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Research articles can now be submitted
The Education Perspectives invites research articles and special issues on specific topics of interest 
to national audience of education. Articles of high quality educational research will be accepted.

How are articles assessed?
Articles are submitted to a review process by a well-known panel of academics who are experts 
in their relevant field of education. Each manuscript will be reviewed by a reviewer/s to examine 
whether it meets the scope of the issue and the standards required for publication and also for 
editing, if necessary. The comments and suggestions of reviewer/s will be fed back to the author/s 
for resubmission of the manuscript after making necessary amendments. Recommendation of the 
reviewer/s is a must for publication of the article.

How should articles or papers be submitted?
All submissions should be made via research4d.moe@gmail.com and through registered post to 
the following address:
Director of Education (Research & Development), 
Research & Development Branch
Ministry of Education 
‘Isurupaya’
Battaramulla.

Guidelines for authors:
The article should not exceed 6000 words.

•	 Abstract should be about 150-200 words.  There should be minor & major key words
•	 The article should include the following:

	 Introducing the problem/research background/ rationale
	Literature review/theoretical and practical background
	A brief description of methodology
	The result of the study supported by relevant data
	Discussion of findings/Recommendations

•	 Reference should be arranged in alphabetical order and confirm to the style 
recommended by the American Psychological Association.

•	 Avoid footnotes. If there are any, it should be separately numbered and added to the 
end.

•	 Statistical tables should be included at appropriate places. Longer statistical tables 
should be numbered and given at the end as annexes.

•	 Font to be used
 Sinhala  – FM Abhaya 
 Tamil  – Baamini
 English  – Cambria

Calling articles for next issue: 
The deadline for articles for next issue will be on or before 30thAugust 2020. The articles received 
after the deadline will be considered to publish in the next volume of ‘Education Perspectives’ 
journal.
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úOdhl ixlaIsma;h

wOHdmk m¾hdf,dal iÕrdfõ wgjk l,dmh úúO f;aud iys; isxy, udOH m¾fhaIK ,sms 
;=klska iy bx.%Sis udOH m¾fhaIK ,sms y;lska o" fi!LHh lafIa;%h ms<sn| kj m¾hdf,daluh woyia 
iys; ,smshlska o iukaú; h' m¾fhaIK ,smsj, wjOdrKh jk bf.kqï-b.ekaùï l%shdj,shg iïnkaO 
f;aud y;rla jkqfha oaú;Shl fY%aKsj, mdi,a mdol ;lafiarelrKfha § ixl,am is;shï Ndú;h" m%d:ñl 
mdif,a mßirh wdY%s; l%shdldrlïj, ifudaOdks; nj" wka;¾lrK mka;s ldurh ;=< úfYaI wOHdmk 
wjYH;d iys; <uhska i|yd b.ekaùu ms<sn| .=rejreka ;=< úYajdih f.dv ke.Su iy myiqlï 
ie,iSu ms<sn`oj ±kqïj;a lsÍu iy fojk ni jk bx.%Sis Ndú;fhka b.ekaùfï kshe<s cd;sl wOHdmk 
úoHdmSGhl wNHdi,dNSkaf.a bf.kqu i|yd iqyqre ÿrl;k ̂ Smart Phone& Ndú;fha M,odhs;djhhs' mdi,a 
l<ukdlrKh iuÕ iïnkaO bf.kqï b.ekaùï l%shdj,shg u jl% j iïnkaO mdi,a l<ukdlrKh iy 
ine`os újdodmkak m%Yak iïnkaê; m¾fhaIK ,sms y;rls' tu ,smsj, f;aud f,i fm!oa.,sl Wmldrl 
mka;s keue;s ndysr idOlh iuÕ o wEÿKq .eg¨jla jk 13 jk fY%aKsfha isiqkaf.a mdi,a fkdmeñŒu" 
wúêu;a j o" ks;Hdkql+, fkdjk whqßka o mdi,aj, uqo,a tl;= lsÍfï .eg¨j" ÈUq,d., wOHdmk 
l,dmfha úÿy,am;sjrekaf.a mqyqKq wjYH;d úYaf,aIKfhys M,odhs;dj iy mdi,a wëlaIKfha ksr; 
jk ks,OdÍkaf.a wdOHdIh i|yd n,mdk ufkdaúoHd;aul idOl oelaúh yelsh' wjika jYfhka uyd 
ì%;dkHfha mdi,aj, ld¾h idOkh kÕd isgqùu i|yd welvñ hk wdh;k l%uh Ndú;h ms<sn| mdi,a 
mßmd,lhkaf.a ixcdkk idlÉPdjg n÷ka lrk m¾fhaIK ,smshla iy fm!oa.,sl úYajúoHd,hl 
úIhud,dfjys fojk nila f,i b.ekafjk bx.%Sis úIhh ms<sn| ú.%yhla o we;=<;a lr we;'  

Y%S ,xldfõ oaú;Shl mdi,a jHQyfhys" mdi,a mdol we.hSu újdodmkak .eg¨jla jkafka h' 
bf.kqï b.ekaùï l%shdj,sfha .=Kd;aul nj by< kexùug y÷kajd ÿka mdi,a mdol we.hSu i|yd 
,sÅ; mÍlaIK fjkqjg úl,amhla f,i ixl,am is;shï Ndú;fha jeo.;alu fuka u ixl,am is;shï 
Ndú;h ms<sn| .=re ksmqK;dj, W!k;d o iqñ;a mrdl%ujxY l< m¾fhaIKfhka wjOdrKh fõ' ixl,am 
is;shï Ndú;h ms<sn| .=re ksmqK;d ixj¾Okh i|yd .=re wOHdmk l%shdldrlï y÷kajd §fï wjYH;dj 
o wjOdrKh flfrk m¾fhaIK ,smsfha wkdjrK" bÈß .=re ixj¾Ok jevigyka ixj¾Okh lsÍfï § 
wjOdrKh l< yels h'  

Y%S ,xld m%d:ñl mdi,a úIhud,dfõ úfYaIs; ,laIKh ifudaOdks; njhs' ifudaOdks; úIhud,dj 
l%shd;aullsÍfï ,d .=re N+ñldfõ odhl;ajh úuik tÉ'tï' kd,skS Oïñld l=udßf.a m¾fhaIK ,smsfhka 
wkdjrKh jk ifudaOdks; nj ms<sn| .=re ±kqïj;aNdjfha W!k;d" bÈß .=re wOHdmk l%shdldrlï 
ie,iqï lsÍfï § wjOdkhg n÷ka l< yels h' Y%S ,xldfõ mdi,a wOHdmk lafIa;%hg iïnkaO j" ñY% 
m¾fhaIK l%ufõohg wh;a újrKd;aul wdkql%ñl ñY% msßie,iqu (The explanatory sequential design) 
mokï j l< m¾fhaIKhla ùu" m¾fhaIK l%u úoHd;aul mokñka ,smsfha we;s úfYaI;ajhls'

bf.kqï b.ekaùï l%shdj,sfha md¾Yaj folla wjOdrKh l< Wla; m¾fhaIK folg idfmalaI 
j wkaødyekakÈ we;=¿ lKavdhu l< m¾fhaIKfha úfYaI;ajh jkqfha" bf.kqï b.ekaùï l%shdj,sfha u 
fodaI fyda Bg iu.dó idOl fya;= fldgf.k o wOHdmk wjia:d ms<sn| ;r.h we;=M fjk;a idOl ksid 
o u;= j we;s" 13 jk fY%aKsfha isiqka mdi,g úêu;a j fkdmeñŒfï újdodmkak .eg¨j kdNs.; lrf.k 
;sîuhs' m¾fhaIKfhka flfrk fhdackd l%shd;aul lsÍfuka u;= j we;s .eg¨jg úi÷ï o wfmalaId l< 
yels h'  

bx.%Sis udOH m<uq ,smsfhka mdi,aj, .=Kd;aulNdjh ;yjqre lsÍfï ,d y÷kajd § ;sfnk" ndysr 
wëlaIKfhys wOHdmk ks,Odßka kshef<k úg" Tjqka flfrys n,mdk ufkdaúoHd;aul idOl wOHhkh 
lsÍug l=udrs fifkúr;ak l< m%udKd;aul m¾fhaIKh i|yd ie,iqï.; p¾hdj ms<sn| wÊfIkaf.a 
kHdh Ndú; lr ;sfí' ks,Odrs N+ñldj ixj¾Okh lsÍu i|yd o" Tjqkaf.a N+ñldj id¾:l j lsÍu i|yd 
wejeis miqìï idOl ixj¾Okh i|yd o .; hq;= mshjr m¾fhaIKfhka fhdackd lr we;'

Y%S ,xldfõ fm!oa.,sl úYajúoHd,j," bx.%Sis fojk nila f,i b.ekaùug wod< úIhud,dj 
ms<sn| Wmdê wfmalaIlhkaf.a ixcdkk úuiSug ,laIauka fjälaldrf.a iy WfmalaId r;akfiak l< 
flaj, m%f;Hl wOHhkfhka" YsIH fm,Uùu ixj¾Okfhys ,d iy YsIH wjYH;d wjOdrKh jk mßoafoka 
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úIh wka;¾.;h iys; úIhud,d bf.kqï-b.ekaùï øjH ixj¾Okh lsÍfï wjYH;dj biau;= lr ;sfí' 
úYajúoHd, wOHdmkfha oS fkdj mdi,a wOHdmkfha § o 21 jk ishjfia ksmqK;d ,nd .eksug iydhla f,i 
bx.S%is NdIdj bf.kSu i`oyd isiqka fm<Uùu jeo.;a wjYH;djhla jk w;r ta i`oyd fuu m¾fhaIK 
wkdjrK Ndú;d l< yel' 

m%f;Hl wOHhkhla mdol j fÊ'tÉ'mS' wdßhr;ak l< m¾fhaIK ,smsfhka uyd ì%;dkHfha 
mdi,aj, ld¾hidOkh kÕd isgqùug .;a m%;sm;a;s ;SrKhla ms<sn|j úÿy,a mßmd,lhkaf.a ixcdkk 
wjOdrKh fõ' fï m%;sm;a;s ;SrKfhys Y%S ,xldjg we;s m%dfhda.sl jákdlu .ek is;d n,kakg;a 
YS% ,xldfõ mdi,aj, ld¾h idOkhg n,md we;s wNHka;r idOl ^Wod( by; m¾fhaIK ,smshlska  
wjOdrKh j we;s mdif,a W!k;d ksid isiqka mdi,a fkdmeñŒfï újdodmkak m%Yakh& iy ndysr idOl 
^Wod(- mdif,a .=Kd;aulnj i|yd  WÑ; wëlaIK l%shdj,shla fkdmej;Su& ksid mdi,a l%ufha u;= j 
we;s újdodmkak m%Yak .ek úl,am woyia ckkh lr .ekSug;a m¾fhaIKfhka wjOdrKh jk lreKq 
mokïlr .; yels h'

wOHdmkfha iu wjia:d iy;sl lrñka ia:dms; wka;¾lrK mka;s ldurh ;=< úfYaI wOHdmk 
wjYH;d iys; orejka fj; b.ekaùu iïnkaOfhka .=rejreka ;=< úYajdih f.dvkexùu iy myiqlï 
ie,iSu ms<sn`oj ±kqïj;a nj ms<sn| iuQød fikr;a úiska fm< .iajk ,o m¾fhaIK ,smsh u.ska" mdi,a 
moaO;sfha isák m%d:ñl .=rejreka fj;" jvd;a M,odhS .=re mqyqKq jevigyka y÷kajd§fï wjYH;dj 
fmkajd fok w;r iqúfYaIS bf.kqï l%ufõo wka;¾.; w;afmd;la m%d:ñl .=rejreka fj; ,nd§fï 
wjYH;dj flfrys o wjOdkh fhduqlrjhs' tfuka u" wka;¾lrK miqìula hgf;a orejkaf.a wOHdmksl 
m%.ukh ;lafiare lsÍu i|yd iqúfYaIS l%ufõo y÷kajd Èh hq;= nj mjik m¾fhaIsldj" wka;¾lrK 
wOHdmk m%;sm;a;shla iïnkaOfhka o ish m¾fhaIKfhka fhdackd f.k tkakS h'

ÈUq,d., wOHdmk l,dmh uQ,sl lr .ksñka l=i, l=udr cfhakaø m%kdkaÿ úiska lr we;s 
m¾fhaIKh isiq ore±ßhka fj; wOHdmk fiajd imhk m%Odk;u wdh;kh jk mdif,a kshuqjkaf.a 
ld¾hNdrfha M,odhs;dj i|yd Tjqka i;= l=i,;d" ±kqu yd wdl,am Tma kexùu fjkqfjka wOHdmk 
moaO;sh u.ska fufyhjkq ,nk mqyqKq l%shdj,sh yd mqyqKq wjYH;d idlÉPdjg n÷ka lrhs' ;j o tu.ska" 
úÿy,am;sjrekaf.a ld¾hidOk iudf,dapkfha oS bÈßm;a lsÍu i|yd y÷kajd fok ,o —jvd;a hym;a 
wkd.;hla Wfoid˜ hk uefhka jQ fmdaruh Èjhsfka ish¨ u mdi,aj, úÿy,am;sjrekaf.a ld¾hidOk 
we.hSfï § Wmfhda.S lr .; yels±hs hkak jeäÿrg;a wOHhkh lr" hym;a mßphla f,i moaO;s.; 
lsÍu M,odhS jkq we;' 

bx.%Sis NdIdj Ndú;fha § u;= jk újdodmkak .eg¨jla jkqfha isxy, fyda fou< NdId uõni lr 
.;a isiqkag" bx.%Sis mßirhg wod< w;a±lSï ,nkakg we;s wvq wjldYhhs' fï miqìu wkqj bx.%Sis NdIdj 
bf.kSu i|yd iqyqre ÿrl;k ^Smart Phone& Ndú;fha Okd;aul ,laIK biau;= lrñka wd¾'tï'ã'mS'fla' 
r;akdhl l< m¾fhaIKfhka fojk NdIdj f,i bx.%Sis b.ekaùfï cd;sl wOHdmk úoHdmSGh YslaIK 
úoHd .=re wOHdmk ämaf,daud mdGud,dj yodrk isiqqkaf.a iajdëk bx.%Sis bf.kqu wNsfm%arKh i|yd 
iqyqre ÿrl;k ^Smart Phone& iy iudk Wmdx. Ndú;fhka ,efnk msájy, idlÉPd flfrhs' wOHdmk 
úoHdmSG mokï j lrk ,o m¾fhaIKfha wkdjrK mQ¾j fiajd .=rejrekaf.a bf.kqug muKla fkdj 
mdi,a YsIH YsIHdjkaf.a bf.kqug o iïnkaO jk whqrska úu¾Ykhg  ,la lsrSu m%fhdackj;a h' 

 
fla' ,laud,a trkao l=udr wjOdrKh lrkqfha" mdi,a l<ukdlrKh iy mdi,a wOHdmk moaO;sfha 

úêu;a rgdj,g ydkslr jQ m%jK;djls' tu m¾fhaIK wkdjrK mdi,aj, wúêu;a j uqo,a tl;= lsÍfï 
m%jK;dj ms<sn| kS;suh ;;a;ajh iy jHjydßl rgd o" jvd úksúo fmfkk mdi,a l<ukdlrKhla o" 
ksoyia wOHdmk rgdjla o we;s lsÍu i|yd u. fmkajk iq¨ h' 

wOHdmk m¾hdf,dal iÕrdj" mdi,a wOHdmk lafIa;%fha ixj¾Okh i|yd mokï lr .; yels 
kj m¾hdf,dal m%p,s; lsÍu i|yd o fjka jQ Ydia;%Sh ix.%yhls' fï moku wkqj" fi!LHu;a cSú;hla 

m%j¾Okh i|yd foajl fla' ùrfldaka ,shq woyia j,ska o wkd.; mrmqr fi!LHu;a cSú;hla fj; f.k 

hdfï ud¾.h fmkajd fohs'
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Executive Summary

The eighth volume of the ‘Education Perspectives’ journal consists of ten articles on different 
themes of education in Sinhala as well as in English. This has further enriched with novel 
perspectives on health sector which is of paramount important at present. The articles on 
use of concept maps as a modality in School-Based Assessment for secondary grades, subject 
integration of environment related activities in primary school, making aware of teachers on 
teaching for children with Special Educational Needs (SEN) with confidence and facilitation in 
an inclusive classroom and the effectiveness of using smartphone to enhance English language 
teacher candidates’ autonomy as ESL learners of a National College of education (NCoE) are 
based on the theme of learning-teaching process. Four of the articles in this volume deal with 
debatable issues on school management which indirectly affects on learning-teaching process 
under the theme of absenteeism of students in grade 13 which links with the external factor 
of private tuition classes, irregular and improper collection of funds in schools, effectiveness 
of training need analysis of principals of Dimbulagala Education Zone and the psychological 
factors influence on educational officers’ intention to engage in external evaluation in schools. 
Finally, the journal entails articles which discuss the perceptions of school administrators 
on the institutional system called ‘academies’ in the UK as a viable solution to increase the 
performance of underperforming schools and analyse the curriculum of teaching English as a 
Second Language in a private university.

In the secondary school system of Sri Lanka, the School Based Assessment (SBA) is yet a 
matter of debate. The research study conducted by Sumith Parakramawansa emphasizes the 
importance of using concept maps and deficiencies in teacher competencies on using concept 
maps as an alternative for written tests in SBA which was introduced with the intension of 
improving the quality of learning teaching process. The findings of the research study give 
emphasis on the need of introducing teacher training programmes for the development of 
competency of teachers on concept maps which could be considered in organizing teacher 
development programmes in future. 

The special characteristic exists in the curriculum of primary school in Sri Lanka is its 
integration of subjects. Nalini Dhammika Kumari who enquires on the contribution of teachers 
in implementing the integrated curriculum exposes her findings on the lack of awareness of 
teachers on subject integration in primary curriculum through her research article. Thus, 
it can be taken into consideration when designing teacher education programmes in future 
to dedicate more opportunities to expand teachers’ knowledge on integration of subjects. 
Further, it should be noted that this research study which is in relation to the school system of 
Sri Lanka has been conducted based on the explanatory sequential design coming under the 
approach of mixed method. 

In comparison to the aforementioned research studies conducted by two different stakeholders 
engaged in the learning-teaching process, the study done by Andrahennadi and the team has 
focused their attention on the question in dispute: the absenteeism of students in grade 13 
either due to prevailing drawbacks in the process of learning-teaching or due to concurrent 
factors. Further, it may be a result of prevailing competition in the system towards educational 
opportunities or other related factors. Solutions can be expected for the issues pointed out in  
the research by proper implementation of the proposed suggestions.
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In the first article written in English in this journal, which is a quantitative research study based 
on Ajzen’s Theory of Planned Behaviour carried out by Kumari Senevirathne, it is obvious that 
she has taken efforts to understand the psychological factors influence officers’ intention to 
engage in external evaluation that has been introduced to assure the quality of schools. The 
study comes up with proposals regarding development of the role of the education officers and 
the improvement of other facilities required to successfully play the role of officers in the area 
of external evaluation.  

Examining the perceptions of undergraduates on the curriculum of English as a Second 
Language in a private university of Sri Lanka, the single-embedded exploratory case study 
carried out by Lakshman Wedikkarage and Upeksha Rathnasena highlights the necessity of 
increasing student motivation and designing the ESL curriculum and the subject content as 
to cater the needs of the students. In order to instill the 21st century skills through school 
education, it is vital to motivate the students to learn English language and therefore, the 
findings of this research can be exploited to achieve the purpose.

The research article of J.H.P. Ariyarathne, which is based on a case study carried out by her, 
explores the perceptions of school administrators with regard to a policy decision arrived at 
for the upliftment of performance of the schools in the UK. The research findings highlight 
through this study can be taken into consideration in order to reflect on the practical validity 
of the said policy decision towards Sri Lanka and to generate alternative ideas on the issues 
arisen in Sri Lankan school system due to internal factors which affect the performance of 
schools (eg: the issue of absenteeism of students resulting the weaknesses of the schools as 
highlighted in the study) and the external factors (eg: non-availability of a proper supervision 
process to assure the quality of the school), as well. 

Through the research article of  Samudra Senarath, which discusses about the teacher 
awareness, teaching confidence and facilitation of learning for children with special educational 
needs in an inclusive classroom ensuring the equity in education, the writer focuses on the 
necessity of introducing more effective teacher development programmes for the primary 
teachers available in the education system and also the necessity of providing a handbook 
consists of special learning-teaching methods for the primary teachers. Moreover, the writer 
highlights that a special mechanism should be in place to assess the educational achievement 
of children under an inclusive background and the importance of introducing an inclusive 
education policy. 

