c. llothor Tonsuc (Concents)

Zlementary Zducation course

'

- lioth r ftonpue.

- llathematical concepta)

g

0

~ Bnvironment Studic

- Acstnetics an! creativity.
Science iiathg Course

- watnematles.

- Ocinnce.



Practlcal Teaching
Practical teaching component consists of ;

1. Practice in teaching skills during contact

session uging teachiiques such as micro-

teaching.

2. Teaching in the schools under the supervision
of the tutor for a specified numbor of periods

within the duration of the course,

Orzanization and Yan-~ement

The basic organizational structure can be considered at 3

levels,

A" The central unit
B The Regional centres.

C The linkage between Distance Programme and schools,

The Central Unit
The Central Unit in the Institute of Distonce Zducation (I.DHE.)

located at N.I.Z MWMaharagama. Therc are five sub-divisions;

1s Course Production and Development.
2. Student Maneggement and Administration.

3. Study support service

[&]

4. Research ani Zvzluation,

s
b

\J
o
(]

The Course Production and Develooment, Division .. . Handles the writing
of course macterinls through a teum of course writers, some of whom are

[

part-tine.

Student Managscment and Administration Division is in charge of. monlitoring th
progress ol the stuaents and up data student recoris. rhe distribution

of learning material is also in clange of thig gsection,

\v



The organization of prosrammes of stuwly and supervision of regional

centraes are in change of study Supnort Servicoe divisions

Research end Bysaluation Division in cnarge ol conduc:ing research
in to the errectiveness of teachin; materizl, tihe needs ol the students
availability of future clientelle . This Section also monitors the
progress of teachers in class-room teaching and also about 1075 of

the assignments marked by the tutors. '

Development of stafif is the responsibility ol Staf# levelonment
division an< regular . workshopa are held for course writers, adminis-

tration and technical staff,

Regionul study Centres.

The student support services is built aroun:® 30 centres. These centres
provide guidznce and counselling to the student teachers, They ulso
provide op:ortunities for the student teachers to inter~ct with other
learn-rs and encage in practical activity. Tace to face secsions consi
of one Jay stuly cirsles , two - day vractical sessions and [ive day
contact sessions.Practical sessions are for dancing music art and scien
practicnls,

Staff at Central Unit

The I D E is manned by a Director assisted by Chief Project Officers,

Project Officers ani Ascisiant oroject CllicerS (Cource: IDZ LIX)

‘

e ) e s o e P VU . s .
There =re 5 Chiel Froj=ct O Jicerc 2nd 30 Irojoct OO licers, Y17 curren
nAgitian ig o shnk = Proinsiien anl DJavelopeant cociicn i owell stoalfed
p ’ - N - - PR S vy o . ‘. s o~ P .
SUT 0 Taroawnor otinno oo oceo.iong ore wllooperaiingg

with less than 5 of seerf a2llaocated, The Researcn and Svaluation

; badly off (Traiai
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or
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and study Sup.ort Services Sections are pa

Teachers Tirough Zistunce sducation 1283),
Staff at Rerinnal Ccntres

Regional Centr:s are in change of a Jenior Tutor who iu ~uvointed by

the Director I. D.Z, “ne Senior tutor isc acsinted by a team of futo
both full-time and part-time. Therce are ewnroninctely 209 prrt-timo
Tutors in various specialities (Zrainin Teachers Through Cistanc:

Sducation 1937)

\\’;f\
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on
Commenting on the Staff the Bvaluation report /fdistance Zducation comments

that many coiments were positive . However, they point out " Despite
these ratinC5 however, therc were rother many negative comments per-
taining to thoe tutors in the opnen~ ended questiions. 3Gome of the tutors
were not exnerienced enough to guide tenchors, were not sure of the
madules, did not 2ay enough attention to weak students and someiimes be-
haved on an authortar.ans way towards trainees " (raining; leachers
Through Distance *”ucatlon 1988) There was also a sugcestion to improve
the number of full-time tutors to enable the students to be better super-
vized at school practice,.

v

Entry Requirements for Courses:

-

A person is entitled %Yo apply for entry to one cource only, Zlementary

or Science/liaths. Durins the first few yoors the admisions were considered
on the basis o gseniority of service of the students. “he graduate teache::
who draw the grnduate tenacher gcale of salary, those who are already fol;
lowin; courses in Teacher Lduc:ution anl those who have already obtained

the Troined Tenchers Certificate areinot.aimitted for those courses.,

(Those who succ ssfully complete the requiremonts ol the course are placed

ot

on the scale ol salary of "rained Teachers, with efrcctive From the date

of fheir examination . Every acolicant must furnish satis factory prodrl
that he or sue is (1) morelly sound; (110 is a citizen of Sri Lonka, .
(iii). is unier 50 years of aje on the closing date of apnlications

(iv) has passed 3.S.C., or £n-lish and Mathematics/Arithmetic/Commercial
Arithmetic in not more than two sittings and (v). holds an approved

apnointment as cacher in a ;overnment or anproved achool, Those who

(o]

2 nacs in Cleomentary

seel: admission to Sc/liaths Course snaull nove
e

watho/Fure Uoths Apnlicd la

chomisury Ihysizsc, 3oioay or L0210y 2t tho l.2.4. (L), 5.3.C. or
II. should mave a pass in Biology / Chemis svry/Thygics /3otany/ or
Zoolory and two passes in IZlementary lathmatics/Pure lat s/applied taths/
or Advanced laths at the G,C.Z. (OL), S.G.C., or H.U.C.Z, or III. threce
. '

passes in the G,C,3, (AL) in scicence and / or lathemtics obtained at

on sitting.

(Han:ibook to Stulents, 1983, Joayasekera & Dharmadasa 1985a)

The courses are ol three years duration. lowever, the period of atudy

coull be exiended to five yerrs at the descretaition of the student.

\ <
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Methodolory

The distoace mod2 of learninz 1s woidopted.iethodology here implies the

learning materal provided, oruocticel expemience, .and contact sessions,
Printed laterial (Mainles)

Modules are developed by a team of trained course writers who write
the materials un-er the supervision of a full-timo tutor attached to
the Central Unit.dhe module is the most importcnt ani basic lession
materialused for the study courses, programmed through disiance educat:
The module is prepared based on the gequence of lcarning phases and re
instructional cventis as developed in the information Procescing Theory

of learning by R.!.Gacre: ( Jayasekera et al 198%)

The numbers and type of module making up the dementary ant science

Mathematics courses are listed belows

Zlemz2ntary Cource llodules
Professional Educnotion 21
Health and Physical Zducation 10
Religion 10
Sinhala/Tanil 20
Mathematical Concepts 19
Environmental Studies 19
Ahesthetic & Creative Arts 6
Total . ==122
Science / Mz ihemtitics Course Liodulas
Professional Zducation 21
lleelth and Phggsical Sducation 10
Reli gion 10
liathematica 35
Science 37
Sinhala/ Tanil 9
Total 1;2

\k(«t\(f\‘\



The module iz " sell - instruction" mterial . Bach module contains

assignments, seclf-check tests and post- test checks,

" The volume of course materinl was Judged to be too much" however,
" explanationg of new material were deemed adequate by trainees on the
elementary course but less thun adequate by thode on the scicnce/Mathematics

course " (Truining Teachers Through Ligtiince Zducation 1088)
Dif(iculties were reported on obtaining certcin modules on time.

Contact Sessions

Besides the secll instructional materinl opportunities for face to face
contact betwecen students and tutors is provided at the ‘regiosnal centres,
Three diZicrent xind of face to face sessions are organized by the

centres, ,

a) One day Siuiv circles -about six ver years are or_anized
o ()

to help student with problems.

(b). wo- doy Precticnl s

D

3:i9ns A total of eight per course

is n

]
[v]

ld for scionce practicals}physical education

and dancing.

(¢). Zive day Contact 3ossion A total of cight is held for

total tenchar personality developm nt.

The contact session are much apprecinied by the trainces is apparcnt

from the table below;

Course Jseiul Somewnn t ot Ugaflul Total
uselul
Elementary a6 11 N 100
Science/llaths 70 27 3 100

— e — _——

Training Teacher Throush Dist-ace Zduca i:n (1%579)



It iz also apparent from the table that contoct sessions were  judced
less uczeful by the science/ liathemtics students., This was because

practicnl facilities are not availabdle in the centres,
Teachinr Practice

"he Distance Programme also makes proviasion for supervized teaching
practice. The tutors are expect2d to visit cach traince once per temn
to obuserve the traineec teachin', ofler puidance and digcunz the progre:

of the traince with senior members of the stalf,

" Somc

The Bvaluation carried out stote tht due to ghortare o tutors
traineces re orted only one visit Jrom a tutor on the three years beror
tie examinnsi n® ( Training Teacnnrs Through Pist.nce Education 1933)
This is not suvrpricing since there are an average of 64 tranecs for

every full- time tutor.

llethois of Assecsment

Assescment talles place at three levels.

A. Student sclf tests
3, Continous azsessmont through assignmenta

C., Tests ani EZxamina tion.

These ere short tests designad for self evaluation . The trainees
regards them as valuabla aspect of the learnin~ Naterinl (Dharmadasa

Jay - selirra 1773)

or

is ooccanizel Yharough Loolonmoninownicn Ive

[ N T T ST PP
Consinucuz avceoonen

incluilel in ezch Moiule ( Zharmadoca and Jayooouera 1235) Jhicse are

L

submitsed to &he rejionzl centre for gralin; usually an averoge ot

form assignmenss imve to be completed . The assignment grade account
for one -thsrd ol the work awareded for the subdjzct,

The tranin'c nus~t sit for a @inul Ziomination which ia conducted in
two rarts.Troinees who complete eignteen months of study alter cnrollam

N

and have stuiici a minimum of 795 ol the schaluled number ol mosdules

are elepible to sit for Part I.Sinil:rly thote who complete the remain
-

segment of 138 months an. bha - wamadining 79008 asuignmont con osit the

Jinnl part L2 ol the Semmina . ion ( Stecents Hantboox 1603),

W\



Final Evaluation - Fart 1

7l

Part I examiuation of final evpluntion will conoigt

of {ive anbjects in each courne.

Studentn will be

required to present themcelven for a written tent in

Table 1 eaoh of thene oubjects, P'leane gee Tabla ! below,
Ccurse in Primary Course in l/nc.
Courno education llode of SubJrcts fov Hode of
Componaent "aubjJectn for Part I, teating Part 1 teating
Professional 1. Profersional Viritten 1. I'rof, Written
Education Education - I, educntiion I,
Ceneral 2. llellgion Uritten 2, Réliglon Written
Education 3. Mother tongue Written 3. llother -
tonrue Hrittew
Academlc 4. Language conceptn | ‘ritten | 4. Haths - 1 Viritten
Education 5. Environmantal 5. Sclrnce = 1 Written
Studlrg
——— i
Final Evaluttion. 'art 11
Fart 1I examinaticn of final evaluatioiw{l]l consint of oix
subjects in each courne. Students will be required to
present themselves for written and/or practical testa
in each of there aubjecto., FPleane sre Table 2 below,
Table 2
Cource in Frimary Courrn in {1/Sc.
c
ouroe educat fon flode of nubjrctn for Mode of
compsnent naubjects for bart II, tenting I'nct 11, tenting
Prof, 1e Penf.educatien 11 | Vrltten f.Urof JRducat Loy
education, 11, Written

Cenewral
Educatfon

2. BEducati nal
practices

3. Ancthetic
nducatlon,

4. Health & .12,

Fractlea!

'ractiecn!

Uritten

prﬁctlcnl

20due.racticeon

J.Aostlhet je
Fdoent lon

Aolleaith o 1,

ractical

Fractical

Written &
'rnctical
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Cowrse in l'rimary

Conrsn In H/re.

Courge eduent lon Hode of aubjecta f{or [Hode of
component subjects for. Part 1I.| testing Part 11, teating
Acpdemic 5.Mathematical Writt
. TMme et . { - H
educat Lon concepts, | v | 5. Hathn = 11 Written
6.Creative and VWiritten & 6. Sciernce - 1I] Viritten &

Acathetic activitien{ practical practical
Lriteria for awarding passes
The Cinal mark obtained by any eandidale for a
particular subject will conslst of the marks he/nhe obtains
at the written, practical (1f there in any) and the contlinuous
aspessment. Subjects which arn continuousnly anreaned, and
having both componenta of vritten and practical will be
given equal weiphtase in their evaluntion, Subjects having
" continuous and writ® 1 ccmponanta will be evaluated in the
ratio of 1:2 respectively.
The following table illustrates the schme of
evaluation.
Table
Examination Sub Jects Naximum mark obtgincd| Iaximun Finnl
ToakiZl ace ; ark
nb&uu dritten EYEEJ total Hack
ebtaliable
Part 1 Frof,
Fducation 1 100 200 - 300 100
lHelirion 100 200 - 300 100
Hother
tonpue 100 200 - 300 100
Lane,
conceptn 100 200 - 300 100
llaths I 100 200 - 300 100
“atonce I 100 270 - 300 100
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[ x fmum mp;k~22tniggg__ Hax Jinum
Contiz| Frac= total Finnl
Examinntion | Subjects nous | Yritten} tical obtainnble mark
Pact II Frol., 100 200 - 300 100
: Equeation 11
Educ,
Practicen - - 100 100 100
Aesthetic BEdu - - 100 100 100
Health & PR 100 100 100 300 100
Matho
concepts 100 290 - 300 100
Creative &
Aesthetic Act{ 100 100 100 300 100
Maths Il 100 200 - 300 100
Soilence 11 100 100 100() 300 100

The iInal mark obtained by a student for each subjrct except

Educatioral Practice will be

Marks obtnined

riven belov -

75 = 100
55 - T4
35 - 54
0- 34

75 - 100
60 - 74
ko - 59
Below 10

nraded an given below -

=]

1
9]
a]
5]
Q.
]

= Grade

Grade

Grade

|

o Q w >

(bistinction pass)
¢ (Credit para)

S (Ordinory pass)

F (Failure)

( Failure )

for "ducationn] Frctices will be rraded as

\\J\



Fxcept for Fdueational i'raclicen Lhe minlmun mark
requirdd for a panas () a aubjJect wi!) Le 35,

it will Le Lo

In subjects where hhere fna weitten ag well aa a
practical camponent, each eandic te chould neceas-rily obtain
at least a minimun of 25 marks In Lhe praclicaln, for him to
be counidernd for a paaa,  lven if the final marl he/she obtaing
for the subject in question exceedns 35, he or she ia not elipihle
to be connidered for a paas, unleas he/she hag obtained at leant

.'25% In the practienlen,

A gtudent uho obtaing at le~qt 'S rrades for all the
subjects of the examinatlon, 15 conuidered ag- havinge paaned
the examinntion, A stndent who obtaing 4 'g¢ rrades in
Part I, or 5 '$' rradeg in Part 11, and ob'ains at lenat 25,
or more for the other nuBJoct as the case may, but maintaining
a minfmum nver e of 3% or above for all thir subjrct~ of the
Part 1a also deemed to have pasnrd the part, 'I'iig cohncnninn

ia not applicable to Mduc-tdonal I'ractices. If he obtaing less
than 2970 in the aubject In queation he {n cald to have obtained

a referr~d pasr, and should complete the part at the next sitting,

If a student {nlls In moro than one subject, he (allp
the entire part, and ghould slt the whole part at the next

opportunity,

Ju the final certific-tion no clasnea or diviciong will
be awnrded, but the’ rraden obtained for each oubject will be
recorded in the ceortifjcate,

The certiricnte will be effective after a period of
3 years from the date of enrolement in the course, on the 1gt
day of thé month which comes after the date on which the final

paper of Fart 1l was held,

(2card Taper Dol 17)

For educatjonal practices,



Digtance Education in Retrosncct

The distcnce education: proframme was established with the spegifiic
purpose of clearin; the baciklog of untrainsd non- gradw te teuchers

in service as soon as possible since the Teacners colleges alone, with
their limited capacity could not handle this task. $y|thc end of
1988, science 14,473 teachers had enrolled in the sinhﬁla; medivm &nd
756 in the Tamil medium of these, about 7000 te chers compieted their
training by cnd of 1988, This in efiect is the largest of the training

programmes available for non graduate teachers.

A recent ev:luntion the distince education programme (Docl A.V. Duncaid

w.A, an! Kotalowala, E.ii. 190887 has arrived at 3 broad ~onclusionst

1. The distance programme is functioning well ani is achieving
its main objective, i.e. tne trainins ol non - graduate

teachers,

Internal efficiency of the programmc has been found to be

izh with high retention and examination pauss rates, The
success, in the Cinhala medium profgramme in particular has
been acnieved through high levels of external au. int;ﬁsic
motivation the mixture of high quality printed materials with
rerualr face to @ace sessions and the decentralized organiza-
tional structure rhicn fosters close relations betwcen tutors
and trainees, The programme tas hod some impact upon teachin
practices, Some improvements were anparent although the dis-
tancc trained to toach ainly through the

" charts and talk" metho:ise.

2, Distance Zducation has become estiblished among Sri Lankan
teachers and educators as an acceptable mode of delivery for
teacher training.

The programme has gained ocficial recognition as offering a
professional qualification eq:al in status to that offered
by the Teachers Colleses o It has elso goined wide acceptance.

amons; tezchers., particularly those who prefer to gudy at

N\
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home because of their family responsibilities. In this respect it

has been of special benefit to woren.

3. Given the current levels of recruitment of untrained , non -graduate
teachers, there will be a market for the curerent disteonce education

courses in the foresceable future,

The failure to enrol in the distance education programme the numbers
estimated at the beginning, ministry policy of continuing to add to the
backlog, by recruiting large number of non graduate teachers in recent
vears has left a large number of untrained teachers in schools. Besides
Ministry has estimated that it will need to recruit a further 4000

- untraincd teachers every year for at least anotner decsde, As the -
teachers colleces do not have tite capacity to train such larse number of
teachers, distance programme will have to shoulder the responsibility
for troining a major poportion of these teachers.

The evalw tion study has also revealed a number of shortcomings which
.enérged from this study related-to practice teachir' . Jiotance trainaoe
are reported to have received inadequate guiJance and supervision from

their tutors, in practice teaching lack a necegsary Tresources to do
practical work which module study entails, particularly in science has

resulted in very little practical work in the programme. i

It is alco pointed ouf that most of the participants in distance educat:
programmes are from difficul® areas with 1little or no facilities for
sel? stuly.s Although el orts have been nade to make comnensation for

this throu~h ver; csmprehenzive modules and contnct sescion there appeua:

The Three Prorranmmesof Teacher Lducation

The three prosrummes discusted above, namely the Colleses of Bducation
Teachers' Colleras an't Dist-.nce “ducation represented 3 strategins or
approaches cu ' ently followel in Sri Lanka for the trainin: of non gra-
duate teachers. Although the number of specialist courses ofered by
the threec progcrammes for the training of dif erent categories ol teacher
vary‘all three prosrammes oirler svecialict courses for the training of
primary school t» chers. Thus in general terms they soeit to achieve

same obj.ctive.

WU



The programmes hovever show a number of significant diiferences

These dilZerences are relzted to the mature of the clientelle of

each programme and the broad stratesy or approach employed

in conformi*y with the ﬁaturc o the clientelle, Collernes ol idu-
cation a<mits youn: unmarried students with recent G.C.u. (AL) passes,
and who mave had no teaching experience i,Teachers Colleges admit teachera’
in service who arc comparatively older, mostgghom are married, who have
been recruited with the minimum qualification of G.C.Z. (OL) pass,

and who evidently prefer thi: mode of trainins« Diastance programme aloo
admits teuchers in service, who are comparatively older, most of whom
are married an! who have b .«n recruited to teaching with the minimum
qualific .ion of G.C.Z. (OL) pass.some’ of them chose thiz programme
since they prefer it to others where as some chose it, as they have no -~

other choice.

Colleges of Zducation are full time residential training institutions
which follow a morec or less uniform and a rigid schedule of curricular
and co-curricular activities from 5.00 a.m. to 10.30 p.m., on working[
days. licthods of inctruction used are direct anfd teacher pupll inte-
uctionsare also direct and more Ifrequent., “Te:chera College are
institution having botn resi:dentiul and non residential students,
followins a cowmon time tanle only for curricul:ar activities which
extend rfrom 8,00 a.m. to 4.00 p.m. lethods of instruction used here toB
are direct, Distance programme employs, the distznce mode wncre by
training is transmitted through self instructional modules, assignments
and contact sessions, .

Altheourh tne nrenrammes are similar in terms o their broader componcntc
prale e e o0, acadenic wnl ocouicticnl to ociiine, There are
gignificant difier nces amon;; them in terms ol the content and the
weightuge of eacnh component, These differences are intimatley related
to the nature of the clients who follow the 3 programmes an't the general

strategy employcd for trainin; tnemn.

The concern for providing prolessional trainin:; to teachers before

they begin teaching ,nced to provide alternative educational opportunities
for those who fail to center Universities, eristence of a hupe backlog.
of untrainecd non groduate tenchors some of whoim preler an institutionnl
trainine while som» prefer to r~tu'y from their plnces of living due to
family reguonsihilities, are gome of th» realiti s which seem to place

a demand for all tiwree mo.cs of training in the Joresccable futurc. \<$



Up to now there has never been any investigation of the actual impact,
these different modes of training have had on teachers knowledge as
well te..ching behaviour as it manitests in actual classroom gituations
All programmes scek to improve traince§ knowledge of subject matter
and teaching methodology related to the subjects they are expected

to tench and their teaching behaviour in class room. An evaluation

of the impact of these programmfg”on the under;tanding and classroom
betviour of tenchers may rcvealgwell each prosramme ig peforming
relative to the background oi persorng selqcted for training,the mode

of training adspted and the mininum level professional competencies

expected from the kind of tenchers thoae procrammes seek to train.
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Description of the study

A. Purposes of the study

As part of a research agreement between the Office of Education Bureau of
Science and Technology of the United States Agency for International
Development (USAID), cthe Harvard Institute for International Development
(HIID), and the Research Division of the National Institute of Education in Sri
Lanka (NIE), a series of studies have been carried out since 1983 geared
towards improving the quality of the primary educational system in Sri Lanka.
As part of this effort at the end of 1987 the Research Division of the National
Insticute of Education in Sri Lanka, requested a proposal for a study of
current approaches to train teachers at the elementary level. The study was to
determine the effectiveness and the costs of the three approaches of elementary
level teacher training in the country, namely, the long-standing institutional
in-service teacher college, the newly created pre-service college of education,
and che in-service distance education. The study looked at three dimensions of
effectiveness, namely, teachers’ knowledge of subject matter, teaching skills
(at a conceptual as well as at a behavioral level), and teacher attitudes

across three points in time including entrance, graduation and actual classroom

training makes a difference in student learning along with other factors that
determine school effectiveness. This study considered the private and the
public costs of the above mentioned teacher training programs in relation to
their intended outcomes.

This study which is summative in character, attempts to provide policy
makers in teacher education, with a basis to think about teacher training

approaches in relation to their differential etfects and costs. In Sri Lanka, a



country where a sizeable number of teachers have not had specialized teacher
training and where there is a need for allocating resources to those programs
that have proven most cost-effective, this study serves as a source to make
informed decisions about program improvement and resource allocation.

Although the study is ultimately aimed to those in charge of making
decisions at the government level (i.e., Ministry of Education), the character
of the present study involved program participants (i.e., faculty, principals,
and directors), program level decision makers (i.e., principals, directors),
and graduates of these programs who currently have diverse roles in schools
(i.e., headmasters, teachers), in the research process. In this sense, this
study attempted to give participation to those involved in teacher education
programs, and in the schools, in the process of understanding how these
different approaches to train teachers wocrk.

This study was undertaken at a crucial moment for :he educational system in
S5ri Lanka. Beginning in the 1980’s a series of reforms to improve the
educational system have been developed by the government. These reforms have
looked to impact the performance of schools by forming schoel clusters,
improving the performance of the school principal, and in general by increasing
the efficiency of the system mostly through policies directed to decentralize
the svstem at an administrative level. In 1291 a White Paper developed by the
Education Raforms Committeve spoke of the concern with increasing the quality of
the teacher and to raise teachers to the level required by a renewed and more
efficiert educational system. The White Paper spoke directly about a reform on
teacher education as the means to improve the quality of the teacher.

This study rather than answering specific questions about termination,
continuity or change in the existing teacher education approaches, looks to

provide to those involved in the efforts for reform, a perspective about
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factors associated with various degrees of effectiveness and associated costs
observed in the programs thus providing a base for future decision making.

The specific questions addressed by the study were: (1) What are the
characteristics of the different programs to train elementary level teachers in
Sri Lanka? (2) What do the programs that have been developed under the
in-service and pre-service approaches to train elementary teachers, are able to
do well in their own right? (3) How effective have these programs been in
imparting subject matter knowledge, skills, and attitudes to teacher trainees?
(4) How is this training reflected in classroom teaching and student learning?
(5) What is the effectiveness of these programs in relation to their costs?

The study was carried out between January 1988 and November 1989. The
character of the study was collaborative, this implied the structuring of the
study design and work situations that would make for the most effective
combination of United States and Sri Lankan resources. The development of the
design, instruments, training of researchers, data collection and analysis as
well as report writing was done in collaboration. Since truly collaborative
models of research are still rare among developed and developing countries,
this study served not only to determine the effectiveness and costs of teacher
education approaches, but it was also a study on how to structure and develop
ive collaboracive rvaesearch, In addizion, this study also cembined
research with training in research and evaluation techniques, instrumen:
development, and data analwvsis. All these demands imposed on the research study
complicated the project combining the usual challenges inherent in
cross-cultural research with the challenges involved in collaborative research
and capacity building. As part of this collaborative approach, the research

team decided to use instruments that veflected the 3ri Lankan situation rather

than using instruments ths= have been developed on the basis of other



situations and contexts. As a result instruments were developed by the research
team in collaboration with Sri Lankan experts, resulting in for example,
composite measures to evaluate teaching skills and knowledge which on the one
hand reflect (according to judgements of experts) the Sri Lankan situaction but
are not as susceptible to standard reliability tests commonly used in
one-dimensional measures. The later is specially true for written test on
teaching skills.

The political situation and social instability of the country throughout
the duration of the study contributed to the already complex study. Constant
éreats of civil unrest among the Tamil population located in the North and East
parts of the island impeded addressing the study to Tamil teacher education
programs. Constant protests against the government response to the Indian army
in the North of the island, precipitated action by the radical Sinhalese group
the People’s Liberation Front (known as the JVP for Janatha Vimukthi Peramuna),
causing social instability that affected the schools, the postal services, and
the transportation services as well. In the mist of this difficult situation
the study was carried out with interruptions and with low response rates in
some cases. Parts of the study that had already been planned such as
achievement tests to pupils of the teachers graduated from the different
pregrams, had o be suspencded indefinitelw uncil a more stable situation
allowed for the gathering of more valid and reliable results. This objective
was only achieved in November 1989. In spite of these problems, the study has
acliieved its major gcels of providing indicators of program effectiveness and
costs, training and capacity building, and setting up che basis for future and
continuous evaluation of teacher education programs. The study has served as

well as a model for future research directed to educational policy making in

the country.
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B. Design «f the study

Previous féseafch studies in Sri Lanka have found that trained teachers
make an impoﬁtanﬁ(differgnég in school quality and that one trained teacher in
a school canﬁﬁgrsaotﬁéfﬁ ;ﬁ éfoviding quality education to students (Cummings,
1988; Navarro; i988). Tﬁevgtracegy of the present research therefore was to
understand the main training programs for elementary level teachers and their
effects on teaching and student achievemenc.

Different variables were measured by this study. The first series of
variables were the teacher education programs themselves. The history of the
development of the programs, entrance requirements, program objectives, costs
and other relevant information was gathered through existing documents, and
interviews with the directors and faculty of the sites studied. The second set
of variables werc the progrum outcomes, namely teacher knowledge of subject

matter, teaching skills, and teacher attitudes. In the classroom this study

measured teacher behavior, student learning, and the school context.

Study of the teacher education programs

Sri Lanka has several modalities of teacher education, namely in-service
""""" e =ducation. Within these
modalities three types of programs were selected for the study. The selaction

nf these programs obey tne IZollowing criteria: BRIDGES priorities to help

improve the effectiveness of glementarv education in developing countries, the

representativeness of the sites to the spectrum of teacher education programs
that train elementary teachers, and the access to the program (and program
sites) both in terms of location but most importantly safety. The programs

selected were Teachers Colleges, Colleges of Education, and Distance Education.
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Interviews with the program directors, as well as with the principals in
the case of the Teachers Colleges, presidents in the case of the Colleges of
Education, and the director in the case of Distance Education, provided
information about the characteristics of the programs. The faculty of the
Teachers College and the Colleges of Education, and senior tutors of Distance
Education were also interviewed. These interviews had a closed-ended format and
were developed by the research team. These interviews were applied by two NIE
senior researchers.

The study of the different teacher education programs was the first
activity of the research team. Interviews, documents, and other printed

material provided information about the program purposes, structure, and costs.

Teacher Colleges

As explained in the introductory chapters, Teachers Colleges are directed
to serve a heterogeneous group of trainees both in academic qualifications and
in teaching experience. The program recruits teachers with Ordinary Level
Examination (OL) and Advanced Level Examination (AL) Certificates. In this
three vear training program, the first two years are set apart for
institutional training in a Teachers College, and the third year an supervised
intarnship period of full time attachment to a school. The trainees sit for the
final .external examination at the end of the two years of institutional
training and before the period of internship. Recently in 1988, the program was
shor:zened to two years therefore eliminating the internship period. Eleven
teacher colleges train elementary teachers; of these, three were initially
selected for the study because of the specific program’s orientation in that

site, and the relevance of this orientation for future policy.
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The sites selected were:

(1) Gampola Teachers College, which only specialization is primary
education and empha;izes pedagogy and teacher skills for teaching
students with a wide variety of characteristics.

(2) Bolawalana Teachers College which specializes in primary education,
Roman Catholicism, and English.

(3) Aluthgama Muslim Teachers College which is Tamil medium and
specializes in primary education and home science.

This last site was dropped from the study by the NIE research team because

of reported disturbances in the area.

Colleges of Education

The Colleges of Education were created as a response to a call from the
Ministry of Education (through a “hite Paper in 198l), to improve the quality
of teaching and teacher education in che country. This program is congruent
with the policy by the MOE that all recruits to the teaching profession should
be given pre-service initial training in teacher education. The recruits to
this program all hold Advanced Level Examination Certificates (AL). This
training includes two years of course work and one year of supervised
internship tefore thev are appointed fo schoeols as zzachers.

These colleges at the time of the study were relatively new (the first
conor: initiated studies in 1985) and cthe first cohort graduated in July 1988 a
date that coincided with the initial stage of the study.

Two sites were selected for the study:

(1) Hapitigama College « “ Education for primary school teachers.

(2) Mahaweli College of Education for primary school teachers.




Distance Education

The main objective of the distance education program is to give
professional training as expeditiously as possible to the present backlog of
untrained teachers. The first cohort of students to follow the program was
recruited in the latter part of 1983. The program for primary education
teachers is three years duration combining individualized instruction and some
supervised classroom practice, and recruits teachers with OL/AL certificates.

Two sites were selected for the study:

(1) The distance education center at Kandy

(2) The distance education center at Kegalle (and Matale) -

Institutional costs measures were included in this part of the study.

The people interviewed in the different programs are as follows:

Institutions: Direccors Faculty
Colleges of Education: 2 7
(Hapitigama & Mahaweli)
Teachers Colleges: 2 10 .
(Gampola & Bolawalana)
Distance Education: 1 11
Maharagama

The directors of all the programs were interviewed. All the faculty of the
orograms teaching Mathematics and Mother Tongue were interviewed. The

incerviews were carried out in the program’s site by a NIE senior researcher.

The effectiveness study

Definition of the research design

The cesign guiding the study can be described as a cross-seactional design
with a concrol group. In this design, measures from different groups at
different points in time were designed to serve as a proxy for a longitudinal

design. In addition, the presence of a ccntrol group was useful in highlighting



the effects of teacher training in general. Since this study was developed
under a limited time framewecrk (one year of field work total), the possibility
for a longitudinal study of the changes in teachers’ abilities associated with
their respective training program experiences, was impossible. Instead it is
left vo our colleagues in Sri Lanka to pursue a longitudinal study based on the
developments that were achieved by the present study.

The design has three major phases, in all these phases the design measures
different cohorts of student-teachers. Therefore the selection of the
population was done based in the number of teacher candidates ;xisting in each
cohort for the first and second phases of the study. The third phase selection
was based on the number of rtrained teachers who were teaching years 2 and 4 in
those areas where civil unrest was under control in schools around the country.

The first phase or Tl represents the first measurement of teacher
knowledge, skills, and attitudes as teacher candidates enter their programs.
The second phase or T2 represents the measurement of teacher knowledge, skills,
and acttitudes, as the teuacher candidates exit their program. The third phase or
T2 represents the measurement of teacher knowledge, skills, and attitudes as
teachers trained in the different programs are teaching in the classroom.

In addition to the basic design described above, anot' er set of measures
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level was measured at both pre-test (before they starc classes
levels. These pupils were in the same classrooms as those Gteachars ztrained in
the different programs. Second, school context was also measured. The study
asked principals and teachers as well as students about school facilities,
professional support, adequate installations, etc. Finally the teacher was

observed in the classroom and asked to caswer a questionnaire about teaching

practices.



A questionnaire of private costs was applied in the second phase (T2).

Description of the different phases of the research design

Teacher education-Tl

The measurement of teacher knowledge, skills, and attitudes as teacher
candidates enter their program, facilitated our understanding of what they
bring with them to teacher education. The three different programs studied
represented a "natural" scenario to determine whether previous experience in
teaching before entering teacher education (the case of Teacher Colleges), no
teaching experience but strong qualifications in subject matter (the case of
the Colleges of Education), and learning while teaching (the case of Disctance
Education) make a difference in the ultimate purpose of teacher training:
classroom teuching, and pupil learning. It was expected that the two groups
that have already had experience in schools, (Teachers Colleges and Distance
Education) would do better in tests of teaching skills, and in knowledge of the
elementary education curriculum than those students who have never had
experience in teaching before (College of Education). These students however,
were expected to do better than their counterparts in the other training
programs, in actual knowledge of subject matter and eventually in their
knowledge of elementary school curriculum and teaching skills. Nipety-two
Teacher Colleges candidates were sctudied, 100 from the College of Education,
and 24 from Distance EZducation.

Teacher education-T2

The measurement of the teacher knowledge, skills, and attitudes as they
exit their program, allowed us to contrast the ideal that each program has in
terms of preparation of their pgraduates and the actual level of knowledge,

skills, and attitudes achieved by the specific cohorts studied. In spite of the



different populations that these programs serve they pursue the same outcomes
in terms of knowledge, skills, and attitudes; this is, there is a "standard"
level of preparation that teachers are expected to achieve after teacher
education. Under this assumption it was possible to make an across the board
comparison of the outcomes levels achieved by the different graduates. Although
we cannot rule out that the observed differences might have been due to the
different characteristics of the population, they might also indicate the
failure or success of the programs to take into account what the candidates
bring (or not bring) with them to teacher education. Seventy-eight candidates
from Teacher Colleges, 86 from Colleges of Education, and 73 from Distance

Education were studied,

Teacher education-T3-1

The measurement of the teacher knowledge, skills, and attitudes when they
are teaching in the classroom, had the purpose of allowing us to look closely
at the changes that occur on the teachers once they enter the classroom. It is
possible that what the teachers have learned while in teacher education is
unlearned or forgotten. If the program is effective, it is possible that the

knowledge that is needed while in the classroom is the one that it is still
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the teacher. Finally supervised practice for some of the prozrams

should make a difference in the skills test, and attitudes oI the teachers may .

change after they enter in conctact with schools.

Teacher educaction-effectiveness-T3-2
In this phase the study was directed towards the measurement of pupil
achievement level, school context, teacher classroom performance and teaching

practices.

\K’ 4,



The object of this phase of the study was to contrast the effectiveness of

teacher training programs as expected by the program itself (i.e. through

knowledge, skills, and attitudes) with external measures of teacher
effectiveness in the classroom as expressed by the teacher performance and

mediated by the school context.
The strategy at this stage was to "work backwards" in order to determine

what are the characteristics associated with higher levels of teacher

performancc, and student achievement including teacher training, and students

background characteristics.

In a further step these dimensions were related with the measures of
knowledge, skills, and attitudes collected from the teachers that have also

the measures of achievement should be

been observed.

If teacher education is effective,
seen related to those of performance in the classroom measured through the
observations. The measures taken in this study also made possible tn talk about
For example, there are

the effectiveness of teacher education in context.
difficulties inherent in schools that teachers even if they have received the

most effective training cannot resolve. Therefore this study relates teacher

ween teacher education programs

ct

effectiveness in the schools with the richness or poverty of the context and
he : .

£
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Although causal inferences in this study are not possible, measurements of
student achievement were also included as another indication of the school

context. It may be that good students make the teacher look effective and the
contrary could be true for poor students.
Thirty-eight teachers were from Teacher Colleges, 36 from Colleges of
Education, 43 from Distance Education, and 1l teachers were untrained in

teacher education.
12 -



The design in a diagrammatic form looks as follows:

{Insert "Effectiveness of teacher training in Sri Lanka" model about here)

The effectiveness study focused on the teachers at the different stages in

their training programs:

(1) The first stage was the pre-enrollment or initial enrollment stage
--that is, before or at the moment the teacher entered the program.

(2) The second stage is the exit from the program.

(3) The third stage is the post-program experience of the teachers. This
part of the study identified teachers who graduated from the program
one year before.

A group formed by those teachers who were not enrolled in teacher education

qrograms but who were at a similar stage in their careers were included in the
study to serve as a pseudo control group. The possibility of selectivity bias

in all these groups, should be considered when interpreting the results.

[ Y

A smaller numbar of teachers from all thesa feour groups were selected for
intensive scudy. These teachers were observed in the classroom and were asked
to answer questionnaires about their teaching practices. In the schools whera
these teachers were located, the study included questionnaires for the

principal (about school context), the pupils, and tests of student achievement.
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Effectiveness of Teacher Training in

Teacher Training Programs
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at Entry for:
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Distance Ed.

Changes in:

S.M. Knowledge
Teaching Skiils
Attitudes
—
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Distance Ed.
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Trained Teachers
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Effective Teaching Strategies
Mastary of Subject Matter
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Effactive Use of Rasources

—a————— | Teacher Motivation

Teacher Self Perception

Positive Impact on Student Achievement




Limitations of the Design

Although the present design is not strong enough to counteract all threats
against validity, this study tried to avoid bias by collecting information from
a carefully selected sample of teachers who were in the different programs, and
from teachers who were not in any teacher education program at a similar stage
in their careers, and from program documents. However, due to the
cross-sectional character of the study our findings and our conclusions have to
consider that changes observed in the individuals may be caused by factors
octher than to the programs themselves.

The lack of previous measures of ability for the teacher candidates was
compensated by the low rates of drop out present in the different programs
studied. In the colleges of education and in teacher colleges these are of less
than 5 percent. For distance education the drop out rate is less than 10-15
percent.

The research design was seen as appropriate given the conditions of the
study: it looked at different programs, it measured three different treatment
groups, at three different points in cime, and it measured a control group of
teachers at the third point in time. It collected data through a series of
instruments directed to measure similar dimensions from different participants
“i.2,, self-reporcs, ability measures, and observacions). The effactivenass of
che different programs that have the same long term objectives but different
content in the same set of outcomes measuras were compared. This approach
provided greater external validity to the findings of the study and allowed
specification of the strategies and the conditions in which different kinds of
programs with the same goals, have different effects in their participants

(Murphy, 1980; Weiss, 1972).
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C. Outcome measures

Teacher education programs in Sri Lanka have as a main goal to impact the
attitudes that teachers develop towards teaching, towards the student, towards
the profession and towards the community. In interviews with. program directors
the topic of attitude change would always come first. Another important goal of
teacher education in Sri Lanka is teaching skills. Finally knowledge of the
subject matter (which is mostly circumscribed to the elementary school
curriculum) is another priority of teacher education programs.

