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EXECUTIVE SUMMARY
 



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 of 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 4istance 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 exiting 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 progiam 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
 

Background 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 out between 1989-90. Data was gathered on the following
 

aspects and from the following sources:
 

o 	 Teacher candidate-' achievement level at entry and exit from the
 

programs and while teaching i:, !.he classroom. The source was a series
 
of self-admiinistered tests measuring knowledge and teaching skills in
 

mathematics and mother ongue, and an attitude questionnaire. These
 
inst'ruments were appli.ed to tLhree different but comparable groups az 
the three points in time. An additional group of untrained teachers was 
mez.,:ured at point taree classroom teaching). Two hundred and sixte.en 
teacher candidtes were studied at the entry point (TC 92, CE 100, DE 
2A' . Two hundred and thirti- seven were studied at the ooint of exit (TC 

73, CE 86, DE 7W . One hundred and twenty-eight were measured when 
teaching in the t classrcoms (TC 38, CE 36, DE 43, UT 11). 

0 	 (lass-oom performance in terms of mastery of subject matter, the use of 
teaching skills and resources, and teacher-student interaction, were 

measured via an inten=ive observational study of these teachers for two 
days. Two hundred and ninety- two teachers were observed (TC 82, CE 66, 

DE 100, UT 44). 

o 	 The achievement level of mathematics and mother tongue (two subjects
 
considered to be of utmost relevance on the island) of the pupils of
 
teachers observed was measured via self administered and
 

researcher-achninistered achievement tests. These tests were applied to
 

2nd and 4th year children in over 200 schools around the country. The
 
pupils' sample is 222S.
 

o The school context in which these teachers teach was measured in terms
 

ot the role of the principal, support for teachers in the school,
 
avaiiabilit'. and use of resources, school status 'part of a cluster),
 

and more general information about the school. The source was a self
 
admi.nis-:ered questionnaire applic!d to the principals of the schools 

vi:siced. One hundred and sit.v-five principals responded to the 
questionnaire. 

0 	 information about teaching practices according to the teachers
 

themselves was collected through a self administered questionnaire.
 

This -iuestionnaire also included questions about the teachers' role in
 

the school., their career path, support provided by the school, and
 

their motivation. One hundred and twenty-eight teachers completed the
 
questionnaire.
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o 	 'he pupils' background and information about their teachers' practices
 

were measured through a self-administered/researcher-administered
 
questionnaire applied to the 2228 students.
 

" 	 Information about program's history, philosophy, goals, and practices
 

was obtained through interviews with program directors and faculty, as
 

well as from documents provided by them. Five directors and 28 faculty
 

members were interviewed.
 

" 	 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., MINCOVA in SPSSx).
 

All of the analysis controls fo: backgrou'nd 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%,
 

IC less than 5%, and DE less than 10-15%). In the classroom observation data
 

the study controlled for the same background variables mentioned above and also
 

the school type (congenial vs difficult) accounting for school context. Finally
 

for the pupil achievement tests the study controlled for the pupils' background
 

and for school type as well as for teacher background variables. The data and
 

the relationships among variables reported have proven significant at the p
 

<.05 level.
 

"2­



Effectiveness of teacher education in Sri Lanka
 
Key Findings
 

Research Preservice teacher education seems to have a monotonic and
 
Finding: 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.
 

Evidence: 	 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 approach (Colleges
 
of Education) candidates show a better performance overall than
 
their counterparts in the ocher two inservice programs studied
 

(Teacher Colleges and Distance Education). This higher level of
 
performance is also seen in the presertvice trained group measured
 
in the schools. This finding seems to point to the superiority of
 
the preservice approach over the inservice approaches in terms or
 
improving and maintaining the level of subject matter knowledge and
 
pedagogical skills in future teachers.
 

Necessary 	 The superior performance of the preservice approach over the 
Condition: 	 inservice approaches, especially in subject matter knowledge, makes 

evident the effectiveness of the selection polic; in olace in this 
program which recruits only A/L Praduates who cannot be admitted to 
the universit," because of limited space. The performance on subject 
matter knowledge can also be attributed t' -,eemphasis the orogram 
has on teachine in this area as well as The teachine methods used 
based on current research on teachin . 
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 theory and 
practice of teaching, and to the full year of supervised practice 
this program includes. 
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Research Distance Education approach trainees seem to have the higher 
Finding: level of performance in written measures of teaching skills or 

pedagogy than their counterparts in the institutionalized programs, 
both preservice and institutionalized inservice. 

Evidence: 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 trainees. 
Similarly it points to the effectiveness of the preservice approach 
in helping trainees achieve a high level of performance once in the 
classroom. 

Necessary The superior performance of Distance Education trainees throughout 
Condition: the length of the program and during classroom teaching, and the 

improved performance of the prese..ice 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 possibility of nnt only 
practicing while they learn (since they are teaching all the time 

they are enrolled in the Distance Education program), but also 
offers them the possibility of interactinZ with tutors and other 
teachers about their teaching in bi-weekly 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 Dreservice graduates observed in the classroom 

show a performance level parallel to that of the distance education 

graduates. This may indicate the effect of supervised practice with 
feedback in the classroom for a period close to a year (an 
essential part of the program). Both nractices (learning 'hile 

do'n th feodThck for the distance uporoach. and siper.sed 
nrac ce i hth e, Iback for a ;tear for the nr eer-!ice 3nproac, 
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Research Graduates from the preservice and distance education approaches 
Finding: seem to have a higher level of classroom performance in terms of 

the use of effective teaching strategies and use of instructional 
resources. 

Evidence: Intensive observatioLs 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 matter, 
effective teacher-student interaction, and effective use of 
instructional resources, than their counterparts in the 
institutionalized inservice program, or than untrained teachers. 

Necessary The better teaching performance in the classroom of preservice and 
Condition: distance education graduates seems to be related to the innovative 

teaching techniques--which move away from lectures--followed by 
both approaches, as well as by the emphasis on supervised pra-ctice 
and feedback, and learning while doing. Both programs show the 
results of a newer curriculum emphasizing the application of 
teaching techniques and methods informed by recent research on 
effective schools. 
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Research Pupil achievement seems to be higher for those pupils of preservice 

Finding: teacher colleges and distance education graduates. 

Evidence: 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 
untrained teachers. 

Necessary Although it is hard to establish a link between teacher training 
Condition: 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 specially those trained in preservice and distance 

education approaches, were observed using teaching strategies that 

have been proven effective by orevious 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 availability, 

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

Lanka. 

Evidence: 	 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.
 

Necessary 	 Distance education seems to be the most cost effective approach to
 
Conditions: 	train teachers. This inservice approach, however, seems emphasize
 

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 support from tutors and constant
 
dialogue with fellow teachers, brings about a program that prenares
 
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 candidate.
 
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 oreservice approach however has been successful in
 
placing a significantly large number of its graduates 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
 
quality of prinarv education bv bringing young, energetic, and we~l 

SD se-.e in oor :eas. 

Teachers >1 .... a- o i ihe least adeqite arproach hosh in 

institutional character and che 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.
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Research Teacher education makes a positive difference over no training in
 
Finding: teacher education at all.
 

Evidence: 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.
 

Necessary Teacher education seems to make a difference when:
 
Condition:
 

o 	It combines selection strategies to bring excellent qualified
 

candidates to be trained.
 

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

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

o 	Graduates are well prepared in pedagogical theory and the
 

program provides supervised practice and feedback.
 

o 	There is frequent interaction between what is being learned and
 
what is appLied in the classroom, with constant interaction with
 

tutors and other teachers.
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Policy Implications
 

o The preservice approach seems to be quite effective in Sri Lanka
 

and seems to fulfill the purposes of the reform on teacher
 

education -to educate a whole teacher-, however the feasibilit, of
 
this approach over an extended 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 difficult 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 education needs to be implemented. 

The present attempt at teacher training sets a precedent for the 
character that preservice may take in the future. 

o in terms of the impact that this preservice program seeks to have
 

in the poor communities the strategy of training young, energetic,
 
and well prepared teachers to serve in difficult schools seems to a
 

serious effort in the effort to improve the quality of primary
 

education in poor areas of the country. The incentives given to
 

teachers to serve in these areas plus higher salaries, and the
 
compulsive character or service after training, seems to make this
 

a successful strategy.
 

o Distance education seems to be the most effective approach to
 

train teachers when the costs are also considered. This in-ser-vice
 
approach however seem to do better in terms of reinforcing and
 

imparting pecagogy whereas knowledge of subject matter seems to be
 

less stressed. This program seems to show that learning while doing
 
with strong support of tutors and constant dialog with fellow
 

teachers, brings about a program that seems to prepare effective
 

teachers.
 

o Teacher colleges seems to be the less adequate approach 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 stud',' " carried out, the 

vas reduced to n y two ears .f....%C-.. 
suoer',ise practice It is un>e;v tnat1:t:einccd t:;cse teac:;ers 

orozrlrs stuu: :. 

o 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 best features found in each of
 

the approaches may contribute to the development of a truly
 

indigenous approach to teacher education likely to fulfill the
 

societal, economic, and developmental 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
 

(ILandsheere, 1987). In the midst of this diversity, there appear to be some
 

common elements across teacher education programs. These basic elements or
 

components have been described by different studies.
 

Teacher education 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
 

contribute 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 ieceive 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 (Farran, 1984).
 

Teacher educacion is concerned with the developmenc of the teacher as a 

person as well. The student teachers must be trained to form habits that will 

:-.o: z make them capable teachers but a!so helr them to shoulder 

rpcnsi._ii~y, show initiative, ass;t th. e in need and live lives -.whc"
 

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 and 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 training
 

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
 



the relation between educational theory and practice. In the past, eduuational
 

theory was cons'dered some kind of amalgam of relevant aspects of theory
 

derived from such disciplines as philosophy, psychology and sociology. The 

educat: ional theorist would 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 into practice in the classroom (Denis 

Lawton, 1987).
 

The long established belief that "training is something that teachers are
 

given at the beginning of their career to last them to the end" his changed.
 

In its place came the realization that the changing demands on tEachers, and
 

the speed with which these changes arrive make it necessary to think of teacher
 

education as a series of phases or cycles. These cycles zre usually classified
 

as follows:
 

- Pre-service training given before the teacher begins to teach. 

- Inductior given during the teacher's initial teaching experience. 

- In-service training given as needs arise throughout the teacher's 

career (Ferran:, 1984). 

Teacher education or teacher development can be considered in three phases;
 
are now considered as
pre-service, induction and in-service. The three phases 


parts of a continuous process (Landsheere, 1987).
 

Teacher education needs, among other things, to concentrate on innovation
 

and research if it is co be meaningful and realistic in a changing environment.
 

However, teacher educaLion institutions have not been known for innovation. In.
 

the past they were often content to provide each student teacher with an
 

enhanced general education and sufficient practical training to enable him to
 

Few felt the need to
teach competently the syllabuses used in schools. 


encourage initiative or innovation and some actively suppressed them.
 

The position is 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:
 

-
ref:or of the curriculun in training co~leges.
 

The s of icro-teachi. techrnizues isate d rerfec: the
 

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.
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More use of individuaLized 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 which the teachers' college
 

has close working links (Ferrant, 1984).
 

There h-s also been a growing interest in the use of new modes for teacher
 

education It is now becoming more school based. Teachers and school managers
 

both seem to prefer the system as it does not upseu 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 imrvolvement of the school
 

princip al 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
 

identification, planning and execution. The training mechanism 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 learning which has an
 

important impact on pupil behaviour (APEID - UNESCO, 1986).
 

Professor Honeybone postulates the hypothesis that a teacher education
 

programme based on an integrated mixture of college education, school
 

experience and distance teaching might be on educational grounds a better
 

preparation for primary school teaching than a ful.l time two year course in a
 

college (Honeybone, 1977).
 

The concept of teacher education needs to be dynamic in its broader
 

perspectives. New dimenrions ought to be brought into focus in line with
 

current concerns, thinking, ideologies, and realities to meet the demands of
 

ccntemporaLy times.
 

2.0 Strategies of Teacher Education - Ccrceots and Approac!hes 

7.e er1, zra g." basicaL!U?, has it:arv Zonnocaions. ".nere refer3_r 
zno i~izc: ) t "n a campai-n ora. ar:',', n... 21 ion­

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
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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' - "[Sltrategies are 

specific techniques, usually developed in research settings to enhance the
 
We might best picture
fulfillment of specific educational objectives. 


strategies as management systems that define the roles of teacher and student
 

in a particular learning activity. Lectures, role playing, guided inquir- and
 

programmed instruction are examples of teaching strategies.
 

By increasing the teachers' repertoire of these techniques, we provide
 

him/her with a variety of classroom management systems for dealing with diverse
 

As Strcng, Silver and Hanson (1986) express, "[N]ew strategies
content areas. 

their students and
provide teachers with new visions of their content areas, 


themselves. They offer opportunities for creativity and autonomy in the
 

classroom". Research studies by Dunn and Dunn 1974, Gregoire 1980, Hurst 1971,
 

teaching strategies are more effective
and McCarthy 1982, suggest that some 


with some individuals, and that teachers have a right to have these strategies
 

them. Tom R. Bone in the Inter-national Review of Education
made available to 

to change in view
1987 declares that, "[SItrategies for training teachers have 


fact that the role of the teacher has widened in recent times to include
of the 

the community."
 

3.0 Modalities and Strategies of Teacher Education
 

3.1 Institutional 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
 
(1) micro teaching (2)
used in teacher education. Foremost among these are, 


protocol materials, and (3) demonstrative learning, which were inherited 
from
 

the traditional institutional teacher training and reached their peak of
 

Other teaching strategies for the development of
prosperity in the seventies. 

w-ll conceptual
reflective teaching such as technology and active research as 


instruction and intervention, non-verbal communication integrated teaching and
 

The use technolo.y,
thematic instruction are discussed in detail. cff 

ocher recent
particularly micro-ccmputers in teacher education is discussed in 


in Zt*: stud..
journals of educatin included 

3.11 Micro Teaching
 

Tillema and Veenman (1987) present a number of research findings on
 
to the


micro teaching in their publication. Gordon McLeod (1987) refers 


"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
 

Mcleod's definition of this strategy is
micro teaching has almost ceased. 

o apply


noteworthy. "A teacher education technique which allows teachers 


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
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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 about
 

which micro teaching programmes were in.ariably organized. Stanford
 

University and the University of Sterling Scotland carried out extensive
 

research on micro teaching. However, there are only a few direct studies
 

One of these is by Limbesher
 relating to the efficacy of this method. 


(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 teac .ing"
 

conducted an assessment of
(Flandey, 1970). Beetner and Johnson (1968), 

They found
pre-service teachers' reactions to micro teaching practice. 


that the experience was rewarding. In 1973 Johnson reported that
 

pre-service teachers who completed their micro teaching learned 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 raced 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.
 
XIi, 	No. 3, L987). This shows the necessity to free teacher education 

rom :'e shackles of traditional methods, -'--"z :: freedom to exzeriment 

" ewh sZ: - 4es.ew .
 

-	 . :2OtOCOJ 

The noticon of protocols gained prominence from a publication by Smith
 

et al. (1969). "Protocol materials are either audio, visual or written
 

records of some classroom on school-related event, accompanied by
 

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
 

the evaluation was substandard. Thus the
evaluation and in most cases 


critical variables of protocol materials are still in need of study.
 

to strike the fancy of the majority of pedagogues.
Protocols have yet 
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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
 
on
of instruction based on protocol materials and rraining materials 


concept and skill acquisition. Results indicated that a combination of
 

protocol instruction and training (micro teaching) was consistently and
 

effective technicue than either approach employed
significantly a more 

alone. However 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 upon practical training directed at the
 

Some people believe strongly that
acquisition or function of concepts. 

acquired through practice. Training based-upon
teaching skills are 


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
 
Conceptual
consistent with the hypothesis that concepts mediate skills. 

learning can be described in terms of two different processes - concept 

A number of studies carried out onacquisition and concept formation. 

teaching from conceptualization show that training dir acted at change in
 

concepts about teaching - skills is a highly dependable means 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 Reflective Teaching
 

The Dictionary 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 "students of teaching." it was repeated by the idea of teacher 

innovators (Jcvce, 1972) seif-nonitorin ceachers (Eliot, .75/76 - 1977) 

teachiers as researchers (Stonehouse, 1975) and reflective :eachers 

K. H. Zeichner writes on "Strategics to produce refleccive teachers."
 

He refers to (a) action research (b) ethnography (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 Analysis
 

Training the teachers to be active in preparing curricula which would
 

call for reflection (Goodman, 1986).
 

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 Dewey and Reflective Teaching
 

In the early 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
 

criticism of educational purpose and instructional methods. This
 

reflective spirit would in turn result 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 institute.
 

Action Research
 

"an on the job" type of problem
Action Research has been defined as 


solving or research used by teachers and supervision to improve their
 

decisions and actions. It is a form of self reflective inquiry undertaken
 

to
by participants in a social setting in order improve their own
 

practices, the understanding of practices and the situations in which the
 

practices are carried out (Kemphis, 1985). The cv."cie o: action research 
3 ese7.'i (-1.n
has & thases. (l) reconnaissance, 2, ?anninZ, 


refleccin -- cycl.e..Strategi-es a r e'.'eLOteS "'h h so
.. .. . his 

e re c: ru r . ci:. : . : : - -* : S :: e-2 ''e ::' iir.r 

teaching environment, studying various aspects of the classroom curriculum,
 

Bever
teacher-pupil interaction with guidance from teacher educators. 


use of ethnography contributes towards the development
(1984) says, "[T]he 


of teachers who are wide awake. "In Writing and reflective, Storer (1986)
 

outlines ways in which teacher educators can deliberately use writing to
 

is one recommendation.
facilitate teacher learning. The teacher's journal 


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."
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3.16 Demonstrations
 

Demonstrations are "instructional activities used to illustrate the
 
method or process of presenting or establishing facts; doing something 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 Staff
 

Development Programmes", say, "[D]emonscrations have multiDle functions.
 
They serve to illustrate teacher instructional behaviour, develop teaching
 

behaviour, 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 oositive tone of voice can reinforce
 

the messages sent out by formal teaching. Several recent studies such as
 

that by Hodge (1972), Klunzing (1984) show thdt 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 questioning, 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."
 

Thematic 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 attenticn on furthering in-depth 
underscanding of academic discieiines b-. the teacher. The programme 

s ...d .. .."-"- oses are uent 

3.19 Minor Techniques Questioning
 

The Fan West Laboratory for Education developed a mini-course to
 

improve teachers' questioning skills. In field tests there was an increase
 

in the teachers' ability to manipulate multiple choice 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 i.s 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 compared with the field experience. This conclusion
 
still seems generally acc-urate.
 

Griffin (1983) does not completely agree with this position. He says 

the role of practice teaching in the preparation 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 
adjustment 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 
helped class teachers with routine work. This experience gave the 

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 article warns the student against uninspired 
teaching. Tom Denton, in his article "Factors Affecting 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 teaching Dractice. 

.untrz. t ner article "n',esti~ating Student Perceitions in :he Use 

of Video Ti in a Teacher Education ?rograme" :-,ies an account of a 

S. .... ...... , ... 

models of teaching have been selected as providing a cross section 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
 

evaluation. 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.
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Pre-Ser-ice or In-Service Trainin
 

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 Co
 

a pre-education preparation programme. The more courses they take before
 

they begin to teach, the more effective they will be." The idea that
 

the job and that teaching
teaching 	is an art that can be learned on 


is a waste of time is a complete fallacy, according to Denton.
practice 


Induction of Teachers
 

Harley and Risenholtz (1984) state that the induction period of
 

absence of support leads teachers to focus on
teachers is chaotic and the 


strategies that control student behaviour rather than on those that
 

Hall (1982) suggests that guidance should be
facilitate student learning. 


provided to new teachers by master teachers who are aware of the problems
 

that beginning teachers have to face.
 

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


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 dejelop their
 

personal and professional abilit
4.es but also need to be involved in the
 

own training needs.
identification and monitoring of their 


The SBIT programme has varied from country to country. Nepal, Pakistan and
 

Papua New Guinea were directed towards the training of master teachers,
 
Those of the
headmasters and curriculum advisors and other staff members. 


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
 

used: (1) theSeveral factors influenced the choice of strategies 
(2) the level of readiness of =he ..at0re oz te nronLeM 0e1ri solved. 

- .. 2s av 0 i_ID :e reaca:es a : :nnren:
eoI-rces 

zhe type of strategy, (5) convenience and feasiIbiiity, (6) time and
 

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
 

countries with the
socio-economic standards of the country concerned; 


greatest number of untrained teachers use group sessions according to the
 

research literature. They also use discussion techniques. However,
 
the strategy to be used.
countries are free to decide on 


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 stracegies adooted by different countries
 

Nepal
 

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

programme.
 
(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 utilized distance learning
 

by video and a package of lessons prepared by a task 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 tn the
 

circumstances of each case. Evaluation was an indispensable parc 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 or staged 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 National Department of Education, provincial committee or 

o: -her educationa. bod.. 

of:en 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.
 

In Korea in the Inchon City there was an emphasis on teaching
 
Various techniques such
strategies at two in-service teaching workshops. 


research, lectures, seminars, discussions, demonstration, micro
as 

were used. Teachers were given
teaching, laboratory work and field trips 


the opportunity to
 

ii
 



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 Pro~rammes
 

As a mechanism for providing self reliance in the training of 
teachers, SBIT seems to 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 

frcm the school are generated through community involvement. SBIT is an 

in-service programme but there should be close cooperation becween SBIT and 

pre-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 Education Introduction
 

In a publication by the International 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, freedom. There is a belief that the education received by the
 

student who learns at a distance should be equivalent, as far as possible to
 

the education received by a student of an institution. (Cough, 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 l.ife long 
education and adult learning. Correspondence education has been an accepted 

educational practice in many countries throughout the world. While the absence 

of face to face communication between student and teacher h.s some 
disadvantages, there are cormensat:in advantages. Ceographical distance can be 

Distance Study relies on non contiguous communication. The learner is at a
 

distance from the teacher for much or 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 allol
 

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, Adult Education, Continuing Education
 

In a resent research on "Strategies for Life-Long Education" 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 adult learning
 

processes or activities of part time, short term or specially arranged nature."
 

These can be found highly structured or informal, with the learner 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 undergraduate
 

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 University. 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 first stage
 

includes the definition of objectives, formulation of syllabuses and selection
 

of medLa. Following a draft and pilot stage of evaluation and development,
 

testing is undertaken. The intregration 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 education programmes is seen in the
 

fo1owins examp es.
 

-:ustra-ia *id'-eo:. 	 :he school :3-the Air ?rogra=_zes in "here The reaches 

2. 	 The in-service training programmes for teachers through 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.S.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
 

teachers. The Ministry of Education was responsible for most of the in-service
 

"on the job training"
training. A school supervisory team was responsible for 


and for giving guidance.
for teacher educators who would visit the schools, 


They would introduce new teaching techniques and keep the staff abreast of
 

Model schools would be established by the Kenya
modern developments. 

five week courses
The untrained teacher started with attending two
government. 


years at teacher training colleges. There

usually during vacation over two 


in between. Approximately

were correspondence assignments and radio programmes 


Staff members of the
 2000 teachers took advantage of these courses every year. 


Teacher Education Extension Service participated in the preparation 
and running
 

of the extension courses. They also regularly received copies of the
 

to them to enable the

correspondence assignments as well as teachers' reactions 


in-service

Teacher Education Extension Service to follow up and help the 


trainees.
 

The teacher training colleges were expected to cooperate closely 
with the
 

on a rotation basis to
 
Teacher Education Extension Service by assigning tutors 


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.
 

to

4.0 Implications for Teacher Education in Sri Lanka with Special Reference 


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
 

The three modes of education investigated are:
and mathematics. 


1. Pre-_eryice Training at the Colleges of Education
 

course with a one year internship. Trainees
This is a three year 

to be admitted to these
 are expected to have four 'A' level passes 


courses.
 

2. Tn-ser-.'ice Training at Teachers Training Colleges
 

.his is a cwo year course, and trainees are reauired a credit
 
." -.. ­

'~ 2ciZa1 subJi ct at Creinary:a:iS . -, ­

teaching experience, as laid down by
and a minimum number of years of 

In the history of these
authorities, is a prerequisite to admission. 


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 situation. 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 entry
 

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
 
the most valued criterion
knowledge, particularly in the special subject, is 


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
 

also components of the Methodology course
other techniques discussed here are 


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.
 
formation and reflective
Strategies have to be chosen to encourage concept 


Material built around certain themes is useful according to the
thinking. 

literature as "learning to teach requires building well organized schemata"
 

(Barnes, 1987). The value of demonstrations is also clearly illustrated
 

the literature. "Teacher trainees prefer demonstrations to all
according to 

other types of stracegies"(Putnam, 1984). The strategies mentioned are widely
 

latter is often
used in institutionalized and school-based teaching, but the 


combined with distance education according to case studies of the operation of
 

the SBIT programmes. In certain instances programmes begin with intensive
 
School-based
institutionalized training, then there is distance education. 


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
 

mak:e the SBIT programmes a success. 

":e C2se of L ZanCO educaton :echnoo: has Deen used 

even n 1ird 'orld countries. Television, radio, programmed instruction, 

films, teleconferencing and other mechanical devices are cost-effective in the 

initial cost of installing technology is high. One of
long run, although the 

great advantages of technology is that it can reach large audiences easily.
the 


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
 

study centers will have the opportunity of teleconferencing with highly
 

qualified educators from the center.
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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 twice a week,
 

sometimes once a month. The role of counselors in distance education is
 

underscored in the literature. Counseling can help the distance educators to
 

overcome their academic problems and assist them in personal problems such as
 

the lack of opportunities for specialization. If 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
 

is a well planned exercise. School-based
training of teachers, provided this 


less expensive than other forms of training, more productive and
 programmes are 

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 down
 

Teachers should be involved in both preparation and organization
requirement". 

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
 

The World Bank Report (1977) says, "[W]ith the advent of
throughout the year. 

the battery powered transistor radio, about 90% of the population can receive
 

radio broadcast."
 

Whatever mode is adopted, it has been confirmed that there appears to be
 

little commonality across the countries examined in terms of teacher education
 

No national standards exist for the selection, admission and
programmes. 

evaluation of students. Many different professional texts are used in courses
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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 cultural and
 

the media and the available
situational context, the student access to 


resources. 
 In all modes of teacher education the relevance and clarity of the
 

context, individual abilities, motivation to learn, pupil attention and
 

interest in the subject, and respect and affection for he educator are the
 

crucial values that influence the process of learning.
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STRATEGIES FOR TEACHER EDUCATION 
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
 

nearly 71 percent of the teachers have now been
have borne fruit as 


professionally trained. 

conducted on an
 

as the rapid expansion of educatioin had necessitated
 

Until 1984 teacher education courses were 


in-service basis, 


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 professionr.l
 

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
 

the Teachers Colleges for
exeeded the annual intake to 


in-service institutional training and this has created
 

a backlog of untrained teachers. As provision available
 

the demand for
in Teachers Colleges could not meet 


the school system could not releaoe a
training and as 


large number of teachers for training at the saine time
 

this mode of trainin' was selected to accelerate the 

process of training.
 



(2) = 

3. 	 Since 1985 a pre-servico teacher education programme 

i being offered at seven Colleges of Education. 
This course seeks to implement yhe accepted policy 
of progressively giving up 	 the practice of recruiting 
untrained teachers into the teaching profession.
 

4,, 	Untrained graduate teachers are provided with 

one year's Post-Graduate Diploma in Education 

programme at three of the eight Universities 

-The Open University also conducts a two year
 

Post-Graduate Diploma in Education course 

through the Distance Mode. 

Recently the National Institute of IEducration 

also commnenced a Post-Graduate Certificate in 
Education course equivalent to the above Diploma 

making use of both the Distance 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 vith a de 
degree from a recognised University and those possesing 

a G.C.E.(O/L) Certificato.The latter requirement has 
now been elevated to a minimum of three subjecLs at 	the 
G.C.E.(A/L) Examination.
 



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 Senior Secondary
 

level while the programmes for teachers at Junior Secondary
 

and Primary levels are handled by the Regional Departments
 

in cooperation with the National Institute of Education.
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TEACIP2R EDUCATVION EHROL!.1ENTS - 1987 

NION G.RiDUA'r TjZACH.RS GRADUATE E".% AS 

'olleges 
 Teachers' Institute Open Univer- Institute of 
of Colleges of Dist Univer- sities Tetiher 

ducation- Education sity Ed(ucation 

Primary 
 1104 1000 5180 - -


Science 
 469 284 3825 - -


M,athematics 236 301 -..
 

Home Science 
 77 196 ....
 

English 
 443 719 ....
 

Physical Education 197 - - -


Special 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: Mlinistry of Education , University Depts. and National Institute of Education 



History of Teacher Education in Sri Lanka 

Pro Buddhist Era:
 

The beginning of civilization in Sri Lanka is traced back 

'to the arrival of Vijaya in 543 D.C.' Vijtya obtained "Craftomen 

of thousand families of the eight guilds from India (Geiger 1950). 

Knowledge durim, this period was handed down from father to son by a 

system of apprenticeship (Geiger 1950). The family acted as the 

nucleus for the training of early teachers of the Pro Buddhist era. 

The kings had Brahamin tochers (Coomaras;amy 1250). These teachers 

had lcarned the time - honoured stock of knowldge by lore. 

The Ruddhist Tradition 5,t3 DC 

ith the intro:uction of Duddhism in the third century D.C. 

the Buddhist system of educ tion came into being. "Duddhist education 

sacred as we] as secular -as in the hands of the monks". 

(MIookerjie 1947). In Sri Lan!:a Luddhlist monl:s took education of the 

na.ion into their oan ILn.Jo. "The rulers of th': country as well an 

the com!'oncrs were trained. Those ,ho aspired to become monks or 

teachers went to the monast-2ry or pirivena" (R-1Iiuln 1966). T!:2refore 

we can infer that monasteries served as thc carliest centres of 

teacher tr.ini- in Sri Lanka. Pupils learned through constant associat. 

-ion with th.! teacher; in these monasteries. According to Moorkerjie 

(1947) "Con tnnt association becwoen teacher and the taui;ht is vital 

to education as c,.nceivcd in the system". 

Porturueso PerIod (1505 - 1658) 

Phou!i the Fortuguese tried to establish a sy-st.21m of 

educ,-tion in Sri Lan::a there is no evidence to prove that they 

tried to establish a -Tstem of teacher education. Teachers wore 

mostly missioiavies who ."-ere trained in ruligiou.s institutions 

of the wost (IRuberu 1962). 
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The '.utc!i Period .. G_5-13 - 179G) 

Among the public services of the Dutch, educotion took 

a prominent place (Ruberu 1962). The first attempt to prepare 

teachers was made at the Seminary in Jaffm which tis established i 

1690. The objective of cstablishini, a seminary was "to train Tamil 

youth as catechists preachers and teachers (,:ottau 1958). Another 

seminalry was establishcd in Colombo in 1696 (Ruberu 1962). The 

curriculum in these institutions included Latin, Greek and Hebrew. 

Some superior students were sent to universities abroad to be train 

as clerCyi'en, who later becam: teachers. The eminary in Jaffna w:!.s 

closcd down in 1723. In 1747 a ncw Seminary referred to as a ornna 

School was sta rted at the Compny's Dutch School in the old city of 

(Pettah) but his institution too continued in existence for only 

a few years.. 

The British Period 179 - 143 

The British period can be divided into several sub-period 

'eTiod from 1796 - 13O70 

The Dritish too took an active interest in promoting educ 

in the Island. LDiring the period of Governor flrth (1798 - 1805) th 

Colombo Academy ;--s established for preparing youth for the public 

service. The curriculum in the acadomy consisted of English,'.other 

Tongue and subjccts fhat .re common in EnClish Seminaries (Ruboru 1 

However, definit- proposals for provision cf teacher prep-ration wa 

made in Maitland's kixy- 1005 - 1011) by a co:17ittcc appointed in 

October 1809 (fluberu 1962). These proposals were carried out and C 

Academy was used to educate thu future teachers. Another significa 

contribution to teachers educntion was made during Sir Robert Brown 

time (1812 - 1620). It was during this time that the Monitorial'S' 

of teacher training viac introduced. (Fbuberu 1962). Thin system wa 

practiced in England at this time Brownrigg introduced this system 



some of the schools (SugathalazCa 1969). This was a system where 

there was one master in the school. lic nelectod a few pupils wihe 

became pupil teachers or monitors. These pupil teachers continued 

to instruct the younger pupils in the school. These monitors were 

selected by the Master of the School and was appointed by the Director 

on the recommendation of the Inspector of Schools. They were paid 

a monthly allwance. The master h-ad to instruct the "monitors for 

one hour a day. Therp was an examination at the end of one year. 

For each monitor who sassed the examination the master was paid 

z.25/=. The size of the school determined the number of monitors 

appointed. 

The monitors were expected to follow a four year course 

after theirfirst examination. [However few monit 's appea-e d for their 

subsequent exaiiinations as many vernacular teachers were deficient 

in knowledge to prepare them further. The monitor too had to spend 

all his time teaching and L-.d little time to improve his kno.ledge 

(Sugathadasa 1969). 

-uring the er-rly years the monitorial system was successful. 

It helped in staffing schools but later it became evident that this 

scheme was not entirely satisfactory (Sugathadasa 1969). But this 

system remained the cheapest source of teachers until it was discontinued 

in 1929. This was a beginning attempt at school based teacher preparation. 

Lbrin; th: early fritish periodl any !orson -rith a knowledge 

of Englih wtas thought to be satisfactory as a teacher. But the need 

to train became apparent and some. attempts w-eire iundo to set up training 

institutions for teachers. In 1842 a '1.11oial jc'uool' proviling for a 

three year course of study wa:; established attaciied to the Colombo 

Academy. This coulse had 12 students. This course w-as transferred to 

Central School at Colombo in 1843. Later no.rnrl classes were similarly 

attached to the Central School at Galle and Kandy (Jayauriya 1969).
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There vcrc nine nonm'l ntu'lents in thcse nor.l clhrscn. ThOe 

students were chosen from the best smholars in the Central Schools. 

A norM',.l school for traLni:ng Sinh.la and Ta:iil te:tche:'s were 

started in 1847. The curriculu.: consisted of religion, geography, 

history, arithmetic, gcomctr' C-.71itiig (Sugathadasa 1969). In 

1847 the normal class of Englizch leachero was abandoned but the 

normal class for vernacular teachers training continued till 1858. 

By 1058 all normal institutions of tme governiont was 

closed down due to fin:'ncial stringency and by this date there were 

no state institutions for the training of teachers. 

IHowvever, parallel to the State system of tea, her preparation 

the mission-ries Ind est-iblished their own system of training teachers, 

The sourccs of teachers were students from Superior schools (upper 

secondary) and from monitorial systom. They maintamined a number 

of vernacular training schools attached to the superior schools. 

The Morgan Comins ion (1067) recommended the establis}nent of 

Departent of Instruf;tion and aL-o of a teacher training school. 

(Ruberu 1962) As a result a Iormal School was established in 1870 

to overcome the deficiency of competent teachers (Sugathadasa 1969) 

Perio! from 1870 - 1947 

The rlorral School provided courses in Sinhnln,Tamil and 

English. In 1874 it became a residential institution Recntitment 

was on the recom:nend'-tion of Ileads of Schools. At this time there 

was a chia-rve in government policy of leaviv- Enlish Education to tile 

miosionaires and in 18841 the Colombo Hormal School was discontinued. 

The students were attached to Anglo-Vernacular Schools in Kandy and 

Bentota.
 

The institution established in 1870 rendered a Great 

service to the course of teacher training in the islal during this 

period. 

In 1800 grants were given for priv;tte traiirX colleges 

initiated to encoui-ge missionary effort in the establishment of 

teacher tr.iniiv inntitution:;. In 1096, the Iiirector of Yublic 

Instruction pin pointed tme det3riorat.lon of the ntandanrd of 

Eng7,lish education in tho country., due to absence of proper te.cher 
tr.inirik, facilities. 



Claggificntion of Trainin'- Sciools .n 1900 

School le. of Students 

Roman Catholic 2 12 

Wesleyan 3 17
 

Church of En, Lund 3 11
 

Buddhist - --

American 1 09 

Gov. rnmcat 2 ? 

Female Schools 4 10 

The deterioration of English educ.tion resulted in the 

opening of a new Teacher Traininr College in 1903. Students were 

admitted to three streams to suit tlh three type of schools, English 

Anglo-Vernacular and Sinhala. Graduate teachers were recruited to the 

staff at first there were only males. The curriculum consisted of 

principles and practice of teachin, and academic subjects with 

emphasis on the former. In 1916 a training[ College fo- Tarnil students 

were started at Kopay. In 1919 the government realizing the inadequacy 

of training facilities for Sinhala trained teachers, a training 

school was started at lHenaratgodn (Jayasuriya I176). 