Kusala Kumara Jayendra Fernando’s article which is based on Dimbulagala Education Zone 
leads to discuss the training needs analysis and process of trainings conducted by the education 
system in order to improve the skills, knowledge and attitudes towards effective performance 
of leaders of the school which is the major institution that provides educational services to the 
children. Further, it would be more useful, if the proposed form: “For a better future” that has 
been introduced to submit along with the performance appraisal of principals in the particular 
zone, could be utilized in evaluating the performance of school principals and introduced it to 
the system as a best practice. 
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In learning selected subjects in English medium in the secondary grades, the problem of 
having fewer opportunities to expose for an English rich environment by the students whose 
mother tongue is Sinhala or Tamil always drew the concern of many parties but it yet to be 
unsettled. In this context, the research conducted by R.M.D.P.K. Rathnayake, underlining the 
positive aspects of using smart phones for empowering the students in learning in English 
medium discusses the advantages of using smart phones and similar accessories to motivate 
the students who learn in English medium. The study which is based on the National Colleges 
of Education paves the way to investigate on how it relates to the learning of pre-service 
teachers as well as to the school children.

As the article on Survey of absenteeism of Grade 13 Students focuses Attention on school 
management and irregular procedures followed in the education system which are detrimental 
to the system itself, the study conducted by K. Lakmal Eranda Kumara also talks about a 
similar tendency prevailing in the system. The legal status and applied patterns on the trend 
of collecting funds in schools irregularly as highlighted in the research article would provide 
necessary guidance for establish more transparent school management and free education 
arrangement.      

The ‘Education Perspectives’ journal is an academic journal dedicated to disseminate new 
perspectives and knowledge that can be exploited for the development of the school education. 
In that sense, the journal has been enriched with an article written by Devaka K. Weerakoon 
on ‘Education for Health and Well-being’ that describes ways and means for leading a healthy 
life by future generation.   
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School-Based Assessment for Secondary Grades
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Abstract

The school-based assessment programme was introduced to enhance the quality of the learning-
teaching process. However, teachers are more inclined to use written tests which assess limited 
range of knowledge, atlitudes skills  and social abilities when implementing the school-based 
assessment programme. It is important for teachers to use other forms of assessments, which  
assess knowledge, attitudes, skills and social abilities other than techniques that are inclined to 
writing	modalities.	 Concept	maps	 have	 been	 identified	 as	 an	 important	 alternative	 available	
for the purpose. Therefore, this study aims to promote the use of concept maps as a modality 
of assessment. The objectives were to study the current use of concept maps to explore the 
awareness of teachers about concept maps as a variant of assessment; to use concept maps as 
a form of assessment and to explore the strengths, weaknesses and problems. The sequential 
transformation framework was used under the mixed research approach for the research  since 
the	study	has	two	distinct	phases;	the	first	phase	being	the	awareness	and	the	second	the	practical	
application, before and after the teacher development programme on concept mapping.  The 
research design was developed based on Kirkpatrick’s four levels of Evaluation Model. A sample 
of	150	teachers	for	the	first	phase	was	selected	purposively	and	the	second	phase	consisted	of	a	
sample of 15 teachers selected randomly. This research reveals that concept maps have a much 
lower priority than other assessment modalities when using school-based assessment modalities 
in the secondary grades due to the low level of teachers’ awareness and negative attitudes because 
of the relatively low-level use of concept maps as an assessment modality. It is recommended that 
all secondary grade teachers under the school-based teacher development programme receive 
comprehensive training on the use of concept maps as assessment modalities.

Keywords:  School-based assessment, assessment modality, concept maps 
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mdi, mokï lr .;a ;lafiarelrKh hgf;a oaú;Shl fY%aKsj, 
;lafiare m%fNaohla f,i ixl,am is;shï Ndú;h m%j¾Okh

iqñ;a mrdl%ujxY"
ksfhdacH wOHdmk wOHCI" l,dm wOHdmk ld¾hd,h" we,amsáh

   071-3797075 / sumichamp@hotmail.com 

ixCIsma;h

bf.kqï b.ekaùï l%shdj,sfha .=Kd;aul j¾Okhla we;s lsrSu i|yd mdi, mokï lr .;a 
;lafiarelrKh hgf;a úúO ;lafiarelrK m%fNao fhdod .ekSug wjia:dj i,id we;' tfia 
jqj o" oekqfï iSñ; mrdihla muKla uek nef,k ,sÅ; mÍlaIK Ndú;hg .=rejreka jeä 
keUqre;djla olajk nj ksÍlaIKh fõ' tneúka mdi, mokï lr .;a ;lafiarelrKfha oS 
oekqu" wdl,am" l=i,;d yd iudc yelshd uek nef,k fjk;a  we.hSï m%fNao Ndú;hg fhduq 
lsÍu jeo.;a h' Bg úl,am f,i ixl,am is;shï Ndú;h m%j¾Okh lsÍu wOHhkfha wNsm%dh 
úh' ;lafiare m%fNaohla f,i ixl,am is;shïj, Ndú;h yd .=rejrekaf.a oekqïj;aNdjh 
wOHhkh" oekqïj;aNdjh by< kexùug .; hq;= ueÈy;a ùu y÷kd .ekSu iy ;lafiare 
m%fNaohla f,i ixl,am is;shï Ndú;hg .=rejreka i;= m%ùK;ajh" Ndú;fha m%n,;d" ÿn,;d 
iy .eg¨ úuiSu wruqKq úh' fï i|yd l¾lameÜá%laf.a b.ekaùï ueosy;a ùï we.hSfï isõ 
jeoEreï uÜgï wdlD;sh mdol lr f.k ñY% m¾fhaIK m%fõYh hgf;a wkql%ñl mßKduk 
msßie,iqu Ndú; lrk ,os' wOHhkfha m<uq wjêh i|yd wdrïuk ksheÈh .=rejreka 150ls' 
fojk wjêh i|yd tu ksheÈfhka wyUq f,i 15la f;dard .kakd ,os' o;a; úYaf,aIKfha 
oS úia;rd;aul' wkqñ;sl ixLHdk iy ikaOdr úYaf,aIKh o Ndú; lrk ,os' wOHhkfhka 
wkdjrKh jQfha mdi, mokï lr .;a ;lafiarelrKfha oS wfkl=;a ;lafiare m%fNaoj,g jvd 
ixl,am is;shï Ndú;h wvq njhs' Bg fya;= ù we;af;a .=rejrekaf.a oekqïj;a nj wvq ùu iy 
iDK wdl,am mej;Su h' oaú;Shl fY%aKs .=rejrekag" ;lafiare m%fNaohla f,i ixl,am is;shï 
Ndú;h ms<sn| j" mdi,a mdol j úia;S¾K .=re ixj¾Okhla ,nd oSu ks¾foaY flf¾'

uqLH mo( mdi, mokï lr .;a ;lafiarelrKh" ;lafiare m%fNao" ixl,am is;shï

1'0 ye|skaùu

bf.kqï b.ekaùï l%shdj,sfha .=Kd;aul j¾Okhla we;s lsÍu i|yd 1998 j¾Ifha § Y%S ,dxflah 
wOHdmk moaO;shg mdi, mokï lr .;a ;lafiarelrK jevms<sfj< y÷kajd § we;' 6 isg 13 
olajd ish¨ u fY%a‚j, W.kajkq ,nk ish¨ u úIhhka i|yd fuu jevms<sfj< l%shd;aul fõ' 
mdi, mokï lr .;a ;lafiarelrKh hkq mka;s ldur uÜgfuka bf.kqï b.ekaùï l%shdj,sh 
isÿjk w;r;=r § u lrkq ,nkakls' iïmsKaä; we.hSïj, § ,sÅ; mÍlaIKhlska ;lafiare 
l< fkdyels" bf.kqï M, idlaId;a lr .ekSu ms<sn| ;lafiarelrKh flfrys fuys § jeä 
wjOdkhla fhduq flf¾' mdi, mokï lr .;a ;lafiarelrKh hkq yqÿ úNd. l%uhla fkd j 
isiqka bf.k .kakd w;r;=f¾ § Tjqkaf.a m%n,;d iy ÿn,;d y÷kd f.k wfmalaIs; idOk 
uÜgu lrd Tjqka /f.k hdfï iïNjk we.hSï l%shdj,shls' ^wOHdmk wud;HdxYh" 2017&'

fuu jevms<sfj< hgf;a úúO ;lafiarelrK m%fNao fhdod .ekSug wjia:dj i,id we;' 
;lafiarelrK m%fNaohla hkq YsIHhd bf.kSug fmd,Ujk ksmqK;d j¾Okh lr .ekSug yd 
tajd j¾Okh jQjd oehs uek ne,Sug bv m%ia:;dj i,ik Ys,amSh l%uhls' fuu m%fNao .=rejrhd 
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úiska bf.kqï - b.ekaùï l%ufõo f,i mka;s ldurfha § fyda bka msg; § Ndú; lsÍu iqÿiq 
fõ' tys wjika M,h ;lafiarelrKh fõ' fï i|yd úúO;ajfhka hq;= ;lafiarelrK m%fNao 
y÷kajd § we;' úIh tallh i|yd .e<fmk ;lafiare m%fNaoh f;dard .ekSu .=rejrhd i;= 
ld¾hhla fõ'

mdi, mokï lr .;a ;lafiarelrK jevms<sfj< ms<sn| j fidhd ne¨ úg olakg ,enqfKa ,sÅ; 
mÍlaIK Ndú;hg .=rejreka jeä keUqrejla olajd we;s nj hs' bka oekqfï iSñ; mrdihla 
muKla uek nef,k neúka mdi, mokï lr .;a ;lafiarelrKfha § YsIHhd ;=< idOkh úh 
hq;= oekqu" wdl,am" l=i,;d yd iudcuh yelshd o uekSug yels úl,am m%fNao Ndú;h jvd 
jeo.;a h' fï i|yd Ndú;hg .; yels m%fNao w;ßka ixl,am is;shï jeo.;a m%fNaohla 
f,i y÷kd f.k we;’ fuu.ska YsIHhd ;=< Wiia uÜgfï Ñka;kh (higher order thinking), 
mßl,amkh (imagination), iufmalaIKh (speculation) iy ks¾udKd;aul Ñka;kh (creative 
thinking) m%j¾Okh lsÍug fuka u YsIHhdg iqÿiq wNsfhda.d;aul uÜgula (suitable challenge 
level) msysgqùug;a yels h (Zvacek, Restivo, iy Chouzal, 2012).

mdi, mokï lr .;a ;lafiarelrK jevms<sfj< mdi,a moaO;sfha oaú;Shl fY%a‚j, l%shd;aul 
lsrSfï oS ;lafiare m%fNaohla f,i ixl,am is;shïj, j¾;udk Ndú;h wOHhkh lsÍu" tys 
oS .=rejrekaf.a oekqïj;aNdjh iy th by< kexùug .; hq;= l%shdud¾. $ ueÈy;a ùï y÷kd 
.ekSu iy ;lafiare m%fNaohla f,i ixl,am is;shïj, Ndú;hg .=rejrekaf.a m%ùK;dj iy 
ixl,am is;shï Ndú;fha m%n,;d" ÿn,;d iy .eg¨ úuiSu wOHhk wruqKq úh' ta hgf;a 
iqúfYaI j my; m¾fhaIK m%Yakj,g ms<s;=re iemhSug woyia lrk ,os'

1. oaú;Shl fY%a‚j, mdi, mokï lr .;a ;lafiare m%fNaohla f,i ixl,am is;shïj, 
j¾;udk Ndú;h fln÷ o@

2. mdi, mokï lr .;a ;lafiare m%fNaohla f,i ixl,am is;shï Ndú;h iïnkaO j 
oaú;Shsl fY%a‚j, .=rejrekaf.a oekqïj;aNdjh iy wdl,am fln÷ o@

3. ixl,am is;shï ms<sn| .=re ixj¾Ok jevigyfkka miq ksheÈfha .=rejrekaf.a 
;lafiare m%fNaohla f,i ixl,am is;shï Ndú;h iïnkaO j ±kqïj;aNdjh" wdl,am 
iy m%ùK;dj fln÷ o@

4. .=re ixj¾Ok jevigyfkka miq ;lafiare m%fNaohla f,i ixl,am is;shï mka;s 
ldurj, jHjydr lsÍfï § wfmalaIs; uÜgug <Õd ù ;sfí o@

5. ;lafiare m%fNaohla f,i ixl,am is;shï mka;s ldurj, jHjydr lsÍfï § .=re ld¾h" 
m%n,;d" .eg¨ iy wNsfhda. fudkjd o@

2'0 idys;H úu¾Ykh

2'1  m¾fhaIKfha kHdhd;aul moku

ixl,am is;shïj,g mdol j we;af;a Ausubel (2000)f.a udkj bf.kqu ms<sn| m%cdkk iud.%yK 
kHdhh hs' fuys .eí j we;s uQ,sl woyi" bf.kqï,dNshd ;=< mj;akd ixl,am jHQyhg kj 
ixl,am iud.%yKfhka bf.kqu isÿjk nj hs' fï hgf;a M,odhS bf.kqu hkq ;u fud<fha 
mj;sk m%cdkk jHQyj, ke;fyd;a ialSudj, mj;akd ixl,am ixúOdkh iu. iú[a[dksl j 
kj jHQy .<md .ekSfï l%shdj,shls' fuys oS mQ¾jfhka w;am;a lr .;a oekqu iu. kj woyia 
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fyda ixl,am iïnkaO lr .ekSu isÿ fõ' Ausubel (2000) wkqj bf.kqug n,mdk jeo.;a u 
idOlh bf.kqï,dNshd ;=< mj;akd mQ¾j oekqu hs (Novak, 1984). mqoa.,hl= bf.k .kakd úg 
m%cdkk jHQyfha mj;sk ixl,am w;r in|;d l%ufhka ixlS¾K njg m;a fõ'

ixl,am is;shula ks¾udKh lsÍu isiqkag wod< ixl,amh ms<sn| fyd| wjfndaOhla ,enqKq miq 
isÿ l< hq;= h' fuhska woyia lrkafka wod< ixl,amh ms<sn| wNHdi lsÍu' .eg¨ úi£u" ,sùu" 
lshùu" meyeÈ,s lsÍu fyda Tjqkaf.a kj wjfndaOh m%p,s; lsÍug wjYH fjk;a l%shdldrlul 
ksr; ùu fõ' fuu.ska YsIHhdf.a ixl,amh iïnkaê; ialSuduh oekqï cd,hg (web of related 
schematic knowledge) ixl,amh iïnkaO jkq we; (Woolfolk, 2004). bka wk;=re j ixl,am 
is;shï u.ska YsIHhdf.a ixl,amh iïnkaê; ialSuduh oekqï cd,h ;jÿrg;a ixj¾Okh 
fuu ixl,am wjfndaOh by< kexùug WmldÍ jkq we;' hï lsis iqúfYaI lreKla iïnkaO 
j mqoa.,hl= ;==< ;sfnk mQ¾j oekqug iïnkaê; ialSuduh oekqï cd,hla ixúOdkh ù mj;S' 
th kj oekqu wjfndaO lr .ekSug mqoa.,hdg Wmldr fõ' fuu kHdh wkqj mqoa.,hl=f.a 
bf.kqu isÿjkafka ixl,am iud.%yKfhks' tneúka mqoa., bf.kqu ;lafiare lsÍfï oS ixl,am 
is;shï Wmfhda.s lr .ekSu fuu kHdhh weiqßka meyeos,s l< yels h' tkï mqoa.,hd ;=< jQ 
mQ¾j oekqug kj oekqu iud.%yKh ùu fyj;a bf.kqu ;lafiare lsÍfï kHdhd;aul moku fõ’ 
tneúka fuu m¾fhaIKfha kHdhd;aul moku jkafka udkj bf.kqu ms<sn| m%cdkk iud.%yK 
kHdhhhs'

2'2 ixl,am is;shï 
 

isiqkaf.a bf.kSu jeä ÈhqKq lsÍfï oS ixl,am wod< lr .ekSu iy .%yKh lr .ekSu 
wNsfhda.uh fõ (Quinn et al., 2003). b.ekaùfï § fndfyduhla f;dr;=re f¾Çh fY%aKshla 
(linear progression) lrd fhduq ù we;s w;r tajdfha ixlS¾K iïnkaO;d (complex relationships) 
meyeÈ,s" lsÍu i|yd wju ld,hla mj;S' fuu mr;rh mshjd .ekSu i|yd ixl,am is;shï 
Ndú;h idfmalaI j ir, Wml%uhla jk w;r bka úoHd;aul woyia yd uQ,O¾uj, w¾:h yd 
wka;¾ iïnkaO;d ms<sn| j isiqkag ;ukaf.a u woyia f.dvk.d .ekSug bv i,ihs' ixl,am 
is;shu ilia l< miq isiqkag th Ndú;fhka Tjqkaf.a ;¾lKh idlÉPd l< yels jk mßÈ 
iyfhda.S bf.kqula (cooperative-learning) jvd;a iqÿiq h' m%ùKhkaf.a Ñka;kh fndfyda úg 
pß;dhkh jkafka ixYaf,aIKhg fyda ks.ukhlg t<öu i|yd ixlS¾K wdldrj,ska oekqu 
ldKav lsÍu yd iïnkaO lsÍfuks' ixl,am is;shï Ndú;fhka isiqkag fuu ÈYdk;shg fhduq 
ùug Wmldr l< yels w;r" ud;Dldfõ ish¨ wxY flfrys YsIHhdf.a wjOdkh fhduq ùug 
ienE yelshdjla w;am;a lr f.k ;sfí o@ w¾:dkaú; w¾:l:khlg iy Ndú;hg <Õd ù ;sfí 
o@ hk lreKq ;lafiare lsÍug fuu.ska .=rejrhdg wjia:dj ysñ fõ' ksoiqkla f,i N+ úoHdj 
y÷kajd §fï mdGud,dfõ YsIHhka m%d.a ft;sydisl cSú; ixj¾Okfha n,mEu .fõIKh ms<sn| 
ixl,am is;shï Ndú; lr we; (Preszler, 2004)' YsIHhka wOHhk jdrfha tl u ixl,am ms<sn| 
f;jrla ixl,am is;shï ms<sfh, lr we;s w;r .=rejreka úiska ixl,am is;shfï wka;¾.;h 
iy .eUqr" ;lafiare lsÍug ,l=Kq ,nd §fï YS¾I Ndú; lr we;' wOHhk jdrfha m%.;sfha § 
isiqka jvd úo.aO f,i úIh .%yKh lr f.k we;s nj m¾fhaIK m%;sM,j,ska fmkakqï flf¾' 
tfia u úNd.hg fmr isiqka wod< úIh fldgi ms<sn| ixl,am is;shï ms<sfh, lsÍug fhduq 
l< úg wksjd¾hfhka u isiqka úNd.fha § by< m%;sM, ,nd we;s nj fmkakqï flf¾' ;j o 
md,l lKavdhï (control groups) fhdod f.k lrkq ,enq úYaf,aIKfha § fmkakqï lr we;af;a 
iyfhda.S wdldrfhka ixl,am is;shï f.dv kexjq úg isiqkaf.a f;dr;=re r|jd .ekSfï iy kj 
;;a;ajj,g fhdod .ekSfï yelshdj jeä ÈhqKq ù we;s nj hs'
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ixl,am is;shul ixl,am idudkHfhka jg lr olajkafka jD;a; fyda p;=ri% u.ska jk w;r 
ixl,am w;r we;s in|;dj ksrEmKh lrkq ,nkafka tajd w;r w|skq ,nk f¾Ld u.sks' tu 
f¾Ld u; igyka lrk jpk u.ska ixl,am w;r we;s in|;dj úia;r flf¾' ixl,am is;shul 
ixl,am OQrdj,s wdldrhlg ksrEmKh jk w;r tys jvd;a u fmdÿ ixl,am by<ska o jvd;a 
iqúfYaIs ixl,am my<ska o jk mßos ms<sfh, flf¾ (Whitehead, 2008). ixl,am is;shul yria 
in|;djlska (Cross-links) ixl,am is;shfï fjkia jiu (domains) foll wvx.= ixl,am w;r 
we;s iïnkaO;dj úia;r flf¾' tkï ixl,am is;shul tla oekqï jiul mj;sk ixl,amhla iy 
is;shfï fjk;a jiul mj;sk ixl,amhla w;r we;s in|;dj úoyd oelafõ' ixl,am is;shul 
biõjla fyda jia;=jla iïnkaO iqúfYaIs WodyrK we;=<;a lsÍfuka fok ,o ixl,amfha w¾:h 
;j ÿrg;a meyeos,s lr .ekSug WmldÍ fõ'

jkfmd;a lsÍfuka ;u bf.kSu lrk bf.kqï,dNSkag" fyd| ixl,am is;shula f.dv kexùfï 
oS" ks¾udKd;aul Ñka;kfha fhoSu wNsfhda.hls' ta fya;=fjka isiqyQ wmyiq;djg m;a fj;s' 
jkfmd;a lsÍfï oS mqoa.,hl=f.a oekqï jHQyhkag oekqu tla jkafka iaj,am jYfhka neúka 
ks¾udKd;aul Ñka;k ixj¾Okhg fyda Wiia uÜgfï .eg¨ úi|Sug jkfmd;a lsÍu WmldÍ 
fkd fõ' tneúka ixl,am is;shïlrKh w¾:dkaú; bf.kqug (meaningful learning) fuka u 
ks¾udKd;aul Ñka;kh j¾Okhg iy .eg¨ úi÷ï kj l%ufõo y÷kd .ekSug úYsIag fuj,ula 
fõ' tfia u ixl,am is;shï ;lafiare m%fNaohla f,i ckm%sh ù we;s w;r bf.kqï,dNSkaf.a 
ks¾udKd;aul Ñka;kh ms<sn| fidhd ne,Sug o ixl,am is;shï f.dv kexùfï oS .=rejrhdg 
wjia:dj ,efí (Whitehead, 2008)'

ixl,am is;shï hkq úfYaI Ñka;k ^wêm%cdkk& fuj,ï j¾.hla f,i y÷kajd osh yels h' 
tys wNsm%dh jkqfha ixl,am lsysmhla tl u wjia:djl oS úoHd;aul j j,x.= wdldrhlg 
tajdfha iïnkaO;d ksrEmKh jk mßos OQrdj,s wdldrhlg iïnkaO lsÍu hs' ixl,am is;shï 
u.ska pß;dhkh jk jvd iqúfYaI wx. ;=kls' tkï woyia OQrdj,suh wdldrhlg ksfhdackh 
úh hq;= w;r jvd fmdÿ woyia is;shfï uqÿkg jkakg;a jvd iqúfYaI woyia is;shfï m;=<g 
jk wdldrhg;a me;sr mej;sh hq;= h' ´kEu iïnkaê; woyia folla w;r mj;sk in|;dj 
jpkhlska fyda jdlH LKavhlska oelaúh hq;= w;r th úoHd;aul j j,x.= úh hq;= h' kj 
ixl,am we;=<;a lsÍug wjYH jQ úg fyda jeros iïnkaO;d fidhd .;a úg ixl,am is;shu 
m%;sfYdaOkh l< hq;= h (Novak iy Gowin, 1984). 