Consequently, the program outcomes that were measured in our study, are
those that the programs themselves define as goals to achieve through teacher
education.

Since the subject matter that teachers receive through teacher education
programs is vast, the study concentrated in two of the subjects that are
considered relevant for school success as well as life success, and have a high
national priority in Sri Lanka, namely, Mathematics and Mother Tongue.
Similarly, since it was not possible to observe all the teachers in schools and
test student achievement at all levels or years, the study concentrated on
those years that have special relevance in the extent of new knowledge covered
and where most drop out/repetition is observed: years 2 and 4th (or its

equivalent in the U.S. system: grades 1 and 3rd).

Definition of program outcomes

(1) Teacher subject matter knowledge (Mathematics and Mother tongue)

Teacher knowlecge was defined as the mastery of specific subject matter as
measured by selected items from teacher program’s external and internal
evaluations examinations for Mathematics and Mother tongue. In addition to

these items, Sri Lankan experts developed additional Juestions to include in



the final achievement, measures. Two instruments were developed, one to measure
knowledge of Mathematics, and one to measure knowledge of Mother Tongue. Both
instruments measure knowledge at two levels, according to what the teacher is
expected to know in order to teach elementary grades, and according to the more
in depth knowledge and conceptual understanding of the subject matter the
teacher is expected to master after finishing the program. These instruments
were piloted and modified before the final application.

The areas measured by these tests were: comprehension, application,
analysis, synthesis, and evaluation of Mathematics and Mother tongue concepts
as expected and defined by the three programs.

In addition, the knowledge of the subject matter in relation to the
elementary school curriculum was also measured. Specifically in Mathematics:
pre-number concepts, concept of number, basic mathematical concepts, and
concepts leading to secondary math. Similarly in Mother Tongue: listening,

speech, reading, and writing.

(2) Teaching skills (Machematics and Mother Tongue)

Defined as the understanding by the teacher of how children learn specific
subjects, and the translation of this understanding into pedagogical skills.
This test included items in the manner che teacher structures the instructional

aching learning
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instruction provided, the attention to the curriculum, and the level o
interaction with the students. Two tests were developed, ore for Mathematics

and the other for Mother Tongue. These instruments containing composite scales,
were developed in their totality by Sri Lankan experts. Both tests attempted to

measure the type of skills that are expected from the graduates of the three

different programs.
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The areas measured by these tests include: pedagogical skills such as
planning instruction, implementing plans and objectives; classroom management
skills such as the developing of classroom procedures, organization of the
physical setting, preparation of materials, monitoring of the physical safety
and mental health of the students, record maintenance, organization of learning
experiences in groups; discipline aspects and attendance problems such as
following disciplinary procedures, maintenance of clear parameters for students
conduct, development of rapport with students, learning guidance, and
continuous assessment of students and own classroom performance. These two

instruments were piloted and the pertinent modifications made.

(3) Teacher attitudes

In addition to increasing knowledge of subject matter and improved teaching
skills, an important objective of teacher training in Sri Lanka is attitudinal
change in teachers. Attitudes were defined as tiie disposition that teachers
have about teaching in general, and in particular about the profession, about
the students, and about the community. An attitudinal scale was developed using
some pre-existing questions previously applied in the Sri Lankan context. A
group of experts and the research team contributed to the full development of

the scale.

(4) Teacher behaviors

For observing teachers in the classroom, an already developed observation
schedule (used by the BRIDGES project in Pakistan) was piloted and adapted to
the Sri Lankan classroom. An additional questionnaire was included here
directed to the teacher asking about specific situations to elicit che

application of teaching skills,



(5) Student learning

The final test of an effective teacher is on student learning. Two
achievement tests one at year 2 and one at year 4th were developed by Sri
Lankan experts and piloted before the final application. Pre-tests and
post-tests were applied to the children of the teachers selected to be observed
in the classroom. An additional questionnaire was applied to the students
asking about background characteristics and their personal evaluation of their
teacher. Because of the interruptions in schools’ norma! activities, only the

post-test for year 4th were considered valid and the results were analyzed.

(6) School context

Teacher performance depends not only on the quality of the teacher training
but on the factors present in school. Some of the factors are classroom size,
textbook availability, principal's support, support among taacners,
communicacion with parents, etc. A close ended questionnaire was developed and

applied to the principal of the schools where the teachers were observed.

(7) Costs
Public and private costs of the teacher aducaticn programs were measured
through instruments developed for that purpose by the research team. Additional

information was gathersd bv looking at existing documents.

(8) Teacher motivation
Psychological research has frequently pointed out to the fact that a
motivated teacher may make a more effective teacher. Teacher motivation was

measured at the time teachers are in the classroom. An already existing



instrument developed in the U.S. was applied to the teachers included in the

study.

The pilot of these instruments took place at the end of August 1988 in two
Districts: Colombo and Kandy. The application of the instruments served to work
the logistics for locating teacher and teacher candidates, and also to learn to
administer the instruments with a high degree of objectivity. About fifcy
teachers and 50 teacher candidates responded to the instruments and the results
were analyzed and the instruments modified accordingly.

A pilot of the student achievement test was carried out as well in February

1989 with students in years 2 and 4.

Validity and reliability

The validity of the instruments assessed was construct validity. Construct
validity of an instrument is the extent to which it is possible to assert that
the instrument represents the construct it is named for. In developing the
instruments for the study a group of botk U.S. and Sri Lankan (about 15 people)
experts were actively involved in developing the questions. These same
instruments were shown to a group of experts including teachers, master
ssachers, and taacher aducation faculty (asbous 20 people) who concurred that in

wi'ls, and aczzitudes. With this

n

fact the instruments were measuring knowledge,
basis it was concluded that these instruments have construct validity.

The reliability coefficients of Cronback'’s alpha were as follows:
y P

Language knowledge L7216
Language skills .5629
Math knowledge .6169
Math skills 4981
Attitude . 7591

- 19 -



It is important to remember that the skills test are composite measures,

difficult to subject to the usual test for reliability used for standard

measures.

Data collection procedures

The study of the programs began in January 1988. When the NIE research
division team prepared a monograph on the history of teacher education in Sri
Lanka. At the same time, NIE researchers began assembling a group of qualified
researchers to participate in the study.

The effectiveness study began in June 1988 when several sites were visited
and the instruments for the outcome measures were heing developed.

The first visits to the programs was to the Teachnrs College in Kandy, and
to the College of Education in Mahaweli. The Teachers College at Bolawalana was
visited as well, and finally the Central Office of the Distance Education
Center at the NIE. During these visits researchers asked general questcions
about the program’s structures and standards. Different aspects on private and
public costs were explored as well.

Previous information and visits to the programs served to refine the

irectors, and orincipals, as well as master tutors
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to capture the speciiic characzeristics of :the program from the people who live

—

day by day with these programs. This specific information inclucded the
description of program purposes, methods, standards, curriculum, and problems

associated with its implementation.

The data collection was scheduled as follows:



Measurement
Pilot

Tl
Knowledge
Skills
Attitudes

T2
Knowledge
Skills
Attitudes

T3.1+
Knowledge
Skills
Attitudes
Achiev/pre

T3.2%
T.Observ.
T.quesctio
S.context
Achiev/post

Teacher College

August 1988

January 1989

n

December 1988

n

Sept/Oct 1989
May/June 1989

Apr & Gzt 1989
April-June '89
April-June 39
Nov/Dec 1989

College of Education

August 1988

October 1988

n

Aug/Sept 1988

n

Sept/Oct 1989
May/June 1989

Apr « Occ 1989
soril-June '39
April-June ’'89
Nov/Dec 1989

Distance Education

August 1988

September/Oct 1989

"

Dec 1988/Jan 1989

Sept/Oct 1989

May/June 1989

Apr & Occ 1989
April-June ‘39
April-June '89
Nov/Dec 1989

* Untrained teachers, their pupils, and their schools were measured at
these stages as well.

Characteristics of the population studied for the teacher achievement

measures.

Seventy-nine percent of the population

female and the rest male. With the highest

corleges Iollow in orcder of amount of male

“cucation.

Uncrained

teachers,

distance education,

including untrained teachers were

concentration of males in the

and teacher

teachers enrolled in the program.

Most of the sctudents in Coileges of Education {96X) have a GCE/AL the rest

have either a high school certificate, or equivalent studies. Fifty-eight of

the teacher colleges students have a GCE/OL or a secondary school certificate,

the rest have eicher a GCE/AL or a high school certificate. Fifty-four percenr

of distance education students have a GCE/OL or a secondary school certificate,

and the rest have a GCE/AL or a high school certificate. Finally untrained

g



teachers 21 percent has GC7/OL or secondary.school certificates, 18 percent
have the GCE/AL or high school certificate, and the rest 61 percent have
bachelors degrees or other higher degrees. This last group was excluded from
the comparisons since they have a significantly different educational
background than the rest of the teachers surveyed.

At the beginning of their respective programs, the teaching experience of
Teacher Celleges students ranged from 1 to 10 years, O for Colleges of
Education, and distance education from 1 to 9 years. Untrained teachers

surveyed only at the scnools had from 1 to 1l years of teaching experience.

Adminiscration of Instruments

The instruments for phases Tl and T2 were administered by two NIE senior
researchers during weekends according to the schedule presented above. The
teacher candidates in the case of Tl, and the graduates in the case of T2,
where summoned to a pre-specified site chosen by the NIE researchers for its
convenience, and the instruments were applied throughout one full day. The NIE
senior researchers applied the instruments under controlled and objective
conditions. For example, all the respondents answered the test in the same
local, and the researchers were aware of the importance of letting the
r2spondents 2v¥gress their own xnowledge and provide their own views on zhe
respective measures Deen applied.

For the two stages of the zhird phase of the study, 200 researchers were
recriii.»d from a large population of faculty in teacher education programs,
master teachers, and senior teachers drawn mostly from the Colombo and Kandy
areds of the island.

Careful trainirg in the instruments to be applied included teacher

achievement measures of knowledge, skills, and attitudes; and teacher

7
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effectiveness measures pupils pre-test, and post-test, pupils questionnaire,
school context questionnaire, teacher questionnaire, teacher observation, and
teacher motivation.

Great emphasis was placed in the training the surveyors in the teacher
effectiveness measures. Specifically, the objectives and rationale behind the
pre and post-test exams for pupil achievement were carefully explained, and the
procedures to apply the instruments were demonstrated step by step. They were
also asked to grade the exams in site.

In the case of the observation schedules for the teachers, the research
team videotaped teachers from different _types of schools (in Sri Lanka the
schools are zlassified into very difficulc, difficult, and affluent schools)
and representing years 2 and 4th. After carefully studying the videotapes and
using the observation instruments themselves to record the teacher’s behaviors,
the research team used these viceotapes during the training sessions. The
surveyors were asked to carefully observe the teacher and the lesson being
taught, and record the teacher’s behaviors and the intervals of time in which
they occurred. They were asked to record these behaviors in forms designed for
that purpose.

Finall; the researchers received careful instructions for the application
of the questionnaire which included the teacher achiswvement measurss, as well
1s the questionnaires applied to tne teachers, the princzipals, and che
s udents.

The training sessions lasted two full days and were carried out in two

sires; Colombo and Kandy.

Sample design

The sample selection for this study was purposeful. The criteria for the


http:questionna.re

selection of the sites in the study was that programs be directed to training
elementary school teachers, their representativeness of the whole of the

teacher education programs in the island, and the political and social'/

e

stability of the region where the site was located. Two sites or centers were
selected representing each teacher education approach, with the knowledge that
teacher education programs are highly centralized and with the assumption that
the same type of curriculum and even teaching strategies are quite standard
within the approaches themselves. Therefore out of nine Teacher Colleges, two
were selected for study. The two Colleges of Education that teach elementary
teachers were selected. Out of 30 regional centers dedicated to Distance
Education, two of them were selected for study.

The selection of the student-teachers within the programs themselves, was
directed at capturing all the teachers within a program in an specific cohort
or time period. For example for Tl all those student teachers entering the
different sites mentioned above were studied. Similarly for T2 the study
selected the whole population enrolled in the respective programs. In T3 the
selection process looked to achieve two purposes. One to locate as much as
possible those graduates who studied in the same sites that were selected for
Tl and T2 and who had taught for a year or more in the schools.
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Zeacher education graduates were teaching. This seleczion was based on ths
assumption that untrained teachers go to those schools that need them and that
since they work in the same context where the trained teachers are, it is
valid to express judgements about possible differences as they relate to the
effects or lack of training.

The classrooms observed were those where selected trained and untrained

teachers taught and limited to the years 2 and 4th. The pupils that answered



the achievement tests were selected at random if they outnumbered 30. If less
than or equal to 30, then the whole of the class was taken.
The following table illustrates the number of teachers selected by programs

studied under each of the three teacher education approaches in the different

phases of the study

Tl: Initiation T2: Exit T3: Classroom Teaching

Program Type:

Institutional In-service: Teacher Colleges

Gampola 42 38 18
Bolawalana 47 40 19

..........................................................................

Pre-service: Colleges of Education

Hapitigama 51 45 15
Mahaweli 47 41 21
In site In-service: Distance Education

Kandy 11 42 22
Kegalle 09 31 21

The schools in Sri Lanka

Since 1948 when Sri Lanka gained its independence from the United Kingdom
its commitment to promote universal primary education has brought about great
progress in education. This progress is seen in a literacy rate close to 80
percent and a primary errollment ratio over 85 percent. However the majority of
Sri Lanka schools (about 10,000) are seen as of low gzuality, lacking in
resources such as electricity or trained teachers and having low rates of
student attendance. These schools also suffer from high drop-out and repetition
rates, and rarely students in these schools are able to pursue higher
education. (BRIDGES S.'i Lanka, 1988, Impact of Management Reforms on Cluster
Innovation, Principal Effectiveness and School Community Relations, NIE &

HGSE) .



Schools are classified according to four groups depending in the
orientation of their programs, their resources, and their location. According
to the Ministry of Education (MOE) the "Type I AB" schools -- which constitute
near to 5 percent of the schools -- are recognized as the best on the island

and prepare students for the advanced level exams in all subjects including

science. The "Type I C" schools -- which constitute close to 15 percent of the
schools -- provide advanced level education in all areas except science. Type
IT schools -- which constitute close to 40 percent of the schools on the island
-- prepare students for the ordinary level exams; and type III schools -- which
include close to 40 percent of the schools -- provide education at the

elementary level. In addition to this classification, there is another by
location which specifies whether the school conditions are congenial, difficult
or very difficult (Ministry of Education, 1987, School Census. Provisional
Report. Colombo , Sri Lanka).

Government schools comprise 25.6 and the rest are pirivenas (or monastery
schools) private and estate schools. Of the government schools 40.4 percent are
primary and the rest are secondary schools. The rate of repeaters in the
primary cycle from year 1-5 is 9.04 percent and the drop out rates from vears 2
to 5 range from 2.10, 2.5, 3.93, and 5.52 respectively. In primary schools only
the number oI pupile isg G933 394 and <ha nuwt ¢ of rteachers is A8 801 (43 811
primary trained, & 3735 cerciiied, ard 10 G5 not certified) which makes for a
student teacher ratio of 1:10. In some schools, however, the student teacher
ratio is 1:64 specially in the estate schools where the children of Indian
Tamils actend [Sri Lanka (1982) Ministry of Education Towards Relevance... p.
45]. The schools in Sri Lanka are tailored to specific needs of its population.

For example 1.43 percent are all male and 2.10 are female, and 96.47 are mixed.

Similarly, 73.1l4 percent are scnools for Sinhala students, 19.99 percent are



for Tamils and 6.87 are for Muslim students. However the medium of instruction
is either Sinhala (73.93) or Tamil (26.07 percent). The primary schools have
been reorganized to include years 1 through 5 and junior and senior secondary
schools comprise years 6 to 8 and 9 to 10 respectively.

This study included very difficult, difficult and congenial schools. The
following table shows this distribution by number of trained and untrained

teachers observed in the schools. See Figures 1 through 4.

Trained and untrained teachers observed in classrooms by type of schocl.

Teachers trained in: School Typg_
Congenial Difficule Very Dif.
b4 % %
Colleges of Education 9 67 24
Teachers Colleges 63 29 . 8
Distance Education 60 38 2
Untrained Teachers 22 64 14

For purposes of analysis the very difficult and the difficult schools were
considered as one category.
The districts where the schools targeted for the study were located are

presenzed in the following table:
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Districts

Colombo
Homagama
Gampola
Miuuwanzoda
Kalutara
Kandy

Nuwera

Galle

Matara
Kurunegala
Kuliyapitiya
Nikaweratiya
Pultalam
Polunarvwa
Bandarawela
Ratnapura
Kegalle

TOTALS

School Districts for T3 - Classroom Teaching *

Teachers Col.

s PO LSRN
' [

LI~ 4 =y = N

37

Colleges of Ed.

COMN WK ¢+ PO NN Dy W00 s

36

Distance Ed.

43

Untrained

* Most of the cteachers in Distance Education remain in the District
where they received their training. This is not always true for

Teacher Colleges or Colleges of Education.
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FIGURE 1

Percentage of Teachers Trained in Colleges of Education

by School Type

9%

Congenial

3 pifficult

g o
k3s:

EBE S

¥

ch

o
M

e

XY

2=
SeEEnE

trisatie

e

oa

SR LA Raar oy

e

o

\b



FIGURE 2

Percentage of Teachers Trained in Teachers Colleges
by School Typa

63%

Congenial
£ Difficult

7

o



FIGURE 3

Percentage of Teachers Trained in Distance Education
by School Type
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FIGURE

Percentage of UntrainedTeachers

by School Type
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V. ANALYSIS OF TEACHER EDUCATION APPROACHES IN SRI LANKA

AND PROGRAM IMPLEMENTATION
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Analytical Review of Teacher Education in Sri Lanka in the Context of

Educational Reform and Impact on Program Implementation

The history of teacher education in Sri Lankal is marked by change
throughout which three characteristics are constantly present. The most
important characteristic is the relevance of the close relationship between the
teacher and the taught which signals the strong influence of Buddhism in all
realms in the country's life. Buddhism a philosophy that stresses the power of
the rational and disciplined mind over other inclinations of human nature,
heavily relies on education and the special relationship between the teacher
and the learner to achieve its highest aims: to impart the teachings of Buddha.
The Buddhist influence therefore, helps explain the deep concern to educate the
people of Sri Lanka, and it has characterized educational policies throughout
the vyears.

A second charactariscic is the presence of religion in education at all
levels in close correspondence with the diverse ethnic groups in the country.

The third characteristic is the purposeful adaptation of imported models of
teacher education to the diverse needs of the country to compensate for the
lack of a comprehensive indigenous model to educate teachers. The introduction
of foreign models is a responce to the growing economic and developmental needs
of the country. These inodels have been adapted to serve three overall purposes,
o contribute to the economic development of the countrwv, tn preserve the
cultural traditions, language and ethnic identity of centuries old cultures,
and to pursue the integration of diverse cultures living in Sri Lanka into the
economic system of production.

This continuous search for a model to educate teachers is the most powerful
force behind the current educational reforms. In the next section I describe

recent reform Initiatives and their effects on teacher education.
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Current Educational Reform in Szri lanka and Its Effects On Teacher Education

Since independence in 1948, the Ministry of Education has sought to
implement diverse policies that reflected the government's commitment to
provide equal and better education at a national level to the people of Sri
Lanka. COver the past decades a number of policies aimed towards improving the
"quality and relevance" of the public educational system have been introduced.
This reforms see the school as formally organized "<=o raise the level of skills
in the population that will support economic growth, provide an adequate supply
of ex.ertise, and improve the quality of life of every individual"2

The role of the teacher outlined by the state in this enterprise in seen as
strategic. In the words of the Education Reforms Committee:

"[I)t is the teacher who mediates education [...] It thus
becomes of crucial importance that the country should know from
where he comes and what he has to give; should watch his
progress and help him improve himself; should build up and keep
alive a genre of men and women who will preserve all that is
best in culture and tradicions and at the same time forge ahead
as agents of change."”

While the czeachers are seen as a central part'of the educational effort it
is largelv recognized that they have not been provided with the elements that
will contribute to having an effective role in educating pupils (one of the
more common examples is student drop outs). Factors that have affected teacher
quality are inadequate methods of recruitment, low standards for admission into
the profession, the limited capacity of the svstem to train teachers, and the
frequency of teacher transfers. Additional factors are located at other levels
such as inefficienc training programs, and inappropriate curriculum and
equipment in schools. Other less controllable factcrs that may interfere with
teacher’s perfor. .ice, according to the reform committee, are the interference

of politics in the realm of schools, and the sometimes observed lack of

responsibility from the teachers themselves.
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in the following section I proceed to review the problems with the teaching

profession that prompted a movement rowards innovationc in teacher education as

seen by Sri Lankan educators and policy makers.

Teacher edvcation and the teaching profession

Up to recent times in Sri Lanka due to the growing student em:ollment:5 and
the cormsequent urgent need for reachers, aside from the teachers formally
prepared by the system in teacher colleges and other Institutions, almost
anybody who fulfilled the G.C.E. O/level (general certificate of education
ordinary level) examination requirements aftev senior secondary school, could
go into teaching after a short induction preparation and a series of selection
interviews. The practice of recruiting teachers in Sri Lanka had occurred at
two levels, recruitment of those with a degree from a recognized university,
those possessing a G.C.E. (Q/L) Certificate.6 These recruits would receive a
short orientation and an in-service training course lasting no more than 3
weeks; additional training would be allocated sporadically, and often in terms
of seniority (teachers who have been teaching longer have first priority for
rece:ving training) throughout their careers. Wich some exceptions, people who
do noc reach the high grades and qualifications required to enter the
university and people who are looking for job security would turn their
attention to teaching.

Aééording to the committee in educational reform, the failure of teacher
training can be located in four major areas: lack of adeauate resources,
unrealistic curricula, students with low academic qualifications, and poorly
qualified teacher educators.

It is widely knowa in Sri Lanka that the quality of institutional teacher

education program is low and that they have not been able to fulfill their



purposes at an acceptable level. Institutional trsining for teachers was
expected to provide the students with opportunities to reach higher academic
status and to combine theory and practice. The failure of these programs to
achieve their goals is attributed in part to the inefficient administration ot
scarce resources. A reflection of this factor can be s2en in the difficulties
these programs have encountered to sustain a library or to reduce the class
size in current teacher training institutions.

Another perceived source of failure is the irrelevance of the curriculum.
There is a felt need from educators and the reform committze to harmonize
formal and non-formal education, to attend the demands of the community, to
develop interdisciplinary dialogue with other professions which impinge in
education, and to address nat_onal concerns such as inter-racial harmony and
development. In addition, the methods of instruction are outdated such as the
overuse of lectures, and the internship usually goes without supervision by
faculty members.8

In the early 1960's the decision to drop the exam requirements for entrance
to teacher education institutions is seen as one of the causes for the low
quality of the students who enroll on teacher education. Problems in the
programs themselves contribute to the poor preparation these teachers receive.
For example, facilities for teaching practice are not normally provided for the
trainees and therefore the contact with schools and communities is rare. In

\\- .- .
addition, available facilities within the institutions h-ve been underutilized
such is the case of centers for study, research, and experimentation. The
endemic lack of communication and possibly duplication of functions between
institutions of higher education in the countiy can be seen in teacher training

institutions, universities and in the curriculum development center,
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Teacher educators9 have traditionally worked independently with little
assistance from their colleagues or superiors. As a consequence, lecturers
often set their own standards of conduct and teaching without following a
coherent program of teaching that goes along with institutional or national
goals.

The curriculum followed in teacher education is considered by the reform
committee as irrelevant to the needs of the country and the mission of the new
teacher. Such curriculum mostly guided by both internal and external
examinations and the lack of provisions for the involvement of the enrollees in
the actual practice of the schools, could not but separate teachers from their
expected role. In fact the curriculum in teacher education institutions seems
to contradict the aims of critical thinking, individual education and
leadership required by the teacher.

Teacher unions and teacher’'s affiliation with a political view or party,
are seen disapprovingly by the state. This association is freguently blamed as
one of the causes for the low quality of the profession. However, because of
the poor conditions under which the teacher is expected to work and the often
times arbitrary decisions with reference to transfers, the teacher has no other
alternative but to turn to his/her colleagues in search of support. Unless the
situation changss drastically in Sri Lanka there is not reason zo expect the
voluntary dissolution of these unions.

Tﬁg state's expectations from Sri Lankan teachers, are clearly outlined in-
a series of guidelines named the "teacher's charter." These guidelines specify
what teachers are expected to do and how they are expected to behave with
their pupils, in the school, at home, neighborhood and society, with the
authorities, and finally the rights and privileges of teachers with reference

to education in general (i.e., training to improve professional, academic, and
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economic st:at:us.)lo These expectations, however, have not been followed by
improvements on the conditions under which teachers teach or live.

The current discontent among the teacher profession (and another concern of
the reformers) are a result of increased expectations in terms of employment
and salaries associated with more years of schooling. After the 1950's the
modern sector of the a2conomy has been unable to absorb even a fraction of the
large numbers of educated youth seeking jobs. By the end of 1977 the general
unemployment rate had reached 20 percent of the work force. Its incidence among
youth was much higher than the general figure and higher among the more
educated. At the time the reforms were proposed, there was a lack of
standardization on salary scales both at the points of entry and in subsequent
promotional levels. A proposal to solve this nroblem by the reformers is to
have the same salary scale to all professionally and academically qualified
teachers. Thus training should come associated with a better salary and
opportunities for promotion.

Teachers are expected to be responsible for their behavior in their
community and initiate activities both inside and outside school. The committee
on reforms assumes that the quality of the training these teachers receive
directly impinge on the degree of initiative that is required to teach. This

assertion is closely related to the quality of the existent curriculum and the

)

manrer in which it is delivered., It {s assumed that a rigid curriculum cthac

'~
~,

relies~mostlf"on lectures and which neglects the inclusion of activities to
stimulate leadership inhibits the very goal of forming teachers as responsible
and entrepreneurial individuals.

In short, the issue is seen by recent educational reforms as one of teacher
quality. In the words of the scholars of education working for the Ministry of

Education:



"[I)n Sri Lanka the teachers of the olden days occupied a place
of honor in the society and designated Guru in national
languages, were almost looked upon with reverence by the common
folk. This honor was bestowed on them because of the dedication
with which they performed their task of imparting knowledge and
skills. OQur teachers held this revered position until a few
decades ago. But in recent times we have witnessed a gradual
deterioration of the status of the teacher, with the result
that the teaching profession today has failed to attract people
of the right calibre... [I}f the teaching profession is
gradually drained of teachers of good quality, it has to be
considered a major disaster, specially for a developing nation,
because naticnal deve}gpmenc is dependent to a very great
extent on education."

In summary, since Sri Lanka’s independence in 1948, when the Sri Lankan
government declared its commitment to universal primary education, the Ministry
of Education has been introducing a series of policies aimed primarily at
improving the quality and relevance of the public educational system. Reforms
of teacher education have evolved as a result of this comprehensive effort to
improve education modifying or giving birth to diverse approaches of teacher
education. In spite of these efforts, Sri Lankan educators report that the

quality and status of the teacher has never been lower.

Educational Reform: Crafting a New Role for the Teacher

It should not be surprising to us that in Sri Lanka as well as in other

countries in the world the teacher is expected to solve not only the problems

that are present Zav o dav in the classroom, but the zecial and political ills

m

of the soclety as well. A good example of the expectations of the reformers is
- ~ ) . - . M s - . L . .
the list of characteristics that these teachers should possess.

A new role for the Sri Lankan teacher has been conceived stemming from the

reforms, accordingly with these guidelines the new teacher should be:
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Exhibit 1

o A sharer of knowledge, "the teacher cannot longer consider himself a
dispenser, rather he is a sharer of knowledge. He does not lord it over his
class. Humble and willing to learn through professional training and from his
pupils, he will go with them hand in hand, as on an adventure."

o An authority in his field, "[...]but humility does not mean ignorance.
The teacher should be able to speak with authority in his particular field of
instruction. Indeed research has shown that it is 'knowing his subject'; more
than any other quality which endears him to pupils and wins their respect.”

o An example for and lover of children, "the teacher should be exemplary in
his conduct. He will be disciplined not only because he is always under
scrutiny but because he is a member of a staff under the authority of a
principal. He will be conscientious and methodical, fired with a sense of
commitment, and conform rigorously to a 'regimen of work.'"

o A conciliator of cultures, "developing countries striving to free their
peoples from the shackles of colonialism aim to build an indigenous way of
life. Thus the good teacher must be sensitive to the interlocking spiritual and
cultural values that prevails in his land and in a global society that lies at
his door-step. He has thus the difficult task of reconciling tradition oriented
structures with those that are future oriented, and he must himself fit into
this pattern.”

o A coordinator and & leader, "the child of today is open to a number of
educative influences which provide a variety of experiences and expertise that
is beyond the reach of the average school...It is the tesacher's task to study
this extended environment... and to bring into the narrow world of formal
education the broader vistas of life and the element of reality which the child
needs. Thus the teacher cannot claim to have the monopoly of education; he is a
coordinator of educative influences... a leader or animator."

o A catalyst of change, "education and society are constantly influencing
each other. In Sri Lanka the interaction has been mostly that of school on
community and this one-way traffic is likely to last so long as our people
continue to leave education well alone. The teacher stands for decent and
orderly prozress and is prefer:
techniques are apt to be theatrical and revolutionary. Thus by reason of his
academic status, professional training and locale (at the heart of a ‘
teachlng-learning Egmmunity) the teacher ideally fills the role of a catalyst
of social change.”

In Sri Lanka then, in the rhetoric of the reform committee, the teacher is
seen as occupying a strategic place in the dynamic community of the school and
society. Teachers are seen as a breed of men and women who "will conserv~ all

that is best in culture and traditions and at the same time forge ahead as an



agent of change."” The changes planned in the school system are seen by the
reformers as broadening and enhancing teacher’'s influence. Thus the State sees
as an important responsibility the recruitment and training of a new type of
individual.la

In addition to changes in the remuneration and promotional aspects of the
teacher profession to offer an attractive salary scale and opportunities for
promotion to all professionally and academi:;II}-qualified teachers, one of the
main instruments of the educational reform for recruiting and training a new
type of individual are teacher education programs in their diverse modalities.
Thus teacher education 1is expected to develop mechanisms to attract qualified
people to the teaching profession, help to retain qualified teachers specially
in cthose areas in need of zood teachers (rural areas), improve the economic,
professional, and academic status of the teacher, provide an adequate supply of

well trained and qualified teachers in order to improve the overall quality of

the educational sysctem.

The following section describes the strategies that have been followed by
the authorities in order to improve the quality of teacher education within the

framework of the reform.

Carrvine Out The Reform Mandate

~

"Two typés’of scrétegies have been followed in an attempt to improve the
qualitcy of schooling through teacher education in Sri Lanka.

The first strategy cuts across programs and proposes to (l) raise the

standard of qualifications required from those who enter teacher education; and
to (2) introduce changes in the curriculum of teacher education to both

correspond with changes that have been implemented in the elementary education
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curriculum (from a subject oriented to an integrated curriculum). Curricular
changes attempt to provide a more in-depth understanding of the subject as well
as the teaching methods available to the teacher. Most of the changes have been
implemented gradually and exams for admission to training programs as well as
the requirement of three passes in the G.C.E (A/L) examinations are now needed
for entrance in the most recent approach to teacher education. A series of
internal, continuous, and external examinations are also required to
successfully end the programs and to enter teaching. Curricular changes have
been implemented by committees of teacher educators and program
directors/presidents formed specifically to develop and re-think the curriculum
according to the new image of the teacher. The type of requirements for
entrance and exit and the curricular changes in the three approaches to teacher
education are described in the next section.

The second strategy can be found within teacher education programs. This

strategy has consisted of gradually phasing out Teacher Colleges the 3 year
recently reduced to 2 vears training program for non-graduate teachers. Eleven
Teacher Colleges sctarted this three year modality in January 1981. Introducing
distance education for in-service training that was implemented in 1983 and
trains untrained teachers in service. The distance education modality has 30
regional centers, and its duration i{s 3 years and can be extendad to five. This
program originated as a response to the limited rumbers of teachers that
Teach;fs Colleges were able to train and as & way'to accelerate the process of
training. A pre-service teacher education approach was introduced as well as
part of this strategy and started functioning in 1985 with seven Colleges of
Education. This program seeks to implement the policy of progressively giving

up the practice of recruiting untrained teachers into the teaching profession.

This program lasts three years, at the end of their studies the graduates



receive a "Diploma in Teaching," which sharply contrast with the "Teacher
Certificate” received by Teachers Colleges and Distance Education graduates.

At present, Teachers’ Colleges, Colleges of Education and Distance
Education train 14, 15, and 71 percent respectively of the primary school
teachers enrolled in these training approaches. About 60 percent of teachers at
all levels have received some kind of training. In fact, the trends from 1946
to 1979 show an impressive effort to provide preparation to teachers,
especially within the last 20 years, from 29 percent in 1946 to 61.2 in 1979.15

In spite of this major effort, the challenge is still present since close
to 40 percent of teachers currently teaching in Sri Lankan classrooms have not
received any professional training.

In summary, a rapid increase in the population of school age children has
peen accompanied by an increase in the number of untrained teachers employed by
the schools. Because most of these "emergency teachers" did not have tormal
teacher training the alternative was to provide them with short inducction
courses and short and long in-service courses along the road. Distance
Zducation is an approach created to solve in a more efficient manner the issue
of a large number of untrained teachers. A large number of teachers, have been
trained under the distance education approach at a relatively low cost,
clearing the backlog of untrained teachers. As a consequence the Ministry of
Iducation (MOE) is turning its acctention to the development of pre-servics
teache}*preparation approaches such as the Colleges of Education, Because the
quality of the teacher in Srl Lanka is low the priority of the government is :o
raise the standards of the teaching profession by attracting good qualified
individuals to go into teacher education after general education. A series of

incentives have been devised to attract these individuals such as a subsidized



teacher education, and housing as well as the possibility to obtain a diploma
and higher salaries. Although these three approaches differ, the tendency of
the educational authorities is to strengthen certain types of approaches while
eliminating or transforming others. The following section describes the
framewcrk used to study the different approaches to teacher education and
analyzes the underlying assumptions framing the programs in an effort to
understand how teachers become effective teachers in the Sri Lankan political,

social, and economic context.

Three Approaches to Educate Elementary School Teachers

In previous sections of this paper I have attempted to describe those
eveuts that have prompted innovations in teacher education and the objective of
these innovations. In this cection I analyze how the different mechanisms that
have been devised to implement change in teacher education. Thus each approach
will be analyzed looking at the problems affecting the quality of teacher
education as identified by the reform committee and the specific responses each
of the approaches provides., (These problems, described earlier in the paper,
are the low quality of recruits coming into the teaching profession, the
qilality of the teacher education programs, including the available resources,
the learning opportunities provided to the students, etc., a rigid and
irrelevant curriculwn, the lack of professionalism in the teaching profession
or of Ehe teacher unions and thelr lnvolvement.in politics, the lack of -
commitment to the teaching profession, and the lack of leadership and
collegiality among teachers.) Parallel to the concern for addressing each of
the identified problems, teacher education is at the same *ime pulled towards
the "image of the new teacher” characterized by a multi-faceted role as a

sharer of knowledge, an authority in subject matter, a lover of children, a



conciliatur of cultures, a coordinator and leader, and a catalyst for social
change.

The first part of this conceptual analysis chen, requires an understanding
of the context under which these approaches originated as well as the basic
principles that guide a philosophy of teacher education in Sri Lanka. In
analyzing the efforts of the approach to respond to the policy mandates it is
essential to consider the entrance requirements (ecpecially if we are talking
about raising the quality of the teacher profession), and its link with the
nature of the program (i.e., in-service, institutional, pre-service, or whether
the program through which the envisioned approach to train teachers is tc be
implemented is constantly changing). One of the most important features of a
new conceived approach to cducate treachers for Sri Lankan policy makers is the
learning opportunities that the program provides to teachers and strategies as
to how can these be naximized or adapted to the particular situacion.l6 A
closely related factor is the question of how is the program conceived (i.e.,
as a series of courses that students attend and where the medium of instruction
Is lectures? does it include teaching practice?) In short, how is the program
attempting to "professionalize" the teacher to bring about an individual with a
deep commitment. The manner in which the program arranges all these factors can
be sc¢en as focused towards the "production" of a certain type of teacher. In
the case of Sri Lanza the ideal teacher has been clearly delirzated bv the
reform committee thus we nead to ask whether the entry requirements, the nature
of the program, the learning opportunities, the implementation of the
curriculum, the credentials and the evaluarion standards contained in an
specific approach could hetter produce the "type of teacher" envisioned by the

reform. The conceptual framework used to analyze the programs is shown below:
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Figure 1

Conceptual Framework to Analyze Teacher Education Approaches

CONTEXT

How did this approach come about?
Is this program the result of reform policies?
What are the social, political, economic and cultural contexts of the program?

WHO GOES INTO THE PROGRAM?
Entry requirements - Targeted Population

Qualifications Age
Marital status Gender
Years of experience Religion

EXPECTED PRODUCT

A teacher who is able to use:
Tech. skills required
to conduct a smooth
class, teaching
oriented towards pass
examinations, class
develops around a
structured curriculum

ethical issues

can be guided,

Thecretical principles
to underscand social

student’s cognition

OPPORTUNITIES?
Method instruc.
Teaching pracet.
Superv. pract.

THE PROGRAM
Institucional:
*Pre-service
*In-service

Non-institutioral: Laboratories
*Distance training Curriculum
\ /
\ /
\/ \/

HOW DOES THE PROGRAM WGRK?

Program emphacis
Most used teaching methoa
in

teaching, how children
learn, how curriculum

how

may influence teaching

A

WHAT ARE THE CGRADUATES
EXPECTED TO DO AFTER <~-vv-ccnvc---
THEY FINISH THEIR

Class organization
Teaching ability

Sctudent evaluacion
Efficiency & discipline
Co-curricular a~tivities
Professional development
Interpersonal relations
Community development

\/

WHAT DUES THE STUDENT GET
OUT OF THE PROGRAM?
Knowledge

Skills

Attitudes

Credentials

Promotions

Salary increases

CONTEXT
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The context

Before I proceed to present the three approaches to teacher education in
Sri Lanka it is necessary to understand the principles currently guiding
teacher education in the country. The ideal of teacher education is to bring
together two fundamental perspectives, that of "laying thre foundation for the
future," and that of "meeting the country’'s needs at a particular time."l7
These two perspectives thus entail a complex mixture of philosophiczl
principles of education and economic goals for the nation when delineating the
direction of education at all levels. Whereas the espoused philosophy of Sri
Lankan education has been guided by a concept of men focusing in the uniqueness
and dignity of the individual with the teacher providing the kind of
environment in which "the child will unfold like a flower," this view is
constantly challenged by others that see education as acquisition of "problem
solving" skills or education as a mean to attain scholarly status in a
particular discipline. Other views are strongly influenced by the western idea
of the role of men in suciety with competency as a cricerion of achievement and
the teacher as a clinician who diagnoses or prescribes what is needed to
promote achievement in children,

Although the advances in education and techrnology in the West are widely
acknowledged, the wview guiding Sri Lankan education deeply rooted in the
Budchist belief that "there is rot true education except within the dond
betwee; the teacher and the taught, whether in school or at home“18 strongly
prevails. In fact, one of the guidelines to reform teaching education warns

against infatuation with the educational advances made in the West and

succumbing to the pressure from the pace of social change, and recommends that,
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"[W]lhile there is much that we have learned and can learn from
the develnped West, let us at the same time look towards our
own culturz ard, before it is too late, identify, appraise and
adapt it in enunciating our philosophy of education, in shaping
our schooligand in formulating programs of training for our
teachers."