In 1920 supply and training of teache-rs vwas placed under 

a separate officer of the 'diuc':tion Department. In 1929 the oyatem 

of aviards Teacher's Final Certificate was started. In connection with 

a rural scheme of educ-.tion inaugurated in 1931 t;-0 rurual training 

contres ziere starfed in 1934 at .. r~dana and 7elitara. Later a third 

was started at Gira-gama (Jayasuriya 1976). 

By 1939 the following teacher training institutions were 

functionirv (Jayasiuriya 1969) 

Type or Ti-inin Colleges Hlunber 

Englinh Trininng Cnllrego 1 

itnhala an' 'Tt:lUl Tr'.Lnlng ichslI 19 

Rural Training; Con tres 02 



The 1nrli.szh Tr.!nin Collcer-c ,a:: a governinent inotit, Lion and a 

popul7rly I:nov;n as the! Government TrainIn, College. Th£L College 

prepared teachers for the English schools but !hd a section which 

preferred te:'chers for the Sinir"!n Schools. 

The Sinhala and Taxil Tiaining Sciioolo mr.n:'ged by
 

denominational bodies prepared teachers for Sinhala and Tamil
 

Schools. T1o training colleres establihed to prepare teachers
 

for the rural schcmcs too were government institutions.
 

Admission to all the teacher tLaininvg institutions V as
 

on the basis of written exz.min.tion or intervie7. Adyission wan
 

open to persons who had pal:sod the London Matricul-tion en.amin'tion
 

or the Ca,;ibrid:,e Senior iEa.min-tion or the Senior School Certificate
 

(Jayasuriya 1969)
 

In 1939 there were no facilities fv.' prolessionil
 

training to university g..dunates.
 

Fromi 1940 - 1943 the.e vias little cho nrc except for the 

conversion of the triinig coliecs establislcd for the trr.ining 

of teachers for the rural scheme to ordinalry training. Interest 

nras waning in [ural Scheme of [;ducat.on and in 1942 Thecentre at Giragami 

for trI.ining of teachers under the rural scheme .-;as converted to a 

trrinin2 colln e of the convontinil pnttern. 

Tihe N-nnnang ara Co:.:isnion (1943) r-ecoi1:.endcd that "all 

teichcrs of the futuro should be trained", noting that a handful of 

the gradua tes employed in schools nd not received any kind of 

professionial tr.inirv. It also recommended that the differences 

of English ai:d S'..abasin teacher should be done a';ay 7rith by the 

abolition of undesirable labels of "English and Vernacular 

teacher" and they suc;ested that all teachers should be accorded 

a status in accordance nith thn educational attainment, qualification 

and experience. The comiittee too suggested that curriculum be 

of four rviin sections. 

(1) The study of the thcoz-j of education 

(2) Study o. :Ahtc'tinial Paycholory 

(3) The practico oC education 

(4) Genernl ietheds and Special LubJ,:ct rcthods. 

http:ducat.on


They also rccommendod the cstablishmnent of "practiiinl( ochools" 

attachcd to traini,C collcres. "For t)Lx non--rr.dtrite they 

recommended a single type of traini.-.Z college and f or the graduato 

teachers they suggested t.,c cstablisoLnent of a Department in the 

University tIat would t-kc charge of thier trtininr. The further 

continuat.ion of the grant-aid to denominationa.l schools too was 

recommendod.Fur practical subjects, they suggested the Ceylon 

Technical Collcge as thn proper institution. (Jayasuriya 1969). 

In implementing the lannang.ra Reforms on Tccher 
Ehication the course for primary and junior teacher nas mado for 

a duration of tw-o years. During the firot year academic studies 

in ordinary school subjects were done. Profossional studies done 

during the sec-nd year included the Thoory of 2;dic.tion, Development 
of Educ:,tion in Sri Lanka, child Psychology, auI genoral and special 

methods, Teaching practice was carried out in both years. 

In 1947 the situation orevailed with reg-rd to Teacher
 

TrainirG in Sri Lankatnon-granuates is as follo.ts.
 

Period from 1947 (Post Indenendence Er. 

Do. of Sbtdents in Trnining C",!eas 1947 

ien ,omen Total 

Government 'LT-ining Collct'es 617 198 015 

Assisted Training Colleges 300 462 762
 

Trainin" Institutions- 1047 

Governmenut Insti.tu tions 

English 1. lahar:garma Training College 

Sinhala Tarlil 

1. I1irigama (rixed) 1. Palal:'.i (lien) 

2. Balapitiya 1 ixed) 2. Kopai (',':omen) 

3. Giragama (len) 3. Batticaloa (cen) 

4. Polgolla (.loman) I (Woman) 

4. Alutgar n (l'.unlim Women) 

5. Addlachcl-.nai (Nluslim ion) 

http:follo.ts
http:lannang.ra


Assio tad Tralnin Coloieso 

Sinhala Tamil 

1. Musacus 1. Saiva 

2. Nittambuwa 2. Rvmanathcn 

3. Bolarwalana 3. Paranvcshvera 

4. Yennnn.)uuwa 4. Colombogawi 

5. Naggonv. 5. Illavalan 

6. Peradeniya 6. Augustine 

The existing teacher training institutions trained teachers for
 

tw.vo levels.
 

1. Secondary School Teachers 

2. Primery and junior school tecchers 

Secondary trained teachers rere trained at Government Training
 

College, ainragam. It %7aca t-7o year course. In the first
 

ycar the students devoted a greater part of their time to learn
 

academic subjects. The second ycar was devoted to pedagogical 

work.
 

The primly and junior school teachers were trained
 

in 22 traini, colleges out of which 10 traininqg colleges were
 

Sinlicla Medium nnd 12 were Tamil Medium. (Ceylon Adin. Report
 

1947 Part V P A 23) 

At this time therec arose a need for zpeci-.l courses
 

in teacler educa.tion. Thc K:anna:ngara CosiC:zion zurgested that the
 
was
 

Ceylon cluical College/the pr-oper institute to organize courses 

in technical subjects. A t!o yeaz. course in vocational training 

was started at the Ceylon Technical College in 1940 (Jaynsuriya 1969) 

Another trvining Collete for Arts arid Crafts was started in the 

same year at the government school of arts awl crafts. In 1949 

a tiaiiirg colle e was sta.rt d to train te,.cihcrs for thre 
Kindergarton. Dy 1950 there ;as a two year course in training 

for toeachers of ngricuilture at Fenivdeniya and llundrinje (Juyarlut-iya 19( 
"Tihe shfitenL to fol lo- tho t-:o ye-r course in!agriculttu r' and 

also lectuxus in i3otany, ''vy 1 principles a:id itholn of teachin,." 

(Ai 191)0 - DU'.*.. * . os) 



I: 1953, "The training of vocational teachers was transferred from
 

Ceylon Technical College and the Government School of Arts and Crafts
 

to the Government Training College at Maharagama." (A R 1953 P.A.21)
 

This was the beginring of specialized courses in training colleges 

training ras centred at ,ahar-agama(Sugathadasa 1969) Specialicd
extended
 

from that date till it V'ILato the other training collegos later. 

In the same year a two year course vian started for the training of 

Science teachers. These teachcrs wiere expected to specialize in 

two of the three subjects Physics, Chemistry and Biology. In 1954 

a course for training of Mathemui tics teachers waB storted at 

Maharagama. 

The same year the two training collcges at Mirigama and 

Palaly were converted to "Iational Tr'aining Colleges" and were reorganize( 

to provide a 6 month course in practical training for male trainees. 

The cours2 was organized under four headings : 

1. Occupation a-riculture, handicraft, Building Constzuction 

2. Health 

3. Study of the locality 

4. Music dancing and art 

It was "specially desigined to give the teacher a training in practical 

subjects and methods of correlating practicnl wor]: with the normal subjec 

of the cr,:iculum. (Administration Report of the Director of Education P1 

and revertedThis experiment ho;ever" ltsted for a short w rile they to 

former status as primary and junior training colleges in 1957. 

E1tcnsion of specialist courses at M,.ilhh'agama continued with a 

ccu'sc 'or hIadicraft teachers (1955) Engolsh teichors (1950) Com.:;erce 

(1960) and Home Science 1967. (Sugathadasa 1969) 

In 1958 the principle of"full pay" training was introduced. 

Every student enjoyed full pn:." study leave.. 



An a::is tod syste!:' Of tcacir traiI:IILJ in titu Lions thrived
 
sidc by side with thc govern:ien t inotitu Lions in Sri Laink.. This
 

was the result of missionay- effort in educ:,tion. As indicated 

earlier tin Government granted aid to theae trainiivh colleges. This 

grant-in-aid system was continued till 1960. Since the Ka.nnangara 

Commission recommended that training collegs controlled by denominatic
 

bodies should continue to be assisted from public funds. By the 

Assisted School and Training CIlecs Spcinl Provisions Act lo.5 of 1S 

the assisted training colleges :;hich were under the management of varic 

religions denominations c-me under the control of the Director of Educ, 

This paved the way for uniformity in all training colleges. "It was fre. 

this year that a common curriculum could be implemented in all traininC 

colleges as they came under the government ( Guna ardena 1972 ). 

In 1960 the curriculum of the general course condisted 12 comf
 

-ry subjects with two opts onals. The curriculu, of the special trainir 

course consisted of 8 compIlsor- subjects one option-il subject and the 

speciality. Thes-. curi.iculawere chv-.nged as in stages since the Nationc 

Education Commission pointed out that "the curriculum was very heavy". 

In 1963 the cirriculum in the prLn.ry nnd junior teacher training 

colleges :.as clhn(;ed. (Circular No.T.C.1/337 8 Oct 1963) 

To obtain a pass a
 

teacher trainee had to be successful in principles of education, 

Educational Psychology, Languge and literature rind teaching practice 

with a pass in two other optional subjects. This was clhanged again 

in 1967. Hine subjects were made compulsory with two optionals at the
 

examintLion. 'fHowever, the student had to study 5 general subjects 

which were not tested at the final ex-zumination (Gunawardena 1972). 

The curriculum was chanced again in 1970. The student was expected 

to offer 5 coM:ulsories one ontional, one other.
 

Educational practice was also a compulsory component and more time
 

was alloted to it. Tcaching practico was ch:anged to shool practice
 

and more emphasis was placed on school based training.
 

In the 1960's the corncept of teacher training too was 

changed to "to"-cher educa.ti,:n." Circular [Number TC/1/196/19G3. 

Specifically declared that in future all teacIhor institutions should 

be knovin an Institutions for tT,cher education .nd not a, Iintitutions 

for teLa'le r t': inillc. 



i 111C C I '; U u, -,it 011''t o) ( 1Ur 0w.L1C.1; Li r , W L el CIL Lfir to 03ta~ff 
officer. In 1947 a separate Tr-aining Collc: e Branch ".a! sOt up but 
till 1966 this was a part of the responsibility of a Deputy Director 
of Educ'tion. In 1966 the training colleges -.
ere placed under a
 
separate Director of Education. In 1966 the training colleges were
 
placed tinder a separatc Director of Zducation at the ltis try of 

Educ tion. (Sugathiadasa 1969) 

In 1970 a postal training course for thie ti'aining of primary 
tr',ining teacher was started. was th.'e-It of year durtation. 

Period fro 1972 - i9no5
 

In 1972 tcellor education for non-graduate tc"'-hers wao organized 

into 3 diffcr'cnt ty'pes. 

1. Two year Gcneral Course to prepare schoolprirt'.ry teachers. 

2. Tvio year Specialist Cou'.-*_,s to propave junior secondar-j school 
te'cher in scicnce, mathematics, co':erce, hanlicraft, 
home science, agriculture, aesthotics, 'h-yzical educ::tion,* Engli, 

and special education 

3. Three year postal training cours,', for priv-.i7 trained teo'chers 

Typo of Teachers Coll-L"e Number 

General Training Colleges 20
 

For primary te:nchers 

Special Trainirn Colleges 8 

(Aesthetic, A. ricuiturc, M'aths, Con: .c ce, 

Handicraft, Hc:1e Scizn cc, Engliz:, 

Phtynicril Educ-.tion) 

To tal 20
 

0. 

I.. 

http:priv-.i7
http:prirt'.ry
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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 was 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 

(Arn'r). 

Earlier the teacher training course was of two years duration
 

with teaching practiCe in between. After the new syotem 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 nfter 2 years and the system
 

existed earlier was reintroduced.
 

A circular issued in 1081, introduced a new feature whereby
 

the trainees had to undergo one year of field training after the 2
 

year institutional training period.
 

(Circular ilo.T/E/12/324/81). 

Period after 1,80 - 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.
 



I-1. of Io. Of ITo. of ITo. ofYear SLudenLs Schools trained te:ach-ro Untraine d te, cher 

1983 3460375 
 9575 76627 5 053
 
1985 3646000 9634 
 82-52 60,62
 
1987 3833159 9714 
 79964 
 50420
 

MOE School Census - 1907 (Provisional.) 

The existence of a hii, 
 bacllog of untrained tcach(Iri hnd many
 
adverse effects on teacher morale as well as 
quality of teaching.
 

The Report of the Education Pefornm Committee - 179 commentin­
in teacher education, noted that in Sri Lanka, 30.,: of the teacher 
work force was untrained, out of which 37,000 awaited institutional
 
training. However an, the table 
 indicates there was a severe de;'xth
 
of institutional accomodation for teacher training.
 

Untrained teachers subject-wise and vacancies
 
for ini.ial trrtinir,:- at Teachers Collo-es (1900) 

Subjer.t io, Tntrainnd Av.ilahilit,/ of oD.Cen 

Science & Matheir:ttics 5806 2500 
English 2275 500 
Primary 30071 2500 
Others 357 100 

(Source - Derp --t, ,t of , t it: - " " . of . i..) 

Wlhilc thcr: was a need for expansion of opport.nities for 
teachcr education, there was also -i dearth of teachers in schools 
whicl maWe it ,Iifrjct-lL for thcm to release teachez. aw: f-ng training 
to follow full time institutional traininG pregrqmmes.
 



Along with the rising need for quantitative expansion of
 

training opportunities, there 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 I 1e
 

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 focussed 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 Reformi
 

Committee draws attention to "lack of close and cordial relationship
 

between the University faculty of education, the Curriculum Eevelopment
 

Centre and the Teachers' Colleges in a collective natiotlal effort to
 

make the National Eduaation System relevant to contemporary society."
 

The post 19070 era saw a number of noteworthy dcveloit ents,
 

some of wlich took place partly in response to tl'e needs and problcms 

that arose during this period.-he scope of trai.ning providcd ih the 

Teachers' Colleges e:T.ndc:d with on increase in the nurnbcr of cours-es 

provided.On the other hand the number of Teachers Colleges decreased 

from 23 to 15 by 190 3 .There was also an apparent decline in the patronm1ge 

provided to ' '.rchrs Colleg ."t.]isnent of 6 Collegcs of ':duct.tion 

http:provided.On
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to provide pre-service teacher educ-tion to thosc vith G.C.E.(A.L.) 

qualifications,closing dowm some of the existing Teachers Collegcs
 

was another significant development.Distance Education programmes 

for the traininf of primary school teachers and beachers of mathematics 

and science too w:ere statted by the Hinistry of Education, wh ch later 

became the responsibility of the newly established Iational Institute 

of EducaLion.Thus by 1908 there were three modalities or strategies of
 

Teacher Education caterirg to the teacher education needs of primary 

and secondary school teachers.Teachcrs Colleges and Distance Education 

programmes catered to those in service while the Colleges of Education
 

provided pro-service training to new teacher recruits.All three modes 

of teacher education were meant to provide initial training. 

- " ort term teacher education programmes for teachers in 

service were also beg-un during this reriod.These were conducted m-inly 

for curriculm orientation-for orienting teachers to curriculum changes 

that took 'lace from time t16 ticm.Thcy were not conceived for updating 

professional skills of teachers. In short teacher education was not 

organised as a continuous process and there were no systematically 

organised continuin- teacher education programmes. 
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Current Teacher Education Prorrammes 

Initial tca:ho.r education procramrmes available in Sri Lan:a at 

present can be grouped into t.;o broad categories;
 

(a) lion graduate level teacher education programes 

(b) Graduate level teacher education programmes.
 

Initial teacher education courses for non graduate teachers are
 

provided by
 

(a) Teachc.'s Colleges
 

(b) Colleges of Education
 

(c) Institute of Distance Education -!.I.E.
 

(d) Uligher Institute of Znglish 7ducation -tI.I.E.
 

LIitial teacher education courses for graduate teachers are
 

provided by
 

(a) Faculties and Departments of Tducation in Universities 

(b) Institute of Teacher Education - N.I.E.
 

lion graduate '..vel teacher education programmes 

Teachers Colleges provide initia.l teacher education courses for 

non graduate teachers who are in service.These teachers are entitled to 

seek admission to any of the specialist courses available in Teachers C 

Colleges dpending on the subject areas offered at the G.C.7.(A.L) and 

G.C.E.(O.L) examinations. The courses of study available are, Primnry 

Education, English,Science.Nathematics,Zpecial Fducation,Social Studies, 

Sinhalese,Aesthetic Studies, Handicraft and Physical Education. 

Colleges of Education rerrecent a now develo.-fent in the s-phere 

of teacher eiucaticn in Zi La:n. The izni of /uc:-ticn accented 

the policy of providing pre-scrvice training to .. ncw: teacher recraits 

before being appointed as teachers.In 1935 six of the Col.eges of Education 

were established .Two of them were for Frimary Education, one each for S 

Science and PathematicsEi u'ish,rhysical Education and Religious E-ducr-tion. 

In 1986 anotherCollege of Educationas opened for Science and I;at'ematics, 

Prinary Education and Home Science. 

The third Modality of initial teacher education available for 

non graduate tvachro i:; the Distrnc, F7ducition Progr.-nre offred by the 

Institute of Distanc ::ducation of the National Institute of 1.ducntion. 

' "
 

http:teachers.In
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offers courses in Science/athematicsThe Distance Education Programme 

and Primary Education.
 

TheHigher Institute of English Education of the National Institute 
of
 

initial in service teacher training
Education conducts a number of 


courses in English
 

Graduate level teacher education progrcmmes
 

The teacher education courses for graduate teachers are
 

a
 
provided by mainly by the universities.The Open University 

conducts 


teacher education course for Graduate teachers through the 
distance mode.
 

These courses are designated Post graduate Diploma Courses in Education.
 

The Institute of Teacher Education of the National Institute
 

an initial teacher education course for graduate
of Education also offers 

teachers leading to a Post Graduate Certificate in Education. It is 

sup ortecd by rcgualr contact scssicions. The fullp'a correspondence corzse 

time study courses csn:=ctcd by the faculties and Denartmcnt-zof Lducation 

coursesin Universities are of one year's duraticn. while the -nart time 

are of two years durtion. The courses saterials arc almost simi!'r in 

all th re cour:es. 

In service rS'hort time Courses 

Other tha'n tlese initial Te'cher "ducntion Courses, there are a number of 

in service short tcris Te.'chcr £duc-.ti-n courses avilrble for function 

tc-.chers which ,are conductee. by various conronent Urits of the NIE 

Nanely ; 

Ca). ".- .. Unit. 

ion "'"i
 

(d). Aest-etic Educ ti-n li"it.
 

(e). Lang. ,eflligion an2 Coci1 Studies.
 

(f). .ulio '/ic,!I med; r. Urit.
 

(G). : n 


(c). -:ucr 1ech~c'_:;i-:'I 

an,!
 

(h). TccL. ::c.ucation Utit.
 
practicing tocliers vio 

of to c!icrs i.; car:ied out through),"rCe eCiaJ.yThe in-service educaticr 


selected for tI! ruro.-e ,nr, designated in :-crvice advv crc or na;-ter
 

Thcee advincrs are trairrd by th',Currictlun Doe'.eo:,, rt
teachers 

is"srv. c sour, a arc re mt f'.r tc..r
Division cf t,, I'- . Yte 


-.. g:.: (1L'e lc,.e~s of -h nr;-i-ry (Y±--r- 1 ) 2ccocr(!!ry
sc!'c 1;worhiiig in 

(Years C - 11) rrc' Collea.atc (YeCrs i2 ::u &,.
 



Teacher Education Prorr_'nmmc in 

Teachers' Collees
 

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.(O.L.) qualifications to those
 

with higher qualifications such as G.C.E. (A.L.), Diplomas In
 

special subjects and General Arts/Science Qualiting certificates
 

from Universities. In teaching experience 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 attachment to a school. The 

trainees sit for the final external examination at the end of
 

two years of institutional training and before the period of
 

internship. The results are 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 years-of
 

two years of institutional course work.
 

Different Programmes 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 appointments". As
 

such their areas of specialisation at the training Collegis
 

are based on their academic qualifications, aptitude and the 

needs of the teaching service. 

The areas of sop cialisation are:­
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1. Aesthetic Education 9. Mathematics 

2. Agriculture 1$. Science
 

3. Arabic 11. Mother Tongue 

4. Commerce 12. Physical Education
 

5. English Language 13. Primary Education 

6. Handicraft 14. Religion 

7. Home Economics 15. Social Studies
 

8. Link Language 16. Special Education 

With the introduction of the District Service Scheme 

for teachers a large number of Graduate teachers were appointed 

to schools in most of the districts and these teachers started 

teaching subjects like MQthsr Tongue, Social Studies and 

Commerce in the Junior and Senior Secondary classes.
 

Till thn in most rural schools these subjects were taught by 
Truined Tencli6rs . With this rlinve tho.ne tc:chers who were 

trained in Mother Tongue, Social Studies and Commerce had to be 

coilindd to PrImaryj classes with effect from 1985. The tiLree 

programmes, namely Mother Tongue, Social Studios and Commerce 

were scrapped. Similarly the Link Language course t:too was 

scrapped in 1983. 



Programme Ob:iectives 

The objectives of tho teacher education proCrammrne of teachers colleced 

do nct appc:?r to have bocn formally ani oxpli.citly stated any-.:hpre . A 

study on the objectivcs o .' tcacihor c-ucation in Sri Lanka refers to th 

drawback in the following terms; 

i.;ost 	 of the teachcr education pro,:rammes introduced 

in Sri Lanka are based 6n arbitrar. decisions. No 
effort has been mie to identity meaningful onl:pecific 
objectives. '.ithin a period of five ye Ars (1977-1932) 
t nchcr education programe %7as rcviscd on three occanions, 
But there is no evide:ice that these changes .cre made in 
accordance with any analysis of objectives". 

(Iaruna.sc= L.: . 19F31). 

IloVIevor, from -I :tuiy of curricular rni:Lteri'lz m(nd Circulcr:: reJ.a td t( 

teachers Collclge::one cou!1'. deduct the follo':inG lis;t o: objectives. 

1). 	 To enable to toachrs to understand the physical,mcntal, 

Social and emotional developnnt of the children. 

2). To make the tcachirs a,;are of the teaching learning 

process 

3). 	 To enable to t .ehern to acquire the necess'.ury skills 

in selcclinC the appropriate lu rninr an'. teaching 

material in tiic relevant field. 

4). 	 To help the tech 'rs to adopt t~in correct methodology 

in the classroom. 

°5). To cnablc tL; te'cccr to icntif te in'ivi>.'l 

d2. 	 2.. c t.2 t "n t. . c 7 . :... iorCu 

6). 	 To unable the te:''erz to ef ec. the nerso:",ity develo! 

of the ctu'nt:. 

7). 2'o ena le te2 tL:r'.o i's to develop tLhr! :'r2 on'lity.px'."n 

8). 	 To rri.e thie techers aware of the dife ent evaluation 

me thods an-.1 practices an-., their di.ferent uses. 

9). 	 Po eu:able th!e tcachers to develon inter - p:rsonel 

rclations io is a:on;" o;tu ients an o:!," stuent: an'i tea:ch 

10). 	 2o hclo tiu tcachers to follow a co'e o." ethic for 
theruislwe.so 

http:theruislwe.so
http:Iaruna.sc


4) Teacher Personality Enliglitement at a secondary level 

I. Development of professional esteem;
 

II. Proficiency in a second language;
 

III. Proficiency in Strategies of Subject - Study; 

IV. 	 Understanding resources in the School invironment;
 

V Understanding sociological foundations of 
education;
 

VI. Understanding the structure of national system of education; 

YII. Developing interests in learning of subject matter; 

VIII. Understanding the school curriculum; 

IX. Training in School Teacher relations; 

X. Development of healthy attitudes in learning of subject matter;
 

XI. Understadning professional rights.
 

(5) Facilitate Understanding the Foundation of Education. 

I. Development of Knowledge and Skills in Subject matter;.
 

II. Understanding current world education;
 

III. Understanding Administration of the School; 

IV. Understanding School and Community; 

V. Training in Community relations; 

VI. Understanding Philosophical foundations of education;
 

VII. Understanding historical foundations of oduci:tion. 



Curriculum
 

According to the Special Committee Report on "Curriculum
 

Reforms in Teachers' colleges 1980" 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. 	 Religion 

5. 	 Physical Yoga and Mental Health 

6. 	 General English. 

The course of study for each of the special areas is
 

subdivided into four segments -or subjects, one of which
 

is teaching methodology.
 

Example
 

Specialising area 	 Subjlect 

1. Science Chemistry/Physics/Biology/
 

Science Methods
 

2. 	 English Language/Literature/Functional 

Grammer/Methods. 

3. 	 Primary Education Mother Tongue/Environmental 

Studies/Mathematical Oonceptual 

Development/Primary Teaching Methods 

All trainees in addition are required to follow courses
 

in 	 at least. two "minor" subjects which they are asked to select 

as '.indicated below. The lst minor will be a subject in their 

own area of specialisation which will equip them to teach at 

A.Level, is. in grades 11 and 12 or in the case of English in 

grades 3 - 5. The second minor will be a subject out of their 

specialiantion area and will equip them to teach in, grades 6 - 8 



The selection of the two 'minors' will depend on the facilities
 

available in, the respective Teachers' colleges.
 

Examole
 

Soecialising area lot minor 2nd minor
 

1. Science Chemistry/Physics Maths/Home Science
 

Botany/Zoology English/Art 

2. English English Language Sinhalese/ 

A.L. or Primary Music/Social
 

Studies 

3. Primary Education Mother Tongue/ Science/Matts/
 

Social Studies English
 

In exceptional cases both "minors" may be teaching subjecta 

in grades 6 - 8 but outside the specialising area. For those 

following English only one "minor" can oe allowed, 

Tho following changes in the curriculum wore introduced
 

with effect from 1982..
 

Course Reauirements.
 

1.0 Professional courses 

1.1 Principles of Education
 

1.2 Education Psychology 

2.0 Genera.1 Education
 



kAlto'native
2.1 Compulsory 


2.11 	 Mother Tongue 2.14 Social Studies
 

(Sinhala/Tonil) 

2.12 	 Religion (Buddhism 2.15 Mathematics
 

Hinduism 2.16 Aesthetics and
 

Islam Creative activities
 

Chris tianity)
 

2.13 	 Health and Physical
 

Education.
 

2.2 Selective Minor (A subject which does not come under
 

academic area to be selected)
 

2.21 	 English
 

2.22 	 Aesthetics - Art/Dancing/Music
 

2.23 	 Agriculture
 

2.24 	 Second Language (ether than English)
 

2.25 	 Home Science
 

2.26 	 Mathematics
 

2.27 	 Science
 

2.28 	 Social Studies
 

3.0 Academic Area 	 4 sections
 

Example
 

Science 3.1 Methodology
 

3.2 Scienco
 

3.3 Chemistry
 

3.4 Fhysics
 

Primary Education 3.1 Principles of Primary Education
 

3.2 Mother Tongue
 

3.3 lathematical Conceptual Development
 

3.4 Environmental studies
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4.0 Other considerations
 

4.1 Alternatives for selected course
 

4.11 For language course instead of M.other Tongue 

alternative to be selected in Social Studies
 

or Mathematics.
 

4,,12 	 For Religion course instead. of foligion
 

alternative to be selected in Social
 

Studies or Rlothematics.
 

4.13 	 For Health and Fhysical education course
 

instead of Health and Physical Education the
 

or
alternative to be selected is Social Studies 


Lathematics. 

4.14 	 For Primary course inrtc d of r6th!cr tongue
 

arts.
the alternative Is Aesthetics and Creative 

4.2 	 Teaching Practice 

During the two years of continuous institutional training 

two weeks 	to be set apart during the 2nd, 3rd, 4th and 5th
 

the 6th term to be set apart for evaluation.terms. Sessions during 

4.3 Co-curricular Activities 

Co-curricular activities like sports and athletics, 

Societies, Special Projects, Religious programmes, Drama and
 

music contests, Oratarical contests, Field trips, Educational 

tours, Comnunity Development projects etc. are also included 



in the curriculum deieloping on the type of courses conducted 

by the respective Teachers' colleges. 

English Language is also taught in all the Teachers' 

colleges and two hours per week bays been assigned for this
 

purpose but English is not considered as a subject for the
 

External Examination
 

Mode df delivar
 

Each Teachers' college adopts various methods in the
 

teaching, learning process. Methodology includes the following:­

1. Lecturer
 

2. Discussions
 

3. Demonstrations
 

4. Projects 

5. Assignments
 

6. Use of Audio-visual techniques
 

7. Micro teacA:ing
 

8. Team teaching 

9. Simulation
 

10. Field trips and educational tours 

11. "Guebt.'opeakers, 

12. Community development projects
 

Organizntionp] structure and manareinent of Prorrtrn-es 

Seven hours of Time Tabled work Der 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 is as follows: 



1. Principles of Education 3
 

2. Educational Psychology 3 

3. Physical Education & Health 2 

4. Specialised area 4 x 4 16
 

5. Religion 1 

6. blother Tongue/Alternative 4 

7. General English 2 

8. Minors 4 4
 

33
 

One hour is sat apart for the General assembly on Monday
 

morning while the other hour is for Library work.
 

The total number of hours for each sdbJcct for tho enti, 

course has been allocated as follows:
 

1. Principles of Education 240 hours
 

2. Educational psychology 240 hrs.
 

3. Physical Education and Health 120 hrs. 

4. Specialised area 960 hrs. 

5. Religion 60 hrs.
 

6. Mother Tongue/Alternative 120 hrs. 

7. General English 120 hrs.
 

8. Minors 240 hrs.
 

Out of the total number of hours per subject a cortain 

percentage is set apart for tutorials on the nature of the subject. 

The list of Tcachers' Collirco and the different ccurses conducted 

by each college sr aj 902 , L-z folcP:z 

1. Anuradhapura T.C. 1.1 Primary Education 

1.2 Science
 

1.3 Home Science 

2. Bolawalana T.C. 2.1 Primary Education 

2.2 Roman Catholicism 

2.3 Engiaish 
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3. Balapitiya T.C. 	 3.1 Primary Education 

3.2 Science
 

3.3 Mathematics 

4. Dambadeniya T.C. 	 4.1 Primary Education
 

4.2 Buddhism
 

4.3 Agriculture
 

5. 	 Gampola T.C. 5.1 Primary Education 

6. 	 Giraeama T.C. 6.1 Aesthetic Education 

7. 	Maharagama T.C. 7.1 Handicraft
 

7.2 Special Education
 

8. Matara T.C. 	 8.1 Primary Education
 

8.2 Home Science
 

9. 	 Unawatuna T.C. 9.1 Science
 
(Galle) 9.2 Mathematics
 

10. Peradeniya T.C. 	 10.1 English
 

11. 	 Aluthgamna Muslim T.C. 11.1 Primary Educntion
 
(Tamil Medium) 11.2 Home Science
 

12. 	Pallaly T.C. 12.1 English 

(Tamil Medium) 12.2 Scienca 

12.3 hiaths 

13. Kopay T.C. 	 13.1 Primary'Eduoation
 
(Tamil Medium) 13.2 Hoe Lcienco 

14.. Addalechchanal T.C. 14.1 Primary Education 
(Taml Medium) 

15. 	Batticaloa T.C. 15.1 Primary Education 
(Tamil Medium) 15.2 Science 

15.3 Maths
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16. Talawakalle T.C. 16.1 Primary Educ,.tion
 
(Tamil Medium ) 

Entry Procedure to teachers colle es 

Tie courses are open only to non-graduate teachers 

Instructorrj of Teachers' Colleges and schools and circuit 

Educ:,!tion officers nho are in service arb also eligible to apply 

The teachers should have at least two years of service before 

e 'ering a teachers' collce. 

.Eli[-ib i!t.y 

Every candidate should possesa the folloning:­

(i) A good character 

(ii) Be a citizen of Sri Lanka
 

(iii) Should be less than 47 years
 

: on January lot of a particular year. 

(iv) Should have passed G.C.E. (O.L.) 

in six subjects including Sinhala/ 

Tamil Language, Arithumatic/Vathematics/ 

Commercial Arithmatics in not more than 

two sittings 

(haTing passed in five subjects on one occasion 

and pass at-least in one other Subject on a subsequent 

cccasion) or 
the Senior School Certificate examination.
 

or 

(T) Should have passed the H.C.G.E. Examination 

_ncluding First Language , and Mathematics 

with at least 'C' passes or Higher passes 

in six subjects. 



(vi) Those teachers who are appointed under
 

the District Service Scheme as teachers of
 

Science, Mathematics, English, Aesthetics,
 

Home Science, Agriculture and Handicrafts
 

should receive reviews in the respective
 

subjects.
 

Those candidates who select the following courses of training
 

should posses the qualifications specified below in addition to
 

those biven above.
 

Mathematics Course
 

One 	of the following
 

(i) 	 At least 2 credit passes at G.C.E.(O.L.) or 

Senior School Certificate Examination in Physics 

Botany, Biology, Zoology Applied Mathematics, 

Cheistry, Advanced Mathematics, Elementary 

Maths , Pure Maths and Science. 

(Biology will not be considered along with
 

Botany and Zoology).
 

OR 

(ii) At least two passes in the above subjects
 

at G.C.E. (A.L.)
 

(iii) Either A or B passes in the two subjects
 

Science and Mathematics at N.C.G.E.
 

Science Course
 

Same as for the Mathematics Course
 

given above.
 

Agriculture Course
 

One of the following
 

(i) Two passes at Senior School Certificate
 

Examination or G.C.E.(O.L.) in Agriculture
 

Chemistry, Botany, Zoology or Biology
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(ii) A training 

farm for a 

in agriculture in a government 

period of not less than six months. 

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

Home Science Course 

One of the following 

(i) A credit pass in Needle work or Home Science 

at G.C.E. (O.L.) or Senior School Certificate 

Examination 

OR 

OR 

(ii) Either an A or B pass in Home Science or 

Needle work which should have been taken up 

as pre-vocationa] subjects for N.C.G.E. 

(ii.) A pass in Home Science as a subject for GC.E.(A.L.) 

Handicraft Course 

One of the following 

(i) A credit pass in one of the subjects 

namely, Wood work, Metal work, Mechanical 

Drawing. We nving or pottery at G.C.E. (O.L.) 

Senior school certificate Examination. 

or 

OR (ii) Either ai A or B pass in one of the 

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

nanely, Wood work, Metal work or 

Mechanical Dranirg. 

OR 11eligion Course 

One of the following 

(i) Candidates applying for courses in Buddhism, 

Christianity (R.C.) Hinduism or Islam should 

have passed the relevant subject at G.C.E. (O.L.) 

or Bonior School Certificate Examination 



OR (ii) ither s4 A or B pass 

religion at NI.C.G.E. 

in the subject of 

Aesthetic Course 

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

Western Music will be conducted under this subject. 

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

on the basis of seniority of the applicants 

those candidates applying for the Aesthetic 

Education Course will be selected for admission 

on the results of a practical test on the relevant 

subject. 

Art Course 

One of the following: 

(i) A certificate in Art from the Govt. College 

of Fine Arts (Three year course in Art) 

OR (ii) Teachers' Drawing Certificate 

Sinha]a/Tamil/Engl ish 

OR (iii) A credit pass in Art at G.C.E. (O.L.) 

or Senior School Certificate Examination 

OR (iv) Either ,an A or B pass 

N.C.G.E. Examination. 

in Art at 

Music Course 

One of the following -

(i) Final Intermediate Certificate in Music 

of the Sri Lanka Gandharwa Subha or the 

Fianl Examination in Peradiga Sangeetha 

Examination or JAthika Natun Sangeetha 

Examination. 

(ii) Intermediate Certificute of the 

College of Music. 

Govt. 