ixl,am is;shï hkq YsIH bf.kqu ;lafiare lsÍu msKsi Wmfhda.S lr .; yels jeo.;a 
fuj,ula fõ' fuu m¾fhaIKfhka wfmaCId lrk ,oafoa YsIH bf.kqu ;lafiare lsÍu msKsi 
ixl,am is;shï Wmfhda.S lr .ekSu m%j¾Okh lsÍu neúka ta i|yd ixl,am is;shï ms<sn| 
mq¿,a f,i wOHhkh lrk ,§' 

2'3 ixl,am is;shï ;lafiare lsÍu
 
ixl,am is;shï ;lafiarelrKfha oS ixl,am is;shïj,g ,l=Kq mejÍu msKsi úúO wjia:dj, 
úúO ks¾Kdhl Ndú; lr we;' ixl,am is;shï ;lafiarelrKh ;SrKd;aul iy fjfyildÍ 
l%shdjla nj ^Ramasamy et al. (2012) olajd we;' Novak iy Gowin (1984) ixl,am is;shulg 
,l=Kq mejÍug m%ia;+;" OQrdj,s" yria in|;d iy kso¾Yk hk ixrpl Wmfhda.S lr f.k 
we;' ixl,am is;shula ;lafiare lsrSfï oS fhdod .; hq;= ks¾Kdhl ms<sn| ( Markam, Mintzes, 
& Jones (1994) úiska ixl,am" in|;d" YdLkh" OQrdj,s iy ksoiqka hk wx. weiqßka olajd we;' 
ixl,am is;shula ;lafiare lsÍug wOHdmk wud;HdxYh (2008) f;dr;=re uQ,sl ixl,amhg 
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we;s wod<;ajh" f;dr;=re w¾:dkaú; j iïnkaO lsÍu" f;dr;=rej, wka;¾ in|;d oelaùu" 
f;dr;=re jHdma; lr we;s m%udKh iy is;shfuys ixúOdkd;aul nj yd meyeos,s nj hk 
ks¾Kdhl myla y÷kajd oS we;' ixl,am is;shï ;lafiarelrKfha oS ,l=Kq ,nd oSfï YS¾I 
wdo¾Yh iy fY%aKs.; lsÍfï m%ñ;s jvd úia;rd;aul j Chan (2009) úiska olajd we;' ta 
i|yd ixúOdkh" in|;d" Ñka;kh yd woyia" ikaksfõokh iy iduQysl m%h;akh hk ,l=Kq 
m%odk YS¾I Ndú; lr we;' tys by; YS¾I wkqj úYsIaghs" m%ùKhs" idudkHhhs iy ÿ¾j,hs 
hk uÜgï y;rl ;lafiarejla bosßm;a lr we;' ;lafiare m%fNaohla f,i ixl,am is;shï 
Wmfhda.S lr .ekSfï oS meyeos,s ks¾Kdhl y÷kd .; hq;= h' YsIH bf.kqu ;lafiare lsÍug 
ixl,am is;shï Ndú;h m%j¾Okh msKsi mj;ajkq ,nk fuu m¾fhaIKh i|yd ixl,am is;shï 
;lafiarelrKfha oS meyeos,s ks¾Kdhl ixj¾Okh lr .ekSu jeo.;a fõ'

2'4 mdi, mokï lr .;a ;lafiarelrK jevms<sfj<

oS¾> ld,hla uq¿,af,a mej;s idïm%odhsl iïmsKaä; we.hSfï l%u by< yelshd we.hSug WÑ; 
fkdùfï .eg¨j,g ms<shula f,i 1998 § mdi,a mdol ;lafiarej (SBA) y÷kajd fok ,oafoa 
mj;akd m%isoaO úNd. m%;sM, jvd fyd| ;;ajhlg f.k tau wruqKq lr f.k h ^wOHdmk yd 
Wiia wOHdmk wud;HdxYh" 1998&' th mdi,a jdrhla wjidkfha isÿ lrk ,o lvodis- mekai,a 
mÍlaIKhla (paper-pencil test) muKla fkdfõ' tys m%Odk mrud¾:h jQfha isiqkaf.a bf.kqï- 
b.ekaùfï l%shdj,sfha wksjd¾h wx.hla f,i fhdod .ekSu iy isiqkaf.a Yla;Ska yd ÿ¾j,;d 
y÷kd f.k Tjqka wfmalaIs; m%ùK;d uÜgug f.k taug WmldÍ ùuhs ^wOHdmk wud;HdxYh" 
2001&' mdie,a yer hdu wvq lsÍu iy m%S;su;a bf.kqï w;aoelSï ,nd fok wdh;khla njg mdi, 
m;a lsÍu o fuys wfmalaIdj úh' tys oS ;lafiarelrKfha úúOdx.slrKhla fkdfyd;a úúO 
j¾.fha ;lafiare m%fNao Ndú; lsÍug fhdackd lrk ,os' mka;s ldurfha iuia; ks¾udKd;aul 
fjkila we;s lsÍu tys wruqK hs' mka;s ldur bf.kqï b.ekaùfï l%shdj,sh YsIH flakaøSh 
bf.kqï b.ekaùfï l%shdj,shla fj; iy YsIH flakaøSh bf.kqï mßirhla lrd fhduq lsÍu 
i|yd §¾> ld,hla ;siafia oerE W;aidyfha È.=jla f,i o ie,fla (NIE, 2018) fuhg n,mE 
miqìï idOl my; kï cd;sl úNd. u.ska isiqkaf.a idOkh uekSfï oS wvq YsIH idOk uÜgula 
fmkakqï lsÍu" 21 jk ishjig wjYH jk ksmqK;d m%udKj;a mßos w;am;a lr fkd.ekSu" m%isoaO 
úNd.j,ska wiu;a jk isiqka ;lafiare lsÍug iy iy;sl lsÍug wu;r hdka;%Khl wjYH;dj" 
M,odhS wOHdmk moaO;shl l<ukdlrKh wdjrKh msKsi mQ¾K mrdihl f;dr;=re moaO;shl 
wjYH;dj iy wLKav" iyfhda.S iy iïNjk ;lafiarelrKh ms<sn| kj woyiaj,g wkql+, 
jk mßos YsIH ;lafiarej úYsIag;ajhg m;a lsÍu hs'

mdi, mokï lr.;a we.hSï jevms<sfj< l%shd;aul lsrSfï oS .=rejreka nyq;rh Ndú; 
l< ckm%sh we.hSï l%uYs,am ,sÅ; wxYhg nr jQ tajd hs ^cd'w'w'" 2018&' tkï lKavdhï 
l%shdldrlï" flá ,sÅ; mÍlaIK" mejreï yd újD; .%ka: mÍlaIK hs' .=rejreka iq¿;rhla 
msßi isiqkaf.a ks¾udKd;aul l=i,;d wjÈ jk l%u Ys,am fhdod .ks;s' tkï idlÉPd uKav," 
jHdmD;s" .fõIK" m%o¾Yk" újdo" ixl,am is;shï" iïuka;%K" oaú;aj igyka c¾k, yd 
iólaIK hs'

.=rejrekaf.ka nyq;rh mdi, mokï lr.;a ;lafiarelrK jevms<sfj< ms<sn| j oekqïj;a 
ù we;;a .=rejrekaf.ka nyq;r msrsi ta iïnkaO j iDK wdl,amj,ska miq jk nj fy<sorõ ù 
we; ̂ cd'w'w'" 2018&&' tfia jqj o Karunaratne (2011) wkqj ;lafiare m%fNao ms<sn| j .=rejrekag 
meyeÈ,s woyila fkd ;snq nj;a .=rejrekag mdi,a mdol ;lafiarelrKh isÿ lrkafka flfia 
o hkak ms<sn| mqyqKqjla ,eî fkdue;s nj;a wkdjrKh ù we;' iEu m<d;l u úIh b.ekaùu 
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i|yd fiajdia: ieis mj;ajd we;s kuq;a ;lafiarelrKh ms<sn| ieis mj;ajd ke;s w;r mdi,a 
wNHka;r yd ndysr wëlaIKhla mej;sh o" .=rejreka iuÕ l< iïuqL idlÉPdj,ska fy<s 
jQfha Tjqkaf.a ;lafiarelrKh jeä ÈhqKq lsÍu i|yd tu.ska m%;sfmdaIK ,eî fkdue;s njhs' 
(Karunaratne, 2011). mdi, mokï lr .;a ;lafiarej b.ekaùu iy bf.kSu jeä ÈhqKq lsÍu 
i|yd M,odhS l%ufõohla nj wOHhkfhka fy<s jQ nj;a ta ms<sn| j .=rejrekaf.a ksfIaOd;aul 
wdl,am fjkia lsÍug WmldÍ jk iy jHjydrhka foig fhduq jQ mqyqKq jevigyka wjYH nj 
Iddamalgoda iy Karunaratne (2012) olajd we;' ;j o úúO SBA m%fNao we;=<;a j ie,iqï lrk 
,o tall ie,eiaula iuÕ bf.kSfï § isiqka jvd;a Woafhda.su;a yd l%shdYS,S nj wOHhkfhka 
fy<s jQ nj;a tall ie,eiau l%shd;aul l< .=rejrekaf.a SBA ms<sn| ixl,amSh fjkialï 
iïuqL mÍlaIK u.ska y÷kd .;a nj;a Alahakoon iy Karunaratne (2012) olajd we;' tfia 
u SBA ms<sn| .=rejrekaf.a ixl,amSh wjfndaOh kxjd,Su i|yd SBA ms<sn| ksl=;a lrk ,o 
pl%f,aL iy Wmfoia iydh fkd olajk nj;a SBA u; mokï jQ idïm%odhsl jevuq¿ meje;aùug 
jvd .=rejreka l=vd lKavdhï tl;= ù úúO SBA m%fNao ms<sn| idlÉPd lr Tjqkaf.a mka;s 
ldurj,§ isiqkag l%shd;aul lrkafka kï th jvd;a M,odhS jkq we;s nj;a" Alahakoon iy 
Karunaratne (2012) ;jÿrg;a olajd we;'

mdi, mokï lr .;a ;lafiarelrKh hkq mej;s YsIH ;lafiarelrK l%uj, wvqmdvq wju lr 
YsIH bf.kqu m%j¾Okh msKsi y÷kajd fok ,oaols' tfia jqj o" l%shd;aul ùfï oS úúO wvqmdvq 
mek ke.S we;' ;lafiarelrKfha úúOdx.SlrKhla isÿ lsÍfuka ,sÅ; wxYhg nr jQ ;lafiare 
m%fNao fjkqjg YsIHhd l%shdldÍ f,i Woafhda.fhka hq;= j ;lafiarelrKfha ksr; ùu jeo.;a 
fõ' tfia u mdi, mokï lr .;a ;lafiarelrKfha oS tajd l%shd;aul lrkq ,nk .=re msßi 
wLKav j oekqj;a lsÍu iy ta ms<sn| Okd;aul wdl,am f.dv kexùu o w;HjYH fõ' ta i|yd 
.=rejreka l=vd lKavdhï jYfhka mdi, mdol j mj;ajkq ,nk .=re ixj¾Ok jevigyka 
jeo.;a fõ' fuu m¾fhaIKfhka wfmaCId lrk ,oafoa ,sÅ; wxYhg nr jQ ;lafiare m%fNaoj,g 
úl,am f,i ixl,am is;shï Ndú;h m%j¾Okh msKsi .=rejrekaf.a oekqïj;a nj iy wdl,am 
by< kexùu hs' tneúka fuu m¾fhaIKh ld,Sk j jeo.;a fõ'

3'0 m¾fhaIK l%ufõoh

3'1 m¾fhaIK msßie,iqu
 
m¾fhaIKh i|yd ñY% m¾fhaIK m%fõYh hgf;a wkql%ñl mßKduk msßie,iqu (sequential 
transformative design) fhdod .kakd ,os' Bg fya;= jkafka wOHhkh meyeos,s j y÷kd .; yels 
wjê follska hqla; ùuhs' tkï ixl,am is;shï ms<sn| .=re ixj¾Ok wjêh yd ;lafiare 
m%fNaohla f,i ixl,am is;shï mka;s ldurfha jHjydr lrkq ,nk wjêh hkqfjks'
 
wOHhkfha m<uq wjêh i|yd m%udKd;aul m¾fhaIK m%fõYh hgf;a jQ mQ¾j - wmr mÍCId 
wka;¾.; tla lKavdhula iys; w¾O iïmÍCIK msßie,iqula (single group with pre test – 
post test experimental design) Wmfhda.S lr .kakd ,os' mdi, mokï lr .;a ;lafiarelrK 
jevms<sfj< mdi,a moaO;sfha oaú;Shl fY%a‚j, l%shd;aul lsrSfï oS ;lafiare m%fNaohla f,i 
ixl,am is;shïj, j¾;udk Ndú;h iy tys oS .=rejrekaf.a oekqïj;aNdjh hk lreKq 
wOHhkh msKsi mQ¾j mÍCIKhla mj;ajk ,os' bka wk;=rej ixl,am is;shïj, Ndú;h by< 
kexùug m¾fhaIlhdf.a ueÈy;aùula f,i .=re ixj¾Ok jevigykla mj;ajk ,os' fuhska 
;lafiare m%fNaohla f,i ixl,am is;shïj, Ndú;h ms<sn| .=rejrekaf.a oekqïj;aNdjh by< 
kexùu fuka u Bg fm,Uùug o wfmaCId lrk ,os' bka wk;=re j wod< .=re msßi ta ms<sn| 
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miq mÍCIdjlg Ndckh lrk ,os' wk;=re j mrdh;a; úp,Hh (dependent variable) jk .=re 
±kqïj;aNdjfha fjkia ùu mÍCIdjg ,la lrk ,os' fuys oS mrdh;a; úp,Hh jkqfha wod< 
.=re msrsfia ixl,am is;shï ms<sn| oekqïj;aNdjh hs' ixl,am is;shï ms<sn| oekqïj;aNdjh 
hkafkka woyia jkafka ixl,am is;shula ye|skaùfï yelshdj" ixl,am is;shul wx. kï 
lsrSfï yelshdj" ixl,am is;shula ks¾udKh lsrSfï l%shdj,sh úia;r lsrSfï yelshdj" ixl,am 
is;shï ;lafiare lsrSfï yelshdj" ixl,am is;shïj,g mokï j we;s kHdh ms<sn| oekqïj;a 
nj iy ;lafiare m%fNaohla f,i ixl,am is;shï fhdod .ekSfuka isiqka ;=< j¾Okh l< yels 
yelshd ms<sn| oekqïj;a nj hk lreKq hs'

wOHhkfha fmr iy miq mrSCIKj,ska miq .=rejreka úiska ixl,am is;shï mka;s ldurfha 
;lafiare m%fNaohla f,i Ndú; l< wjêh i|yd .=Kd;aul (qualitative) m¾fhaIK m%fõYh 
hgf;a úia;rd;aul (descriptive) m%f;Hl wOHhk msßie,iqula Wmfhda.S lr .kakd ,os' 
;lafiare m%fNaohla f,i ixl,am is;shï  Ndú;fha oS we;s m%n,;d" ÿn,;d iy .eg¨ úuiSu 
iy tu .eg¨ u. yer ;lafiare m%fNaohla f,i ixl,am is;shï  M,odhS j Ndú;h by< 
kexùu msKsi WÑ; jHjydr y÷kajd oSug wod< fhdackd iïnkaO j mq¿,a wjfndaOhla ,nd 
.ekSu msKsi .=Kd;aul m¾fhaIK m%fõYh fhdod .kakd ,È'

m¾fhaIK msßie,iqu ilia lsÍfï oS l¾lameÜá%laf.a b.ekaùï ueosy;aùï we.hSfï isõ jeo-
ereï uÜgï wdlD;sh (Kirkpatrick’s four levels evaluation model) Wmfhda.S lr .kakd ,os ^1 jk 
igyk&

1jk igyk' isõ jeoereï uÜgï wdlD;sh ( uQ,dY%h( - Kirkpatrick, 1994)
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wdlD;sfha m<uq uÜgu jkqfha m%;spdrd;aul uÜgu hs' th idudkHfhka isÿ lrkq ,nkafka 
mqyqKq l%shdldrlug wdikakfha fyda wjika jQ jyd u h' fojk uÜgu bf.kqï uÜgu f,i 
ye|skafjk w;r fuu uÜgu idudkHfhka isÿ lrkq ,nkafka mqyqKq l%shdldrlu wjika jQ 
jyd u fõ' f;jk uÜgu p¾hd;aul uÜgu f,i y÷kajhs' idudkHfhka mqyqKq l%shdldrlu 
wjika ù udi 1 - 3la w;r ld,iSudj fõ' isjq jk uÜgu fyj;a wjika uÜgu m%;sM, uÜgu 
f,i y÷kajk w;r th mqyqKq l%shdldrlu wjika ù udi 3 - wjqreÿ 2 w;r;=r ld,iSudfõ oS 
isÿ lrkq ,nhs’ ta wkqj m¾fhaIK msßie,iqu l¾lameÜá%laf.a isõ jeoereï uÜgï b.ekaùï 
ueosy;aùï we.hSfï wdlD;sh Wmfhda.S lr f.k woshr y;rlska ixj¾Okh lrk ,os ^2 jk 
igyk&'