Teacher education programs, thus, seem to reflect a compromise between
preserving a centuries old culture and moving along in the path ol modern
development., Teacher education is seen as an on-going process, and it is
conceived as including on-the job-training, institutional training and
continued or post institutional training.

Three approaches to educate elementary school teachers have been considered
relevant for future policy in Sri Lanka: the Teacher Colleges, Distance
Education, and the Colleges of Education. Each one of these approaches is seen
as contributing to the ongoing process mentioned akove. I proceed to describe

each approach below.

The teacher education approaches:
Entry requirements, the nature of the program, and learning opportunities

Because these approaches have been described in detail in the Background
section of this ceport, this section presents an analytical summary of the mosc
relevant features of each of the approaches under study.

Teachers’ Colleges The main cbjective under which this approach was created

was to enable an heterogeneous group of current teachers to acquire the

0

krowledge znd develcor the skills and attitudes necessary to achieve an adequace

eaching performance in an ever changing educational system. Specifically this

cr

approach was aimed to prepare the teacher to deal with the new scheme of
education which re-structured the span of schoo: ’'ng, introduced a revised
curriculum, textbooks and examinations. This approach caters to a group of
teachers with varying abilicties both in academic qualifications and teaching

experience., In academic qualification they vary from those who possess the
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minimum G.C.E (O/L) to those with higher qualifications such as G.C.E.(A/L),
Diplomas in special subjects and General Arts and Science Certificates from the
University. In teaching experience they vary from a minimum of two years to up
to twenty years.

Thus this approach provides institutional technical training to untrained
teachers. It involves two years of course work based on a curriculum focused on
teaching methods and relies on lectures as the main method of instruction. Up
to 1987 this progran had a one year internship that apparently was not
effective (mostly because of limited resources) and has been eliminated as of
1988 “rom the formal program. Evaluations consists of examinations at the end
of each term (5 in toctal), the external examination in the subject area,
evaluation of teaching practice, and an interview before a board where they
present their professional achievements for review such as assignments, and
octher project work like teaching aids, and lesson notes. The graduates of chis
program receive a "[rained Teacher Certificate," along with an increase in
salary and pocsibilities for promotion although they are initially posted to

Institutional costs ot this training approach are moderately high since the
teachers/trainees are given a paid leave of absence for the two years they are
1

enrolled in the program, and in some cases teachers/trainees live in hostels or

quarters proviced by the program itsel:. The private costs are also high
because -in some cases participants have to leave their familles, and pay
tuition in addition to the foregone income for the two years of training,

The Distance Education approach is an alternative implemented by the
Miniscry of education in 1983 to provide professional teacher education to an

approximate number of cthirty-five thousund teachers. This strategy is a way to

supplement the limited capacity of teachers colleges to train teachers. In
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addition to reach a large number of trainees this approach is considerably less
costly. Whereas the institutional cost per trainee in the institutional
approach (teachers colleges) was about 8000 rupees the institutional cost in
the distance education approach was about 2000 rupees in 1935.20

The Distance Education approach consists of providing in-service training,
to untrained teachers with G.C.E. 0/L and A/L qualifications. The program
involves three to five years of course work, the curriculum is mostly subject
matter oriented although it also includes courses in pedagogy, they learn at
their own pace through programmed exercises and reading materials. Monitoring
and evaluation is done in meetings over the weekend or during school vacation
in the so called regional centers where they meet with a tutor to solve
questions or to simply nand in the units they have just finished and to pick up
the following unit. Evaluation is continuous and is done by revising
assignments and modules, face to face conrtact sessions, and practical work, a
year end written test In the subject areas and practical tests, and a final
external evaluation. At graduation teachers obtain a "Trained Teacher
Certificate" aid are cwliged to teach in a government school for at least two
years. As a result of this certification they receive an increase in salary.
The institutional costs are relatively low in i(his program including basic
learning materials, pavment of tutors once or twice per week, and maintenance
of the regional centers. Personal costs are also reianively low, the teachers
do not have to leave thelr families, they live in their homes, and continue
working while they receive their training. They do pay tuition, and have to
give up week ends and other free time for three years.

The Colleges of Education in 1981 as a result of studia2s on the quality of

teaching and teacher education, a policy statement decreed that a new concept

the pre-service approach to educating teachers should be seriously considered
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and that the current Teacher College approach should be reduced to one year of
in-service training with one year of internship. The Ministry of Education
decided as a policy imperative that all those going into teaching profession
should receive pre-service training in teacher education before being appointed
in schools as teachers. The principles guiding the creation of the Colleges of
Education in 1985 were stated by the reform committee as follows:

[T]o develop education the teachers quality should be

developed. The professional education that a teacher obtains

should be of a level where the national goals and aspirations

are achieved; those who enter the teaching service should be

able to face successfully the challenge of teaching intelligent

pupils in schools and to fulfill successfully the task »f

turning out the younger generation into a fruitful human

resource, the expectation is to change the belief that anybody

could effectively carry out the job of teaching; to select a

group of people to the teaching profession who have attained a

high intelligen:e level and to give them professional education

about the service that they are goin§2CO embark upon before

they take over the task of teaching.

The premise of the Colleges of Education is to provide high quality (in
such aspects as facilities, teacher educators, instructional opportunities)
pre-service training, to young (18-22 years) well qualified senior secondary
school graduates. In a period of two years of critical liberal education,
provide them with seminars, introduction to the community, carefully supeivised
one year internship, rigorous evaluation consisting of projects/assignuents,
interviews, unit tests, observations, periodical examinations, and the external
avaluation whicn is a written examiration of the subject area. The internship
is evaluated in terms of preparatlon of the lassons, carrying out instruction,
classroom management, and teacher personality. At their graduation =he students
receive a "Diploma in Teaching,"” their salary will be higher than the teachers
holding a Trained Teacher Certificate, but lower than the those of teachers

helding a BA, and their possibilities for promotion are better than those of

the teachers holding certificates although they are initially posted to



difficult schools. The institutional cost per student is very high since it
includes a monthly stipend for three years (éut of which they pay tuition),
meals and housing for three years, uniforms, study materials, etc. The private
costs are relatively low since these students are single and had not hold a job
before which makes it difficult to talk about forgone earnings in an economy
with a high rate of unemployment. They do not get to go home often, however,
and cannot get married while in the program. This approach was first
implemented in 1985 and it 1s seen as a prototype for future teacher education
in Sri Lanka. These colleges are entirely supported by the MOE.

The teacher education approaches:
Curriculum Implementation and emphasis areas

A good indicator of how teacher education approaches conceptualize
effective teaching, is the curriculum they have developed and the emphasis on
the differerc aspects of such curriculum. What follows is a table showing the
aveas covered by the different approaches to educate teachers and the units

(either time or in the case of distance education modules) assigned to them.
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Figure 2
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EMPHASIS AREAS OF THE THREE APPROACHES TO TEACHER EDUCATION IN SRI LANKA

Emphasis Areas

Teachers’Colleges
% /clock hrs

Colleges of Ed.
% /in clock h.

Distance Ed.
% /modules

Professional (600) (480) (21)
(Foundations) 23% 17.6% 20%
Primary Education (1080) (540) (51)
(Principles of 41,2% 19.7% 48.6%
Primary Education)
(420) (570) (33)
General Education 16% 20.8% 31.4%
(subject matter)
(280) (300) 3 times in the
Teaching Practice 10.7% 10.9% academic year
(240) (840) 2-2 day session
Co-Curricular Activ, 9.2% 30.7% 5 day session
1 year 1 year In site
Internship suspended full rime
in 1988
Examinations internal Formative Intermittent
External Summative Final
Continuous Continuous Continuous

Yechods of
Instcruction

Lectures, discussions
demos, projects, assign
micro-teaching,

team-t.

, team-teach..

Lectures, discuss,
seminars, debates,
role

simulations, field trips, play, simulations,
comm. dev. proj.

observations, exper,
discovery, methods,

diagnostics,

Printed material
assignments,
to face contact
sessions in
regional centers,
practice teaching.

face
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The areas included in the different approaches to teacher education
apparently vary more in the emphasis (i.e., length of time or number of units
dedicated to each area) than in the general curriculum that guides course work.
Important differences can be observed in co-curricular activities, internship
and methods of instruction. The emphasis in co-curricular activities evident in
the newest approach (the Colleges of Education) is a response to the reform
mandate of developing "the complete teacher" or the "complete person” through
education. "{Clo-curricular activities may have a greater and more lasting
influence than the general subjects in enriching the child’'s experiencas and
providing him with opportunities to discover his aptitudes...[i]t will be
necessary to make it possible for larger number of pupils to participate in
such activities...[that have been] mainly confined to the larger schools."24
The type of examination although with different names achieve the same purpose.
Examining the areas included in the diverse teacher education approaches, their
rationale and the emphasis given to them by the program serves to illustrate on
the one hand the understanding of the aims of the reform and its
implementation, and on the other the image of the effective teacher neld by tiie
particular approach.

In Teachers’ Colleges the curriculum seems geared towards both updating and
improving the knowledge of subject matter these teachers bring with them as
0/level graduates. Great relevance is placed in providing krowledge of
psychology considered important to understand the child and in pedagogy, the
acquisition of practical knowledge, the development of team spirit, and to
"learn to accept defeat," develop good attitudes, and deyelop talents,

Internships have been discontinued for 1989 because of inefficiencie: in
the system (i.e., too costly to supervise the students in the schccls, and lack

of a :tructure to motivate principals to cooperate with the teacher’s colleges
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skills among whick the most important are the co-curricular activities which
are designed to help the teacher become an effective leader in the school and
community.

The teacher educacion approaches:

Descriiing the image of the effective teacher pursued by the approaches in

terms of knowledge, skills, and attitudes

The different dimensions a teacher should have according to the reform can
be summarized according to eight performance areas by which the teacher is

evaluated once in the classroom according to their level of importance assigned

by the reform committee;

Performance Areas Perceng
1. Class organization 10
2. Teaching ability 30
3. Student evaluation 20
4, Efficiency and discipline 16
5. Co-curricular activities 10
6. Training and profess dev 6
7. Interpersonal relationships 4
8. Community development acct. 4

The rationale of why these eight key performance areas is important in
order to unde.stand the direct.on taken by teacher education approaches in
their effort to produce a teacher that could promote quality education. Quotes

from inter .ews and document analysis clarify these rationales:
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Exhibit 2

Class Organization

A well or-ganized classroom environment contributes immensely to the
teaching-learning process. This is conductive to making both the teacher and
pupil aware of the importance of a wel: managed classroom. Moreover the limited
facilities available to the teacher in most of our classrooms make considerable
demand on the resourcefulness of a teacher in making optimum use of these. As
teachers are expected to plan the availability of equipment for future lessons,
classroom management and organization can be considered essentially as a basic
function of a teacher." Examples of classroom organization behaviors as
exhibited by the teacher may be checking the attendance of the pupils due to
participate on a lesson, maintaining class control during teaching, and making
use of the class leaders during a lesson.”

Teaching Ability in the Subject(s)

"It is fundamental that the teacher should demonstrate competency in any
subject which they teach. This signifies the capacity to design appropriate
instructional materials to conduct class, group and individualized instruction
based on learners needs, guiding and facilitating learning, motivating pupils
for self-learning and so on." Examples of appropriate subject teaching is
preparation of a methodical and practical scheme of lessons; notes of lessons
with reference to the syllabus and course guides; use of necessary teaching
aids, and successiul use of resources in the school environment in the teaching
activity. In addition the teacher should have a through knowledge of his field;
develop a teaching style of his own from the accepted teaching methods,
motivares students for further study, and completes syllabus within the time
allotted."

Student gZvaluation

"Evaluation is an integral part of instruction. The traditional concept of
evaluation has given way to more modern interpretations of evaluation...where
(evaluation) is seen as a measure of progress . Student evaluation can also be
a measuring instrument in order to gauge teacher performance. Evaluation also
means diagnosis in which fhe teacher’s ability to find out the areas in which
students need special attention and use these as a basis for planning learning
experiences." Examples of this category are teacher makes evaluation at the end
of a lesson or uniz; surervises regularly student exercises and assignments;
formulates carerfully auestion papers for menthly terminal and vear end tasts;
avaluates resulcs of tests with pupil participation and makes use of findings
in the learning te2aching process; and maintains conZinuous reco
progress.”

Efficiency and Discipline

"A teacher should necessarily have developed desirable attitudes and values
towards his job. Our society still expects a sense of dedication and exemplary
behavior from a teacher. His behavior must serve as a model of emulation to the
younger generation; therefore he has to be careful in how he conducts himself
both within the school and outside. His ethics, the vocabulary he uses, his
outward appearance, all these must be in keeping with the mores of a noble
professiun. However learner or qualified a teacher may be, his attitudes and
values towards his duties and responsibilities as teacher will have a desirable
or undesirable impact on his performance depending on the nature of his
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in supervising teachers).

Most of the instruction is based on lectures. An effort has been made to
diversify the methods of instruction but the lack of resources such as an open
library in the college, lack of staff, among others makes this difficult. Other
methods include discussions, demonstrations, projects, assignments,
micro-teaching, team teaching, simulation, field trips, guest speakers and
community development projects.

The aim of distance education program is to develop professional education
of teachers in the cognitive, affective, and psychomotor domains.

There is great emphasis on helping the teacher develop the knowledge and
skills needed to build contributions between school and society and enable the
teacher to understand his/her role into the national educational system in
terms of skills and code of conduct. It also attempts to provide knowleuge of
prevailing learning theories and their application to the learning process.

Special emphasis is placed in pedagogy and in subject matter and ias rhe
development of skills for successful classroom management by creating "learning
environments . "

General education includes the development of knowledge to teach the

subject areas included in the curriculum of Sri Lankan schools, inculcate a
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liking towards teaching and develop favorahle attitudes for upholding the
dignity and pride of the teachinz profession and Zor systematic organizacion of
learning-teaching sftuations building on the students knowledge.

An important feature of the distance education approach that makes it
different from other distance education methods is the combination of teaching
practice and the interaction with tutors (three practical sessions are held

during an academic year and each lasts for two davs, they are expected to

facilitate putting [nto practice theoretical knowliedge prcvided in the modules,



and a tutor visits the students in their schools three times during the
academic year in which the teacher receives'guidance and advice on their actual
classroom performance.) A complementary innovation to consider in this approach
to distance education is the creation of regional centers which role is to
provide supportive service to the learners. Such support services are
reinforced learning through evaluation and feedback, counseling, face to face
contact sessions dedicated to co-curricular activities (one day study circle,
two day practical sessions, five day vacation contact sessions, and school
visits by tutors). In addition to these roles the regional centers perform
administrative as well as evaluative functions.

Methods of instruction are mostly printed materials, assignments, face to
face contact sessions in regional centers, and practice teaching.

The Colleges of Education sees itself as forming the whole individual, the
curriculum is balanced for the different areas included, and students are
encouraged to think critically. Accordingly the strategies of teaching
emphasize more group discussions, debates, team teaching, role playing,
simulation, observation, experimentation, discovery, methods, and diagnostic
method than lectures.

While the areas and subjects included in the curriculum are apparently
similar, the descr.ption of the purposes and rationale for the areas iacluded
in the curriculum differs according to the approach. Whereas Teachers’ Colleges
saes icself as a remedial program and as updating teachers knowledge with a
pedagogical orientation, Distance Education sees its mission as teaching
subject matter taking full advantage of the immediacy of the teacher in the
classroom to improve the teachers skills through advice in the so called
teaching practice sess’ons. The College of Education sees itself as a well

rounded teacher education providing well qualified individuals with teaching
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attitudes and values." Examples of this category are the teacher shows
punctuality in attendance and departure, maintains attendance register and
class record book methodically, fulfils any other alternative task assigned to
him by the piincipal; and engages in fruitful activities without wasting time
during school sessions.”

Co-curricular activities

"The teacher is thus made aware of the entire school set-up and rhe place
he occupiers therein. For the pupil, an all round education implizs an
involvement in both ~cademic and non-academic spheres. These activities provide
an essential link between school and the community." Examples of these are the
teacher performs duly all office work and any other work entrusted by the
principal: extends full cooperatiown In all extra activities of the school:
sports, scouting, "cadeting,", school societies, etc.; shows interest in the
work of the school development socicty and in the 0.B.A. and 0.G.A."

Training and Professional Development

"The productivity of a teacher depends on his keeping in tough with new
trends in education. 'To achieve this a teacher must collect relevant factors
and information by constantly reading, participate in study circles, and
in-service training programs regularly, experiment with innovations and follow
training courses for professioral growth." Examples of this are keeps abreast
of knowledge through wide reading. Is fond of making use of the mass media to
impart information; parrnicipates in in-service seminars and attempts to
implement proposals made; shows interest in new trends in education, follows
various courses of study and does research work for advancement of professional
level."

Interpersonal Relations

"A Ceacher's effectiveness lies to a great extent on he how he interacts
with ! 1e principal, staff, student, parents and other communicy members who
share in school management. He must meintain a healthy relationship wich all
those involved in the school organization." Examples of this works in
co-operation with the principal and staff; maintain excellent rapvort with
students, parents, past pupils and minor staff.”

Community Development Activities
"The teacher is now lcoked upon as a change agent and his leadership in

communicy development projects is very much appreciated by the society. This is
i role requirad by national aducation responses o contem L
rneeds.” Examples of this engages in the planaing of a'ult
anc in the work of religious educational organizacicn
societies in the district in the organization of sper
social activities."

As a way vo validate the "image of the ideal teacher" I asked teacher
educators to describe a class where the "ideal" was represented. I then showed
the resulting scenarios to other teacher educators and agreement was reached

about the best representation. This representation is shown below:
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Exhibit 3

Learning Arbitrary Units of Weight. Elementary Education Year 330

The class consisted of about 40 students grouped into 6-7. The teacher had
instructed each group the previous day to bring an improvised balance and
demonstrated how to make one with coconut shells or with lids of tin cartons.

Each group was given a balance and a set of objects such as nut seeds,
large pebbles, stones weighting nearly 500 g., sand packed, match boxes, nails,
etc, Before that the teacher introduced the students tna the lesson. She said
that they are going to do some new things, and reminded them of their former
experiences in ordering objects in relations to their weight. Then she asked
them to find out the heavier object out of the match box, stone, and a piece of
steel. The children eagerly engaged in the work. Meanwhile the teacher went
from group to group and discussed the method they used and the result they got.

Then she asked them to take a nut seed and a match box, and to see which is
heavier., The children at once answered 'the matcn box.’ The teacher
acknowledged the answer and posed a new question. "Can you find out how many
seeds are necessary to balance a match box?" The childrer began to put seeds
into one tray of the balance until the balance was in equilibrium and counted
the number of seeds.

The teacher shows her appreciation in students efforts and related the
result got by each group to the whole class. She wrote on the board:

11 seeds ---------- > match box
10 seeds ---------- > mactch box, etc.

Each group shows approximately similar results and they write down the
results in their note books. Next shc asked th.mm to do the same with a set of
smaller seeds. Since each children wis eager to do the job himself the teacher
had tn see that every child in the group had a chance to handle the balance
thile others were piling seeds or pebbies into the balance.

A few children were lagging behind others and the teacher had to motivate
them providing necessary guidance and inducemenc.

At the end of each trial the children were asked to wite down their
results,

There was a general discussion about the progress of the activity in the
last five minutes of the class. One child acked "teacher why do we need move
seeds from the 'a’ centainer than we need from the ‘B’ containsr to balance che
match, box?" The question was put to the whole group and they provided various
answers which were promptly recognized by the teacher. The students came to the
conclusion that since seeds ’a’ are smaller than seeds ‘b’ more seeds are
required to counterbalance the match box. {This she said will lead the children
to the idea of 'standard unit of weight.')]

At the end each group was asked to pack the material and keep it in a
corner of the classroom. All the student got up together and wished 'Ayabowan’
(long livefi to the teacner and she returned the same wish, and the class was

adjourned.

!

The presentation of the product portraying the image of the ideal teacher,

rounds up the description of how the urfferent approaches to teacher education



conceptualize the effective teacher. Although there was a unanimous response to
the fact that the above description of the teacher in the classroom is the goal
of the reform, the manner to achieve such a goal varies from approach to
approach as discussed previously. The way the approaches go about educating
their graduates to become effective teachers is dependent upon a series of
assumptions held about the teaching methods, the learning opportunities, the
curriculum, and other components required to improve the quality of the
teacher. Figure 3 shows in a diagrammatic form the aims of the approaches and

their different assumptions.

{Include Figure 3 "Different Approaches of Teacher Education in Sri Lanka"

about here}
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DIFFERENT APPROACHES OF TEACHER EDUCATION PROGRAMS
IN SRT LANKA

COLLEGES OF EDUCATION: Opportunity to mold character and att{tudes.

Selection of young, well Ingtitutional Fducatlon in Credential
qualifled people with » a4 full-time restdential * Diploma in R
Advanced lLevel pass. -
LLducation
2 year course work advancement
] year iaternshlip good salary

Ralanced curriculum with
cmphasis on Education
Foundations and Primary
Fducation Curriculum
Cohort effect

TEACHERS COLLEGES: FExperlenced teachers take more advantage of tralning.

Selectfon of good Institutlonal trailning Credential
experienced teachers —— optional residence In program —, “Trajned teachers —
with elther O/L or 2 years course work. Cer;iflc1te"
A/l pass. l'ossibility for cohorts.
) . : advancement
Strong emphasis on knowledge
. . salary Increase
of Primary Educatfon Currlculum
and subject matter.
DISTANCE EDUCATION:  lLearn at own pace and they apply while learning.
Selection of good Hon-Institutional training, Credential
In-service tcachers ) M non-restdential. Y N —
0/1. or A/L pass. }-5 years course work Trained teﬂchers
Carefully dertgned matertals Certificate
and tutorial visits. few possibilities
Strong emphasis on subject for promotion
matter. salary increase

Effective teacher
with the appropriate
knowledge, values
and attitudes.

Ef fective teacher
with the appropriate

knowledge of the
curriculum and pedago

Effective teacher
with strong subject
matter and pedagogica
experience.



The views of teacher educators and program directors

It was considered important for this study to gain insight about the
approaches and program implementation from those who work more closely in the
different teacher education programs studied. Briefly stated here are the views
of teacher educators and program directors about program implementation (for
ease of reference this section refers to faculty or tu the program as a way of
encompassing both faculty and program directors). The complete summary of the
interviews can be found in Appendix #.

The effects of the iational reform in education anc¢ the consequent push
from the government to require teachers to receive teacher education training
have had their effects on all the approaches studied. The interviews with the
faculty and directors should be understood under the context of this
educational reform. The questions asked to both grouns evolwve around the
underlving ideas guiding program goals and structure, and views about teaching
and learning to teach.

A common tread is found among the three different approaches with respect
to how they decide what they consider to be relevant to teach teachers. The
main criteria evolwves around official scatements set bv the gzovernment

ccaliv by the Ministry of Zducation, and on the other hand v the

n

speci
examinations that these teachers have to pass. In addition, currant research in
teacher education seems to inform teacher educators about the content and
character of their teaching. College of Zducation and Distance Education

faculty seem to relay more on thelr pears to decide what to teach than their

counterparts in Teacher Colleges.



Research in teacher education points out that unless teachers can learn new
and innovative teaching techniques and strategies in their teacher education
‘programs, teacher performance once in the classroom is more likely to resemble
the way these teachers have been taught. 3imilarly, if during their teacher
education programs teachers are asked to use innovative ways to instruct but
they are taught only through lectures it is difficult to expect the use of
other techniques but lecturing once they are in their classroom. The same is
true about the use of materials in the classroom and other strategies. In the
three approaches studied the more favored actions by the teacher in the
classroom were ability grouping, design and use of instructional materials,
teacher expectations and the role they play in students achievement, classroom
management, emphasis in punctuality, setting instructional goals, and
involvement in community activities. Less favored were the use of textbooks,
and homework assignments.

Expectatiuns from teachers from the moment they are in their training
programs are very high. Faculty in all the three programs expect their teachers
to participate in community (Shramadana), religious, and cultural activities.
In addition they are also expected to negrtiate for material, financial, and
school facilities, as well as educate parents, adults, and early school leavers
in the community. Since there are so manv expectations the interview asked
about the oveuall purpoge of the program. In zeneral the programs agree that
theirnﬁurpose is to teach general skills, knowledge, and pedagogical skills
needed to teach primary schnol. More specifically teacher college faculty
considers their most important goal to provide teachers with context relevant
teaching techniques that will allow their students to teach successfully.
College of education faculty considers an important goal fulfilling the country

needs for qualified teachers, and Distance education faculty c.nsiders updating



knowledge of pedagogical techniques and teaching methods as most important.
The way these programs try to accomplish these goals is through a carefully
designed curriculum, supervised practice, excellent faculty, preparation in
subject matter, and by encouraging the development of perscnal skills and
attitudes appropriate for teaching. In the area of recruitment Colleges of
Education faculty admitted having a more exclusive policy than teacher colleges
and distance education. The general perception of the faculty is that their
program is successful. The reasons for success are placed more in the quality
of the program such as well defined goals, program’ prestige, and the program
faculty, than in the financial or other type of resources available to the
program. Teacher college faculcv expressed dissatisfaction witch the levels of
financial, material, and political support received, because of these
deficiencies it is difficult for the program to keep up with the latest
research in the field abour =rfective cteachers (funds for Teacher Colleges and
Colleges of Education come f{rom the Ministry of Education, funds for Distance
Education comes from the National Institute of Zducation and foreign aid).

When as¥ed about what faccors worit against atzainment of programs goals,
Teacher College faculty consider the quality of the students teaclier , the lack
of superviced practice and other similar learning opportunities for the

tudents, and distance and other environmen:tal situations as the most important

w0

v,
A

gczors. Colleges of Zducation facultv considers bureaucracy, excessive paper
work that distracts them from the focus of the curriculum and instruction, and
lack of resources as the most important factors. Distance education faculty
considers lack of resources, and lack of supervised practice and similar
learning opportunities as problematic.

When asked what would they add to their programs, facuity from Teacher

colleges and Colleges of education would add field trips to acquaint students
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with the communities they will be working in, and Distance education would add
supervised classroom practice, method L)urseé, research on teaching and
learning courses, and field trips to the schools. The programs in general would
like to have more books and have enough resources to organize symposia and
conferences.

When asked why students select the program, Teacher College considers the
diploma provided by the program as important. Colleges of Education said the
program is the only option available to the students, and Distance Education
considers low cost as most important.

Among the experiences that faculty recommends for the students Teachers
Colleges faculty recommends volunteer work in schools, Colleges of Education
recommends field experienr~ to understand the needs of the communities, and
Distance Education recommends observations by fellow teachers as important
experiences for teachers.

Concern.ng the specific gcals for the teachers, all the programs agree in
nelping teachers understand how children learn, how can they use research
findings in improving their teaching, and to help organize their classroom to
stimulate learning as the most important goals.

When asked about the methods of assessment used to determine if teachers

1921

have mastered the necessary knowledge and skills all three programs agreed that

g an sxaminacion at the end of the program and cbserving the teacher

e}

requiri
teach are most frequentl’ used method.

Finally faculty were askec about the type of teacher they would like to see
graduate from their program, teacher college faculty thinks that teachers who
understand both the theory and practice of teaching as important. College of
Education considers teachers who understand both the theory and practice of

teaching, teacher; who have a strong sense of professionalism, and teachers who



are responsive to the needs of their students as important. Distance Education
considers teachers who are able to perform the various tasks of teaching, and
teachers who are able to evaluate their own teaching as most important. Most of
the faculty believes that long hours of study and practice is what makes a
difference in the type of teacher who will graduate from the program,
Theoretical and practical formal training, years of experience in teaching, the
models presented to them, and interaction with other teachers about how to
improve their teaching were also wentioned as important.

Concerning the most important thing that prospective teachers need to know,
teacher college faculty believe that good classroom management skills, master
of subject matter that i< taught at the elementarvy level, be well informed of
the new knowledge prcduced by research about teaching and learning, and be
willing to try different pedagogical strategies to make the students understand
and learn. College of education considers the willingness to try different
pecuagogical strategies as most important, and Distance sducation believes that
understanding of children needs and abilities is the most important thing that
tz2achers need to xnow,

from these views presented by the faculty and directors, it is pcssible to
deduce that:

e

o The teacher =ducation approaches are mostly and feoremost responsive to
government mandates,

o Traditional forms of evaluating mas:tery are dominant in the programs such
as examinations and observation of teachers bv faculecw,

o Programs do have specific views about what is important for a teacher %o
do in the classroom. The weak support for the use of textbooks and homework
assignment may be reflected in the emphasis graduates from these programs put

in using books and the role of homework in srudent learning once in the

classroon,



o The lack of resources is an evident impediment for an effective program
and Teacher Colleges seem to be the most affected.

o The demands on teachers in the field are reflected in these programs, and
among all of these expectations time to think and reflect about teacher’s own
teaching seems to be constantly absent.

o The image of the graduate from these programs evolves around the idea of
a close relationship between theory and practice, the teacher as a
professional, and as‘having a good understanding of how children learn.

o Only in the newest programs, Colleges of Education and Distance
Education, faculty seem to have the position to make decisions about what to
teach as well as access to current research on teaching and learning.

These insights into the operation of the teacher education programs studied
adds to the knowledge of the program based mostly in documents presented above.
Teacher Colleges in general seem to contrast with Colleges of Education and
Distance Education approaches in terms of level of funding, innovative mecthods.
strategies, and mazerials for teaching. It is expected that these contrasts
will also be present in the achiesvement and perform: ace of the graduates form

these programs.

Ccneclusions

One of the most importent instruments of the educatlonal reform for
achieving the purposes of an educated work force, national unity, quality
education for both pupils and teachers, are teacher education programs in their
diverse modalicies. Thus teacher education is expected to develop mechanisms to
attract qualified people to the ceaching profession, retain qualified teachers,

specially in those areas in need of good teachers, improve the economic,
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professional, and academic status of the teacher, provide an adequate supply of
well trained and qualified teachers in order to improve the overall quality of
the educational system. The assumptions held by these approaches and the
mechanisms developed to carry out their goals determines the extent to which
these innovations may be able to achieve a better status for the teacher and as
a consequence contribute towards improving the quality of schooling in Sri
Lanka.

After discussing the preliminary resulcts of this research, it can ba
concluded with some degree of certainty that the basic orientation of teacher
aducation in Sri Lanka is on learning the curriculum of primary edﬁcation and
how to correctly apply it within the guidelines stipulated by the State,

The assumptions of how an individual becomes an effective teacher in Sri
Lanka in the context of the current educational reforms, includes the
possibility for receiving formal training, possibilities for promotion, and the
individual characteristics of the teachers or teacher candidates. An analysis

of the models behind each program may help to understand the image of an

tn

effective teacher in the Sri Lankan contexrt.
The model behind teacher colleges is that experienced teachers could be

more effective if they receive formal teacher education based on pedagogy and

sxills mostly dirscted at how to teach the pre-desipgned curriculum given to
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given through the cradential obtained when they finish their program. The
assumption behind this model is that experienced teachers who are already
committed to teaching will take more advantage of the training, and providing
avenues for promotion will encourage them to continue teaching.

The model behind the Colleges of education depends on attracting capable

individuals at the beginning of their careers and provide them with formal



teacher education with an emphasis on a diversified curriculum stressing
co-curricular activities, pedagogical knowledge and practice. Included in this
nodel is a different approach to educate teachers and an attempt to encourage
critical thinking within the framework of the State. The program purposes to
form a critical mass of well educated teachers who will know how to apply the
curriculum and the subject matter they have been taught and who have good
possibilities to become educational leaders. They also have good possibilities
for advancement and promotion. The most important concept behind this model is
the opportunity for this program to mold character and attitudes.

The distance education model relies heavily in materials with an emphasis
on subject matter and in the teacher as an individual learner. Pedagogical
knowledge is something that the teacher is supposed to posses as result of
their teaching experience and a skill they will be able to perfect as they move
along the training program. The model could be described as "applying while
learning” based scrategy. The possibilities for promotion or for developing
close ties with other teachers are more rare here than in the other two
programs as well as the possibilities for advancement and promotion.

From these models, it is possible to deduce that an effective teacher in
Sri Lanka is an individual committed to the teaching profession, with
experience in co-curricular activities, with subject matter knowledge, who
knows how to arply a pre-designed curriculum, and who 15 2mcectad to be a good

fic for the school in which they finally teach.
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Research Results
A. Relets of the effectiveness study.

The term effective is defined by The Random House Dictionary of the English
Language (1987) as "[t]hat which has the power to, or which actually does
produce an effect.” More specifically, something that is effective is seen as
"[a]dequate to accomplish a purpose producing the intended or expected result
(i.e. effective teaching methods)..." And, "[e]ffect is something that is
produced by an agency or cause..."

In all of these commonly used definitions of effectiveness implied is a

sense of purposefulness. In other words, something has been designed to be

effective and it is expected to have specific pre-desipgned results. When

talking about policy and programs designed to address social/educational
issues, the urgency for these policies or programs to achieve the intended
effects for which they were designed is heightened by social, economic, and
political demands.

In Sri Lanka, the creation of programs to educate teachers obeys to
specific reasons, has pre-specified goals, and expects to achieve certain
results. Teachers receive training under the assumption that better educated
teachers will have better possibilities to understand the materials they read,
to make informed choices about curriculum, and to have a large body of
knowledge that will be helpful when teaching pupils. In addition to be
concerned about knowledge of subject matter teacher education programs are
concerned with pedagogy. The assumption is that teachers need to know not only
what to teach but how to teacli {t. A broader social goal that teacher education
programs pursue is improved learning, and educational achievement on the
general population that will eventually bring about a productive, responsible,

and well educated citizenry. Whereas teacher education programs have an



immediate goal: to increase knowledge, skilis, and dispositions of those to
teachers to be, they also have long term goals, such as producing teachers that
are effective in the classroom, and who can favecrably impact pupil’s learning.

In the present study, effectiveness was conceived as the capacity of
teacher education programs to provide teachers with the knowledge, skills, and
acttitudes that will allow them to become effective classroom teachers.
Effectiveness in the classroom was defined as the ability by the teacher to
structure a learning environment that will propitiate learning and increase
pupil’s achievement.

Effectiveness was measured as teacher achievement in terms of knowledge,
skills and attitudes. In terms of pedagogy as the teacher behavior observed in
tne classroom. And in terms of the impact that these programs have on student
learning. Since there are many areas in which a teacher is expected to have
expertise, the subjects of Mathematics and Mother Tongue were selected because

of the importance that these subjects have on Sri Lankan educationa! goals.

This chapter has two sections. The first section presents the results of
the achievement test on the teachers. The second section presents the results
of the observations of the teachers in the classroom, and the results of the

pupil’s achievement tests.
Measuring Effectiveness on teaclier achievement,

One measure of teacher education effectiveness is the level of achievement
reached by the teacher education candidates after they have finished the

program, and how much of what it was learned stays with them when they go into

the classroom and start teachirg.
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Rarely have studies of teacher education, specially in developing
countries, considered teacher learning and achievement while in training, an
mportant factor in the subsequent success of the teacher in the classroom and
on the pupils rhemselves. More studies however, when trying to find
explanations and programmatic answers as to what msakes a teacher effective,
they turn to the content of the teacher training for an answer. Understanding
what type of curriculum, learning strategies, and learning philosophy teachers
are exposed to may help explain why some teacher programs or techniques seem to
produce more effective teachers than others, and may serve to improve already
existing options.

The hest way to measure achievement is the study of a group of students
overtime. This allows the researcher to talk about changes in mean scores in
specific achievement outcomes. In the present sctudy, however, time limitations
made it impossible to carry out a longitudinal study. Instead the study’s
design was devzloped so that it allowed the measurement at three points in time
of three similar groups of people wiihin the programs. The comparison across
programs was possible because they pursue the same outcomes. This is, teacher
education programs in Sri Lanka expect their teachers to achieve to an specific
level in the knowledge and skills of teaching as well as in the attitudes that

ed

v

they need tc be successful in their profession. Caution should be axerci

me people

w
o)

when interpreting the results through time since it is not the
measured at every point.

As a way of controlling for differences across groups, the studv controlled
for the followinyg background variables: gender, age, highest educational
qualification possessed before entering the training program, and for teaching
experience before entering the training program. Although socioeconomic status

ls considered a very important variable, NIE researchers refused to ask the
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question since it is considered by teachers as very sensitive; the same was
true for ethnic group (all of the respondents however were Senhalese).

Table 1 shows the results of the outcome measures -knovledge, skills, and
attitudes- in the three programs by wave (entrance, exit, and classroom
teaching).

Table 1. Mean scores and standard deviations for teacher program’s
effectiveness measures of knowledge, skills, and attitudes,

by program and wave. The actual means have been converted to
standardized scores.

Mati Lang Math Lang Attitudes

know. know. skills skills
Program Wave n mean mean mean mean mean
(sd) (sd) (sd) (sd) (sd)
College of Education
1 100 -.028 -.118 -.820 -.797 478
(.758) (.8153) (.743) (.779) (.713)
2 86 .462 -.119 .123 .126 .336
(.899) (1.03) (.788) (.652) (.783)
3 36 .368 .158 L432 405 -.847
(.996) (.860) (1.14) (.891) (.499)
Teachers College
1 92 -.278 .110 .076 -.313 .320
(.9329) (.924) (.931) (.793) (.911)
2 78 -.010 .103 .076 .504 .365
(1.15) (.997) (1.01) (.981) (.984)
3 38 .053 168 . 206 .280 -.884

(1.10) (1.13) (.851) (.938) (.691)
Distance Education

1 24 -.307 -.290 .092 -.150 -.534
(.8321) (.590) (.852) (.716) (.4502)

2 73 .019 273 .396 .611 .339
(.930) (.986) (1.01) (.3803) (.571)

3 43 -.279 -.262 .203 .380 -.891
(.776) (.932) (.9886) (.953) (.791)

In addition to computing the means and standard deviations for each one of
the achievement measures by programs, the analysis of the data was done using
multi-analysis of variance (procedure MANOVA in SPSSx) with contrasts to test

the hypothesis of program and time having an effect on teacher’s learning.

—d-
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The general hypotheses being tested are directed to finding out whether the
student/teachers in the programs seem to have different levels of achievement
and whether this difference is constant over time. The specific hypothesis
follow:

(1) Pre-service programs are compared against in-service program and the
hypothesis is that Pre-service teacher candidates score significantly higher
than their counterparts in the in-service programs Teacher Colleges and
Distance Education).

(2) In-service programs, this is, teachers colleges versus distance education
are compared with each other to test for the superiority of one over the other.
The hypothesis is that teacher colleges score higher than distance education.
(3) The different groups measured at the points of entrance, exit and classroom
teachiny are compared. The hypothesis is that the relationship between one
point and the other is continuous and linear.

(4) The different groups measured at the points of entrance, exit and classroom
teaching are compared. The hypothesis is that the relationship between one
point and the other is quadratic, this is, presents a "fade out effect" of the
program on learning or attitudes.

(5) Pre-service versus in-service programs are compared against each other over
time. The hypothesis is that the Pre-service programs’'student/teachers show a
positive linear constant trend cver time that contrast with che negative linear
constant effect of those in in-service programs.

(6) Pre-service versus in-service programs are compared against each other over
time. The hypothesis is that the Pre-service programs’teacher candidates show a
quadratic or "fade out" effect trend over time. Pre-service program teacher
candidates are expected to show a higher or positive level of performance than

their counterparts in in-service programs. This is, in-service programs would
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seem to "unlearn" as they move through the program and improve as they move
out.