OR (Iii) 	 Certificate in Music (Grade 5) of the
 

Northern Ceylon Oriental Music Teachers'
 

Ansodiation.
 

(iv) Intermediate certificate in Music of
 

any recognised Jndian Institute in Music.
 

Oil (v) A credit pass in Music at G.C.E.(O.L.)
 

or a pass in Music at G.C.E.(A.L.)
 

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

Examination. 

Dancing Course
 

One of the 	following
 

(i) Final/Intermediate Cortificate in Dancing 

of the Sri Lanka Gandhaxwa Sabha or the 

Final Examination or JathLka Natum 

Sangeetha Examination. 

OR (ii) 	 Intermediate Certificate of the Govt. 

College of 	Dancing.
 

OR (iii) Intermediate certificate of any recognised 

Indian Institute of Dancing. 

Oi (iv) A credit pass in Dancing at G.C.E. (O.L.) or 

a pass in Dancing at G.C.E. (A.L. Examination. 

OR (v)Either A or 3 pass in Dancing at 1.C.G.E. 
E: =,iina t ion . 

Western Music 

One of the following 

(i) A pass in Nlestern Music at G.C.E. (O.L.) or
 

Grade (V) of a recognisod graded exanination.
 

OR (ii) 	Either aun A or B pass in Western Music 

at tl.C.G.E. Examination. 
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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:­

(i) Teachers at present in service with
 

1st, 2nd or 3rd Class English Teachers'
 

Certificate.
 

(ii) Teachers appointed as English Assistant
 

Teachers.
 

(iii) Teachers who has obtained a Credit pass
 

in English Language and/or a :"credit pass 

in English Literature at G.C.E. (O.L.)
 

or Senior School Certificate Examination or
 

a pass in English at a higher exam.
 

ArabicCourse
 

One of the following ­

(i) A pass in stages 1 and 2 of the Al-Alim 

Preliminary Examination held by the 

Commissioner of Examinations. 

OR (ii) A pass in the Final Examination of the
 

recognised Madrass Institute.
 

Special Education Co.Lr3e (Sinhala Medium)
 

This course in 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
 

Tie special entry requirements a:e needed to apply for any 

one of these courses. Any candidate may apply for one of the courses 

with the general entry requirements. 

Candidntes from the Pirivena arid Aeisted schools for the blir 
deaf and mentally retarded should have Lonpleted one year of continuc 

service as teachers. 



Scheme of Evaluation 

1. External Examinations 

The external examination is conducted by the 

Commissioner of Examinations in the ten subjoct areas. 

A pass in this Examination is obtained by getting over 35 

marks in each subject. If a trainee fails to obtain pass
 

marks in three or less than three subjects then he is 

doomed to be referred and has to sit only for those 

subjects. If he fails in four or more subjects then
 

he has to sit the entire examination. An aggregate of over 

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

2. Internal Examination 

Internal Evaluation comprises 5 tests conducted 

during the 1, 2, 3, 4, and 5th terms as class room activities 

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 examinations board consisting
 

of Principals and senior 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 ,ork, tutorials, projects, 

assignments etc. An average of 50 marks in the 5 tests is
 

required to entitle him to a pass while an average of over
 

65 is required for him to qualify for consideration for a
 

merit pass.
 

3. Teaching Fractice
 

Four evaluations should be done during the 2. 3. 4 and 

5th terms. An average of 50 is necessary for a pass while 

over 65 is necessary for consideration for a merit pass.
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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 Educhtion:.(Teacher Education). They are graded on 

their (1) Professional achinvements 

(2) 	Presentation of assignments, Projects
 

(3) 	 Other project work assigned like teaching 

aids, lessons notes etc.
 

Certification
 

The award of the trained teachers certificate is based on the
 

trainee's achievemeat of the standards laid down in the four under­

mentioned areas.
 

1. 	 External Examination 

2. 	 Internal Examination 

3. 	 Teaching Practice 

4. 	Viva, Project work and Presentations at the
 

end of the one year internship period.
 

The final mark for each of the subjecs. iS determined by integra 

60% of the marks obtained at the external examination with 40% of the 

internal evaluation marks. The final pass mark for each subject is 

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

75 and above A Distinction
 

60 - 74 B Very good pass
 

50 - 59 C Uredit pass
 

35 - 49 D Pass
 

oo - 34 E Fail
 

The 	pass mark for Teaching Practice and Internship Evaluation Pri 

is 50%. The certificate is awarded only after the completion of the i, 

ship trainees who are sitU;ng for the Final External Examination at thi 

end of 1989 are not expected to undergo the internship. 



Teachers' Colleres in Retrosoect
 

Teachers Colleges continued to be the most important institutions J
 

providing institutional traininig to non-graduate teachers in service.
 

However, with the adoption of a policy of recruiting G.C.E.(AL) 

qualified persons and' providiag them pre - service training in Uew 
Colleges of ;ducation, it was considered that TeacheuColleges , would
 

no longer be required, once the bacl:log of untrain-d te-achers were trained. 
It was , therefore felt that :hat .-,as required was sufficient number of 
Colleges of 2ducation to meet the training needs of an annual intake of
 

nearly 3000 new teachers recruits. This also led to a general neglect 

of teachers colleges. 

Teachers' Colleges, had chan;;ed very little 
over the years. Content of
 

of professional compo-.nents, nature of teaching practice, methods of 
training did not cirince substantially. Some of the changes introduced 

did not last long:. This :as true of the various efforts made to improve 

practice teaching, to introduce commiunity education into the curriculum 
and to use new techniques of training li-:e micro-teaching, simulation 

games etc. A note-worthy improvement made wtiich has survived to d.-te is 
continuous asse,cmentz of the performance of teacher trainees.
 

Prior to 170's Teachers' Colleges continued to be residential institutioP 3.
 

Relaxation of the r2sidential re :uirement during the early 1970'S is also
 

considered to have adversely affected the quality of lLfe and learning
 

in the Teachers' Colleges.
 

Failure to follo; a well planned policy, b.sed on the experience gained 

during the proce.;s -' L plc,ientation, intoductin of frequent changes in 
a :"" : .' ,hi It ua::ar,, i';.i:v ,: : it ae : :-a iOn ts-, r
 

fcazibillt':, Mnak!::: zian :e w;ithou t fuli.illing ocL1 
 rcqui 'c::ient.j -hhi ch 
those chances called for, lack of a consistent a:,! dlear procedure for 

curriculum development, and curricula% evaluation, vido educational 
standards of the teacher traines although the minimum qualification for 

entr-j was G.C.E. (OL), rela:ation of 10,c residcnti.l rule resulting in low 
level of partici.ation in both curricular and co- curricular activities, 

lack of adequate teaching learning reso'ces, complete ab:;ence of 
opportunities amid facilities for professional devolopmcnt of' Teacher 
2 ducXorz- and shortcotnin~s in admini tr-ation and marngement o.' tiie ins­

titution- are consi.ecd to be some o-" the major reasons, which account 
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for the decline tiat was evident during- the last 2 decades. 

However, teachers' colleges will Ihve to continue to share the res­

with theponsibility for training of non-graduato teachers in service, 

Distance Training Prog-ramme. As the re:ort on evalU-Ction of the distance 

many teachers would prefer institutiCtraining programme points out 

training if givcn tie choice and that there ato jur.t as many who prefer 

distance mode also becuase of their family responsibilities. Continuino 

recruitment o' non-graduate teactors other than these admitted to college 

of Education for pro-service troining, anr! the preconce of a backlotg 

of untrained non graduate Teachers estimated to be around 40,000 by thv 

end of 1998 will continue to place a demand on Teachers' Colleges for
 

many more years to come.
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Teacher Education Programme in 

Colleres of Education
 

Shortcomings, in the existing teacher education system
 

ere pointed out by a number of Committees which looked into
 

educational reforms during the last four or five 
 decades.
 
C.W.*. Iannangara.1943, J.E.Jayasooriya 1962, V.K.G.de Silva
 

1966 and i3ogoda Premaratne 
 1979 have all made recom:nendation4 
for quality improvement of teaicher education in Sri Lanka
 

(7ickra.naratne 1985) 
 In 1901 a policy statement had been
 

made in the 'hite Paper expressing the idea that a net7 concept
 
of pre-service teacher education nould be 
put into effect to
 

overcome many problems and short comings that the existing
 

system of in service teacher education had "the present
 

three years course would be changed to a one year institutional
 

course followed by a year of internship in selected schools,
 

taking into account that the. minimum qualification for
 

recruit::ient to the teacher profession would be 3 passes in 
the
 
University Entrace Examination. 
 The inistz- of Education
 

decided as a policy imparative that all the recruits to teaching 
profes:ion would be given pre-service initial training in teacher
 

Education before they are appointed to 
school 'as teactiers"
 
(Education Proposala _far reporms 1981) "To 
develop oducation
 

the teachers quality 
 should be developed. The professional
 

education that a teachei obtains ,should be of a level where
 
the national 
 goals and ajpirations are achieved:those who enter
 
the teaching service should be able 
to face successfully the
 

challenge thrown at by the intelligent pupils in schouj.s and 
to fulfill successfully tile task. of turning out tle younger 

generation into 
a fruitful human resource, the expectation is
 
to change the belief that any body could effectively garry out 
the job of teaching ito select a group of people to 
the teaching
 

profession who have attained a hi,,.h inteligence level and to 
give them professional education about the sorvice that they are 

http:V.K.G.de
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going to embark upon before they take over the task oi
 

teaching (iHanil Wickramasinghe, Hon. Minister 1985)
 

In October 1985 five colleges of Education
 

namely -


I. Sariputta College of Education for
 

Religious Education.
 

II. 	Hapit-'ama College of Education for
 

Primary Education.
 

III. 	Siyane College of Education eur Science/
 

Iat'hametical Education.
 

!V. Pasdunrata College of Education for
 

hnGlish Education
 

V. Hlahaveli College of Education for
 

Frimq-ry Education
 

VI. Sri LanLa Colle'e of Physical Education 
.were officially established and the students were taken in for 

the new pre-service teacher training programne,
 

(Inauguration Sourenir 1905)
 

Objectives
 

The objectives of the college of educ..tion are very
 

briefly sumnerized as follows:
 

I. To produce teachers prossessing the
 

necessary knowledge,skills, attitudes and 

qualities in keeping with the goals set 

in the field of teacher education 

2. To zontribut ., the professional development 

of .itaff as well as the general standard of 

teacher educ, tion in the collel.us of education 

through the exclittui;e of physical and human 

r isourcos avilable in the colleles. 

http:collel.us


3. To develop the standard of educ:..tion in
 

the schools. mround the colleges of
 

education throul:h the development oi.
 

their curriculum, teaching apparatus 

and the supply of a guidance service. 

4. To participate in educational reseatrch with a 
view to understanding the problems, of
 

education.
 

5. To contribute to cormunity development
 

(ColleLes of Education Handbook 
 1985)
 

Organization and 2;ui' reict 

The ColleCes of Educ:ition a-re vested with the 
power ­

(1) to provide courses of study and training
 

programmes lending to 
the award of deg(rees,
 

diplomas and acadmic distinctionsof 

the institute which are recogznized 

as teaching qualific:tionB under the 

liational Institute of Education Act No.28 of 

1985.
 

(2) to hold with the concurrence and under the
 

supervision of the Institute Yexaminations 

for the purpose of ascertaining students of the 

colle e . ',ho have reached tloe standard 

pre2 scribed by the institute f~r the a" 

.of such degrees, diplomas and academic 

distinctions
 

(Colleces of Education Act N1o. 
 30, 1906)
 

and (3) to conduct training_ courses and tenching;
 

programmes for tencliers and otlier personnel
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in the education system and a;--ard 

degrees, diplomas and other academic
 

distinctions to persons who have 

successfuly completed such courses and 

program:iies and have passed the prescribed 

Examinations.
 

(lational Institute of Education Act Iio.23 - 1905) 

The President is in overall char,.e of the Colleges of 

Education. Directly under the president are 2 vice presidents;
 

the vice President (Administration and Binance) and the Vice
 

President (Acndc:.,ic) The president is also aC isted by a 

Board of studies whose main function is tot advise him on 

the maintenance of discipline. To facilitate the efficient
 

functioning of the college of Education it is divided into
 

two wings.
 

1. An Adinistration anjdfinande wing 

2. An academic wing
 

The trio .winLgs function under the guidance and supervision 

of the two vice Presidents. Vice President Administration has 

under him, Hlostel warden, Lecturer Coordinator, the Registrar 

and the Inspector of works.
 

Vice President (Acadamic) is in chare of all academic 

activities and he is assisted by two Deans .';ho coordinate 

the activities of the lecturers on the one hand and on the 

other hand the lecturer Coordinator who coordinates the 

activities of the Audio Visual section, the library, the Academi 

Record Hooms and the Recreation section of the colle-e (College 

of Educat'on Hc'.nd BoAjk, 1905; I:anuv..l of instructions for College 

of Education, 1985) 

1,nroln::ent of -SLudents 

On]y those who inve pa.csed, atleant on thref nubJects 

in one sitting at the U.2.5. (Adv.nced Level) and who are 

r 



betwzeen the a,;e rante of 18 - 22 can seek admiscion to tlhe 

courses in colle(es of education. The marri,,d stu ini ts are 

not entil.ed to apply for' aduis::ion to collc:es of education 

nor can they got married until 3 years of course period 

is over. The admissions are done on the basic of an in tcrvie, 

wheve special consideration is L'ivenl to tho:se :11ho have special 

achievements ini acodemic uind cocurricular ac tivi ties, those 

who have show';n leadership qualities taken part on social 

service and community activities and those wzho have held 

positions of responsibility in their schools and co,:iunlity. 

(Manual of Instructions - 1905) 

The selection procedure has been suchI that the students 

with lot of potentialities are being selected to colleges 

of education. Almost all these students are qualified to 

Gain admissioni to the Univcrsity courses. The lack of 

accom::odatiorn in universitics has kept them out. lloweicver 

they are qualified to persive university cduction as extcr!,.al!J 

studen tc 

'Ele academic year of colle'crs of educationl is fixed 

from 1st ,:to er to 19th of JUly of the follo-ing year. 

(IHand 3oolc for colleges of Education 1905) The Calender 

of the academic year is given as follovs: 
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CALLDA OF TIM, ACAD.2C YEAR OF COLlJG;:S OF rUCATICII 

Term & 
 No.of
 

Vacation From To Working 

Days
 

First Term 
 1st of 21st of 67
 

October December
 

c.ri End 22nd of 31 of
 

Ht-idays December 
 December
 

Second Term 
 1st of 8th of 76 

January April 

Term End 
 9th of 20th of
 

Ilolidays April April
 

Third Term 	 21st of 19th of 71
 

April July
 

Term End 20th of 30th of 

Holidays July Septmb: br 

Tota No., of days: 214 

(Manual of Iistructions z 

for colleges of Educt.tio 1i, 1E
 



The dav's T me Table Given to students of colle,:ea of 

education is the same for all the colleg:es and it stipulates 

work from 0500 A.M. to 10.00 L9 . 

The DAily Time Table for Week Days ­

from Monday to Saturday 

Hours 

05.00-- 06.00 WYaking- up and gettin, ready 

o6.00--"06.30 Physical Fitness exercises 

06.30.- 07.00 

07.00 - 07.30 Breakfast 

07.30 - 07.45 

07.45 - 00.00 Morning Assembly 

03.00 - 09.00 1st Period (academic prorramne) 

09.00 - 10.00 2nd period 

10.00 - 10.30 Inteir;al 

10.30 - 11.30 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 period 

16.30 - 17.00 Interval 

17.00 - .1-.00 Unscheduled Activities 

13.00 - 19,15 Dinner 

19.45 - 20.09 

20.0'.) - 22.29'slf t'dy 

22.30 Bed 'ime 

(lanucil of Instructions for 

Colleges of Lducntion - 1905) 
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It is made essential that the studcn ts should be 

residential du4rng the scssion times, the objectives being; 

to develop attitudes for Croup activity to bo:" able to 

take part in'syctainatic and specific daily activities and 

to Give an opportunity Bor _l- the trainees to be in full 

participation of activities organized by the colleLg of 

Eddcation. 

(manual of instructions 1985)
 

Thin has been a change from the existing system in other 

teachers colleges where it is not made compulsory for the 

students to oe residential for the full periol' of the course. 

The trainees in the collc;es of education are not 

entitled for leave duringl the term times. The trainees should 

be in their hostels of residence on public holidays and five 

days, so that they could participate in activities orgniized 

by the collc;c of education. fHowevr for very spccia. reasons 

the president ha the powier to gUve leave to a student for a 

period not -.xceeding three dziys, on the recomiendations of the 

Vice President academic.
 

(f.1arual of Instructions 1935) 

The total work schedule In colleges of educt.cion is 

ascu:ied to be planned with the objective of developing 

balanced pe-rzonrilities in tt±ines. 
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'he Cur'riculum 

mTo curriculum of collc,,oc of Educatlon conoiatn' 

of 4 areas ­
i. Frofessional Education
 

ii. cnerl . Educ r tion
 

iii.Academic Education
 
(Area of specialisation) 

iv. Unscheduled a.ctiviti(:. 
(co-curricular activitics)
 

F.ofecuiomoJ. Education Includes 

I. Psycliologic:.o Foundritions of 1Education 

II. Ililooophical ajid Sociologicz1 

Foundation of Education 

1iI. ilc-.urcmi'mt and Lv-luation of Lduc-tiorn 

IV. ducational ';uidance wid CounucllinL 

V. Trcinds in Education 

VI. School and Comn:iumity 

VII. Educattionl 	 I ractices 

';cncral Education includes 

1. [Notler tonuue 

Ii. Ell(-,ishl 

I[I. Rcligion nnd Culture 

IV. llelLth and Ihysical Educationm 

V. 	 Actietic Educfitlon 

(Art, Uusic , L 'lnt:) ,-(1 

VI. Life Skills. 



Academic Education includes one of the following areas of sprcial: 

I. !Mathematicn, and 3cience 

II. Primary Education.
 

III. EnClish as a second lwiGuage 

IV. Health and i'hysical Education 

7. Aesthetic Education 

VI. Technical Educution 

VII. IIme Science.. 

v111 Religious Education
 

Urscheduled activities (co-curricular activities) 4ncludes
 

I. Sports anrd Athletics
 

II. Culturr.Jl Activities
 

III. Pocietieq and Clubs 

IV. Scouting and Cadetin-

V. Self Learning
 

The total number of hours of work is estimated as 28GO 

(Stoff Development Document - Developing curricula 

for colleges of Education 1985; M:anual of Instructions 

for ColleL:es of Education, 1905) 

A novel feature in the proposed c6ureco is what is given 

as "Lducrtional Frautices" "'!ie general tendency in delivering, 

most of those materi_s ill the ioundation Courses in Educition 

is to prcscnt tlhem ill the forn'. of abstrrct theoricc, aud 

the student is expected to a-.|piy these theories in concrete 

educational situations . 'ut the leap from abst:act theory to 

concrete application becones more difficult 1711C11 the time 

lapse between the acquisition of theoritical !know;led~c 
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and its application in concrete situation is wider. Therefore
 

the need for opportunity for reguler and continuous practice has
 

to be recognized "Educational Practices" is an attempt to meet
 

this need".
 

(Staff Development Document Developing Curricula for
 

Colleges of Education, 1985.)
 

It is intended that for each of the instructional
 

courses, a "Folder" or a "Course ianual" containing the basic 

materials required for its successful dilivery be 2 provided
 

to the tezicher educat:orm. The general format for course manual 

is as follows:
 

1. Introduction to the Course
 

II. Course objectives
 

III. 	Course content or syllabus
 

IV. Teaching Strategies to be employed
 

V. Course requirements
 

VI. Scheme of Evaluation and 

VII. 	References and supplementary
 

reading materials.
 

The strategies or techniques of teaching adopted
 

in ccleges of education are lectureo,,Group discussions 

Seminars, Debates, Team teaching, Role playing, 

Simulation,observation, Experimenting, Discovery 

'ethods and Diagnostic method (Staff Developricnt 

Documents 1905) It is an effective feature that 
the lectu-e .neth.od has been v°ry much discoura cd as a thod 

of teaching atleast in some colle Les of education, while group 

activity, discussion, project nork and discovery - methods are 

encouraf;ed (Aiaraguasekera 19'7; Senadhecera 1907) 



Evaluation Procedure
 

A combination of formative and summative evaluation
 
procedures are being folloried by colle;es
the of education in 
the assessment of student progress and finally for the purpose of
 
certification. 'Te system of continous evaluation 'which is
 
in force for total 
period' of the course, is bding effected-by
 

means of
 

Projec ts/assignments,
 

In terv .ews
 

Unit Tests
 

Observations abd
 

Periodical Examinations 

The areas which are subject to evaluation ar? as follows: 

I.Subjects in Profensional education 

II. Subjects in General educatio,
 

III.Subject areas 
 in Special education 

IV, School Practices
 

V. Co-curricular activities
 

VI, Personality and
 

VII. Integrated Project 

(11oard Paper 11o.1 1907) 

The continuous evaluation scheme for the first yearstwo 
of tne course is carried out by the academic staff under the 
sunez-rvizion of theiAtern-al Lvaliation Committee .;hich con;ists 

of 

I. The president of the College of Educvtion 

II. Vice President (Academic)
 

III. Deans and 

I7) TWo Senior Lecturers of the collej-e. 

(3oard Faper 1o.1 1900) 



The external evaluation of trainecs,wiich is effected 

by means 	of a written examination is orga.nized by the Inter -


ColleGe Evaluation 3oard, consisting of
 

I. Chief 	Com-i.:-ioner of Collegec of Education 

II. 	 'I,7o representative of the internal evaluation 

Committee of cach Colleg,,e of education 

III. All 	 rresidents of Colleges 

IV. 	Commissioner of Examinations
 

and V. 	 the Director,of Institute of Teacher
 

Education of the HIE.
 

oly the 	 Frofessional Subject area and special subject area 

are 	subject to external evaluation by the Inter-Collet;e Evaluation 

Board and the examination is conducted by the department of Exam­

aminations on behalf of the Hiational Institute og L'ducation, which is 
authorized agency for-holding examinations and awarding certificates 

The weightuIe betwieen the internal and external evaluation is 

to be of 50 : 90. basis. 

The criterion for evaluation, weiglhtage given for 

different areas how external internal areand the and marks added 

for the final evaluation are explained in tile following table.' 
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Allocation of marks for internal and external 	evaluation 

ExternalComponent of 	 *ieij'ta.e e rnal 
marks marks
Evaluation 


1000
1. 	 Professional Educaticn 05 500 


200 ­2. General Educttion 02 


500
3. Special Education 05 	 1000 

4. Educational Practice 04 	 400
 

5. Co-Currioular 
Activi ties 0 200
 

.6. Personality 01 100
 

01 100
7. Project 


TOTAL 	 20 2000 2000 

(Board Faper 110.01 - 1988) 

Decision regarding,Internal and external evaluation Vill
 

be taken by the inter-College Evaluation 3oard subject to the
 

approva-l of tihe Academic 3oard of the ;:IE, which normally directs 

the Inter Colle:;c Evaluation Board with regard to the ,3chemcs of 

internal and external assesrnents leading to the a.ard of 

certific:.tes.
 

'lle scheme of evaluation in colleLes of education is 

a new feature which vas introdu:ed to the teacher education in tihe 

institutioncal system. Ile scheie of continuous evaluation wan first 

introduced into teacher education in Sri Lanika in the case of 

Distance 2eachei' Education. 'he fir:,t batch of te:-cirers ;-,ho 

followed the three year course of diotance education passed out 

in 1907 havintg successfully completed the 	 internal and external 

evaluation, procedures employed by distance education.
 

The system of continuous evaluation has had its expected 



"(58 )=
 

effects, in the way of motiyating the trainees 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 administrators too have benefitted 
by the continuous evaluation system in that they nave been able' 
to carry out a better job. of work and in the long run it has
 
brought about an overall quality development of the Teacher
 
Education Course. results the and
The of interna.l external
 
evaluations carried 
out so far stand proof of success of the
 
scheme.
 

Internship Period 

At the end of the two year institutional teacher 
Education Course within the colleges,the teacher trainees have
 
to undergo a period of internship before certification. The
 
internship is one year full time attachment to a given school
 
under the direct supervision of the Prificipal of the school
 
and a competent teacher from 
 the same school (Scheme of
 
Assessment of Internship 1957).
 

Putting into practice the. theor-tical principles learned
 
whilst in the institutionmaking )Jthe trainee enable to get
 
first hand experience in understanding the child for the purpose
 
of facilitating learning to him, getting first hand experience
 
in using 
teaching aids and other resources in the classrooms, 
gaining experience in constructing and administering appropriate 
attainment tests, give an opportunity to the trained to organize 
and implement progra~ies of co-courricular activities in the 
school, gaining' experience in classroom management and organization 
of the schoul, -nd gaining experience in promoting and developing 
good school community relations are some of the objectives of 
the internshi training in the third year of trainingthe 
course. (Scheme of Assessment of Internship - 1907) 

The trainees are posted to schools within a radius of 
30 mos from the college of education.
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During the internship period the trainees are expected
 

to fit into the routines k of the school to 
which trainees are
 

assigned and develop positive working relationships with Principalj
 

Senior proficient teacher/other teachers on the staff, embark
 

on a case studj of the school, participate in the schools 

teaching programme for not less than 20 periods per week and
 

assit school in the co-curricular activities.
 

(Programme for Inteimship Training, Pasdunrata college of
 

Education, 1987)
 

Makir.g the Internship training given in the third year
 

of the Teacher Education programme in colleges of education
 

as a compulsory component is an effective change 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 which is held at the end of the two year period of
 

course work. The existing teachers colleges however provide
 

a Inservice Teacher Education courses while what is given at
 

colleges of Education is a pre-service training course and the
 

internship training provides the pre service trainnees with the
 

necessary skill development in teacher education. The success
 

of the internship training great' depends on one hand on 

the nature of guidance given to the intern by the Principal 

and the competent Senior teacher of the school, and the
 

lecturer of the college of Education who supervises the intern's
 

work during the internship periods and the level of organization
 

and management of the school 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 tho latter cond-it~on 

The colleges of Education were given the authority to
 

develop their own detail plan of the Internship training based 

on the main guidelines provided in the NIE. 

I- 2 
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The President and his staff, tbe 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 scheme of each college of Educntion. 

The assessment of the performance of trainees during 

the period of their internship, is conducted on lines 

suggested by the Inter.i College Evaluation Board according to 

which the traineesare assessed on &,five point scale and the 
minimum grade required for a pass is a 'CI (Scbhts of Assessment
 

of Internship, 1987)
 

In the schools that the trainees ars posted to, they 

are expected to work as permanent teachers of the 

staff, though these trainees are not enjoying some of the 

rights and privileges enjoyed by the regular staff. 

The trainees in addition to the teacher programme
 

are expected to carry out 3 projects in their schools related 
to educational practices.( Programme for Internship Training -

Mahaweli College of Education 1987.)
 

The interns posted to schools are assessed under
 

4 categories.
 

1. General behaviour and the routine behaviour of the 

trainee within the class room and outside the
 

classroom, but within the schoolalong with 

his personality characteristics are assessed 

under a fLve polit sc,.e by t~ie princinal of the 

school to which the trainees ere posted.
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2. 	 The second category of assessment is 

done by the competent senior teacher in the s 

in tihe 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 S.T.20 marks
 

II. carrying out instruction 
(teaching) - 60 marks 

III. classroom management - 10 marks 

IV. Teacher Personality - 10 marks 

3. 	 Thirdly the trainee is assessed on a five point 

rating scale., by a board consisting of the
 

Principal,the senior teacher end the 

teacher. He is assessed on the general
 

personality charasterizt'.s, his association
 

with others in the school 'professional
 

attitudes, community focussed attitudes
 

and on his overall performance.
 

4. 	 The fourth category of assssment is done 

on the 3 projects that the trainee is expected 

to 	carry out dLrinF his intership period in the 

school. The ajsesnant is done either by the
 

lecturer or the senior teacher in the
 

school and the marka are given out of 100. 

All four categories of assessment are taken into 

consideratioR for completing the final score/grade for the
 

Internship training period. 

(Programme for Internuhip Training - Mahaweli 

College of Education, 1987.) 
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Due to shortagea .taff the College of Education for 

English Language teaching, at Kalutara gets the assistance 

of English Language Teaching expertise available in various 

educational regions of the Island for effective supervision
 

and monitoring the Internship Training Programme for 

Teacher Trainees of English. College of Education, 

Regional Directors of Education, Prinoipals and Senior
 

Teachers of schools to which the interns are posted and the 

professional English Language Teaching staff available at the 

regional level, work in planned'partnership in the progranine. 

The trainees are accommodated in schools in 7 Educational 

regions. The Senior English Teacher of the school is in charge 

of the two interns po3ted to the particular school. The 

principal is responsible for overall supervision of the 

interns at school level. Ten interns are placed under the 

supervision and duidance of one Field Supervisor selected 

from the Regional Professional English Language Teaching 

Field staff (Scheme of Assessment 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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CITTIFICATICI flrUIzRILiTs 

Grade Requirements to be satisfied 

of Overall Minimum Grade Requiremnt,tc be obtained 

Certificate Average Professional Special Educational 'Internsh: 

Area Area Practice Asseamei 

Distinction 
 75% or 15% 75% 75% 4k
 

Pass above
 

Merit 60% to 55% 55% 55% B 

Pass 74% 

Ordinary 40,o to 35, 35% 35% C 

Pass 59% 

(Board Paper No.1 - 1988) 

It is expected that the Diploma in Teaching Certificate 

will carry a special salary scale.when they are posted to 

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

will lie somewhere between the salary given to trained
 

Teachers certificate and the salary given to teachers holding 

basic bachelors -degrees. 



Colleges of Educatiin !P Retrosoect. 

Introduction of Colleges of Education as a new strategy for the 

education of teachers represerits a very important event in the history 

of teacher education in Sri Lanka. A clear policy for providing 

initial pre-service training to new teacher reqruits has been for­

mulated for the first time and a carefully planned scheme for the 

implementation of this policy has been adopted, On the one hadd the 

begini'; of tiis programme represents an effort to meet a long felt 

need to train teachers before beinS sent to classroom. It is also 

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 )f vl'lted measures. IMlinimum educational requirements 

for entrance to colleges wiere raised to ,G.C.E. (AL). 

The cui-riculum in Prfesoienal jeneral education and specializing area 

was rcvised and updated, certain subjects area: lil:e school and community, 

cu_-riculum an! guidance anu measurement and ev2luation Leccived enhanced 

recogrition by being treated as sep-ate subjects. A systematically
 

planned program:.e of cc-curricular activities was introd.-ced as a-meanz 

for promoting" personal and sociJl deveS)pment. .*hilc compulsory 

resid.ential requirement enabled stu-i'nt teachers to devote adequate 

ti•me on co-crricilar activities, the fact that they ,:ere all young 

and unma_-ried alo contributed a great 4eal to their fuller participation
 

in all activities of college life Actual participation in oractical
 

teauhing and other school activities have been ensured through a -,ell 

organized scheme of phased suuervised school practi4ces. during the 

one year after the institutionalinstitutional period and an inte nship of 

ner , of t-ainin . I m prov-mcnts t tchni-,ues of '-:--*"n r. : also 

been so ,ht throuT i the .c o :1 D ,ern7.,tho s an tec o1 . 7 ie other 

.O 'ii: .-. [I -. "I.-" C- J " 5.*.* 4---r?X-.. ..... ....... . .. ... ..... .' 

continuous evalvation of all aspects of learning and developaent '.hich 

the programme intended o achieve. Implementation of the c1anges 

thus introduced was facilitated thorough the provision of required 

material and personal resources. Colleges ,ere equipped with all the 

material and infra-structure facilities re"uired 7fforts vwere made to 

man. then with the ffull rquiremcnt of man power resources. v'or the 

first time, a conscious e.2fort ,w:as made to recruit person ...:ith high 

academic and. pro e:;-...on'il qualific: Lions I. the faculties of these 

institutions. 
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Apart from the improvements mught in the quality of teacher education
 

impartec., Colleges of Education were also expected to contribute to
 

the development oL" the standards of education in schools around the
 

Colleges, and to participate in educational research to gain a better
 

understanding of educational problems.
 

It was also thought that these colleges of ,- tucation otld confer 

enhanced status and prestige on teacher training institutions as they 

admit standards with higC' r qualifications - G.C.E. (AL), employ 

letc;z qualJ_ied persons as professional staff and has he,n given the 

right to confer degrees.
 

During their few years of e istence collegez hc'Le also attracted some
 

criticis, A 11 Colleges arc said to follo: a very hea-vy an,,, arigid 

schedule of activities, depriving trainees of Lime for reflective 

thinkirg, independent self st'dy croativ' "ork and group activities. 

The following observations appear to be rele;ant to some extent., to 

Colleges of Education.
 

" 	 A rationale sometimes used t ju::tity full tine 
residential training is its ootential for nurturing 
positive attit.des in'hot house' atmospherc. This may 
be so, but tiie fact i' th!.t dahil' lifo in :v'ny training; 
institutions, especially resi:in til, non yra'.izte oncs, 
isstultifring an strictly negul.ated with regard to 
con:iuct, dress an'.1 of personrr time even for nat!lre 
alnts. This muzt be detrimental to ,eroo:ial rro"wth and 
professionalism whi!ich places eriphais on aut-nomy, self 
regulation an' tie e::ercise of informed judg;emcnt and 
choice ". 

,
lind"° .. >'v 1 <' 

it is ".lso on. a:O','2 t.'a ti c:2":'cc o collets e 

Education contributed to the decline of Teachers' Colleges. Some 'of 

the t1eachcrs Colleges were closed down an' teir_, premises taken for 

openin;- Collcc 's. Thrin, the past few years, Colic, -'s 'Irr -a1td to ir'l 

enjoyed a dsproiortionately large sir-re of allocation for teacher 

education at tiic espense o, othr programmes o tachCr educ,tion. 



Distance Teacher Education Programme t
 

Distance education has been gaining in significance all
 

around the world. Its evoluti-Jn in print form spans a century;
 

in radio for'm half a century; in video form thirty years; in
 

multi-media form'about fiteen years; and in its moot recent satellite­

based form five years. (Karunaratne 1985)
 

"One can generally observe distance education being offered for
 

different target groups. First as a complimental model to formal
 

education, second as an alternative model of education at various
 

levels viz; primaxy and secondary, third as a training model for
 

teachers working at primary and secondary levels and fourth for the
 

general public taking the form of functional courses intended to
 

provide basic skills for better living (UNE CO/AFEID 1904)
 

In Sri Larka it in the third of distance educa;ion
 

that has been in practice at the istance Education Branch, c.rlier
 

under the Ministry of Education arA at the mom-nt under NIIE.
 

Historical baclground 

Distance Education facilities in a formal manner were
 

extended to the adult clietitele in Sri Lanka in 1980 in the form
 

of the open University. However in 1979 certain measures were
 

taken by the Ministry of Education to introduce techniques of 

distance education to supplement and overcome some of the existing 

weaknesses narticularly in the areas of school administration and
 

teacher training (UIIESCO/APEID) 1984).
 

Out of 156,000 teachers engaged in the school system about
 

35,000 were yet to receive professional education. As the school
 

system dcmands the recruitment of new teachers annually, the 

number of teachers requiring a professional education is ever 

increasin. , but the reqeurceo: and tw,;ining capacities of the 

tr.'Iitional teachers colle(-ts were unablb to expedite teacher 

education and an alternative system was needed. In the institutional
 

scheme the per capita expenditure Vp r trainee was about j.8OO/­

and in contrast the per capita expenditure per distance trainee was 

around ft.2,OO0/,, in 1985; with increasing numbers in student population, thiL 

amount wou..d further decrease. The experience has been that the 
untrained G.C.E. O/L ard A/L (General Certificate of Education 

Ordinary Joval and Advanced Level) qualified 'teachers as adult 

learnors prefer home O tudy courses which tend to be less cumbersome 

(Jayasekera etal 1985). 
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The Distance Education courses for Tr. Ed. ,ere reorganized undler 

the newly set up D.E. Branch ,-within the curriculum development 

and teacher education programe of the II.O.E. almost simultaneously 

as the APID launched a progrx-nmmo of sihpport to Dist. Systems and 

structures in 1980 (S.L. Status Report I06).
 

The first batch of students to follow the in-service initial
 

teacher education courses through Distance Education was recruited 

during the latter part of 1933. although the preliminary work hid 

been coummenced somewhere in 1931 (Jayasekera and Dharmadasa 1983) 

TWo courses of teacher education namely, Elementary Tr. Education 

course and Science / Laths 'Tr. Ed. course which are of 3 years 

duration thu:3 commenced for OL/AL teacher recruits for pro',idin" 

them with rofessional trainin:g. 