2 jk igyk' m¾fhaIK msßie,iqu
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fuys m<uq woshf¾ oS wyUq ksheoslrKfhka f;dard .;a .=rejreka 150 fokd fj; ixl,am 
is;shï ms<sn| mQ¾j oekqïj;aNdjh iy wdl,am úuiSu i|yd m%Yakdj,shla ,nd oS ixl,am 
is;shï ms<sn| oekqïj;a lsÍfï jevigyklg iyNd.s lr .kakd ,os' tu .=re ixj¾Ok 
jevigyk úu¾Ykh lrkq ,enQ m¾fhaIK idys;H weiqßka y÷kd .;a f;aud jk ixl,am is;shï 
ye|skaùu" tys kHdhd;aul moku" ixl,am is;shul .=Kdx." ixl,am is;shul wx." ixl,am 
is;shula ks¾udKhg fya;=" ixl,am is;shula f.dv kexùfï mshjr" ixl,am is;shula f.dv 
kexùfï oS .=rejrhdf.a u. fmkaùfï wjia:d" ixl,am is;shula ;lafiare lsÍu iy ixl,am 
is;shula Ndú;fha jeo.;alu hk lreKqj,ska iukaú; úh' jevigyk wjika jQ miq kej; 
jrla oekqïj;aNdjh iy wdl,am úuiSu i|yd m%Yakdj,shla ,nd fok ,os' fojk woshf¾ oS 
lKavdhïj,g fjka lr ;ukaf.a úIhhg wod< ud;Dldjla f;dard f.k ixl,am is;shula f.dv 
kexùug Wmfoia ,nd fok ,os' tu ixl,am is;shï f.dv kexjq miq tajd ;lafiarelrKh lr 
ksmqK;dj msßlaik ,os' f;jk woshf¾ oS wdrïuk ksheoslrKfhka tla l,dmhlska .=reNj;=ka 
mia fokl= ne.ska l,dm ;=fkka .=rejreka 15la f;dard f.k Tjqka fiajh lrk mdi,aj, oS 
;lafiarelrK WmlrKhla f,i ixl,am is;shï mka;s ldur Ndú;hg Wmfoia ,nd oS tu 
wjia:d m¾fhaIK iydhlhka u.ska ksÍlaIKh lr tu o;a; iy tu wjia:dj, oS m%;HfõCIK 
igyka mj;ajd f.k hdug Wmfoia ,nd oS tu m%;HfõCIK igyka o /ia lr .kakd ,os' isõ 
jk woshf¾ oS iïuqL idlÉPd mj;ajd ;lafiarelrK WmlrKhla f,i ixl,am is;shï Ndú; 
lsÍu iïnkaO .=re w;aoelSï" m%n,;d" ÿn,;d" .eg¨" wNsfhda." fhdackd ms<sn| o;a; /ia lr 
.kakd ,os' fuu o;a; tla tla wOHdmk l,dm fjka fjka j m%f;Hl wOHhk ;=kla f.dv kxjk 
,os' wjidkfha fuu ish¨ m%f;Hl wOHhk i`oyd ikaOdr úYaf,aIKh o yria mÍlaIdj (Cross 
site analysis) o isÿ lr ks.uk iy fhdackd iïmdokh lrk ,os'

3'2 ix.ykh iy ksheosh

m¾fhaIK ix.ykh f,i fhdod .kakd ,oafoa ol=Kq m<df;a mdi,aj, 6-11 fY%aKsj, úoHdj iy 
udkj Ydia;% úIhhka b.ekaùfï kshq;= .=re msßi hs ^1 jk j.=j&

 1 jk j.=j' m¾fhaIKfha ix.ykh ^uq,dY%h( o'm'w'fo'" 2018&

W.kajkq ,nk úIhh .=re ixLHdj

úoHdj úIhh 1815

udkj Ydia;% úIh 1733

tl;=j 3548

ol=Kq m<df;a .d,a," ud;r iy yïnkaf;dg osia;%slal ksfhdackh jk mßos wOHdmk l,dm 
;=kla f;dard .kakd ,o’' Bg fya;= jQfha bka W;amdokh jk o;a; m%udKh l<ukdlrKhg myiq 
ùu iy fok ,o ld, jljdkqj ;=< m¾fhaIKh ksu lsÍug yels ùu h' fuu tla tla l,dmfhka 
m<uq iy fojk woshr i|yd wdrïuk ksheoslrKfhka .=rejreka 50 ne.ska 150 fokl= o" 
f;jk iy isõjk woshr i|yd Tjqka w;rska wyUq ksheoslrKfhka .=rejreka 5 fokl= ne.ska 
15 fokl= o f;dard .kakd ,os' fufia m<uq iy fojk woshr i|yd jeä m%udKhla iyNd.s lr 
.kakd ,oafoa f;jk iy isjqjk woshr i|yd Bg iqÿiq Wkkaÿjla olajk msßia y÷kd .ekSug 
myiq jk whqßks' tfia u f;jk iy isjqjk woshr i|yd iïuqL idlÉPdj,g iyNd.s lr 
.ekSug myiq jk whqßka msßi f;dard .kakd ,os' tfia u m¾fhaIKfha o;a; bosßm;a lsÍfï 
oS wOHdmk l,dm ye|skaùug wdreV kdu (pseudonyms) Ndú; lrk ,os' tfia lrk ,oafoa 
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iyNd.sjkakkaf.a mqoa.,sl;ajh (privacy) iy Tjqkaf.ka ,nd .;a o;a;j, ryis.;Ndjh 
(confidentiality) iq/flk mßoafoks' ta wkqj m¾fhaIKfha tla tla woshrj, oS tla tla wOHdmk 
l,dm ksfhdackh jk mßos ksheosh f;dard .kakd ,os ^2 jk j.=j&'

2 jk j.=j - iyNd.sjkakka f;dard .;a wdldrh

wOHdmk 
l,dmh

 m¾fhaIK woshr

I II III IV

A
   udkj Ydia;% 25 25 3 3

   úoHdj 25 25 2 2

B
   udkj Ydia;% 25 25 3 3

   úoHdj 25 25 2 2

C
   udkj Ydia;% 25 25 2 2

   úoHdj 25 25 3 3

tl;=j 150 150 15 15

ksheosfha mqñ;sß nj" jhia uÜgu iy wOHdmk uÜgu hk idudkH f;dr;=re 3 jk j.=fjka 
ksrEmKh fõ' 150la jk m%;spdr olajkakka w;ßka jeä msßi 77]la ia;%Ska fõ' tfia u jhia 
uÜgu wkqj jeä msßi 35]la" wjqreÿ 30 - 40 w;r jhia ldKavhg wh;a fõ' wOHdmk uÜgu 
ie,l= úg jeä msßi 58]la" m%:u Wmdêh iys; fõ'

3 jk j.=j' ksheÈfha idudkH f;dr;=rej, ixLHd; iy m%;sY;
       (n = 150)

idudkH f;dr;=re
ixLHd;h
(n)

m%;sY;h
(%)

mqñ;sß nj

mqreI 34 23

ia;%S 116 77

tl;=j 150 100

jhia uÜgu ^wjqreÿ&

20 - 30 30 20

30 - 40 53 35

40 - 50 34 23

50 - 60 33 22

tl;=j 150 100

wOHdmk uÜgu

w'fmd'i' ^Wiia fm<& 57 38

m%:u Wmdêh 87 58

mYapd;a Wmdêh fyda Bg by< 6 4

tl;=j 150 100
 

W.kajkq ,nk 
úIhh
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3'3 o;a; /ialsÍfï l%u Ys,am 

m¾fhaIKfha tla tla woshrj, oS o;a; /ialsÍfï l%u Ys,am myla fhdod .kakd ,os' tkï 
m¾fhaIKfha m<uq woshf¾ oS fmr iy miq m%Yakdj,sh o" fo jk woshf¾ oS .=rejreka f.dv 
kxjk ,o ixl,am is;shï ;lafiarelrKh o"  f; jk woshf¾ oS ixl,am is;shï ;lafiarelrK 
m%fNaohla f,i mka;s ldurfha Ndú; lrk wjia:d ksÍCIKh iy tu wjia:dj, .=rejreka 
úiska mj;ajd f.k hk ,o m%;HfõCIK igyka úYaf,aIKh o iy isõ jk woshf¾ oS mj;ajk 
,o iïuqL idlÉPd o fõ' ^4 jk j.=j&'

4 jk j.=j' - o;a; /ia lsÍfï l%u Ys,am

o;a; /ia lsÍfï 
l%u Ys,am

j¾.h
o;a; /ia lsÍfï 

WmlrKh

/ia lr .ekSug 
wfmaCId lrk 

o;a;

o;a; w;am;a lr 
.ekSfï 

l%fudamdh

1'  mQ¾j  mÍCIKh ,sÅ;  mÍCIKh $ 
wdl,am mßudKh

m%Yakdj,sh $ 
wdl,am mßudKh

ixl,am is;shï 
ms<sn| mQ¾j 
oekqïj;aNdjh iy 
mQraj wdl,am

,sÅ; m%;spdr 
;lafiarelrKfhka

2'  miq  mÍCIKh ,sÅ;  mÍCIKh $ 
wdl,am mßudKh

m%Yakdj,sh $ 
wdl,am mßudKh

ixl,am is;shï 
ms<sn| mYapdoa 
oekqïj;aNdjh iy 
mYapdoa wdl,am

,sÅ; m%;spdr 
;lafiarelrKfhka

3'  ixl,am is;shï 
;lafiarelrKh

ixl,am is;shïj, 
wka;¾.;h iy 
l%shdj,s úYaf,aIK

msßlaiqï ,ehsia;=j  ixl,am is;shï 
;lafiarelrK 
WmlrKhla f,i 
Ndú;h ms<sn| .=re 
ksmqK;dj

ixl,am is;shïj, 
ixúOdkh" 
in|;d" Ñka;kh 
yd woyia" 
ikaksfõokh 
iy iïmQ¾K 
nj hk ks¾Kdhl 
hgf;a lrkq ,nk 
;lafiarelrKfhka

4'  ksÍCIKh mka;s ldur 
ksÍCIK

mka;s ldur 
ksÍCIK fIvQ,h

;lafiarelrK 
WmlrKhla f,i 
ixl,am is;shï 
mka;s ldur 
Ndú;fha oS .=re 
-  isiq wka;¾ l%shd" 
.=re ksÍCIK iy 
m%;sfmdaIK  o;a;

m¾fhaIK  
iydhlhka  ,jd  
,nd .kakd mka;s  
ldur ksÍCIKj,ska
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o;a; /ia lsÍfï 
l%u Ys,am

j¾.h
o;a; /ia lsÍfï 

WmlrKh

/ia lr .ekSug 
wfmaCId lrk 

o;a;

o;a; w;am;a lr 
.ekSfï 

l%fudamdh

5'  .=re iaj 
m%;HfõCIK

m%;HfõCIK igyka m%;HfõCIK 
úYaf,aIKh

;lafiarelrK  
m%fNaohla f,i 
ixl,am is;shï 
mka;s ldur 
Ndú;h ms<sn| .=re 
m%;HfõCIK

m%;HfõCIK  
igykaj, 
wka;¾.;h 
úYaf,aIKfhka

6'  iïuqL idlÉPd iïuqL idlÉPd iïuqL idlÉPd 
kshudj,sh

;lafiarelrK 
m%fNaohla f,i 
ixl,am is;shï 
mka;s ldur Ndú;h 
ms<sn| w;aoelSï" 
m%n,;d" ÿn,;d" 
.eg "̈ wNsfhda." 
fhdackd

iïuqL idlÉPd 
meje;aùfï oS lafI;% 
igyka ;eîfuka 
iy tu  iEu iïuqL 
idlÉPdjlau 
má.; lr msgm;a 
lsÍfuka 

3'4 o;a; úYaf,aIKh

m¾fhaIKfha m<uq woshf¾ o;a; úYaf,aIKfha oS o;a; ldKav lr" j.=.; lrk ,§' 
mß.Kl fhojqï uDÿldx.hla (computer application software) Ndú;fhka o;a; bf,lafg%dksl 
j úYaf,aIKh lrk ,os' o;a; úYaf,aIKh lsÍfï oS úia;rd;aul iy wkqñ;sl ixLHdk 
(descriptive and inferential statistics) foj¾.h u Ndú; lrk ,os' ta wkqj" ixLHd;" m%;sY;" 
uOHkHh iy iïu; wm.ukh hk úia;rd;aul ixLHdk o" mQ¾j iy wmr mÍCIdj, oS wod< 
.=re ksheosh ,nd .;a ,l=Kqj, fjfiis fjkila (significant difference) isÿj ;sfí oehs mÍCId 
lsÍu i|yd hq., ksheÈ à- mÍlaIdj (paired sample t test) Wmfhda.S lr .kakd ,o’' fojk 
woshf¾ oS .=Kd;aul o;a; úYaf,aIKhg ikaOdr úYaf,aIKh (content analysis) Wmfhda.S lr 
.kakd ,os'

4'0 o;a; bosßm;a lsÍu iy idlÉPdj

4'1 oaú;Shl fY%a‚j, mdi, mokï lr .;a ;lafiare m%fNaoj, mka;s ldur Ndú;h

mdi, mokï lr .;a ;lafiarelrK jevms<sfj< hgf;a oaú;Shl fY%aKsj, isiqka ;lafiare 
lsÍu msKsi .=re ksheÈh úiska jeämqr u Ndú; lrkq ,nk ;lafiare m%fNao my wkqms<sfj,ska 
úuiSfuka ,o o;a; úYaf,aIKh lrk ,È' ta wkqj tla tla ;lafiare m%fNaofha ixLHd;h" 
m%;sY;h iy m%uqL;dj .Kkh lrk ,È ^5 jk j.=j&' ta wkqj mdi, mokï lr .;a 
;lafiarelrKfha § jeä m%uqL;djla ysñ j we;af;a mejreïj,g jk w;r ixl,am is;shï kj 
jk m%uqL;dj ysñ lr f.k we;'
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5 jk j.=j' .=re ksheÈh úiska jeämqr u Ndú; lrkq ,nk ;lafiare m%fNao m%uqL;dj wkqj

;lafiare m%fNaoh ixLHd;h m%;sY;h m%uqL;dj

1 mejreï 110 16] 1

2 m%dfhda.sl l%shdldrlï 109 16] 2

3 lKavdhï l%shdldrlï 105 15] 3

4 flá ,sÅ; mÍCIK iy jHQy.; rpkd mÍCIK 91 13] 4

5 ks¾udKd;aul l%shdldrlï 31 5] 5

6 .fõIK 30 4] 6

7 l:kh 27 4] 7

8 m%Yak úpdrd;aul jev igyka 26 4] 8

9 ixl,am is;shï 22 3] 9

10 ksÍCIK 19 3] 10

11 újD; .%ka: mÍCIK 18 3] 11

12 .=rejrhd ks¾udKh l< ;lafiare m%fNao 18 3] 11

13 fCI;% pdßld 17 2] 13

14 N+ñld rx.k$ iurEmK $ wNsrEmK 12 2] 14

15 jHdmD;s 11 2] 15

16 m%o¾Yk $ bosßm;a lsÍï 10 1] 16

17 idlÉPd uKav, 8 1] 17

18 ì;a;s mqj;am; 6 1] 18

19 újdo 6 1] 18

20 iaj ks¾udK ix.%y 5 1] 20

4'2 hq., ksheÈ à mÍCIdj 

fuu wOHhkfha § fhdod .kakd ,o mQ¾j iy wmr mÍCId fldgia follska iukaú; úh' tkï 
;lafiare m%fNaohla f,i ixl,am is;shï Ndú;h ms<sn| ±kqïj;a nj mÍCIdj ^m<uq hq.,h& 
iy ta ms<sn| wdl,am mÍCIdj ^fo jk hq.,h& hs' fuu hq., ksheÈ à mÍCIdj i|yd mQ¾j iy 
wmr ±kqu mÍCIdj, uOHh m<uq hq.,h f,i o" mQ¾j iy wmr wdl,am mÍCIdj, ftlHh fo 
jk hq.,h f,i o fhdod .kakd ,È' tu hq., ksheÈ à mÍCIdjg wod< uOHkHh" msßlafikakka 
ixLHdj" iïu; wm.ukh iy iïu; fodaI uOHkHh hk ixLHdf,aLk ̂ 6 jk j.=j& Ndú;fhka 
hq., ksheÈ à mÍCIdj isÿ lrk ,È' tu mÍCIdfõ m%;sM, wkqj ^7 jk j.=j& ;lafiarelrK 
WmlrKhla f,i ixl,am is;shï Ndú; lsÍfï mQ¾j iy wmr ±kqïj;a nj w;r fjfiis 
fjkila isÿ j we;' tfia u ;lafiarelrK WmlrKhla f,i ixl,am is;shï Ndú; lsÍu 
ms<sn| mQ¾j iy wmr .=re wdl,amj, o fjfiis fjkila isÿ j we;'
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6 jk j.=j'  hq., ksheÈ ixLHdk ^Paired Samples Statistics)

uOHkHh

Mean
ksheosh

N
iïu; wm.ukh
Std. Deviation

iïu; fodaI 
uOHkHh

Std. Error 
Mean

m<uq hq.,h

Pair 1

mQ¾j uOHkHh

Pre_Mean
2'6389 150 1'32498 '10818

wmr uOHkHh

Post_Mean
13'6400 150 2'22873 '18197

fo jk hq.,h

Pair 2

mQ¾j ftlHh

Pre_Sum
46'2600 150 3'28803 '26847

wmr ftlHh

Post_Sum
52'1200 150 5'15520 '42092

7 jk j.=j' hq., ksheÈ mÍCIdj ^Paired Samples Test)

* Significant at 0.05 level (p<0.05) 

9

-6.598081 -15.689

-11.4513 -48.282
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4'3 n,mEï uÜgu Effect Size (Eta2)

;lafiarelrK WmlrKhla f,i ixl,am is;shï Ndú; lsÍu ms<sn| j mj;ajk ,o .=re 
ixj¾Ok jevigyfkka .=rejrekaf.a ±kqïj;a njg iy wdl,amj,g isÿ jQ n,mEu .Kkh 
lsÍu msKsi my;ska ksrEms; iólrKh Wmfhda.S lr .kakd ,È' (Pallant, 2002).

fuys § we;s jQ n,mEï uÜgï ;SrKh lsÍu msKsi'01 } l=vd n,mEu (small effect),'06 } uOH 
n,mEu (moderate effect), ‘14 } úYd, n,mEu (large effect), hk uÜgï fhdod .kakd ,È (Cohen, 
1988).
ta wkqj ;lafiarelrK WmlrKhla f,i ixl,am is;shï Ndú; lsÍu ms<sn| j mj;ajk ,o 
.=re ixj¾Ok jevigyfkka 

1. .=rejrekaf.a ±kqïj;a njg isÿ jQ n,mEï uÜgu (effect Size) (Eta2) = 0.9 fõ' tkï 
úYd, n,mEula (large effect) isÿ j we;'

2. .=rejrekaf.a wdl,amj,g isÿ jQ n,mEï uÜgu (effect Size) (Eta2) =0.62 fõ' tkï 
úYd, n,mEula (large effect) isÿ j we;'

4'4 .=re ksheÈfha ixl,am is;shï f.dv kexùfï m%ùK;dj

;lafiarelrK WmlrKhla f,i ixl,am is;shï Ndú; lsÍu ms<sn| j .=re ixj¾Ok 
jevigyfkka wk;=re j wod< ksheÈfha ;lafiarelrK WmlrKhla f,i ixl,am is;shï 
Ndú; lsÍfï yelshdj ;lafiare lsÍu msKsi lKavdhï lr m%dfhda.sl wNHdihl fhdojk ,È' 
tys § f.dv kxjkq ,enq ixl,am is;shï" ixl,am is;shï f.dv kexùfï ksuejqu iy l%shdj,sh 
ks¾Kdhl wkqj ;lafiare lr ,nd .;a ,l=Kq wkqj mdi, mokï lr .;a ;lafiarelrK 
jevigyk hgf;a y÷kajd § we;s ^100 - 81& m%ùK;dj" ^80 - 61& wdikak m%ùK;dj" ^60 - 21& 
ixj¾Okh l< hq;= iy ^20 - 00& jyd ixj¾Okh l< hq;= hk m%ùK;d uÜgï hgf;a m%ùK;d 
;SrKh lrk ,È'

ta wkqj tla tla wOHdmk l,dmj, .=re lKavdhï ixl,am is;shï f.dvkexùu ms<sn| ,nd 
we;s ksmqK;d uÜgï wkqj ^8 jk j.=j& .=re ksheÈfha lKavdhï fod<fyka lKavdhï y;rla 
m%ùK;dj ,nd we;' lKavdhï y;rla wdikak m%ùK;dj ,nd we;' lKavdhï y;rla ixj¾Okh 
l< hq;= uÜgul mj;S'

8 jk j.=j' .=re ksheÈfha ixl,am is;shï f.dv kexùfï m%ùK;dj

l,dmh

lKavdhï ixLHdj

m%ùK;dj 
,enQ

wdikak 
m%ùK;dj ,enQ

ixj¾Okh 
l< hq;=

jyd ixj¾Okh 
l< hq;=

tl;=j

A 3 0 1 0 4

B 0 3 1 0 4

C 1 1 2 0 4

tl;=j 4 4 4 0 12

m%;sY;h 33'33] 33'33] 33'33] 0 100]
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4'5 .=re- isiq wka;¾l%shd iy .=re ksÍCIK iy m%;sfmdaIK
 