(7) In-service programs are compared against each other over time. The
hypothesis is that teachers’ colleges teacher candidates show a linear constant
trend over time whereas distance education show a negative linear trend for the
program over time, this is, their achievewent would seem to constantly get
worse as they move through the program.

(8) In-service programs are compared against each other over time. The
hypothesis is that teacher’s colleges students/teachers show a quadratic or
"fade out" effect trend over time. Distance education is expected to show a
quadratic distribution as well but negative to that of teachers colleges, this
is, they would seem to "unlearn” as they move through the program and improve

as they move out,



Table 2. Multi-analysis of variarce coefficients and tests of significance for
testing the hypothesis of program eifectiveness overtime (using Z scores).

..............................................................................

Mathematics Knowledge:
Program (d.f.=2)

In-service vs Pre-service .33460 .089 3.75 .C00
Teachers C. vs Distance E. .13755 .110 1.24 .213
Wave (d f . =2)

Linear trend over time .30666 .115 2.65 .008
Quadratic trend over time .53098 .166 3.18 .001
Program by wave (d.f =4)

(Inserv vs preserv)xlinear L24445 .232 1.05 .292
(Inserv vs preserv)xquadr. .11408 .340 .334 .737
(Teacher C. vs Dist)xlinear .23857 .294 .808 .419
(Teacher C. vs Dist)xquadr. -.40564 .420 -.96 .335

Language Knowledge:
Program (d.f.~2)

In-service vs Pre-service -,04355 .089 -.48 .627
Teachers C. vs Distance E. .21997 .113 1.94 .052
Wave (d.f. =2)

Linear trend over time .12072 .117 1.02 .305
Quadratic trend over time .25012 .179 1.46 .142
Program bv wave (d.¢ «4)

(Inserv vs preserv)xlinear .23323 .236 .98 .324
(Inserv vs preserv)xquadr. -.79121 .348 -2.27 .023
(Teacher C. vs Dist)xlinear .02882 .302 .09 .924
(Teacher C. vs Dist)xquadr. -1.1698 L4631 -2.70 .006

Mathematics Skills:
Program /‘d.f =2)

In-service vs Pre-service -.46392 .146 -3.17 .001
Teachers C. vs Distance E. -,11848 .108 -1.08 277
Wave (d.f. =2)

Linear trend over time .58834 .123 4,77 .000
Quadratic trend over time .34797 .167 2.08 .037
Progzram b wave (d, £ =4)

{Inserv =3 p:cscrv)xlinear 1.1750 .228 5.13 .000
(Inserv vs praserv)xquadr. .43854 .335 1.30 .192
(Teacher C. vs Distjnlinear -.03305 .293 -.11 .I10
{(Teacher C. ve Dist)xquadr. -.69365 415 -1.66 .095

Motner Tongue Skills:
Program (d.f . =2)

In-service vs Pre-service -.51904 .132 -3.93 .000
Teachers C. vs Distance E. -,11903 .099 -1.20 .230
Wave (d.f,=2)

Linear trend over time .86233 .112 7.69 .000
Quadratic trend over time .54263 .151 6.23 .000
Program by wave (d. f. =4)

(Inserv vs preserv;xlinear .64954 .208 3.12 .001
(Inserv vs preserv)xquadr -.36113 .305 -1.18 .238
(Teacher C. vs Dist)xlinear -.00515 .267 -.01 .984
(Teacher C. vs Dist)xquadr. -.00010 .378 -.00 .999
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Table 2. Multi-analysis of variance coefficients and tests of significance for
testing the hypothesis of program effectiveness overtime (cont...).

Farameter Coefficient Error t-Value Sig of ¢
Atvitudes:
Program (¢ € =23
In-service vs Pre-service -.02964 .126 -.23 .815
Teachers C. vs Uistance E. .21635 .094 2.28 .022
Wave (d.f.=2)
Linear trend over time -.89145 .106 -8.34 .000
juadratic treund overtime 1.6569 .145 11.36 .000
Program bv wave (d.f =4)
(Inserv vs preserv)xlinear -.54062 .197 -2.73 .006
(Ins2rv vs preserv)xquadr -. 85044 .292 -2.90 .003
(Teacher (.. vs Dist)xlinear -.89927 .254 -3.53 .000
(Teacher C. vs Dist)xquadr. -1.3137 .364 -3.60 .000

Differances across programs in the different achievement measures.

Mathematics knowledge. As it is possible to observe in Figure 1, the two

in-service programs at the point of entrance to the program (or before
training) scored very close to each other. We can assume that the level of
knowledge of Mathematics of these two groups is quite similar before they enter
the program. In contrast, the pre-service program seems to start at a higher
point, this is they know more Matiematics than their counterparts before they
start the program.

When looking at the group of students tested act the end of the program, it
is possible to observe that there is an increase in the tast score although
again the increase ls higher for the Colleges of Education. Finally when
looking inside classrooms, the group of teachers measured in both in-service
programs performed at a lower level than the pre-service program. However
whereas the Teachers Colleges scores where very close to those at point two, in

the Distance Education program the scores decreased significantly.
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When using the multivariate analysis of varlance to test program effects, a
significant difference was found when comparing the pre-service program against
the two in-service ones (t-value 3.75 p <.000). Such a finding indicates that
the performance of the Colleges of Education at any point in time (before and
after the program, and while in the classroom) seems to be significantly
different from that of either Teachers Colleges and Distance Education in cthe
level of Mathematics knowledge shown in the achievement tests.

When exploring the trend followed by the groups studied in the three points
in time, our hypothesis of linearity, this is, the assumption that as the
groups of students move through the program their knowledge should increase (or
that they are learning) was confirmed (t-value 2.65, p <.01l).

When exploring program and time effects, it is possible to appreciate in
figure 1, the trend of a constant, continuous program effect seems to be true
in the three programs for the points of entrance and exit from the program. In
the point of classroom teachirg, however, this is less true specially for those
in the Distance Education group. Because of the patterns observed, the
hypothesis of a quadratic distribution was also tested. The result of the test
was significant (t-value 3.18, p < .001) confirming the presence of a fade out
effecc of each one of the programs.

The measures of mathematics knowledge. are a composite of knowledge at che
advanced and at the elementary level., Figure 1 also shows the performance of
the students from the different programs., It is possible to observe that the
colleges of education perform higher than their counterparts in this part of
the test. Whereas all the programs seem to show a "fade out" effect, this is
more pronounced for those in distance education.

Mathematics knowledge at the elementary level also shows the colleges of

educatlon students as having an overall higher achievement level than their

c
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counterparts in the other programs. Teacher colleges students seems to have
learn in a constant and linear fashion whereas both the colleges of education

and distance educatinn show a clear fade out effect.

Mother Tongue knowledge. In figure 2 the three programs at the point of

entrance to the program (or before training) scored very close to each other,
We can assume that the level of knowledge of Mother Tongue is quite similar
before they enter the program, although Teachers College score higher than the
other two pre-service and in-service programs.

When looking at the group of students tested at the end of the program, it
is possible to notice a sharp increase for the group of graduates belonging to
the Distance Education program, whereas the other two programs remain at the
same level observed at the point of entrance. Finally when looking inside
classrooms, the group of teachers measured in the Distance %ducation program
drops significantly whereas both the Teachers College group and the Colleges of
Education group, show an increase in their level of pevformance.

When using the multivariate analysis cf variance to test program and time
effects, a significant difference was found when comparing the performance of
the pre-service program against the tw¢ in-service ones over a linear time
discribution {(t-value -2.27 p <.05). Such a finding indicates that the
relatfonship between in-service and Pre-service programs overtime is opposite
to the one predicted or hypothesized. Colleges of education and teacher
colleges, seem to have a constant and continuous effect on learning. Contrary
to the stated hypnthesis (since t is negative) that sets apart the College of
Education from in-service programs, the trend of thes colleges of education is
quite similar to that of the teacher’'s college although its performance is

somewhat lower. In this case, its is the distance education program which shows
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a significantly different trend over time than the other two programs. Distance
education shows a quadratic distribution over time or a "fade out" effect of
the program.

A significant difference was found when comparing the two in-service
programs assuming a quadratic distribution (t-value -2,70, p < .0l). The
relationship between these two in-service programs is inverse to the one
predicted. Whereas distance education follows a quadratic distribution or a
"fade out” effect, teacher college follows a positive linear distribution.

In the case of Mother Tongue achievement level, the two institutionalized
programs (teachers college and college of education) have a similar pattern of
impact overtime versus their non-institutionalized -distance education-
counterpart,

Hother Tongue knowledge test is a composite of knowledge at the advanced
and the elementary level. At the advance level, Colleges of education seem to
have a linear and constant effect of learning over time, distance education
shows mostly a fade out effect as the students move through and out of the
program. Teachers colleges’ effects seem to show a "fade out" effect but in
reverse; students seem to unlearn while they move to the program and regain the
level they had bafore entering the program.

Language xnowledge at the elamentary level shows the college of 2ducacion
has a linear positive and constant effect on learning whereas both teachers

colleges and distance education show a "rfade out" effect.

Mathematics teaching skills. In figure 3, it is possible to observe the

differences in the programs overtime in the student/teacher’s achievement in
mathematics skills. Both teacher colleges and distance education start the

program at the same level of achievement, whereas colleges of education score
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significantly lower than their counterparts. At the point of exit in the
programs the group tested for colleges of education achieved at the same level
that those in teachers colleges but both were at a lower level from thelir
counterparts in distance education. At the point of teaching in the classroom,
however, both teacher colleges and distance education achieve at the same point
whereas college of education graduates score sliphtly higher.

When looking at the multi-analysis of variance to study program effects, a
significant but negative t-value (-3.17, p <= .00l1) indicates that contrary to
our stated hypothesis, in-service programs seem to perform better overall in
mathematics teaching skills than colleges of education.

When looking at the multi-analysis of variance to study program trends over
time, a significant and positive t-value (4.77, p < .000), indicates that our
hypothesis of linearity is confirmed and we can conclude that overall the three
teacher education programs seem to have a linear positive effect on teaching
mathematics skills.

A significant difference was found when comparing the two in-service
programs assuming a quadratic distribution (t-value 2.08, p < .05). This
relationship tell us that while there seems to be a linear trend this trend
also shows a quadratic distribution or a "fade out" effect.

Finally when looking at the multi-anaivsis of variance to test program

Hh

effacts cver time, 2 significant and posicive t-value (5.12, p < .000),
confirms the hypothesis that while Pre-service education follows a constant and

linear trend overtime, the in-service programs show more of a "fade out" effect

over time,
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Mother Tongue Teaching Skills. In figure 4 it is possible to see the

performance on mother tongue skills that students/teachers from the different
programs showed in achievement tests. The groups from teachers colleges and
distance education measured at the point of entrance to the programs, showed a
similar level of achievement whereas those from Colleges of Education achieved
at a lower level. At the point of exit we see an increase in the level of
performance in skills for all the groups. The student teachers from the
teachers colleges and the distance education had a similar level of
achievement; colleges of education incrrsed their level of performance but
they still remained at a lower level than their counterparts in the in-service
programs. Finally at the point of classroom teaching, the three groups measured
performed at a very similar level with the colleges of education scoring
slightly higher than their counterparts in the in-service programs.

When looking at the multi-analysis of variance to test for program effects,
a negative but significant t-value (-3.93, p < .000) indicates that the
Pre-service program does in fact, perform differently from the in-service
programs. However, contrary to the stated hypothesis the overall the
performance of in-service programs is higher than the Pre-service program.

When examining the results of the analvsis for effects over time, both
hypothesis of linearity and quadratic are confiirmed. The three programs show a
conciﬁuous and positive trend through time (t-value 7.69, p < .000) which
indicates that the performance in mother tongue teaching skills increase as the
student/teachers move through the program and, when they are in the classroom. A
"fade out" effect, however, is also present (t-value 6.23, p < .000) in the
three programs which indicates that most of the "gains" or learning occurs at

the first two points of entrance and exit from the program and that after this
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point when teachers go to the classroom, the learning of mother tongue teaching
skills decreases.

The results of the analysis for examining program effects over time
indicates that Pre-service training seems to have a linear constant positive
effoct on learning of mother tongue skills overtime over the in-service

approaches and this effect is significant (t-value 3.12, p < .001).

Attitudes. In figure 5 it is possible to appreciate that the attitude
expressed by the student/teachers in the programs is rather similar. Whereas
Colleges of education and teacher colleges seem to start the program with a
higher attitude level than when they finish, it seems that by the momentc they
go into the classrooms that attitude drops markedly. The student teachers in
distance education start with a lower attitude level than tneir counterparts,
going through the programs seems to improve it, but as the student teachers
from the octher two programs their attitude drops as they exit and move to the
classroom. Attitudes as was previously explained, is a composite of attitudes
towards the profession, the students and the community. As the figures 6, 7,
and 8 show the most negatives attitudes are those expressed towards the
community (specially once they are teaching in classrooms), and towards the
profession. The more positive attitudes are those expressed towards the
studeﬁts, which except for these student/teachers in distance education, have a
constant positive slope in the three points in time.

When looking at the multi-analysis of variance for examining program
effects, a significant difference between the teacher colleges attitudes and
distance education students attitudes is evident (t-value 2.28, p < .05).

Specifically, distance education student/teachers have a lower level of

__[ig -
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attitude overall than the teachers colleges. The Pre-service program does not
show a significant difference against any of the two in-service programs.

When looking at the analysis of variance for time effects, it is possible
to see that there is a negatively sloped linear distribution in the attitude of
the three groups (t-value -8.34, p < .000). This is, they start the programs
with higher levels of attitude than when they finish they and go to teach in
classrooms. The hypothesis to test for a "fade out" effect was significant as
well (t-value 11.36, p < .000) meaning that the student/teachers do show a fade
out effect as the move through the program.

Finally, when looking at the multi-analysis of variance for examination of
program and wave effects, the four predicted hypothesis are significant with
negative t-values.

When comparing Pre-service versus in-service programs against each other
over time, the Pre-service programs’'student/teachers show a negative linear
constant trend over time similar to chat of those in in-service programs
(t-value -2.73, p <.01).

When comparing Pre-service versus in-service programs against each other
over time, the Pre-service programs'student/teachers show a quadratic or "fade
out" effect trend over time. The same is true for their counterparts in
in-service programs (c-value -2.90, p < .009).

Vﬁen cemparing in-service programs against each other over time, teachers’
colleges student/teachers show a negative linear constant trend over time. The
same is true for distance education, this is, both their attitudes would seem
to constantly get worse as they move through and out of the program (t-value
-3.53, p < .000).

Finally, when comparing in-service programs against each other over time,

teachers colleges' students/teachers show a quadratic or "fade out" effect
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trend over time. Distance education also shows, contrary to the stated
hypothesis, a positive quadratic distribution as well (t-value -3.60, p <

.000).

In general, graduates from Colleges of Education seem to show a monotonic
improvement through time. Distance Education and Colleges of Education
graduates seem to perform better in the measures of achievement, specially
teaching skills, than their counterparts from teacher colleges or untrained
teachers.

These results should be interpreted considering the limitations of the
study. Although this is not a longitudinal design it does include comparable
groups within the programs, the drop out rates are quite low for the three
programs (CE and TC less than 5 percent, and DE less than 15 percent). For the
purposes of the study the three programs are discussed simultaneously, however
and very importantly, the results of this study also allows to consider the

serits of each program in its own right.

Measuring Effectiveness on teacher performance.

Three different types of observations were carried out in the classrooms of
traia;d'teachers under the different approaches (colleges of education,
teachers colleges, and distance education), untrained teachers were also
observed at this point and their performance compared with those of the trained
teachers, The three types of observations included general classroom

observation, observations of instructional practices, and actual time of

classroom activities.
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The general contexts where teachers work.

The teachers observed in the study were deployed in different school types
a distribution that it is important to consider when looking at the results of

the study. The following table shows the distribution of the teachers by school

type.

Table 3. Distribution of teachers by school type.

n Congenial Difficult
% %
College of Education 66 9 91
Teachers Colleges 82 63 37
Distance Education 100 60 40
Untrained Teachers 44 23 77

Accordingly, teachers held their classes in different types of classroonms.
Eighty percent of all the teachers observed share the room with other classes,
Cnly 17 percent of the teachers have a room for their class. The following

cable shows the distribution,

Table 4, Distribution of teachers by tvpe of classroom.

n Room Part Room No shelter Other
X A b4 A
College of Education 61 11 85 2 2
Teachers Colleges 62 24 76 0 0
Distance Education 73 21 78 1 0
Untrained Teachers 17 0 88 6 6
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The previous tables show that Colleges of Education graduates as well as
untrained teachers work mostly in difficult schools a fact that may affect
their classroom performance. Distance Education and Teacher College graduates
work mostly in congenial schools a fact that is also expected to affect their
performance. Similarly a larger percent of graduates from teacher Colleges and
Distance Education work in single rooms versus sharing their classroom with
other classes. All these conditions are expected to affect not only teacher

performance but pupil achievement as well.

Resources, their availability and rate of use.

~

In the majority of the classrooms observed, teachers and students seem to
have the basic resources to carry out the tasks of teaching and learning such
as blackboards, teacher desks and chairs, students desks and chairs, etc.
Classrooms were mostly lacking in charts, maps, globes and similar types of
materials. During the visit to the schools the observer was expected to record
whether specific resources were present, whether they seemed usable and whether
they were used while the observer was in the classroom. Although the time the
observer spend in the classroom was too short to draw any definitive
conclusions from the results, thev mav be indicative of the general activities
that the teacher follows day to day. Some trends of interest were observed. For
example teachers seem to under utilize some of the resources that are provided
by the Ministry of Education such as teaching kits, teacher guides, and student
textbooks. Specifically for teaching kits the rate of utilization was in
average 82 percent with College of Education graduates making the less use of

the materials, Teacher guides’ rate of utilization was of 60 percent in average

with teacher colleges graduates making the less use of the guide. The
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attendance register had a rate of utilization of 40 percent in average with
untrained teachers making the less use of it. The scheme of curriculum and the
syllabus has an utilization rate of 77 and 72 percent in average respectively
for trained teachers. Untrained teachers show not use of these materials

mostly because of their unavailability. The low use of student’s texts is
important to note, in average the utilization rate was 58 percent among trained
teachers, and 28 percent among untrained teachers. (The utilization rate was
computed by dividing the number of teachers who used the materials among the
same number of teachers who had usable materials).

This finding may illustrate the findings of other research studies that
show that teachers often time do not use available resources among these books
because in their training programs they have been rarely taught how to use
them.

Figure 9 shows the percentage of teachers observed using a variety of
instructional materials in the days they were observed. In general teaching
kits and textbooks are the less frequently used materials with College of
£ducation and distance education ,raduates making more use of these than the
other teacher observed. Charts and maps are more frequently used by CE and DE

raduates as well probably because they have been taught how to make use of

G

chese materials during their training. The same is true for makeshift aids. The
more frequently use Instructional material is the blackboard which the teacher
uses to write down exercised for the students or for explaining new concepts.

The use of the blackboard usually takes more time for the teacher than if he or

she uses the textbook that is sometimes available in the classroom.
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Teacher classroom performance.

The observer was asked to rank the performance in a scale from 1 to 5 where

1 is unfavorable or low and 5 favorable or high, in terms of the following

categories: ability in subject matter, making instruction interesting, clarity

of explanation, enthusiasm for teaching, ability to help all children, adequacy

of guided practice and of independent practice, adequacy of evaluation,

feedback and correction style, discipline style, personality, fairness and

discipline style, and teaching ability. All of these characteristics were use.l

in a composite indicator for classroom performance. The results are presented

in the table below. The Colleges of Education and the Distance Education

graduates were seen as performing significantly better than their counterparts

from teacher colleges or untrained teachers.

Table 5. Mean scores, standard deviations, and significance level for trained

and untrained teachers’ classroom performance as ranked by observers.

Program n
Colleges of Education 51
Teachers Colleges 62
Distance Education 73
Untrained Teachers : 17
F statistic 11.18%

mean

sd

8.8

10.5

10.1

11.7

* Significant at the p < .0000 level

In the table above its is possible to see that the observers considered the

performance of Colleges of education and Distance education graduates as



superior than that of teacher colleges and untrained teacher graduates, and
that the difference is statistically significant. Figure 10 shows these

results.
Teaching skills

Figure 11 shows the percentage of teachers observed making use of different
teaching skills in their classrooms. As it is possible to see most of the
teachers use the audio-lingual method or lecturing to conduct their classes,
These teachers combine lecturing with other type of teaching strategies.
Colleges of Education and Distance Education graduates were observed using with
move frequency the less traditional methods in which the student is more an
active participant in his/her own process of learning such as stor? telling,
assignments, discovery, problem solving, discussions and observation. Teacher
centered instruction seems to be more prevalent among those graduates of
teacher colleges and untrained teachers. Other teacher-focused strategies such
as recitation, and question-answer instruction are quite prevalent in the Sri

Lankan contexct.
Instructional Practices

The performance of teachers in a number of arezs cousidered relevant by the
school effectiveness literature was observed. In the observation of
instructional practices, the focus was on whether the teacher carried out an
specific activity rather than on the time or the quality with which such
activity was performed. The resulting means for each one of the activities

measured are a composite of a series of observations that result in such
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Teacher Classroom Performance

Teachers ranked* according Lo ability in subject matter, clarity of explanation,
enthusiasm for teaching, teaching strategies, feedback & discipline style.
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TEACHING SKILLS
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activity. A larger score indicates appropriate behaviors conducting to the

specific activity measured.

Table 6. Mean scores, standard deviations, and significance levels
for. trained and untrained teachers’ classroom instructional

practices observation measures.

Review Advanc. Presen. Guided Indepe. Homwrk Class. Total

Organz. Pract. Practi. Clima.
Program n  mean mean mean mean mean mean mean  mean
(sd) (sd) (sd) (sd) (sd) (sd) (sd)  (sd)
C. of Ed. 68 .662 .882 5.05 14.3 4,67 1.54 2.58 29.76
(.87) (.82) (3.5) (8.0) (4.0) (1.9) (1.3) (16.2)
T. Colle. 76 .474 .632 4,48 13.0 3.94 .724 2.40 25,67
(.07) (.79) (3.2) (8.4) (3.8) (1.7) (1.3) (l6.4)
DistanceE 84 500 .917 5.00 14.3 4,91 1.36 2.52  29.59
(.82) (.90) (3.3) (9.1) (4.4) (1.9) (1.3) (17.9)
Untrained 22 .273 .682 2.63 11.4 2.59 .909 2.09 20.59

(.63) (.83) (3.03) (8.6} (3.5) (2.1) (1.4) (16.3)

F statistic 0.77 2.00 3.10# 0.95 2.49 4,40 0.94 2,18

* Significant at the p < ,05 level

Figure 12 shows the overall means for these observations.

Review

Nften times teachers spend the first minutes of class doing review of the
material studied the previous day as an introduction to the new lesson. This
review could be directed to the homework assigned, or the previous lesson, or
earlier lessons. In general, it is considered more desirable that a review of
the homework assigned or of the lesson of the previous day to be carried out

during this period that a long review of previous lessons or not review at all.
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Ranking Teachers on Overall Performance

Teachers scores according to overall classroom performance.
(computed from observations)
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As table 6 shows there was not a statistically significant difference among
the four groups of teachers in this specific activity. Colleges of Education
and distance education teachers however, seem to conduct more efficient reviews
of homework and/or previous lessons, whereas teacher colleges teachers seem
less efficient in reviews of earlier lessons and old material, and untrained

teachers seem not to carry out reviews at all.

Advanced orgunizers

The use of an advanced organizer or preliminary activities to the
presentation of the new material are activities that many teachers are expected
to do. The teacher may tell the children what the lesson will be about or what
the title or the lesson is. These two activities are good examples of advanced
organizers whereas asking the children to turn to the text or no conducting any
preliminary activities would be seen as non adequate.

In table 6 most of the teachers seem to include advance organizers in their
lessons. Teachers from Colleges of Education and Distance Education, however,
seem to follow this practice more closely than their colleagues in teachers

colleges and than untrained teachers.

Presentation of macterial

The manner the teacher prasents the material is considered important in
facilitating student learning, it can also make student learning difficult. For
example presenting the material in small steps and giving children chance to
practice after every step is considered a more favorable strategy to facilitate
student learning than lecturing without opportunity to practice until the end
of the lecture. It is also considered important that the teacher give

definition of concepts, specific examples using the blackboard, charts,
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pletures, etc, to illustrate ideas. Examples of inadequate teaching strategies
would be to get children to practice the material without an effort to provide
conceptual understanding of the class objectives or not to present any material
at all. The pace and clarity of the teacher explanations, the level of
difficulty of the concepts presented are also important factors.

Teachers from Golleges of Education and from Distance Education seem to be
more effective teachers at presenting the material in class than their
counterparts in Teacher Colleges. Untrained teachers, however, seem to be less
effective teachers than their trained counterparts when presenting materials to
students, and this difference is statistically significant (F 3.10, p <.05).

Specifically the difference seems to be that Colleges of Education and
Distance Education graduates present the material in small steps giving
practice after every step, give specific examples of the concepts presented,

and use the blackboard, charts or pictures to illustrate ideas.

Guided practice

Guided practice or the careful supervision and feedback by the teacher on
the initial efforts by the students to practice the material that is being
taught is an important strategy in helping students learn. The manner in which
this guided practice is provided will impac: sctudents’learning. For example it
is seéﬁ as adequate that after the teachers’ explanation the students start
practicing with the teaching watching carefully the first attempts of the
children to practice and giving them immediate and constructive feedback after
the task is completed. Inadequate strategies would be beginning practice
without explanations, or the children working on their own after the
explanation, or not guided practice at all. Another important factors in guided

practice that {nfluence student learning are the nature of the tasks assigned
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by the teacher, for example tasks that demand analytical reasoning,
explanations and critical thinking of the material are preferred over
summaries, recitation of material, memorization or other type of activities
that are better left for homework. Similarly students centered activities would
be preferred over teacher centered ones. Guided practice should encompass the
stages of the Bloom taxonomy process, evaluation, application, synthesis, and
analysis of the material learned to be effective. Pacing of guided practice,
the number of children participating in the activities, the amount, timing, and
quality of the feedback given and received are all relevant to children'’s
learning.

Teachers trained in Colleges of Education and Distance Education seem to
provide the same level of guided practice to their students than their
counterparts in Teachers Colleges. Although not statistically significant,
untrained teachers seem to be less efficient than the group of trained
teachers.

It is in guided practice that the pupil seems to be more actively involved
in the process of learning. This is manifest in students giving explanat us
and examples of the materials learned, the teacher asking the student to repeat

L

the material and making sure thevy have understood iz, The pupils ars also asked
o solve problems and practice written materials., It is possible to sece,
howevér, a great deal of teacher centered instruction even in cuided practice
such as students copying materials from texts or blackboard, watching teacher
demonstrate tasks, and answering teacher’s questions,

The learning style that seems to characterize Sri Lankan classrooms {n this
study fits less that following Bloom's taxonomy, --although there is an

inclination to ask students for process, evaluation, application, synthesis,

and analysis questions, (less than in 50 percent of the teachers ask for these
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responses)-- than a more rigid model in which an specific question is expected

to have une specific correct answer.

Independent practice

Independent practice or the series of activities in which the students are
expected to engage on their own, requires less supervision from the teacher.
Usually this activity is observed after guided practice or in those occasions
were the students know the material and what is expected of them. To increase
the effectiveness of the time students work independently, the teacher may
choose to arrange the learning environment in such a manner as to make the most
efficient use of resources in the classroom. This includes time as well as
other students that may be able to help their classmates. Children may learn
more if they work in small groups that if they work alone in their seats. As in
guided practice the nature cf the task will determine the effectiveness of
learning. Students are likely to learn more if asked to provide explanations of
material after discussions with classmates, or to participate in making models
than if they are asked to copy material from texts or to simply read materials.
Teacher feedback is also important during independent as well as the number of
students to whom feecdbacik is givenﬂ

although most of the children were observed working alone at their seats
racher\chan in small groups, teachers from the Colleges of Education and from
Distance Education promote during independent practice the type of activities
that are more likely to stimulate critical thinking and understanding than
their colleagues in Teacher Colleges. Examples of these activities are asking

students to give explanations and examples of materials, asking them to

practice reading materials, discuss problems, and engage in exercises to affirm
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learned concepts. Although not significant, the untrained teachers scored lower

in this category.

Homework

Homework has been considered important in affirming student’s learning and
helping the teacher keep track of the pace at which the students are learning,
it {s also an excellent manner to provide feedback to the each one of the
students. Although in general assigning homework has proven beneficial, certain
types of activities will stimulate students’ learning more than otﬂers. For
example, writing definitions of new terms, examples of material, solving
problems, writing original paragraphs may be more helpful than memorizing
material without understanding the concept behind the materials. What the
teacher does with the homework is probably more important than assigning the
task itself. The teacher could either review each student’s homework
individually the previous day or individuallvy with students during class. A
less desirable way of checking homework suc.. as asking students to correct
their mistakes themselves, may not clarify questions students may have and may
not give the teacher an accurate idea of who is falling behind.

Tedchers who were trained in the Colleges of Zducation and those in

tance Educacion assigned homework to their students more frequently, and

JL Z
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this homework is likely to be oriented tewards helping students understand what
they are learning in class. For example, students are asked to write examples
of what they have learned in class, solve problems, re-write material learned
in class. Often the homework requires students to do art work and other
creative activities, make models or diagrams, and collect information that they
will use during class. These teachers seem to make a habit of checking the

homework themselves providing careful individual feedback in students’
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workbooks, these teachers also check homework with small groups or sometimes
with the class as a whole. There is a significant difference between these two
groups of teachers and those from teacher colleges and untrained teachers who
show a low score in this category (F 4.40, p < .05). Teacher college graduates
and untrained teachers although they might assign homework they seem to choose
to review with the whole group step by step while the student makes corrections

in their workbooks.

Classroom climate interaction

Classroom climate has an important influence on student’s learning, how
comfortable they feel about asking questions to the teacher, and how much they
participate in their own learning. It is assumed that a teacher should be
polite, that students as well as teachers should exchange ideas freely, that
the class is teacher as well as student driven. Discipline in the classroom is
important in facilitating effective and efficient learning, and the teacher is
expected to set clear norms and rules of behavior. It is also assumed that oral
correction of behavior is preferable to physical punishment.

All the teachers observed in the classroom seem to maintain a similar level
of classroom climate. Untrained teachers do show a lower score than their
trained countarpar:s ai:hough this difference is not statistically significanc.
In Sff‘Lankan classrooms bbserﬁed in this study, teachers and students were’
seen exchanging ideas freely. The teacher dominates the instructional dynamic
by directing activities and calling upon students to raspond. Discipline does
not seem to be a problem since teachers seem to be able to set clear rules that
students follow, there ls however oral and in minor degree physical punishment

in the classrooms observed.
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The level of performance in classroom interaction of the different teachers
observed does not seem to be statistically significant. However is in the other
observation categories, untrained teachers do show a lower performance than

their trained counterparts,
Time of classroom activities

Figure 13 shows the time that teachers spend in different classroom
activities. The only statistically significaut difference observed Qas the time
allocated to assigning and reviewing homework with the teacher colleges
graduates and untrained teachers dedicating more time than the colleges of
education and distance education counterparts (F 5.91, p < .05). These findings
contrast with the ones presented in the table above in that although teachers
seem to be sperding similar amounts of time in the antivities shown, the use of
this time may be more efficient for some groups than for others. For example in
assigning and reviewing homework a group of teachers may spend more time
because they do the review with the whole group step by step whereas other
group may spend less time because he/she does it individually in student's
workbeoks and utilizes the time either in presentation or in gzuided or
indepencent practice. This seems zo be the case for Colieges of Zducation and
Distance Education graduates In terms of the quality of classroom activities

versus the length of time these activities consume,
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Measuring Effectiveness of teacher’s performance on student achievement,

As explained in the methodology section, two types of achievement tests
were applied to pupils of 2nd and 4th years (equivalent to lst and 3rd grades
in the U.S. system), achievement in Mother Tongue and in Mathematics.

The analysis of data reveals that the achievement tests applied to pupils
in the 2nd year are not reliable, possibly because of the complexity of the
tests and the immaturity of the pupils. The achievement test applied to pupils
in the 4th year are reliable and therefore this section will deal with that
data.

The statistical analysis uses (multi-analysis of variance) controlled by
school characteristics, this is, whether the school where the teachers are is
congenial or difficult, by parent education and occupation, and by teacher
background.

Table 7. Mathematics achievement for 4th year pupils by trained and untrained
teachers,

Pupils taught by teachers

trained in: n Mean SD Adjusced Mean*
College of Education 224 35.4 14.1 36.6
Teaacher Collegas £09 35.2 14.0 /A
Distance Education 325 - . 34.6 14.1 33.3
Untrained teachers 118 29.5 15.0 30.6

F 16.80, p ~.000 (for the regression equation)
F 5.16, p <.005 (for program effect)

* After adjuscing for school type, student and teacher backgrounds.

The table above shows that there is a statistically significant !{fference

between pupils of trained and untrained teachers. Whereas pupils of trained
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teachers seem to do in general better, with Colleges of Education pupils
scoring higher, pupils of untrained teachers score lower than the rest even
after adjusting for school type and student background. These results only show
the pupil performance in different classrooms it does not mean that the score
is caused by the specific teacher or by the training these teachers have
received. We try to clarify that point in the next section. Figure 14 shows
these scores,

Table 8. Mother Tongue achievement for 4th year pupils by trained and untrained
teachers.

Pupils taught by teachers

trained in: n Mean SD Adjusted Mean*
College of Education 226 44.5 204 47.0
Teacher Colleges 502 43.4 22.¢0 41.5
Distance Educaction 329 41.5 21.1 38.6
Untrained teachers 118 34.8 21.9 37.1

F 17.84, p <.000 (for the regression equation)

o3|

8.26, p <.000 (for program effect)

* After adjusting for school type, student and teacher backgrounds.

The table above shows that there is a statistically significant difference
between pupils who are taugnt by College of Education graduates versus thelr
‘other trained counterparts and untrained teachers after adjusting for school
type and student background. Figure 15 shows these scores.

The results presented above may be due to many factors among them the fact
that due to political and social unrest in the islanc during the study, some
schools were closed by long periods of time. It is possible that remote

(difficult) schools were less affected by these disturbances than schools which
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Mathematics Scores 4th grade controlling for student
background and school type (congenial/difficull)
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are considered as congenial but are more easily accessible. College of
Education graduates were mostly teaching in difficult schools.

In order to understand how much teacher education does in fact affect
student learning a series of correlations for those trained teachers are
presented below.

The following are the correlations observed among the different variables
measured in the study. Only the statistically significant correlations are

included.

Table 9. Correlations among variables measured by the study. Mathematics,

Measure Correlations
n mean  sd 1 2 3 4 5

Pupil score in Math 110 34.0 13.8
Math Teaching skills 110 7.1 2.2 LL6*
Math knowledge 110 6.2 3.1 L40% 73
Teacher instruc.pract. 110 33.0 11.i1 L33% 0, 92% [ 70%
Instructional time 110 39.2 8.1 - 49% - 53% - 57% - 23%
School type 110 .6 .5 - 44% - 82% - 46% - 61k  S57%

*p < .05

As it is possible to see in the table above, several measures of teacher
achievement and performance seem to be significantly correlated with pupil
achievement in Mathematics. according to the correlations ahecve, teacher'’s

aching skills, xnowledge and instrvctional practices in Mathematics seem to
Have.Alﬁbgitivé imﬁaét on student}; learning. Accordigg to the above
correlations it seems that the longer Mathematics classes take the less the
children learn, this may be explained by inefficient use of ctime by the
teacher. Finally, the results of the correlations seem to indicate ttat
students in the more difficult schonls seem to be learning more than their

counterparts In the other schools. This may be explained by several factors,

among them by the fact that most of the colleges of education and a good number
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of distance education graduates are teaching in difficult schools, and by the
fact that these schools may have had less disruptions in their schedules than

the rest of the schools.

In terms of pupil achievement in 4th year Mother Tongue, and looking at

trained teachers a series of correlations among the variables included in the

study are presented.
The following are the correlations observed among the different variables
measured in the study. Only the statistically significant correlations are

included.

Table 10. Correlations among variables measured by the study. Mother Tongue.

Measure Correlations
n mean sd 1 2 3
Pupil score in Mother T. 825 41.4 21.2
School type 825 .5 .5 L1la*
Mother T. skills 825 10.3 1.7 J10% Q7%
Teacher attitude 825 159.1 13.8 .08%  l6x -,03

*p < .05

As it is possible to see, two measures of teacher achievement and

performance seem o be significantly correlatad with pupil achievement in
n.ﬂothgg‘Tongue. Accord;ng_;o‘tbeicor:elatipns gbove,:teache;'s‘;eaching skills,
and teacher’s attitude in Mother Tongue seem.co have a small but positive
impact on student’s learning. According to the above correlations ic seems thac
school type has the strongest impact on pupils learning. This may be explained
by several factors, among them that accordingly to the region of the country

where students live there are differences in terms of Mother Tongue spoken.

Since school type is a proxy for students background, it seems that the
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influence of the home in this subject is more important than the other factors

included in the correlations above.
In conclusion, this study seems to indicate that teacher education may make

a difference not only in terms of what teachers learn and are able to do in the

classroom, but also in terms of how this training may affect pupil learning.
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BRIDGES Sri Lankan Teacher Education Study
Cost Analysis Chapter

INTRODUCTION: Whvy do a cost analysis?

In general this research effort was mounted in order to assist
policy-makers in formulating a rational and coherent national
policy on teacher eduwcation. It was born out of a general concern
for improving the quality and equity of the educational system,
and a recognition of shortage of funds available for doing so.
Research was seen as an objective means of assessing the extent to
which existing teacher training programs were, in fact, improving
the quality of the teaching force and at what costs. The results
could be used in making well-informed decisions  about
organizational reform and financial allocation.

any policy review of a field such as teacher educaticn will
thus need to pay attenticn to the costs of various teacher
education programs. For such a review, it is constructive to view
or analyze costs in a variety of ways. For example, the total or
unit costs of alternative programs having the same objectives can
be comparad to show which are the most cnd leasc costly. Even
more revealing is the treatment cI program ccst data in relation
to measures of progran effectiveness. This ccmbinatlion will allcw
for the determination of prcgranm cost-effectiveness, that this, the
cost per unit of change in erffectiveness measures.

There are other ways to view program ccsts as well. Progranm
costs can be incurred by institutions or individuals. Those
covered by institutions will need to,Sé’appear in government or
donor agency budgets, whereas thcse covered by individuals are
ccnsidered private expenses. Governments may want to put more of
a cost burden on to individual participants, but thevy do so at the
risk of generatzing political unrest and/cr a d2cline in demand for
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_program will help decision makers determine how the cost burden 1s

‘being- shared and whether the shares are reasonable given -public/.

rrivase resources and client Zemand.
Ancther way %o analyce zZrcogran Ccosts 1S L differentiate
between capital and recurrent costs Zapital costs for objects
rable 2aguipment reguilre a heavy

such as land, buildings and du

2 le cost suppcrt after that.
Recurrent costs, covering such 1 as salaries, utilities and
supplies/materials, are those whic! require annual allocations and
are used up in one budget year. such distinctions allow policy
makers to determine the amounts required to establish a program
(start-up costs) and how much is required to sustain it on an
annual basis.
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A distinction 1is often made between direct and indirect
costs. Direct costs are those which involve funds which are
actually spent for the program. Indirect costs refer to resources
which are used or lost as a result of mounting or participation in
a project. In the case of this study the main indirect cost that
is considered 1is the foregone 1inccme of the students who
participate in the programs, also referred to as opportunity costs.