Dist-nce 3,!ucation Brznch of the M;'inistry of ,1ducation -.-as brought 

under the a6ional !nstitute of 1duc -tion in 1'87 and is no'- kno,'n a. 

thu Institute of Litancc :ducation (IDE). 

Prorramme Obiectives
 

1. 	Clearing the bachlcg of untrain:d non Craduate teachers 

in inservice by providing them aith professional trainin 

through Dist-n:e 2 ode. 

z. C:'.g .. 	 . . .. ... ,. L;.. 


seconiary school l-vels. 

3. 	 Leeting the rc:iiiroments of teacher needs of the current 

integrrted pr.ma-, school curriculum. 
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4 . Planning,designing and implementing coursen in continuing 

education for teachers in service. 

5 .',aking provision for developing in student teachers, the 

competencies which are necessary to be developed in effec­

tive and success;ful teachers, such as ­

- demonstrating kno.:ledge of subject matter, included in 

the curriculum of schools in Sri Lanka. 

- rMakini, use of relevant educational theorics for the
 

purpose of teaching.
 

- Demonstrating knowledge of physical, social, emo 'ional 

and intellectual development of the child. 

- Use of relevant teaching materials for teaching/ learning 

activities.
 

- i.aintaininL; ef cctiv interpersonal relations uith the 

school community.
 

- Using relevant and effective strategies in the provision 

of learning experiencer. 

- Maintaining effective school community relations. 

- Behaving in such a manner that the dignity ani honour 

of the teaching prnfe 5ion ,'i'r r'int, i: d. 

- I.Jentifying the nature and needs of learners for organizing 

teaching/ learning experiences.
 

- Abpting an an; ropr~ t- set of eti c, and playing teac'ers' 

rola in accordance aith the re'ui'ements o the national 

educa. ional systcm. 

- Constructing, developing, and using instruments of measure­

ment, for purposes of evaluation, of student progress and 

- Using effective and efficient manarcment procedures for 

or-ganizing learnirt activities in a healthy environment. 

(Handbook to Students - 1900) 
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Curriculum 

Distance Teadher Zducation Curriculum comprises of 3 major 

components. 

1. 	Common Subject Component.
 

2. 	 S)ecialisins area ( Either Elementary Education or 

Science - .aths ). 

3. 	 Frac ticul 2cacilinr. 

Common Subject Component; 

1. 	Professional education comoonent consisting of;
 

a). Principles of Iducazion 

b). Educational ?sycholocy 

c). 	Curriculm. Development,
 

d). School !Aan.'.gcment 

e). MIeasuremect an,! Evaluation and 

f). Community 2ducation. 

2. General Education component corzi:3tin- of 

a. Health an' Fhysical Edu'ation 

b. Religions
 

c. IMothcr Tongue (Concepts) 

Specialisin-. Area 

Elementary Education course 

- M1oth r tongue. 

- M',athematical concepts) 

- Environ:ment Stuics. 

- Aestnetics anI creativity. 

Science aths Course 

- .;athematLcs.
 

- Science.
 



=(70)= 

Practical Teaching 

Practical teaching component consists of 

1. Practice in teaching skills during contact
 

session using teachdiques such as micro­

teaching.
 

2. Teaching in the schools under the supervision
 

of the tutor for a specified number of periods 

within the duration of the course. 

Or-.anization and M'.an'aement
 

The basic organizational structure can be considered at 3
 

levels.
 

A The central -unit
 

B The Region=l centres.
 

C The linkage betwaeen Distance Programme and schools.
 

The Central Unit 

The Central Unit in the Institute of Distance Education (I.D...) 

located at N.I.3 Maharagama. There are five sub-divisions; 

1. Course Production and Development.
 

2. Student Manwaemcnt and Administration.
 

3. Study sup;ort serviccz. 

4. Rcsearch ani >valuation. 

Thu Course Productionand Develonment. Divis.ion .iandles the writing 

of course macerialj through a team of course writers, some of whom are 

part-time. 

Student Manajcment and Administratinn Division is in charge of.monitoring th 

progress ot Ghe stuaents and up data student recorls. The distribution 

of learning material is also in change of this section. 
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The organization of programmes of rtuly an,! supervision of regional 

centros are in chang;e of stucW Supiort Ser"'c"s divi.s ons 

l Division charge conducing 

in to the eriectiveness of teaching material, the needs o the students 

availability of future clientolle • This Section also monitors the 

progress of teachers in cla.-s-room teaching and also about 10; of 

the assignments marked by the tutors. 

Resernh ant v-']uation in o research 

Development of staff is the responsibility of StafF TJevelonment 

division and regular workshoos are held for course writers, adminis­

tration and technical staff. 

Rerionnl study Centres.
 

The student support services is built aroun" 30 centres. These centres 

provide guidance and counselling to the student teachers. They also 

provide oportunities for the student teachers to inter-ct with other 

learn'rs ant engage in practical activity. Face to face sessions consi 

of one lay s tuI.y circles , t',a:o - da, practical se:sions an,, five day 

contact sessions.Practical sessions are for dancing music art an.'. scien 

prac tic.aln. 

Staff at Crntral Unit 

The I D E is man:-ed by a Director assisted by Chief Project Officer 6 

ProJ2ct Officers an:I Ascis tant pro.j,'ct Officer. (Sou--ce: ID-" :;IZ) 

There .re 5 Chie- Proj-.ct -'ic .. n 30 r J;j-'-ct C-'.iccrs. 2he curren 

.2 .: ' 2 2:2Q '1 1, n 
with less than 5(1 o b if a7located. rhoResearch and[ 2valuation 

i Land stu, y Sup ot Services Sections are par cu nr baly, off (graided 

Teachers 'Vzaouglh Dist .jn.:e .dducation 103). 

Staff at Re-innal Cnfres 

Regional Centr,-s are in change of a Senior Tutor who is awpointed by 

the Director i. D.3I. 'The Senior t,,to. is ascni:ted by a team of tuto 

bothtCull-time anid part-ti::e . There are ap) 20f) :vt-timooroni: r-tely : 

Tutors in val-ious speciali ties (rainin- 2eachers Through 3istancj 

E:ducation I33") 

http:Proj-.ct
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on 
Commenting on the Staff the Evaluation report/Zlistnnce Education comments 

that many coments were positive . However, they point out " Despite
 

these ratings however, there we_-e rather many negative comments per­

taining to th tutors in the open- ended questions. Sor,± of the tutors
 
were not e::nerienced enough to guide teach'2rs, :ere not sure of the 

m6dules, did not -:ay enugh attention to weak students and sometimes be­
haved on an authortar-ans way towards traine',s " (Training reachers
 

Through Distance Education 1900) There was also a suggestion to improve
 
the number of full-time tutors to enable the students to be better supur­

v,zed at school practice.
 

Entry[ Recuirements for Courses: 

A person iz entitled to apply for entry to one course only, Elementary
 

or Science/l'aths. Durinr- the first few 
 yc-rs the admisions were considered 

on the basis o:" seniority of service of the students. The graduate teacher: 

w'ho dra"wi the graduate te'2.cher scale of salary, thos:e who are already fol­

lowing courses in Teacher Lduction and those who have already obtained 
the Trained Te:chers Cert2 icate are not..am'nit.'ed for those courses. 
(Those who suce ssfully complete the recuie.. nts of the course are placed 

on the scale of sala_ - of '21ained Teachers, with effective from the date 
of their examination . Every applicant must furnish satisfactorj pro6f 
that he or shoe is (i) mo-ally sound; (1i) is a citizen of Sri Lanka, 

(iii). is unier 50 years of a;,e on the closing date of apolications 

(iv) has passed S.S.C., or English and Mlathematics/Arithmetic/Commercial 

Arithmetic in not more than two sittings and (v). holds an approved 

appointment as a teacher in a i-ovoc.nment or aproved achool. Those who 
seek admissiin to Sc/,aths Coirse shoul have a pass in Elemen tary 

,.... Lzh ni~ :"~ :a Ad7anez ::: an I t:o in Z,:):e0iolog, 

... .. . .. , 3otan' o_" Zo iy a the . 2... <CL), 3. .C. or 
II. should have a pass in Biology / Chemistry/Plysics /o any/ or 

Zoology and tw.:o passes in Elenentary '.:athmttics/?ure Maths/A.plied Maths/ 
or Advanced M;'aths at the G.C.L. (OL), S.S.C., or H.iN.C.E. or III. three 
passes in th2 G.C... (AL) in science and / or :athicmtis obtained at 

on sitting. 

(Han.book to stilents, 1903, Jayasekera & Dharmadasa 1905a) 

The courses are of tlr,2e years duraLtion. IIo',':cv,er, th period of study 
cnull be extenei to five .rs at the descret,,tion of the student. 



Methodolor,
 

The dist-'nce mode of learn&i.a: is ,loytod-r.Hethodology here implies the 

learning rratetJAlprovided, proctical experience, and contact sessions. 

Printed Laterial (jln1iS 

Modules are developed by a team of trained course nriters who write 

the materials un er the supervision of a full-Limo tutor attached to 

the Central Unit,]he module is the most importunt and basic lession 

materialused for the study courses, programmed through distance educat: 

The module is prepared based on the sequence of learning phases and re 

instructional events as developed in the information Processing Theory 

of learning by R.K'1,Gi.e: ( Jay.sekera et al 1054 

The numbers an. type of module making up the lemontary anX science
 

Mathematics courses are listed below;
 

Elcmentary Course Modules 

Professional Education 21
 

Health a:,d Physical Education 10
 

Religion 10
 

Sinhala/Tamil 20
 

Mathematical Concepts 19
 

Environmental Studies 19
 

Aesthetic & Creative Arts 6
 

Total 105
 

Science / Whea. tics Course Modules 

Professional Education 21
 

Health and Physical Education 10
 

Religion 10
 

,athematics 35
 

Science 37
 
Sinhala/ Tamlil
 

Total 122
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The module is " self - instruction" material . ach module contains 

assignments, 	 self-check tests and post- test checks. 

The volume of course material was Judged to be too much" however, 

explanations of new aterial vere deemed adequate by trainees on the 
elementary course but less th!n adequate by those on the science/1.1athematics 

course " (Training Teachers Through Dist.!nce Education 1908) 

DifCiculties 	were reported on obtaining certL!in modules on time. 

Contact Sessions 

Besides tho 	self instructional material opportunities for face to face 

contact between students and tutors is provided at the regional centres. 
Thrne different kind of face to face sessions are organized by the
 

centres. 	 I
 

(a) 	One day Stud, circles -About six per years are organized 
to help student with problems. 

(b). 	 f"'g- dr: ?ru'ctic:! se2:ions A total of ei,,-:ht per course 
is held for science practicals ohysical education 

and dancing. 

(c). 2ive day Contact Session A total of eight is held for 
total tc'cher personality developm nt. 

The contact session are much appreciated by the trainees is apparent 

from the table below; 

Course Useful Someha.' 
us eful 

t ;ot Useful 2otal 

Elementary 

Scie nce/qla ths 

06 

70 

! 

27 

) 

3 

100 

100 

Training Teacher Through Dist-ice Educa iin (19-83) 



T 

It io also apparent from the tabl2 that con tact session,; were judged 

less uceful by the science/ [lathe:natics students. Thzs was because 

pr-actical facilities are not available in the centres.
 

Teachin- P -n i--ce. 

The Distance Programme also makes provision for supervized teaching 

practice. The tutors are e::pectad to visit each trainee once per term 

to observe tie trainee teachiny, ofL'er guidance and ,liscu2s the p'2ogre: 

the trainee with senior members of the staff,
of 

tutors " SormThe Evaluation ca'rie: out state tiv.t due to shortage o:' 


trainees re,o:'ted only one visit from a tutor the three years befo,
on 

the examinati n" ( Training Teach-'rs Through Dist, ncc Education ,933) 

This in not surprising since there are an average of 64 tranees for 

every full- time tutor. 

?letho'is of Assessnent 

Assessment takes place at three levels. 

A. Student self tests 

3. Continous Ao.:;essn-nt through a.;signments 

C. Tests an i Examination.
 

These are short tests designed for self evaluation . The trainees 

regards t :-e as vraluabl2 aspect of the learning M:atrial (Dharm,dasa 

Jay.seL-r 1<5) 

are 

submitted to the re,3ional centre for -ralin,- usually an average of 

form assi;,nlrcnt.s Iave to be comple ted . The a:ignicnt grade account 

for one -ti.ird of the wor: a-':areded for the subject. 

includle i in each .o ule ( Lcara:,d:'- and Jzya,: :era i 85) r1i'cs 

The tranine iu::t sit for a .i,..l 2namination which is con.iuc tO, in 

two _arts .'2r:.ines who complete eighteen months of study after enrolls 

and have s tu i1 a minimum of 7 5 of the sch-luled eC" modue snumber 

ara eleiblc to sit tor Part I.Si:il,l y thos who complot,: the remain 

se~ment of 13 montlt - an.. . • nini '75,:'y! a ;ignm ,nt c n sit the 

.in:l part I- o,' th . in -:,i-n ( t', en V an bo 1903). 



Final Evaluation - Fart I 

Part I examination of. flnal evnluntioi will conosit 
of five o,,bjeets ii ench cou'ne. Studenl.n will bl­
required to presont theincelvea for a written tent in 

Table 1 eaoh of therm oubject. l'leane see Tnhlhi I below. 

Ccurre in Prlmiry Cource In 1l/nc.
Coilrno education lode of SubJr'cto lot Mode ofComponent nubjects for Part 1. testing Part I tet'ting, 

Profeusional 1. Profeuso,,al Written 1. Prof. Written 
Education Educntioii - I. educntiiom I. -

General 2. Religion Written 2, Religili Written 
Educaticn 5. Mother LWlgue Written 5.3(other 

toirmue Writ tell: 

Ac.deiic 4. LanGuage concepts 'Written 4. Ihatht; - I Written 
Education 5. Envi-onmrultal 5. Scl-"lce - I Written 

Studins 

Filal Svainttiol- Flart I1 

Part 11 examninntici of f Jui::l nvaltipt kitwill cutr!int of nix 

nubjects in each course. ,tudezti will be required to 
proreit themselves for written and/or prictical tent 
in each of' tlere subjecto. I'leane cre Tnble 2 below. 

Table 2 

Course Ill FrImriry Uourno ill Hl/Sc.
Iorse educ tion lodr of nubjrcta for Hode of
 

comp-lnellt nmbjectin 
 for i'art 11. teri lun'art I . tentin 

Prof. I. Prnf.educa tici 11 Ilr tten I. ('r, .lduc:iti ijeducn tion. 1I. Written 

2. Fduc itl il Practica 2 *'.huc. IracL1cr n 'rac Lica 
prcictices 

Cenme'.-a[13. Anrtl,,.tlc 1'ractical 5.A-1,i,'l, c 1'ractical
Educa Ion educ-It Ioin. fdi.:i, Jol 

,4. nlt At P:.N:. Irt telll .llnctlti .r.:. bcW/ritten 1 c L I lrnc tp r-A a I ca lI 



Unv::n In H/,cCou'i:e In 'rltirnry 

[lode of nubJectr; for [lod- of
Cnrse e(Ii'cnt iou 

11. tenting
 
component subjects for. Part 11. tentlnm P.-irt 


Acndemic 5.1atlematical Written 5. [latlin - 11 Written 

education concepts. 

Written Z 6. S;cience - I 11rItten & 
6.Creative and 
 prnctical


Aentlhetic activitien prnctJical 


,Criteria for awardinz 
passes
 

[i'he F'ril rnlrk ol)t:0 ned by aily c nd irlt e for ' 

thIe marks he/nlie obtainswill consist ofparticular subject 
the continuousat the written, practical (if thnre iq nny) and 


cont [mnounly nnrnentr1, ned
 
asn or.cetIt. Subjecto whJch are 


of ,ritteli and prictical will be
 
having both compimieritn 


Subjects hnving

given equal weirlitnu-a in thelir evaluntioi. 


will be evaluated in the

nnd wriLt -1 componenrtscontinuous 

ratio of 1:2 rer.:pectively. 

the schme of'
The following table illu.trnter 

evaluation.
 

Table 3 

1Final
H,-imum iark obtqined [lrximmfu

Exnrnil:tt ioll IuII")ec 


./r it I n Cy totalI lark 

I'art i 'rof.
 
500 100100 200Education I 

3o0 00I1 200lie I I oril 

[lother
 100- 3u0 
tongfue 10U 200 

100
- 500U100 200cor1ceptn 


00 I[00100 200 ­

..r! e lce [ () 20 - 51)0 100 
IlInt I 



Examinn tion )ubjects 

Part 11 	 Pro'. 
Educatior 1.1 

Educ.
 
prncticen 

Acthtihec Edu 

Health & PH 

Hlatho 
concepts 


Creative &
 
Aesthetic Act 


Hati.q 11 


Soir'nce 11 

I :IxJ IIurIi mark c, tn~ined I In x J111IM 

-r -c- i totai Fiial 

nuoum WIrit ten tIcnl obtainble mark 

100 200 - 300 IO 

- - 100 100 100 

- - 1()) 1O 100 

100 100 100 300 100 

100 20 - 300 100 

100 100 100 500 100 

100 200 - 300 100 

I00 100 100 300 100 

The f'iml m,.k obtaziod by n student for Pach s.bJrct excd'pt 

Educatioral Practice will be graded ar given below, ­

75 - 100 = 1) (DirtinctJoni pnn.) 

55 - 74 = C,'(Crdit pn!r..) 

35 - 54 = S (Ordir,-ry pass) 

0 - 34 = F (Failure) 

Harks obt.-jnrd for ."duc:!tional Pr ctices will be rraded as 

Given below ­

75 - I10 = Grade A 

60 - 71 = Grade B 

10 - 59 = Grade C
 

Below 40 = Grade D ( Failure )
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E;:xcept f0V FdlientIl nil ['rnel. icrn tilr miininilin mirk 
requirdd for a pnrn suibject betit a i! 35. For eucak-lni,I lir:rctlceal 

it will. ba LQ 

In sub.jr'ct. wherel.f, r, i:i a writleii well aaq an 

practical omporrient, each candl" 
 Le chould recco.-.rily obtain
 
at least a inimitin of 25 marks fit 
 thn prnclicnln, for hIIm to

be co, idered for a pann. J'veil 
 If th-e fitrl mnrk ie/ile obtaitn
 
fop 1i1e subject in que.:tion exceedr, 35, 
 rhe riot 

to be coinidered for 


he or :ii el gllr? 
a pans, unln.s he/nlie fins obtnrined at leant
 

25 ' ini tire practica In.
 

A student who obtainr at lp"nt 'S' pr.-Jr?, for all the
 
subjectn of the ex:nirnatho, Ir con!-.idvrrd 
 au. hiving, pals?:ed
 
the examinat ion. 
 A stident who ohbnlln 4 'S' grade. Ill
 
Part I, or 5 
'S' rrndes In Port 11, nrd ob'lain- at l,nnt 25'
 
or more for tihe other nubJect as tire c:'.5- fin.', but rl:u It Jitng
 
a m1liiurn nver 
li-of 55 or :bove for nll thii .ujrcte of th,
 
Part Is also deemed to have pa.nd 
 the part. 'I'1ij! coi,,eninioln
 
is not applJicahl 
 to Educ tional 'ractices. If lhe obtLain- lenn
 
than 257" in the nrub.Ject in quentloi 
 hre In sraid to have obt lmed
 
a referrr:d paso, 
 and Should comnpleLe the part at ti,! rrxt nittilng. 

If a studeiit Inlln in nron th.in oli subject, he ifa-ils
 
tihe 
 eit ire port, anid should sil Lirewlhole p1rt at tlj9 next
 
oprortu ilty.
 

Jii the lirt-l crrtiflc'tJni no cln-.r?-. or dlvi -ctis will 
be nwrded, but tire graden obtnrilrd for ench subject will be 
recordied ill Li' certificate. 

The certific-ite will be effective after a period of 
3 years from the d:ite of enrolement in the course, on the It 
day of the month which comer, after the date on which the final 
paper of Part Ii warS held. 

(2c.rd Papcr I:o. 17) 
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Distance Education in Retrosnect 

The dist,-nce education programmc was established with the ipedific 

purpose of clearing the backlog of untrained non- graduatc teachcrs 

in service as soon as possibig since the Teachers colleges alone, with 

their limited capacity could not handle this task. By the end of 

1980, science 14,473 teachers had enrolled in the 3inhala, medium Lnd 

Tamil medium of these, about 7000 te chers completed their756 in the 

training by end of 1908. This in effect is the largcOt of the training 

programmes available for non graduate teachers. 

(Dock A.7/. Dunca&A recent e r.uation the dist: nee education programme 

.A. and Kotl.wala, E.IM,. 1908' has arrived at 3 broad 'ionclusionsa 

1. The distance programme is functioning well and is achieving 

its 	main objective, i.e. the training o. non - graduate 

teachers. 

Internal efficiency of the programme has been found to be 

high with high retention and examination pass rates. The 

success, in the Cinhala n-etium prog:ramme in particular has 

been achieved through high levels of external an.. intruslc 

materials withmotivatign the mixture of high quality printed 

decentralized organiza­

tional structure ,hicn fosters close relations between tutors
 

had some impact upon teachin
 

rcftlalr face to face sessions and the 


and trainees. The programme has 


practices. Some improvemcnts were apparent although the dis­

tance trained t2-2a'r s continue to tech -ainl ,, through the 

" charts and talk" metho:*so 

2. 	 Distance Education has become est".blished among Sri Lankan 

teachers and educators as an acceptable mode of delivery for 

tocher training. 

The programme has gained o ficial recognition as offering a 

professional qualification eqcal in status to that offered 

by the Teachers Colleges . It hais al: o gained .aie acceptance 

amon,! teacherz., particularly those who prefer tostudy at 
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home because of their family responsibilities. In this respect it 

has been of special benefit to vio:-en. 

, non -graduate
3. Given the current levels of recruitment 	 of untrained 

teachers, 	 there will be a market for the cu!.:'ent dist.,nce education 

courses in the foreseeable 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 gra':duate teachers in recent
 

Besides
 years has left a large number 	 of untrained teachers in schools. 

Ministry hias estimated that it will need to 	recruit a further 4000 

another dec:.de. As the ­untrained teachers every year 	for at least 


teachers colleges do not have 	 tihe capacity to train such lnr.;e number of 

will have to shoulder the responsibilityteachers, distance programme 

for training a major poportion of these teachers.
 

The evaluation study has also 	revealed a number of shortcomings which
 

.emdrged from this. study relatedto practice teachir' . 9J1stance traineE 

are reported to have received inadequate guiance and supervision from 

their tutors, in practice teaching lack of necessary resources to do
 

study entails, particularly in science haspractical work which module 


in very little practical work in the programme.
resulted 

It is also pointed out that most of the participants in distance educat: 

or no facilities for
 programmes are from difficult 	areas with little 


have been 	 made to make comnencation forself st-i ly.- Althourh e. :o-tr 

this throu!1 very ccm:rehenzi':e modules an. conta:ct seszion there appoL­

-o . nc'd f£r r'ere centre .ith mprovc.! faciliti .-z. 

The Three 	 Prorramne of Teacher ''ducnticn 

of EducationThe three 	 pro:rammes discue::ed above, namely the Collegies 

Colle-es an 1 Dist nce Education represented 3 strategies orTe-ichers' 
in Sri Lanka for the trainin7 of non gra­approaches cI- 'ently followeJ 

Although the number of specialist courses o'fered by
duate teachers. 

training' of dii erent categories of teacherthe thr-e nro-ramnesfox, the 

courses for the t:'aininr: of vary all three pro:-rammes offer suecinlizt 

primar:7 school t- chers. Thu: in (general terms they s~u: to achieve 

same obJ,!ctive. 



The programmes hovever show a number of significant diLerences 

These differences are rel.tec; to the mature of the clientelle of 

each programme and the broad strategy or approach employed 

in conformiy with the neature of the clientelle. Colleges oC Zdu­

cation a]mits youn, unmarried students with recent G.C.E. (AL) passes, 

and who have had no teaching ex:perience ,Teachers Colleges admit teachers 

in service 'iho are comparatively older, most°?ahom are married, who have 

been recruited with the minimum qualification of G.C.:. (OL) pass, 

and ;:ho evidently prefer thi: mode of training,#Dint:tnce programme also 

admits teachers in service, who are comparatively older, most of whom
 

are married an. who have b .:n recruited to teaching with the minimum
 

qualifi isn of G.C.E. (OL) pasq Some of them chose this programme 

since they prefer it to others -;here as some chose it, as they have no ­

other choice.
 

Colleges of 7ducation are full tine residential training institutions 

which follow a more 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. Iethods of instruction use,! are direct and teacher pupil inte­

raction are also direct and more frequent. T'e-chers College are 

institution having both resi_,ential and non resoLdential students, 

following a co:.mon tim,_ tahle o;:ly for curriculLr activities wjhich 

extend from 8.00 a.m. to 4.00 p.m. M'ethods of instruction used here too 

are direct. Distance programme employsi the distance mode where by
 

training is transmitted through self instructional modules, assignments
 

and contact sessions.
 

Althcurgh the prci-rammcs are similr in terms o:' their broader componcnt2 

. , a !c:mic tic ! I t .... . '2he are 

signifi.cant differ noes amon;. then in terms of the content and the 

weightage of each component. These differences arc intimatley related
 

to the nature of' the clients who follow the 3 programmes anI the general 

strategy employed for training them. 

The concern for providing pro-essional training: to teachers before
 

they begin te:ichinc-,need to provide alternative educational opportunities 

for tho:;e who fail to enter Universities, e::istence of a hugo backlog. 

of untrained non rr-duate te:-chors so!'ie of wh prefer an intitutional 

trainin,- ,hil_ som- prefer to -tu-ly from their places of living due to 

fa!nily resoiisib ilities, ar.! 3o,2 of th! realiti's vhich Lem! to place 

a demand for all tlree mocs o'" training in the Zovcscabl(! future. 
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Up to now there has never been any investigation of the actdal impact, 

these different modes of training have had on teachers knowledge as 

well te.:ching behaviour as it manifests in actual classroom situations 

All programes seek to improve trainees kno',ledge of subject matter 

and teaching methodology related to the subjects they are expected
 

to te:'.ch and their teaching behaviour in class room. An evaluation 

of the imoact of these programme on the understanding and classroom 

behaviour of techers may reveal,ell each programme in peforming 

relative to the background of persor selected for training,the mode 

of training ad pted and the minimum level professional competencies 

exoecte.d frorii the kind of teachers these proGrammes 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), the 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
 

Institute 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-sev.,ice college of education,
 

and The 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 

teaching. The ultinate objective of the study was to determine whether teacher 

zrnining mak es 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 erfects and costs. In Sri Lanka, a
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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 work.
 

This study was undertaken at a crucial moment for :he educational system in
 

Sri 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 school 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 s'stem at an adminis trative level. in 9S 1 a White Paper developed by the 

Education Reforms Con'mittce spoke of the concern with increasing the quality of 

the teacher and to raise teachers to the level required by a renewed and more 

efficient 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) 'hat 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-se-ice 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
 

ratiin .....efeci': ....... r.... add..n, ts stu;.v also combined 

research with training in research and evaluation techniques, instrurnen: 

development, and data anal:sis. 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 reflected the Sri Lankan situation rather 

than using instruments th't. have been developed on the basis of other 

-3­



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 situation 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
 

treats 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
 

prcgrams, had :o be suscended indefinite>y 'ni 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
 

achieved its major gcals of providing indicators of program effectiveness and
 

costs, training and capacity building, and setting up the 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 rf the study
 

Previous research studies in Sri Lanka have found that trained teachers
 

make an important difference in school quality and that one trained teacher in
 

a school can help others 'n providing quality education to students (Cummings,
 

1988; Navarro, 1988). The strategy of the present research therefore was to
 

understand the main training programs for elementary level teachers and their
 

effects on teaching and student achievement.
 

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
 

inter.iews with the directors and faculty of the sites studied. The second set
 

of variables wetc the program 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
 

........ st e. .... Within these
education.~ 


modalities three types of programs were selected for the study. The selection
 

of these programs obey the following criteria: BRIDGES priorities to help
 

improve the effectiveness of elementary 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 year training program, the first two years are set apart for
 

institutional training in a Teachers College, and the third year an supervised
 

inrernship period of full time attachment to a school. The trainees sit for the
 

finai.external examination at the end of the two years of institutional
 

training and before the period of internship. Recently in 1988, the program was
 

shortened 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 emphasizes 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 Thite Paper in 1981), to improve the quality 

of teaching and teacher education in the 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 

intrnship '-efore tne. are appointed to schools as teachers. 

These colleges at the time of the study were relatively new (the first 

cohort initiated studies in 1985) and the first cohort graduated in July 1983 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.
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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. Thi 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:
 

(I) 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: Directors Faculty
 

Colleges of Education: 

(Hapitigama & Mahaweli) 
7eachers Colleges: 

2 

2 

7 

10 

(Gampola & Bolawalana) 

Distance Education: 1 11 

Maharagama 

The directors of all the programs were interviewed. All the faculty of the
 

programs teaching Mathematics and Mother Tongue were interviewed. The
 

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


The effectiveness study
 

Definition of the research design
 

The cesign guiding the study can be described as a cross-sectional design
 

with a control 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
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the effects of teacher training in general. Since this study was developed
 

under a limited time framework (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 zo 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. Thurefore the selection of the
 

population was done based in the number of teacher candidates existing in each
 

cohort for the first and second phases of the study. The third phase selection
 

was based or, the number of trained teachers who were teaching years 2 and 4 in
 

those areas where civil unrest was under control in schools around the country.
 

Tihe 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 attitudes, as the teacher candidates exit their program. The third phase or
 

T3 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 

perza ining n zoache r efei.ens -were alo apied Firs. pui civ nt 

lev.el was measured at both pre-test (before they start classes) and post-test 

levels. These pupils were in. the same classrooms as tr-ose teachers trained 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 aswer a questionnaire about teaching 

practices. 
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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 Distance
 

Education) make a difference in the ultimate purpose of teacher training:
 

classroom tedching, 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 

knowledze of elementary school 1urricu!ln Nine tv-twond teaching skills. 

Teacher Colleges candidates were studied, 100 from the College of Education, 

and 24 from Distance Education. 

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 graduates and the actual level of knowledge,
 

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

..... c 5'. the zeacher. a Ialy s u e7... for of :he Dro rams ised orac,:ice some 


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

change after they enter in contact with schools.
 

Teacher education-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.
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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
 

perfor-"ancc, 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
 

been observed.
 

If teacher education is effective, the measures of achievement should be
 

seen related to those of performance in the classroom measured through the
 

observations. The measures taken in this study also made possible t talk about
 

the effectiveness of teacher education in context. For example, there 
are
 

difficulties inherent in schools that teachers even if they have received the
 

most effective training cannot resolve. Therefore this study relates teacher
 

effectiveness in the schools with the richness or poverty of the context and
 

zhen looks at the difference between teacher education prosrams. 

Although causal inferences in this study are not possible, measurements of
 

student achievement were also included as another indicat:on 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 11 teachers were untrained in
 

teacher education.
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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.
 

A saller nu r . teachers fr= a!l thesae fcur groups were selected for 

intensive study. These teachers were observed in the classroom and were asked 

to answer questionnaires about their teaching oractices. In the schools where 

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 Sri Lanka
 

Teacher Training Programs School Context 

Changes in: 

Achievement Level 
at Entry for: 

Colleges of Ed. 
Teachers Coll. 
Distance Ed. 

S.M. Knowledge 
Teaching Skills 
Altitudes 

Achievu'ment Level 
at Exit for: 

Collugus of Ed. 
Teachers Coll. 
Distance Ed. 

A 

Trained Teachers 
with improved: 

S.M. Knowledge 
Teaching Skills 
Attitudes/ 

S 
School Factors: 

Supportive Principal 
I Supportive Peers 

Resource Availabilily 

Class Environment Conducive to Learning: 

Effective Teaching Strategies 
Mastery of Subject Matter 
Effective Student-Teacher InteractionElletiveUsel Reourcs 

Use PEffectiveof Resources ato tdn civ 

T 
----- ­ -h iv aio 

Teacher Self Perception 

a 

I 

a ~oitv Impact___onStudent___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
 

other 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 time, 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.e., seif-rep&rt, ability measures, and observations). The effective-ness of 

the different programs that have the same long term objectives but different 

content in the same set of outcomes measures 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). 

- 14 



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 knowleeige 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 questions to include in
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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,
 

soeech, reading, and writing.
 

(2) Teaching skills (Mathematics 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 the teacner structures the instructional 

environment for an efficient teachina Learning e::erience the zype oz 

instruction provided, the attention to the curriculum, and the level of 

-
interaction with the students. Two tests were developed, one for Ma hemai.s'
 

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 the 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 szale.
 

(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 the
 

application of teaching skills.
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(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' normal 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 teachers,
 

communication with parents, etc. A close ended questionnaire was developed and
 

applied to the principal of the schools where the teachers 7ere observed.
 

(7) Costs
 

Public and priate zesta of the teacher educaticn prcrams were measured
 

through instruments developed for that purpose by the research team. Addit:ional
 

information was gathered by 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
 

18
 



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 fifty
 

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 both 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
 

taachers, and teac'er education faculty (abou: 20 people) vho con.urred that in
 

fact the instruments were measuring kno.Iedge, ski'Is, and attitudes. With this
 

basis it was concluded that these instruments have construc: validity.
 

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

Language knowledge .7216
 

Language skills .5629
 

Math knowledge .6169
 

Math skills .4981
 

Attitude .7591
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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 being developed.
 

The first visits to the programs was to the Teachers 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 questions
 

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
 

interviews _or trincipals. directors, and rincipals, as well as master tutors
 

Go capture The secific charactertstics of :ne pro7,ram :rom the people who live
 

day by day with these programs. This specific information included the
 

description of program purposes, methods, standards, curriculum, and problems
 

associated with its implementation,
 

The data collection was scheduled as follows:
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Measurement Teacher College College of Education Distance Education
 

Pilot August 1988 August 1988 August 1988
 

TI
 
Knowledge January 1989 October 1988 September/Oct 1989
 

Ski l ls ..
 

Attitudes
 

T2 
Knowledge December 1988 Aug/Sept 1988 Dec 1988/Jan 1989 

Skills 
Attitudes "n 

T3.1*
 
Knowledge S pt/Oct 1989 Sept/Oct 1989 Sept/Oct 1989
 

"
 Skills 

Attitudes
 
Achiev/pre May/June 1989 May/June 1989 May/June 1989
 

T3.2*
 
T.Obser.. Apr & 6ct 1989 Apr , Oct 1989 Apr & Oct 1989
 

T.questio April-June '89 April-June '39 April-June '39
 

S.context April-June '89 April-June '39 April-June '89
 

Achiev/post Nov/Dec 1989 Nov/Dec 1989 Nov/Dec 1989
 

* 	 Untrained teachers, :heir 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 including untrained teachers were
 

female and the rest male. With the highest concentration of males in the
 

C' ee-. of Education. Untrained teachers, distance education, and teacher 

colieges folow in order of amount of male teachers enrolled in the program. 

Most of the students in Colleges of Education (96%) 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 either 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 h;sh school certificate. Finally untrained
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teachers 21 percent has CC2/OL or secondary school certificates, 18 percent
 

have the GCE/AL or high school crtifLcate, 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 Colleges students r.inged from 1 to 10 years, 0 for Colleges of
 

Education, and distance education from I to 9 years. Untrained teachers
 

surveyed only at the scnools had from I to 11 years of teaching experience.
 

Administration of Instruments
 

The instruments for phases TI and T2 were administered by two NIE senior
 

researchers during weekends according to the schedule presented above. The
 

teacher candidates in the case of TI, 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
 

esordents -?xress their own knowLedge and crovide their own v iews on the 

respective measures been applied. 

For the two stages of the third phase of the study, 200 researchers were 

recru;i,'d from a large population of faculty in teacher education programs,
 

master teachers, and senior teachers drawn mostly from the Colombo and Kandy
 

areas of the island.
 

Careful trainiirg in the instruments to be applied included teacher
 

achievement measures of knowledge, skills, and attitudes; and teacher
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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 differenttypes of schools (in Sri Lanka the
 

schools are classified into very difficult, 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 videotapes 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 questionna.re which included the t--acner achie.enent measures, as well
 

-is the questionnaires applied to Lne teachers, the prinipals, and the 

s udents. 

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

sites. Colombo and Kandy. 