;lafiare m%fNaohla f,i ixl,am is;shï mka;s ldur jHjydr lrk wjia:dfõ § .=re-isiq 
wka;¾ l%shd ie,l+ úg A wOHdmk l,dmfha ksÍCIs; mka;s ldur folla úYsIag uÜgfï o" 
mka;s ldur ;=kla b;d fyd| uÜgfï o we;' tfia u B wOHdmk l,dmfha ksÍCIs; mka;s 
ldur y;rla úYsIag uÜgfï o" tla mka;s ldurhl fyd| uÜgfï o we;' C wOHdmk l,dmfha 
mka;s ldur ;=kl úYsIag uÜgfï o" mka;s ldur folla b;d fyd| uÜgfï o we;' fï wkqj 
iuia;hla f,i n,k l, ;lafiare m%fNaohla f,i ixl,am is;shï mka;s ldur jHjydr lrk 
wjia:dfõ § .=re - isiq wka;¾l%shd fyd| fyda Bg by< uÜgfï o mj;sk nj ksÍCIKh ù we;'

;lafiare m%fNaohla f,i ixl,am is;shï mka;s ldur jHjydr lrk wjia:dfõ § .=re ksÍCIK 
iy m%;sfmdaIK wkqj A wOHdmk l,dmfha .=reNj;=ka ;sfofkla úYsIag uÜgfï o" .=reNj;=ka 
fofofkla fyd| uÜgfï o" isá;s' tfia u B wOHdmk l,dmfha tla .=reNjf;la  úYsIag 
uÜgfï o" ;sfofkla b;d fyd| uÜgfï o" tla .=rejrfhla fyd| uÜgfï o isá;s' C wOHdmk 
l,dmfha .=rejreka  ;sfofkla úYsIag uÜgfï o" fofofkla b;d fyd| uÜgfï o isá;s' fï 
wkqj iuia;hla f,i n,k l, ;lafiare m%fNaohla f,i ixl,am is;shï mka;s ldur jHjydr 
lrk wjia:dfõ § .=re ksÍCIK iy m%;sfmdaIK fyd| fyda Bg by< uÜgfï o mj;shs'

4'6 .=re ld¾h

;lafiare m%fNaohla f,i ixl,am is;shï mka;s ldurj, jHjydr lsÍfï § bgq l< hq;= .=re 
ld¾h 9 jk j.=fjka bÈßm;a lr we;' tu .=re ld¾hhka l%shdldrlug fmr" l%shdldrlu 
w;r;=r iy l%shdldrlu wjidkfha f,i j¾. lr we;'

9 jk j.=j' ixl,am is;shï mka;s ldurj, jHjydr lsÍfï § bgq l< hq;= .=re ld¾h

bgq l< hq;= 
wjia:dj

bgq l< hq;= .=re ld¾h

l%shdldrlug 
fmr

•	 ixl,am is;shï fhdod .ekSug fmr ixl,am is;shï ms<sn| mq¿,a 
wjfndaOhla ,nd §u

•	 wdo¾Y ixl,am is;shï lsysmhla YsIH iyNd.s;ajfhka f.dv kexùu
•	 ixl,am is;shï Ndú; lrk uq,a wjia:dfõ § is;shfï jHQyh lvodishl 

we| wod< ixl,am ldâm;aj, igyka lr tu ixl,am igyfka iqÿiq 
ia:dkj, ia:dk.; lsÍfï wNHdihlska wdrïN lsrSu’ bka wk;=re j 
l%ufhka ixl,am is;shï ;ks j f.dv kexùug YsIHhdg u. fmkaùu’ 

•	 l%shdldrlu fyd|ska ie,iqï lr ukd iQodkula iys; j ixúOdkh 
lsÍu
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bgq l< hq;= 
wjia:dj

bgq l< hq;= .=re ld¾h

l%shdldrlu 
wdrïNfha § $ 
w;r;=r

•	 l%shdldrlu wdrïNfha § wdrïNl idlÉPdjla mj;ajd mdvfï 
ixCIsma;hla f.dvk.d .ekSug isiqka fm,Uùu

•	 tu idlÉPdfõ § l%shdldrlu iïnkaO j isiqka ;=< l=;=y,hla f.dv 
kxjd wNsfm%arKh lsÍu

•	 lKavdhï l%shdldrlfï § msßñ iy .eyekq <uhska ñY% jk mßÈ 
lKavdhïj,g fjka lsÍu

•	 ish¨ isiqkag l%shdldrlug iyNd.s úh yels whqßka lKavdhï 
ieleiSu iy lKavdhul YsIH ixLHdj ;SrKh lsÍu

•	 mka;sfha isák ish¨ YsIHhkaf.a uÜgu i,ld n,d ixl,am is;shu 
f.dv kexùug wod< kdNs.; m%Yakh f;dard .ekSu

•	 isiqkaf.a úpdrYS,S nj iy ks¾udKYS,S nj u;= ùug bv ie,iSu
•	 ixl,am is;shï f.dv kexùfï § .=rejrhdf.a meyeÈ,s lsÍfuka 

wk;=re j YsIHhdg mdvfï i|yka lreKq ;ks ;ks j fufkys lsÍug 
l=vd ld,hla ,nd oSu' bka wk;=re j lKavdhï idlÉPdjla u.ska 
lreKq idrdxY .; lr .ekSug wjia:dj ,nd oSu

•	 uq,a wjia:dj, isiqka ixl,am is;shï f.dvkexùu ms<sn| wdOqksl 
njla fmkakqï lrk neúka jeämqr .=rejrhdf.a Woõ ,nd §u

•	 lKavdhï l%shdldrlfï § isiq iyfhda.h wvq jQ wjia:dj, 
.=rejrhdf.a ueÈy;a ùu

•	 ixl,am is;shï f.dv ke.Sfï § wmyiq;d fmkakqï lrk isiqkag 
.=rejrhdf.a ueÈy;a ùfuka jeämqr u. fmkaùï ,nd §u

•	 l%shdldrlu w;r;=r .=rejrhd mka;s ldurfha Tnfudn weúÈñka 
isiqkag wjYH u. fmkaùï ,nd foñka wNsfm%arKh lsÍu

•	 ixl,am is;shï f.dv ke.Sfï § cSú; w;a±lSï iïnkaO lr .ekSug 
u. fmkaùu

l%shdldrlfuka 
miq

•	 ;lafiarej wjidkfha isiqkag m%;sfmdaIK ,nd §u
•	 rpkd m%Yakhlg ms<s;=re iemhSfï § ixl,am is;shï Wmfhda.S lr 

.ekSug u. fmkaùu
•	 úúO wjia:dj, ks¾udKh lrk ,o ixl,am is;shï mka;s ldurfha 

m%o¾Ykh lsÍu

fï wkqj ;lafiare m%fNaohla f,i ixl,am is;shï mka;s ldurj, jHjydr lsÍfï § bgq l< 
hq;= .=re ld¾hhka 19la olajd we;' fïjdfha fmdÿ iajNdjh jkafka ;lafiare m%fNaohla f,i 
ixl,am is;shï m%Yia; f,i jHjydr lsÍug wjYH jk ud¾f.damfoaY tajdhska ksrEmKh ùu hs'

4'7 m%n,;d

;lafiare m%fNaohla f,i ixl,am is;shï mka;s ldurj, jHjydr lsÍfï § y÷kd .kakd ,o 
m%n,;d 10 jk j.=fjka bÈßm;a lr we;' tajd isiqka iïnkaO iy .=rejreka iïnkaO f,i 
j¾. lr we;'
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  10 jk j.=j' ixl,am is;shï mka;s ldurj, jHjydr lsÍfï § ksÍlaIKh jQ m%n,;d

j¾.h m%n,;dj

isiqka 
iïnkaO

•	isiqka l%shdldÍ ùu 
•	lKavdhï yeÕSfuka lghq;= lsÍu
•	úfkdaofhka l%shdldrlfï kshqla; ùu
•	ixlS¾K úIh lreKq ir, j wjfndaO lr .ekSu
•	;lafiarefjka bf.kSu ;yjqre ùu
•	iajhx wOHhkhg fm,öu
•	lKavdhï .fõIKhg wjia:dj ,eîu
•	ieÕjqKq oCI;d iy ks¾udKYS,S;ajh biau;= ùu
•	iqN. isiqka iy miqng isiqka ñY% j l%shdldrlfuys fhoùfuka iqN. 

isiqkaf.a Woõ miqng isiqkag ,nd .; yels ùu 
•	tu.ska iqN. isiqka ;=< wkHhkag Wmldr lsÍfï wdl,amh j¾Okh lsÍu
•	mka;s ldurfha miqng isiqka o Woafhda.fhka l%shdldrlfuys kshqla; ùu
•	l%Svdjla fyda ;r.ldÍ iajNdjhla ixúOdkh lsÍfuka isiqka fm,Uùug 

yels ùu
•	úIh lreKq fyd|ska .%yKh lr .ekSug yels ùu
•	YsIH úúO;ajh ksid ixl,am is;shïj, úúO;ajhla mej;Su fya;=fjka kj 

ks¾udKj,g wjia:dj ,eîu
•	isiqkaf.a ieÕjqKq yelshd ;lafiarelrKhg wjia:dj ,eîu
•	fm<fmdf;a i|yka lreKqj,g wu;r lreKq mjd ixl,am is;shïj,g 

we;=<;a lsÍug isiqka fm,öu
•	miqng isiqka mjd bf.kSug fm,öug ixl,am is;shï fhdod .; yels ùu
•	msgq jeä ixLHdjl wka;¾.; úIh lreKq tla jr oDIH m:hg yiq jk 

mßos ixúOdkh lsÍfuka YsIH wjOdkh jeä oshqKq l< yels ùu

.=rejreka 
iïnkaO

•	os.= f;dr;=re iuqodhla ixCIsma; j wdl¾YkSh j bosßm;a l< yels ùu
•	ixlS¾K úIh lreKq myiqfjka wjfndaO lr ùug yels ùu
•	ks¾Kdhl wkqj myiqfjka ;lafiare l< yels ùu
•	fyd|ska ie,iqï l< úg ;lafiarelrKh iïnkaO j .=rejrhdg t,a, jk 

mSvkh wvq ùu
•	úIh ks¾foaYfha jeä mdvï ixLHdjlg fhdod .; yels ùu
•	úIh mqkÍCIKhg wjia:dj ,eîu
•	ixl,am is;shï u.ska ;lafiarelrKfhka m%n, .=re isiq in|;djla f.dv 

ke.Su
•	wfkl=;a ;lafiarelrK m%fyaoj,g jvd ixl,am is;shï u.ska ;lafiare 

lsÍu myiq nj .=rejrhdg yeÕS hdu

fï wkqj ;lafiare m%fNaohla f,i ixl,am is;shï mka;s ldurj, jHjydr lsÍfï § ksÍlaIKh 
jQ m%n,;d 26la y÷kd f.k we;' fïjdfha fmdÿ iajNdjh jkafka isiqka fuka u .=rejreka o 
;lafiare m%fNaohla f,i ixl,am is;shï jHjydr lsÍug wNsfm%arKh ùu hs'

4'8 .eg¨ iy wNsfhda.

;lafiare m%fNaohla f,i ixl,am is;shï mka;s ldurj, jHjydr lsÍfï § ksÍlaIKh jQ .eg¨ 
iy wNsfhda. 5la my;ska bÈßm;a lr we;'

•	 fmr W.;a mdvula iïnkaO j ixl,am is;shï f.dv ke.Sfï oS kj mdvulg fhdod 
.kakjdg jvd YsIH Woafhda.h wvq ùu
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•	 YsIH ixLHdj wvq l=vd mdi,aj, ixl,am is;shï f.dv ke.Sfï oS idfmaCI j jeä YsIH 
ixLHdjla isák mdi,aj,g jvd YsIH Woafhda.h wvq ùu

•	 oCI isiqka muKla l%shdldÍ ùu iy wfkla YsIH msßi ksYal%Sh j isàu
•	 .eyekqq iy msßñ <uhska ixl,am is;shula ksu lsÍfï fõ.h úúO ùu
•	 uq,a wjia:dj, oS ixl,am is;shïlrKhg isiqka wdOqksl njla oelaùu ksid ld, 

l<ukdlrKfha oS .eg¨ u;= ùu

fï wkqj ;lafiare m%fNaohla f,i ixl,am is;shï mka;s ldurj, jHjydr lsÍfï § ksÍlaIKh 
jk .eg¨ iy wNsfhda.j, fmdÿ iajNdjh jkafka tajd ish,a, u ixl,am is;shïlrKhg isiqka 
fufyhùu iïnkaO .eg¨ ùu hs'

5'0 ks.uk iy ks¾foaY  

5'1  ks.uk

mdi, mokï lr .;a ;lafiarelrK jevms<sfj< hgf;a ;lafiare m%fNaohla f,i ixl,am 
is;shï mka;s ldurj, Ndú;h idfmaCI j my< uÜgul mj;s' Bg fya;= ù we;af;a fï 
ms<sn| j .=rejrekaf.a oekqïj;a nj wvq ùu iy iDK wdl,am mej;Suhs' iqÿiq .=re ixj¾Ok 
jevigykla u.ska .=rejrekaf.a oekqïj;a nj iy wdl,am ixj¾Okh l< yels h'

5'2  ks¾foaY

mdi, mokï lr .;a ;lafiarelrK jevms<sfj< hgf;a ;lafiare m%fNaohla f,i ixl,am 
is;shï mka;s ldurj, Ndú;h idfmaCI j my< uÜgul mej;Sug fya;= ù we;af;a .=rejrekaf.a 
oekqïj;a nj wvq ùu iy iDK wdl,am mej;Su ksid neúka mdi,a mdol .=re ixj¾Ok jevigyk 
hgf;a ish¨ oaú;Shl fY%aKs .=reNj;=kag ;lafiare m%fNaohla f,i ixl,am is;shï Ndú;h 
ms<sn| úia;S¾K mqyqKqjla ,nd osh hq;= h' fï i|yd l,dm uÜgfuka iqÿiq mßos mqyqKqlrejka 
mqyqKq lr fhdod .; hq;= h' tfia u .=re ud¾f.damfoaY w;afmd;la uqøKh lr mdi,a fj; 
,nd osh hq;= h' m¾fhaIlhd úiska mj;ajk ,o .=re ixj¾Ok jevigyfkka wk;=re j wod< 
ksheÈfha ;lafiarelrK WmlrKhla f,i ixl,am is;shï Ndú; lsÍfï yelshdj ;lafiare 
lsÍu msKsi lKavdhï lrk ,o m%dfhda.sl wNHdifha m%;sM,j,ska fy<sorõ jQfha mqyqKqjg 
iyNd.s jQ .=re lKavdhïj, m%ùK;dj fkd ,enQ ie,lsh hq;= .=re msßila isá nj hs' tneúka 
tjeks .=re msßiaj,g fï ms<sn| wLKav mqyqKqjla fyda u. fmkaùula wjYH fõ' ta i|yd 
u. fmkaùug iy mdi, mokï lr .;a ;lafiarelrK jevms<sfj< kshdukh msKsi fcaHIaG 
.=reNj;l= m;a l< hq;= h' ;j o mdi,a uÜgfuka isÿ lrkq ,nk wëCIK jevigykaj, oS 
úúO ;lafiare m%fNao Ndú;h kshdukh lr m%;sfmdaIK ,nd osh hq;= h'

wdY%s; .%ka: kdudj,sh

wOHdmk wud;HdxYh' ̂ 2001&' mdi, mokï ;r .;a we.hSï jevms<sfj<' pl%f,aL wxl 2001$23' 
fld<U" wOHdmk wud;HdxYh'
wOHdmk wud;HdxYh' ^2008&' mdi, mokï lr .;a we.hSï ^;lafiare& jevms<sfj< 6 -13 f;la 
fY%a‚" wod< ixl,am iy f;dr;=re' fld<U: wOHdmk wud;HdxYh'
wOHdmk wud;HdxYh' ^2017&' mdi, mokï lr .;a ;lafiarelrKh" 6 -13 fY%a‚ i|yd j¾I 
2017 iy bka bÈßhg l%shd;aul lsÍu ms<sn| pl%f,aLh iy uQ,sl Wmfoia ix.%yh - I. fld<U"
wOHdmk wud;HdxYh'
wOHdmk yd Wiia wOHdmk wud;HdxYh' ^1998&' mdi, mokï ;r .;a we.hSï jevms<sfj,"
pl%f,aL wxl 1998$04" oaù;Sh wOHdmk wxYhZ fld<U: wOHdmk yd Wiia wOHdmk wud;HdxYh'
cd;sl wOHdmk wdh;kh' ^2018&' m¾fhaIK wkdjrK - mdi, mokï lr .;a ;lafiarelrKfha 
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bosßh ;SrKh lsÍu i|yd úoaj;a WmfoaYl iNdjla m;a l< hq;= njg fhdackdjla' ikao¾N 
wOHdmk m¾fhaIK mqj;a' 2018" 1 ^1' uyr.u: m¾fhaIK yd ixj¾Ok fomd¾;fïka;=j'
ol=Kq m<d;a wOHdmk fomd¾;fïka;=j' ^2018&' wOHdmk wdh;k f;dr;=re ix.%yh ^ie,iqï 
wxYh&' ol=Kq m<d;a wOHdmk fomd¾;fïka;=j'
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Abstract

In order to achieve the research objective of investigating how the teaching learning process is 
implemented with subject integration of Environment Related Activities in primary school, the 
model for teacher knowledge created by Shulman (Shulman, 1986) and further improved by 
Abell (Abell, 2007) was used as the theoretical base of the study. For the survey conducted un-
der the mixed research approach, 220 teachers were selected as the sample using the stratified 
random sampling method. In multiple case studies conducted using four teachers in the qual-
itative study, the data were collected by classroom observations, interviews and documentary 
sources. The quantitative data were analysed using descriptive statistical methods and the 
qualitative data were analysed using thematic analysis. The findings revealed that only 33.1% 
of teachers were aware of the concept of subject integration. Only 0.5% of the sample was 
aware of environment related activities relevant to the teaching knowledge of teachers and 
related common competences. Teachers were of average knowledge regarding lesson plan-
ning using integrated approach, selecting learning teaching methods, development of lessons 
and evaluation. Due to the fact that the majority of the teachers were lack of knowledge on 
integrated subject teaching, it was observed that wrong concepts were perceived by students. 
Therefore, proposals with regard to the revisions to be made to the syllabus in order to include 
environment related activities integrated with subjects and the teacher professional develop-
ment programmes have been submitted through this study.  

Keywords: integration, subject knowledge, teaching knowledge, subject integrated 
knowledge.              