Finally, 1is it possible to conceive of costs which do not
involve funds or financial resources at all. To participate in
a program a student may have to sacrifice much in terms time for
family and recreational activities and may feel various pressures
and stresses. These we refer to as scclal costs. Although they
cannot be measured with the same amount of precision as monetary
costs, they can be 1inferred through students answers to
questionnaire items. In thils study all program completers were
asked to indicate the extent to which their participation caused
such problems as a disrurtion In their family life, a loss of
leisure tine, anxiety over too much work to do, a decline in
rhysical well-being, arnd an interference with religious, sccial and
political obligations.

-+~

Our study takes all of these points into consideration. In
this chapter we ccmpars varicus programs in terms of thelr unit
costs (with and without cprerTunity costs), examine the ralative
cost burden to sponsors and students 1n =ach 2rogram, and indicate
hcw the cost are distributed across capitii and recurrant cost
categories. Finallyv, we ccmpars the 3cclal or nonmcnetary cCosts
assoclated with each crcagranm Analyses in which costs are related
to measures of erffectiveness Wwlll e presented in the next chapter
(section).

DROCEDURES: Measurement and apalvsis
i:“ ot T2IUNE DTOgTLN IC3TS Ilrazclt o za osnocied to

gdres from the Ministry orf Educazion.
t“y flqures which are available reflect

e py, 0
|17 VPR

z”‘-ﬁn.-ny,. reho

lattar eventually feccme zvallable but wizth a :wo—yed: tine Lag),
chey Cover rsecurrsnt  CIs5T5 onRlyY  and  are  ac hiqh levels of
aggregation Moreover, <the official records contain nothing on
student exgendicures and SpporTunity COsSts

We used two basic datza collection instruments: one for
institutional costs and cne fcr private or student costs. The
institutional cost questicnnaire was filled out by senior project
staff during interviews with key college administrators at the
colleges and distance education centers 1involved in the study
(i..e., Bolawalana and Gampola Teachers Colleges (TC's), Hapitigama

‘.,,;:
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and Mahaweli College of Education (CE's), and the Distance
Education (DE) Centers at Kandy and Kegalle). The institutional
questionnaire covered recurrent expenditures for the academic year
1988, such salaries and tenefits for instructors, administrators
and support staff, utilities and ccmmunications, naintenance of
buildings and equipment, supplies and equipment, books and
publications, and staff training; and capital <costs--the
replacement costs of currently held buildings and furniture
/equipment. Capital costs were amortized over the expected life
time of the building/equipment using the preva*led discount rate
of 12% (the rate used by the national savings bank over the past
decade). In the case of the distance education program, central
office buildings and equipment were estimated and an amount
proportionate to the number of students in the program at the
target centers was allocated to the costs of the program at those
centers. At the centers, s:.nce mcre than the primary education
program was covered, center cost were allocated to that program
according to the proportion of students in 1it. For the teachers
college which covered more than one program (namely, Bolawalana
Teachers College, which has prcgrams in English and Religion as
well as Primary Education), the ccst per student was calculated for
the entire college, irrescective of the procgram in which students
were enrolled, under the assumpitlcn that resource use was basically
the same for all prcgrams.

In the institutional costT guestionnaire we asked
admninistratcrs o indicate thelr source of ‘unds In most cases
it was either the Ministry of Zducati

t v
mn

no contripucion m communl“y assoc1atlons or
icns. T™his does not mean that all covernment
funds were channeled directly througn cur sample institutions. 1In
many cases they used instructors con secondment from other colleges
(or from the Ministry). Moreover, TC parcticlpants received
salaries paid through the schecol where they nave been teaching.
In the case of the DE program, much of the budget for equipment and
recurrent costs has heen coverad by a grant rfrom the Swedish

~ - - e mm iy e s VUl a s - - o) " - 1]
gcov=rnnenc. 252 TIGSTS wWe nRave 113734 1S CTCSTS To o the STCONsCY,
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D e Simvn s suTra-acy srnman=al
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_resources wnich may or may, not pe assunaole cy the governnent once
the ‘Swedish aid tunda are terminated.  For purposes of our analyses
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u:h qgg*cgdtlcn wculd not
redict future gavernmant

- - - D e e e D e e 2 e

v

t of the spenscrs'! ccst purden.
e ap ropria e 1f we were trying to
budget requirements.
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The student questionnaire was administered to thcse who had
juct completed their course, generally a 25- 40% sample of the 1988
gr. iuating class. They were asked to record their perscnal costs
and allowances for the years during which they were enrolled in the
projezt. The annual cost figure which was used together with the
annual institutional cost figure was that for 1988 Since the
final year cost figures for teachers college participants was for

3



1987, those figures were conve.ted to 1988 values using the
prevalllng inflation factor of 7.5% Onporuunlty costs were
computed gn based on direct quesc1ons to the students in which they
were asked to estimate how much income they sacrificed during the
year because of their involvement in the progran. College of
education students, most of whom were just out of sacondary school,
were asked how much they would be earning if they had taken a job
instead of enrolling in the college.

Students at the colleges (Teachers Colleges and Colleges of
Education) receive allowances during their training program and pay

fees. College of Education students receive a modest monthly
stipend, most of which 1s recovered by the college in the form of
"facilities fees." Teachers College participants, all of whom are

experienced teachers, receive their regular salary during their
leave of absence in the training prcgram, some of which 1s returned
as facilitles fees. Participants in the distance education program
also continue to receive their salaries, but they also maintain
full teaching lcads. Thus, we did not consider cthem as having
received an allowance.' 1In acdition, they paid no facilities f=zes.
Since the above are essentlally transier payments, we were carercul
to avoid double ccunting then. rcr example, student allowances
were counted as a ev"ense to the stonscr but as 1nc me to the
students; conversely, student ees ware counted as lncome T2 the
SPCNsSOr but as an expense -0 the stucents. The net effect of these
transfers will £e shown in versions of our analysis called '"Net
zost per student

Cne wmcre adjustment zhat we made was in the calculation of
costs for tThe DRI orogran. Students cover basicallvy the same
material in this ccurse as 1n the cther ccurses, o2ut feing parc-
time students thevy take longer tc ccnoplete it (an average of 3.1
years ccmpared to 2 years in the other two kinds of programs). In
orcder to develop a valid basis for comcarison we transformed annual
DE costs into costs per a full time equivalent. The multiplier

which we used for this was 1.55 (na:a1v the averace DE cowoleCLOn
BT T In et i R e B et T e Hihste v TEAS! —lema

.
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N Before our instruments were used with the institutions and
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'Tt has tsen disccovered that scme fsachsrs ars Jlven 2 release
day (generally Fridav) in order %o visit thelr distance educaticn
study cenzer. e have no data on how many receive such a <ay and
how many Zays a year thoeyv recelive. Assuming for now, that the
teachers in our sample received on the average two Cer month {akouc
19 days a vyear), and that they earn on the average Rs 1200 per
month (akout Rs 50 a day), they could be seen as 1receiving an
annual study allowance of Rs 950. The amount would increase the
net costs for their prcgram by about 15-203. I will seriously

consider adding this in subsequent drafts of this paper. ‘i

[l
[



students they were reviewed during a professional workshop in
Colombo, involving college teachers and administrators (the entire
cost analysis design was reviewed as well). Feedback was acquired
which was used in improving the clarity and format of the items.
Oonce the data was collected it was first analyzed by institution.
The academic year 1983 was selected as the benchmark year for all
institutions. (We had data for preceding years also, and having
checkad them concluded that there was nothing extraordinary about
expenditure patterns in 1988.) Tables were constructed for each
institution combining institutional and private costs data for
1988. They included costs to the sponsor and student (including
opportunity costs), transfer payments (allowances and fees), total
and net costs to sponsor and student, number of students in the
prcgram during 1988, and both total and net costs per student.
Alternative figures are also given in which only direct costs are
used--this 1is, 1in which opportunity cocsts are excluded. The
following is an example of a summary table fcr an institution.
Since our main interest 1is 1in comparing costs across types of
prcgrams and not individual institutions, we have placed the
summary tables for the other institutions in the appendix.2 After
that we develcped a set of summary tables in which the costs were
pooled acrcss the two instituticons in one type of program. These
are the results that which will te reviewed next.

2An examination of the summary tables for the individual
institutions reveals much greater variation between types than
within them. In fact, the results for the two institutions under
each type were very similar.
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FINDINGS: Annual training costs bv tyvpe of institution

Although the total and net costs are available, for
comparative purposes we have chosen to show the total and net costs
per student, since the numker of students enrolled during 1988
varies from institution to Institution. As nentioned above, wWe use
the type of institution here as the unit of comparison. This is
done by pooling the costs per students of the two institutions
under each program type (Teachers Colleges, Colleges of Education
and Centers of Distance Education). These are not to be taken as
representative of the entire set of institutions of this type.
There still be may be considerable within group variation which we
have not taken in%to account. What we show are simply the pooled
unit costs of two illustrative institutions.

Total Direct Costs Pexr Student

Table C1 shcws the results of the unit cost analysis, by type
of instizution and source crf funds. The figures are total direct
costs per caplta (i.e., they dc nct include ccpeortunity costs and
transfer payments). It is clear that the College of Education
prograns are considerably more expensive that those in the other
w0 Tyres cof instizutions (almest 3 times the Teachers College
orcgran and atcut 7 times the distance educatlon prcgram). These
differances ar2 nacstly in the ccsts TC spenscr; the <©osts to the
stucdent vary much lass (in thls the CE gprograms are only 1.5 and
4 Times higher Zhan zhe cther two programs, raspectively). LookKing
a2t 1= another way, the Zirect cc3ts to students in the College of
Tducation prograns arsz azout 193 cf the tctal, whereas in the
Teachers Ccllege and Cistance zZducaticon prcocgrans tney are about
23% This, ¢©f course, Zcesn't mean that these in the TC and DE
crcgrans have to pay mere for thelr ctralning; in fact, they pay
less They simply pavy a higher percent cof a relatlively lcw overall
ccst
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Net Direct Costs Per Student

When transfer costs (allowances and fees) are taken into
account a somewhat different picture emerges. Table C2 shows the
net direct costs per student. Here we see a moderate increase in
the unit cost for the College of Education programs, a dramatic
increase in the costs for the Teachers College programs (around 2
1/2 times those in the previous section) and virtually no change
in the Distance Education programs costs. The dramatic change in
the Teachers College program 1is explained by the fact that
. participants maintain their full time salaries. Here the real cost
' to the education system comes in the need to hire replacement

"teachers for the classes the trainees vacate. (In case they are
not replaced the costs are relt as a decline in services to the
students.) As mentioned above, some of this '"allowance" 1is

returned to the program in the form of fees, but this is modest.
The net effect of these transfer payments 1s a dramatic increase
in the costs to the sponsor and a decrease in the costs to the
students--in fact, for students the figure bLecornes negative,

meaning that they end up with a net gain. (Since they do not
relinguish their need to support their families--most are married
with children--this does not seem Y3 Dbe unr ason=ble.) The
relativoly mcdest PvcHance of allcowances and fees for the College
of Education students has the sanme eriesct as arkove: the costs go
up for the spcnsor (a ltnouqn rere only abcut 20%) and down fcr the
students--ts a figure near 22ro, implying that the students
basically break even. In terms oL costs burden, when the transrers
are taken into consideraticn it is clear that there is virtually
no costs purden (at least in teras of direct costs) to those in the
Cz and TC prcgranms; however, thcse in the DE program continue to

a burden of about 33%.



Total Costs Per Student (including Obvortunity Costs)

The above analyses have only dealt with direct costs paid by
institutions or students. When 1indirect costs are included
(namely student opportunity costs) the picture changes once again.
Table C3 shows the erffect of this inclusion on the total costs per
student. Obviously, the change is only in the cost burden on the

student. If one compares the student costs here with those in
Table Cl, it is apparent that the CE students see participation in
the program as having rather high opportunity costs. As senior

high school graduates they presumably could have found decent jobs
on the open market, had they not decided to pursue their training
prcgram. Participants in the TC program seem to bear the lowest
opportunity costs, reasconable since as full-time students they have
a load roughly eqguivalent to what they had as full-time teachers.
Some loss of inccme is nevertheless indicated, which is probably
a consequence of their being away from home and the options it
arforded for part-time work. Thcsz2 in the DE program apparently
sacrifice more. (This may ccme as a surprise to those who assume
there are no ocrortunity cests asscclated with distance education.)
The heavy lcad of having to teach during the day and study at night
seems to regquire nmany DE procgram participants to set aside extra
j i other seccndary scurces of inccme. In sum, if crrortunity
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C2sts are included, the cost turden tc the students in the wvarious
tyce oI instituticons kbecomes: CZ, 26%; TC, 42%; and DE, 64%.



Net Cost per Student (including ovportunitv costs)

The final table in the geries (C4) show the cost figures when
both transfer payments and student opportunity costs are included.
This way of representing costs yields the highest figures or all,
especially for the campus based (CE and “C) ~grcgrams. ror the CE
programs there 1s hardly any change from prsious figures since the
transfers involve only a small student f=2e. The relative costs of
the programs are also different from the what was seen when we
looked at direct costs only (Table Cl): When net costs are used
and opportunity costs included CE programs can be viewed as only
50% more expensive per student than the TC programs and 5 1/2 times
more than the DE programs. Transfsr payments are still seen as
advantageous to TC students, but when oprortunity costs are
considered, the advantages are less than previcusly percelved:
net gain is 16% lower than in the previcus presentation (Table C2).
CE students, who appearad to be bresaking even in the previcus net

costs anilysis, are shown to ke bearing a falrly heavy cost once
opportunity costs are ceonsidered. The cost furden for the DE
students is clearly the highest in percentags zerms (67%) but since
the overall costs for DE programs are so low, it i1s still not as
high as that for CE students in absolute terms ($167 rfor DE vs 226
for DE).
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Distribution across the different cost cateagories

Table CS gives a general breakdown of the annual ‘nstitutional
costs per student for the various tvpes of programs, showing both
capital and recurrent costs. Looking at the unit costs it is clear
that the greatest contrasts amcng the program types are in capital

costs: those for the CE's are roughly 6 1/2 times those for the
TC's and an astounding 56 times those for the DE programs. From

another point of view, they comprise 40% of CE program costs; 29%
of TC programs costs, and a mere 5% of DE programs costs. The CE's
show an especially high relative expenditure for buildings, their

highest cost category. Expenditure patterns for the conventional
colleges on other categories (e.g., furniture and egquipment and
staff salaries) are rather similar, but they lie in stark contrast
with .cse for the distance education programs. For example, DE
programs spend only 3% on furniture and ecuipment (compared to
around 12% in the others), but 45% for starfi salaries (compared to’
zround 25% 1in the others). Their proportion of funds spent on
"others" (which includes tccks and materials) 1is abcut 2-3 more
than - the conventional cclleges'. These <Iindings wigh%t ke

the high "fixed

surprising to thcse who ars ac t
o ram in 3vi Lanka

cosits'" of distance education

differs frcm the norm in that they have no mass media components
(radio;TV). Irstead, 1t has a very heavy realiance of salf-
instruction,l materials and supervised group activities (raguiring
the assistarce of zutors). Althcugh this Xseps thelr unit costs
dcwn, thelr marzsineal ccsts are not 2s low as In more media crisntad
distance pregrams, since chevy have to incr=ase ncdule groducticn
and add tutcrs as chey exgand.

10

{


http:assistar.ce

Nonmonetary or Social Costs

Participants in various programs, although earning the some
kind of certification, are in very different social circumstances.
As was polnted cut earller those in the Colleges of Education are
young, single, recent secondary schocl graduates, all of whom live
on campus under clcse supervision and full academic and soclial
programs. Those in the Teachers Colleges program are experienced
teachers, most of whom are married and have begun families. Some
of them also live on campus, but have little supervision or
structure to their social lives there. They return home as often
as they can. Those in the distance education program are also

experienced teachers who are married and have families. They,
however, have chosen to remain as full-time teachers 1in their
reqular schoels and thus <cntinue to live at home. Under these

circumstances thevy experience an increase in workload and the need
to balance the ccmpeting demands of hcme, course, and workplace.

The results of the social costs analysis (see Figure Cl)
reflect the various precsures that the three grcups are uncer. Aas
the graph shows thcse in the CZ progran ccnplaln significantly more
than the others arzcut disrupcion cf fanily life (homesickness?) and
poor living conditicns. Other than that, hewever, They appear to
bear fewer social costs than the others. Thosa in the distance
education prcgram also experisnce relatively hign levels of Lamily
life disruption. in addizicn, thev ezl mors anr*o*v than th
others over workload, more lecss of lsisure and more ilnterference
with social, colizical and relligious 1if2. ,The latter 1s prcbapbl:
becaus=2 Lhej are the only cnes who nave changed STatus DUt stayed
within their old scoc:al nevwerks.) Thcse in the TC programs show
relatively high levels of workload znxiety 2nd tensicn, especlally
ccmpared t©o the CI grcups, wnich seem tc te falrly relaxed.

s, itz appears that DE progran
sccial costs, followed by thcse

It seems
ncusenold)

Louking at the overall £
part1c1pants are paying the highes
in the Tu programs and then

CE progran PrOV‘aes a re a”lveLj unscressiual

other _had, .the 1

environnpnt red onl" bv "scme homesick ness d dlSS&tleaCt.qﬂ
group accear o0 hav reen successtul In .eep':g i1ts socxa1 ccots
dacwn.

Sumnary and Conclusions

In this chapter we have examined the unit costs of the three
teacher education opregrams, represented in various ways, have
analyzed the rela“ive cost burden to institution and student, have
shown the distribution of ccsts across the greoss categories of
capital expenditures and recurrent COSTS, and have demonstrated

11
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perhaps spending more than they need to on buildings and equipment.
It may be possible to organize CE programs which are more labor
intensive, and which use more modest facilities. One is also left
to wonder whether there are ways to increase the CEI students'

relative cost burden (now shown to be negligible if opportunity

costs are omitted: around 16% if they aren't). Of course, this
would have to be considered in light of its influence on student
recruitment and morale. However, 1f we are correct 1in our

assessment that CE students!' direct costs (including transfers) are
slightly on the negative side (around a -$10), then there appears
to be a basis for a relatively painless cost recovery.

Wital respect to social costs, our analysis revealed an
interesting pattern. What we perceive is a certain reciprocity
setween financial resources spent by the institution and social
costs incurred by the parzicipant. For example, students in the
relatively well endowed CE precgrams incur relatively few social
costs (i.e., they are urelaxed and relatively unperturbed by loss
of leisure and sccial status/participation). This is in contrast
J/ith the DE program participants. Government expenditure on their
program is very mcdest; in turn they incur relatively high social
costs in terms of stress, loss of lLeisure time and reduced social
status/participation. Cther studies cf distance higher education
(Mielsen and D3alil, 198%5; =han et al. ) have found these

Tors Lo ke nhighly cco s drop-out and rate of
rass. Thevy may al to the prcogranm's success in
iting sctudents. T toi n financlal costs are

the student's "ccst !/

ne training procgrams considered
o 2 the [E grograms. Progran
and vclicy maxers weuld do wail to develop ways of
b such costs, by strengtnhen pDOrt systens and
oviding wayvs for students to raduce stress. [cCr the DE courss \
s may mean cpening up learning grougs closer to the participants |\
ne/school and stretching the training program over a longer }

icd of time.
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Table C1
TOTAL DIRECT CCST PER STUDENT BY TYPE OF INSTITUTICON AND SQURCE OF FUNDS
(In Sri Lankan Ruapees and US Dollars)

Teachers Colleges Colleges of Educ Distance Education

Rupees Dollars Ripees Dollars Rupees Dollars
Overall 10,929 364 29,161 972 4,160 139
To Spcnsor 7,230 241 23,658 789 2,787 93
To Student 3,699 123 5,503 183 1,374 46



Table C2
NET DIRECT COSTS PER STUDENT BY TYPE OF INSTITUTION AND SOURCE OF FUNDS
(In Sri lLankan Rupees and US Dollars)

Teachers Colleges Colleces of Educ  Distance Education

Rupees Dollars Rupees Dollars Rupees
Overall 24,753 825 34,961 1,165 4,024 134
To Sponsor 21,054 702 29,458 982 2,650 88
To Students (10,126) (338) (298) (10) 1,511 S0
\\§~



Table C3
TOTAL QOST PER STUDENT (INCLUDING OPPORTUNITY COSTS) BY
TYPE OF INSTITUTION AND SOURCE OF FUNDS
(In Sri Lankan Rupees and US Dollars)

Teachers Colleges Colleges of Educ

Distance Education

Rupees Dcllars Rupees Dollars

Overall 12,507 417 36,241 1,208

To Sponsor 7,230 241 23,658 789

To Students 5,277 176 12,583 419
-l ~

Rupees

7,662 255
2,787 93
4,875 162



Table C4
NET OOST PER STUDENT (INCLUDING OPFORTUNITY COSTS) BY
TYPE OF INSTITUTICN AND SOURCE OF FUNDS
(In Sri Lankan Rupees and US Dollars)

Teachers Colleges Colleges of Educ Distance Education

Rupees Dollars Rupees Dollars Rupees

overall 26,330 878 42,041 1,401 7,524 251

To Sponsor 21,054 702 29,458 982 2,650 88

To Students  (8,548) (285) 6,783 226 . 5,012 167
e
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Table C5
CAPITAL. MWD RECURRENT EXPENDITURES PER STUDENT
IN 1984 BY TYPE OF INSTTIUTTON
o (In US Dollars)

Distance Education

Cateqgory i£§ﬁh§£§ Colleqes Colleqes of Educ
! Dollars Percent Dollars Percent
" 1
Capital 69 29% 446 40%
-Buildings 42 17% 317 28%
-Furniture and Equip 27 11% 129 12%
Recurrent 172 71% 675 60%
-Salaries/Benafits (o
-Iecturers/Instr. 71 29% 285 25%
—-Admin & Supt Staft 55 23% 251 22%
—Other 46 19% 139 12%
TOTAL COST/STUDENT 241 100% 1,121 100%
100% 99%

Dollars

8

85
42
10
33

93

Percent
9%
6%
3%
91%
45%
10%
36%
100%
100%



Teacher Motivation

An important part of how teachers do their job is how motivated they are. This
motivation is assumed to be highly dependent on salaries, incentives, and their job
environment. Data collected at this respect shows that teachers in general are under
paid. Fifty percent of the teachers interviewed at their schools reported no
receiving a salary at the moment of the interview, this included 61.5 percent of
teachers trained in teacher colleges, 37.5 of teachers trained in Colleges of
education, 51.) percent of teachers trained in Distance Education, and 50 percent
untrained teachers. The rest of the teachers reported making in a range of 2 to 95
Rupees per month.

Teachers were also asked about other type of compensation they receive such as
allowance. Seventy-six percent of the teachers said they do not reczive allowances.
Twenty percent said they receive allowances for serving in difficulc areas, of these
42 percent were teachers trained in Colleges of Education, 25 percent untrained
teachers, 17 percent trained in teachers Colleges, and four percent trained under
distance education. Three percent of the teachers said they receive allowances for
in-service courses.

The xal.ness in deca*m*nlng salaLJ was e\pLored oy aSthg teachers about the

. .."ﬂ— - - R
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'crité;ia that’ determines how hich” rhev "make Different ‘From other’ systems in which
salary is determined by seniority or evaluations, in Sri Lanka most of the teachers
agreed (87 percent) that salary is determined by education attained and other
qualifications. The rest of the teachers about 13 percent believe that their salary
is either determined by seniority, evaluations, place of assignment, or by

certifying examination.



The fact that salaries are determined by level of educational qualifications
may cause dissatisfaction in those teachers who do not have the means to pursue an
education, and who may see the arrival of newer better qualified teachers with
discouragement and resentment.

A scale on job satisfaction "The Job Descriptive Index," from Bowling Green
State University (1975) was applied in order to determine how these teachers see
their job. The following table shows the summary results.

Table 1. Job descriptive index by trained and untrained teachers. Percent
represents those who answered "yes."

Job desrriptive index CE TC DE UT Percent of
(30) (33) (40) (9) Total respond.
y4 z y4 % 4
Work on present iob:
Routine 27 18 20 56 24
Uncomfortable 40 21 39 11 32
Healchful 10 18 8 0 11
Sense of accomplishment 57 85 85 56 78
Present pav:
Satisfactory salary 20 12 24 0 18
Opporcunities for promation:
Unfair promotion policy 40 53 44 22 44
Supervisor:
Taczciul 64 72 71 67 69
Up-tec-date 43 59 63 33 55
Quick ~empered 11 6 5 11 7
Stubborn 7 0 0 0 2
Lazy 0 0 3 0 1
Peonle in oresent iob:
Siow 3 s 12 22 16
Stupid 0 0 0 0 0
Smart- .. _ 77,7791 .. 98 " 78 . 86"
Hard zo meet 20 57 56 56 53
Job ic General:
Makes me content 80 91 90 (A 84
Rotten 0 0 0 0 0]
Poor 0 0 U 11 1

Accordingly with the previous results it is possible to conclude that
teacher In Sri TLanka generally like their job, their co-workers, and their

supervisors,



Areas that can be improved include teacher’s work conditions, the level of
salary as well as the time in which this salary is paid, the policies fer
promotion which are perceived by more than 50 percent of the teachers as
unfair, and the preparation of the supervisor who was perceived by forty five
percent of the teachers as out of date. In general untrained teachers zeem less
satisfied with the work conditions and salary. Teacher Colleges graduates seem

less satisfied with the promotion policies.



Conclusions

The educational system in Sri Lanka since the early 1980's hrs been going
through a series of reforms all looking to improve the efficiency of the
educational system.

In the White Paper of 1981, a group of educational reformers suggestad that
one reason for the inefficiency of the educational system could be found in the
quality of the teachers. As a quote from the White Paper makes evident:

"In Sri Lanka the teachers of the olden days occupied a place of
honor in the society and designated Guru in national languages, were
almost looked upon with reverence by the common folk. This honor was
bestowed on them because of the dedication with which they performed
their tasks of imparting knowledge and skills. Our teachers held this
revered position until a few decades ago. But in recent times we have
witnessed a gradual deterioration of the status of the teacher, with
the result that the teaching profession today has failed to attract
people of the right calibre...[I]f the teaching profession is
gradually drained of teachers of good quality, it has to be considered
a major disaster, specially for a developing natior, because national
development is dependent to a very great extent on education."”

The concern with the decreased level of quality in the teachers prompted
the development of two innovations in the 1980‘s in teacher education
specifically designed to deal with issues of selection, development of
effective teaching stratepies, create the image of teachers as professionals,
opportunity for higher salaries and promotions, among others. These twc
innovations are the colleges of education a pre-service aprroach and the

distance education an in-service approach. These two approaches along with the

teachers colleges are the majors trainers of elementary teachers in tne island.

This study of the effectiveness of these approaches was developed with
important policy goals. Resources in Sri Lanka are limited and the educational
system is committed to investing in those programs that train the most
effective teacher. Because of the recent reform initiatives, promotions and

salary increases are only possible by obtaining a certificate which in turn is



expected to elevate the status of the teacher to that of a professional. The
teacher education programs studied serve to determine what strategies, under
what conditions, produce effective results. For example it is possible to
compare the effects of supervised teaching versus the absence of it in the
teacher training programs studied. Similarly it is possible to talk about
interactive teacher training where what teachers learn as part of their
training is almost immediately put into practice with feedback on the results
obtained. In short, this study was designed to inform policy makers with
evidence of the effectiveness of teacher education for elementary teachers to
facilitate the development of informed policy choices.

One of the most important instruments of the educational reform for
achieving the purposes of an educated work force, national unity, quality
education for both pupils and teachers, are teacher education programs in their
diverse modalities. Thus teacher education is expected to develop mechanisms to
acttract qualified people to the teaching profession, retain qualified teachers,
specially in those areas in need of good teachers, improve the economic,
professional, and academic status of the teacher, provide an adequate supply of
well trained and qualified teachers in order to improve the overall quality of
the educational system. The assumptions held by these approaches and the
mechanisms developed to carry out their goals determines the extent to which
th?set§nnovations may be able to achieve a better status for the teacher and as
a consequence contribute towards improving the quality of schooling in Sri
Lanka.

As previously discussed, the ghree approaches studied can be seen as three
different models to educate elementary teachers.,

The model behind teacher colleges is that experienced teachers could be

more effective if they receive formal teacher education based on pedagopgy and



skills mostly directed at how to teach the pre-designed curriculum given to
them, and if they have rossibilities for advancement and promotion which are
given through the credential obtained when they finish their program. The
assumption behind this model is that experienced teachers wao are already
committed to teaching will take more advantage of the training, and providing
avenues for promotion will encourage them to continue teaching.

The model behind the Colleges of education depends on attracting capable
individuals at the beginning of their careers and provide them with formal
teacher education with an emphasis on a diversified curriculum stressing
co-curricular activities, pedagogical knowledge and practice. Included in this
model is a different approach to educate teachers and an attempt ro ancourage
critical rthinking within the framework of the State. The program purposes to
form a critical mass of well educated teachers who will know how to apply the
curriculum and the subject matter they have been taught and who have good
possibilities to become educational leaders. They also have good possibilities
for advancement and promotion. The most important concept behind this model is
the opportunity for :tais program to mold character and attitudes.

The distance aducation model relies heavily in materials with an emphasis

on subject matter and in the teacher as an individual leatner. Pedagogical

N

<nowledge is scmething that cthe teacher is supposed tc posses as resuls o
their. teaching experience and a skill they will be able to perfect as they move
along the training program. The model could be described as "applying while
learning" based strategy. The development of close ties with other teachers is
encouraged through the use of tutors and the creatior >f regional centers.
Possibilities for promotion and advancement are similar to that of the other

orograms.



The key findings of the study illusrrate both the strengths and weaknesses
of the approaches stud’ed.

One of the most salient findings was that throughout the training program,
after finishing training, and while teaching in the classroom, pre-service
training (Colleges of Education) seem to have a monotonic positive effect on
lear—ing of subject matter knowledge and teaching skills over the in-service
approaches (Distance Education and Teacher Colleges). This 1s, in spite of the
fact that Colleges of Education teacher candidates at the beginning of the
program score lower than their counterparts in teaching skills. Those measured
at the end of the program and those measured while teaching in the classroom
show a constant increase in their performance.

In terms of the written measures of teaching skills or pedagogy, Distance
Education seems to have the higher level of performance than their counterparts
in the institutionalized training programs (Colleges of Educarion and Teachers
Colleges).

Attitudes is the ar:2a where the trairning programs propose to improve the
image that teacher trainees have of the teaching profession, the community, and
the students. None of (he programs studied seems to be significantly successful

in improving the attitudes that teacher trainees bring with them when they

t

enroll in the programs. The teachers .eem tc chance their lavel of attitude
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» - towards a more negative-level over time. It should be stated, however, that the-
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atticudes of the teachers were already quite nhigh at the beginning of their
programs.

In terms of teacher performance in the classroom, documented through
observations, the data shows that graduates from Colleges of Education and
Distance Education seem to have a. higher level of performance in terms of the

use of effective teaching strategies such as assigning and reviewing homework,

4
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actively involving their pupils in the teaching and learning process, careful
monitoring of students progress during class, mastery of subject matter,
effective teacher student iateraction, and effective use of instructional
resources, than their councerparts in teachers colleges. This is a result that
would be expected from distance education graduates according to their
performance in tle written measures of pedagogy while in the program and after
finishing it, but an unexpected result for colleges of education graduates
specially when considering that they have less experience in classroom teaching
than the graduates from in-service programs. Since teacher colleges seem to
follow a more traditional curriculum and lack resources to acquire up to date
information in teaching strategies advocated by current research, it is not
surprising to find them in relative disadvantage with their counterparts
trained in the recently created, more modern, approaches.

Pupil acnhievement measures in the areas of mathematics and mother tongue
4th year, seem to be consictently higher for those who are taught by trained
teachers in the three approaches, than by those taught by their untrained
counterparts. Although iz is difficult to attribute higher pupil achievement to
teacher training directly, research on effective teaching ard effective schools
has shown a strong correlation between what the teacher does in the classroom

T L e N - wo. R 4
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nd how much students doe  in the classrocem is s3een as

LY

 informg§;by';raipingfiq'instru;:innal_pe;hniques and prautices,‘and‘by_the
knowledge of the subject matter,

Finally, in terms of costs, colleges of education are 8.59 times (2,243
dls.) more expensive than distance education, and teacher colleges are 6.15
times (1,588 dls.) morc expensive than distance education (23¢ dls). This is
cost per cycle, per unit "change" in outcome; and "<hange" per dollar

expenditure,



What is it in each program that leads to the different results?

The better achievement of the colleges of education over the other
in-service programs specially in subject matter knowledge makes evident the
effectiveness of the selection policy in the colleges of education in which
only A/L graduates are admitted to the program. The college of education
program may help to reinforce and increase the knowledge, specially in
Mathematics, that they bring to the program and may account for the retention
level observed at the moment of classroom teaching.

The better achievement of the in-service programs and specially distance
education in pedagogy or teaching skills may be explaineda by the previous
experience these teachers have when they start their program., It is important
to notice two things: l)that the distance education pregram offers teachers not
only the possibility of practicing while they learn but also offers them the
possibility of interacting with tutors and other teachers and comment about
their teaching in a weekly or bi-weekly visit. They also receive some
monitoring and all of this factors may accounc for their success in their level
of performance in teaching skills. 2) the college of education graduates in
spite of showing a lower level of pedagogical skills at the beginning and end
of the program, the graduates that were observed in the classroom show a

~1
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periormance level paraliel to that of the distance education zraduates. This

]

'may;inéida:é'thg‘affect:ofksupervised‘p;gctige with feedback’ In the ‘classroom
for a period of close to a year. Both practices, learning while teaching and
supervised practice for a year, seem effective in improving and increasing
performance in pedagogy. The weaker pecrformance of teacher colleges graduates
in this area may be due to the erratic character of supervised practice which

was finally suspended in 1988
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The better performance in the classroom.of colleges of education and
distance education graduates, seems to be explained by both the quality of the
training received and constant feedback on performance. The colleges of
education and distance education graduates, seem to be more effective teachers
than their counterparts in teacher colleges or than untrained teachers. Both
colleges of education and distance education programs the result of recent
innovations may show the results of a newer curriculum emphasizing the
application of teaching techniques and methods informed by recent research on
effective schoolr.

Finally, pupil achievement seems to be higher for those pupils of trained
teachers and not so for those of their untrained counterparts. This seems to
indicate that what the teacher does in the classroom seems to have a positive
effect in the students learning. Although is very hard to establish this link
(it is not possible to be sure that teacher education alone makes a difference
in student learning, the study collected information in intermediate links such

as teacher behavior in the classroom.

Policy implications.

The pre-service approach seems to he quite effective in Sri Lanka and seems
o fulfill che rurpeoses of the reform on teacher sducation -to educate a whole
teacher-, -however .the feasibility of this approach-over an extended period of
time with a sustained level of quality seems uniikely. This approach is quite
expensive and assumes a high level of qualifications from the students. As the
number of untrained teachers diminishes a pre-service approach to teacher
education needs to be implemented. The generalization of the present

pre-service approach, however, would defeat the very attributes that make it

successful and attractive: its exclusivity. The present attempt at teacher

o



training sets a precedent for the character that pre-service may take in the
future. An additional accomplishment of the reform on this approach, is the
impact that it seeks to have in poor c. munities by providing incentives and
higher salaries, and requiring a three year service in difficult schools from
graduates of this program. The strategy of training young, energetic, and well
prepared teachers to serve in difficult schools seems to be a serious step in
the effort to improve the quality of primary education in poor areas of the
country.

Distance education seems to ..e the most effective approach to train
teachers when the costs are also considered. This in-service approach however
seem to do better in terms of reinforcing and imparting pedagogy whereas
knowledge of subject matter seems to be less stressed. This program seems to
show that learning while doing with strong suppcrt of tutors and constant
dialog with fellow teachers, brings about a prngram that seems to prepare
effective teachers.

Teacher colleges sez2ms to be the less adequate approach both in terms ot
effectiveness and costs. The antiquated curriculum and methods of teaching plus
the residential character of the program makes it quite costly. Since this
study was carried out, the program was reduced to only two years of course
wor¥, Withour supervised practice it is unlikelv that these experienced
teachers can perform at the:level’of thelr counterparts -ir other two prograuws

studied.



Teacher education in Sri Lanka seems to be more effective when:

) It combines selection and recruitment strategies to bring excellent
qualified people to be trained.

o Uses updated knowledge and teaching techniques that research has proven
effective in previous attempts to educate teachers.

o Teacher education programs make an effort to integrate their curriculum
with the community where the teachers will work, providing them with
good understandings of this context.

o} Graduates are well prepared in subject matter or the program has a
strong subject matter component.

o There is frequent interaction between what is being learned and what is
applied in the classroom, either through supervised practica or through
constant visits to the classroom.

o When teachers develop collegiality with other teachers who are
themselves undergoing training such as the case of distance education
through the regional centers.

Finally all these three approaches must be seen in its own merits. As
mentioned in the key findings, each approach has valuable knowledge to

contribute to the field of teacher education in Sri Lanka. A combination of the

of a truly indigenous approach to teacher education likely to fulfill the

societal, economic, and deveiopmental needs of Sri Lanka’'s educational system.



FACULTY QUESTIONNAIRE

The Faculty Questionnaire was designed with the purpose of gaining a
better understanding of the puroses and structure of the teacher education
programs from the point of view of the faculty.

The Questionnaire is divided into six sections: 1)general information
about the program, 2) program goals, 3) program structure, 4) inforamtion
about the studeats, 5) individual role of faculty member, and 6) views of
teaching and learning to teach. There are seventy-eight questions in the
questionnaire. Twenty-eight faculty members from Teacher Colleges, College
of Education, and Distance Education are interviewed. The primary analyses
of the Faculty Questionnaire is based on the frequencies of each question
answered by the faculty members.

1. General information asbout the program

1. Who makes the decisions abou. this program's goals:

1. The officers in the MOE ()
2. The officers in the NIE ()
3. The director of the program ()
4, A board of directors ()
5. The director of the srogram along with
department chairs (>
6. The director of the program along with faculty ( )
7. Other, which? ()

Q1 In making decisions about the program's goals, Teacher Colleges
considered the officers in the MOE play the most important role. College of

Education considered Officers in the MOE, officers in NIE, and director of
the program as most important. Distance Education considered officers in the
MOE, officers in the NIE, director of the program, and the board of directors
as important. All three programs agree that the officers in the MOE play the
most important role. The officers in the NIE and the director of the program
are considered the most important factors in the decision making process by
College of Educaticn and Distance Education, but not so in the Teacher
Colleges. Board of directors is considered important only by Distance
Education,
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2. Who makes the decisions about this program’s curriculum?

1. The officers in the MOE ()
2. The officers in the NIE ()
3. The director of the program (9
4, A board of directors ()
5. The director of the program along with
department chairs ()
6. The director of the program along with faculty ( )
7. Other, which? ()

Q2. In making decisions about the program’s curriculum, Teacher Colleges
considered the officers in the MOE and board of directozs play the most

important role. College of Education considered Officers in the MOE ,cthe
officers in NIE, and the director of the program along with faculcty as most
important. Distance Education considered officers in the MOE, officers in
the NIE, director of the program, and the board of directors as important.
All three programs agree that the officers in the MOE play the most important
role. The officers in the NIE and the director of the program are considered
the most important factors in the decision making process by College of
Education and Distance Educaition, but not so in the Teacher Colleges. The
director of the program along with faculty is considered important only by
College of Education.
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3. Who makes the decisions about this program’s hiring policies?