Sample design
 

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

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 Ti 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 w4ere selected for
 

Tl and T2 and who had taught for a year or more in the schools.
 

The control group in the T2 phase was selectcd in thc schools "her2 the
 

teacher education graduates were teaching. This selection was based on the
 

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
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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 enrollment ratio over 85 percent. However the majority of
 

Sri Lanka schools (about 10,000) are seen as of low quality, 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).
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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
 

II 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 95.6 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 years 2
 

to 5 range from 2.10, 2.5, 3.93, and 5.52 respectively. In primary schools only
 

f e s 992 and t'e n1:1! of teachers i.s 801 ( SI3s 68 91 

pr:ary; trained, 37 cer: ified, ird 0 )15 not certified) which makes for a 

student teacher ratio of 1:30. Tn some schools, however, the student teacher 

ratio is 1:64 specially in the estate schools where the children of Indian 

Tamils attend [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, 73.14 percent are schools for Sinhala students, 19.99 percent are 
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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 I 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 school.
 

Teachers trained in: School Type
 

Congenial Difficult Very Dif.
 

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
 

oresented in the following table:
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-- 

School Districts for T3 - Classroom Teaching *
 

Districts Teachers Col. 

Colombo 2 

Homagama 4 

Campola 7 
Miuuwanzoda 3 

Kalutara 1 
Kandy 8 
Nuwera 4 

Galle --

Matara --

Kurunegala 2 

Kuliyapitiya --

Nikaweratiya 1 
Pultalam 

Poliina rwa 1 
Bandarawela --

Racnapura 1 
Kegalle 3 

TOTALS 37 

Colleges of Ed. 


......
 

......
 

......
 
--..
 

8 


5 


2 


1 

2 


1 
3 

2 
8 


36 


Distance Ed. Untrained
 

22 3
 
1 1
 

1
 
-....
 

....
 

....
 

....
 
1 

-- 1 
.... 
-- 1 
20 3
 

43 11
 

* Most of the teachers 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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V. ANALYSIS OF TEACHER EDUCATION APPROACHES IN SRI LANKA
 

AND PROGRAM IMPLEMENTATION
 



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 Lanka I 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 years.
 

A second characteristic 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 nodels have been adapted to serve three overall purposes, 

to contribute to the economic development of the countr, t0 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 Sri 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. Over thL past decades a number of policies aimed to'ards improving the
 

"quality and relevance" of the public educational system have been introduced.
 

This reforms see the school as formally organized -to raise the level of skills
 

in the population that will support economic growth, provide an adequate supply
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the quality of life of every individual" 
of expertise, and improve 


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 t~aditions and at the same time forge ahead 

as agents of change." 

W1hile the teachers are seen as a central part'of the educational effort it
 

is largely 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 inadequat'e methods of recruitment, low standards for admission into 

the profession, the limited capacity of the system to train teachers, ard the 

frequency of teacher transfers. Additional factors are located at other levels 

such as inefficienu training programs, and inappropriate curriculum and 

equipment in schools. Other less controllable factors that may interfere with 

teacher's Derfor -ice, according to the reform committee, are the interference 

of politics in the realm of schools, and the sometimes observed lack of 
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teachers themselves.
responsibility from the 
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in the following section I proceed to review the problems with the teaching
 

profession that prompted a movement towards innovations in teacher education as
 

seen by Sri Lankan educators and policy makers.
 

Teacher education and the teaching profession
 

Up to recent times in Sri Lanka due to the growing student enrollment 5 and
 

the consequent urgent need for teachers, 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 after senior secondary school, could
 

go into teaching after a short induction preparation and a series of selection
 

inter-iews. The practice of recruiting teachers in Sri Lanka had occurred at
 

two levels, recruitment of those with a degree from a recognized university,
 

6
 
those possessing a G.C.E. (O/L) Certificate. 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
 

receiving 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. 

According to the comittee in educational reform, the failure of teacher
 

training can be located in four major areas: lack of adecuate resources,
 

unrealistic curricula, students with low academic qualifications, and poorly
 

qualified teacher educators.
 

It is widely knou~i in Sri Lanka that the quality of institutional teacher
 

education program is low and that they have not been able to fulfill their
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purposes at an acceptable level. Institutional trtining 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 uheir goals is attributed in part to the inefficient administration of
 

scarce resources. A reflection of this factor can be se2en in the difficulties
 

these programs have encountered to sustain a library or to reduce the class
 

7
 

size in current teacher training 
institutions.


Another perceived source of failure is the irrelevance of the curr
4culum.
 

There is a felt need from educators and the reform committee 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, aitd to address national 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
 

8
 
faculty members.
 

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 themsel\es 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
 

additi6n, available facilities within the institutions hnve 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 country can be seen in teacher training
 

institutions, universities and in the curriculum development center.
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Teacher educators 9 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 frequently 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 changes drastically in Sri Lanka there is not reason to e:.:;ec: the
 

voluntary dissolution of these unions.
 

The' state's expectations from Sri Lankan teachers, are clearly outlined in*
 

a series of zuidelines 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 status.) 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 economy 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.11
 

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 

manner in which it is delivered. It is assuzed that a rigid curricu,m that 

relies mostly on lectures and which neglects the inclusion of activities to 

stimulate leadership inhibits the very Roal 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:
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"([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. 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... [If 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 national deve12pment 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 zeacher
 

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 -r-ent Jay :c day iz the :asso, but Social and Dolitical ills 

of the siciety as well. A good example of the expectations of the reformers is
 

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
 
more
instruction. Indeed research has shown that it is 'knowing his subject'; 


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 a leader, "the child of today is open to a number of
 

educative influences which provide a variety of en:periences and expertise that
 

is beyond the reach of the average school.. it is the teacher'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
 

orderlv ,rozress and is"oreferred to the more radical type of leader whose
 

techniques are apt to be theatrical and revolutionary. Thus by reason of his
 

academic status, professional training and locale (at the heart of a
 

teachirg-learning immunity) 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
 

14

individual. 


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 academically-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 is expected to develop mechanisms to attract qualified
 

people to the teaching profession, help to retain qualified teachers specially
 

in those areas in need of good 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 system.
 

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.
 

Carrvin_ Out The Reform Mandate
 

Two types of strategies have been followed in an attempt to improve the
 

quality of schooling through teacher education in Sri Lanka.
 

The first strategy cuts across programs and proposes to (1) 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 stratepv can be found within teacher education programs. This
 

strategy has consisted of gradually phasing out Teacher Colleges the 3 year
 

recently reduced to 2 years training program for non-graduate teachers. Eleven
 

Teacher Colleges started 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 is 3 years and can be extended to five. This
 

program originated as a response to the limited numbers of teachers that
 

Teachefs Colleges were able to train and as a 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
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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
 

been 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 induction
 

courses and short and long in-service courses along the road. Distance
 

Education 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 

Education (MOE) is turning its attention to t:he develop.men of pre-ser.,ice 

teacherpreparation approaches such as the Colleges of Education. Because the 

quality of the teacher in SrL Lanka is low the priority of the government is to 

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
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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
 

framework 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
 

eveitts that have prompted innovations in teacher education and the objective of
 

these innovations. In this section 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
 

qiality of the teacher education programs, including the available resources,
 

the learning opportunities provided to the students, etc., a rigid and
 

irrelevant curriculum, the lack of professionalism in the teaching profession 

or of the teacher uniors and their involvement 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 eac.h of 

the identified problems, teacher education is at the same time 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 
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conciliator of cultures, a coordinator and leader, and a catalyst for social
 

change.
 

The first part of this conceptual analysis then, 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 (e-pecially 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 to be
 

implemented is constantly changing). One of the most important features of a
 

new conceived approach 'o educate teachers 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 situation. 1 6 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 seen as focused towards the "production" of a certain type of teacher. In
 

the case of Sri Lanka the ideal teacher has been clearly delineated by the 

refcrm committee thus we need to ask whether the entry requirements, the nature 

of the program, the learning opportunities, the implementation of the 

curriculum, the credentials and the evaluation standards contained in an
 

specific approach could better 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? ------- > NATURE OF---------> LEARNING 

Entry requirements - Targeted Population THE PROGRAM OPPORTUNITIES? 
Qualifications Age Institutional: Method instruc. 

Marital status Gender *Pre-service Teaching pract. 

Years of experience Religion *In-service Superv. pract. 
Non-institutional: Laboratories
 
*Distance training Curriculum


\ / 
\ / 

V 	 V
 
EXPECTED PRODUCT HOW DOES THE PROGRAM WORK?
 

A teacher who is able to use:
 
Tech. skills required Theretical principles Program emphasis
 

to conduct a smooth to understand social Most used teaching methoa
 
class, teaching 	 ethical issues in
 
oriented towards pass 	 teaching, how children
 
examinations, class 	 learn, how curriculum
 
develops around a 	 can be guided, how
 
structured curriculum 	 student's cognition -----------­

may influence teaching
 

iV
 

WHAT ARE THE GRADUATES 	 WHAT D'ES THE STUDENT GET
 

EXPECTED TO DO AFTER <------------ OUT OF THE PROGRAM? 
THEY FINISH THEIR 	 Knowledge 

TAITNIG Skills
 
Class organization Attitudes
 
Teaching ability Credentials
 
Student evaluation Promotions
 
Efficiency & discipline Salary increases
 
Co-curricular a-tivities
 
Professional development
 
Interpersonal relations
 
Community development
 

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 th.e foundation for the
 

future," and that of "meeting the country's needs at a particular time." 
1 7
 

These two perspectives thus entail a complex mixture of philosophical
 

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 society with competency as a criterion of achievement and
 

the teacher as a clinician who diagnoses or prescribe: what is needed to
 

promote achievement in children.
 

Although the advances in education and technology in the West are widely
 

acknowledged, the view guiding Sri Lankan education deeply rooted in the
 

Buddhist belief that "there i not true education except within the bond
 

18 
betwean the teacher and the taught, whether in school or at home" 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]hile there is much that we have learned and can learn from
 

the developed West, let us at the same time look towards our
 
own culture atd, before it is too late, identify, appraise and
 

adapt it in enunciating our philosophy of education, in shaping
 

our school19 and 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 of 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. Ea:h one of these approaches is seen
 

as contributing to the ongoing process mentioned above. 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 zeport, this section presents an analytical summary of the most
 

relevant features of each of the approaches under study.
 

Teachers' Colleges The main objective under which this approach was created
 

was to enable an heterogeneous group of current teachers to acquire the
 

krnowledge Ent de':eIc- the skills and attitdes necessary to achieve an adequate 

teaching performance in an ever changing educational system. Specifically this 

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 abilities both in academic qualifications and teaching
 

experience. In academic qualification they vary from those who possess the
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minimum C.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 progra, had a one year internship that apparently was not
 

effective (mostly bea=use 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 total), 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
 

other project work like teaching aids, and lesson notes. The graduates of this
 

program receive a "Vrained Teacher Certificate," along with an increase in
 

salary and possibilities for promotion although they are initially posted to
 

difficult szols. 

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 

enrolled in the program, and in some cases teachers, rainees live in hostels or 

-uarters prYided ay the pro.ram itself. :he pr'.ate costs are also high 

because in some cases participants have to leave their families, and pay
 

tui.tion in addition to the foregone income for the two years of training.
 

The Distance Education approach is an alternative implemented by the
 

Ministry of education in 1983 to provide professional teacher education to an
 

approximate number of thirty-five thou'and 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
 

appr3ach (teachers colleges) was about 8000 rupees the institutional cost in
 

the distance education approach 
was about 2000 rupees in 1935.20
 

The Distance Education approacl: Qonsists of providing in-serv:.ce training,
 

to untrained teachers with G.C.E. O/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 o'rer the weekend or during school vacation
 

in the so called regional centers where they meet with a tutor to solve
 

questions or to simply hand 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 contact sessior.s, 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 cbliged 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 This program including basic
 

learning materials, payment of tutors once or twice per week, and maintenance 

of the regional centers. Personal costs are also relativel' low, the teachers 

do not have to leave their families, they live in their homes, and continue 

working while they receive their training. They do pay tuition, and have to 

21
 
give up week ends and other free time for three years.
 

The Colleges of Education in 1981 as a result of studies 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 of
 
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 sel'c.t 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§2to 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, inqtructional opportunities)
 

pre-seriice 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 supervised 

one year internship, rigorous evaluation consisting of projects/assign,.tents, 

inter-iews, unit tests, obser-.ations, periodical examinations, and the external 

evaluation which is a written examination of the subject area. The internship 

is evaluated in terms of preparation of the lessons, 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
 

holding a BA, and their possibilities for promotion are better than those of
 

the teachers holding certificates although they are initially posted to
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difficult schools. The institutional cost per student is very high since it
 

includes a monthly stipend for three years (out 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 is 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 differenc aspects of such curriculum. What follows is a table showing the
 

areas 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
 

EMPHASIS AREAS OF THE THREE APPROACHES TO TEACHER EDUCATION IN SRI LANKA 23
 

Emphasis Areas 


Professional 

(Foundations) 


Primary Education 

(Principles of 

Primary Education)
 

General Education 


(subject matter)
 

Teaching Practice 


Co-Curricular Activ. 


Internship 


Examinations 


Teachers'Colleges 

% /clock hrs 


(600) 

23% 


(1080) 

41.2% 


(420) 

16% 


(280) 

10.7% 


(240) 

9.2% 


I year 

suspended 

in 1988
 

internal 

External 

Continuous 


Methods of Lectures, discussions 

Instruction demos, projects, assign 


micro-teaching, team-t., 


Colleges of Ed. 

% /in clock h. 


(480) 

17.6% 


(540) 

19.7% 


(570) 

20.8% 


(300) 

10.9% 


(840) 

30.7% 


I year 

full rime
 

Formative 

Summative 

Continuous 


Lectures, discuss, 

seminars, debates, 

team-teach., role 


simulations, field trips, play, simulations, 


Distance Ed.
 
% /modules
 

(21)
 
20%
 

(51)
 
48.6%
 

(33)
 
31.4%
 

3 times in the
 
academic year
 

2-2 day session
 
5 day session
 

In site
 

Intermittent
 
Final
 
Continuous
 

Printed material
 
assignments, face
 
to face contact
 
sessions in
 

comm. dev. proj. 	 observations,exper, regional centers,
 
discovery, methods, practice teaching.
 
diaqnostics.
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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. "[GCo-curricular activities may have a greater and more lasting
 

influence than the general subjects in enriching the child's experience and
 

providing him with opportunities to discover his aptitudes... [it will be
 

necessary to make it possible for larger number of pupils to participate in
 

the larger schools.
"2 4
 

such activities... [that have been] mainly confined to 


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 held by tue
 

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 knowledge 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 develop talents.
 

Internships have been discontinued for 1989 because of inefficiencies in
 

the system (i.e., too costly to supervise the students in the schc.is, and lack
 

of a !tructure to motivate principals to cooperate with the teacher's colleges
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skills among which 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:
 
Describing the image of the effective teacher pursued by the approaches in
 
terms of knowledge, skills, arn 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
 

28
 
by the reform committee:
 

Performance Areas Percent
 
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 act. 4
 

The rationale of why these eight key performance areas is important in
 

order to undeLstand the direct-on taken by teacher education approaches in
 

their effort. to produce a teacher that could promote quality education. Quotes
 

2 9
 
from inter..ews and document analysis clarify these rationales:
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Exhibit 2
 

Class Organii'ation
 
"A well .):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 weli 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 successful 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 stile of his own from the accepted teaching methods,
 
motivates students for further study, and completes syllabus within the time
 
allotted."
 

Student Evaluation
 
"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 he 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 unit; suer-.,ises regularly student exercises and assignments; 

-formulates carefuly '' question papers for monthly termi r a ','er -.t.t; 

evaluates results o) tests with pupil participation and makes use of findings 
in the learning taaching process; and maintains continuous records of student 
progress." 

Efficiency and Discipline
 
"A teacher should necessarily have developed desirable attitudes and valuE-s
 

towards his job. Our society still expecLs 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
 
profession. However learner or qualified a teacher may be, his attitudes and
 
vdlues 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. 25
 

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 i -he
 

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
 

liking towards teaching and develop favorable attitudes for upholding the 

dignitv and pride of the teachin; profession anc :or svstematzLc oranization or 

learning-teaching situations 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 dais, they are expected to
 

facilitate putting into practice theoretical knowledge prcvided in the modules,
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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
 

in regional centers, and practice teaching.
2 6
 

face contact sessions 


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
 

2 7
 
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 included
 

in the curriculm differs according to the approach. 'Whereas Teachers' Colleges 

sees itself 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 sessions. 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 principal; and engages in fruitful activities without wasting time
 
during school sessions."
 

Co-curricular activitiei
 
"The teacher is thus made aware of the entire school set-up and the place
 

he occupiers therein. For the pupil, an all round education impli.3s an
 
involvement in both Pcademic 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 cooperatiot. in all extra activities of the school:
 
sports, scouting, "cadeting,", school societies, etc.; shows interest in the
 
work of the school development socirety and in the O.B.A. and O.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 professional growth." Examples of this are keeps abreast
 
of knowledge through wide reading. Is fond of making use of the mass media to
 
impart information; parricipates 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."
 

!nterpersonal Relations
 
"A teacher's effectiveness lies to a great extent on he how he interacts
 

with ie principal, staff, student, parents and other coimmunity members who
 
share in school management. He must mc;ntain a healthy relationship with all
 
those involved in the school organization." Examples of this works in
 
co-operation with the principal and staff; maintain excellent rapport with
 
sr-idents, parents, past pupils and minor staff."
 

Comaunity Development Activities
 
"The teacher is now looked upon as a change agent and his leadership in 

community development projects is very much appreciated by the society. This is 
a role required by national education resronses t -onte-porary 
needs." Examples of this engages in the planning of adult education progrc::s 
jnd in the work of religious educational orzanizaticns; assists the various 
sicieties in the district in the organizati.on o: sports, functions and other
 
social activities."
 

As a way co 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 to 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;
 

ii seeds ---------- > match box
 
10 seeds ---------- > match box, etc.
 

Each group shows approximately similar results and they write down the
 
results in their note books. Next shc asked th.m to do the same with a set of
 
smaller seeds. Since each children was eager to do the job himself the teacher
 
had to see that every child in the group had a chance to handle the balance
 
'Ihile others were piling seeds or pebbles into the balance.
 

A few children were lagging behind ozhers and the teacher had to motivate
 
them providing necessary guidance and inducement.
 

At the end of each trial the children were asked to w'ite down their
 
results.
 

There was a general discuss Lon about the progress of the activity in the 
last five minutes of the class. One child asked "teacher why do we need more 
seeds from the 'a' containe. than -we need fr: the 'h' container to balance the 
matc*, bo:.:?" 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 seedz 'a' are smaller than seeds 'b' more seeds are 
rtquired 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 li'ei to the teacher and she returned the same wish, and the class was
 
adjourned. 31
 

The presentation of the product portraying the image of the ideal teacher,
 

rounds up the description of how the ,iifferent approaches to teacher education
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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
 

te.acher. 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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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 vj 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 -..tional reform in education an( 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 groups evolve around the
 

underlying 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 evolves around official statements set by the government 

°specifLca1 5';by the linistr', of Education, cnd Dn the other hand 5'D the 

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 Education and Distance Education
 

faculty seem to relay more on their peers to decide what to teach than their
 

counterparts in Teacher Colleges.
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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
 

clas!;room were ability grouping, design and use of instructional materials,
 

teacher expectations a-ad 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 participatU in community (Shramadana), religious, and cultural activities.
 

In addition they are also expected to negotiate for material, financial, and
 

school facilities, as well as educate parents, adults, and early school leavers
 

in the commlnity. Since there are so many expectations the interview asked 

about the overall purpose of the program. In general the programs agree that 

their 6urpose is to teach general skills, knowledge, and pedagogical skills
 

needed to teach primary school. More specifically teacher college faculty
 

considers their most importrnt 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
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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 personal 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 facult" expressed dissatisfaction wich 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 about effective teachers (funds for Teacher Colleges and
 

CoLleges of Education come from the Ministry of Education, funds for Distance
 

Education comes from the NationAl institute of Education and foreign aid).
 

'hen asked about what factors work against attainment of programs goals,
 

Teacher College faculty consider the quality of the students teacler , the lack
 

of supervised practice and other similar learning opportunities for the
 

students, and distance and other environmental situations as the most imuortant
 

factors. Colleges of Education faculty consides 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, facuLty 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 .)urses, 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.
 

Concerning :he specific gcals for the teachers, all the programs agree in
 

helping 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 

have mastered the necessary knowledge and skills all three programs aSreed that 

requiring an e:.:aination at -he end of the program and cbserving the teacher 

teach are most frequently used method. 

Finally faculty were askeL about the type of teacher they would like to see
 

graduate from their program, teacher college faculty tiinks 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 tcachers who
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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 mentioned 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 elementary level, be well informed of
 

the new knowledge prc.uced by research about teaching and learning, and be
 

w4illing to try differ.'ent pedagogical strategies to make the students understand
 

and learn. College of education considers the willingness to try different 

pedigogical strategies as most important, and Distance education believes that
 

understanding of children needs and abilities is the most important thing that
 

teachers need to 'now.
 

rom these views presented by the faculty and directors, it is pcssible to 

deduce that:
 

o 'Thie zeach'er educa-tion approaches are mostly and foremost responsive to 

.,o,. r.,e n t andates. 

o Traditional forms of evaluating mastery are dominant in the programs such
 

as examinations and obser-vation of teachers by faculty.
 

o Programs do have :3pecific views about what is important for a teacher to 

do in the classroom. The weak support for zhe use of textbooks and homework 

assignment may be reflecte( in the emphasis graduates from these programs put 

in usingi books and the role of homework in student learning once in the 

classroom. 
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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 methods,
 

strategies, and marerials for teaching. It is expected that these contrasts
 

will also be present in the achievement and performzice of the graduates form
 

these programs.
 

Ccnclusions
 

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
 

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 Lhe teacher and as
 

a consequence contribute towards improving the quality of schooling in Sri
 

Lanka.
 

After discussing the preliminary results of this research, it can be
 

concluded with some degree of certainty that the basic orientation of teacher
 

education in Sri Lanka is on learning the curriculum of primary education 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
 

effective teacher in the Sri I.ankan conte:t. 

The model behind teacher colleges is that experienced teachers could be
 

more effective if they receive formal teacher education based on pedagogy and
 

skills most!, directed at how to teach the pre-desif.ned curriculum given to 

zhem, an :'.'e ties for adv:inc;nent and -rr-mtion art:ev ross wticn 

given through the credential obtained when they finish their program. T"he 

assumption behind this model is that experienced teachers who are already 

com.mited 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
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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 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 stratcgy. 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 apply a1pre-designed curriculum, and who is e:.:ected to be a Sood 

fLt for the school in which they finally teach. 
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VI. RESEARCH RESULTS
 

VI.A TECHER ACHIEVEMENT, CLASSROOM PERFORMANCE, AND PUPIL
 
ACHIEVEMENT IN THE THREE TEACHER EDUCATION APPROACHES
 

VI.2 COSTS OF THE THREE APPROACHES
 

VI.3 TEACHER MOTIVATION
 



Research Results
 

A. Results 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
 

"[aldequate 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, .omething has been designed to be
 

effective and it is expected to have specific ore-desianed 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
 

k:nowledge 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 noc only
 

what to teach but how to teac[l it. 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
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immediate goal: to increase knowledge, skills, and dispositions of those to
 

teachers to be, they also have long term goals, such as producing teacherp that
 

are effective in the classroom, and who can favorably 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
 

attitudes 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 rtese subjects have on Sri Lankan educational 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 teacher 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 teaching.
 



Rarely have studies of teacher education, specially in developing
 

countries, considered teacher learning and achievement while in training, an
 

important factor in the subsequent success of the teacher in the classroom and
 

on the pupils themselves. More studies however, when trying to find
 

explanations and programmatic answers as to what mnkes 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 best 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 scudy, however, time limitations
 

made it impossible to carry out a longitudinal study. Instead the study's
 

design was developed so that it allowed the measurement at three points in time
 

of three similar groups of people wiLhin 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 

they need te be successful in their profession. Caution should be exercised 

when interpreting the results through time since it is not the same people 

measured at every point. 

As a way of controlling for differences across groups, the study controlled
 

for the following background variables: gender, age, highest educational
 

qualification possessed before entering the training program, and for teaching
 

experience before entering ,he training program. Although socioeconomic status
 

is considered a very important variable, NIE researchers refused to ask the
 



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.
 

Matil 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) (.815) (.743) (.779) (.713)
 
2 	 86 .462 -.119 .123 .126 .336
 

(.899) (1.03) (.788) (.652) (.783)
 
3 	 36 .368 .158 .432 .405 -.847
 

(.996) (.860) (1.14) (.891) (.499)
 
Teachers College
 

1 92 -.278 .110 .076 -.313 .320
 
(.939) (.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
 

(.931) (.(.853 (.716) (.,-02)
 
2 	 73 .019 .273 .396 .611 .559
 

(.930) (.986) (1.01) (.803) (.671)
 

3 	 43 -.279 -.262 .203 .380 -.891
 
(.776) (.932) (.986) (.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.
 



The general hypotheses being tested are directed to finding out whether the
 

student/teachers in the programs seem to have different levels of achievement
 

a:nd 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
 

teaching 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 over time that contrast with the 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
 



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 effectiveness overtime (using Z scores).
 

Parameter 


Mathematics Knowledge:
 
Program (d.f.-2)
 
In-service vs Pre-service 

Teachers C. vs Distance E. 

Wave (d f.-2)
 
Linear trend over time 

Quadratic trend over time 

Program by wave (d.f,-4)
 
(Inserv vs preserv)xlinear 

(Inserv vs preserv)xquadr. 

(Teacher C. vs Dist)xl,.near 

(Teacher C. vs Dist)xquadr. 


Language Knowledge:
 
Program (d.f.-2)
 
In-service vs Pre-service 


Teachers C. vs Distance E. 

Wave (d.f.-2j
 
Linear trend over time 

Quadratic trend over time 

Program by wave (d.f.-4'
 
(Inserv vs preserv)xlinear 

(Inserv vs preserv)xquadr. 

(Teacher C. vs Dist)x1inear 

(Teacher C. vs Dist)xquadr. 

Mathematics Skills:
 
Program (d.f.-2)
 
In-service vs Pre-service 

Teachers C. vs Distance E. 

Wave (d.f .-2)
 

Linear trend over time 

Quadratic trend over time 


ro ;a''e 

Jrnsetv'.-"= presar=-:):inear 
CInserv vs Dreserv)xquadr. 
Teachcr C. vs Disz)xlinear 
(Teazher C. vs Dist)xquadr. 
Mother Tongue Skills: 
Program (d. -2) 

In-service vs Pre-service 

Teachers C. vs Distance E. 

Wave (d.f.-2)
 

Linear trend over time 

Quadratic trend over time 

Program by wave (d.f,-4)
 
(Inserv vs preserv)xlinear 

(Inserv vs preserv)xquadr 

(Teacher C. vs Dist)xlinear 


(Teacher C. vs Dist)xquadr. 


Coefficient 


.33460 


.13755 


.30666 


.53098 


.24445 


.11408 


.23857 

-.40564 


-.04355 


.21997 


.12072 


.25012 


.23323 

-.79121 

.02882 


-1.1698 


-.66392 

-.11848 


.58834 


.34797 


1.1750 
.43854 


-.03305 

-.69365 


-.51904 

-.11903 


.86233 


.94263 


.64954 

-.36113 

-.00515 


-.00010 


Error 


.089 


.110 


.115 


.166 


.232 


.340 


.294 


.420 


.089 


.113 


.117 


.170 


.236 


.348 


.302 


.431 


.146 


.108 


.123 


.167 


.228 

.335 

.293 


.415 


.132 


.099 


.112 


.151 


.208 


.305 


.267 


.378 


t-Value Sig of t 

3.75 .000 
1.24 .213 

2.65 .008 
3.18 .001 

1.05 .292 
.334 .737 
.808 .419 
-.96 .335 

-.48 .627 

1.94 .052 

1.02 .305 
1.46 .142 

.98 .324 
-2.27 .023 

.09 .924 
-2.70 .006 

-3.17 .001 
-1.08 .277 

4.77 .000 
2.08 .037 

5.12 .000 

1.30 .192 
-.11 .910 

-1.66 .095 

-3.93 .000 
-1.20 .230 

7.69 .000 
6.23 .000 

3.12 .001 
-1.18 .238 
-.01 .984 

-.00 .999 



Tablc 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 t
 

Attitudes:
 
Program (c.f,-2
 
in-service vs Pre-service -.02964 .126 -.23 .815
 

Teachers C. vs Distance E. .21635 .094 2.28 .022
 
Wave (J.f.-2}
 
Linear trend over time -.89145 .106 -8.34 .000
 
Quadratic trend overtime 1.6569 .145 11.36 .000
 
Program by wave (d.f,-4)
 
(Inserv -s preserv)xlinear -.54062 .197 -2.73 .006
 
(Inserv vs preserv)xquadr -.85044 .292 -2.90 .003
 
(Teacher C. vs Dist)xlinear -.89927 .254 -3.53 .000
 
(Teacher C. vs Dist)xquadr. -1.3137 .364 -3.60 .000
 
..............................................................................
 

Differences 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, thii is they know more Mataematics than their counterparts before they
 

start the program.
 

When looking at the group of students tested at the end of the program, it
 

is possible to observe that there is an increase in the test score although
 

again the increase is 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.
 



MATHEMATICS KNOWLEDGE
 

Mean Score 

10 

9­

7 

6--

5 --

4 

3 

2 

I 

-Colleges of Education 

Teachers College 

- Distance Education 

0 1 
Wave 

2 3 

FIGURE 1 

(" 



When using the multivariate analysis of variance 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 the
 

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 <.01).
 

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
 

effect of each one of the programs.
 

The measures of mathematics knowledge are a composite of knowledge at the
 

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
 

education students as having an overall higher achievement level than their
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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 education 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 Education program
 

drops significantly whereas both the Teachers College group and the Colleges of
 

Education group, show an increase in thair level of performance.
 

Then using the multivariate analysis of variance to test program and time
 

effects, a significant difference was found when comparing the performance of
 

the pre-ser7ice program against the twc in-service ones over a linear time
 

distribution it-vaiue -2.27 p <.05). Such a finding indicates that the
 

relationship 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 hypothesis (since t is negative) that sets apart the College of
 

Education from in-service programs, the trend of the 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 < .01). 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.
 

Mother 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 before entering the program.
 

Language knowledge at the elementary level shows the college of education
 

has a linear positive and constant effect on learning whereas both teachers
 

colleges and distance education show a 'fade 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
 



MATHEMATICS TEACHING SKILLS
 

Mean Scores 

7 

6 

5 

4-4-

3 

-

Colleges of Education 

Teachers College 

Distance Education 

2­

0 
0 

I 

1 

Wave 

2 3 

FIGURE 3
 



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 their
 

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 slightly higher.
 

When looking at the multi-analysis of variance to study program effects, a
 

significant but negative t-value (-3.17, p <- .001) 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 mulzi-analysis of variance to test program
 

effects over time, a significant and positive t-value (5.13, 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.
 

1 



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 incr- '.ed 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 witl, 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 analysis for effects over time, both
 

hypothesis of linearity and quadratic are confirmed. The three programs show a
 

continuous and positive trend through ime (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
 

effect 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 moment they
 

go into the classrooms that attitude drops markedly. The student teachers in
 

distance education start with a lower attitude level than their counterparts,
 

going through the programs seems to improve it, but as the student teachers
 

from the other 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
 

students, which except for those 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
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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 That 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 (t-value -2.90, p < .005).
 

.hen comparing 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
 



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
 

.nerits of each program in its own right.
 

Measuring Effectiveness on teacher performance.
 

Three different types of observations were carried out in the classrooms of
 

trained 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.
 



The general contexts where teachers work.
 

The teachers observed in the study were d~ployed 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 classrooms.
 

Eighty percent of all the teachers observed share the room with other classes.
 

On>y 17 percent of the teachers have a room for their class. The following
 

zabe shows the distribution,
 

Table 4. Distribution of 	teachers by type of classroom.
 

n Room Part Room No shelter Other
 

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
 



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
 

obser-er spend in the classroom was too short to draw any definitive
 

conclusions from the results, thev mayIbe 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 resoures 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
 

Education 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
 

graduates as well probablv because they have been taught how to make use of
 

these 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 used1
 

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 mean sd
 

Colleges of Education 61 64.19 8.8
 

Teachers Colleges 62 56.91 10.5
 

Distance Education 73 63.80 10.1
 

Untrained Teachers 17 52.70 11.7
 

F statistic 11.18*
 

* 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
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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
 

mote frequency the less traditional methods in which the student is more an
 

active participant in his/her own process of learning such as story 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 context.
 

Instructional Practices
 

The performance of teachers in a number of areas considered 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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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) (16.4)
 

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
 

Often 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 chat a long review of previous lessons or not review at all.
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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 organizers
 

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 :azerial
 

The manner the teacher presents 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,
 



pictures, 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 Colleges 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
 

:his guided practice is provided will impact students'learning. For example it
 

is seen 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 influence student learning are the nature of the tasks assigned
 



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 ns 

and examples of the materials learned, the teacher asking the student to repeat 

te ma:erial and making sure they have understood it. The pupils are also asked 

to solvxe problems and practice written materials. It is possible to see, 

however, a great deal of teacher centered instruction even in auided 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 in 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
 



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 feedback is given.
 

Although most of the children were observed working alone at their seats
 

rather than 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
 



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 is 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 others. 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 individually with students during class. A
 

less desirable way of checking homework su-., 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.
 

Teachers who were trained in the Colleges of Education and those in 

Distance Education assigned homework to their st-uents more frequently, and 

this homework is likely to be oriented towards helvinc 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 councerpar:s although this difference is not statistically significant.
 

In Sri"Lankan classrooms observed 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 is 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 As 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 significaiit difference observed was 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 spending similar amounts of time in the activities 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
 

orkbooks and utilizes the time either in presentation or in guided or 

ndependent practice. This seems :o be the case for Colieges of Education 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 1st 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 Adjusted Mean*
 

College of Education 224 35.4 14.1 36.6
 

Teach.2r C-L1ezes 509 35.2 i4.0 :1.>
 

Distance Education "325 34.6 14.1 33.3
 

Untrained ceachers 118 29.6 15.0 30.6
 

F 16.80, p <.000 (for the regression equation)
 
F 5.16, p <.005 (for program effect)
 

* After adjusting for school type, student and teacher backgrounds. 

The table above shows that there is a statistically significant !ifference
 

between pupils of trained and untrained teachers. Whereas pupils of trained
 

*L
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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 20.4 47.0
 

Teacher Colleges 502 43.4 22.6 41.5
 

Distance Education 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)
 
F 8.26, p <.000 (for program effect)
 

* After adjusting for school type, student and teacher backgrounds. 

The table above shows that there is a statistically7 significant difference 

between pupils who are taught by College of Education graduates versus their 

other trained counter-parts 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
 

-q7­
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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 .46*
 
Math knowledge 110 6.2 3.1 .40* .73*
 
Teacher instruc.pract. 110 33.0 ll.i .33* .92* .70*
 
Instructional time 110 39.2 8.1 -.49* -.53* -.57* -.23*
 
School type 110 .6 .5 -.44* -.82* -.46* -.61* .57*
 

*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
 

.chievement in Mathematics. According to the correlations abcve, teacher's 

- !Ching s-ki-s, nwLed;e and instr'ctionaL practices in Mathematics seem to 

have a positive impact on student's learning. According 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 time by the
 

teacher. Finally, the results of the correlations seem to indicate thit
 

students in the more difficult schools 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
 



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 .14*
 
Mother T. skills 825 10.3 1.7 .10* .07*
 

Teacher attitude 825 159.1 13.8 .08* .16* -.03
 

*p < .05
 

As it is possible to see, two measures of teacher achievement and
 

performance seem to be silgnificanty correlated with pupil achievement in
 

Mother Tongue. According to .the.correlations above,.teacher's teaching skills,

S. . - .. .. ­

and teacher's attitude in Mother Tongue seem to have a small but positive
 

impact on student's learning. According to the above correlations ic seems that
 

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
 



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: Why 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 education. 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 education will 
thus need to pay attention 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 proarams having the same objectives can 

be compared to show which are the most and least costly. Even 
more revealing is the treatment of procram cost data in relation 
to measures of program effectiveness. This connination will allow 

for the dete-m,ination ofr roaram cost-effect-iveness, that this, the 

cost per unit of change in effectiveness measures. 