23

m%d:ñl mdif,a mßirh wdY%s; l%shdldrlï úIhh ifudaOdks; j 
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lÓldpd¾h" ydmsá.u cd;sl wOHdmk úoHd mSGh" óß.u 

0712103995 / 0716394116 / h.m.n.d.kumari@gmail.com

idrdxYh
m%d:ñl mdif,a mßir wdY%s; l%shdldrlï úIhh ifudaOdks; j bf.kqï b.ekaùu isÿ flfrk 
wdldrh úuiSfï m¾fhaIK mrud¾:h bgq lr .ekSu i`oyd" Iq,auka (Shulman, 1986) f.dv ke`.+" 
wfn,a (Abell, 2007) úiska jeäÈhqKq lrk ,o" .=rejrekaf.a ±kqïj;a nj ms<sn`o wdlD;sh" 
kHdhd;aul moku f,i fhdod .eksKs' ñY% l%u m¾fhaIK t<Uqug wkqj l< m¾fhaIKfha 
iólaIKh i`oyd ksheÈh f,i .=rejre 220la ia;r.; wyUq ksheÈlrKfhka f;dard .kakd 
,§' .=Kd;aul wOHhkfha § .=rejreka y;r fofkl= weiqßka l< nyqúO m%f;Hl wOHhkj, 
§" mka;s ldur ksÍlaIK" iïuqL idlÉPd iy f,aLk.; uQ,dY%j,ska o;a; /ia flrsKs' 
m%udKd;aul o;a; úYaf,aIKh úia;rd;aul ixLHdk l%uYs,amj,ska o .=Kd;aul o;a; f;aud 
úYaf,aIKfhka o isÿ flßKs' wkdjrK wkqj ifudaOdks; ixl,amh ms<sn`o ±kqïj;a njla 
mej;sfha .=rejrekaf.ka 33'1]g muKs' .=rejrekaf.a YslaIK úoHd;aul ±kqï fË;%hg wod< 
mßir wdY%s; l%shdldrlï úIhh yd iïnkaO fmdÿ ksmqK;d ms<sn`o ±kqïj;a njla mej;sfha 
ksheÈfhka 0'5]lg muKs' ifudaOdks; m%fõYfhka mdvï ie,iqï lsÍu" bf.kqï b.ekaùï 
l%fudamdh f;dard .ekSu" mdvï ixj¾Okh lsÍu" we.hSu isÿ lsÍu iïnkaOfhka .=rejreka ;=< 
mej;sfha idudkH ±kqïj;a njls' .=rejreka nyq;rhlg ifudaOdks; úIh iïnkaO ±kqu wvq 
ksid isiqka ;=< jerÈ ixl,am ixcdkkh úKs' ifudaOdks; j b.ekaùu iïnkaOfhka mßir 
wdY%s; l%shdldrlï úIh ks¾foaYhg we;==<;a úh hq;= ixfYdaOk ms<sn`oj;a" .=re jD;a;Sh 
ixj¾ê; jevigyka ixj¾Okh iïnkaOfhkq;a wjYH fhdackd bÈßm;a flreKs'

uqLH mo: ifudaOdkh" úIh ±kqu" YslaIK úoHd;aul ±kqu" úIh ixOdrdkqnoaO ±kqu

1'0 ye`Èkaùu 
m%d:ñl mdif,a mßirh wdY%s; l%shdldrlï úIhh" ifudaOdks; j b.ekafjk wdldrh úuid 
ne,Su wOHhkfha mrud¾:h úh' idudkH wOHdmkh ms<sn`o ckdêm;s ld¾h idOl n,ldh 
^1997& úiska 1998 m%d:ñl wOHdmk m%;sixialrKj,ska l%shdodu myla ;yjqre lr .ekSug 
wfmalaId lrk ,§' tajd kï" f;dr;=rej,ska fmdfydi;a nj" m%dfhda.sl l=i,;dj,ska fmdfydi;a 
nj" úkh .rel nj" YS,dpdrlu yd yeoshdj iy m%ikak j l;d lsÍu h' fuu lreKq foi 
úuis,af,ka neÆ úg ta ;=< ±kqu" l=i,;d yd wdl,amj,ska mrsmQ¾K jQ mqoa.,hl= ìys lsÍfï 
wruqK úh' tu bf.kSfï l%shdodu iïmQ¾K lr .ekSu i`oyd m%d:ñl wOHdmk úIhud,dj 
;=< wka;¾.; úIh kï uõni" .Ks;h" mßir wdY%s; l%shdldrlï yd wd.u hk úIhka 
h' fï w;ßka mßir wdY%s; l%shdldrlï úIhhg wfkla úIhj,g jvd jeä meh .Kkla  
i;shlg fjka lr we;af;a" fuu úIhhg jvd mq`t,a úIh fË;%hla we;s ksid h' fuu úIhh 
ifudaOdks; m%fõYfhka l%shd;aul lsÍug o wfmalaId lr we;' ta nj idudkH wOHdmkh ms<sn`o 
^1997& f,aLkfha oelafjkafka" —uõni" wd.u O¾uh" .Ks;h yd mßir wdY%s; l%shdldrlï 
wka;¾.; ifudaOdks; úIhud,djla wkq.ukh lrkq ,efí˜ hkqfjks' ifudaOdks; úIhud,dj 
.ek wjOdkh fhduq lsÍfï § oekg f,dalfha Ndú; jk úIhud,d rgd y;rla ^ffjIhsl 
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úIhud,dj" l%shdldrlï ms<sn`o úIhud,dj' yr úIhud,dj" ifudaOdks; úIhud,dj& mj;sk 
w;r ifudaOdks; úIhud,dj tajdhska tla rgdjls' ^pkaøfialr" 2010& ifudaOdks; úIhud,d 
ixl,amfha wdrïNh 1900 .Kkaj, uq,a Nd.h olajd Èj hk nj" vqù (Dewey, 1910), ls,am%eá%la 
(Kilpatrick, 1926) úiska m%ldYs; .%ka:j,ska fy<sjk nj olajk fâ%la ^1998& g wkqj" oYl 
lSmhl isg" úIhud,d ifudaOdk ixl,amfha meyeÈ,s j¾Okhla f,dj mqrd ±lsh yels nj 
m%ldY lrhs' ifudaOdks; úIhud,dj hkq úIh lSmhla tlg ne`ÿKq úIhud,djls' iuia;h 
ixcdkkh ;=<ska tys md¾Yaùh fldgia y`ÿkd .ekSfï uQ,O¾uh ifudaOdks; úIhud,dj 
flfrys n,md ;sfí' ^pkaøfialr" 2010&' ifudaOdks; úIhud,dj wdldr folls' tkï" úIh 
ifudaOdkh (subject integration) yd úIhud,d ifudaOdkh (curriculum Integration) hkqfjks' 
úIh ifudaOdkh hkq" hï wdldrhl in`o;djla we;s úIhhka tlg tlaldiq fldg" leá fldg" 
taldnoaO fldg b.ekaùuhs' úIhud,d ifudaOdkh hkafkka woyia lrkafka" úIhud,d w;r 
wka;¾ in`o;d u;= jk mßos b.ekaùï lghq;= lsÍu yd ta wkqj úIhud,dj ixúOdkh lsÍuhs’ 
fuys oS úIhhka fjka fkdflfrk w;r úIhhlg wod< f;audjla weiqfrka wod< lr .; yels 
ish¨ úIh W.kajkq ,efí'

kj úIhud,dj ks¾udKh lr we;af;a by; i`oyka ksmqK;d f.dv ke`.Sug WÑ; mokula 
iemfhk mßÈ neúka m%d:ñl úIhud,dj ksmqK;d mdol úIh ud,djla f,i yÿkajd § we; 
^cd;sl wOHdmk fldñIu" 1997&' fï wdldrhg fmdÿ ksmqK;d lrd <`.d ùug ie,iqï lr we;s 
úIhud,dfõ ta ta úIhfhka wfmalaIs; úIh ksmqK;d y`ÿkd f.k we;' ta wkqj mßir wdY%s; 
l%shdldrlï kï jQ fuu mq`t,a úIh fË;%fhka o wfmalaIs; úIhh ksmqK;d we;' tneúka 
m%d:ñl .=rejreka mßir wdY%s; l%shdldrlï úIhh bf.kqï b.ekaùï l%shdj,sfha § úIh 
ifudaOdkfhka  b.ekaúh hq;= w;r tys § ifudaOdks; úIh ksmqK;d ixj¾Okh flfrys ta ta 
wjia:dj, § wjOdkh fhduq l< hq;= h'

j¾;udkfha Y%S ,xldfõ mßirh wdY%s; l%shdldrlï úIhh f,i y`ÿkd .kakd ,o fuu úIhh 
fndfyda rgj, mßir wOHhkh (Environmantal study) kñka y`ÿkajhs'  mßir wOHdmk 
úIhh .ek f,dalfha iEu rgla u mdfya jeä wjOdkhla fhduq lr we;' ta wkqj mßir 
wOHdmkfha jeo.;alu 1970 .Kkaj, isg rdcHhka w;r we;s jQ fmdÿ iïfï,k yd iïuq;Ska 
jk" iafgdlafydaïj, mej;s tlai;a cd;Skaf.a ixúOdkfha iïfï,kh" fn,af.%aâ m%{dma;sh 

(Belgrade charter), áì,sis m%ldYkh (The Tbilisi Declaration), n%kaâ,kaâ jd¾;dj (The 
Brundtland Report), ßfhda ñysl; iuq`tj (The Rio Earth Summit) iy fcdyekaian¾.a iuq`tj 
(Bandarin & Labadi, 2007) u.ska idlÉPdjg n`ÿka ù we;' 1972 § iafgdlafyda¾ïj, mej;s 
udkj mßirh iïnkaO tlai;a cd;Skaf.a iïfï,kfha § mßir wOHdmkfha wjYH;dj ;yjqre 
lrkq ,en we;' fuu iïfï,kfha th ks¾foaY lr we;af;a my; whqßks'

—tlai;a cd;Skaf.a ixúOdk l%uh ;=< úfYaIfhka u hqfkiaflda ixúOdkh iy wfkl=;a 
cd;Hka;r ixúOdk úiska we;s lr .;a tl`.;djka u; mßir wOHdmkh" mdi,a ;=< yd 
mdi,ska msg; wOHdmkfha ish¨ u uÜgïj,g —wka;¾ úIhh m%fõYh˜ (interdisciplinary 
in approach) u.ska we;=<;a lsÍug tl`.;dj we;s lr .kq ,eî hZZ (UNESCO,1977 p.19).

fuu m%ldYfhka meyeÈ,s jkafka f,dalfha iEu rgla u mdfya ish rfÜ úêu;a fyda wúêu;a 
wOHdmkh ;=<ska mßir wOHdmkh ,nd §ug lghq;= lsÍfï we;s wjYH;djhs' fï wdldrhg 
f,dalfha iEu rgla u mdfya mßir wOHdmkh .ek wjOdkh fhduq lroa§" YS% ,xldj 1956 § 
wxl 43 orK pl%f,aLh u.ska mßir wOHdmkh úIhh m%d:ñl úIhud,djg tl;= lr we; 
^uOHu mßir wêldrsh" 1994&' m%:u jrg YS% ,xldfõ iuia; mdi,a moaO;sh ;=< mßirh 
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wdYs%; ls%hdldrlï hkqfjka úIhhla m%d:ñl wOHdmk úIh ks¾foaYhg we;=<;a jQfha 1956 § 
h' tfukau Y%S ,xldfõ m%d:ñl wOHdmkh jir 60lg wdikak ld,hla ;siafia ls%hd;aul jk 
úIhhla f,i mßirh wOHdmk úIhh y`ÿkajd osh yels h'

1961 wxl 1 orK pl%f,aLfhka mßir wOHhk úIhh úêu;a úIhud,djla hgf;a l%shd;aul 
ùu wdrïN lr we;’ tys § mßir wOHhk úIhhg fi!LHh" iajNdj wOHhkh" b;sydih yd 
N+f.da,h hk úIh fldgia wh;a j ;snqKs ^wOHdmk wud;HxYh" 1972&' fï wkqj fmkS hkafka 
1956 j¾Ifha m%d:ñl wOHdmk úIhud,djg fuu úIhh we;=<;a jqj o úêu;a f,i úIhud,dj 
;=< l%shd;aul ùu werö we;af;a 1961 j¾Ifha isg njhs' bka miq lemS fmfkk fjkila ±lsh 
yelafla 1972 j¾Ifha §h' fuu j¾Ifha úIhud,d ifudaOdkfhka b.ekaùu y`ÿkajd oSfuka 
wOHdmk l%uh ;=< úYd, fjkila oelsh yels úh' fuu ifudaOdkfhka b.ekaùu ms<sn`o j 
—ifudaOdk˜ i`.rdjg ,smshla imhk wNhfoaj ^1983& —ifudaOdkfha oS mßir wOHhk úIh 
ks¾foaYfha ta ta f;audjka hgf;a we;s tall muKla fkd j <uhska i`oyd l;kaor" <uhdf.a 
lshùï fmd; wdosh o Wmfhda.S lr .; yels h˜ hkqfjka i`oyka lr we;' fuu m%ldYfhka .uH 
jkafka mßir wOHhk úIhh 1972 isg ifudaOdks; úIhh N+ñldj bgq lr we;s njhs'

j¾;udk mdi,a moaO;sfha m%d:ñl wOHdmkh ;=< mßir wdY%s; l%shdldrlï úIhfha wfmalaIs; 
wruqKq fldf;la ÿrg bgq jkjd o hkak úuid ne,sh hq;= fõ' fuu úIhh iïnkaO j yd m%d:ñl 
wOHdmkh iïnkaO j isÿ lr we;s wOHhkj,ska o m%d:ñl mka;s ldurfha bf.kqï b.ekaùu 
iïnkaO j .eg¨ mj;sk nj wkdjrKh ù ;sfí' m%d:ñl wOHdmkh rgl wkd.;h ;SrKh 
lrk ;SrKd;aul idOlhla neúka m%d:ñl mka;s ldurfha hï úIhhla b.ekaùu iïnkaOfhka 
.eg¨ mj;S kï th wOHdmkfhka wfmalaIs; wruqKq lrd hdug ndOdjls' fuu ish¨ ldrKd 
ie,ls,a,g .ksñka m%d:ñl mdif,a úIh ifudaOdkh lrñka mßir wdY%s; l%shdldrlï úIhh 
bf.kqï b.ekaùu isÿ lrk wdldrfha ienE iajrEmh y`ÿkd .ekSu ldf,daÑ; nj fmfka' m%d:ñl 
wOHdmkh" m%d:ñl úIhud,dj .ek úúO m¾fhaIK lrñka .eg¨ mj;sk wxY y`ÿkd .ekSu yd 
tajdg ms<shï fhdackd lsÍug" ixj¾ê; rgj, wOHdmk fË;%fha m¾fhaIlfhda ksrka;rfhka 
u W;aidy .ksñka isá;s' tfy;a Bg idfmalaI j Y%S ,xldfõ m%d:ñl úIhud,dj iïnkaO j 
m¾fhaIK isÿ lr we;af;a b;d wvq m%udKhls' ta w;ßka o mßir wdY%s; l%shdldrlï úIhfha 
bf.kqï b.ekaùï l%shdj,sh iïnkaO j isÿ lr we;s m¾fhaIK b;d iSñ; h'

Y%S ,xldfõ m%d:ñl wOHdmkh iïnkaO j isÿ lr we;s m¾fhaIKj,ska mka;s ldur bf.kqï 
b.ekaùï l%shdj,sh iïnkaOfhka .eg¨ .Kkdjla y`ÿkd f.k we;’ uOHu mßir wêldßh 
^1994&" mßir wdY%s; l%shdldrlï úIhhg ysñ ;ek .ek olajkafka fujeks woyils'

—mßir mdol l%shdldrlï úIhh mdi,aj,g y`ÿkajd fokq ,enqfha 1954 j¾Ifha § h' 
kuq;a fuu úIh mka;s ldurfha l%shd;aul iajrEmfha § úúO mqoa.,hska úiska rÑ; fmd;a 
Ndú;h ksid tys m%dfhda.sl nj iSud ù ;sfí'˜ ^uOHu mßir wêldßh" 1994&'

fuu m%ldYfhka oelafjkafka bf.kqï b.ekaùï l%shdj,sfha § mrsir wdY%s; l%shdldrlï úIhhg 
osh hq;= hehs wfmalaIs; m%dfhda.sl l%shdldrlïj,g ksis wjOdkh ,nd § fkdue;s njhs'

úIh ifudaOdk m%fõYh Ndú; lrk úfoia rgj,a úiska o m%d:ñl wjêfha ifudaOdks; 
b.ekaùu iïnkaOfhka m¾fhaIK lr we;' lsudfhda ^2011& úiska gekaidkshdfõ isÿ lr we;s 



26

tjeks m¾fhaIKj,ska .=rejrekag úIh ifudaOdkfha kHdhd;aul rduqj ms<sn`o j we;s wvqq 
±kqu ksid bf.kqï b.ekaùï l%shdj,sfha § ifudaOdkh ksjerÈ j Ndú; fkdlrk nj;a" úIh 
ud,dj ifudaOdkh lsÍfï § úúO iSud mj;sk nj;a" mßir wOHdmkh ifudaOdks; j b.ekaùug 
we;s ndOl f,i iïm;a ysÕlu" wêl YsIH msßila mka;s ldurfha isàu yd ld,h wvqlu 
n,mdk nj;a wkdjrKh lr we;s w;r ifudaOdks; b.ekaùu iïnkaO j .=rejreka n,jka; 
lsÍfï wjYH;dj fmkajd § we;' tfy;a Y%S ,xldfõ fuu úIhh iïnkaO j tjeks .eUqre 
wOHhkhla isÿ lr fkdue;s neúka fuu ;;a;aj Y%S ,xldfõ m%d:ñl .=rejreka iïnkaOfhka 
flfia n,mj;ajkjd úuid nef,k fuu m¾fhaIK ld,Skj jeo.;a fõ'

2'0 idys;H úu¾Ykh

2'1  wOHhkfha kHdhd;aul moku

wOHhkfha m%Odk wruqK jQfha m%d:ñl mdif,a mßir wdY%s; l%shdldrlï úIhh ifudaOdks; 
m%fõYfhka b.ekaùu iïnkaO j mj;sk ;;a;ajh y`ÿkd .ekSuhs' tys § mßir wdY%s; l%shdldrlï 
úIhh ifudaOdks; j b.ekaùu flfrys .=rejrhdf.a ±kqïj;a nj hkak m%Odk fõ' me,aud 
^1998& bÈßm;a l< wdlD;shg wkqj mßir wdY%s; l%shdldrlï úIhh ifudaOdks; j b.ekaùfï § 
.=rejrhdf.a mßir wdY%s; l%shdldrlï úIhh iïnkaO úIh ±kqu;a (Subject Knowledge) th 
mka;s ldurfha § Ndú;hg .ekSfï § wjYH jk YslaIK ±kqu;a (Pedagogcal Knowledge) fï 
foflys u tl;=jla f,i mj;sk YslaIK úoHd;aul úIh ixo¾NdkqnoaO ±kqu;a (Pedagogcal 
Content Knowledge) mka;s ldurfha § .=rejrhdf.a bf.kqï b.ekaùu i`oyd n,mdk nj 
idys;Hfhka meyeÈ,s úh' ta wkqj mßir wdY%s; l%shdldrlï úIhh ifudaOdks; j b.ekaùfï § 
fuu fËa;% 3g wod< j y`ÿkd .ekSu i|yd wfn,a ^2007& úiska jeäÈhqKq l< Iq,auka ^1986&f.a 
wdlD;sfha kHdhd;aul miqìu f;dard .ekSu jvd;a fhda.H fõ'

2'2  wOHhkfha ixl,amSh rduqj

uE; ld,Sk j m¾fhaIKj, § fuu wdlD;sh Ndú; lrñka .=rejrekaf.a ±kqïj;a nj úúO 
fË;% w<,d fidhd ne,Sug Wkkaÿ ù we; ^rhssukafvda" geàkd" fidf,avâ" lsudfhda ^Raimundo, 
Tatiana, Soledad, 2014; Kimayo, 2011&' ;j o bf.kqï b.ekaùu flfrys .=rejrhdf.a ±kqïj;a 
nj iu`. mßir wdY%s; l%shdldrlï úIhfha iajNdjh" m%d:ñl ifudaOdks; úIhud,dfõ 
iajNdjh" m%d:ñl YsIHhdf.a iajNdjh hk ixo¾N.; úp,H o n,mdhs’ ta weiqßka m¾fhaIKfha 
ixl,am rduqj f.dv k`.d .kq ,eî h' ^1 jk rEmh&
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wOHhkfha úIh m:h 

3'0 m¾fhaIK l%ufõoh
3'1 wruqKq 

1& m%d:ñl úIhud,dfõ mßir wdY%s; l%shdldrlï úIhfha iajNdjh fidhd ne,Su
2& mßir wdYs%; ls%hdldrlï úIhfha ifudaOdks; nj ms<sn`o .=rejrekaf.a ±kqïj;a nj  

úuid ne,Su 
3& mßir wdY%s; l%shdldrlï úIhfha bf.kqï b.ekaùï l%shdj,sfha § úIh ifudaOdkh isÿ 

lrk wdldrh úuid ne,Su

3'2  m¾fhaIK m%fõYh i|yd od¾Yksl moku

iqiudo¾Yh fyda o¾Ykd;aul woyia m¾fhaIK l%shdj,sfha oS jeo.;a jkqfha fuu woyia 
u.ska m¾fhaIlhd fufyhjk neúks' fuu m¾fhaIKfha oS mßirh wdYs%; l%shdldrlï úIhh 
b.ekaùfï oS .=rejreka ;=< fmdÿ njla fuka u úúO;ajhla o ;sìh yels h' ta wkqj i;Hh 
m¾fhaIlhdf.ka ndysr j mj;akd fohla fuka u m¾fhaIlhdf.a mqoa.,noaO;dj wkqj o ;SrKh 
fõ' bf.kqï b.ekaùu ms<sn`o j úuiSfï oS Bg n,mdk fmdÿ lreKq iuQyhla ;sìh yels w;r 
u mqoa.,noaO jQ idOl o ;sìh yels h' tu mqoa., noaO idOl .=rejreka úiska úúOdldrfhka 
w¾: oelaùug o bv we;' tneúka fuu m¾fhaIKfha oS fmdÿ i;Hh wkdjrKh lr .ekSu i`oyd 
m%udKd;aul iólaIKhla o mqoa., noaO nyqúO i;Hh wkdjrKh lr .ekSu i`oyd .=Kd;aul 
m%f;Hl wOHhkhla o wjYH hehs ;SrKh lrk ,oS' ta wkqj m%d:ñl .=rejreka mßirh wdY%s; 
l%shdldrlï úIhh ifudaOdks; j b.ekaùu lrk wdldrfha fmdÿ njla fuka u úúO;ajh y`ÿkd 
.ekSug yels jk mßos jvd WÑ; jkafka Wmfhda.S;d f,dal oDIaáhhs' Wmfhda.S;djdofha oS 
m¾fhaIlhska fhdod .kakd l%uh flfrys jeä wjOdkh fhduq lsÍu fjkqjg m¾fhaIK .eg¨j 
flfrys jeä wjOdkh fhduq lrñka .eg¨j wjfndaO lr .ekSu Wfoid fhdod .; yels iEu 
msúiqula ms<sn`o j u jeä ie,ls,a,la fhdojkq ,efí' ta wkqj újrKSh wdkql%ñl ñY% l%ufõo 
msßie,eiau (Explanatory Sequential Design) ̂ fl%iafj,a yd ma,Efkda la,dla" 2007& m¾fhaIKfha 
§ Ndú; flßKs ^2 jk rEmh&