1. The officers in the MOE ()
2, The officers in the NIE ()
3. The director of the program ()
4. A board of directors ()
5. The director of the prrneram along with
department chairs )
6. The director of the program 2iong with faculty ( )
7. Other, which? ()

Q3. In making decisions about the program’'s hiring policies, Teacher
Colleges considered the officers in the MOE and the director of the program
play the most important role. College of Education considered Officers in
the MOE ,the officers in NIE, and the director of the program along with
faculty as most important. Distance Education considered officers in the
MOE, officers in the NIE, director of the program, and the board of directors
as important. All three programs agree that the officers in the MOE play the
most important role. The officers in the NIE and the director of the program
are considered the most important factors in the decision making process by
College of Education and Distance Education, but not so in the Teacher
Colleges. The director of the program along with faculty is considered
important only by College of Education. Board of Directors is considered
i~portant only by Distance Education.
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4. Who makes the decisions about student's admission policies?

1. The officers in the MOE ()
2. The officers in the NIE ()
3. The director of the program ()
4, A board of directors ()
5. The director of the program along with
department chairs ()
6. The director of the program along with faculty ( )
7. Other, which? ()

Q4. In making decisions about student'’s admission pelicies, Teacher
Colleges considered the officers in the MOE and the dirs«:tor of the program

play the most importan= role. College of Education con:'.l2red Officers in
the MOE ,the o/ficers in NIE, director of the program, and the director of
the program along with faculty as most important. Distance Education
considered officers in the MOE, officers in the NIE, director of the program,
and the board of directors as important. All three programs agree that the
officers in the MOE play the most important role. The officers in the NIE
and the director of the program are considered the most important factors in
the decision making process by College of Education and Distance Education,
but not so in the Teacher Colleges. The director of the program along with
faculty is considered important only by College o Education and Distance
Education. Board of Directors is considered important only by Distance
Education.




COUNT

Q4  mmmmmmms

Q044

Qo046

COLUMN
TOTAL

ROW
TOTAL
I 2 I 3 I
e mm————— P mm————— +
I 7 I 8 I 22
I I I 78.6
c—pmmm————— fmm—————— +
I 2 I 4 1 6
I I I 21.4
b mm— . ——— pmm—— - +*
I 2 1 0 I 3
I I I 10.7
b m——————— tm———mm——— +*
I 0 ! 3 I 3
I I 10.7
e ———— pm——————— +*
I Y3 I 1 1 3
I I I 10.7
e m e —m———p - ——————— -
10 1 28
35.7 39.3 100.0

PERCENTS AND TOTALS BASED ON RESPONDENTS

28 VALID CASES

0 MISSING CASES



5. Who makes the decisions about program plans and administration?

The officers in the MOE ()

The officers in the NIE ()

. The director of the program )

A board of directors ()

The director of the program along with faculty ( )
Other, which? ()

LW N

Q5. In making decisions about program’s plans and administration, Teacher
Colleges considered the officers in the MOE and the director of the program
play the most important role. College of Education considered Officers in
the MOE ,the officers in NIE, director of the program, and the director of
the program along with faculty as most important. Distance Education
considered officers in the MOE, officers in the NIF, director of the program,
and the board of directors as important. All three programs agree that the
officers in the MOE play the most important role. The officers in the NIE
and the director of the program are considered the most importau. factors in
the decision making process by College of Education and Distance Education,
but not so in the Teacher Colleges. Board of Directors is considered
important by Distance Education.
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6. Who makes the decisions about program finances and budget allocation?

The officers in the MOE
The officers in the NIE

A board of directors

[« NV s U R N

Other, which? (

()
)

The director of the program ()

()

The director of the program along with faculty ( )

)

Q6. In making decisions about program’s finances and budget allocation,

11

both Teacher Colleges and College of Education agree that the officers in the
MOE play the most important role. On the other hand, the officers in the NIE
and the board of directors are considered the most important factors in the
decision making process by Distance Education.

COUNT

w  mmmmeme-

Qo064

Qo066

COLUMN
TOTAL

PERCENTS AND TOTALS BAS

27 VALID CASES

FRG
I
{ ROW
I TOTAL
I 1 1 2 I 3 I
rr——————— o ————— m—m e ——— +
I 7 I 9 I 1 I 17
I I I 1 63.0
tm—————— e ——— e ———— +
I 0 I 1 I 7 1 8
I I I I 29.6
o ————— pm——— ——— - ——— +
I 0 I 1 I 0 I 1
I I I I 3.7
e ————— e ————— bmmmm—m—— +
I 0o 1 0 1 2 1 2
I I 1 I 7.4
o ———— fmm———mm—— B bl +
I 0 I 1 I 0 I 1
I I I I 3.7
tm———— - - —— rrmm————— -
7 10 10 27
25.9 37.0 37.0 100.0

ED ON RESPONDENTS

| MISSING CASES



12

8. Who holds prismary responsibilities in different areas of the
program/department?

1. The director of the program ()

2. The underdirector of the program ()

3. The department chair ()

4. Area coordinators ()

5. Faculty ()

6. Other, which? ()

Q8 Concerning the primary responsibilities in different areas of the
program/department, Teacier Colleges considered the director of the program,
the department chair, and the facultv as most important. College of
Education considered the director of the program, the underdirector, the
department chair, ard are. coordinators as important. Distance education
considered the director of the program and the department chair as important.
College of Education and Distance Education consider the director of the
program as most important, whereas Teacher Colleges consider faculty as most
important.
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10. Does the program/department have committees for: (Mark with an "X" all
that apply)

1. Curriculum ()

2. Student selection ()

3. Examinations ()

4. Awarding a diploma or certificats? ()
5. Setting program goals ()

6. Other, which? ()

Ql0. All three programs have corumnittees for curriculum, student selection
examinations, awarding a diploma or certificate, and setting program goals.
Teacher <olleges has most committees for curriculum, student selection, and
examinations. College of Education has most committees on curriculum and
examinations. Distance Education has most committees on curriculum and

examinations.
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Q106 1 T 1 1 I 0 I 2
I I M I 7.
o m————— L ettt pem—————— +
COLUMN 7 10 11 28
TOTAL 25.0 35.7 39.3 100.0

PERCENTS AND TOTALS BASED ON RESPONDENTS
28 VALID CASES 0 MISSING CASES
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11. How do you or the program decide what is relevant to teach teachers?
Please mark with an "X" all that apply.

This decision is based on:

1. The content of the examinations that these
teachers have to pass ()

2. The stated needs of the country ()
3. Guidelines provided by the MOE ()
4. Guidelines _rovided by the government ()

5. Current research in teacher education ()
6. Input from the local community ()

7. Input from the international community ()
8. Input from students ()
9. Input from others ()

10. The people ir the program decide what to teach

(director, faculty, c*air of department, etc.) ()
11. The Board of directors ()
12. Other, which? ()

Qll. In making decision on what is relevant to teach teachers, Teacher
colleges consider the content of the examinations that teachers have to pass,
guidelines provided by the MOE, and current research in teacher education as
most important. College of Education consider the stated needs of the
country, current research in teacher education, and the people in the program
decide what to teach as important. Distance education consider the content of
the examination that these teachers have to pass, the guidelines provided by
the MOE, and the people in the program decide what to teach as important. In
general, the content of the examinations and the guidelines provided by the
MOE are considered as important.



PRG
COUNT I p “
I - i
I
I 1 I 2 I 3 I
Q] T memmmssTT - ————— - - ———— - e -
Qi I s I 5 1 8 I
I ! 1 I
o ————— o —————— r—m—— - -
Q112 I 11 6 I 5 1
1 1 I I
e ————— r—— - ———— e —————— *
Q113 I 7 1 4 1 8 I
1 1 I 1
P ——————— P m———— - ————— *
Q14 1 3 1 6 I 3 1
1 I 1 1
o —— R it o ————— +
Q118 I 1 I 2 1 3 1
1 1 I I
P m———— o m————— o -
Q116 1 n 1 11 2 1
1 1 I 1
pmmmmmm—— e ———— o ———— *
Q117 I 2 1 2 I 2 1
1 1 I I
o ————— P - P ———— -
Q119 1 2 1 6 I 7 I
1 I I I
r——mm———— - ————— o ————— +
COLUMN 7 10 11
TOTAL 25.0 35.7 39.3

PERCENTS AND TOTALS BASED ON RESPONDENTS

28 VALID CASES O MISSING CASES

ROW
TOTAL

15
53.6

28
100.0

15
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Ql2. Concerning the department’s view about teaching strategies, the four
strategies considered as most favorable are grouping, design and use of
instructional materials, awareness of the role that teacher expectations have
on student achievement and punctuality. The least favorable are the use of
textbooks and homework assignments. Most faculty are neutral concerning
estimating cooperative learning among students, emphasis in student
discipline, and preparation of weekly teaching plans.

1. Grouping
Favorable () Neutral ( ) Unfavorable ( )
PRG
COUNT I
i ROW
I . . TOTAL
Q1201 mmmmeee- - —————t oot
11 31 8 1 10 1 2
I I 1 I 75.0
e Fmm—m————— e —m—————— -
2 1 4 1 2 1 11 o)
I I I I 25.0
tm—mmm——— o — m—————— -
TR w? wh l
. 35.7 39.3 100.0
NUMBER OF MISSING OBSERVATIONS = 0
2. Use of textbooks
Favorable () Neutral ( ) Unfavorable ( )
PRG
COUNT I
I ROW
I TOTAL
1 11 21 k)
Q1202 e------- rmm—————-e D R -
11 11 2 1 7 1 10
I I I I 35.7
L Frmc - ———— P ——— +
2 1 5 1 7 1 2 1 14
I 1 I I S0.0
- e P ————— +*
31 11 11 2 1 a4
I I t I 14.3
pmmm————— o ————— R +
COLUMN 7 10 " 28
TOTAL 25.0 35.7 39.3 100.0

NUMBER OF MISSING OBSERVATIONS = 0



3. Homework assignments
Favorable () Neutral ( )
PRG
COUNT I
I .
!
! 1 2
Q1203 ~------s #m——————- +mmm———e-
I al 4
1 !
o mm—— - m———————
2 1 a 1 4
! I
Fommm———— rm———————
31 1 2
! !
fomm—————— o mm—————
COLUMN 7 10
TOTAL 25.9 37.0
NUMBER OF MISSING OBSERVATIONS =
4. Setting instructional goals
Favorable () Neutral ( )
PRG
COUNT I
I
I
I 1 21
Q1204 =m=mmmos R 4mmmmmnm- -
1t 2 1 5 1
I I !
e ————— rm————————- +
2 1 5 1 a1
I ! 1
m——m————— mmm—m——— +
31 ! 11
I 1 1
e —-— bm——mm———— +
COLUMN 7 10
TOTAL 25.9 37.0

NUMBER OF MISSING OBSERVATIONS = 1

O e

Unfavorable ( )

ROW
TOTAL
31
-------- +
7 I 14
I 51.9
-------- +
2 I 10
! 37.0
-------- +
11 3
1 1
-------- +
10 27
37.0 100.0

Unfavorable ( )

ROW
TOTAL
31
-------- +
8 I 15
I 55.6
-------- +
1 I 10
I 37.0
-------- +
1 1 2
1 7.4
———————— +
10 27
37.0 100.0
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7. Design and use of instructional materials

Favorable () Neutral ( ) Unfavorable ( )
PRG
COUNT I cou
I TOTAL
I 1" 21 a1
-------- B el et Lk deddind s
91208 1o 5 1 5 1 9 I 19
I I I 1 67.9
pmm——————— rrm————— rm——————— +
2 1 5 1 2 1 9
2 I 1 1327
pm——————— e m———— o ——— -
28
COLUMN 7 10 "
TOTAL  25.0 35.7 39.3  100.0
NUMBER OF MISSING OBSERVATIONS = 0

9. Classroom management techniques

Favorable () Neutral ( ) Unfavorable ( )
PRG
COUNT I
I ROW
1 TOTAL
1 1 21 31
Q1207 = m=smeee- $mmm—m = o — rmm——————— +
1 1 2 1 4 I 9 1 15
1 1 1 1 53.6
- ——- rm——————— o —————— +
2 1 5 1 6 I o1 12
I I I I 42.9
L - —— e m— e -
3 1 I 1 11 1
1 : 1 I 3.6
e mm——-- - P - - LR *
COLUMN 7 10 1 28
TOTAL 25,0 35.7 39.3 100.0

NUMBER OF MISSING OBSERVATIONS = 0
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10. Emphasis in student discipline

Favorable () Neutral ( ) Unfavorable ( )
PRG
COUNT I
1 ROW
1 TOTAL
1 1 21 3t
1208 2 ~===—=—"" P m—————— o mm————— rmmmm e ——— +
? 11 1ol 6 I 5 1 12
1 1 I 1 42.9
P et o ———— o mmm - -
2 1 6 I 4 1 6 I 16
1 1 1 1 57.1
o —————— 4 m———— mmmm———— +
COLUMN 7 10 1 28
TOTAL 25.0 35.7 39.3 100.0
NUMBER OF MISSING OBSERVATIONS = 0

11. Knowledge and involvement in community development activities

Favorable () Neutral () Unfavorable ( )
PRG
COUNT I
1 ROW
1 TOTAL
I 1 21 at
Q1208 2 W mmmmememm pm——————— P m——— P ———— +
vl 6 I a 1 31 13
1 I 1 1 46.4
o ——— - ————- Pm—m————— +
2 1 1o 5 1 7 1 13
1 1 t 1 46.4
B pom—mmm——— pommm————— +
31 1 11 11
I 1 I 170
o mm——— B rmm——————— +
COLUMN 7 10 1 28
TOTAL  25.0 35.7 39.3  100.0
NUMBER OF MISSING OBSERVATIONS = 0
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12. Preparation of weekly teaching plans

Favorable () Neutral ( )
PRG
COUNT I
I
I
I 11
Q1210 —m—eeme- remmeemom rmm——————
11 11 8
I I
- - - e -
2 1 3 1 2
I I
- ——— rm—— e m=a
3 1 KO
I 1
- - - rm - —————
COLUMN 7 10
TOTAL 25.0 35.7

NUMBER OF MISSING OBSERVATIONS

P T T S Sou SN et

Unfavorable ( )

ROW
TOTAL
31!
-------- +
I 9
I 32.1
-------- +
1M I 16
I s7.1
———————— +
I 3
I 10.7
------- *
1 28
39.3 100.0

13. Awareness of the role that teacher expectations have on

student achievement

Favorable () Neutral ( )
PRG
COUNT I
1
1
¢ 1
1211 ===mme=es D taiiatnh D it
e v 6 I 6
1 1
pmmm————— o m—————
2 1 11 4
1 1
o mm———— o ——————
3 1! I
1 1
Pmm————— o —————
COLUMN 7 10
TOTAL 25.0 35.7

NUMBER OF MISSING OBSERVATIONS

~
4+ -

Pl ke

Unfavorable ( )

ROW
TOTAL
a1
———————— +*
6 I 18
I 64.3
———————— +*
a1 8
1 28.8
________ +
2 1 2
I 7.0
-------- -
1 28
39.3 100.0



15. Punctuality.

Favorable () Neutral ( )
PRG
COUNT I
{
I
[ 11
Q1212 el o mm—m—n .
1 I 1 I
[ {
2 1 6 1
I [
e m,—— -
3 1 1
I I
COLUMN 7

TOTAL 25.0

NUMBER OF MISSING OBSERVATIONS
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Unfavorable ( )

ROW
TOTAL
21 aI
—————— Py
5 I 6 I 12
I I 42,9
4 1 4 1 14
I I s0.q
o1 1 1 2
I I 7.1
—————— e ——-—y
10 " 28
35.7 39.3 100.0
= 0
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13, Are the teachers you train expected to participate in:
1. Shramadana activities

Yes
No

—~ ~
~— N

2. Organizing and assisting religious, cultural activities,

Yes ()
No ()

3. Negotiate for material, financial, school facilities

Yes ()
No ()

4, Educate parents, adults, early school leavers in cthe community.

Yes ()
No ()

Q13. The teachers trained by the faculty are expected to participate in
Shramadana accivities, organizing and assisting religious, cultural
activities, negotiate for material, financial, school facilities, and educate
parents, adults, early school leavers in the community. In general, the two
most important activities are Shramadana activities and organizing and

assisting religious, cultural activities.

Q13 (TABULATING 1)
BY PRG
PRG
COUNT I
I ROW
} . I 2 TOTAL
Q13 = cececaaa P ———— s e QI-———--E—-I
Q131 I 7 1 10 1 8 I 25
I I I I 96.2
e — - rm———— - P et *
Q132 I 7 1 10 I 8 I 25
I I I I 96.2
e — - L rmm—— e +
Q133 I 5 I 7 1 4 I 16
I I I I 61.5
tmm———— - L rm—— *
Q134 I 2 1 6 I 1 I 9
I I I I 34.6
e L R et *
COLUMN 7 10 9 26
TOTAL 26.9 38.5 34.6 100.0

PERCENTS AND TOTALS BASED ON RESPCNDENTS
26 VALID CASES 2 MISSING CASES
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19. What is the higher educational level you have achieved?

1. EdD, PhD, or other doctor:te. ()
2. MA, MS, or other master degree ( )
3. BA or other undergraduate level ( )
4., No formal degree ()
5. Diploma ()
6. Certificate ()
7. Other, ()

Ql9. Most of the faculty interviewed have master degree, BA, diploma, or
certicate. There are most people with master degree in College of Education,
and there are two of them reported they have no formal degree in Distancze

education.

Q19 (TABULATING 1)
BY PRG
Pg
COUNT I

I ROW
% 1 I 2 I TOTAL

Q19 = eemaaao Fmmm————— b —————- 4--—----:?-—5-
Q192 I 2 1 6 I LI 4 9
I I I I 32.1

- — - P - e ——-—— *
Q193 I 3 I 2 1 4 1 9
I I I I 321

tmmm—— . o —e—a Fmm——————- +
Q194 I 0 1 0 I 2 1 2
I I I I 7.1

P m—————— o ——— Fmm—————— +
Q195 I 3 I 2 1 2 I 7
I I I I 25.0

trrm—a - Rl P m————— +
Q196 I 3 I L ¢ 5 I 9
I I I I 32.1

Fr——————— o —————— L +
COLUMN 7 10 1 28
TOTAL 25.0 35.7 39.3 100.0

PERCENTS AND TOTALS BASED ON RESPONDENTS

28 VALID CASES 0 MISSING CASES
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2. Program Goals

21. How would you characterize your program?

It is a program that provides:

1. Pre-service training ( )

2. In-service training ()

3. In-service/distance training ()

4. In-service including practice
training (NIE) ()

5. Other, which? ()

Q21. Teacher Colleges will characterize themselves as in-service training,
College of Education as pre-service training, and Distance Education as In-
service/distance training.

PRG
COUNT I
I ROW
I TOTAL
I 11 21 31
Q21 2 meeeeeaa P —t——— Prmm e ———— P m————— +
1 1 I 10 I I 10
I I I I 35.7
L bt ekl o +
2 1 7 1 I 1 1 8
I I I I 28.6
e - -—-—— Pmm—————— e ] -
3 1 I I 10 I 10
I I I I 35.7
tmmen———— remem———— .. ———— -
COLUMN 7 10 11 28
TOTAL 25.0 35.7 39.3 100.0
NUMBER OF MISSING OBSERVATIONS = 0

/‘5 \O
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25. Is there an overall theme or purpose to the program?
Answer with an "X" more than one alternative if applicable.

The purpose is to train elementary school teachers in:

1. General skills and knowledge needed
to teach primary chool.

2. Pedagogical skills needed to teach.
3. Specific knowledge of subject matter

needed to teach subjects such as math,

()
()

language, writing, etc. ()
4, Classroom management strategies needed
in the classroom. ()

5. Help them perfect the skills they have
already acquired through their teaching.( )
6. The purpose of the program is to provide
teachers with certification so that they could
move up in the educational structure.( )
7. Conceptual, pedagogical, and practical teaching
skills that are relevant to the rural or urban

communities where they teach. ()
8. Other, explain ()

Q25. Concerning an overall theme to the program, Teacher Colleges and
Distance ecication consider all the seven purposes as important. College of
Education agree with all but two of them: Helping them perfect the skills
they have already acquired through their teaching, and the purpose of the
program is the provide teachers with certification so that they could move up
in the educational structure. In general, the two most important purposes
are general skills and knowledge needed to teach primary school, and
pedagogical skills needed to teach.



Q25 (TABULATING

8Y PRG

COUNT

Q25 meemeeee

Q253

Q254

Q255

Q256

Q2s7

Q258

COLUMN
TOTAL

D)
PRG
I
I
I
I 1
e ——-—
I G
I
m——————
I S
I
r——————
I 5
I
o ————
I S
I
rm——————
[ 5
I
m—— e
¢ S
I
trmm————
I S
I
o ————
1 2
I
mm— e ———
7
25.0

I I 3
il R et o mm————— *
I 10 I 9

I I
b ———— e ————
I S 1 9
I I
—— e ——— m—mm—————
I 4 1 7
I I
——tmm e ———— e ————
I 3 1 8
I I
———— e m—e— o ———————
I 0 I 8
I I
e R e ———.—- +
I 0 I 2
I I
- . e ——— tm———— - +
I 3 1 7
I I
e ——s e ——- o —————— +
I 1 I 1
I I
e e trm— e +
10 1
35.7 39.3

PERCENTS AND TOTALS BASED ON RESPONDENTS

28 VALID CASES

0 MISSING CASES

ROW
TOTAL

25
89.3

19
67.9

46.4

14.3

100.0

26
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26. More specifically, what goals is the program trying to accomplish?

1. Fullfil countrv needs for qualified teachers. ( )
2. Respond to the urgent demand for teachers

existent in the country. ()
3. Update teachers knowledge of teaching. ()
4, Update teacher’s knowledge of subject matter. ( )
5. Update teacher’'s knowledge of pedagogical

techniques and teaching methods. ()
6. Improve or modify teacher’s teaching styles. ()
7. Provide teachers with the required “nowledge

and gbilities needed to teach. ()

8. Provide teachers with context relevant teaching
techniques that will allow them to successfully

9. Certify a large number of teachers ()
teach children Sri Lankan ways. ()
10. Other, ()

Q26. Concerning the goals of the program trying to accomplish, Teacher
Colleges and Distance Education consider all the nine goals as important.
College of Education agree with all but one of them: improve or modify
teacher’'s teaching styles. In general, the two most important goals are
fullfil country needs for qualified teachers and to provide teachers with
context relevant teaching techniques that will allow them to teach
successfully. Teacher College considers provide teachers with context
relevant teacting techniques that will allow them to teach successfully as
most important. College of Education considers fullfil country needs for
qualified teachers as most important. Distance Education considers update
teacher’s knowledge of pedagogical techniques and teaching methods as most
important.



Q26 (TABULATING 1)

BY PRG
PRG
COUNT I
I ROW
I TOTAL
I 1 I 2 1 3 I
Q26 === 00 ==eecc--- e —— - ————- o m e — = —— +
Q261! I 6 I 9 I 9 I 24
I I I I 85.7
Pmm—m————— P ————- L ekt +
Q262 I 4 1 1 1 4 1 9
I I I I 32.1
- e ——— B +
Q263 I 5 1 4 1 8 I 17
I I I I 60.7
e ——— Pomm e P mm———— +
Q264 I S I 2 1 6 I 13
I I I I 46.4
P —————— o —————— m—mm +
Q265 I 5 I 3 1 10 I 18
I I I I 64.3
pmm e ——— B R ek D ke +
Q26¢€ I 6 I 0 I 8 I 14
I I I I 50.0
- n an o - - m——————— -
Q267 I 6 I 7 1 9 I 22
I I I ! 78.6
o ——— e ————— P ————— +
Q268 I 7 1 8 I 9 I 24
I I I I 85.7
e remm—————- P ————— +
Q269 I 5 I 2 1 7 1 14
I I I I s50.0
Pm——————— e ——— o ——— -
Q2610 I o 1 1 1 2 I 3
I I I I 10.7
e m e ——-— e ——— - - - - +
COLUMN 7 10 1 28
TOTAL 25.0 5.7 39.3 100.0

PERCENTS AND TOTALS EASED ON RESPONDENTS
28 VALID CASES 0 MISSING CASES
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27.

How is the program trying to accomplish these goals?

Please mark with an "x" all that apply.

1.

Q27.

Education agrees with all the choices.

. Other, which?

By facilitating the entrance to the program
to all those teachers who desire further training.

By restricting the entrance to the program to those
teachers who have shown excellence in their teaching
and in their previous studies.

By carefully designing the curriculum and courses
that contribute to a better understanding of
teaching and the teaching profession.

By providing the students/teachers the opportunity
to apply what they are learning through supervised
practice or through a similar strategy.

By recruiting the most qualified faculty to teach
in the program. .

By providing the teachers with courses and
opportunities to understan- their role in the
broader context of society.

By encouraging tea =2=rs > develop those personal
skills that make ror successful teaching.

By providing teachers with a solid academic
preparation in subject matter.

~~

28

Concerning how the program trying to accomplish these goals, College of

Both Teacher Colleges and Distance

Eduction agree with all but one: by resticting the entrance to the program to

those teachers who have shown excellence to their teaching and in their

In general, by providing the students/teachers the
opportunity to apply what they are learning through supervised practice or
through a similar strategy , and by encouraging teachers to develop those
personal skills that make for successful teaching are considered the most

previous studies.

important actions.



27 (TABULATING

BY PRG

COUNT

Q27 =mmeee-

Q274

Q275

Q278

Q277

Q278

Q279

COLUMN
TOTAL

1)
PRG
I
I
I
I 1
rm—————
1 2
1
bmm————
I 0
I
bmm————
I 5
I
bm—————
I 6
I
bmm————
I 1
I
m—————
)¢ 4
I
o ——
I 7
I
bmm————
)¢ S
I
bm——————
I 0
1
bm——————
7
25.0

I 2 I 3 1
e re - ——— o —————— +
I 11 2 I
I 1 1
——pmm e ———— e ———— +
I 3 1 0 1
I 1 )¢
R R P ———— +
)¢ 6 1 8 I
)¢ )¢ I
e e ————— L -+
I 6 I 10 1
)¢ I I
b m e ————— o — - +
I 5 1 0 I
I 1 I
e R mmmemm—— +
I 3 1 5 1
I I I
——pmm— e ——— e ——————- +
)¢ g 1 10 I
1 )¢ I
e ————— e ——— - —— +
)¢ 2 1 6 I
I M I
e m e~ e ——— +
)¢ [V 1t 1
I I I
Bl ke kil h e ok S atadednd +
10 11
35.7 39.3

PERCENTS AND TOTALS BASED ON RESPONDENTS

2B VALID CASES

0 MISSING CASES

ROW
TOTAL

P -4}

21,

12
42.9

22
78.6

13
46.4
3.6

28
100.0

29
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28. Of the goals that you have mentioned (and of the ones included in the
list), are there any that you feel the program is particularly
successful in achieving? Mark with an "x" all that apply.

1. Fullfil country needs for qualified teachers.

Very successful ()
Moderately successful ()
Unsuccessful ()
PRG
COUNT I
1 ROW
1 TOTAL
I 11 21 31
Q28! 0 cmacmaao P m——w——- o ————— o m e —————— +*
1o 1 1ol 5 1 7
I 1 I I 25.0
P ——— P ——— e ——— +
2 1 6 1 9 1 6 1 21
1 I L I 75.0
o mmm———— Pomm————— Fomm—————— +
COLUMN 7 10 1" 28
TOTAL 25.0 35.7 39.3 100.0
NUMBER OF MISSING OBSERVATIONS = 0
2. Respond to the urgent demand for teachers
existent in the country.
Very successful ()
Moderately successful ()
Unsuccess ful ()
PRG
COUNT I
I ROW
I TOTAL
I 11 21 3
Q282  -=me-ee- SRR CEEE e T Fomwmmeee *
1 I 2 1 1 2
1 I 1 I 0.3
L e n e .- rmm——————— +
2 1 6 I 3 1 8 1 22
1 L I I 91.7
L ] L ] o —m——— +
COLUMN 6 10 e 24
TOTAL 25.0 41,7 33.3 100.0
NUMBER OF MISSING OBSERVATIONS = 4



3. Update teachers knowledge of teaching.

Very successful
Moderately successful

Unsuccessful
PRG
COUNT I
I ROW
1 TOTAL
1 1 21 k¥
0283 -------- o ————-—— ,——— e ——— o m—-————— +-
11 11 1 I 4 1 8
1 I 1 I 23.1
T - ———— Akl T - ——- +*
2 1 5 1 8 1 7 1 20
I I 1 I 76.9
L e m————— o m—— +
COLUMN 6 9 1 26
TOTAL 23.1 34.6 42.3 100.0
NUMBER OF MISSING OBSERVATIONS = 2

4, Update teacher’'s knowledge of subject matter.

Very successful
Moderately successful

Unsuccessful
PRG
COUNT
! ROW
I TOTAL
I 11 21 3t
Q284 = el e ——m——— e — - ot ——a +
11 2 1 2 1 3 1 7
1 I 1 I 28.0
P mmr . L e m——aaa +
2 1 3 1 6 1 8 1 17
1 1 I I 68.0
e —c——— P ———— e, — e —— *
3 1 1 11 1 1
I I 1 1 4.0
o m—m—— P m—naa e —— +
COLUMN 5 9 " 25
TOTAL 20.0 36.0 44.0 100.0
NUMBER OF MISSING OBSERVATIONS = 3
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5. Update teacher’'s knowledge of pedagogical
techniques and teaching methods.

Very successful
Moderately successful

Unsuccessful
PRG
COUNT 1
I
I
I 11 21 31
Q285 2 ccmcmeaa bmmmm—m—— tm—rm e pmm—————— +*
11 3 1 4 1 31
I I I I 37.0
o ———-—— P —————— P ————— +
2 1 31 6 I 8 1
I I I I 63.0
o ——-——— e ——————— mm e m———- -
COLUMN 6 10 n
TOTAL 22.2 37.0 40.7 100.0

NUMBER QF MISSING OBSERVATIONS = 1

6. Improve or modify teacher’s teaching styles.

Very successful
Moderately successful

Unsuccessful
PRG
COUNT I
I
I
1 11 2t 3t
0286 -------- o~ s - P mwmm - rrmmmm—-—— +
11 1l 1t 2 1
1 1 1 I
. ——— e ———— L akate] +
2 1 5 I 9 1 9 1
I 1 1 1
tmmmm————— rom——————- Fomm—————— -
COLUMN 6 10 R
TATAL 22.2 37.0 40.7

NUMBER OF MISSING OBSERVATIONS = 1
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7. Provide teachers with the required knowledge
and abilities needed to teach.

Very successful E
Moderately successful (
Unsuccessful
PRG
COUNT I
I ROW
i TOTAL
1 11 21 K}
Q287 2 ecmmmcaa P ——— o ———— - e ——,—— - +
11 4 1 31 2 1 9
i I I I 33.3
b m e a—- R ] e ———— *
2 1 2 1 7 1 9 1 18
I I I I 66.7
e ema tmm—e e ——-— tmmemm—— +
COLUMN 6 10 R 27
TOTAL 22.2 37.0 40.7 100.0
NUMBER OF MISSING OBSERVATIONS = 1
8. Other,
Very successful
Moderately successful
Unsuccessful
PRG
COUNT 1
I ROW
¢ TOTAL
t B¢ 21 ar
Q288 = e e ————— Rl LT R Rt R T PP -
11 I 2 1 1 2
¢ 1 1 I 22.2
e ————— et ———— tm—c - *
2 1 11 4 1 11 6
¢ ¢ 1 I 56.7
L, rm——m———. trm———aaa +
31 11 I I 1
1 I 1 I 11
[ R e a—— o —m—— e +
COLUMN 2 6 |
TOTAL 22.2 66.7 1. 100.0
NUMBER OF MISSING OBSERVATIONS = 19

N Nt Nt
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Q28. In concerning achieving the goals, the two goals that are considered as
most successful are update teacher’s knowledge of pedagogical techniques and
teaching methods, and provide teachers with the required knowledge and
abilities needed to teach. The programs are neutral on respond~to the urgent
demand for teachers existent in the country, andimprove or modify teacher'’s

teaching styles. In general, the faculty consider the program-as successful
in achieving the goals.
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29. How do you explain the degree of program success? Mark with an "X" all
that apply.

1. The program has well defined goals ()

2. The program has a careful designed plan
to follow for training teachers, ()

3. The program receives the adequate

financial support ()
4, The program has the adequate resources ()
5. The program has political support ()

6. The prograw has been recognized as providing _
high quality teacher training. ()

7. The program keeps up with the latest research
in the field about effective teachers. ()

8. The curriculum is flexible and allows for changes
according to the recent research and the needs
of students and teachers in Sri Lanka. ()

9. The staff in the program has achieved a strong
sense of what the program is all about. ()

10. Other, which? ()

Q29. College of Education and Distance Eduction agree on all of the reasons
in the explanation of program success. Teacher College agree on all but four
of them: The program receives the adequate financial support, the program
has the adequate resources, the program has political supoort, and the
program keeps up with the latest research in the field about effective
teachers. In general, the most important reasons are the program has well
defined goals, the program has been recognized as providing high quality
teacher training, and the staff in the program has achieved a strong sense of
what the program is all about.
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30. To what extent is there agreement among the participants about the
goals of the program?

1. In general, everybody agrees ()

2. There is often agreement with the direction of the

program ()
3. There is often disagreement among the junior and
the senior faculty in the program ()

4. There is general disagreement about the goals of
program. ()

5. The goals are unclear and diffuse and it is hard
to tell whether there is agreement or not, ()

6. There is enough flexibility in the program for the
faculty freely teach what they think is best. ()

7. Other, which? ()

Q30. In concerning the extent there is agreement among the participants
about the goals of the program, the two most chosen ones are: in general,
everybody agrees and there is often agreement with the direction of the

program. They also agree that there is enough flexibility in the program for

the faculty freely teach what they think is best.
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311 What accounts for this level of agreement?
1. Clear goals. ()
2. Weekly meetings with the staff where the goals of
the different courses are revised or discussed. ()
3. Frequent communication with the students ()

4. Frequent ~ommunication with the director of the

program or with the coordinator of the courses. ()
5. Frequent communication with the MOE ()
6. Other, which? ()

Q31. The faculty members from all three programs consider clear goals and
frequent communication with the director of the program or with the
coordinator of the courses are the most important reasons accounts for this

level of agreement.
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32. Is there agreement among the participants (faculty/director/staff)
about the following aspects:? Mark with an "X" all that apply.

1. Program purpose. ()
2. Teaching methods used in the program. ()
3. The teaching styles that the program

advocates for the students/teachers, ()
4, Curriculum content. ()
5. Teaching practice for the students, ()
6. Other learning opportunities for the students ()
7. Other, which? ()

Q32. Concerning the agreement among the participants, College of Education
and Distance Education agree on all the choices. In general, the two areas
that have the most agreement are teaching methods used in the program and
teaching practice for the students,
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33, What factors work against attainment of program goals? Mark with an
"x" all that apply. .

1. Bureaucracy, excesive paper work that distracts from
focus on the curriculum and instruction. ()

2. Ministry of education guidelines, and requirements

or other institutional guidelines. ()
3. Lack of resources (money and other resources) ()
4. The quality of the students/teachers. ()
5. The quality of the materials used for instruction ()
6. The quality of the faculty. ()
7. The curriculum is old and outdated ()

8. Lack of supervised practice and other similar

learning opportunities for the students. ()
9, Distance and other environmental situations ()
10. Other, which? ()

Q33. 1In concerning the factors work against attainment of programs goals,
Teacher Colleges consider the quality of the students/teachers, lack of
supervised practice and other similar learning opportunities for the
students, and distance and other environmental situations as most important
factors. College of Education considers bureaucracy, excessive paper work
that distracts from focus on the curriculum and instruction and lack of
resources as most inportant. Distance education considers lack of resources
and lack of supervised practice and other similar learning opportunities for
th students as most Important. In general, lack of resources and lack of
supervised practice are the most important factors work against attainment of
program goals,
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36. If the program was given an extra half year to work with its teacher
candidates, what would you add to the curriculum? Mark with an "X" all
that apply.

1. Supervised classroom practice ()
2. Methods courses )
3. Research on teaching and learning courses ()
4. Courses in pedagogical techniques ()

5. Field trips to acquiant with the needs of diverse
communities in Sri Lanka ()

6. More training in community development strategies ()

7. Would provide subject matter specifi! courses (e.g.
more courses in math, or language, etc.) ()

8. Would add nothing but will extend the time teachers
spend learning how to teach. ()

9. Other, which? ()

Q36. If the program was given an extra half year to work with its teacher
candidates, faculty from teacher colleges and College of education will add
field trips to acquiant with the needs of diverse communit:ies in Sri Lanka.
Distance Education will add supervised classroom practice, method courses,
research on teaching and learning courses, and field trips to the programs.
In general, supervised classroom practice and fiela trips are considered the
most important.
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38, If the program was given extra money or other resources needed to work
with its teacher candidates, what would you add to the curriculum?

1. Video equipment ()
2. Computers ()
3. Books, and other learning materials ()

4, Empirical research projects to teach teachers how to
learn from their experiences and from their students ()

5. Field trip requirements for them to learn about the
diverse needs of children and their communities
in Sri Lanka. ()

6. Organize simposia, conferences, etc., in which Sri
Lankan teachers, practitioners, academics and

students will talk about teaching and learning. ()

7. Other, which? ()

Q38. If the program was given extra money or other resources needed to work
with its teacher candidates, teacher college and Distance education will
add books, and other learning materials, and to organize simposia,
conference. College of Educa:ion will organize simposia, conferences. 1In
general. the two most important areas are books and organization of
conferences.
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3. Program Structure

42, How are outside instructors or faculty selected?
There are not outside instructors selected ( ), Go to question 44,

They are selected in terms of:

1. Their credeantials ()
2. Educational degree (BA or MA or PhD) ()
3. How many years of teaching experience
they have ()
4, They are assigned to the program
by the MOE ()
5. Other, which? ()

Q42. The two most important criteria in the selection of outside instructors
are their credentials and years of experience.
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44, Has your performance been evaluated?

()
No ( ), Go to question 45,

If so how?

1. Periodic workshops to update teachers knowledge ()
2. Supervisors from the MOE observe in the

classroom ()
3. Frequent interviews or evaluation meetings

with the program director ()
4. Observations by the program director ()
5. Evaluation from peers ()
6. Other, which? ()

Q43. The two method most frequently used in the evaluation of the
performance are frequent interviews and observations by the program

director.
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4. Students

47. Are there selection criteria for students entering the program?
1. Yes ()
No ( ), go to question 49

If yes, please describe these criteria (mark more than one):

Level of education, describe

Passing an examination, describe
Number of years teaching, decribe
Region of the country where they live
Socioeconomic level of the candidate
Region orf the country where they teach
Personality characteristics, describe
9. Grade point average in previous studies

10. Teaching ex erience is not required

11. Ability to pay tuition ()
13. Everyone who wants can go into the program
14. Other, which?

o~ OV BN

PN N SN SN N AN AN NN
S N N N N S N S S

~~
~r

Q47. There are selection criteria for student entering the program for the
three programs. Teacher Colleges considers level of education and years of
teaching expereinces as most important. College of education considers level
of education, passing an examination, and personality characteristics as
important. Distance education considers level of education and GPA as most
important. In general, level of education and years of rteaching experience
are considered as most important by the three programs.
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52. Personality characteristics:

Most of the students are:

1. Independent ( )

2. Take the Iinitiative ()

3. Hard working ()

4, Well educated ()

5. Interested on others well being ()
6. Interested in justice ()

7. Professionals or behave as such ()
8. Punctual ()

9. Responsible ( )

10. Lack motivation ()

11. Procastinate ()

12. Other, which? ()

13. Are there other important characteristics
of students entering the program that
should be mentioned?

Q52. Concerning the personality characteistics of the students, most of the
students are considered as indepentent, take the intiative, hardworking, and

responsible.
GROUP Q521
(VALUE TABULATED = 1)

DICHOTCMY LABEL NAME COUNT RE:S;NSES ngSgg

Q5211 18 11.3 64.3

Q5212 16 10.1 57.1

Q5213 17 10.7 60.7

Q5214 10 6.3 35.7

Q5215 7 a.4 25.0

Q5216 15 9.4 53.6

Q5217 15 9.4 53.6

Q5218 12 7.5 42.9

Q5219 16 10.1 57.1

Q52110 12 7.5 42.9

Q52111 6 3.8 21.4

Q52112 15 9.4 53.6

TOTAL RESPONSES 159  100.0  567.9

0 MISSING CASES 28 VALID CASES
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53, Why do think students choose to enter this particular program?
1. The only option available ()
2. Reputation for quality teacher education ()
3. Low cost ()
4, Convenient schedule ()
5. Reputation of program faculty ()
6. The type of diploma or certificate provided ()
by this program. ()
7. Other, which? ()

Q53. Concerning the reasons why students choose to enter this particular
program, teacher colleges thinks that the type of diploma or certificate
provided by this program as most important. College of Education considers
the only option available as most important. Distance Education considers low
cost as most important. In general, the only option available and the type
of diploma provided are considered as most important.
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1.