There are other ways to view program costs as well. Program
 
costs can be incurred by institutions or individuals. Those
 
covered by institutions will need to)e"appear in government or
 

donor agency budgets, whereas those covered by individuals are
 

considered private expenses. Governments may want to put more of
 

a cost burden on to individual participants, but they do so at the 
rls: of aeneratnpolit.ic... unre't andi'cr a decline in demand for 
tise o 3 I C''2 Z or a...... -oe. 2 n 

program will help decision makers dezermine how the cost burden is 

beihg shared and whether the:shares are reasonable given -public/­

Ant.her way to a y rcram csts is to differentiate 

between capital and recurrent costs. Caoital costs for objects 

such as land, buildings and durable equipment require a heavy 
after that.initial investment but relatively little cost support 

such items as salaries, utilities and
Recurrent costs, covering 

those which require annual allocations and
supplies/materials, are 


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 is 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 is the foregone income of the students who
 
participate in the programs, also referred to as opportunity costs.
 

Finally, is 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 social costs. Although they 
cannot be measured with the same amount of precision as monetary 
costs, they can be inferred through students answers to 
questionnaire items. In this study all program completers were 
asked to indicate the extent to which their participation caused 
such oroblems as a disruption in their family life, a loss of 
leisure time, anxiety over too much work to do, a decline in 
physical well-being, and an interference with religious, social and 
political obligations. 

Our study takes all of these coints into consideration. In 
this chapter we comcare various prcarams in terms of their unit 
costs (with and without cpocrtunity costs), examine the relative 
cost burden to sponsors and students in each rcogram, and Indicate 
how the cost are d~stribuzed acrcss cnta_ anc recrrent cost 
cateacores. Final>v, we ccmoare the social or nonmcnetarv costs 
associated with eac rcaam. nayses :n wn4c costs are related 
to measures of effectiveness will be oresented in the next chapter 
(section).
 

PROCEDUPES: Measuremen- and anavsis 

using buoget allocation :igures from the Minislry of Educaccn. 
This-was done because Ministry figures which are available reflect 

rime lag); 
n-'" cover recur. -.. am are at high levels of 
latter eventually becc-e avaiable but wiah a :wo-yejr 

aggregation. Mreover, the oficia_ records contain notanm on 

student expendicures and cpportun ity costs. 

We used two basic data collection instruments: one for 
institutional costs and one for private or student costs. The 
institutional cost questionnaire was filled out by senior project 
staff during interviews with key college administrators at the 
colleges and distance education centers involved 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 benefits for instructors, administrators 
and support staff, utilities and ccmmunications, maintenance 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 prevailed 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 more than the primary education 
program was covered, center cost were allocated to that program 
according to the proportion of students in it. For the teachers 
college which covered more than one program (namely, Bolawalana 
Teachers College, which has programs in English and Religion as 
well as Primary Education) , the cost per student was calculated for 
the entire college, irrespective of the program in which students
 
were enrolled, under the assumoticn that resource use was basically
 
the same for all orcorams.
 

In the institutional cost cuestionnaire we asked 
administrators to indicate their source of funds. In most cases 
it was either the Ministr/ of Education cr the students themselves. 
There were a!mcst no contributions from community associations or 
outside orzanizaticns. .t.s does not mean that all covernment 
funds were channeled directly througn our sample institutions. In 
many cases they used instructors on secondment frm other colleges 
(or from the Ministry). Moreover, TC carticipants received 
salaries paid through the school where they have been teaching. 
In the case of the DE program, much of the budget for equipment and 
recurrent costs has been covered by a arant frm the Swedish 

-resources wnicn may or may. not be assumable by the government once 
the'-Swedish aid funds are'terminated. For purposes of our analyses 

as tart of the soonsors' cost burden. Such aggregation would not 
be appropriate if we were trying to predict future government
budget reauirements.
 

The student cuestionnaire was administered to those who had 
just completed their course, generally a 25-40'a sample of the 1988 
gr.-uating class. They were asked to record their personal co)sts 
and allowances for the years during which they were enrolled in the 
projeot. 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
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1987, those figures were conve:ted to 1988 values using the
 
prevailing inflation factor of 7.5%. Opportunity costs were
 
computed .91n based on direct quescions to the students in which they
 
were asked to estimate how much income they sacrificed during the
 
year because of their involvement in the program. College of
 
education students, most of whom were just out of secondary 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 is 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 program, some of which is returned 
as facilities fees. Participants in the distance education program 
also continue to receive their salaries, but they also maintain 
full teaching loads. Thus, we did not consider them as ha,;ing 
received an allowance. In addition, the,; paid no facilities fees. 
Since the above are essentially/ transfer payrments, we were careful 
to avoid double counting them. Fcr example, student allowances 
were counted as a ex::ense to the socnscr but as income to the
 
students; converselv, student fees were counted as income to the
 
sponsor but as an exoense :o the stuaenzs. The net effect of these 
transfers will be shown in ;ersicns of our analysis called "Net 
,ost oer student." 

One more adjustment zhat we mace was in the calculation of 
costs :r te D rocram. S......udents cover basicall v the same 
material in this course as in tne otner courses, but being part­
time students they take longer to comlete it (an average of 3.1 
years compared to 2 years in the other two kinds of programs). In 

order 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 (namely the average DE completion 
. r... r . --

B our instr'ments were used with the institutions andEefore 


t- s b-een dscov.ered that some teachers are gi'en a release 
day (generally Friday) in order to visit their distance educaticn 
stud'; center'. '.ie have no data on how many receive such a day and 
how man, days a ,,ear .. 12 receav;. Assumina for now, that the 
teachers in our sanoie received on the average two cer month (about 
19 days a year), and that they earn on the average Rs 1200 per 
month (about Rs 50 a day), they could be seen as ieceiving an 
annual study allowance of Rs 950. The amount would increase the
 
net costs for their program by about 15-20%. I will seriously 
consider adding this in subsequent drafts of this paper.
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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 form'at of the items. 
Once 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 
checked 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
 
program during 1988, and both total and net costs per student.
 
Alternative figures are also given in which only direct costs are
 
used--this is, in which opportunity costs are excluded. The
 
following is an example of a summary table for an institution.
 
Since our main interest is in comparing costs across types of
 
programs and not individual institutions, we have placed the
 
sumnarv tables for the other institutions in the appendix.2 After
 
that we developed a set of summary tables in which the costs were
 

cooled across the two institutions in one type of program. These
 
are the results that which will be 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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FTNDINGS: Annual training costs bv tyne 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 number of students enrolled during 1988 
varies from institution to institution. As mentioned above, we 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 
reoresentative of the entire set of institutions of this type. 
Tl'.re still -bemay be considerable within group variation which we 
have not taken into account. What we show are simply the pooled 
unit costs of two illustrative institutions. 

Total Direct Costs Per Studenz
 

Table C! shows the results of the unit cost analysis, by type 
of institution and source of funds. The figures are total direct 
costs er capita (i.e .,. ey _o not include cccortunity costs and 
transrer payments) it is clear that the College cf Education 
programs are ccnsidera ly more expensive that those in the other 
o o. -- zons 2 the Teachers Collegetves insz (almost times 

Drcgrm and abCut 7 z-m=e-S the distance education program). These 
differences are mcst! in thne Costs zo scnsor; the costs to the 
student vary much ess (in this th:!.e CE crocrams are cnlv. l.5" and 

"
 4meshie than -e e * respectively).t wo rcgrams, Looking 
at it another way, the airect costs to students in the College of 

-are o zl iclereas 
Teachers Ccliece and Isoance Educa -cn r rams t'ev are about 
3%. This, of course, doesnt mean thac those in the TC and DE 
crcgrams have to pay more for theirtlining; in fact, they pay 
less. They simoly pay a higher percent 3F a relatI'vev low overall 
cost. 

r.oucac....cramsa:h:cut C e , in the 
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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 is explained by the fact that
 
participants maintain their fuil 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 felt as a decline in services to the
 
students.) As mentioned above, some of this "allowance" is
 
returned to the program in the for of fees, but this is modest.
 
The net effect of these transfer payments is a dramatic increase
 
in the costs to the sponsor and a decrease in the costs to the 
students--in facz, for students the figure becormes negative, 
meaning that they end up with a net gain. (Since they do not 
relincuish their need to supcort :'=.ir zamiies--most are m_....ed 
with children--this does not seem to be unreasonable.) The 

relati'.'Jlv modest exchange of allcwance and fees for the College 
effect above: the costs ao
of Education students has the same as 


up for the sponsor (although here on!y abouz 20%) and down for the
 
a r:cure near zero, imclying that the students
students--to 


break even. terms cL costs burden, when the transfersbasicali ' m.n 
are t int ccnscerati'n it is clear that there is virtually 
no costs burden (at least in :erms of direct costs) to those in the 
CE and TC orccrams; however, tncse in the DE zrcoram continue to 
a burden of about 33%. 



Total Costs Per Student (including Oonortunitv Costs)
 

The above analyses have only dealt with direct costs paid by
 
institutions or students. When indirect costs are included
 
(namely student opportunity costs) the picture changes once again.
 
Table C3 shows zhe effect of this inclusion on zhe 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 C1, 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 
program. Participants in the TC program seem to bear the lowest 
opportunity costs, reasonable since as full-time students they have 
a load roughly equivalent to what they had as full-time teachers. 
Some loss of income is nevertheless indicated, which is probably 
a consequence of their being away from home and the options it 
afforded for part-time work. Those in the DE program apparently 
sacrifice more. (This may come as a surprise to those who assume 

J there are no ocpportunity costs associated with distance education.) 
\The heavy load of having to teach during the day and stud.y at night 
seems to require many DE procram participants to set aside extra 
Jobs and other seccndary sources of inccme. In sum, if crccrtunity 
costs are i c uded, z cost ouroen to the students in the various 
type of instizutions becomes: CE, 26%; TC, 42; and DE, 64%.
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Net Cost ner Student (including oooortunitv costs)
 

The final table in the series (C4) show the cost figures when
 

both transfer payments and student ocoortunity costs are included.
 

This way of representing costs yields the hiqiesz :iaures of all,
 

especially for the campus based (CE and TC)-~rqgrams. For the CE
 

programs there is hardly any change from 'r-iious figures since the
 

transfers involve only a small st'udent fee_-The relative costs of
 

the programs are also different from the what was seen when we
 

looked at direct costs only (Table CI) : 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. Transer pay-ments are still seen as
 

advantageous to TC students, but when cpportunity costs are
 

considered, the advantages are less than orevicusly perceived:
 
net gain is 16% lower than in the previcus presenration (Table C2)
 

CE students, who appeared to be breaking even in the previous net
 
once
costs analysis, are shown to be bearing a fairly heavv cost 

opportunity costs are considered. The cost burden for the DE 
students is clearly the highest in percentage terms (6-%) but since 

the overall costs for DE programs are so low, 4t is szill not as 

hich as that for CE students in absolute terms (S167 for DE vs 226 

for DE). 
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Distribution across the different cost cateaories
 

Table C5 gives a general breakdown of the annual fnstitutional
 
costs per student for the various types of programs, showing both
 
capital and recurrent costs. Looking at the unit costs it is clear
 
that the greatest contrasts among 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 equipment and
 
staff salaries) are rather similar, but they lie in stark contrast 
with .iose for the distance education programs. For example, DE 
programs spend only 3% on furniture and equipment (compared to 
around 12% in the others), but 45% for staff salaries (compared to' 
around 25% in the others). Their proportion of funds spent on 
"others" (which includes books and materials) is about 2-3 more 
than the conventional co-i] eges' These findings might. be 
surprising to those who are accustomed to noting the high "fixed 
costs" of distance education programs. The program in SZi Lanka 
differs from the norm in that they have no mass media comconents 
(radio;TV) . ir'stead, it has a very heavy reliance of self­
instructionl mateoials and suceriised group activities (reauiring 
the assistar.ce of :utors). Althcuch this keecs their unit costs 
down, their maroina! costs are not :s !vw as in more media oriented 
distance prcgrams, since the,/ havu :o increase module oroducticn 
and add tutors as they extan.. 

10
 

http:assistar.ce


Nonmonetary or Social Costs
 

Participants in various programs, although earning the some
 
kind of certificati.on, are in very different social circumstances.
 
As was aointed cut earlier, those in the Colleges of Education are
 
young, single, recent secondary school graduates, all of whom live
 
on campus under close supervision and full academic and social
 
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 in their
 
regular schools and thus continue to live at home. Under these
 
circumstances they experience an increase in workload and the need
 
to balance the competing demands of home, course, and workplace.
 

The results of the socia3 costs analysis (see Figure Cl) 
reflect the various cressures that the three groups are under. As 
the graph shows thcse in the CE program c=m2iain significantly more 
than the others abc'-: disruotion of family life (homesickness?) and 
poor living conditions. Other than that, hc.ever, they appear to 
bear fewer social costs than the others. Those in the distance 
education program a!so exoerience relatively nigh levels of family 
life disruption. in addition, they fee! more anxietz than the 
others over workload, more loss of eisure and more intererence 
with social, po, ;ica. andJ l cIous fie. The latter is probably 
because they; are ne univ ones wno ave- cn.. goed status but stayed 

-within their old s:c.. neuwo- s..) hse n the TC programs show 
relatively hi-h of an:...eIv- espe-iallylevels workload z tensicn, 

-cmcared to zhe CE groups, which seem o 'e fa-i relaxed.
 

Looking at the overall figures, it appears that DE program 
participants are paying the highest social costs, followed by those 
in the TC orcramis and then those in the CE cro rams. t seems 
tn - - n o t: t o ..c " :o.- ch u se ho l d .t -- .. ... , .. -2 . n -- . . . .. h 2 

other .had,- the CE, program. provi-des a relazivey.,. unstressfu2. 
environment, marred onl'r bvySome 'homesickness and dissatisfact.: cn 

acuo appear to have been suooess-'ul -,n:eon :.-: socialcot 
down. 

Summary and Conclusions
 

In this chapter we have examined the unit costs of the three 
teacher education programs, represented in various ways, have 
analyzed the relat-ive cost burden to institution and student, have 
shown the distribution of costs across the gross categories of 
capital expenditures and recurrent costs, and have demonstrated 
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student perceptions of their social costs.
 

In terxendi 	 ures (excluding transfers), the
anfcost-pr student' the-CEor programs ($972"is f.Drater
 
than that for the others (TC, $364; DE, $139) Direct student
 
contributions-are o_the same< order of magnitude, but-the student

cost burden varies considerably between theC'le-ges of Education 

(19%) and the others (TC, 34Q,,DE, 33%) When transfer paymen.ts are 
taken into accoun_, the total costs,per student in the conventional 
college programs, w6ereF aT loqa'n-s are paid, are considera'iy 

,higher. This is especially the case with TC participants, since 
:'	they receive a full'teacher:,1s wage (direct costs for them can be 
revised upwards to $825), but it is also true for those in the CE 
programs (direct costs increase to $1165). Transfer payments'for Y 
'theDE program are so small they sqarely affect directs ,costs. The
 
allowances in the former program-9iKnore than offset both fees and
 
student direct costs, such that a net gain is apparent in the TC
 
programs and a "break-even" point in the CE.
 

Ad JpgQQ.a iortunity cosjts-t,the mix changes things yet again.
 
Students in a! pOrograms bear coportuiity costs, but on average
 
they are highest for CE students and lowest for TC participants,
 
who get to draw their salaries while studying and still have time
 
for some part-time work. W,-hen oportunitv costs an& transfer
 
pa,rments are considered simultan eusly, the overall unit costs of
 
the p5rams aft-hidhe .-han originally perceived (CE, $1401; TC,
 
$878; DE, $251). The student ccsz burden under/this accounting is
 
negative for the TC orcoram szudents (they show a net gain) and
 
about 16% and 67%, rescectively f;or the,CE and DE program students.
 

Given this situati n one wonders what motivates teachers to
 
to continue to enroll in the DE program. This is a complex
 
question, itself requirng a research study, but part of the'answer
 
could be found in the- attern ot allocating teachers to schools.
 
Those who complete the CE,,rogram can look forward to placements
 
during their first few mont.s in disadvantaged areas. On the
 
ther ,and ?hcse a h . . . cbs an ur sue -aradn
 

.... r..... : ... : . .. .... :' : :a:. r ..... . ... . 

.-,curren' .,positions if ..they so, desire'. This .,,can,,,, quite a 
" m6t /at ion for oeoble'wheare alreadv de'erl'V rooted i ,. relativevly' 

Con1c.ei na the dist.ribution of costs across-categories,- there 
are some remarkable differences across programs,. In the CE program 
about 40% of the costsare. in the capita..l cost category (largely 
for buildings), whereas about 60% are recurrent. In the TC !/­
programs only 29%, are.capital and 71%'arecurrent. The DE.programs 
have a very modest capital cost comp'nent (9%)--in Fact , over 80% 
of their costs are tied up in just tw1o items: tutors a'nd self, 
instrUctional modules. 

These findings lead one-to wonder if the CE programs are not
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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 CE 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, if we are correct in 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.
 

With respect to social costs, our analysis revealed an
 
interesting pattern. What we perceive is a certain reciprocity
 
between financial resources spent by the institution and social 
costs incurred by the participant. For example, students in the
 
relatively well endowed CE orcgrams incur relatively few social 
costs (i.e., they are relaxed and relatively unperturbed by loss
 
of leisure and social soatus,partici-pation). This is in contrast
 

with the DE program participants. Government expenditure on their
 

program is very modest; in turn they incur relatively high social
 

costs in terms of stress, loss of leisure time and reduced social
 
Gther studies of distance higher education
status/participation. 


these
(Nielsen and Djalil, 1989; Khan et a!., 1937) have found 

factors to be hichlv correlated with student droo-out and rate of 
They ,a,also be related to the procram's success innroress. 


if cniv financial costs are
recrutng students. Th..e coint ;s -nat 

-
an unde fe :_-maze Cf the student's "cost
ccnsidered there wi be 

This true -n rinin ororams consideredburden. 
nere, but esceciall! in the case of t-e E crograts. Prcgram 

makers would do we.! to develop ways ofmanagers and policy 
reducing such costs, by strengtnenng social support systems and' 

by providing ways for students to reduce stress. For the DE course 
mean opening up learning groups closer to the participantsthis may 

home/school and stretching the training program over a longer j
 
neriod of time 
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Table C1 
T=TL DIRECT CST PER STUDENT BY TYPE OF INTITUIION AND SOURCE OF FUNDS 

(In Sri Lankan bpees and US Dollars) 

Tcachers Colleces Clleqes of Educ Distance Education 

Ru es Dollars Mqpees Dollars Rupees Dollars 

Overall 10,929 364 29,161 972 4,160 139
 
To Sponsor 7,230 241 23,658 789 2,787 93
 
To Student 3,699 123 5,503 183 1,374 46
 

id-~
 



Table C2 
NET DIRECT COSTS PER STUDENT BY TYPE OF INTIT7fION AND SOURCE OF FUNS 

(In Sri Lankan Rupes 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 50 



Table C3 
T L COST PER STUDENT (INLUIDI OP!ORIUNITY CSTS) BY 

TYPE OF INSTITTION AND SOURE OF FUNDS 
(In Sri Lankan Rupees and US Dollars) 

Teachers Colleces Colleges of Educ Distance Education 

Rupees Dollars Rupees Dollars Rupees 

Overall 12,507 417 36,241 1,208 7,662 255 
To Sponsor 7,230 241 23,658 789 2,787 93 
To Students 5,277 176 12,583 419 4,875 162 



Table C4 
NET COST PER STU=21N (INCIUDIW,, OPPORTUNITY COSTS) BY 

TYPE OF INSTITTION AND SOURCE OF FUNDS 
(In Sri Lankan Rupees and US Dollars) 

Teachers Colleres 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 



CAPITAI. 
Tab] a CS 

A4D Id.;:I(RNT EXPI-IURES IER 
1iTh 19m BY TYPE Or iN:rrYI'Tam 

(In US Dollars) 

STUDENT 

Cateqory TeIielitu 
Do] Iars 

Colleces 
Percent 

CoH]jeks 
Dollars 

of Educ 
Percent 

Distance 
Dollars 

Education 
Percent 

capital 69 29% 446 40% 8 9% 

-Buildigs 
-Furniture and Equip 

42 
27 

17% 
11% 

317 
129 

28% 
12% 

5 
3 

6% 
3% 

Rcu.rrent 
-Salaries/Benefits t o 
-Iecturers/Instr. 
-Amnin & Supt Star! 
-Other 

272 

71 
55 
16 

71% 

29% 
23% 
19% 

675 

285 
251 
139 

60% 

25% 
22% 
12% 

85 

42 
10 
33 

91% 

45% 
10% 
36% 

TcAL 2-1ST/SIUDEIJP2-1 100% 
100% 

1,121 100% 
99% 

93 100% 
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, 51.1. 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 receive allowances.
 

Twenty percent said they receive allowances for serving in difficult 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-ser-vice courses.
 

The fairness in determining salary was explored by asking teachers about the 
'-s--'...........- ma - e Di'fren
 

critera that determines how 'uch heymake, Different frorm 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.
 

Work on present Job: 
Routine 27 18 20 56 24 
Uncomfortable 40 21 39 11 32 
Healthful 10 18 8 0 11 
Sense of accomplishment 67 85 85 56 78 
Present pay: 
Satisfactory salary 20 12 24 0 18 
Ooportunities for oromotion: 
Unfair promotion policy 40 53 44 22 L4 
Super-isor: 
Tactful 64 72 71 67 69 
Up-to-date 43 59 63 33 55 
Quick tempered 11 6 5 11 7 
Stubborn 7 0 0 0 2 
Lazy 0 0 3 0 1 
?Peoole in orpsent iob: 
Slow 30 6 12 22 16 
Stupid 0 0 0 0 0 
Smart. 77 98. 78 86 
Hard to meet 20 67 66 56 53 
Job in General: 
Makes me content 80 91 90 44 84 
Rotten 0 0 0 0 0 
Poor 0 0 J l1 1 

Accordingly with the previous results it is possible to conclude that
 

teacher in Sri Lanka generally like their job, their co-workers, and their
 

supervicors.
 



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 for
 

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 seem 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 fai].ed 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 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 stratesies, create the image of teachers as professionalE,
 

opportunity for higher salaries and promotions, among others. These two
 

innovations are the colleges of education a pre-service approach and the
 

distance education an in-service approach. These two approaches along with the
 

teachers colleges are the majors trainers of elementary teachers in the 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
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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 

attract 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 carryi 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. 

As previously discussed, the three 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 pedagogy and
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skills mostly directed at how to teach the pre-designed curriculum given to
 

them, and if they have pos3ibilities 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 wno 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 r.o encourage
 

critical thi.nking 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
 

Lor advancement and promotion. The most important concept behind this model is
 

the opportunity for th:is 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 sornething that the teacher is suposed 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 strategy. The development of close ties with other teachers is
 

encouraged through the use of tutors and the creation )f regional centers.
 

Possibilities for promotion and advancement similar to that of the other
are 


programs.
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The key findings of the study illustrate both the strengths and weaknesses
 

of the approaches stud7ed.
 

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
 

leai-ing of subject matter knowledge and teaching skills over the in-service
 

approaches (Distance Education and Teacher Colleges). This is, in spite of the
 

fact that Colleges of Education teacher candidates at the beginning of the
 

program score lower tha, their counterparts in teaching skills. Those measured
 

at the end of the prograin 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 Education and Teachers
 

Colleges).
 

Attitudes is the ar3a where the training programs propose to improve the
 

image that teacher trainees have of the teaching profession, the community, and
 

the studentb. None of uhe programs studied seems to be significantly successful
 

in improving the attitudes that teacher trainees bring with them when they
 

enroll in the programs. The teachers eem ir level of attitude
 

towards a more negative-level over time. -It should be stated, however, that the­

attitudes of the teaichers were already quite high at the beginning of their
 

programs.
 

In term:% 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,
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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 iteraction, and effective use of instructional
 

resources, than their counterparts in teachers colleges. This is a result that
 

would be expected from distance education graduates according to their
 

performance in the 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 progcams. 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 achievement measures in the areas of mathematics and mother tongue
 

4th year, seem to be consiztently higher for those who are taught by trained
 

teachers in the three approaches, than by those taught by their untrained
 

counterparts. Although it is difficult to attribute higher puDil achievement to
 

teacher training directly, research on effective teaching and effective schools
 

has shown a strong correlation between what the teacher does in the classroom
 

and how much students iear. teacher d in
Tat the "e the classrocm is seen as
 

informed bytrairdng'in instructional techniques and pra'tices, endby the
 

knowledge of the subject matter.
 

Finally, in terms of costs, colleges of education are 8.69 times (2,243
 

dls.) more expensive than distance education, and teacher colleges are 6.15
 

times (1,588 dis.) more expensive than distance education (251 dls). This is
 

cost per cycle, per unit "change" in outcome; and "change" per dollar
 

expenditure.
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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 explainea&by the previous
 

experience these teachers have when they start their program. It is important
 

to notice two things: l)that the distance education program 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 hi-weekly visit. They also receive some
 

monitoring and all of this factors may accoun, 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
 

performance level paral.lel to that of the distance education -rae-atas. This
 

may indic'atd the'effect of supervised-practice with feedbaak'fih the classroom
 

for a period of close to a year. Both practices, learning while teaching and
 

super,ised practice for a year, seem effective in improving and increasing
 

performance in pedagogy. The weaker performance 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 be quite effective in Sri Lanka and seems 

to fulfill the purDoses of the reform on teacher education -!to educate a whole 

teacher-,.however-the feasibility of this approach.-over an extended period of 

time with a sustained level of quality seems unlikely. 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 

7
 



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 Lmunities 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 seemF. to
 

show that learning while doing with strong suppcrc of tutors and constant
 

dialog with fellow teachers, brings about a prngram that seems to prepare
 

effective teachers.
 

Teacher colleges seems to be the less adequate approach both in terms of
 

effectiveness and costs. The antiquated curriculum and methods of teaching plas
 

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
 

work. Without suoervised practice it is unlikely that these experienced
 

teachers can perform at the:level:of their counterparts -in.other two progra,
 

studied.
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Teacher education in Sri Lanka seems to be more effective when:
 

o 	 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 super-vised practice 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
 

~, FPon- in lh of the approac'-es ma' contribute -o the develoome:,t 

of a truly indigenous approach to teacher education likely to fulfill the 

societal, economic, and deveiznental needs of Sri Lanka's educational system. 
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FACULTY OUESTIONNAIRR
 

T'ie 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: l)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 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 about the program
 

i. Who makes the decisions abovu 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 program along with
 

department chair ( )
 
6. The director of the program along with faculty ( ) 
7. Other, which? ( ) 

Qi 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 zhree 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. 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 
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 directots 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 Educa-tion, but not so in the Teacher Colleges. The
 
directoL of the program along with faculty is considered important only by
 
College of Education.
 

;S
 



---- ------------------

--------

PRG
 

COUNT I

I ROW 
I 
 TOTAL
 
2 1 I 2 1 3 1

Q2 

Q021 1 6 1 
 3 1 5 I 14
 

1I 
 I I 51.9 
-----.-----


Q022 1 0 I 4 
 I 6 1 10

I I I I 37.0 
-- ----.---.---------

Q023 I 
I 

I 1 
I 

0 I 
I 

0 1 
1 

1 
3.7 

4.-------- ----------
Q024 I 

I 
2 I 

I 
2 I 

I 
3 I 

I 
7 

25.9 
-------------------------

Q025 I C 1 2 1 1 1 3 
I I 1 1 11.1 

Q026 
4.--------

I 0 
I 

1 
I 

---------. 
4 I 

1 
1 1 

1 
5 

18.5 
--------------------------

Q027 I 1 I 0 I 0 I 1 
I I I I 3.7 
-- ------------------

COLUMN 
TOTAL 

7 
25.9 

10 
37.0 

10 
37.0 

27 
100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

27 VALID CASES 
 1 MISSING CASES
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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 Pr-aram along with 

department chairs ( ) 
6. The director of the program ziong 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, bvt 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
 
jvportant only by DIstance Education.
 



--------- --------- --------- --------

--------------

--------------------------

--------------------------

----------------------------

PRG
 

COUNT I
 
I ROW
 

TOTAL
 

I 1 2 1 3 1
 

. 

Q3 

Q031 1 
I 

7 I 
I 

.

7 I 4 I 
I I 
4.------... 

64.3 

1 0 I 3 I 6 I 9
 

I I 

Q032 


I 1 32.1
 

0 1 2
Q033 	 1 1 1 I I 

I I I I 7.1
 

Q034 	 1 0 1 0 I 3 I 3
 

I I I 1 
 10.7
 
--------------------------- 4
 

Q035 	 1 0 L I 2 1 2
 
7.1
I I 1 1 


4 

0 I 2 I 0 1 2Q036 	 1 

1 1 
 I 1 7.1
 
--------------------------- 4
 

I 1 1 0 1 3
Q037 	 1 2 

1 1 10.7
I I 


-----------------4..---4.
 

10 11 28
COLUMN 7 

100.0
35.7 39.3
TOTAL 	 25.0 


PERCENTS AND TOTALS BASED ON RESPONDENTS
 

0 MISSING 	CASES
28 VALID CASES 


18 
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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 C ) 
7. Other, which? C ) 

Q4. In making decisions about student's admission p,9J3ics, Teacher 
Colleges considered the officers in the MOE and the dir', !-or of the program 
play the most importan role. College of Education con: !3red Officers in 
the MOE ,the oificers in NIE, director of the program, and :he 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 iporcant only by Distance 
Education. 



--------- ------------------

------------------
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PRG
 

I
COUNT ROWI TOTAL
 

1 I 2 1 3 1
 

I 


. .. .
-------- I
Q4 

8 1 22
Q041 II 7 I1 7 I1 I 78.6
 

*
 

Q042 I 0 1 
I 

2 I 
I 

4 I 
1 

6 
21.4 

------------------­

0043 I 1 1 
I 

2 1 
I 

0 I 
T 

3 
10.7 

----------------­ +-----

Q044 11 
0 I1 

0 i1 
3 11 310.7 

--------------------------­ 1*1. 

Q046 11 
0 11 

2 I1 
1 11 

310.7 

--------- 4.1.
 

7 10 II 
 28
 
COLUMN 


39.3 100.0

TOTAL 25.0 35.7 


RESPONDENTS
TOTALS BASED ON 


0 MISSING CASES
 

PERCENTS AND 


28 VALID CASES 
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5. 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? ( ) 

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 importav,: 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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05 

PRG
 

I
COUNT 
 I 	 ROW 

I 	 TOTAL
 

I 11 2 3 1
 
+
 

I 3 1 74 

I I I 1 50.0 
Q051 	 I 5 I 6 


Q052 1 0 I 3 I 4 I 7 
I I I I 25.0 
4.--------- -------­ 4* 

QC53 I 2 1 1 I 2 I 5 

I I I 1 17.9 
--------------------

Q054 I I 1 0 I 6 I 7 
I I I I 25.0 
--------------------------- 4 

O055 	 1 1 1 1 1 1 I 3 
1 1 1 I 10.7 
4---.--------------4.-

Q056 	 1 1 I 2 I 1 I 4 

I I I I 14.3 
-----........--------.
 

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
 



------------------------------------------

-----------------------------------------

6. Who 	makes the decisions about program finances and budget allocation?
 

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? ( ) 

Q6. In making decisions about program's finances and budget allocation,
 

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.
 

PRG 

COUNT I
 
LROW
 

TOTAL
 

I 1 I 21 3
 

Q6 -------- ---------------------------+
 

1 9 I 1 1 17
Q061 	 1 7 

I I I I 63.0
 
------- ---------------------------- +
 

Q062 1 0 I 1 I 7 1 8
 
I I I I 29.6 

Q063 	 1 0 1 1 1 0 1 1
 

I I I 
 I 3.7
 

Q064 	 I 0 1 0 1 2 1 2
 
I 1 7.4I I 

-----------------	 +
 

Q066 1 0 I 
I 

1 I 
1 

0 I 
1 

1 
3.7 

-------- ---------------------------­ 4 

COLUMN 7 10 10 27 

TOTAL 25.9 37.0 37.0 100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

27 VALID CASES I MISSING CASES
 



------
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8. Who holds priwary 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, Tea(her Colleges considered the director of the program,
 
the department chair, and the faculty 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.
 

PRG 

COUNT I
 
I ROW 
I TOTAL 
I 1 I 2 I 3 1 

Q8­ ----------------------------
0081 I 

I 
2 1 

I 
6 I 

I 
8 1 

1 
16 

59.3 

0082 
-----------------­

1 0 1 
I I 

3 I 
I 

0 I 
1 

3 
11.1 

Q083 
+------------------­

1 2 
1 I 

I 3 1 
I 

2 1 
I 

7 
25.9 

----­ +---------­

0085 

Q086 

I 4 1 4 
I I 
-----------------------­

0 1 2 
I 

I 
I 

-----
I 
I 

1 

--------
0 

1 
1 
'. 
I 
I 

9 
33.3 

2 
7.4 

+------------------

COLUMN 
TOTAL 

7 
25.9 

10 
37.0 

10 
37.0 

27 
100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

27 VALID CASES I MISSING CASES
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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 certificate? ( ) 
5. Setting program goals ( ) 
6. Other, which? 	 ( ) 

Q10. All three programs have corunittees 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 curriculu and
 
examinations.
 

PRG 

COUNT I 
I ROW 
I TOTAL 
I 1 2 1 3 1 

Q10-- ---------------------------------------. 
Q101 I 3 I 8 I 11 I 22 

I I I I 78.6 

------------­------­------­------­-------
Q102 I 3 1 2 1 7 I 12 

I I I I 42.9 
------­------------­------­------­-------

Q103 1 5 1 7 I 10 1 22 
I I I 1 78.6 

Q104 	 I 1 I 2 I 3 I 6 
I I I I 21.4 
-----.----- --------­

0105 	 1 1 I 0 I I 8 
I I I 1 28.6 

----------------	 +-

Q106 	 1 1 1 1 1 0 1 2
 

I I i 1 7.1
 
-------------------.
 

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.
 



-----------------------------

------------------------------ 
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PRG 

-' ROW 
COUNT I 


I	 TOTALI 

I 1 2 1 	 3 1 

a 1 18 
D l 	 64.3


0111I 

----------------------------- '9
 

5 1 126 IQ112 	 42.91 11 
 * 

Q113 1 
1 

7 I 
1 

4 I 
1 

8 1 
1 

19 
67.9 

----------------------------
Q114 I1 3 11 6 11 3 I1 1242.9 

---------------------------- 21.4 

Q116 I 0 1 1 I 2 3 

----------------------------------1 1 1 1 1.10.7 

I 62 1 2 I 2 1 21.40117 1I 1 1 

2. 

7 1 15
 
Q119 1 2 1 6 I 

I 53.6I I 
9 ------------------------------. 

7 10 11 28
 
COLUMN 
 100.0
 
TOTAL 25.0 35.7 39.3 


PERCENTS AND TOTALS BASED ON 
RESPONDENTS
 

0 MISSING CASES
 28 VALID CASES 


A 
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Q12. 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 I II21 31 TOTAL 

0 120 1 ........ 
1 

........
1 3 1 

- 21........--..... 
8 1 10 I 21 

I I I I 75.0 

--­ +
2 1 4 1 2 1 11 1 

I 1 1 1 25.0 

------------------------------- --7-- 10 
1
COLUMN 1l 28
 

TOTAL 25.0 35.7 39.3 100.0
 

NUMBER 	OF MISSING OBSERVATIONS = 0 

2. 	Use of textbooks
 

Favorable ( ) Neutral C ) Unfavorable ( ) 

PRG
 
COUNT 	 I
 

I ROW
 
I TOTAL
 
I 1I 21 31
 

Q1202 -----------------------------------­
1 I 1 1 2 I 7 1 10 

I I I 1 35.7 

2 	 1 5 I 7 1 2 I 14
 
I I I I 50.0
 

3 1 1 I 1 1 2 1 4 
I I 1 1 14.3 

COLUMN 7 10 11 28 

TOTAL 25.0 35.7 39.3 100.0
 

NUMBER OF MISSING OBSERVATIONS = 0 



-----------------------------------------

- --- -- --- -- ----

----
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3. 	Homework assignments
 

Favorable ( ) Neutral ( ) Unfavorable ( )
 

PRG
 

COUNT I
 
I 
 ROW 

- TOTAL 

I II 21 31
 

Q 120 3 . .. - ---.. .. - -....- ­. --.. 


1 1 3 I 4 I 7 I 14
 

I I 


.. ... ...


1 1 51.9
 
-------------------------------.
 