  

 

2 jk rEmh' újrKSh wdkql%ñl ñY% l%ufõo msßie,eiau
wOHhkfha § ifudaOdks; b.ekaùu iïnkaOfhka .=rejrekaf.a ±kqïj;a nj ne,Su i`oyd 
iólaIK m%Yakdj,shla Ndú; lrk ,§' tfia y`ÿkd .kq ,enQ .=rejrekaf.a ±kqïj;a nj 
iïnkaO f;dr;=re" mka;s ldur bf.kqï b.ekaùï l%shdj,sh weiqfrka y`ÿkd .; yels o 
yd mka;s ldurfha mßir wdY%s; l%shdldrlï úIhh b.ekaùfï § ifudaOdks; nj fldf;la 
ÿrg l%shd;aul jkafka ±hs ne,Su i`oyd m%udKd;aul wOHhkhg wu;r j .=Kd;aul m%f;Hl 
wOHhk i;rla lrk ,§' 
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3'3   m%udKd;aul m¾fhaIK msßie,eiau 
m%udKd;aul wOHhkfha o;a; /ia lsÍu i`oyd iólaIK msßie,iqula fhdod .kakd ,§¡ 
iólaIK msßie,iqï mqoa., p¾hd" wdl,am yd ±kqu úia;r lsÍu" iei§u fyda meyeÈ,s lsÍu 
i`oyd f;dr;=re /ia lrk l%uhls' fï wkqj úúO jD;a;Sh iqÿiqlï iys;" fiajd ld,h wkqj 
w;a±lSïj,ska úúO;dj,ska hq;a m%d:ñl .=rejrekaf.a mßir wdY%s; l%shdldrlï úIhfha 
ifudaOdks; nj ms<sn`o ±kqïj;aNdjh uekSu i`oyd iólaIK msßie,iqula jvd;a iqÿiq hehs 
;SrKh flreKs' m%Yakdj,sfha o;a; mß.Klfha tlafi,a uDÿldx.h u.ska úYaf,aIKh lsÍug 
lghq;= flreKs' úYaf,aIKh lsÍug fmr mß.Kl .; l< o;a;j, uqøs; msgm;la f.k o;a; 
we;=<;a lsÍfï § isÿ ù we;s fodaI y`ÿkd .ekqKs' bka miq ,hslÜ mßudKhg wkqj ,nd .;a 
m%;spdr m%;sY;j,ska  úYaf,aIKh flreKs' 

3'4   .=Kd;aul m¾fhaIK l%u msßie,eiqu 
fojk woshf¾ .=Kd;aul wOHhk m%fõYfha oS o;a; /ia lsÍu yd úYaf,aIKh i`oyd m%f;Hl 
wOHhk msßie,eiqula fhdod .kakd ,§' m%f;Hl wOHhk hkq tla isoaêhla fyda ixisoaëka ms<sn`o 
j .eUqre .fõIKhla we;=<;a jk m%fõYhls' iafÜla ^2005&g wkqj hï .eg¨ldÍ wjia:djla 
fy<sorõ lr .ekSu i`oyd m%f;Hl wOHhk woaú;Sh (unique) m¾fhaIK j¾.hls' tfuka 
u hska ^2009& fuu m¾fhaIK j¾.h y`ÿkajkafka iuld,Sk ixisoaêj, ;:H Ôú; ikao¾N 
wkafõlaIKh lrkq ,nk wkqNdúl úu¾Ykhla f,ihs' fuu ish¨ ú.%yhka foi n,k úg 
iqúfYaIS ixo¾N ;=< we;s o;a; ms<sn`o j ióm j wOHhkh lsÍug m%f;Hl wOHhk l%ufõo 
u.ska wjia:dj ie,fihs'

3 jk rEmh' .fõIKd;aul nyqúO m%f;Hl wOHhk msßie,eiau
nyqúO m%f;Hl wOHhk msßie,eiafï § o;a; /ia lsÍfï l%u Ys,am f,i w¾O jHQy.; iïuqL 
idlÉPd iy ksÍlaIK fhdod .;a w;r o;a; úYaf,aIKh i`oyd f;aud úYaf,aIKh Ndú; 
flreKs'

4'0  o;a; bÈßm;a lsÍu" idlÉPdj yd w¾:l:kh
wOHhk wkdjrKj,g wkqj .=rejrekaf.a úIh ±kqu  (SK) .ek ie,lSfï § mßir wdY%s; 
l%shdldrlï úIhfha iajNdjh iïnkaO .=rejrekaf.a ±kqj;a nj i;=gqodhl úh' tfy;a 
úIhfha ifudaOdks; ixl,amh ms<sn`o ±kqj;a njla mej;sfha .=rejrekaf.ka 33'1]g muKs 
^4 jk rEmh&'

4 jk rEmh' mßirh wdY%s; l%shdldrlï úIhfha ifudaOdks; ixl,amh ms<sn`o .=re ±kqïj;a nj

ikao¾Nh 

Context 
 

m%f;Hl 1 

ikao¾Nh 

Context 
 

m%f;Hl 2 

ikao¾Nh 

Context 
 

m%f;Hl 3 

ikao¾Nh 

Context 
 

m%f;Hl 4 

 

33.10% 

30.00% 

36.90% by<

idudkH

my<



29

m%d:ñl wOHdmk wjêfha m%Odk wjêj,g iïnkaO mßir wdY%s; l%shdldrlï úIhhg wod< 
bf.kqï ksmqK;d ms<sn`o .=rejrekaf.ka 50]lg idudkH ±kqj;a njla mej;s kuq;a mßir 
wdY%s; l%shdldrlï úIhfhka wfmalaIs; m%d:ñl wOHdmk wjêhg wod< ksmqK;d ms<sn`o ±kqj;a 
msßi 36'2]la nj wkdjrKh úh'

.=rejrekaf.a YslaIK úoHd;aul ±kqï fË;%h (PK) .ek ie,lSfï § mßir wdY%s; l%shdldrlï 
úIhh yd iïnkaO fmdÿ ksmqK;d ms<sn`o ±kqj;a njla mej;sfha ksheÈfhka 0'5]l m%udKhlg 
muKs' ;j o mßir wdY%s; l%shdldrlï úIhfha f;aud yd iïnkaO jk cd;sl wruqKq .ek 
.=rejrekaf.ka 44'6] m%udKhlg idudkH ±kqïj;a njla mej;s w;r b;d fyd`o ±kqïj;a 
njla lsis`ÿ .=rejrfhl=g fkdmej;Su o úfYaI;ajhla úh'

.=rejreka ;=< úIh ifudaOdkh lr b.ekaùfï § mdvï ie,iqï lsÍu i`oyd .=re ksheosfha jeä 
u m%;sY;hla tkï 67¡9] m%udKhlg u we;af;a idudkH ±kqïj;a njls' b;d by< uÜgul 
±kqïj;a njla we;af;a ksheÈfhka 3¡5] muK wvq msßilg jk w;r 7¡4] m%udKhlf.a ±kqu 
my< uÜgul mj;S' fuhska meyeÈ,s jkafka úIh  ifudaOdkh lr b.ekaùfï § mdvï ie,iqï 
lsÍu i`oyd .=rejrekag  wjYH  oekqu fkdue;s njhs' ^5jk rEmh&

 

  

5  jk rEmh mdvï ie,iqï lsÍu iïnkaO .=rejrekaf.a ±kqïj;a nj

mßir wdY%s; l%shdldrlï úIhh ifudaOdks; j b.ekaùu i`oyd tu úIhh iïnkaO .=rejrekaf.a 
YslaIK úoHd;aul úIh ixOdrdkqqnoaO oekqu (PCK) úuid ne,Sfï oS .=rejrekaf.ka 90'6]
l m%udKhlg by< uÜgfï ±kqula mej;sfha mßir wdY%s; l%shdldrlï úIhh yd iïnkaO 
jk w;HjYH bf.kqï ksmqK;d ms<sn`oj hs' ifudaOdks; m%fõYfhka mdvï ie,iqï lsÍu" 
bf.kqï b.ekaùï l%fudamd f;dard .ekSu" mdvï ixj¾Okh lsÍu" we.hSu isÿ lsÍu" b.ekaùï 
l%uYs,am yd Wmdh ud¾. f;dard .ekSu" úIhhka iïnkaëlrKh lrñka b.ekaùu hk lreKq 
iïnkaOfhka .=rejreka ;=< mj;skafka idudkH ±kqïj;a njls' YslaIK Ydia;S%h wka;¾.; 
±kqu wvq wxYhla f,i lemS fmkqfka fuu úIhh .Ks;h" wd.u yd uõni hk úIhhka iu`. 
iïnkaëlrKh lr .ksñka b.ekaùu iïnkaOjhs' óg wu;r j úIh ifudaOdkh lsÍfuka 
mßir wdY%s; l%shdldrlï úIhfha ´kE u mdvula ksjerÈ j b.ekaùug ksheÈfhka 60'9]
lg we;s ±kqu m%udKj;a fkdjk nj wkdjrKh jQ w;r ifudaOdks; úIhhka w;ßka  úoHdj 
^90'2]& yd fi!kao¾h ^56'1]& hk úIhhka b.ekaùug .=rejreka i;= oekqu m%udKj;a fkdjk 
nj o fy<s úh'
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.=re m%Yakdj,sh u.ska ,nd .;a o;a; ;j ÿrg;a Yla;su;a lr .ekSug ksÍlaIKh lrk 
,o mka;s ldur y;rl ^4& .=rejreka l%shd l< wkaou m%f;Hhl j fidhd n,k ,§' .=re 
m%Yakdj,sfhka ,o o;a;j, j,x.=;dj ;j ÿrg;a ;yjqre lr .ekSu i`oyd iïuqL idlÉPd 
o;a; o m%Yakdj,sfha újD;a;dka; m%Yak i`oyd ,nd .;a ms<s;=re o f,aLk.; o;a; o fhdod 
.eksKs'

.=Kd;aul wOHhkfha § wOHhkhg ,la jQ m%f;Hl y;r iïnkaO wka;¾ m%f;Hl úYaf,aIKfha 
§ uQ,sl f;aud ;=kla ^3& la y`ÿkd .kq ,eîh' úIh ifudaOdkh lrñka mdvï ie,iqïlrKh" 
úIh ifudaOdkh lrñka b.ekaùu iy ifudaOdks; úIhhka b.ekaùu i`oyd wjYH .=re l=i,;d 
jYfhks' fuu f;aud ;=kg wod< j ,o wkdjrK my; ±lafõ' 
 

•	 mdvï ie,iqï lsÍfï oS mdvï ixj¾Okh ;=< úIh ifudaOdkh lrñka l%shdldrlï 
ie,iqï lsÍu iïnkaOfhka i,ld ne,Sfï oS Oïñ" l=iqï yd m;aud ^jHdc kï h& hk 
.=rejßhkag idfmalaI j wp,d .=rejßh hï ;dla ÿrg úIh ifudaOdkfhka l%shdldrlï 
ie,iqï lrk nj fmkS .sfhah' tfy;a th fndfyda ÿrg fi!kao¾hh úIhh w<,d isÿ 
lrk .S; .dhkhlg ke;fyd;a Ñ;% we`§ulg iSud úh' th o úIh ifudaOdkh isÿ lsÍfï 
meyeÈ,s wruqKlska isÿ fkdlrk nj jdÑl j isÿ l< úuiSïj, oS wkdjrKh úh'

•	 mka;s ldur ksÍlaIK" iïuqL idlÉPd yd f,aLk.; uQ,dY% weiqfrka" .=rejreka mdvï 
ie,iqï lsÍfï § mdvug wod< ifudaOdks; úIh ksmqK;d f;dard .ekSu iy úIh 
ifudaOdkh lrñka l%shdldrlï ie,iqï lsÍu ksjeros j isÿ fkdlrk nj wkdjrKh 
úh' ;j o thg wvq oekïj;a nj" ld,h m%udKj;a fkdùu" .=re mqyqKq jevigykaj, 
§ ta ms<sn`o j ±kqïj;a fkdùu hk lreKq n,mdk nj wkdjrKh lr .; yels úh'

•	 mßirh wdY%s; l%shdldrlï úIhh  ifudaOdks; j b.ekaùfï § .=rejreka mdvu ;=< úIh 
ifudaOdkhla isÿ fkdlrk ksid b.ekaùï l%u o úúO;ajhlska hq;= j Ndú; fkdlrk 
nj wkdjrKh úh' tfuka u Ndú; lrk b.ekaùï l%u ksjerÈ j Ndú; lrk wdldrh 
.ek .=rejreka ;=<  we;af;a wvq ±kquls' ;j o idlÉPd l%uh" lKavdhï l%uh nyq, j 
fhdod .kakd nj wkdjrKh úh'

•	 we.hSu" ;lafiare lsÍu jeks ixl,am ms<sn`o j ksjerÈ wjfndaOhla fuu .=reuy;añhg 
fkdue;s njg óg fmr wkdjrKh lr .;a f;dr;=r ksjerÈ nj ;jÿrg;a Tmamq fõ' ;j 
o .=re mqyqKq jevigykaj, § ;lafiare lsÍu yd we.hSu ms<sn`o .=rejreka ±kqïj;a 
lsÍu o isÿ fkdjk nj;a ifudaOdks; úIhhka ;lafiare lsÍu yd we.hSu id¾:l j isÿ 
fkdjk nj;a ;jÿrg;a wkdjrKh lr .; yels úh' tfy;a meyeÈ,s wjfndaOhlska 
f;dr j jqj;a weh fuu úIhfha ;lafiare lsÍu yd we.hSu ̂ wfkla ;sfokdg idfmalaI j& 
isÿ lrk nj fmkS hhs' 

•	 l%shdldrlï isÿ lsÍfï § úIh ifudaOdkh lrñka mdvï isÿ lsÍu iïnkaO o;a; 
úYaf,aIKfha § wkdjrKh jQfha .=rejreka i;=gqodhl uÜgñka fuu ld¾hh bgq fkdlrk 
nj h' tfy;a iuyr .=rejrekaf.a ffoksl j iQodkï igyka ,sùu" l%shdldrlï isÿ lsÍu 
i`oyd wjYH bf.kqï iïm;a imhd .ekSu" jeks mQ¾j iQodku fuka u mka;s l<ukdlrK 
l=i,;d" ikaksfõok l=i,;d o i;=gqodhl uÜgul mej;=Ks' tkuqÿ mßirh wdY%s; 
l%shdldrlï úIhhfha bf.kqï b.ekaùï l%shdj,sfha § úIh ifudaOdkh .ek wjOdkh 
fhduq fkdlrk nj wkdjrKh úh' tys § .=rejrekag ta ms<sn`o j we;s wvq ±kqïj;a 
nj" .=re mqyqKqùïj, § ta ms<sn`o j wjOdrKh isÿ fkdùu" wOHdmk fomd¾;fïka;=j 
iïnkaO ks,OdÍka fuu lreK iïnkaOfhka wjOdrKh fkdlsÍu hk lreKq fya;= ù 
we;s nj wkdjrKh úh'
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•	 tfia u .=rejrekaf.a ±kqïj;a nj uefkk YslaIK úoHd;aul ±kqu (PK) hk fË;%hg 
wod< j y`ÿkd .;a ifudaOdks; úIh ksmqK;d f;dard .ekSu yd úIh ifudaOdkh lrñka 
l%shdldrlï ie,iqï lsÍu hk fË;% folg wod< o;a; úYaf,aIKfhka wkdjrKh jQfha 
ifudaOdks; úIh ksmqK;d f;dard .ekSu yd úIh ifudaOdkh lrñka l%shdldrlï ie,iqï 
lsÍu mka;s ldur bf.kqï b.ekaùfï § i;=gqodhl uÜgul fkdmj;sk njhs' th my; 
Wmqgkfhka ;j ÿrg;a meyeos,s fõ'

•	 m¾fhaIsldj - mdvï ie,iqï lsÍfï § ifudaOdks; úIh ksmqK;d f;dard .ekSu 
yd l%shdldrlï ie,iqï isÿ lsrSu fldfydu o@

•	 —.=re w;afmdf;a f;audj lshj,d n,kjd' l%shdldrlïj, ;sfhk úÈhg fmdä fmdä 
fjkialï lr,d mdvï lrkjd' fudlo ´fl ;sfhk úÈhgu lrkak wudrehs' wmg <uhs 
f.dvla mka;sfha bkak ksid" yenehs wms mdvï w;myq lrkafka kE' ta;a ifudaOdks; 
úIh ksmqK;d .ek kï ieisj, § lsh,d §,d kE' ta .ek .=re WmfoaYl uevïj;a 
ljodj;a wy,d kE' .=re w;afmd;aj,  tfyu tlla ;sfhkj o@˜ ^iïuqL idlÉPd 
msgm;" 2016'09'06&

•	 tfuka u .=rejrekaf.a YslaIK úoHd;aul úIh ixOdrdkqnoaO ±kqu (PCK) wod< j o 
y`ÿkd .;a úIh ifudaOdkh lrñka l%shdldrlï isÿ lsÍu" ifudaOdks; m%fõYh i`oyd 
WÑ; bf.kqï b.ekaùï l%fudamdh Ndú;h yd ifudaOdks; úIhhka .ek ie,ls,su;a 
j ;lafiare lsÍu yd we.hSu isÿ lsÍu hk fË;% ;=khs' fuys § o fndfyda .=rejreka 
ifudaOdks; m%fõYh i`oyd WÑ; b.ekaùï l%u Ndú; fkdlrk nj o" ;lafiare lsÍu yd 
we.hSu ifudaOdks; úIhhka w<,d isÿ fkdlrk nj o wkdjrKh úh' 

•	 mßir wdY%s; l%shdldrlï úIhfha mdvï ie,iqï lsÍfï § .=re ud¾f.damfoaY .eUqßka 
wOHhkh fkdlrk nj;a úIh ifudaOdkh jk whqßka l%shdldrlï ie,iqï fkdlrk 
nj;a wkdjrKh jqKs' ;j o .=re mqyqKq jevigykaj, § mßir wdY%s; l%shdldrlï 
úIhh b.ekaùu iïnkaO j .=rejrekag ,nd fok mqyqKqj m%udKj;a fkdjk nj 
ks.ukh flreKs' tfuka u mßir wdY%s; l%shdldrlï úIhh bf.kqï b.ekaùfï § úIh 
ifudaOdkh lrñka b.ekaùug WÑ; b.ekaùï l%u f;dard .ekSu flfrys .=rejreka Wkkaÿ 
fkdjk nj;a" bf.kqï wdOdrl ieliSu yd Ndú;h i;=gqodhl uÜgul fkdmj;sk nj;a" 
idlÉPd l%uh yd lKavdhï l%uh bf.kqï b.ekaùfï § nyq, j fhdod .kakd nj;a" 
Ndú; lrk b.ekaùï l%u ksjerÈ j fhdod .ekSu iïnkaO j .=rejrekaf.a ±kqïj;a 
nj wvq nj;a" wkdjrKh jqKs' tfuka u mßir wdY%s; l%shdldrlï úIhh bf.kqï 
b.ekaùfï § t<suyka w;a±lSï ,nd §u wvqfjka isÿ jk nj wkdjrKh jQ w;r ;lafiare 
lsÍu iïnkaO ,sÅ; jd¾;d uekúka hdj;ald,Sk lrk nj ks.ukh flßKs' ifudaOdks; 
úIhhka b.ekaùu i`oyd wjYH .=re l=i,;d .ek úuiSfï oS ks.ukh flrefKa fndfyda 
.=rejreka úiska mßir wdY%s; l%shdldrlï úIhfha f;audj, we;=<;a l%shdldrlï lsÍug 
mQ¾j iQodkulska lghq;= lrk neúka mka;s l<ukdlrK l=i,;d i;=gqodhl uÜgul 
mej;=K o" úIh ifudaOdkh .ek oekqïj;a nj wvq ksid mßir wdY%s; l%shdldrlï 
úIhfha l%shdldrlï úIh ifudaOdkh jk whqßka b.ekaùu isÿ fkdlrk njhs' ;j o 
.=rejreka nyq;rhla ;=< ifudaOdks; úIhhka iïnkaO ±kqu (SK) wvq ksid isiqka ;=< 
jerÈ ixl,am ixcdkkh jk nj o wkdjrKh flreKs' 
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5'0  ks.uk