2.
3.

Q54.

important source considered by Teacher College.
and Distance Education, teacher get assigned to the different programs

What if anything, is done to recruit applicants?

A recruiter from the program goes to schools to
talk to teachers. ()

The MOE recruits the teachers ()
Teachers get assigned to the different programs
according to past performance, scores on a test

or other similar criteria ()
There is not recuitment and any kind of teacher
can enroll in the program ()

~ther., which?

()

In recruiting applicants, the MOE recruits the teachers is the most

according to past performance, scores on a test or other similar criteria.
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55. How does the program decide whether an applicant should
be admitted to your program?

Mark all that apply.

1. According to their performance in a national examination
they have to pass after finishing high school ()

2. According to an examination that they have to present
before becoming teachers ()

3. According to an examination that the program requires
before they are admitted ()

4. According to their performance in previous levels
of education ()

5. Personal and background characteristics ()

6. According to their performance as teachers (as
recorder in eva.uations by supervisors) ()

7. Other, which? ()

Q55. In deciding whether an applicant should be admitted to the program,
teacher colleges considered performance in a national examination they have
to pass after finishing high school and in previous levels of education.
Coellege of education ccnsidered personal and background characteristics as
most important. Distance education considered the performance to an
examination that they have to present before becoming teachers. In general,
the performance in a national examination and an examination that they have
to present before becoming teachers are considered as most important in
deciding whether an applicant should be admitted to the program.
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56.

L.

2.

9.

57

Which of the following factors influence a teacher’s teaching record?
Mark all that apply.

The number

The number

. The number
. The number
. The number

. Punctuality

of

of

of

of

of

students

students

students

students

that repeat
that are promoted
that drop out

that pass the next level exam

days a teacher is absent from school

. The level of discipline of his students

. Teacher's teaching style

Teacher’s knowldege of subject matter

10. Teacher’s personality

11. Teacher’s qualifications or certificates

12. Other, which?

Q56.

teacher college and distance education consider the number of days a teacher
is absent from school and punctuality are the most important.
education considers punctuality and teacher’s qualifications or certificates

In concerning the factors influence a teacher’s teaching record,

as most important.

College of

In general, the three factors mentioned above are
considered as most important for the three programs.
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65. What other experiences or courses are recommended or
desired for the student?

1. Volunteer work in schools ()
2. Observations of fellow teachers ()
3. Observations by fellow teachers ()
4, Period of service in rural schools ()

5. Field experience to understand the needs of the rural
areas. ()

6. Courses on awareness of the role of the farmer in

Sri Lanka ()
7. .Courses on the role of Sri Lanka in the world ()
8. Other, which? ()

Q65. In considering other experiences or courses recommended for the
students, teacher colleges considers volunteer work in schools as most
important. College of Education considered field expereince to understand
the bneeds of the rural areas as most important. Distance education
considered observations by fellow teachers as important. In general,
observations by fellow teachers, and field experience are considered as most
important.
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5. _Individual Role

67. Could you describe exactly what your role is in the program? What is

it that you do?

Percent of your time

Teach

Supervise the working of the program

Supervise faculty

Work directly in the curriculum of the program and
other academic matters

5. Deal directly wich the budget and resources of the

program
6. Sets policy concerning the future of the program
7. Other, which?

S

If you teach, what courses do you teach?

Q67. Teacher College and College of education consider teaching as the most

%

64

role in the program. Distance education considers set policy concerning the
future of the program as most important. In general, teaching, work directly

in the curriculum of the program and other academic matters, and setting

policy are the most, roles of the faculty members.
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68.

65

What are . :ur specific goals for students? What are the program goals
for the students? Mark with an "X" all that apply.

Q68. Concerning the specific goals for students, helping teachers understand
how children learn, help teachers understand how they can use research
findings in improving their teaching, ant to help teacher organize their
classroom to estimate learning are considered the most important by the three
program. All three programs agree on all the goals listed.

L.

That they learn specific subject matter knowledge.
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To help them understand the social and cultural elements of teaching.
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3. To impart the skills needed to teach all the subjects effectively.
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4. To help teachers to learn how to learn from experiences.
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5. To help teachers understand how children learn.
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6. To help teachers understand how thgy can use research findings in
improving their teaching.
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7. To make teachers aware that we live in a diverse socity and that everyone
deserves an equal chance.

Q6817 T
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PRG
COUNT I
! :
! RCW
wor oy » . TOTAL
iiiaind DTt P bt el T T PO
068171 f 6 I 8 1 o1 25
o I I I 100,0
Q68172 g a1 3 6 1 13
o L 1 I s2.9
COLUMN 6 8 ’-—--;---’
1
TOTAL 24.0 32.0 44,0 10023

PERCENTS aND TOTALS BaSEDp ON RESPONDENTS

25 va
LID CASES 3 MISSING CASES

8. To help teachers organize their classroom to stimulate teaching.
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9. To help them finish the program successfully.

Q€819 (TABULATING 1)
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69. How about your methods of assessment? How do you determine if students
have mastered the necessary knowledge and skills in your segment of
the teacher education program?

1. Requiring an examination at end of program ()

2. Revising exam resuits from che classes the student

has taken ()
3. Observing the student/teacher teach ()
4, Final interview before he leaves the program ()
5. Ask faculty about the overall performance of the

student/teacher ()
6. Other, which? ()

If possible include a copy of an exam or any other assessment device you
use. Also, please provide examinations or tests that are commoonly used
throughout the program to assess performance.

Q69. Concerning methods of assessment, all three programs agree that
requiring an examination at the end of program and observing the
student/teacher teach are the most frequently used method.
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71.

1.

10.

11.

12.

13.

14.

Q71.

think that a new policy that recognizes the importance of teacher Education
programs like one, better and careful plans for development, and better

selected students are most important.
selected students as most important.
poloicy that recognizes the importance of teacher Education program like one

is most important. In general, the three programs agree that a new policy

What changes of any kind would allow you to do a better job in what

you are trying to do?

A new policy that recognizes the importance of
Teacher Education programs like this one

. Extended class time for the program

. Better and careful plans for development

Stability in the organization

. More courses on methods

Practicum

. Courses in subject matter

. Courses in pedagogy

Better selected students
More motivated students
More motivated faculty
Better trained faculty
Better salaries for the staff

Other, which?

72

Concerning kinds of changes needed to do a better job, teacher colleges

College of Education considers bette
Distance Education considers a new

and better selected students are important changes needed to do a better job.

)

J



Q7 (TABULATING 1)

BY PRG
PAGE | OF 2
PRG
COUNT I
I ROW
I TOTAL
1 1 I 2 1 3 1
Q7| -------- o ————— -y - - - -
Q711 I 6 1 J 1 10 I 19
I I I I 67.9
P —————— P ————— P ———— +
Q712 I 3 1 5 1 5 I 13
I I I 1 46.4
rm—m—————- o m———— P mm————— -
Q713 ¢ 6 I 3 1 5 1 14
I I I I 50.0
mm—————— P m———— o -
Q714 1 3 1 5 1 7 1 15
I I I I 53.6
P —m————— Pomm————— P ————— -
Q715 I s I 4 I 7 1 16
I I I I 57.1
Pmmmm———— o e ——————— -
Q716 I 5 I 7 1 8 I 20
I I I I 71.4
Pmmmm———— P ————— o ———— +
Q717 I 5 1 2 1 6 I 13
I I 1 I 46.4
mm——————— o ————— P ————— +
Q718 I a4 1 0 I 6 I 10
I I I 1 35.7
P m———— e ———— - ———— -
Q719 I 6 I 8 1 s 1 19
I I I 1 67.9
Fomm———— P ————— pm——————— +
Q7110 I s I 6 I a4 1 15
I I I 1 53.6
P m————— Pmm—mm———— o ———— -
Q7111 I s I s 1 6 1 16
I I I 1 s7.
mm—————— o ———— pm—mm—————— +*
COLUMN 7 10 1" 28
TOTAL 25.0 35.7 39.3 100.0

PERCENTS AND TOTALS BASED ON RESPONDENTS

(CONTINUED)



72. What would make you more able to meet your personal goals for students?

More resources (materials, fiscal, human)
Political support outside the program
Political support within the program
More time to prepare courses

Other, which?

W B wN
TN TN SN N N
N Nt N N N

Q72. All three programs agree that more tesources and political support and
within the program are the most important factors in meeting their personal

goals for students.
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VI. Views of Teaching and Learning to Teach.

73. What kind of teacher are you trying to develop? (Characteristics, skills,
and abilities).

1. Teachers who are able to perform the various

tasks of teaching ()
2. Teachers who understand both tne theory and

practice of teaching. ()
3. Teachers who have a strong sense of professionalism ()
4, Teachers who are able to evaluate thelr own teaching ()
5. Teachers who know well their subject matter ()

6. Teachers who are responsive to the needs of their
students ()

7. Teachers who are responsive to the requirements of
the school curriculum. ()

8. Teachers who are responsive to the nesds of the

community ()
9. Teachers who have critical thought. ()
10. Teachers who prepare their students to pass the exam ()

11. Teachers who think that leraning is what is
important not pass an exam ()

12. Other, which? ()

Q73. Concerning the kinds of teacher they are trying to develop, teacher
colleges thinks that teachers who understand both the theory and practice of
teaching as most important. College of Educaticn considers teachers who
understand both the thecry and practice of teaching, teachers who have a strong
sense of professionalism, and teachers who are responsive to the needs of their
students are most important. Distance Education considered teachers who are
able to perform the various tasks of teaching kand teachers who are able to
evaluate their own teaching as most important. In general, the three programs
agree that teachers who understand both the theory and practice of teaching and
teachers who are responsive to the needs of their students as most important.
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74. How do people get to be that kind of teacher?
1. People have an ability to teach that is natural on them ( )
2. Teaching is like any other profession people have to
dedicate long hours of study and practice to be

good at teaching. ()

3. By trial and error, on the job experience is what makes

people good teachers ()
4. By mastering their subject matter, the rest is not

difficult ()
5. By knowing pedagogical skills ()
6. By learning to be sensitive to the needs of their

students ()
7. By watching others teach ()
8. Other, which? ()

Q74. Concerning how people get to that kind of teacher, teacher colleges thinks
that long hours of study and practice is most important. College of education
think that long hours of study and practice, and learning to be sensitive to the
needs of their students as most important. Distance education thinks that long
hours of study and practice, and by knowing pedagogical skills as most
important. In general, long hours of stuty and practice and by learning to be
sensitive to the needs of their students are the most important factors agreed
by all three programs.
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75.

Q75.

How successful 1s your program in producing such teachers?

Very
Somewhat

Not successful

5 faculty members considered the program very successful and 22 of them

()
)
()

considered the program as somewhat successful,

Q75
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76. How do you explain that?
1. The careful plan or program of studies

2. The dedication of the faculty

3. The preparation and quality of the faculty and

program staff in general

4. The previous experience that the students/teachers

bring with them

5. The student/teachers are mature people who think

of themselves as serious professionals

6. The salary is higher after their finish the
program

7. The successful completion of this program offers

teachers an opportunity for promotion

8. The successful completion of this program allows
teachers to move from a "difficult" school to a

better situated school

9. Having a certificate/diploma from this program adds

prestige to the particular teacher

10. A new policy by the government encouraging teachers

to upgrade their knowledge

11. Other, which?

Q76. Concerning the reasons for the success of the program,
distance education think that the preparation and quality of the faculty and
program staff in general is most important. College of education thinks that

the dedication of the faculty is the most important.

programs agreed the two reasons mentioned above as the most importdfn reasons

for the success of the program.

In general,

all three

80
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77. What is the main reason students/teachers enroll in your program?
1. The authentic desire to learn and be prepared as teachers( )
2. To get a new certificate or diploma ()
3. To be able to negotiate their transfer to another school ( )

4. A policy mandated by the government stating that teachers
need more training ()

5. This program gives them prestige. ()

6. Fellowships of other monetary help makes easier for them
to enroll. ()

7. The poor learning experierce that children are receiving
in school nowdays and the government’s concern to improve
the situation ()

8. The new tendency in the government to move from a
western style of teaching to a style more appropriate

to Sri Lanka. ()
9. Unprepared teachers are beiry pushed aside by certified

teachers not only by their exper.ence or seniority. ()
10. Other, which? ()

Q77. Concerning the main reason students/teachers enroll in the program,
teacher colleges and distance education thinks that to get a new certificate or
diploma is the most important. College of Eduation consider fellowships of
other monetary help makes easier for them to enroll. In general, the most
important reasons are to get a new certificate and unprepared teachers are being
pushed aside by certified teachers’S\t only by their experience or seniority.
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78. Of all the things that prospective teachers need to know or be able to do,
which single thing is the most important? (Mark with an "X" all that apply.

1.

2.

10.

11.

12.

13.

14.

Have good classroom wanagement skills

Master the subject matter that is taught in
el:mentary school

. Understand and respect the hierarchical structure

of schools

. Be informed of the new knowledge produced by

research about teaching and learning

. Have a good personality

. Be willing to learn from others and from his

own mistakes

. Understand children needs and abilities

. Try different pedagogic strategies co make the

students understand and learn

. Get to know each one of the students to establish

a relationship of trust with them.
Participate in curriculum development in the school
Participate in community activities

Know and teach children the culture and work that
make their community special

Adopt the curriculum to the specific needs of the
community where the school is located or where
the students come from

Other, which?

()

()

()

()

()
()
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Q78. Concerning the most important thing that prospective teachers need to
know, teacher college think that have good classroom management skills, master
subject matter that is taught in elementary school, be informed of the new
knowledge produced by research about teaching and learning, and try different
pedagogic strategies to make the students understand and learn. College of
Education considers try different pedagogic strategies as most important.
Distance eduaction considered understand children needs and abilities as most
important. In general, the three programs agree that trying different pedagogic
strategies and having good classroom management skills as most important.

Q78 (TABULATING 1)
8Y PRG
PAGE ' OF 2
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COUNT I
I ROW
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Q785 I 5 I 9 I 8 I 22
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DIRECTOR QUESTIONNAIRE

The Director Questionnaire was designed with the purpose of gaining a
better understanding of the purposes and structure of the teacher education
programs from the point of view of the directors.

The Questionnaire is divided into six sections: 1) general information
about the program, 2) program goals, 3) program structure, 4) inforamtion
about the students, 5) individual role of faculty member, and 6) views of
teaching and learning to teach. There are 104 questions in the
questionnaire. Five Directors from Teacher Colleges, College of Education,
and Distance Education are interviewed. The primary analyses of the Director
Questionnaire is based on the frequencies of each questicn answered by the
directors.

The five different sites are coded as:
1. CE = College of Education (Hapitigama and Mahaweli)
2. TC = Teacher College (Gampola and Bolawalana)
3. DE = Distance Education

l, General information about the program

2. Why was the program created?

1. There was a felt need for professionaly trained teachers ( )

2. This program is the result of international agencies support for higher
education ()

3. This is a government mandated program to provide teachers with the
credentials they need to be promoted ()

4, This program is the result of an educational referm to raise the level
of education of teachers ( )

5. This program is the result of an educational reform to raise the level
of achievement of elementary school children ()

6. This program is part of a larger project that proposes to reduce
elementary school children drop out, or repetition ()

7. Other, which? ()

Q2. Why was the program created?

In general, all directors agreed that there was a felt need for
professionally trained teachers(l). This program is the result of an
educational reform to raise the level of education of teachers is also an
important reason(4). Other reasons for the creation of the program are:
international agencies support for higher education(2), a governemnt mandate
to provide teachers w'th credentials (3), educational region directed to
raise level of achievement of school children (5), as part of a larger
project to reduce elementary school ciiildren drop-out, and other resources

n.



Program directors

P+ irams/ CE TC DE TOTAL
Op..ovns

1 2 2 1 5

2 0 1 1

3 1 1 0 2

4 1 2 0 3

5 0 2 0 2

6 1 1 0 2

7 0 1 0 1

3. Who (institution) created it?

1. The government through the MOE created it ( )

2. The government through NIE created it ()

3. An international agency had a very important role
in the creation of the program ()

4. A private group had a major role in the creation of
this program ()

5. Other, which? ()

Q3. Who created it?

Four out of five directors agreed that the program was created by the
government through the MOE(l). Teacher College Bolawalana is created by an
international agency(3) and a private group(4). Other option was the
government through the National Institute cf Education created it (2).

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 1 1 4

3 0 0 1 1

4 0 1 0 1

5 0 1 0 1

4. Who was the program supposed to serve?

1. Teachers who had been teaching for a long time and
needed to upgrade their knowledge ()

2. Teachers who needed to obtain a certificate or other
credential to ask for a transfer or a promotion ( )

3. Individuals who wanted to follow teaching as a
profession ()

4. Individuals who were not happy with going into

LY
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5.

6.

Q4.

teaching without a credential ()
Children who directly benefit from having
more qualified teachers ()
Other, which? ()

Who was the program supposed to serve?

In general, the directors think that individuals who wanted to follow
teaching as a profession(3), and children who directly benefit from having
more qualified teachers are the most important reasons(5). Other options
were teachers who need to upgrade their knowledge (1), teachers who need a
credential (2), individuals who wanted a teaching credentials (4), and toehr

(6).

Program directors

Programs/ CE TC DE TOTAL
Options

1 0 0 1 1

3 1 2 0 3

4 1 0 0 1

5 2 1 0 3

6 0 1 0 1

5. Who makes the decisions about this program’s goals?

oSN

(o)

7.

Q5.

MOE (1)

The officers in the MOE ()

The officers in the NIE ()

The director of the program ()

A board of directors ()

The director of the program along with
department chairs ()

. The director of the program along with faculty ( )

Other, which? ()

In making decisions about the program’s goals, the officers in the

and the director of the program along with faculty (6) seems to be

the most important factors.

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 2 0 3

2 1 0 0 1

4 1 0 0 1

5 1 1 0 2

6 0 0 1 1

e



6. Who makes the decisions about this program’s curriculum?

1. The officers in the MOE ()
2. The officers in the NIE ()
3. The director of the program ()
4, A board of directors ()
5. The director of the program along with
department chairs ()
6. The director of the program along with faculty ( )
7. Other, which? ()

Q6. 1In making decisions about the program’s curriculum, the officers in
the MOE(l), the director of the program along with department chairs(5), and

the director of the program along with faculty(6) are the most important
factors.

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 1 0 2

2 1 0 0 1

4 1 0 0 1

5 0 2 0 2

6 1 0 1 2

7. Who makes the decisions about this program’s hiring policies?

1. The officers in the MOE ()
2. The officers in the NIE ()
3. The director of the program ()
4., A board of directors ()
5. The director of the program along with
department chairs ()
6. The director of the program along with faculty ( )
7. Other, which? ()

Q7. In making decisions about the program's hiring policies, the officers
in the MOE(l),the officers in the NIE (2) and the director of the program

along with faculty are the most important factors(5).

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 2 0 3

2 2 0 0 2

3 0 1 0 1



8. Who makes the decisions about student’'s admission policies?

1. The officers in the MOE ()
2. The officers in the NIE ()
3. The director of the program ()
4. A board of directors ')
5. The director of the program along with
department chairs ()
6. The director of the program along with faculty ( )
7. Other, which? ')

Q8. 1In making decisions about student’s admissjon policies, the officers
in the MOE(l), the officers in the NIE(2), and the director of the program

along with department chairs (5)are the most important factors.

Program directors

Programs/ CE TC DE TOTAL
Options
1 1 1 0 2
2 2 0 0 2
3 0 1 0 1
5 0 2 0 2
6 0 0 1 1
Q9. Who makes the decisions about program plans and administration?
1. The officers in the MOE ()
2. The officers in the NIE ()
3. The director of the program ()
4. A board of directors ()
5. The director of the program along with faculty ( )
6. Other, which? ()

Q9. 1In making decisions about program’s plans and administration, the

officers in the MOE (1), the officers in the NIE(2), and the director of the
program(3), and the director of the program with faculty, are the most
important factors.

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 1 0 2

2 2 0 0 2



10. Who makes the decisions about program finances and budget allocation?

The officers in the MOE ()

The officers in the NIE ()

The director of the program ()

A board of directors () :
The director of the program along with faculty ( )
Other, which? ()

(AN I~ B UC RN S B

Ql0. In making decisions about program's finances and budget allocation,
the officers in the MOE(l) is the most important factor.

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 2 0 4

3 0 1 0 1

5 0 0 1 3

1l1. Does the program have different areas or departments?

Yes ()
No ()

If you answered YES, please describe them in the space below:

12. Who holds primary responsibilities in different areas of the program?

1. The director of the program ()

2. The underdirector of the program ()

3. The department chair ()

4., Area coordinators ()

5. Faculty ()

6. Other, which? ()

13. Does the program have a plan?

Yes ()
No ()

If you answered YES, is this:



S wo

Ql3.

. An annual plan? (
. A monthly plan? (
. A weekly plan (
. Other, which? <)

To the question does the program have a plan? The answer was all

programs agree that they have an annual plan for their programs.

14. Does the program have committees for: (Mark with an "X" all that apply)

[ WU, RS WL N

Qla.

. Curriculum ()
Student selection ()
Examinations ()
Avarding a diploma or certificate? ()
Setting program goals ()
. Other, which? ()

All three programs have committees for curriculum and examinations.

Most programs have committees on student selection and for awarding a diploma
or certificate.

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 2 1 5

2 1 2 1 4

3 2 2 1 5

4 2 0 1 3

5 2 1 0 3




15. How do you or the program decide what is relevant to teach teachers?
Please mark with an "X" all that apply.

This decision is based on:

1. The content of the examinations that these

teachers have to pass ()

2. The stated needs of the country ()

3. Guidelines provided by the MOE ()

4. Guidelines provided by the government ()
5. Current research in teacher education ()
6. Ituput from the local community ()

/

)
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7. Input from the international community ()
8. Input from students ()
9. Input from others ()

10.The pevple in the program decide what to teach

(director, faculty, chair of department, etc.) ()
11. The Board of directors ()
12. Other, which? ()

Q15 In making decision on what is relevant to teach teachers, all
colleges consider the content of the examinations that teachers have to pass
as important(l). Current research in teacher education is the second most
important factor(5). Guidelines provided by the MOE(3), the state needs of
the country(2), guidelines provided by the government(4), and the decisions
of the people( department chair, faculty) in the program are also censidered
as most important(1l0).

Program directors

Programs/ CE TC DE TOTAL

Options
1 2 2 1 5
2 2 1 0 3
3 1 2 0 3
4 1 2 0 3
5 2 1 1 4
6 1 0 0 1
7 1 0 0 1
8 1 0 0 1
10 0 2 1 3
11 1 0 0 1

16. What is the program view about the following teaching strategies:
Please indicate with an "X" whether you think it is favorable, neutral
or unfavorable.
1. Grouping
Favorable ( ) Neutral ( ) Unfavorable ( )
2, Use of textbooks

Favorable ( ) Neutral ( ) Unfavorable ( )

3. Homework assignments



Favorable ( ) Neutral ( ) Unfavorable ( )
4, Setting instructional goals

Favorable ( ) Neutral ( ) Unfavorable ( )
6. Designing student evaluations

Favorable ( ) Neutral ( ) Unfavorable ( )
7. Design and use of instructional materials

Favorable ( ) Neutral ( ) Unfavorable ( )
8. Estimulating cooperative learning among students

Favorable ( ) Neutral ( ) Unfavorable ( )
9. Classroom management techuiques

Favorable ( ) Neutral ( ) Unfavorable ( )
10. Emphasis in student discipline

Favorable ( ) Neutral ( ) Unfavorable ( )
11. Knowledge and involvement in community development activities

Favorablc ( ) Neutral ( ) Unfavorable ( )
12. Preparation of weekly teaching plans

Favorable ( ) Neutral ( ) Unfavorable ( )

13. Awareness of the role that teacher expectations have on
student achievement

Favorable ( ) Neutral ( ) Unfavorable ( )

14. Development of teaching strategies that help to
deal with racial tension

Favorable ( ) Neutral ( ) Unfavorable ( )
15. Punctuality.
Favorable ( ) Neutral ( ) Unfavorable ( )
Ql6. Concerning the department’'s view about teaching strategies, all

programs consider homework assignments(3), designing student evaluations(6),
knowledge an involvement in community development activities (11),
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preparation of weekly teaching plans(l2), and punctuality(15) as favorable.
In general, the programs hold a favorable attitude towards other teaching
strategies: Greuping (1), use of textbooks (2), setting instructional goals
(4), design and use of instructional materials (7), coperative learning (8),
emhasis in student descipline (10), and teacher expectations on student
achiev-ment (13). Most programs have a neutral attitude towards the
development of teaching strategies that help to deal with racial tension(14).

1. CGrouping
Program directors
Programs/ CE TC DE TOTAL
Options
1 2 1 1 5
3 0 1 0 1

2. Use of textbooks

Program directors

Programs/ CE TC DE TOTAL
Options
1 1 2 1 4
99 1 0 0 1

3. Homework assignments

Program directors

Programs/ CE TC DE TOTAL
Options
1 2 ? 1 5

4. Setting instructional goals

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 2 1 4

2 1 0 0 1
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6. Designing student evaluation

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 2 1 4

2 1 0 0 1

7. Design and use of instructional materials

Program directors

Prograas/ CE TC DE TOTAL
Options

1 1 2 1 4

2 1 0 0 1

8. Estimating cooperative learning among students

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 2 1 4

2 1 0 0 1

9. Classroom management techniques

Program directors

Programs/ CE TC DE TOTAL
Options
1 2 2 1 5

10, Emphasis in student discipliue



Program directors

Programs/ CE TC DE TOTAL
Options
1 2 2 1 5

11. Knowledge and involvement in community development activities

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 2 1 4

2 1 0 0 1

12. Preparation of weekly teaching plans

Program directors

Programs/ CE TC DE TOTAL
Options

1 0 2 0 2

2 2 0 1 3

13. Awareness of the role that teacher expectations have on student

achievement

Program directors

Programs/ CE TC DE TOTAL
Options
1 2 2 1 5

17. Are the teachers you train expected to participate in:

1. Shramadana activities

12
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2. Organizing and assisting religious, cultural activities,

Ql7. The teachers trained by the faculty are expected to participate in
Shramadana activities(l), organizing and assisting religious(2), cultural
activities(3), negotiate for material, financial, school facilities, and
educate parents, adults, early school leavers in the community(4). In
general, all directors agree that the two most important activities are
Shramadana activities and organizing and assisting religious, cultural
activities.

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 2 1 5

2 2 2 1 5

3 1 1 1 3

4 1 2 1 4

18. Has the recent school reform affected the goals or the direction of your
program?

If YES, how?
19. How long have you been the director of this programf years,

20. Have you been director of other teacher education
programs before your current position?

Yes ()
No ()



21. How many years have you been involved in school
administrative work other than being the director
of a teacher education program? years.

22. How many years have you been involved in
educational administration other than being
a program director? years.

23. Give the names of the other position you have
been given:

24, Wnat is the higher educational level you have achieved?

1. EdD, PhD, or other doctorate. ()
2. MA, MS, or other master degree ( )
3. BA or other undergraduate level ( )
4. No formal degree ()

5. Diploma )

6. Certificate ()

7. Other, ()

25. Where were you trained? Please provide the nam:z of the institution and

the year you graduated from it:

Name :
Year of graduation:

Now, I would like to ask you some questions about the goals of the

program.

2. Program Goals

26. How would you characterize your program?

It is a program that provides:

1. Pre-service training ( )

2. In-service training ()

3. In-service/distance training ()

4. In-service including practice
training (NIE) ( )

5. Other, which? )

Q26. Teacher Colleges characterize themselves as in-service training,
College of Education as pre-service training, and Distance Education as In-

service/distance trainirg,

14



Program directors

Programs/ CE TC DE TOTAL
Options

1 2 0 0 2

2 0 2 0 2

3 0 0 1 1

27. What is the level at which your program operates?

. State level
Federal level
District level
. Local level

. Other, which?

VW
NN AN~
N N RN

Q27. All the three programs operates at State level.

28. From where does the funds that support your program come from?

The Ministry of Education

. The NIE

Directly from the government
. From the community

. Foreign aid

. Other, which?

NV W
NN AN SN AN~
N N N N

Q28. Most of the fund come from the Ministry of Education for both Colleges
of education and Teacher Colleges(l). For distance education, the funds are
from the NIE (2)and foreign aid(5).

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 2 0 4

2 0 0 1 1

5 0 0 1 1

29. Do you or someone from your staff gives a periodic report of your
progrim’s accomplishments to a specific person or institution ~fter a
specitic period of time?

29.1 Yes ()

15
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No ( ), go to question 30.

If you answered Yes, please indicate what institution you have to be
accountab’e to:

29.2 The institution (3) you receive
the funding from (see question 30). (
(

)
29.3 Other, which? )

Is you prograu tra result of a specific policy put forward by the
government or the MOE?

If yes, describe policy:

30. How many students apply to your program last year?
How many were admitted?

31. How many students applied to your program this year?
How many were admitted?

32. How many students graduated from your program last yea:?
How many students graduated this year?

Please provide a list of the students who just enrolled and students
who have gradvated to the researcher.

Does ' ne program keep records of the students who apply and are not
admitted? (The name, the address, the school and the grade where these
individuals can be identified and located?)

Yes ()
No ()

If yes please show these records to the researcher.

33, Before going into your program what exam or requirements do the
candidates have to fulfill?

Please describe in the lines below:

34. What is the typical population served by your program? (Please provide
percentages)
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34.1 In relation to socioeconomic status:

% Low
____ % Middle
____ % High

34.2 In relation to the areas that they come from:

Z Rural areas
% Urban areas
____ % Sub-urban areas

34.3 In relation to the schools that they have been teaching in:

Type I AB
Type I C

Type II

Type III
Private
Government
Other, which?

E o LB B B B

34.4 In rclation to the years of teaching experience they have had
before entering your program:

0 to 1 yr

1 to 2 yrs

3 to 5 yrs

5 to 10 yrs
10-20 yrs

20 or more yrs

IR I P X e R

3. Is there an overall theme or purpose to the program?
Answer with an "X" more than one alternative if applicable.

The purpose is to train elementary school teachers in:

—

. General skills and knowledge needed
to teach primary school. ()
. Pedagogical skills needed to teach. ()

. Specific knowledge of subject matter
needed to teach subjects such as math,

language. writing, etc. ()
4. Classroom management strategies needed

in the classroom. ()
5. Help them perfect the skills they have
already acquired through their teaching. ()
6. The purpose of the program is to provide
teachers with certification so that they could
move up in the educational structure. ()
7. Conceptual, pedagogical, and practical teaching

W N



8.

skills that are relevant to the rural or urban
communities where they teach. ()
Other, explain ()

18

Q35. Concerning an overall theme to the program, all three programs consider
general skills and knowledge needed to teach primary school as important(l).
Pedagogical skills needed to teach and classsroom management strategies(4)
needed in the classroom are also important purposes. Other program themes
are specific knowledge of subject matter (3), help teachers perfect their
skills (5), provide certification (6), conceptual pedagogical, and teacheing
skills relevant to raural or ubran communities where they teach (7), and

other (8).
Program directors
Programs/ CE TC DE TOTAL
Options
1 2 2 1 3
2 2 1 1 4
3 1 1 1 3
4 1 2 1 4
3 0 1 1 2
6 1 1 0 2
7 1 1 0 2
8 0 1 0 1

36. More specifically, what goals is the program trying to accomplish?

1. Fullfil country needs for qualified teachers. ()
2. Respond to the urgent demand for teachers
existent in the country. ()
3. Update teachers knowledge of teaching. ()
4. Update teacher’s knowledge of subject matter. ( )
5. Update teacher’s knowledge of pedagogical
techniques and teaching methods. ()
6. Improve or modify teacher’s teaching styles, ()
7. Provide teachers with the required knowledge
and abilities needed to teach. ()
8. Provide teachers with context relevant teaching
techniques that will allow them to successfully
9. Certify a large number of teachers ()
teach children Sri Lankan ways. ()
10. Other, ()

Please provide an "official" list of the goals that the program is
trying to accomplish. If there is more material available that could help us
clarify the program goals anc objectives, as well as the program curriculum
(courses, practices, and oth:+ activities). please provide a copy of this
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material to the researcher or the person who gave you this survey.

Q36. All three programs agree that fullfil country needs for qualified
teachers is the important goal(l). Four of the five directors think that
updating teacher’s knowledge of teaching is also another important goal(3).
Other importaant goals specially for Teacher College and Distance Education
are update knowledge of pedagogical skills (5), improve teaching skills (6),
provide teachers with required knowledge and ability to teach (7). For
College of Educaticn, important goals are provide teachers with context
relevant knowledge (8), certify a large number of teachers (9).

Program directors

Programs/ CE TC DE TOTAL

Options
1 2 2 1 5
2 0 1 0 1
3 1 2 1 4
4 0 1 1 2
5 0 2 1 3
6 0 2 1 3
7 0 2 1 3
8 1 1 0 2
9 1 1 0 2

37. How is the program trying to accomplish these goals?
Please mark with an "x" all that apply.

1. By facilitating the entrance to the program
to all those teachers who desire further training. ()

2. By restricting the entrance to the program to those
teachers who have shown excellence in their teaching
and in their previous studies. ()

3. By carefully designing the curriculum and courses
that contribute to a better understanding of
teacking and the teaching profession. ()

4. By providing the students/teachers the opportunity
to apply what they are learning through supervised
practice or through a similar strategy. ( )

5. By recruiting the most qualified faculty to teach
in the program. ()

6. By providing the teachers with courses and
opportunities to understand their role in the
broader context of society. ()
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7. By encouraging teachers to develop those personal
skills that make for successful teaching. ()

8. By providing teachers with a solid academic
preparation in subject matter. ()

9. Other, which? ()

Q37. Concerning how did the program try to accomplish these goals, all
directors agree that by carefully designirg the curriculum and courses that
contribute to a better understanding of teaching and the teaching
profession(3), and by providing the students/teachers the opportunity to
apply what they are learning through supervised practice or through a similar
strategy(4), are the important actions. Moreover, 4 directors also agree
that by encouraging teachers to develop those personal skills(7) that make
for successful teaching is also important. Other strategies followed by the
programs are : maintaining upen admssicns (1), by raising entrance standards
(2), by recruiting most qualified faculty (5), by providing courses and
opportunities to understand their roles in society (6), and by providing
teachers with a solid academic preparation in subject matter (8).

Program directors

Programs/ CE TC DE TOTAL
Options

L 0 2 0 2

3 2 2 1 5

4 2 2 1 5

5 2 0 0 2

6 1 2 0 3

7 1 2 1 4

8 0 1 0 1

38. Of the goals that you have mentioned (and of the ones included in the
list), are there any that you feel the program is particularly
successful in achieving? Mark with an "x" all that apply.

1. Fullfil country needs for qualified teachers.

Very successful ()
Moderately successful ()
Unsuccessful ()

2. Respond to the urgent demand for ceachers
existent in the country.

Very successful ()
Moderately successiul ()

0
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Unsuccessful ()

3. Update teachers knowledge of teaching.

Very successful ()
Moderately successful ()
Unsuccessful ()

4. Update teacher’s knowledge of subject matter.

Very successful ()
Moderately successful ()
Unsuccessful ()

5. Update teacher’s knowledge of pedagogical
techniques and teaching methods.

Very successful ()
Moderately successful ()
Unsuccessful ()

6. Improve or modify teacher's teaching styles.

Very successful ()
Moderately successful ()
Unsuccessful ()

7. Provide teachers with the required knowledge
and abilities needed to teach.

Very successful ()
Moderately successful ()
Unsuccessful ()

8. Other,

Very suczessful ()
Moderately successful ()
Unisuccessful ()

Concerning success with achieving the programgoals, the three goals
that are considered z. most successful are respond to the urgent demand for
teachers existent in the country(2), update teacher’s knowledge of pedaogical
techniques and teaching methods(5), and prcvide teachers with the requaired
knowledge and abilities necded to teach(7).

1. Fulfil country needs for qualified teachers

Program directezs
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Programs/ CE - TC DE TOTAL
Options

1 1 1 1 3

2 1 1 0 2

2. Respond to the urgent demand for teacliers existent in the country.

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 2 0 4

99 1 1 0 2

3. Update teachers knowledge of teaching.

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 1 1 3

2 1 2 0 3

4. Update teacher’s knowledge of subject matter.

Program directors

Prcgrams/ CE TC DE TOTAL
Options

1 1 1 1 3

2 1 1 0 2

5. Update teacher's kncwledge of pedagogical techniaues and teaching
methods.

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 1 1 4

2 0 1 0 1

A
o
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6. Improve or modify teacher’s teaching styles.

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 1 1 3

2 1 1 0 2

7. Provide teachers with the required knowledge and abilities needed to
teach.

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 1 1 4

2 0 1 0 1
8. Other:

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 0 0 1

2 1 1 0 2

99 0 1 1 2

39. How do you explain the degree of program success? Mark with an "X" all
that apply.

1. The program has well defined goals ()

2. The program has a careful designed plan
to follow for training teachers. ()

3. The program receives the adequate
financial support ()

4. The program has the adequate resources ()
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5. The program has political support ()

6. The program has been recognized as providing
high quality teacher training. ()

7. The program keeps up with the latest research
in the field about effective teachers. ( )

8. The curriculum is flexible and allows for changes
according to the recent research and the needs

of students and teachers in Sri Lanka. ( )

9. The staff in the program has achiesved a strong
sense of what the program is all about. ()

10. Other, which? ()

Q39. When explaining the facts’ that contribute to the success of the
programs, all directors agree that the staff in the program has achieved a
strong sense of what the program is all about(9). 4 out of 5 directors agree
that the program has well defined goal(l) and the program has a careful
designed plan to follow for training teachers(2). Other reasons are the
program receives adequate financial support (3), adequate resources (4),
political support (5), the program is recognizea as producing high quality
teachers (6), the programs keeps up with research on teaching (7), the
curriculum is flexible(8) and other (10).

Program directors

Programs/ CE TC DE TOTAL

Options
1 1 2 1 4
2 2 1 1 4
3 2 0 1 3
4 2 0 0 2
6 2 1 0 3
7 1 0 0 1
8 2 1 0 3
9 2 2 1 5
10 1 0 0 1

40. To what extent is there agreement among the participants about the goals
of the program?

1. In general, everybody agrees ()

2. There is often agreement with the direction of the
program ()



25

3. There is often disagreement among the junior and
the senior faculty in the program ()

4, There is pgeneral disagreement about the goals of
program. ()

5. The goals are unclear and diffuse and it is hard
to tell whether there is agreement or not. ()

6. There is enough flexibility in the program for the
faculty freely teach what they think is best. ()

7. Other, which? ()

Q40. In concerning the extent there is agreement among the participants
about the goals of tue program, a.l directors think that in general,
everybody agrees(l). Two directors also think that there is often agreement
with the direction of the program (2)and there is enough flexibility in the
program for the faculty freely %each what they think is best(6).