2 I 4 I 4 1 2 1 10
 

I I 1 37.0 

----------------------------------------- + 

3 1 

I 


I 2 1 1 I 3 

I I I 1 11.1 

COLUMN 7 10 10 27
 

TOTAL 25.9 37.0 
 37.0 100.0
 

NUMBER OF MISSING OBSERVATIONS = 1 

4. Setting instructional goals
 

Favorable ( ) Neutral ( ) Unfavorable ( )
 

PRG
 
I
COUNT 

I ROW
 

I 
 TOTAL
 

I 1 21 31
 

Q 120 4 .... .... 

5 I I5
1 	 I 2 I I 


I I 
 I I 55.6
 

+-----------------4. 
10
4 	 I 1 I 

I 1 37.0 
2 I 5 1 


I I 
------- ----------------------- 4 

1 1 11 231 

I 7.4
I I I 


4. ----- +---------


7 10 10 27

COLUMN 


37.0 37.0 100.0
TOTAL 25.9 


NUMBER OF MISSING OBSERVATIONS 1
 



---------------------------

----

---------- --------
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7. 	Design and use of instructional materials
 

Favorable ( ) Neutral ( ) Unfavorable ( ) 

PRG
 

ROW
COUNT I 


TOTAL
I 


I I1 21 31
 

01205----------------­ 9 19
1 5 1 
I 67.9 

1 1 5 


I I I 

---------------------------------------. 
2 1 9

2 1 2 1 5 
1 	 32.1
I I I 


7 10 11 28
 
COLUMN 


100.0
35.7 39.3
TOTAL 25.0 


NUMBER OF MISSING OBSERVATIONS 
= 0 

9. 	Classroom management techniques
 

Favorable ( ) Neutral ( ) Unfavorable ( ) 

PRG
 
COUNT I
 

I 
 ROW
 

I 
 TOTA.
 

I 11 21 31
 

01207 ­
1 1 
 2 	 I 4 I 9 I 15
 

53.6
I I I 1 


-------------------. 

2 	 I 5 I 6 I 1 1 12 

I I I I 42.9 

3 1 I I 1 I 1 

I I I 3.6 

+-----------------­

10 	 28
COLUMN 7 	 11 


35.7 39.3 100.0
TOTAL 25.0 


NUMBER OF MISSING OBSERVATIONS 0
 



- - - -

---------------------------------------

---------------------------------------

--------- --------- ---------

-----------------------------------
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10. 	Emphasis in student discipline 

( ) Neutral ( ) Unfavorable ( )Favorable 


PRG
 

ROW
COUNT 	 I 


I
I 	 TOTAL
 

I 	 II 21 31
 

-
-
-

01208--	 12
1
6 	 1 5
2 I 1 I 


1 42.9
1
1 


4 1 


I 


6 1 	 16
 
2 1 6 1 


1 57.1
1
I 


7 10 11 28
 

I 


COLUMN 

100.0
 

TOTAL 25.0 	 35.7 39.3 


= 
 0
MISSING 	OBSERVATIONS
NUMBER 	OF 


Knowledge and involvement in community development activities
11. 


Neutral ( ) Unfavorable ( )Favorable 	 ( ) 

PRG
 
I
COUNT 

I ROW
 

TOTAL
I 


1 1I 21 31
 

Q1209 ---------

3 13
4 	 1 1 


I I 46.4
 
1 I 6 1 


I I 


1 I 7 	 I 132 1 1 5 
I 46.4I I I 
4.­4.----------------

21 I3 	 1 
7.1
I 


------------------------------------- 1
 
I I 


28
7 	 10 11
COLUMN 

39.3 	 100.0
35.7
TOTAL 25.0 


0
MISSING OBSERVATIONS
NUMBER 	OF 


4 
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12. Preparation of weekly teaching plans
 

Favorable ( ) Neutral ( ) Unfavorable ( )
 

PRG 

COUNT I 
I ROW 
I TOTAL 
1 11 21 31 

Q1210 - - - - - -­
1 I 1 I 8 1 1 9 

I I I 32.1 

2 	 I 3 I 2 I 11 1 16 

I I I I 57.1 

------ 4---.------+­

3 1 3 1 I 3 
1 I I I 10.7 

----------------------------------4 
COLUMN 7 10 11 28 
TOTAL 25.0 35.7 39.3 100.0 

NUMBER OF MISSING OBSERVATIONS = 0
 

13. 	Awareness of the role that teacher expectations have on
 
student achievement
 

Favorable ( ) Neutral ( ) Unfavorable ( ) 

PRG 

COUNT I
I
I 

ROW 
TOTAL 

SII 21 31 

1 I 
2 

6 
1 

1 6 I 6 1 
1 

18 
64.3 

1 4 1 3 4.2. 223 	 1 28.6I I I 

23 	 1 1 1 2 1 

---------------------------------- 4 7.1 7.1
1 1 1 


7 10 11 28
 
COLUMN 


100.0
35.7 39.3 


MISSING OBSERVATIONS 


TOTAL 25.0 


= 0 
NUMBER OF 




-- -- -

---------------- 
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15. Punctuality.
 

Favorable 
 ( ) Neutral ( ) Unfavorable ( ) 

PRG
 

COUNT Ir
 

ROW
rI 

21 31 TOTAL
Q1212 I 


-- -- - -- -- - r 1 6
------------ 5 
-4 - -1 1 12 

--I 

12
 

I I 42.9 

1 1 1450. 0 
3 --------------------II 

I 2 

S I I I 7.1 
COLUMN
TOTAL 725.0 1035.7 1139.3 28100.0 

NUMBER OF MISSING OBSERVATIONS 0
 



---------------------------------------
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13. 	Are the teachers you train expected to participate in:
 

!. Shramadana activities
 

Yes ( ) 
No ( ) 

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 the community. 

Yes ( ) 
No 	 () 

Q13. The teachers trained by the faculty are expected to participate in
 
Shramadana activities, 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 

S I 12TOTALI 2 1 3 1 

Q131 I 7 1 10 I 8 1 25 
I I I 96.2 

*
 
Q132 1 7 1 10 I 8 I 25
 

I I I I 96.2
 

4. 
Q133 I 5 I 7 1 
 4 1 16
 

I 1 I 1 61.5
 

--------*---------

Q134 I 2 1 6 
 I 1 I 9
I I I 
 I 	 34.6 

--.- +-------------
COLUMN 7 10 9 
 26
 
TOTAL 
 26.9 38.5 34.6 100.0
 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

26 	VALID CASES 2 MISSING CASES
 

3K,
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19. What is the higher educational level you have achieved?
 

i. 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, 	 ( ) 

Q19. 	 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 Distance
 
education.
 

Q19 (TABULATING 1)
 

BY PRG
 

P'1 

COUNT 	 I
 
I 
 ROW
 
I 
 TOTAL
 
I 1 1Q 19 ........-- --.. ....-- --......-- 2 I --........- 3 1
 

Q192 I 2 I 6 I 1 I 9
I I I 1 32.1 
-....--
 ....------------..
 

Q193 I 3 1 2 I 4 I 9 
I I I 32.1 

.--------------


Q194 I 0 
 1 0 I 2 1 2
 
I I I
I 7.1
 
----.--------


0195 1 3 1 2 1 
-----­

2 I 7 
I I 1 1 25.0 
---------- --------

Q196 I 3 I 1 I 5 I 9 
I I I 1 32.1 
--------------------------------------

COLUMN 
TOTAL 

7 
25.0 

10 
35.7 

11 
39.3 

28 
100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

28 VALID CASES 
 0 MISSING CASES
 

2'
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2. Program Goals
 

21. How would you characterize your program?
 

It is 	a program that provides:
 

i. 	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
 
TOTAL
 

1 11 21 31
 

Q21 ----.----------------

I 1 10 I 1 10
 
I I I 1 35.7
 
4------------------. 

2 1 7 1 1 1 8 
I I 1 I 28.6 

3 	 I 1 1 10 I 10
 
I I I 1 35.7
 

COLUMN 7 10 11 28
 
TOTAL 25.0 35.7 39.3 100.0
 

NUMBER 	OF MISSING OBSERVATIONS = 0 

-310 
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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:
 

i. General skills and knowledge needed 
to teach primary zhool. ( ) 

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 thp rural or urban 
communities where they teach. ( ) 

8. Other, explain 	 ( ) 

Q25. Concerning an overall theme to the program, Teacher Colleges and
 
Distance education 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.
 



-------------------- ---- ----
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Q25 (TABULATING 1)
 
BV PRG
 

PRG
 

COUNT 	 I
 
I 
 POW
 
I 
 TOTAL
 

11 2 1 3 1
 
Q25 - -------


Q251 I G I 
 10 1 
 9 I 25
 
I I 
 I 89.3 

. ------..------
Q252 I 5 I 5 I 9 1 19I I 11 67.9 

Q253 

Q254 

---------------*---------I 5 I 4 I 7 I 16 
I I I 1 57.1 

.------.----------­
4-

I 5 I 3 I 8 I 16I I I 1 57.1 
------------------------

Q255 

Q256 

1 5 1 0 1 8 I 13 
I I 1 1 46.4 
--------------- ---------I 5 1 0 I 2 1 7 
I I I 1 25.0 
------------------------

Q257 1 5 1 3 1 7 1 15
I I i i 53.6 

Q258 
--------------------

I 2 1 1 1 1 I 4 
I I 1 1 14.3 

COLUMN 
TOTAL 

---------------*--------­
7 10 11 28 

25.0 35.7 39.3 100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

28 VALID CASES 
 0 MISSING CASES
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26. 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, ( ) 

Q26. Concerning the goals of the program trying to accomplisn, 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 teacling 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 
11 1 2 1 3 1 

Q26 -----
Q261 I 

r 
6 1 

I 
9 I 

I 
9 1 

I 
24 

85.7 
--- +------.4-----.
 

Q262 	 I 4 I 1 1 4 I 9 
1I I I 32.1 

Q263 	 1 5 1 4 I 8 1 17
 
I I I I 60.7
 
----------------+-----


Q264 1 5 I 2 I 6 1 13
 
1I I 1 46.4 
+-------------*4-----

Q265 	 1 5 I 3 I 10 1 18
 
I I I 1 64.3
 
---------------. 4-----.
 

Q265 1 6 I 0 I 8 I 14
 
I I I I 50.0 

Q267 	 1 6 1 7 I 9 1 22 
I I I I 78.6 
-- -----------	 4 

Q268 	 I 7 I 8 1 9 1 24 
I I I 1 85.7 

Q269 	 I 5 1 2 I 7 I 14 
I I I 1 50.0 

------ 4...- -.......--- T
Q2610 	 I 0 1 1 I 2 I 3 

I I 1 1 10.7 

COLUMN 7 10 11 28
 
TOTAL 25.0 35.7 39.3 100.0
 

PERCENTS AND TOTALS LASED 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.
 

i. 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
 
teaching 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 understan,' their role in the
 
broader context of society. ()
 

7. By encouraging tea ers 3 develop those personal
 
skills that make for successful teaching. ( )
 

8. By providing teachers with a solid academic
 
preparation in subject matter. ( )
 

9. Other, which? 	 ( ) 

Q27. Concerning how the program trying to accomplish these goals, College of
 
Education agrees with all the choices. 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
 
previous studies. 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
 
important actions.
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J27 (TABULATING 1)
 
BY PRG
 

PRG 

COUNT I 
I ROW 
I TOTAL 
I 1 I 2 1 3 1 

027 - - - - - -­
0271 1 2 I 1 I 2 1 5 

II I 1 17.9 
*---------------------------------

Q272 I 0 I 3 I 0 1 3 
I I 1 1 10.7 
------------------­

,1273 I 
I 

5 1 
I 

6 I 
I 

8 I 
1 

19 
67.9 

------------------------
Q274 I 6 I 6 I 10 1 22 

1I I I 78.6 
------------------------­

0275 1 1 I 5 I 0 1 6 
I I 1 1 21.4 
*-----------------------­

0276 1 4 I 3 I 5 1 12 
I I I I 42.9 

0277 1 7 I 5 I 10 I 22 
I I 1 1 78.6 

-----------------------­
0278 1 5 I 2 I 6 I 13 

I I 1 46.4 
------------------­

0279 1 0 I 0 I 1 I 1 
I I 1 1 3.6 
------------------------. 

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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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
 

I 
 ROW
 
I 
 TOTAL
 
1 1I 21 31
Q281 .........- ­

1 I I 1I 51 7 
I I 11 25.0
 

21
 
I I 
 i 1 75.0
 

COLUMN 
 7 	 10 tl 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 
Unsuccessful 

C) 
( ) 
() 

Q282 

PRG 
COUNT I 

I 
I 
I 1I 21 31........----.. ....-- --......-- --........­

1 I I 2 1 I 
I I I I 

ROW 
TOTAL 

2 
0.3 

2 

COLUMN 

----- ------------------*----------
I 6 1 8 1 

1 I 

6 10 

8 

e 

I 

1 
222 

91.7 

24 

TOTAL 25.0 41.7 33.3 100.0 

NUMBER OF MISSING OBSERVATIONS = 4 
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3. Update teachers knowledge of teaching.
 

Very successful ( ) 
Moderately successful () 
Unsuccessful ( ) 

PRG
 
COUNT I
 

I ROW
I 
 rOTAL 
i I! 21 31
 

Q283 . . . . . . . .
 *
 
I II II I 4 1 6 

4 
 23.1
 

2 1 5 1 7 1 220 
I I 11 76.9
 

COLUMN 
 6 9 
 11 26
TOTAL 23.1 
 34.6 42.3 
 100.0
 

NUMBER OF MISSING 0SERVATIONS = 2
 

4. Update teacher's knowledge of subject matter.
 

Very successful ( ) 
Moderately successful C) 
Unsuccessful C) 

PRG
 
COUNT I
 

I 
 I ROW
TOTAL
 
Q284 I 21
II 31
 

0284---~----------------------------~0--­
11 
 2 1 
 2 1 
 3 1 
 7
 

4----------
 ----- 17
 
I 1 I 68.0 

------.-----­ 4 ----­
31 I 1
I 11 1 1I I 
 I 4.0 

COLUMN 
 5
TOTAL 20.0 36.09 11 25
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 I
 

I 
 ROW
 
I 
 TOTAL
 
1 1I 21 31


0285 ----- +----------------- --.-.---­-.. 

1 1 3 I 4 1 3 1 
 10
I I I I 
37.0
 

2 1 3 1 6 
 1 a 1 1717
 
1I 
 I 1 63.0
 

COLUMN 6 10 
 11 27
 
TOTAL 22.2 
 37.0 40.7 100.0
 

NUMBER OF MISSING OBSERVATIONS = 1
 

6. Improve or modify teacher's teaching styles.
 

Very successful 
 C )
 
Moderately successful ( )
 
Unsuccessful 
 ()
 

PRG
 
COUNT I
 

I 
 ROW
 
I 
 TOTAL
 
I 1I 21 31
 

Q286 ........- .. -- ... - .
---. .... --.... -- + 
1 1 1 2 1 4

I I I 1 14.8
 

2 1 5 1 9 1 9 1 23
23
 
I 1 1 
 1 85.2
 
-....--------..-------


COLUMN 6 10 It 27
 
TOTAL 2Z.2 37.0 40.7 
 100.0
 

NUMBER OF MISSING OBSERVATIONS = 1
 



33 

7. Provide teachers with the required knowledge 
and abilities needed to teach. 

Very successful 
Moderately successful 
Unsuccessful 

( 
( 
( 

) 
) 
) 

0287 

COUNT 
PRG 

I 
I 
I 1I 21 31 

-

ROW 
TOTAL 

1 

2 

COLUMN 
TOTAL 

4 1I I 
4.----------------­

1 2 I 
I I 

-----------6 
22.2 

3 1I 

7 1 

I 
-------­10 

37.0 

2 

9 

11 
40.7 

I 91 33.3 

1 18 

1 66.7 

27 
100.0 

NUMBER OF MISSING OBSERVATIONS = 

8. Other, 

Very successful ( ) 
Moderately successful () 
Unsuccessful () 

PRG 
COUNT I 

I ROW 

Q288 I 11 2I 3 TOTAL 
4. 21 31 TO A 

1 I 11 2 11 1 222.2 

21I 11I 4 I II I 6b6.7 
3 1 11I 1 

I I4---------- I --- ----- I 11.1 

COLUMN 
TOTAL 

2 
22.2 

6 
66.7 

1 
11.1 

9 
100.0 

NUMBER OF MISSING OBSERVATIONS 19 
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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 th. country, andimprove or modify teacher's
 
teaching styles. In general, the faculty consider the programas 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 wiLh 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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Q29 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT 	 I
 
I ROW
 
I TOTAL
 
1 1I 2 1 3 1 

Q29 ------------------------------------
Q291 1 5 1 9 I 10 I 24 

I I I 1 85.7 

Q292 	 I 4 1 8 1 7 I 19
 
I I I I 67.9
 

Q293 1 
I 

0 I 
I 

3 I 
I 

7 1 
I 

10 
35.7 

Q294 r 
I 

0 1 4 
I 

----------------------------

I 
I 

I I 
I 

5 
17.9 

Q295 I 
II 

0 I 2 I 
I 

3 1 
I 

5 
1 7.9 

Q296 1 
I 

4 I 
I 

8 1 
I 

8 I 
I 

20 
71.4 

Q297 1 
I 

0 1 
I 

-------------------

3 1 
I 

-

6 

--------

I 
1 

9 
32.1 

Q298 1 2 
I 
4----.--------------. 

r 
I 

6 I 
I 

B I 
I 

16 
57.1 

Q299 1 5 I 7 
I I 

--------------------------

I 
I 

8 I 
I 

20 
71.4 

02910 1 1 
I 
4----.------------4. 

I 
I 

1 I 
I 

0 I 
I 

2 
7.1 

COLUMN 
TOTAL 

7 
25.0 

10 
35.7 

11 
39.3 

28 
100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

28 VALID CASES 0 MISSING CASES
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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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030 (TABULATING 

1)
 

By PRG
 

PRG
 

COUNT 	 I
 

II 

ROW
 

030 1 2 TOTAL
 

Q301 
 I 6 1 a 9i 7 I 21
 

I 1 1 75.0 
0302 

100.0
PERCENTS AND TOTALS BASED ON RESPONDENTS
 

S I 4 1 2 I
I 9 I

I 15
53.6 

0303 0 1 2 1 0 I 2 
I 1 1 7.1 

0304 0 1 - -
I 0 I 4 1 1 1 5 
I ­ 1 17.9 

Q305----0305 1I 1 1 1 1 
1 0 I 

1 2 
7.1 

0306 0 
I 

i 6 1 
I 

5 I I 
39.3 

0307 

I 
0 I-----------------­1 1 I 0 

1 
1 

1 
1 

3.6 
COLUMN 
TOTAL 7 

25.0 
10 

35.7 
11 

39.3 
28 

28 VALID CASES 

0 MISSING CASES
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31. 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.
 

031 	 (TABULATING 1)
 

BY PRG
 

PRG
 

COUNT 	 I
 

I 
 ROW
 
I 2TOTAL
I I 2 1 3 1
 

Q31---- ------------------------------.------

Q311 
 I 6 	 I 3 I 8 1 17
 

I I 1 63.0
 
4.----------------­

0312 	 I 0 
 I 2 	 I 1 1 3
 
II I I 11.1 

Q313 	 I I I I I 7 I 9 
I I I 	 1 33.3
 

Q314 
 1 2 	 r 5 I 9 1 16 
I I I 59.3 

4.-------- ---------.
Q315 	 I 1 1 2 I 1 4 
I I I I 14.8 

------	 4---.--------

Q316 	 r 1 I 
 1 1 	 1 1 3


I I 	 1
1 11.?
 

------ 4---.--------

COLUMN 7 	 11
9 	 27
 
TOTAL 	 25.9 33.3 
 40.7 100.0
 

PERCENTS 	AND TOTALS BASED ON RESPONDENTS
 

27 VALID 	CASES I MISSING CASES
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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 pLactice for the students.
 

Q32 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT I
 
I 	 ROW
 
I 	 TOTAL
 
1 11 2 1 3 1
 

Q32 -----------------------------------

Q321 	 1 7 1 6 1 9 I 22
 

1 I I I 78.6
 
-- - - --	 - - -- - -- -- 4.-

Q322 	 I 6 1 8 1 9 1 23
 
I I I 1 82.1
 

Q323 1 4 1 4 I 8 1 16 
I I I 1 57.1 
4.--------- --------

Q324 1 6 I 7 1 8 1 21 
I I I 75.0 
4.-------- ---------

Q325 1 7 1 9 1 9 I 25 
1 I I 1 89.3 
4----.---- ------­ 4. 

Q326 I 4 1 3 I 3 1 10 
I II I 35.7 
-----­ 4. ---------­ 4. 

Q327 I 0 I I I 0 1 1 
1 I I I 3.6 

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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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. In 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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033 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT 	 I
 

I ROW
 
I TOTAL
 
1 1 2 I 3 1
 

033------ ----------------------------------
 -+
 

0331 	 I 3 I 6 I 5 1 14 

I I I 1 50.0 
-- 4.---------------


Q332 	 I 1 I 4 I 2 1 7 
I I I I 25.0 

Q333 	 1 3 1 7 I 10 1 20 

I I I 1 71.4 
----------------.-.--- .4-. 

Q334 	 I 5 I 3 I 5 I 13 

I I I I 46.4 
-- .4-------------4.-


Q336 	 I 0 I 1 I 1 I 2 
I I I I 7.1 
--------------------------- 4 

Q337 1 3 1 0 I 4 I 7 
I I I 1 25.0 

--------------- --------- 4 

Q338 	 I 5 1 3 I 8 I 16 

I I I I 57.1 
-- +---------- 4.­

0339 	 I 5 I 1 I 7 I 13 

I I I I 46.4 
--------------------------- 4 

Q3310 	 I 2 1 3 I 0 1 5 

I 1 I I 17.9 
-- 4.---------------


COLUMN 7 10 11 28
 
TOTAL 25.0 35.7 39.3 100.0
 

PERCENTS AND TOTALS BASED ON PESPONDENTS
 

28 VALID CASES 0 MISSING CASES
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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 speciff courses (e.g.
 
more courses in math, or language, etc.) ( )
 

8. Would add nothing but will extend Lhe 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 communities 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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036 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT I
 
I ROW
 

TOTAL
 
I 2 1 3 1
 

036-- -------------------------------

Q361 1 6 I 6 I 8 1 20
 

I I I 1 71.4
 

0362 1 
I 
4----

3 I 
I 

2 

--------

I 
I 

8 1 
I 

13 
A6.4 

Q363 1 
I 

7 1 
I 

5 I 
I 

7 1 
1 

19 
67.9 

---------------------------- 4
 

0364 1 2 1 0 I 4 1 6
 
I I I I 21.4
 
---------------------------- 4
 

Q365 I 7 I 7 1 7 1 21
 
1 1 1 I 75.0
 
*------------------------4
 

0366 	 I 5 1 4 1 5 I 14
 
I I 1 1 50.0 
------ +-------- 4.­

0367 	 I 3 1 3 I 2 I 8 
I I I I 28.6 
-------------------- --- 4 

0368 	 1 2 1 2 I 1 1 5 
1 1 I 1 17.9 

-..........---------...---.
 

Q3610 	 1 0 1 1 0 1 1 
I II I 3.6 

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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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. In
 
general. the two most important areas are books and organization of
 

conferences.
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Q38 (TABULATING 
 1)

BY PRG
 

' PRG 

COUNT I
 
I 


ROW
 
TOTAL
 

Q38 
 1 2 I 3 1
 

Q381 I 
 4 I 
 1 1 
 7 1 12
I I 
 I 
 1 42.9
 

0382 1 
 3 I 1
1 3 1 7

I I 
 1 
 1 25.0

4----------
 --------.

Q383 I 7 
 1 7
I I 9 1 23
I 
 1 82.1
 

Q384 
 6 I 7
8 
 I 
 8 r 21
I 
 I 
 I 75.0
 
Q305Q30----------------------------------­1 6 1 
 7 1 
 7 1 20
 

1 
 1 
 1 
 1 71.4

4----------


Q386 I 7 I 
---

8 I
I 9 I 24
I 
 1 85.7
 
4.-----------------4--

Q387 
 I 1
1 
 0 1 
 0 1 
 1
I 
 I 
 1 3.6
 

COLUMN 
 7 10 
 11
TOTAL 28
25.0 
 35.7 
 39.3 
 100.
 
PERCENTS ANP TOTALS BASED ON RESPONDENTS
 

28 VALI1 CASES 
 0 MISSING CASES
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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:
 

I. Their 	credentials ( ) 
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.
 

Q42 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT I
 
ROW
 

I TOTAL
 
1 I 2 1 3 1
 

Q42 ----------------------­+------------


Q421 	 I 4 1 6 I 8 1 18
 
1 1 1 1 66.7
 
-------. ---------

Q422 	 I 3 1 6 I 3 1 12
 
I 1I I 44.4
 
---------------------------------------.
 

Q423 I 4 1 9 1 9 I 22 
1 I I I 81.5 
------ -- +-- ---- * 

0424 2 I 4 I 4 I 10 

I 1 I I 37.0 
-----­ 4---------4. 

Q425 I 2 1 1 I 1 I 4 

I I I I 14.8 
-.....---.----..---.. .. 

COLUMN 7 10 10 27 
TOTAL 25.9 37.0 37.0 100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

27 VALID CASES 1 MISSING CASES
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44. Has your performance been evaluated?
 

Yes 	 ( )
 

No 	 ( ), Go to question 45.
 

If so how?
 

i. 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.
 

0432 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT 	 I
 
I 
 ROW
 
I 
 TOTAL
 
I 1I 2 1 3 1
 

Q432- -------------------------------.--.---

Q4321 I 2 1 2 I 
 7 1 I1
 

I I I 
 I 44.0
 

04322 1 0 1 0 1 1 I 1 
I I I I 4.0 
------------------

Q4323 I 5 I 6 I 6 I 17 
I I I 1 68.0 
---------- --------

Q4324 I 4 1 4 I 8 I 16 
I I I I 64.0 
--------- ----------------------------

Q4325 I 3 I 2 I 3 I 8 
I I I I 32.0 

-------------------
Q4326 1 0 I I I 1 I 2 

I I I I 8.0 
--------------------

COLUMN 5 9 Ii 25 
TOTAL 20.0 36.0 44.0 100.0 

PERCCNTS AND TOTALS BASED ON RESPONDENTS
 

25 VALID CASES 3 MISSING CASES
 

/
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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):
 

2. Level of education, describe ( ) 
3. Passing an examination, describe ( ) 
4. Number of years teaching, decribe ( ) 
5. Region 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?
 

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 teaching experience
 
are considered as most important by the three programs.
 



------ 
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0472 

(TABULATING


BY PRG
 

PRG
 

COUNT 
 I
 
I
I 


0472 ROW
1
04721 1 I 2 1
1 	 3 TOTAL
6 1 
 10 
 1 
 5 1 
 21 

- 1 75.004722 ­1 

B 1 
 2 x
04723 
 1
---- 7 I 
 4I I 39.3
3[ 
 1
 

0472------------------------
I 
I 
 I 50.0
 

47240 .4. - --- - I 2------- I 2 
I - ­ -
 -
Q4725 
 1 
 0 
 1 1 

+ 

1 

Q4726 I 0 1 2 1 4
0476------------------------

i----------


04727 
 1 
 2 1 
 8 1
I 	 0
I 
 I
 
Q4
 728 1 
 0 1
 

1 

5 ,
 

7.1
 

3.6
 

6
 

.
22---------1.4-------------


10
 

04729 	 3.
1 25.0 ---- + 
1 -------0 I 	 2.1 1 
 o
 
I 
 1Z 1 3.6
 

0421
047210 ----. 
 0 --------------I 
 0 
 1 
 1
I 
 1 
 I 3.6047211 1 
 4 2 
 2 B
 
I ---------------II 	 I 2 6 

COLUMN 

TOTAL 	 10
25.0 35.7
COUN7---.0------------	 39.3 25"
100.0
 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

28 	VALID CASES 

0 MISSING CASES
 

6/\
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52. Personality characteristics:
 

Most 	of the students are:
 

1. Independent ( )
 
2. Take the initiative ( ) 
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)
 

PCT OF PCT OF
 
DICHOTOMY LABEL NAME COUNT RESPONSES CASES
 

Q5211 18 11.3 64.3
 

Q5212 16 10.1 57.1
 

Q5213 17 10.7 60.7
 

05214 10 6.3 35.7
 

05215 7 4.4 25.0
 

Q5216 15 9.4 53.6
 

05217 15 9.4 53.6
 

Q5218 12 7.5 42.9
 

Q5219 16 10.1 57.1
 

Q52110 12 7.5 42.9
 

052111 6 3.8 21.4
 

052112 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.
 

053 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT 	 I
 
I ROW
 
I TOTAL
 
1 1 1 2 1 3 1
 

053 - ----------------------------------­
0531 I 3 I 7 I 4 I 14
 

I I I I 51.9
 
4.-------- --------­

0532 	 I 2 I 4 I 4 I 10
 
I I I I 37.0
 
4---------- -------­

0533 	 I 0 I 5 I 8 I 13
 
I I I I 48.1
 
4---------- ------ 4.
 

Q534 	 1 0 I 0 I 6 I 6
 
I I I I 22.2
 
4---------- -------­

0535 	 I 0 1 1 I 1 I 2
 
I I I I 7.4
 
4.--------- -------­

0536 	 I 6 1 5 I 7 I 18
 
I I I I 66.7
 
4---. -------------­

0537 I 3 I 5 1 0 I 8
 
I I I I 29.6
 

COLUMN 7 10 10 27
 

TOTAL 	 25.9 37.0 37.0 100.0
 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

27 VALID CASES 1 MISSING CASES
 

/ 
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What if anything, is done to recruit applicants?
54. 


i. 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? 


Q54. In recruiting applicants, the MOE recruits the teachers is the most
 

For College of Education
important source considered by Teacher College. 

the different programs
and Distance Education, teacher get assigned to 


on a test or other similar criteria.
according to past performance, scores 


054 (TABULATING 1)
 

BY PRG
 

PRG
 

ROW
COUNT I 

TOTAL
I 


I 
2 1 3 1I 1 1 ---.... -........­-- --.... .---.. .....- ----

Q544
 
040541 1 4 1 3 
 1 0 1 7
 

1 28.0
1
I
I 


1 12
 
I 3 1 5 I1 4 1 48.0
0542 1 1 


4-.
 

I 0 3 1I 24.06
 Q543 I II3 II 


-------------------------------------- 42.
 

8
4 I 3 1

Q544 I 1 1 


- - 1 32.0S1 


25
COLUMN 7 9 9 


36.0 100.0
TOTAL 28.0 36.0 


PERCENTS AND TOTALS BASED ON 
RESPONDENTS
 

3 MISSING CASES
 25 VALID CASES 
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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 ( j
 

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? ( ) 

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.
 
College of education considered 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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055 

Q55 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT I
 
I 	 ROW
 
I TOTAL
 
I II 2 1 3 1
 

-----.-.--------------------- 4
 
0551 I 3 I 5 I 3 I it
 

I I I I 43.7
 
.......---.---- -4-.---


Q552 	 I 2 I 6 I 7 I 15
 
I I I I 55.6
 
4.--------- --------


Q553 	 I 1 I 3 I 0 I 4 
I I I I 14.8 
4-. -------- -------­

0554 	 I 3 I 3 I 3 I 9
 
I I I I 33.3
 
4-. ------- ----------


Q555 I 2 I 7 I 1 I 10
 
I I I I 37.0
 
*--------------------­

0556 I 2 I 0 I 0 I 2
 
I I I I 7.4
 
4---------- -------­

0557 	 I 2 I 2 1 0 I 4
 
I I I I 14.8
 
4-. -------- --------


COLUMN 7 10 10 27
 
TOTAL 25.9 37.0 37.0 100.0
 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

27 VALID CASES I MISSING CASES
 



57 

56. 	 Which of the following factors influence 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 ( )
 

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? 	 () 

Q56. In concevning the factors influence a teacher's teaching record,
 
teacher college and distance education consider the number of days a teacher
 
is absent from school and punctuality are the most important. College of
 
education considers punctuality and teacher's qualifications or certificates
 
as most important. In general, the three factors mentioned above are
 
considered as most important for the three programs.
 

iL.\j 
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056 (TABULATING 1)
 
By PRG
 

PAGE 1 OF 2
 
PRG
 

COUNT I
 
ROW
I 


TOTAL
I 

I 1 I 2 1 3 1
 

. 
056-----------------


Q561 1 
I 

0 I 
I 

0 I 
I 

2 I 
I 

2 
7.1 

------------------

Q562 I 
I 

2 I 
I 

1I 
I 

6 I 
1 

9 
32.1 

-----------------­ +-

Q563 I 
I 

0 I 
I 

1 I 
I 

1 I 
I 

2 
7.1 

--------------­ +­

0564 I 
I 

0 I 
I 

1 I 
I 

1 I 
I 

2 
7.1 

-----------­4..-------­

0565 1 
I 

6 I 
I 

6 I 
I 

11 I 
I 

23 
82.1 

---------------- 4-­

0566 I 
I 

6 I 
I 

9 I 
I 

11 I 
I 

26 
92.9 

..----.- ...--- --- . 

0567 I 
I 

1 1 
I 

5 I 5 I 
1 

11 
39.3 

0568 I 3 11 8 11 9 I1 2071.4 

4---. ------------- 4. 71. 

Q569 11 5 I1 8 I1 9 I1 2278.6 

-----­ 4. ----------. 8. 

05610 I1 5 I1 9 I1 9 11 2382.1 
4.8.
 

I 6 I 15
05611 I 4 I 5 1 53.6
II I 

. 53.6 

-----.---4.----

7 10 11 28
COLUMN 

39.3 100.0
TOTAL 25.0 35.7 


PERCENTS AND TOTALS BASED ON RESPONDENTS
 

(CONTINUED)
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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.
 



62 

1)
Q65 (TABULATING 

BY PRG
 

PRG
 

ROW
 

II TOTAL
 

COUNT I 


I 1 I 2 I 	 3 1 

5 I+5. 16I 6 I 5 II 1 59.3
......-----------------­065......0651 II 


Q652 I 4II I 5 I1 11 11 2074.1 

-------------- ----4.---- 74. 

Q653 I 4II I 4 II 10 I1 1866.7 
4.6. 

-----------------------

Q654 I 
I 

3 I 
I 

5 I 
I 

5 I 
1 

13 
48.1 

Q655 I 7II 1 8 II 7 I1 2281.5 

4----. ------------- 4. 81. 

Q656 II 3 II 3 I1 5 I1 1140.7 

------ 4. 40. 
4.---------

Q657 1I 4 II 3 I1 4 I1 1140.7 

----- 4.------------ 0. 

0658 I 0II I 2 II 0 I1 27.4 

4.-------------4---. 
7. 

COLUMN 
TOTAL 

7 
25.9 

9 
33.3 

II 
40.7 

27 
100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

1 MISSING CASES
27 VALID CASES 
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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
 

%
 

1. Teach
 
2. Supervise the working of the program
 
3. Supervise faculty
 
4. 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?
 

If you 	teach, what courses do you teach?
 

Q67. Teacher College and College of education consider teaching as the most
 

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.
 

Q67 (TABULATING 1)
 

BY PRG
 

PRG 

COUNT I 
I ROW 
I TOTAL 
I 2 1 3 1 

Q67 
Q671 

....----------­
1 7 1 

I 
10 I 

I 
8 I 

1 
25 

89.3 
4 ------------------------

I 3 I 1 I 9Q672 	 1 5 
I I I I 32.1 
---------------------------------------- * 

Q673 	 1 3 I 2 1 0 I 5 
I I I 1 17.9 
4.-----------------

I 5 1 7 I 9 21Q674 
 1 1 f 1 75.0 
---- 4--. ---------- 5. 

1 I 0 1 1Q675 	 I 0 1 
I iI 	 I 3.8 

4.­-------.--------­

0676 	 I 1 I 2 I 0 1 
I I I I 10.7 
------ 4.----------4.­

5 I 7 I 10 1 
I I 

Q677 	 I 22 

I 1 	 78.6 
4----.----- ------ 4. 

I 3 1 1 1 1 I 5 

I I 
0678 


I I 17.9 
-------------------------------. 

COLUMN 7 10 11 28
 

TOTAL 
 25.0 35.7 39.3 100.0
 

PERCENTS AMD TOTALS DASED ON RESPONDENTS
 

28 VALID CASES 0 MISSING CASES
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68. 	 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, ani 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.
 

I. That 	they learn specific subject matter knowledge.
 

Q6811 (TABULATING 1)
 

BY PRG
 

PRG
 

COUNT I
 
I ROW
 

TOTAL
 

1 1 2 1 3 1
 
-------- --------------....... 


Q68111 

Q6811 


1 4 1 6 1 8 1 18
 

I I I
I 94.7
 

I 4 1 4 1 5 I 13
 

I I I 

Q68112 


I 68.4
 

7 19
 

TOTAL 21.1 36.8 42.1 100.0
 
COLUMN 4 	 8 


PERCENTS AND TOTALS BASED ON RESPONDENTS
 

19 VALID CASES 9 MISSING CASES
 

2. To 	help them understand the social and cultural elements of teaching.
 

06812 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT I
 
I ROW
 
I TOTAL
 
I I 2 1 3 1
 

06812 ----------------------------------

Q68121 	 I 5 1 4 I 9 1 18
 

I I I 1 90.0
 

068122 	 I 4 I 5 I 6 I 15
 

I I I I 75.0
 

COLUMN 5 6 9 20
 
TOTAL 25.0 30.0 45.0 100.0
 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

20 VALID CASES 8 MISSING CASES
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3. To impart the skills needed to teach all the subjects effectively.
 

06813 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT 	 I
 

I ROW
 

I TOTAL
 
1 	 I 2 1 3 1
Q6813 - - ­-


QC8131 I I 1 a I5 6 19 
I I I 1 86.4 

068132 	 I 6 I 5 I 5 1 16 
I I I I 72.7 

4.--------.9 --------
COLUMN 6 8 8 22
 
TOTAL 27.3 36.4 36.4 100.0
 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

22 VALID CASES 6 MISSING CASES
 

4. To help teachers to learn how to learn from experiences.
 

Q6814 (TABULATING 1)
 

BY PRG
 

PRG
 

COUNT 	 I ROW
IRO
 

TOTAL
I 

I 1 I 2 1 3 1
 

06814
 
5 1 7 1 9 1 21
Q68141 I 


1 1 95.5
I I 

1 3 I 5 1 13
Q68142 	 1 5 

I 
 I I I 59.1
 

9 22
COLUMN 6 7 


31.8 40.9 100.0
TOTAL 27.3 


PERCENTS AND TOTALS BASEQ ON RESPONDENTS
 

22 VALID CASES 
 6 MISSING 	CASES
 

) 
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5. To help teachers understand how children learn.
 

PRG
 

COUNT I
I ROW 

TOTAL 

S 1 1 2 1 3 1 

--- --- --.I Q68 15 

10 I 	 25


Q68151 1 7 I 8 I 


I I 
 I 	 1 96.2
 

1 19
Q68152 I 6 1 5 i 8 

1 	 1 73.1
1 1 


a 11 26
7
COLUMN 

42.3 100.0
30.8 


PERCENTS 	AND TOTALS BASED ON RESPONDENTS
 

2 MISSING CASES
 

TOTAL 	 26,9 


26 VALID 	CASES 


6. To help teachers understand how they can use research findings in
 
improving their teaching.
 

Q6816 
BY PRG 

(TABULATING 1) 

FRG 

COUNT I 
I 
I 
I 11 2 

Q6816--------------------------------------
Q68161 I 6 I 6 I 

I I I 

3 

10 

ROW 
TOTAL 

1 
--... 
I 22 
1 100.0 

Q68162 
--------- ---------------------------

I 6 1 3 I 6
I I I 

I 
I 

15
68.2 

COLUMN 
TOTAL 

4.---------
6 

27.3 

-------­
6 

27.3 
10 

45.5 
22 

100.0 

PERCENTS AND TOTALS BASEC ON RESPONDENTS 

22 VALID CASES 6 MISSING CASES 
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7. To make teachers aware that we 
live in a diverse socity and that everyone
 
deserves an equal chance.
 

06817 (TABULATING 
 1)

BY PRG
 

PRG
 

COUNT I 
I 

RCW 
Q6817 I I r 3 1 TOTAL 

Q68171 1 1
6 8 I 1I 25
 

+ I 1 100.0 
+-----------­

068 172 11 4 1 3 6--
-13
6 1 13
 

I 1 
 1 52.0
 
COLUMN ---------------­

6

TOTAL 	 11
24.0
PERCENTS AND TOTALS BASED ON 32.0

8 
44.0 25
100.0
RESPONDENTS
 

25 VALID CASES 
 3 MISSING CASES
 

8. 
To help teachers organize their classroom to stimulate teaching.
 

Q6818 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT I
 
I ROW 
I TOTAL 
1 1 1 2 1 3 1 

Q68 18 .... ....---....-- - - - - - ­..--- - --

Q68181 1 6 1 a I 10 I 24 
I I I I 96.0 

068182 	 1 5 1 3 I 7 I 15
 
I I I I 60.0
 

COLUMN 6 8 11 25
 
TOTAL 24.0 32.0 44.0 100.0
 

PERCENTS A1D TOTALS BASED ON RESPONDENTS
 

25 VALID CASES 3 MISSING CASES
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9. To help them finish the program successfully.
 

Q6819 (TABULATING 1)
 
1Y PRG
 

PRG 

COUNT I 
I 
I 
I 11 2 1 3 1 

ROW 
TOTAL 

Q6819 -----.. 
Q68191 I 

I 

.---------------------- - - - -

7 1 7 1 
I I 

--.. 

9 1 
I 

23 
92.0 

------------------------------------
Q68192 1 

I 
6 1 

I 
2 I 

I 
10 I 

1 
18 

72.0 

COLUMN 
TOTAL 

----------------------------------­ 1­

7 7 11 
28.0 28.0 44.0 

25 
100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

25 VALID CASES 3 MISSING CASES
 

= \6
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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 resu.ts from che classes the student
 
has taken ( )
 

3. Observing the student/teacher teach 	 C ) 

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.
 

I, 



--------

71 

Q69 (TABULATING 
 1)

BY PRG
 

PRG 

COUNT I 

Q59 ---------

I 
I 
I 1 2 1 3 1 

ROW 
TOTAL 

Q691 1 7 1 7 I 9 I 23 
1I I I 82.1 
--------------------. 

Q692 1 
I 

2 1 
I 

1 1 
I 

5 1 
I 

8 
28.6 

------------------
Q693 1 

I 
7 1 

I 
9 I 

I 
11 1 

I 
27 

96.4 
0694-- ----------------------------


Q694 1 0 1 3 I 3 1 6I I 1 
 1 21.4
 
4-----------------­

0695 
 I 1 1 3 1 
 6 1 10
I I I 
 I 35.7
 
* ---------


Q696 1 0 I 2 
 I 0 I 
 2
I I 
 1 I 
 7.1
 
4.-----------------

COLUMN 
 7 10
TOTAL 25.0 35.7 11 28
39.3 100.0
 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

28 VALID CASES 
 0 MISSING CASES
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71. 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 ( ) 

10. More motivated students ( ) 

11. More motivated faculty () 

12. Better trained faculty ( ) 

13. Better salaries for the staff 

14. Other, which? () 

Q71. Concerning kinds of changes needed to do a better job, teacher colleges

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. College of Education considers bette
 
selected students as most important. Distance Education considers a new
 
poloicy that recognizes the importance of teacher Education program like one
 
is most important. In general, the three programs agree that a new policy

and better selected students are important changes needed to do a better job.
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1)

Q71 (TABULATING 


BY PRG
 

PAGE 1 OF 2 PRG
 

COUNT I ROW
 
I 
 TOTAL
I 

Q7110 
1 II 2 I 31 

% 9 

Q711 1 6 1 3 I 10 1 19 

1 1 1 1 67.9 

---------------------------­
+ 

Q712 1 3 I 5 1 5 1 13 

1 i 1 1 46.4 

.----------------­ +----.. . 

Q713 1 6 1 3 1 5 I 14 

I 1 I I 50.0 

-------------­
+---+-

Q714 I 3 1 5 I 7 1 15 

I I 1 1 53.6 

----------------------------. 
Q715 I 5 I 4 I 7 I 16 

I I I I 57.1 

---------------------------­ + 

Q716 1 5 1 7 1 8 I 20 
-- -- -- -4 71.4 

Q717 1 5 I 2 I 6 I 13 
----- -- - 46.4 

0718 I 4 1 0 I 6 1 10 
1 1 1 35 .7 

--------------------------­ *3. 

Q719 1 6 1 8 I 5 1 19 

I I 1 67.9 

---------------------------­
4 

07110 1 5 1 6 1 4 I 15 

1I I I 53.6 
--------------------------­

4 

07111 1 5 I 5 I 6 I 16 
1 1 1 1 57.1 

--------------------------­
4.5. 

COLUMN 7 10 11 28 

TOTAL 25.0 35.7 39.3 100.0 

PERCENTS AND TOTALS BASED 
ON RESPONDENTS
 

(CONTINUED)
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72. 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? ( ) 

Q72. All three programs agree that more resources and political support and
 
within the program are the most important factors in meeting their personal
 
goals for students.
 

072 (TABULATING 1)
 
BY PRG
 

PRG 

COUNT I 

I ROW 
I TOTAL 

Q72 ---.-.. 
Q721 

1 
.. 

I 7 

1 

1 

2 ! 3 
..--------------­

8 1 10 

1 

1 25 
I I I I 89.3 
---------- -------

Q722 1 
I 

2 I 
I 

5 I 
I 

2 I 
I 

9 
32.1 

4.-------- ---------
Q723 I 5 1 2 I 8 I 15 

I I I I 53.6 
4.------------------

Q724 I 1 I 3 I U I 4 
I I I 1 14.3 
--------------------

COLUMN 7 10 11 28 
TOTAL 25.0 35.7 39.3 100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

28 VALID CASES 
 0 MISSIN7 CASES
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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 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 responsive 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. 	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 Education considers teachers who
 
understand both the theory 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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76 

BY 

073 

PRG 
(TABULATING 

1) 

PAGE 1 OF 2 

PRG 

COUNT I 
I 

ROW 
Q73 7 2 1 3 TOTAL 

Q731 
I-

6 1 6 1 I I 23 
1 82.1 

Q732 

7 I a 
 10 11
I 25 -
 89.3
 

0733-------


733 
---­

6 I 8 I 9 1 23I 1 1 82.1 
073 . -­7344. 1 6 1 5 1 I t 22I 

11 
 78.6
 
4.
Q735 ----------------­1 
 6 
 rl I
+ 9 1 
 21
1 
 1 75.0 

Q736 
1 a 10 1 

1 ---------------­1 
 6 
 1 
 24 
I 1 85 .7

Q737 I1 66 1I 1 .. .. +- 1919 

+-­
67.9
 

Q738 
 I---------------­

0738 1 
 6 1 
 7 7 r 20
I I 1 71.40739 .48 
 20
 

- I I 71.4
Q7310 
 II I 1 I ---------------I 2 II I 14.3 

- 4.3

07311 4-. --------
3 1 ---3 ----- 5 1 1 

I 5 1 39.3 
4.------4
COLUMN --
7 9.3
10
TOTAL 2825.0 35.7 39.3 
 100.0
PERCENTS AND TOTALS BASED ON RESPONDENTS
 

(CONTINUED)
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74. How do people get to be that kind of teacher? 

i. 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 
students 

to the needs of their 
( ) 

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 edLcation
 
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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Q74 (TABULATING 1)
 
BY PRG
 

PRG 

COUNT I 
I ROW 
I r 2 r 3 1 

TOTAL 

Q74 ---------------
Q741 I 4 1 

..---..------. 
1 1 0 1 5 

I I 1 I 18.5 
--------------------

Q742 I 
I 

7 I 
I 

9 r 
I 

10 I 
I 

26 
16.3 

-------------------
Q743 I 

I 
2 I 

I 
1 I 

I 
4 I 

1 
7 

25.9 
---------- ---------

Q744 I 4 1 5 I 4 1 13 
1I I I 48.1 
-------------------­

0745 1 5 1 5 I 9 1 19 
I I I 1 70.4 
-------------------

Q746 I 5 I 9 I 8 1 22 
I 1 1 I 81.5 
4.----- -----------­

0747 I 5 1 5 I 6 I 16 
I I I 1 59.3 
4.-------- ---------

COLUMN 
TOTAL 

7 
25.9 

10 
37.0 

10 
37.0 

27 
100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

27 VALID CASES 
 I MISSING CASES
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75. How successful is your piogram in producing such teachers?
 

Very ( )
 
Somewhat ( )
 
Not successful ( )
 

Q75. 5 faculty members considered the program very successful. and 22 of them
 
considered the program as somewhat successful.
 

COUNT I 
I ROW 

Q75------

I 
I 1I 21 31 

-------------------------- --------­
1 1 2 1 3 1 

I I I I 

TOTAL 

5 
18.5 

---------------------------------­
2 I 7 I 8 I 7 I 22 

I I I I S1.5 

COLUMN 
TOTAL 

-------. 

7 
25.9 

----------. 

10 10 
37.0 37.0 

27 
100.0 
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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 
program staff in general 

faculty and 
() 

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, teacher college and
 
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. In general, all three
 
programs agreed the two reasons mentioned above as the most importatn reasons
 
for the success of the program.
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- -------------------------

---------------------------

---------------------------

-----------------

---------------------------

----------------

81 

076 (TABULATING 1)
 

BY PRG
 

PRG
 

I
COUNT ROW
I 


TOTAL
 

I 1 2 1 3 !
 

076------------------------

8 16
5 I I 


I I I 59.3
 
0761 I 3 I 


I 

---------------------------4
 

5 8 7 I 20
0762 I I I 

1 1 74.1
I I 


*
 

1 6 7 9 22
I
I I
0763 

I I 81.5
I I 


3 4 11
0764 I 4 I I I 


I I I 1 40.7 

3 60 I 1 

I I 1 22.2 
0765 1 3 1 


I 

4.---1­

6 I 13
5 2 

I I I 1 48.1
 

0766 1 I I 


1 3 1 2 I 5 I 100767 

I I 37.0I I 


4.---- +-­

0 1 0 I 2 1 20708 1 

I I 7.4
I I 


--------------------------- 4
 

5 14
5 I 1 


I I 1 51.9

Q769 I 4 I 


I 

----------------- --------- 4
 

0 0 1 2 I 2
07610 1 I 

I I I 7.4I 
--------------------------- 1 

7 10 10 27
COLUMN 

37.0 37.C 100.0
TOTAL 25.9 


PERCENTS AND TOTALS BASED ON RESPONDENTS
 

I MISSING CASES
27 VALID CASES 


.)y~
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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 experience that children are receiving 
in school nowdays and the government's concern to improve 
the situation ( ) 

8. The new tendency in the goverrment to move from a 
western style of teaching; to a style more appropriate 
to Sri Lanka. ( ) 

9. Unprepared teachers are beir_ pushed aside by certified 
teachers not only by theii experience 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 lzt only by their experience or seniority.
 



-----------
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077 (TABULATING 1)
 
BY PRG
 

PRG
 

COUNT 	 I
 
I 
 ROW
 
I 
 TOTAL
 
I 1 
 2 1 3 1


Q77------ ----------------------------------
Q771 1 2 1 1 1 4 -+
1 7 

I I I I 25.9 
---------- -------

Q772 I 
I 

6 I 
I 

3 I 
I 

9 I 
I 

18 
66.7 

------------------------
Q774 1 4 I 0 I 4 I 8 

I I I I 29.6 
+-------------------. 

Q775 I 4 I 1 I 4 I 9 
1I I I 33.3 
--------------------

Q776 I 
I 

I 
I 

4 1 
I 

0 I 
I 

5 
18.5 

.4. -------- -------
Q777 1 

I 
3 I 

I 
3 I 

I 
4 1 

I 
10 

37.0 
* --------------

Q778 1 
I 

0 I 
I 

1 
-

I 
I 

----.. 

2 I 
I 

3 
11.1 

.4. -------- --------
Qf79 I 

I 
5 I 

I 
0 I 

I 
7 I 

I 
12 

44.4 
4 
 -.-----


Q7710 
---

I 2 I 5 1 0 I 7 
I I I 1 25.9
 
4.-----------------

COLUMN 
 7 10 10 27

TOTAL 25.9 
 37.0 37.0 
 100.0
 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 

27 VALID CASES 
 1 MISSING CASES
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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. Have good classroom management skills 	 ( ) 

2. Master the subject matter that is taught in 
el. mentary school ( ) 

3. Understand and respect the hierarchical structure 
of schools C) 

4. Be informed of the new knowledge produced by 
research about teaching and ler-rning C ) 

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 co 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 C ) 

11. Participate in community activities 	 C ) 

12. 	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 lozated or where
 
the students come from ()
 

14. Other, which? 	 ( ) 
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Q78. Concerning the most important thing that prospective teachers need to
 
know, teacher college think that bave 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 eduactlon 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.
 

078 (TABULATING 1)
 
BY PRG
 

PAGE 1 OF 2
 
PRG
 

COUNT I
 

I ROW
 

I TOTAL
 
I f 2 1 3 1
 

078 -----------------------------------­

0781 I 6 I 9 1 9 1 24 
I I I I 88.9 
-- -----------

Q782 I 6 1 a 1 9 I 23 
1 I I I 85.2 

Q783 I 5 I 3 1 3 I 11 
I I I I 40.7 
---------------------------------------­

0784 1 6 I 5 I a I 19 
I I I I 70.4 
4.----------- ------­

0785 I 5 I 9 1 a 1 22 
I I I 1 81.5 

Q786 I 4 1 B I 9 I 21 
I I I I 77.8 
---------------------------------------­

0787 I 5 I 8 I 10 I 23 
I I I I 85.2 
4.----------------4. 

0788 1 6 1 10 I 9 1 25 
I I I 1 92.6 
*---------+------------. 

0789 I 5 I 9 I 10 1 24 
I I I I 88.9 
4----.------------­

07810 1 4 1 6 I 8 1 18 
I I 1 1 66.7 
4.-----------------­

07811 I 4 I 9 1 6 1 19 
I I 1 1 70.4 

COLUMN 7 10 10 27 

TOTAL 25.9 37.0 37.0 100.0 

PERCENTS AND TOTALS BASED ON RESPONDENTS
 



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 question 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
 

1, 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 reform 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 ciildren drop-out, and other resources
 

(7).
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Program directors
 
P- ;rams/ CE TC DE TOTAL 
Op.-..ns 

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
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teaching without a credential ( ) 
5. Children who directly benefit from having
 

more qualified teachers ( )
 
6. Other, which? () 

Q4. 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?
 

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? ( ) 

Q5. In making decisions about the program's goals, the officers in the
 
MOE (1) 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
 

1.\ 
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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. In making decisions about the program's curriculum, the officers in
 
the MOE(1), 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 C )
 
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 diractors
 
Programs/ CE TC DE TOTAL
 
Options
 

1 1 2 0 3 
2 2 0 0 2 
3 0 1 0 1 

.11\l
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6 1 0 1 2 

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? C ) 

Q8. In making decisions about student's admission 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. In making decisions about program'L 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 thn 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
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3 1 2 0 3
 
5 i 2 0 3
 

10. Who makes the decisions about program finances and budget allocation?
 

1. The officers in the MOE ( ) 
2. The officers in the NIE ( ) 
3. The director of the program ( ) 
4. A board of diructors ( ) 
5. The director of the program along with faculty ( ) 
6. Other, which? ( ) 

Q1O. 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
 

11. 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:
 

'I 
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1. An annual plan? ( ) 
2. A monthly plan? ( ) 
3. A weekly plan C ) 
4. Other, which? _ ) 

Q13. 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)
 

1. Curriculum ( ) 
2. Student selection ( ) 
3. Examinations ( ) 
4. Awarding a diploma or certificate? ( ) 
5. Setting program goals ( ) 
6. Other, which? ( ) 

Q14. 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 

Please mark with an "X" all that apply. 

to teach teachers? 

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. Input from the local community ( ) 
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7. Input from the international community ( ) 

8. Input from students ( ) 

9. Input from others ( ) 

lO.The people 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 considered
 
as most important(lO).
 

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 
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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 tech.iques
 

Favorable ( ) Neutral ( ) Unfavorable ( ) 

10. Emphasis in student discipline 

Favorable ( ) Neutral ( ) Unfavorable ( ) 

11. Knowledge and involvement in community development activities
 

Favorable ( ) 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 L ) 

15. Punctuality.
 

Favorable ( ) Neutral ( ) Unfavorable ( ) 

Q16. 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(12), and punctuality(15) as favorable.
 
In general, the programs hold a favorable attitide towards other teaching
 
strategies: Grouping (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 teachitng strategies that help to deal with racial tension(14).
 

1. Grouing
 

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 assigruments
 

Program directors
 
Programs/ CE TC DE TOTAL
 
Options
 

1 2 215 

4. Setting instructional goals
 

Program directors
 
Programs/ CE TC DE TOTAL
 
Options
 

1 1 2 1 4
 
2 1 0 0 1
 



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
 
Programs/ 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 disciplii=
 



1.2 

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
 
Progcams/ CE TC DE TOTAL
 
Options
 

1 2 2 15 

17. Are the teachers you train expected to participate in:
 

1. Shramadana activities
 

Yes ( ) 
No () 
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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 the community.
 

Yes ( )
 
No ()
 

Q17. 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 .nd 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?
 

Yes ( ) 

No () 

If YES, how?
 

19. How long have you been the director of this program7 - years. 

20. Have you been director of other teacher education
 
programs before your current position?
 

Yes ( ) 
No ( ) 
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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 namB 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 training.
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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?
 

1. State level 	 ( ) 
2. Federal level 	 ( ) 
3. District level 	 ( ) 
4. Local level 	 ()
 
5. Other, which? 	 ( ) 

Q27. All the three programs operates at State level.
 

28. From where does the funds that support your program come from?
 

1. The Ministry of Education 	 ( ) 
2. The NIE 	 C ) 
3. Directly from the government ( ) 
4. From the community 	 ( ) 
5. Foreign aid 	 ( ) 
6. Other, which? 	 ( ) 

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 after a
 
specific period of time?
 

29.1 	Yes ( ) 
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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 (s) you receive 
the funding from (see question 30). ( ) 

29.3 	Other, which? ( ) 

Is you prograw the result of a specific policy put forward by the
 
government or the MOE?
 

Yes )
 
No ( )
 

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 graduated to the researcher.
 

Does ne program keep records of the students who apply and are not
 
admitted? i.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 'ines 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
 

-Z 
 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?
 

34.4 In relation to the years of teaching experience they have had
 
before entering your program:
 

% 0 to 1 yr
 
% I to 2 yrs
 
% 3 to 5 yrs
 
% 5 to 10 yrs
 
% 10-20 yrs
 
% 20 or more yrs
 

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:
 

1. General skills and knowledge needed
 
to teach primary school. ( )
 

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
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skills that are relevant to the rural or urban 
communities where they teach. ( ) 

8. Other, explain ( ) 

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 5 
2 2 1 1 4 
3 1 1 1 3 
4 1 2 1 4 
5 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 ane objectives, as well as the program curriculum
 
(courses, practices, and oth.'r 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 Education, 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 ac."omplish 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
 
teaching 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. B" 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 designing 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 open admssions (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
 

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 C )
 
Moderately successful ( )
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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 C)
 
Unsuccessful ( )
 

6. Improve or modify teacher's teaching styles.
 

Very successful ( )
 
Moderately successful C )
 
Unsuccessful C )
 

7. Provide teachers with the required knowledge
 
and abilities needed to teach.
 

Very successful ()
 
Moderately successful. )
 
Unsuccessful C )
 

8. Other,
 

Very successful ( )
 
Moderately successful C )
 
Ut:success'ul ( )
 

Q38. Concerning success with achieving the programgoals, the three goals
 
that are considered v. 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 provide teachers wih the reyaired
 
knowledge and abilities netded to teach(7).
 

1. Fulfil country needs for qualified teachers
 

Program directers
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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 teachers 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
 
Programs/ CE TC DE TOTAL
 
Options
 

1 1 1 1 3
 
2 1 1 0 2
 

5. Update teacher's knowledge of pedagogical techniaues and teaching
 
methods.
 

Program directors
 
Programs/ CE TC DE TOTAL
 
Options­

1 2 1 1 4
 
2 0 1 0 1
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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 achiaved a strong
 
4
sense of what the program s 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 auhieved 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 igreement 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 ( )
 

J1
 



25 

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. ( )
 

. Other, which? ( ) 

Q40. In concerning the extert there is agreement among the participants
 
about the goals of tile program, al! directors think that in general,
 
everybody agrees(l). Two director:s 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 teach 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 tha students ( ) 

4. Frequent communication with tl.z 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 Ls 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).
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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. Is there agreement among the participants (faculty/director/staff) about
 

the following aspects:? Mark with an "X" all that apply.
 

I. Program purpose. ( ) 

2. Teaching methods used in the program. ( ) 

3. The teaching styles that the program 
advocates fcr the students/teachers. ( ) 

4. Curriculum content. ( ) 

5. Teaching practice for the students. ( ) 

6. Other learning opportunities for the students ( ) 

7. Cther, which? ( ) 

Q42. Concerning the agreement among the participants, the directors seems to
 
think that there is agreement on almost all aspects. All directors believe
 
there ir agreement on program purpose(l), curriculum content(4), and teaching
 
methods used in the progrrm(2). 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
 
the students(6).
 

Program directors
 
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
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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 i. Sri Lanka. ( ) 

6. These are the goals that have always directed the 
program since its creation. ( ) 

7. Other, 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). 4
 
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 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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2. Ministry of education guidelines, and requirements
 
or other institutional guidelines. ( )
 

". Lack of resources (money and other resources) ( ) 

4. The quality of the students/teachers. ( ) 

5. The quality of che 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 opporcuLities for the students. ( )
 

9. Distance and other environmental situations ( ) 

10. Other, which? 	 () 

Q44. In concerning the factors work against attainment of programs goals,
 
lack of resources(3) , the quality of the students(4), and the lack of
 
supervised pracice and other similar learning opportunities for the students
 
(8) are the most important factors.
 

Program directors 
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
 
when the program was developed?
 

1. Yes ( ) 
2. No (), go to question 46. 

If YES, mention which?
 

46. 	 Are there additional goals for the program, overall, that are NOT being
 
addressed--cither by you or others involved in the program--that you
 
feel SHOULD be receiving attention?
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1. Yes ( ) 
2. No (), go to question 47. 

If YES, what are these?
 

47. 	 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 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. If 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 

/ 
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48. 	 How would that extra time be spent?
 

% time
 

1. Old curriculum
 
2. New courses
 
3. Practice
 
4. Research
 

5. Field trips to communities
 
6. Other, 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
 
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? 	 () 

Q49. If the program was given extra money or other resources needed to work
 
with its teacher candidates, all directors agree that empirical research
 
projects to teach teachers how to 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
 

1) 
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50. 	 How would that extra money or resources be spent?
 

% resources
 

1. New equipment or materials
 
2. Research projects
 
3 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.)
 

Level How many?
 
(1st. Yr., 2nd Yr in
 
the program)
 

1. 	Introductory teaching courses
 
(e.g. orientation courses)
 

2. 	Foundations courses (psychological,
 
social, historical, philosophycri,
 
comparative)
 

3. 	Methods courses (math, language)
 
4. 	 Elementary methods
 
5. 	Other methods courses
 

6. 	Modules
 
Which?
 

7. 	Student teaching seminars/workshops
 
8. 	Supervising field experience
 
9. 	 Guided practice
 

10. 	 Observation of other teachers
 
11. 	 Conferences with students and teachers
 
12. 	 Research on teaching and learning
 

courses and labs
 
13. 	Other, which?
 

52. 	 Why are things sequenced in this way? (i.e., courses first, guided
 
practice next, etc. or viceversa?)
 



32 

How many instructors or faculty do you have in your program?
 

Part-time Full-time
 
professors with a PhD
 
professors with a MA
 
professors with a BA
 

professors with other degree
 
or certificate
 

instructors or professors
 
without a degree
 

Other, which?
 

How many courses do each professor have to teach, and at what level?
 

number of courses per professor at level 1
 

number of courses per professor at level 2
 

number of courses per professor at level 3
 

number of courses per professor at level 4
 

number of courses per professor at other levels
 

53. How are outside instructors if any selected?
 

There are not outside instructors selected (), Go to question 54. 

They are selected in terms of:
 

1. Their credentials ( ) 
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? ( ) 

Q53. 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
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54. Is 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 

55. 	 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.
 

How often?
 

1. Seminars or workshops organized within the program
 
2. Courses taken in different universities
 
3. Courses or seminars oLganized by the MOE
 
4. Invited speakers come to teach the faculty
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5. Conferences and congreses at local/national level
 
6. Other, which?
 

56. 	 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 £? 
4. How many in level 2?
 
5. How many in level 3?
 
6. How many in level 4?
 
7 Other? Which?
 

What 	type of courses do they teach?
 

Does 	an individual faculty memeber teaches more than one course?
 

57. 	 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?
 

58. 	 What cype of certificates/diplomas do the participants in the program
 
receive? Please list them below:
 

59. 	 Are there different requirements within the program for different types
 
of students?
 

Yes ( )
 
No ( ), go to question 60.
 

Which a-e these differences?
 

1. Thera 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 1?
 
in level 2?
 
in level 3?
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in level 4?
 
5. Other? Which?
 

60. 	 How many credits or courses the students have to take in order to
 

graduate?
 

# of 	credits in:
 

1. How many in level 1?
 
2. How many in level 2?
 
3. How many in level 3?
 
4. How many in level 4?
 
5. Other? Which?
 
6. Total # of credits:
 

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. Region 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? 

) 

) 

( ) 
( ) 
( ) 
( ) 

( ) 

( ) 

( ) 

( ) 

61. Does the program have any formal evaluation? 

Yes 

No 
(), 
() 

describe 

62. Is it related to any teacher competency assessment? 
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Yes (), describe 

No ( ) 

63. Are tl.ese 	criteria sufficient or would you change them in some way?
 

1. Yes, these criteria are sufficient ( ) 
2. No, these criteria should be more demanding ( ) 
3. No, these criteria are too demanding ( ) 
4. Other, which? 	 ( ) 

64. How would 	you characterize the type of student who decides to enroll in
 

the program?
 

How would you characterize them in terms of:
 

1. Race (provide percentages):
 

1. Sinhalese
 
2. Tamil
 

3. Muslim
 

4. Other
 

2. Sex (provide percentages):
 

1. Male
 
2. Female
 

3. Overall ability (provide percentages):
 

1. High ability level
 
2. Medium ability level
 
3. Low ability 	level
 

4. Overall ability in comparison with similar schools (colleges):
 

1. High ability than other colleges
 
2. About the same level than others
 
3. Lower ability than other colleges
 

How many students do you have in your program? (include here number of
 
students by level and/or speciality).
 

65. In a given year how many students are enrolled
 
in 	the program?
 

Number: Speciality
 
1. How many were enrolled last year?
 
2. How many this year?
 
3. How many in 	level 1?
 
4. How many in 	level 2?
 
5. How many in 	level 3?
 
6. How many in level 4?
 
7 Other? Which?
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66. 	 How many students:
 

l.Graduate each year?
 

1. Last year (1987)
 
2. This year (1988)
 

2. How many drop out?
 

1. Last year (1987)
 
2. This year (1988)
 

3. Does anybody fail courses?
 
Yes (), Why?
 
No ( )hy not?
 

4. Does anybody fail to finish the program?
 
Yes (), Why?
 
No ( ) Why not?
 

67. 	What is the cost per student?
 
Rs. per Student
 

1. What was the cost last year (1987)?
 
2. What is the cost 	this year (1988)?
 
3. How much in level 1?
 
4. How much in level 2?
 
5. How much in level 3?
 
6. How much in level 4?
 
7 Other? Which?
 

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
 
3. Have not travel outside their home town
 

when they come to the programi
 
4. Have not taught before
 
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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1. Independent ( ) 
2. Take the initiative ( ) 
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?
 

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 employed 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
 
Prograns/ CE TC DE TOTAL
 
Options
 

2 2 1 0 3
 
3 0 1 0 1
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5 0 1 1 2 

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. In 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 
5 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 ( ) 
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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 counse)3r 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.
 

i. 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 4 
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?
 

l.The program 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. Other, 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 influence 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? ( )
 

Q77. 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 in the way the program assesses teaching
 
competence (what teachers have learned)?
 

Yes (), which?
 

No (), go to question 79.
 

79. 	 Are those changes likely to be made in the near future?
 

Yes (), What would facilitate these changes?
 

No 	 (), Why not?
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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?_()
 

81. 	 Is 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. 

Q81. 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 	 ( ), go 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. Concerning other additional criteria used for exiting the program, 3
 
directors 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.
 

0k \ 
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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
 
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?
 
(ist. Yr., 2nd Yr in
 
the program)
 

i. Introductory teaching courses
 
(e.g. orientation courses)
 

2. Foundations courses (psychological,
 
social, historical)
 

3. Methods courses (math, language)
 
4. Elementary methods
 
5. 	Other methods courses
 

Which?
 

6. Student teaching seminars/workshops
 
7. Supervising field experience
 
8. Guided practice
 
9. Observation of teachers or mentees
 

10. Conferences with students and teachers
 
11. 	Research on teaching and learning
 

courses and labs
 
12. Informal exchanges among teachers
 
13. Orienting beginning teachers
 
14. Other, which?
 

/ 
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86. 	 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:
 

87. 	 What significant changes in the program or its components do you
 
anticipate over the next three years?
 

Why will those changes be made?
 

88. 	 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 (
 

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 C ) 

8. Other, which? 	 () 

Q88. In considering other experiences or courses recommended for the
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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
 
5 0 2 0 2
 
6 1 0 0 1
 

89. Why are those experiences or courses important?
 

1. Provide thp teacher with practice in their role ( ) 

2. Encourage camaraderie among 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 i1 1 3
 
4 1 1 0 2
 
5 1 0 0 1
 

\A\
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90. Should these courses be required?
 

Yes ( ) 
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
 
z 

1. Teach
 
2. Supervise the working of the program
 
3. Supervise faculty
 
4. Work directly in the curriculum of the program and
 

other academic matters
 
5. Deal directly with the budget and resources of the
 

program
 
6. Sets policy concerning the future of the program
 
7. Other, which?
 

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 ( ) ( ) 

4. To help teachers to learn how to learn
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from experiences () () 

5. To help teachers understand how children
 
learn ( ) ( )
 

6. To help teachers understand how they can
 
use research findings in improving their
 
teaching ( ) ( )
 

7. To make teachers aware that we live in
 
a diverse society and that everyone deserves
 
an equal chance ( ) (
 

8. To help teachers organize their clpssroom
 
to estimulate learning ( ) ( )
 

9. To help them finish the program successfully ( ) ( ) 

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
 

V\ 
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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. 4 directors also think that to
 
help teachers to learn how to learn from experience, ro 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? 	 () 
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If possible include a copy of an exam o. any other assessment device you
 
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 	 ( ) 
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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 11 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 respons-I-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. Other, 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
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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 
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 C )
 

5. Have a good personality C )
 

6. Be willing to learn from others and from his
 
own mistakes ( )
 

7. Understand children needs and abilities C)
 

8. Try different pedagogic strategies to make the
 

students understand and learn C )
 

9. Get to know each one of the students to establish
 
a relationship of trust with them. C )
 

10 Participate in curriculum development in the school C )
 

11. Participate in community activities C )
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12. 	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 students come from ( ) 

14. 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 work 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. 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 ( ) 
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5. By knowing pedagogical skills () 

6. By learning to be sensitive to the needs of their
 
students ( )
 

7. By watching ochers teach ( ) 

8. Other, which? ( ) 

Q99. Concerning how people get to be hat kind of teacher, 4 d~rectors think
 
that teaching is like any other profAssion 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 ( ) 

QI00. 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?
 

1.0% () 
2. 5-10% ( ) 
3. 20-30% 
4. 50% 

( ) 
( ) 

5. 50-70% 
6. 80%( 

( ) 
) 

7. 90-100% ( ) 

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. 

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.
 

2 
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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 anothi-r :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? _ ) 

Q102. 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 nowaays 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 C )
 

11. Participate in community activities C )
 

12. 	Know and teach -hildren the culture and work that
 
make their community special C )
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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? 	 () 

Q103. 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
 
comnunity 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 	 C ) 

4. Theoretical and practical formal trcoining that 

teaches them how to teach. C ) 

5. Good teachers are born, not made 	 ( ) 
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6. Advice and interaction with other teachers about how 
to improve their teaching ( ) 

7. Other, which? ( ) 

Q104 . Concerning the. factors contribute to the development of ideal teacher,
 
all directors think that theoretical 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 ! 0 0 1 
4 2 2 1 5 
5 0 0 1 1 
6 1 1 I 3 
7 0 0 1 1 

105. More specifically, in thinking about the process of learning to teach,
 
how would you assess tre 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?
 