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 2 1 5

2 1 1 0 2

6 1 1 0 2

41. What accounts for this level of agreement?

1. Clear goals. ()
2. Weekly meetings with the staff where the goals of

the different courses are revised or discussed. ()
3. Frequent communication with tho students ()

4. Frequent communication with tl.c director of the

program or with the coordinator of the courses. ()
5. Frequent communication with the MOE ()
6. Other, which? ()

Q41. The directors from all three programs consider clear goals is the most
important reason accounts for this level of agreement(l). The other two
important reasons are frequent communic:cion with the director of the program
or with the coordinator of the courses(4), and frequent communication with
the MOE(5).

. .
~



Program directors

Programs/ CE TC DE TOTAL
Options

1 2 2 1 5

2 1 0 0 1

3 1 2 0 3

4 2 2 0 4

5 2 2 0 4

42. 1s there agreement among the participants (faculty/director/staff) about
the following aspects:? Mark with an "X" all that apply.

1.

2.

Q42. Concerning the agreement among the participants, the directors seems to
think that there is agreement on almost all aspects.
there ir agreement on program purpose(l), curriculum content(4), and teaching

. Cther, whiczh?

Program purpose.

Teaching methods used in the program.

. The teaching styles that the program

advocates fcr the students/teachers.

. Curriculum content,

. Teaching practice for the students.

()
()

()
()
()

. Other learning opportunities for the students

methods used in the progrem(2).

the students(6).

Program directors

All directors belijeve

4 directors believe there is agreement on
the teaching styles that the program advocates for the students/teachers(3),
teaching practice for the students(5), and other learning opportunities for

Programs/ CE TC DE TOTAL
Options

1 2 2 1 5

2 2 2 1 5

3 1 2 1 4

4 2 2 1 5

5 1 2 1 4

6 1 2 1 4

WA

V1l
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43, In your opinion, what events may have motivated those in the program to
aim for the current goals rather than some others? Mark with an "x" all

that apply.
1. These goals are mandated by the State. ()
2. They are based on country priorities, ()

3. The goals of the program are geared to provide
certification that these teachers need. ()

4. They are a consequence of the new educational
reform. ()

5. This program is instrumental to the reform of
decentralization i1 Sri Lanka. ()

6. These are the goals that have always directed the
program since its creation. ()

7. Othar, which? ()

Q43. Concerning what events may have motivated those in the program to aim
for the current goals rather than some others, all directors agree that these
are goals that have always directed the program since its creation (6). &
directors also agree that they are based on country priorities (2). 3 of
them (2 colleges of education and one teacher college) agree these programs
are a consequence of the educational reform (4).

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 ' 0 2

2 2 2 0 4

3 0 1 0 1

4 2 1 0 3

6 2 2 1 5

44, What do you think would work against attainment of program goals? Mark
with an "x" all that apply.

1. Bureaucracy, excesive paper work that distracts from
focus on the curriculum and instruction. ( )
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lack of resources(2)

2. Ministry of education guidelines, and requirements
or other Institutional guidelines. ()

5. Lack of resources (money and other resources) ( )

4. The quality of the students/teachers. ()

5. The quality of che materisls used for instruction

6. The quality of the faculty. ()

7. The curriculum is old and outdated ()

8. Lack cf supervised practice and o-her similar
learning opportunities for the students. ()

9. Distance and other environmental situations ()

10. Cther, which? ()

(8) are the most important factors.

Program directors

()

In concerning the factors work against attainment of programs goals,
, the quality of the students(4), and the lack of
supervised pracice ard other similar learning opportunities for the students

28

Programs/ CE TC DE TOTAL
Options

1 0 1 0 1

3 1 2 0 3

4 2 1 0 3

5 0 1 0 1

6 1 0 0 1

7 0 1 0 1

8 0 1 1 2

9 0 1 0 1
45. Are you aware of any goals that were discussed and specifically rejected

46,

when the program was developed?

If YES, mention which?

Are there additional goals for the program, overall, that are NOT being
addressed- -cither by you or others involved in the program--that you

1. Yes (
2. (

)
No ), go to question 46,

feel SHOULD he receiving attention?
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1. Yes ()
2. No ()

, g0 to question 47,

If YES, what are these?

47. 1If the program was given an extra half year to work with its teacher
candidates, what would you add to the curriculum? Mark with an "X" all

that apply.
1. Supervised classroom practice ()
2. Methods courses ()

3. Research on te ching and learning courses ( )
4. Courses in pedagogical techniques ()

5. Field trips to acquiant with the needs of diverse
communities in Sri Lanka ()

6. More training in community development strategies ()

7. Would provide subject matter specific courses (e.g.
more courses in math, or language, etc.) ( )

8. Would add nothing but will extend the time teachers
spend learning how to teach, ()

9. Other, which? ()

Q47. 1If the program was given an extra half year to work with its teacher
candidates, 4 directors agree that supervised classroom practice is the most
important. Other are : methods course(2), research on teaching and learning
courses (3), courses on pedagogy (4) field trips to communities (5), training
in community stragegies (6), subject matter courses (7).

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 2 1 4

2 1 1 0 2

3 2 0 0 2

4 1 1 0 2

5 1 1 0 2

6 1 1 0 2

7 0 1 0 1



30

48, How

LW

would that extra time be spent?

Z time

0l1d curriculum

. New courses

Practice

Research

Field trips to communities
. 0

ther, which?

49. If the program was given extra money or other resources needed to work
with its teacher candidates, what would you add to the curriculum?

1. Video equipment ()
2. Computers ()
3. Books, and other learning materials ()

4. Empirical research projects to teach teachers how to

lear

5. F

6. 0

7. 0

Q49. If

n from their experiences and from their students ()

ield trip requirements for them to learn about the
diverse needs of children and their communities

in Sri Lanka. ()
rganize simposia, conferences, etc., in which Sri
Lankan teachers, practitioners, academics and
students will talk about teaching and learning. ()
ther, which? ()

the program was given extra money or other resources needed toc work

with its teacher candidates, all directors agree that empirical research
projects to teach teachers how tu learn from their experiences and from their
students is important(4). 4 directors also agree that books, and other
learning materials should be added(3). Other answers:
Program directors

Programs/ CE TC DE TOTAL
Options

1 1 1 0 2

3 2 2 0 4

4 2 2 1 5

5 0 2 0 2

6 1 2 0 3



How would that extra money or resources be spent?

Z resources

New equipment or materials

50.
1.
2. Research projects
1 Conferences
4. Field trips
5. Other, which?
3. Program Structure

51.

What are the main components of the program? Include the number of

courses and the level they are taught using the list below. Please add

any of those courses that are not included in the list.

Provide an official description of the program (i.e., a catalog of

courses, a plan, etc.)

52.

Level How many?
(lst. Yr., 2nd Yr in
the program)

1. Introductory teaching courses
(e.g. orientation courses)

2. Foundations courses (psychological,
social, historical, philosophyc~l,
comparative)

3. Methods courses (math, language)

4. Elementary methods

5

6

. Other methods courses
. Modules
Which?

7. Student teaching seminars/workshops
8 Supervising field experience
9. Guided practice
10. Observation of other teachers
11
12

Conferences with students and teachers
Research on teaching and learning
courses and labs

13. Other, which?

Why are things sequenced in this way? (i.e., courses first, guided
practice next, etc. or viceversa?)

31
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How many instructors or faculty do you have in your program?

Part-time Full-time
professors
professors
professors
pProiessors

or certificate

with a PhD

with a MA

with a BA

wicth other degree

instructors or professors

without a degree

Other, which?

How many courses
number
number
number
number

number

do

of

of

of

of

of

each professor have to teach, and at what level?

courses per professor
courses per professor
courses per professor
courses per professor

courses per professor

at level 1

at level 2

at level 3

at level 4

at other levels

53. How are outside instructors if any selected?

There are not outside instructors selected

They are selected in terms of:

1. Their credentials

()

( ), Go to question 54,

2. Educational degree (BA or MA or PhD) ( )
3. How many years of teaching experience

they have (

)

4, They are assigned to the program

by the MOE
5. Other, which?

()
(

)

Q533. The two most important criteria in the selection of outside instructors
are their credentials(l) and years of experience(3).

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 1 0 2

3 2 2 0 4

4 1 0 0 1

A



33

54. 1Is their performance evaluated?
Yes ()
No ( ), Go to question 55.
If so how?
1. Periodic workshops to update teachers knowledge ()
2. Supervisors from the MOE observe in the
classroom ()
3. Frequent interviews or evaluation meetings
with the program director ()
4. Observations by the program director ()
5. Evaluation from peers ()
6. Other, which? ()

Q54. The two method most frequently used in the evaluation of the
performance are frequent interviews(3) and observations by the program

director(4).
Program directors

Programs/ CE TC DE TOTAL
Options

1 1 1 0 2

3 1 2 0 3

4 2 1 0 3

5 2 2 0 4

6 1 0 0 1
553. Is there on site training?

Yes ()
No ( ), Go to question 56.

If so describe this component?

Use the following letters to indicate the frequency with which this
training ocurrs: m=monthly, w=weekly, 2m=every 2 months, 6m=every 6 months,

y=yearly.

oo

How often?

Seminars or workshops organized within the program
Courses taken in different universities

Courses or seminars o.ganized by the MOE

Invited speakers come to teach the faculty



56.

What

Does

57.

58.

59,

34

5. Conferences and congreses at local/national level
6. Other, which?

How many faculty teach in the program in a given year?

Number:

1. How many taught last year?
2. How many this year?

3. How many in level 17

4. How many in level 27

5. How many in level 37

6. How many in level 47

7 Other? Which?

type of courses do they teach?

an individual faculty memeber teaches more than one course?

What is the budget allocated to the program in a given year?
Amount:

1. How much money was allocated last year (1987)?

2. How much money was allocated this year (1988)?

3. Where did this money came from?

What cype of certificates/diplomas do the participants in the program
receive? Please list them below:

Are there different requirements within the program for different types
of students?

Yes ()
No (), go to question 60.
Which aze these differences?

1. Thers are differences in terms of the sub-programs
(e.g., tracking into different program content) ()

2. Differences according to ability level. ()
3. Differences according to whether they will teach in
rural or urban areas. ()
4. Differences by levels (please describe:)
in level 17
in level 2?
in level 37
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in level 47
5. Other? Which?

60. How many credits or courses the students have to take in order to
graduate?

# of credits in:

How many in level 1?7
How many in level 2?7
. How many in level 3?7
How many in level 4?
Other? Which?

Total # of credits:

(=239, I~ N VS BN ST

Is this the same for everybody?
Yes ( ), why?
No ( ), why not?

Are there required courses (i.e., core courses and electives, how do the
students select?

4, Students

60. Are there selection criteria for students entering the program?

1. Yes ()
)

No (), go to question 61

If yes, please describe these criteria (mark more than one):

2. Level of education, describe ()
3. Passing an examination, describe ()
4., Number of years teaching, decribe ()
5. Reglon of the country where they live ()
6. Socioeconomic level of the candidate ()

7. Region of the country where they teach ()
8. Personality characteristics, describe ()
9. Grade point average in previous studies ()
10. Teaching experience is not required ()

11. Ability to pay tuition ()

13. Everyone who wants can go into the program ()

14, Other, which?

61l. Does the program have any formal evaluation?

Yes

()
No ()

, describe

62. 1Is it related to any teacher competency assessment?

\'\”0"\



63.

64.

Yes
No

Are these criteria sufficient or would you change them in some way?

How would you characterize the type of student who decides to enroll in
the program?

How would you characterize them in terms of:

/LN

Yes,

{ ), describe
()

these criteria are sufficient
No, these criteria should be more demanding
No, these criteria are too demanding
Other, which?

()
()

(

1. Race (provide percentages):

Ea i U I S I

Sinhalese

. Tamil
. Muslim

Other

2. Sex (provide percentages):

3. Overall ability (provide percentages):

4. Overall ability in comparison with similar schools (colleges):

How many students do you have in your program? (include here number of

1. Male

2.

1. High ability level
2. Medium ability level
3. Low ability level

1. High ability than other colleges
2. About the same level than others
3. Lower ability than other colleges

Female

students by level and/or speciality).

65.

In a given year how many students are enrolled
program?

in the
1. How
2. How
3. How
4, How
5. How
6. How
7 Other

many
many
many
many
many
many

Number: Speciality
were enrolled last year?
this year?

in level 17

in level 27

in level 37

in level 47

? Which?

()

36
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66. How many students:

1.Gradua

1.

te each year?

Last year (1987)

2. This year (1988)

2. How many drop out?

1.

Last year (1987)

2. This year (1988)

3. Does
Yes
No

4., Does
Yes
No

anybody fail courses?
(), Why?
( ) Why not?

anybody fail to finish the program?
(), Why?
( ) Why not?

67. What is the cost per student?

. What
. What

Rs. per Student
was the cost last year (1987)?
is the cost this year (1988)?

. How much in level 17

. How much in level 37
. How much in level 4?7
Other? Which?

1
2
3
4. How much in level 2?
5
6
7

Please provide records of these statistics

68. Worldliness or sophistication (general previous experience before
entering the program):

Percentage of the students who: %
1. Come from rural background
2. Come from urban background L
3. Have not travel outside their home town
when they come to the program .
4. Have not taught before L
5. Have had some teaching experience -
6. Only have had experience as teachers __
7. Have performed other occupations
before considering teaching .
8. Other, which?

69. Personality characteristics:

Most of

the students are:
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Independent ( )

. Take the initiative ()

. Hard working ()

Well educated ()

Interested on others well being ( )
Interested in justice ( )

Professionals or behave as such ( )
Punctual ()

. Responsible ( )

10. Lack motivation ( )

11. Procastinate ()

12. Other, which? ()
13. Are there other important characteristics
of students entering the program that
should be mentioned?

O 0OV WM

Q69. Concerning the personality characteistics of the students, the students
are considered by all directors as taking the initiative (2) and
punctual(8). 4 directors also th.nk that the students are independent(l),
and interested on others well being(5). !"ard working (3) and responsible (9)
are considered as important qualities.

Program directors

Programs/ CE TC DE TOTAL

uptions
1 1 2 1 4
2 2 2 1 5
3 1 1 1 3
4 1 0 1 2
5 2 1 1 4
6 1 1 0 2
7 1 1 0 2
8 2 2 1 5
9 0 2 1 3
10 1 1 0 2

70. What is the general level of teaching experience of students prior to
entering the program?

Years in (school type) at
(level they are eamployed at) with
(salary received), in (rural or urbar area).

71. Why do students choose to enter this particular program?

1. The only option available ()
2. Reputation for quality teacher education )
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3. Low cost ()

4, Convenient schedule ()

5. Reputation of program faculty ()

6. The type of diploma or certificate provided ()
by this program. ()

7. Other, which? ~ ()

Q71. Concerning the reasons why students choose to enter this particular
program, most directors thinks that it is the only option available(l) , the
reputation for quality teacher education (2), the type of diploma produced by
pragram (6) as important.

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 2 0 3

2 1 2 0 3

4 0 1 0 1

5 1 0 0 1

6 1 1 0 2

72, What if anything, is done to recruit applicants?

1. A recruiter from the program goes to schools to
talk to teachers. ()

2. The MOE recruits the teachers ()

3. Teachers get assigned to the different programs
according to past performance, scores on a test

or other similar criteria ()
4. There is not recuitment and any kind of teacher
can enroll in the program ()
5. Other, which? ()

Q72. In recruiting applicants, 3 directors think that the MOE recruits the
teachers as the important factor (2). Colleges of Education agree MOE as
important. Teacher Colleges agree that MOE and teachers get assigned to the
different programs as the source. Distance Education thinks that there is no
recruitment and any kind of teacher can enroll in the program. The Notice
published is also an important source of recruitment for Distance education.

Program directors

Programs/ CE TC DE TOTAL
Options

2 2 1 0 3

3 0 1 0 1

(
~
e
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73. How do you decide whether an applicant should be admitted to your
program?
Mark all that apply.

1. According to their performance in a national examination
they have to pass after finishing high school ()

2. According to an examination that they have to present
before becoming teachers ()

3. According to an examination that the program requires
before they are admitted ()

4. According to their performance in previous levels
of education ()

5. Personal and background characteristics ()

6. According to their performance as teachers (as
recorder in evaluations by supervisors) ( )

7. Other, which? ()

Q73. 1In deciding whether an applicant should be admitted to the program, 2
directors think that according to their performance in a national examination
they have to pass after finishing high school, and personal and background
characteristics as important.

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 0 0 2

2 0 1 0 1

3 0 0 1 1

4 1 0 0 1

3 2 0 0 2

6 0 1 0 1

7 1 1 0 2

74. What if anything is done to screen applicants (i.e., content, methods of
assessing, and rigor of entrance requirements)? Mark with an "X" all
that apply.

1. The applicants records are reviewed by a committee ( )

W of\



41
2. The applicant has interviews with the director or
counselor of the program or with faculty ()
3. Different examination(s) are applied to the applicant ()

4. Only applicants that have an above average in their
academic histories are accepted ()

5. Other, which? ()

Q74. In screening the applicants, 4 directors agree that the applicant
records are reviewed by a committee. 3 directors think that the applicant
has interviews with the director or counselor of the program or with the
faculty.

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 1 1 4

2 2 1 0 3

4 1 0 0 1

75. What does a student have to do, besides completing the program in good
standing, in order to acquire and maintain teacher certification in Sri
Lanka? Mark with an "x" all that apply.

1. It is required that they have a period of supervised
teaching practice ()

2. They have to update their knowldege about teaching and
learning every year ()

3. Know and comply with the school and district regulations ( )
4. Maintain a good teaching record ()

5. Other, which? ()

Q75. Concerning what the students have to do in order to acquire and
maintain teacher certification in Sri Lanka, 4 directors think that it is
required that they have a period of supervised teaching practice, and
maintain a good teaching record as important,

Program directors
Programs/ CE TC DE TOTAL
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Options
1 2 2 0 A
2 0 2 0 2
3 0 2 0 2
4 1 2 1 4

76. What does the program do to help students meet those additional
requirements?

1.The prvgram arranges for the teaching practice ( )
2. The program places the student in the school that
he will teach at ()

3. It provides students with the regulations or materials
they need to have or know to perform well on their

job after graduation ()

4. Gther, which? ()

Q76, Concerning what the program do to help students meet those addtional
requirements, 4 directors agree that the program arranges for the teaching
practice. 2 directors also agree that the program places the students in the
school that he will teach at it,

Program directors

Programs/ CE TC DE TOTAL
Options
1 2 2 0 4
2 1 1 0 2
3 0 1 0 1
77. Which of the following factors influcnce a teacher’s teaching record?

Mark all that apply.

1. The number of students that repeat ()

2. The number of students that are promoted ()

3. The number of students that drop out ()

4, The number of students that pass the next level exam ()

5. The number of days a teacher is absent from school ()
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6. Punctuality ()

7. The level of discipline of his students ()
8. Teacher’s teaching style ()

9. Teacher's knowldege of subject matter ()
10. Teacher’s personality ()

11. Teacher'’'s qualifications or certificates ( )

12. Other, which? ()

In considering the factors that influence a teacher’s teaching record,

4 directors think that punctuality and teacher’s personality is important. 3
directors also think that the level of discipline of his students, teacher's
teaching style, teacher’s knowledge of subject matter, and teacher'’s
qualification or certificate as important.

Program directors

Programs/ CE TC DE TOTAL
Options

2 1 0 1 2

3 1 0 0 1

5 1 1 1 3

6 1 2 1 4

7 1 2 0 3

8 1 2 1 4

9 1 2 1 2

10 2 2 1 5

11 1 1 1 3

12 1 0 0 1
78. Would you like to see changes ina the way the program assesses teaching

79.

competence (what teachers have learned)?

Yes
No

~~ ~

), which?
), go to question 79,

Are those changes likely to be made in the near future?

Yes ( ), What would facilitate these changes?

No ( ), Why not?

Gy
.
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80. Is the program influenced in any obvious way by the special
characteristics or "needs" of students in the program?

Yes, there are:

1. Shorter programs or courses for those who want
to finish soon ()

2. Less demanding programs for those who are older ()

3. Less demanding programs fro those who have difficulty

studying ()

4. More demanding programs for those participants who
show special abilities ()

5. Special programs for those who will continue a higher
level of education ()

6. Other, which? ()

8l. 1Is there any way to identify students who are not suited for teaching?
Yes, if yes go to question 82. ()
No, if not go to question 83. ()
Everybody is suited for teaching, there is not

such thing as somebody who cannot teach. Go to ()
question 83.

Q8l. 4 directors agree that there are no ways to identify students who are
not suited for teaching.

Program directors

Programs/ CE TC DE TOTAL
Options

2 2 2 0 4

3 0 0 1 1

82. What happens when they are identified?
1. They receive counseling and are given a new chance ( )
2. They are placed in a different program ()

3. They are taken out of the program and return to
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teaching in the same school as before the program ( )
4. They leave the program and do not go back to teach ( )

5. Other, which? ()

83, Specifically, are there program wide exit criteria, such as having to
pass an examination of some sort?

Yes (
(

)
No ), g0 to question 84.

What kind of examination?

National examination ()
Examination provided by the school ( )
Other, please describe ()

Q83. All directors agree that there are program wide exit criteria which is a
national examination.
84. Is there any additional criteria used?

1. According to an examination that they have to present
before becoming teachers ()

2. According to their performance in the program ( )

3. Personal and background characteristics ()

4. According to their performance as teachers (as
recorded in evaluations by program faculty or

supervisors ()

5. Other, which? ()

If not, should there be?

Yes ( ), What kind of exit examination would you require?

No ()

Q84. Conrerning other additional criteria used for exiting the program, 3
directers agree that according to their performance in the program , and
their performance as teachers as recorded in evaluation by program faculty or
superivisers as important. 2 directors also think that an examination that
they have to present before becoming teachers as the important criteria.

W
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Program directors

Programs/ CE TC DE TOTAL
Options
1 2 0 0 2
2 1 1 1 3
3 1 0 0 1
4 1 2 0 3
85. What are the courses, workshops, or experiences that a student in the

10.
11.

12,
13.
14.

program must take?

1. Courses:

1. Only the courses, workshops, and other
learning experiences already
included in the program. ()

GO to question 86.

2. Courses, workshops, and experiences other
than or in addition to the ones already
included in the program. ()

IF you checked number 2, please select
from the list below the additions you would
suggest for the program:
Level How many?
(lst. Yr., 2nd Yr in
the program)
1. Introductory teaching courses
(e.g. orientation courses)
2. Foundations courses (psychological,
social, historical)
. Methods courses (math, language)
Elementary methods
. Other methods courses
Which?
Student teaching seminars/workshops
Supervising field experience
Guided practice
. Observation of teachers or mentees
Conferences with students and teachers
Research on teaching and learning
courses and labs
Informal exchanges among teachers
Orienting beginning teachers
Other, which?
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What are the other formal requirements a student must meet to complete
the program?

1. General education requirements in a

university-based program ()
2. The requirements outlined by the MOE ()
3. The formal requiremnents of the program ()
4, To pass a test ()
4. Other, which? ()

If you answer positively to any or to all of the questions above, please
describe in detail these requirements in the following lines:

What significant changes in the program or its components do you

anticipate over the next three years?

Why will those changes be made?

What other experiences or courses are recommended or desired?

1. Volunteer work in schools ()

2. Observations of fellow teachers ()

3. Observations by fellow teachers ()

4. Period of service in rural schools (3

5. Field experience to understand the needs of the rural
areas. ()

6. Courses on awareness of the role of the farmer in
Sri Lanka ()

7. Courses on the role of Sri Lanka in the world ( )

8. Other, which? ()

In considering other experiences or courses recommended for the

\‘\'\ e
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students, 3 directors think that volunteer work in schools(l), observations
of fellow teachers(2), and observations by fellow teachers as important(3).

2 directors also think that period of service in rural schools(4) and field
experience to understand the needs of the rural areas(5) as important. Other
options were courses on the role Sri Lanka in the world (7).

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 1 1 3

2 1 1 1 3

3 1 1 1 3

4 2 0 0 2

b 0 2 0 2

6 1 0 0 1

89. Why are those experiences or courses important?
1. Provide the teacher with practice in their role ()
2. Encourage camaraderie amceng teachers ()

3. Confrom a group of teachers who see themselves

as professionals ()
4, Sensitize teachers for their role as transmiters
of knowldege to the new generations ()
5. Other, which? ()

Q89. Concerning the reasons why those experiences as important, all
directors think that these experiences provide the teacher with practice in
their role. 3 directors also think that these experiences conform a group of
teache' s who see themselves as professionals.

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 2 1 5

2 1 1 0 2

3 1 1 1 3

4 1 1 0 2

5 1 0 0 1

WA
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90. Should these courses be required?
()
No ()
Why?

Q90. 4 directors think that these courses should be required.

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 1 1 4

99 0 1 0 1

5, Individual Role as a director

91. Could you describe exactly what your role is in the program? What is it
that you do?
Percent of your time
%
Teach .
Supervise the working of the program
Supervise faculty .
Work directly in the curriculum of the program and
other academic matters .
5. Deal directly with the budget and resources of the
program —_—
. Sets policy concerning the future of the program
7. Other, which?

E B PR O

If you teach, what courses do you teach?
92. What are your specific goals for students? What are the program goals
for the students? Mark with an "X" all that apply.
Yours Program

1. That they learn specific subject
matter knowledge () ()

2. To help them understand the social
and cultural elements of teaching () ()

3. To impart the skills needed to teach
all the subjects effectively ()Y ()

4. To help teachers to learn how to learn

N
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from experiences )y )

5. To help teachers understand how children
learn )y )

6. To help teachers understand how they can
use research findings in improving their
teaching ()Y )

7. To make teachers aware that we live in
a diverse society and that everyone deserves
an equal chance )y

8. To help teachers organize their classroom
to estimulate learaning )y ()

9. To help them finish the program successfully ()Y )

10. To help them obtain a good teaching position
after they finish the program () )

11. Other, which? () )
Are they the same as the program goals, or do they differ somewhat?

1. Same ()
2. Differ ()
3. Complement each other ( )

If they differ explain how?

Are there additional goals that you are trying to address?

Yes ()
No ()

If yes, which?
Q92.1 Concerning specific goals for students, 4 directors think that helping
them understand the social and cultural elements of teaching is important. 3
directors also think that to impart the skills needed to teach all the
subjects effectively, to help teachers understand how children learn, to help

teachers organize their classroom to estimate learning, and to help them
finish the program successfully as important.

Program :irectors

Programs/ CE TC DE TOTAL
Options

1 0 0 1 1

2 2 1 1 4

3 2 1 0 3
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4 0 1 1 2
5 1 1 1 3
6 1 0 1 2
7 1 1 0 2
8 1 1 1 3
9 1 1 1 3
10 0 1 0 1

Q92.2 Concerning the program goals, all directors think that to help
teachers understand how children learn and to help teachers organize their
classroom to stimulate learning as important. & directors also think that to
help teachers to learn how to learn from experience, to make teachers aware
that we live in a diverse society and that everyone deserves an equal chance,
and to help them finish finish the program successfully as important program
goals. Other options were:

Program directors

Programs/ CE TC DE TOTAL

Options
1 1 1 1 3
2 0 2 1 3
3 1 2 0 3
4 1 2 1 4
5 2 2 1 5
6 0 2 1 3
7 1 2 1 4
8 2 2 1 5
9 1 2 1 4
10 1 2 0 3

93. How about your methods of assessment? How do you determine if students
have mastered the necessary knowledge and skills in your segment of the
teacher education program?

1. Requiring an examination at end of program ()

2. Revising exam results from the classes the student
has taken ()

3. Observing the student/teacher teach ()
4. Final interview before he leaves the program ( )
5. Ask faculty about the overall performance of the

student/teacher ()

6. Other, which? ()

1
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If possible include a copy of an exam o: any other assessment device vou
use. Also, please provide examinations or tests that are commoonly used

throughout the program to assess performance.

Q93. Concerning methods of assessment this how does the program determining
if students have mastered the knowledge ans skills., all directors think that
requiring an examination at end of program as important. 4 directors also
think that revising exam results from classes the student has taken and
observing the student/teacher teach as important. Other answers are:

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 2 1 5

2 2 2 0 4

3 2 1 1 4

4 1 1 0 2

5 1 1 0 2

94. Given additional resources (people, time, money) what additional goals
would you add to your personal list of goals for students?

95. What changes of any kind would allow you to do a better job in what you
are trying to do?

1. A new policy that recognizes the importance of

Teacher Education programs like this one ()
2. Extended class time for the program ()
3. Better and careful plans for development ()
4. Stability in the organization ()
5. More courses on methods ()
6. Practicum ()
7. Courses in subject matter ()
8. Courses in pedagogy ()
9. Better selected students ()

\\ L'\'
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10. More motivated students ()
11. More motivated faculty ()
12. Better trained faculty ()

13. Better salaries for the staff

14. Other, which? ()

Q95. Concerning kinds of changes needed to do a better job, all directors
think that a new policy that recognizes the importance of Teacher Education
programs like the one they as important. 3 director also think that better
and careful plans for development, stability in the organization, more course
on methods, better selected students, more motivated students, and better
trained faculty as important changes.

Program directors

Programs/ CE TC DE TOTAL

Options
1 2 2 1 5
2 0 2 0 2
3 1 2 0 3
4 1 2 0 3
5 1 2 0 3
6 1 1 0 2
8 0 2 0 2
9 2 1 0 3
10 2 1 0 3
11 1 1 0 2
12 2 1 0 3
13 1 1 0 2

96. What would make you more able to meet your personal goals for students?

1. More resources (materials, fiscal, human) ( )

2. Political support outside the program ()

3. Political support within the program ()

4. More time to prepare courses ()

5. Other, which? ()

Q96. All three programs agree that more resources as important factor in
meeting their personal goals. 3 directors also think that more time to
prepare courses as important.
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Program directors

Programs/ CE TC DE TOTAL
Options

1 2 2 1 5

3 1 0 0 1

4 1 2 0 3

6. Views of Teaching and Learning to Teach

97. What kind of teacher are you trying to develop? (Characteristics,
skills, and abilities).

1. Teachers who are able to perform the various

tasks of teaching ()
2. Teachers who understand both the theory and
practice of teaching, ()

3. Teachers who have a strong sense of professionalism ( )
4. Teachers who are able to evaluate their own teaching ()
5. Teachers who know well their subject matter ()

6. Teachers who are responsive to the needs of their
students ()

7. Teachers who are responsive to the requirements of
the school curriculum. ()

8. Teachers who are responsi.e to the needs of the
community ()

9, Teachers who have critical thought. ()
10. Teachers who prepare their students to pass the exam ( )

11. Teachers who think that leraning is what is
important not pass an exam ()

12. oOther, which? ()

Q97. Concerning the kinds of teacher they are trying to develop, all
directors think that teachers who understand both the theory and practice of
teaching as important. 4 directors also think that teachers who are able to
perform the various taks of teaching, teachers who are able to evaluate their
own teaching, teachers who are responsive to the requirements of the school
curriculum, and teachers who are responsive to the needs of the community as

RN
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important,
Program directors

Programs/ CE TC DE TOTAL
Options

1 2 2 0 4

2 2 2 1 5

3 1 1 1 3

4 1 2 1 L,

5 1 1 1 3

6 1 1 1 3

7 2 1 1 4

8 2 1 1 4

9 1 1 1 3

10 1 0 0 1

11 1 1 0 2
98. What characteristics, skills or abilities does the ideal teacher

possess?
The ideal teachers should:
1. Have good classroom management skills ()

2. Master the subject matter that is taught in

elementary school ()

3. Understand and respect the hierarchical structure
of schools ()

4. Be informed of the new knowledge produced by
research about teaching and learning ()

5. Have a good personality ()

6. Be willing to learn from others and from his
own mistakes ()

7. Understand children needs and abilities ()

8. Try different pedagogic strategies to make the
students understand and learn ()

9. Get to know each one of the students to establish
a relationship of trust with them. ()
10 Participate in curriculum development in the school ( )

11. Participate in community activities ()

\
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Know and teach children the culture and work that
make their community special ()

13. Adopt the curriculum to the specific needs of the
community where the school is located or where
the studeants come from ()

1l4. Other, which? ()

Q98. Concerning the characteristics the ideal teacher possesses, all
directors think that understaning children needs and abilities as important.
4 directors think that have good classr om management skills, be informed of
the new knowledge produced by research about teaching and learning, have a
good personality, participate in community activities, and know and teach
chuldren the culture and worlk that make their community special as important.

Program directors

Programs/ CE TC DE TOTAL

Options
1 1 2 1 4
2 1 2 0 3
3 1 1 0 2
4 2 1 1 4
5 2 1 1 4
6 1 1 1 3
7 2 2 1 5
8 1 1 1 3
9 1 1 1 3
10 1 1 1 3
11 2 1 1 4
12 2 1 1 4
13 2 1 0 3

99. How do people get to be that kind of teacher?

1.

2.

People have an ability to teach that is natural on them ( )

Teaching is like any other profession people have to
dedicate long hours of study and practice to be
good at teaching. ()

. By trial and error, on the job experience is what makes

people good teachers ()

. By mastering their subject matter, the rest is not

difficult ()
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5. By knowing pedagogical skills )

6. By learning to be sensitive to the needs of their
students ()

7. By watching others teach ()

8. Other, which? ()

, .
Q99. Concerning how people get to bethat kind of teacher, 4 dgrectors think
that teaching is like any other profYession people have to dedicate long
hours of study and practice to be good at teaching, and by mastering their
subject matter, the rest is not difficult as important factors. 3 directors
also think that by knowing pedagogical skills as important.

Program directors

Programs/ CE TC DE TOTAL
Options

1 0 2 0 2

2 2 1 1 4

3 1 0 0 1

4 0 1 0 1

5 1 1 1 3

6 2 1 1 4

7 1 1 0 2

8 0 0 1 1

100. How successful is your program in producing such teachers?
Very

()
Somewhat ()
Not successful ( )

Ql00. 4 directors think that they are very successful in producing such
teachers.

Program directors

Programs/ CE TC DE TOTAL
Options

1 2 1 1 4

99 0 1 0 1
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101. How do you explain that?
1. The careful plan or program of studies ()
2. The dedication of the faculty ()

3. The preparation and quality of the faculty and
program staff in general ()

4. The previous experience that the students/teachers
bring with them (»

5. The student/teachers are mature people who think
of themselves as serious professionals ()

6. The salary is higher after their finish the

program ()
7. The successful completion of this program offers
teachers an opportunity for promotion ()

8. The successful completion of this program allows
teachers to move from a "difficult" school to a
better situated school ()

9. Having a certificate/diploma from this program adds
prestige to the particular teacher )

10. A new policy by the government encouraging teachers
to upgrade their knowledge ()

11. Other, which? ()

What percentage of the teachers who enter your program have had a
previous training in teacher education?

0%
5-10%
20-30%
50%
50-70%
80%
90-100% ()
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Ql01. Concerning the reasons for the success of the program, 3 directors
think that careful plan or program of studies, and a new policy by the
government encouraging teachers to .pgrade their knowledge as important. 2
directors also considered the dedication of the faculty, the preparation and
quality of the faculty and program staff in general, and having a
certificate/diploma from this program adds prestige to the particular teacher
as important factors.
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Program directors

Programs/ CE TC DE TOTAL
Options

1 1 1 1 3

2 1 1 0 2

3 1 1 0 2

4 0 1 0 1

6 0 1 0 1

7 0 1 0 1

9 1 1 0 2

10 2 1 0 3

102. What is the main reason students/teachers enroll in your program?

1. The authentic desire to learn and be prepared as teachers ()
2. To get a new certificate or diploma ()
3. To be able to negotiate their transfer to another <«chool ()

4. A policy mandated by the government stating that teachers
need more training ()

5. This program gives them prestige. ()

6. Fellowships of other monetary help makes easier for them
to enroll. ()

7. The poor learning experience that children are receiving
in school nowdays and the government’s concern to improve
the situation ) ()

8. The new tendency in the government to move from a
western style of teaching to a style more appropriate

to Sri Lanka. ()
9. Unprepared teachers are being pushed aside by certified

teachers not only by their experience or seniority. ()
10. Other, which? ()

Ql02. Concerning the main reason students/teachers enroll in the program, 3
directors think that the authentic desire to learn and be prepared as
teachers and a policy mandated by the government stating that teachers need
more training as main factors. 2 directors also think that to get a new
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certificate, this program gives them prestige, and the poor learning
experience that children are receiving in school nowﬁﬁays and the
government's concern to improve the situation as important factors.

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 1 1 3

2 1 1 0 2

4 2 1 0 3

5 1 1 0 2

7 1 1 0 2

8 1 0 0 1

103. Of all the things that prospective teachers need to know or be able to
do, which single thing is the most important? (Mark with an "X" all that

apply.
1. Have good classroom management skills ()

2. Master the subject matter that is taught in
elementary school ()

3. Understand and respect the hierarchical structure

of schools ()
4. Be informed of the new knowledge produced by
research about teaching and learning ()
5. Have a good personality ()

6. Be willing to learn from others and from his
own mistakes ()

7. Understand children needs and abilities ()

8. Try different pedagogic strategies to make the
students understand and learn ()

9. Get to know each one of the students to establish

a relationship of trust with them. ()
10. Participate in curriculum development in the school ()
11, Participate in community activities ()

12. Know and teach ~hildren the culture and work that
make their community special ()



13, Adopt the curriculum to the specific needs of the
community where the school is located or where
the students come from ()

14. Other, which? ()

Ql03. Concerning the most important thing that prospective teachers need to
know, all director think that having a good personality as important. 4
directors also think that having a good classroom management skills, being
informed of the new knowledge produced by research about teaching and
learning, understanding children needs and abilities, participating in
community activities, and participating in curriculum development in the
school as important.

Program directors

Programs/ CE TC DE TOTAL

Options
1 1 2 1 4
2 1 2 0 3
3 1 1 0 2
4 2 1 1 4
5 2 2 1 5
6 1 1 1 3
7 2 1 1 4
8 1 1 1 3
9 1 1 1 3
10 1 2 1 4
11 2 1 1 4
12 1 1 1 3
13 1 1 0 2

104, How do people get to be like that? In other words what factors
contribute to the development of the ideal teacher you have just described?

1. Years of experience in teaching ()

2. Depends on the models they have had, if they have
had good teachers, they very likely will be
good teachers themselves. ()

3. Learning by trial and error ()

4. Theoretical and practical formal tri.ining that
teaches them how to teach. ()

5. Good teachers are born, not made ()
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6. Advice and {anteraction with other teachaers about how
to improve their teaching ()

7. Other, whlich? ()

Ql04. Concerning the faciers contribute to the development of ideal teacher,
all directors think that theorvetical and practical formal training that
teaches them how to teach as important. 3 directors also think that years of
experience in teaching, depends on the models they have had,and advice and
interaction with other teachers abouc how to improve as important.

Program directors

Programs/ CE TC DE TOTAL
Options

1 1 1 1 3

2 2 1 0 3

3 1 0 0 1

4 2 2 1 3

5 0 0 1 1

6 1 1 1 3

7 0 0 1 1

105. More specificaliy, in thinking about the process of learning to teach,
how would you assess tne contribution of a teacher education program like
yours compared to other influences, such as interaction with peers, trial and
erro;: learning in the classroom, ordinary exposure to youngsters, and the
like?