•	 mßir wdY%s; l%shdldrlï úIhh" mßirh" fi!kao¾hh" ks¾udKd;aul l%shdldrlï" 
úoHdj" fi!LHh yd fmdaIKh" YdÍßl wOHdmkh hk úIhj,ska iukaú; ifudaOdks; 
úIhhls' 

•	 úIhfha 1- 5 fY%aKsj, úIh ks¾foaYfha f;aud w;r isria yd ;sria ifudaOdkhla ±lsh 
yels h'

•	 mßir wdY%s; l%shdldrlï úIhfha ifudaOdks; nj ms<sn`o .=rejrekaf.a ±kqïj;a nj 
i;=gqodhl uÜgul fkdue;s njg m%udKd;aul wOHhkfhka wkdjrKh jQ w;r ta nj 
.=Kd;aul wOHhkfhka o ;yjqre úh'

•	 mßir wdY%s; l%shdldrlï úIhfhka wfmalaIs; bf.kqï ksmqK;d ms<sn`o .=rejrekaf.a 
±kqïj;a nj idudkH uÜgul mj;sk nj m%udKd;aul wOHhkfhka fmkS .sh o .=Kd;aul 
wOHhkfhka wkdjrKh jQfha bf.kqï ksmqK;d ms<sn`o .=rejrekaf.a ±kqïj;a nj wvq 
uÜgul mj;sk njhs'

•	 m%udKd;aul wOHhkhg wkqj wOHdmkfha od¾Yksl moku" wOHdmkfha kj m%jK;d 
wdosh we;=<;a jk wOHdmk uQ,O¾u yd udkj iïm;a" fN!;sl iïm;a" ld, l<ukdlrKh 
wdosh we;=<;a mka;s l<ukdlrKh ms<sn`o m%d:ñl .=rejrekaf.a YslaIKd;aul oekqu 
i;=gqodhl h' th .=Kd;aul wOHhkfhka o ;yjqre úh'

•	 m%udKd;aul wOHhkhg wkqj mßir wdY%s; l%shdldrlï úIhfha bf.kqï b.ekaùï 
l%shdj,sfha oS Ndú; jk b.ekaùï l%u ms<sn`o YslaIKd;aul oekqu idudkH uÜgul 
mej;sh o .=Kd;aul wOHhkfhka wkdjrKh jQfha bf.kqï b.ekaùï l%shdj,sfha oS 
Ndú; jk b.ekaùï l%u ms<sn`o .=rejrekaf.a ±kqïj;a nj i;=gqodhl fkdjk njhs'

•	 m%udKd;aul wOHhkfha wkdjrKj,g wkqj ifudaOdks; m%fõYfhka mdvï ie,iqï lsÍu" 
bf.kqï b.ekaùï l%fudamdhka f;dard .ekSu" mdvï ixj¾Okh lsÍu" we.hSu isÿ lsÍu" 
ÈYdNsuqL ùu" b.ekaùï l%uYs,am yd Wmdh ud¾. Ndú;h hk lreKq iïnkaOfhka 
.=rejreka ;=< mj;skafka idudkH ±kqïj;a njls' tfy;a .=Kd;aul wOHhkhg wkqj 
Wla; lreKq iïnkaO j .=rejrekaf.a ±kqïj;a nj wvq uÜgul mj;S'

•	 m%udKd;aul yd .=Kd;aul m¾fhaIK wkdjrKj,g wkqj .Ks;h" wd.u yd uõni hk 
úIhhka iu`. iïnkaëlrKh lr .ksñka b.ekaùu iïnkaO j .=rejrekaf.a YslaIK 
úoHd;aul úIh ixOdrdkqnoaO ±kqu b;d wvq uÜgul mj;S' 

•	 m%udKd;aul wOHhkhg wkqj úIh ifudaOdkh lsÍfuka mßir wdY%s; l%shdldrlï úIhfha 
´kE u mdvula ksjerÈ j b.ekaùug m%d:ñl .=rejrekaf.ka 60]l muK m%udKhlg 
we;s ±kqu m%udKj;a ke;' th .=Kd;aul wOHhkfhka o ;yjqre úh'

•	 m%udKd;aul yd .=Kd;aul wOHhk wkdjrKj,g wkqj ifudaOdks; úIhhka w;ßka úoHdj 
yd fi!kao¾hh hk úIhhka ifudaOdkh lrñka b.ekaùu iïnkaOfhka .=rejrekaf.ka 
nyq;rhlg .eg¨ mj;S'

•	 mßir wdY%s; l%shdldrlï úIhh bf.kqï b.ekaùfï § ifudaOdks; úIhj,g jvd WÑ; 
b.ekaùï l%u f;dard .ekSu flfrys .=rejreka Wkkaÿ fkdjk w;r idlÉPd l%uh yd 
lKavdhï l%uh" mßir wdY%s; l%shdldrlï úIhh bf.kqï b.ekaùfï § nyq, j fhdod 
.ks;s'

•	 mßir wdY%s; l%shdldrlï úIhh bf.kqï b.ekaùfï § t<suyka w;a±lSï ,nd §u 
wvqfjka isÿ fõ'

•	 ifudaOdks; úIh w;ßka úoHdj" fi!kao¾h" YdÍßl wOHdmkh yd ks¾udKd;aul 
l%shdldrlï hk úIh mka;s ldurfha i;=gqodhl uÜgñka isÿ fkd fõ'

•	 ifudaOdks; úIh w;ßka fi!kao¾h" YdÍßl wOHdmkh yd ks¾udKd;aul l%shdldrlï hk 
úIhhka ;lafiare lsÍu yd we.hSu flfrys .=rejrekaf.a we;s Wkkaÿj wvq h'



33

•	 mßir wdY%s; l%shdldrlï úIhfha l%shdldrlï isÿ lsÍfï § úIh ifudaOdkh .ek 
.=rejre ie,ls,su;a fkdfj;s'

•	  ifudaOdks; úIhhka w;ßka úoHdj iy fi!kao¾hh hk úIh b.ekaùug wjYH .=re 
l=i,;d i;=gqodhl uÜgul fkdmj;sk w;r ifudaOdks; úIhhka w;ßka úoHdj úIhfha 
iuyr ixl,am b.ekaùug wjYH ±kqj;a nj  .=rejreka ;=< wvqfjka mj;S'

•	 .=rejreka nyq;rhla ;=< ifudaOdks; úIh ±kqu (SK) wvq ksid isiqka ;=< jerÈ ixl,am 
ixcdkkh we;s fõ'

•	 .=re mqyqKq jev igykaj, § yd wëlaIK ld¾hhfha § úIh ifudaOdkh .ek wjOdkh 
fhduq fkdflf¾'

6'0  fhdackd
•	 mßir wdY%s; l%shdldrlï úIh ks¾foaYhg" tys wka;¾.; f;aud ifudaOdks; j b.ekaùu 

ms<sn`o u. fmkaùula we;=<;a lsÍu'
•	 tla tla f;audj wdrïNfha § ta f;audfõ l%shdldrlï iïnkaO jk ifudaOdks; úIh ms<sn`o 

igykla úIh ks¾foaYhg we;=<;a lsÍu'
•	 mßir wdY%s; l%shdldrlï úIh ks¾foaYfha f;audj, we;=<;a l%shdldrlï ;jÿrg;a mdvï 

jYfhka fjka lr olajñka thg wod< ifudaOdks;  úIh ksmqK;d" ifudaOdks; úIh" 
bf.kqï b.ekaùï l%fudamdh" wjYH bf.kqï iïm;a" ;lafiare lsÍu yd we.hSu hk YS¾I 
hgf;a ilia lr §u iy fuys § m%dfoaYSh jYfhka fhdod .; yels bf.kqï iïm;a i`oyd 
.=rejrhdg ksoyi ,nd §u'

•	 úIh ifudaOdks; b.ekaùu ms<sn| .=re mqyqqKq jevigyka meje;aùu' 

  

wdY%s; .%%kaa: 

wOHdmk wud;HdxYh' ^1972&' wOHdmkfha kj u.' Y%S ,xldj'

wOHdmk yd Wiia wOHdmk wud;HdxYh' ^2000&' Y%S ,xldfõ m%d:ñl wOHdmk m%;sixialrK'

wOHdmk wud;HdxYh' ^2004&' mia wjqreÿ mdi,a ixj¾Ok ie,eiau'

wOHdmk wud;HdxYh' ^2000- -2004&' m%d:ñl wOHdmkh i`oyd jk mia wjqreÿ ie,iqu'

wNhfoaj iS'^1983&' ifudaOdks; wOHdmk l%uh wo' ifudaOdk' wOHdmk wud;HdxYh'

pkaøfialr" ta ^2010&' úIhud,d ixj¾Ok kHdh yd Y%S ,xldfõ úIhud,d m%;sixialrK'

cd;sl wOHdmk wdh;kh' ^2003&' wOHdmk m%;sixialrK M,odhS f,i l%shdjg ke.Su Wfoid 

m%d:ñl .=rejrekaf.a YlH;d j¾Okh lsÍu i`oyd ueÈy;aùu' Y%S ,xldj'

cd;sl wOHdmk fldñIu' ^1997&' wOHdmk m%;sixialrK yd m%;sjHqylrKh' cd;sl wOHdmk 

fldñIï iNdj' ^1997&' fld<U" Y%S ,xldj" rcfha uqøKd,h'

uOHu mßir wêldßh' ^1994&' jd¾Isl jd¾;dj' YS% ,xldj'

idudkH wOHdmkh ms<sn`o ckdêm;s ld¾h idOl n,ldh' ^1997&' idudkH wOHdmkfha 

m%;sixialrK' Y%S ,xldj'
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Abstract

The G.C.E. Advanced Level is the final stage of secondary education and the turning point which 
divides the students among subject streams. Not only does the student gain knowledge on the 
subject content through school education, but also the students have opportunities to develop 
leadership skills, sports skills and their personality. Through this process, schooling has the 
potential to create a full-fledged student and a worthy personality to the society. Although the 
structure of the school education system remains as it is today, it is observed that the attendance 
of A.L. students is limited to Grade 12. Discussions had with the Southern Provincial Education 
Department also revealed that the school system faced the problem of rapid decrease of school 
attendance of A.L. students. In order to address this issue and find solutions, 25 schools with 
the G.C.E. (A.L.) classes representing 11 educational zones in the Southern Province have been 
selected to collect data related to absenteeism of Advanced Level students in schools. The data 
were collected from three different perspectives i.e. from the students, teachers and principals 
in order to study the issue from different angles. Accordingly, the sample was consisted of 
650 students, 238 teachers and 18 principals. The data thus collected were analyzed using 
descriptive statistical methods. According to the survey, the lowest school attendance 
percentage was recorded in the Hambantota district. The average school attendance rate for 
Grade 13 students in the Hambantota district was 14% and except Art stream the average 
attendance for students in other streams was 6.2% to 7.2%. The highest attendance rate in the 
Matara District was 57.3% for the Technology stream and it was less than 46% for all other 
streams. The percentage of attendance of the Galle District in all other streams exceeded 50%, 
except for the 43.3% for the commerce stream. According to survey research revelations, the 
confidence of students as well as parents towards the school education is rapidly declining. 
This has made severe impacts on the school education as a cyclical process, as the attendance 
of students is reduced due to the non-completion of prescribed syllabus, which in turn reduces 
the attendance of students. Thus, it is suggested that urgent measures need to be taken to re-
build the confidence of parents and students towards the school education and to establish a 
special monitoring and supervision mechanism for G.C.E. Advanced Level classes.

Key words: G.C.E. Advanced Level, School absenteeism of students
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ol=Kq m<df;a mdi,aj, 13 jk fY%a‚fha isiqkaf.a mdi,a meñŒu wju ùu 
ms<sn| iólaIKh

m¾fhaIK lKavdhu
reyqK úYajúoHd,fha úoHd mSGfha 2019 wjika jir YsIH( tÉ' whs' wkaødyekakÈ" 

ví,sõ' tÉ' whs' uOqjka;s" ta' Ô' tka' ã' úu,isß" 
ta' tï' ã’ tia' w;m;a;=" ta' ã' ví,sõ' hdmd" ví,sõ' 

à' tka' olais;
 
ixCIsma;h

oaú;Shl wOHdmkfha wjidk wÈhr f,i;a" isiqka úIh úfYaI{;dj wkqj fnod fjka lsÍfï 
ixêia:dkh f,i;a w'fmd'i' Wiia fm< úNd.h ye¢kaúh yels h' mdi,a wOHdmkfhka 
YsIHhdg úIhdkqnoaO j oekqu ,nd .ekSu muKla fkdj" kdhl;aj l=i,;d" l%Svd l=i,;d" 
YsIH fm!reIh j¾Okh lr .ekSfï wjia:d o ,efí' fuu l%shdj,sh Tiafia wx. iïmQ¾K 
isiqjl= fuka u iudchg jevodhS mqoa.,fhl= ìys lsÍfï yelshdj mdi,a wOHdmkh ;=< mj;S' 
mdi,a wOHdmk jHQyh fï mßÈ wx. iïmQ¾K j mej;sh o" j¾;udkh jk úg w'fmd'i' Wiia 
fm< isiqjdf.a mdi,a meñŒu 12 jk fY%A‚hg muKla iSud ù we;s nj ksÍlaIKh fõ' ol=Kq 
m<d;a wOHdmk fomd¾;fïka;=j iuÕ mej;s idlÉPd Tiafia ol=Kq m<d; ;=< o w'fmd'i' Wiia 
fm< isiqkaf.a mdi,a meñŒu Èfkka Èk iS>% f,i wju ùfï .eg¨jlg mdi,a moaO;sh uqyqK 
md we;s nj y÷kd .ekSug yels úh' fï .eg¨j ikd: lr .ekSug;a" ta i|yd wjYH ms<shï 
fiùug;a ol=Kq m<d; ;=< wOHdmk l,dm 11 ksfhdackh jk mßÈ f;dard .;a mdi,a 25lska 
w'fmd'i' Wiia fm< mka;sj, isiqkaf.a mdi,a fkdmeñŒu wdY%s; o;a; /ia lrk ,§' úúO 
fldaK Tiafia mdi,a wOHdmkh foi n,d isiqjd" .=rejrhd yd úÿy,am;sjrhd hk wxY ;=k 
Tiafia u o;a; ,nd .ekSu fuys § isÿ jQ w;r ta wkqj isiqka 650lska .=rejreka 238lska iy 
úÿy,am;sjreka 18lska iukaú; ksheÈ ;=kla Tiafia o;a; tla /ia lr .kakd ,È' tfia /ia lr 
.;a o;a; úia;rd;aul ixLHdk l%u wkqj úYaf,aIKh lrk ,È’ iólaIKhg wkqj yïnkaf;dg 
Èia;%slalh ;=< wju mdi,a meñŒfï m%;sY;h jd¾;d ù we;' yïnkaf;dg Èia;%slalfha 13jk 
fY%aKsfha isiqkaf.a idudkH mdi,a meñŒfï m%;sY;h 14]la úh' l,d úIh Odrdj yer wfkl=;a 
úIh Odrdj, idudkH mdi,a meñKSu 67]la yd 72]la úh' ud;r Èia;%slalfha Wmßu meñŒfï 
m%;sY;h ;dlaIK úIh Odrdj i|yd 57'3]la jQ w;r wfkla ish¨ u úIh Odrdj, § th 46]g 
wvq m%;sY;hl mej;sK' .d,a, Èia;%slalfha jd‚c úIh Odrdj i|yd 43'3]l m%;sY;h yereKq 
úg wfkla ish¨ úIh Odrdj, meñŒfï m%;sY;h 50] blaujd ;sì‚' mdi,a wOHdmkh flfrys 
isiqkaf.a fuka u foudmshkaf.a o úYajdih iS>% f,i ì| jefgñka mj;sk nj;a" isiqkaf.a 
meñŒu wju ùu úIh ks¾foaYh wdjrKh lsÍug n,mdk neúka úIh ks¾foaY kshñ; mßÈ 
wdjrKh fkdjk mßirhl isiqkaf.a meñŒu ;j ÿrg;a wju ùu pl%Sh l%shdj,shla f,i mdi,a 
wOHdmkh flfrys b;d oeä f,i n,md we;s nj;a ks.ukh úh' mdi,a wOHdmkh flfrys 
isiqkaf.a yd foudmshkaf.a úYajdih f.dv ke.Sfï läkï l%shdud¾. .ekSug iy w'fmd'i Wiia 
fm< mka;s ms<sn| wëlaIK l%ufõo ia:dms; lsÍug ks¾foaY flf¾'

uqLH mo( wOHdmk fmdÿ iy;sl m;% ^Wiia fm<&" isiqkaf.a mdi,a meñŒu

1'0 ye¢kaùu

wOHdmk fmdÿ iy;sl m;% ̂ Wiia fm<& úNd.h hkq Y%S ,xldfõ l%shd;aul úêu;a mdi,a wOHdmk 
l%shdj,sfha wjidk lvbï úNd.h hs' tfia u oaú;Shsl wOHdmkfha wjidk wÈhr f,i;A" 
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isiqka úIh úfYaI{;dj wkqj fnod fjka lsÍfï ixêia:dkh f,i;a w'fmd'i' Wiia fm< 
úNd.h ye¢kaúh yels h' úYaj úoHd, we;=¿ ;D;Shsl iy Wiia wOHdmk wdh;khkag fuka 
u wOHdmk úoHd mSG we;=¿ jD;a;Sh wOHdmk wdh;kj,g m%fõY ùug iqÿiqlï ,eîfï moku 
jkafka fuhhs' tfuka u rdcH wxYfha fuka u fm!oa.,sl wxYfha uOHu uÜgfï /lshd i|yd 
f;dard .ekSfï iqÿiqlula f,i wfmdi ^W'fm'& úNd.h yeÈkaúh yels h' w;fmd'i' ^W'fm'& 
hkq 12 iy 13 fY%a‚ f,i oE wjqreÿ mdGud,djls' fN!;Sh úoHd" Ôj úoHd" jd‚c" l,d yd 
;dlaIKfõoh f,i w'fmd'i' ^W'fm'& úIh Odrd mylska iukaú; fõ' tfuka u isiqkag isxy," 
fou< iy bx.%sis hk udOH ;=fkka u úNd.hg fmkS isàug yelsùu úfYaI jrm%idohls' mdi,a 
wOHdmkfhka YsIHhdg úIhdkqnoaO j oekqu ,nd .ekSu muKla fkd j" kdhl;aj l=i,;d" 
l%Svd l=i,;d" YsIH fm!reIh j¾Okh lr .ekSfï wjia:d o ,efí' fuu l%shdj,sh Tiafia wx. 
iïmQ¾K isiqjl= fuka u iudchg jevodhS mqoa.,fhl= ìys lsÍfï yelshdj mdi,a wOHdmkh 
;=< mj;S' mdi,a wOHdmk jHQyh fï mßÈ wx. iïmQ¾K j mej;sh o j¾;udkh jk úg 
w'fmd'i' ^W'fm'& isiqjdf.a mdi,a meñŒu 12 jk fY%A‚hg muKla iSud ù we;s nj ksÍlaIKh 
fõ' fï jk úg w'fmd'i' ^W'fm'& isiqkaf.a mdi,a meñŒu ÿ¾j, ùfï .eg¨j ms<sn| m%n, 
iudc l;sldjla mj;S ^cd'w'wd' 2016&' ta i|yd ms<shï fiùu iuia; wOHdmk lafIa;%fha u 
Wkak;shg uy;a msgqjy,la jkq we;'

2017 j¾Ifha w'fmd'i ^W'fm'& úNd. m%;sM, wkqj ,xldfõ 3 jk ia:dkh ysñ lr f.k isák 
ol=Kq m<d;" wOHdmk l,dm 11lska iukaú; fõ' iuia; mdi,a 1115 w;=ßka ol=Kq m<df;a 
w'fmd'i' ^W'fm'&  mka;s meje;afjkafka  1AB, 1C mdi,a j¾.j, h' 2013 j¾Ifha isg kj 
úIh m:hla f,iska w'fmd'i' ^W'fm'& ;dlaIKfõoh úIh Odrdj tla úh' úoHd" l,d" jd‚c 
iy ;dlaIKfõoh hk ish¨ úIh Odrdj,ska iEu jirl u isiqka 30"000lg wdikak ixLHdjla 
ol=Kq m<df;a mdi,a whÿïlrejka f,i  w'fmd'i' ^W'fm'& úNd.hg fmkS isákq ,efí' m%;sM, 
yd idOk uÜgï wkqj ol=Kq m<d; bÈßfhka isáh o isiqkaf.a mdi,a meñŒu j¾Okh lr 
.ekSfuys ,d fldf;l=;a l%shdud¾. f.k ;snqK o" fï jk úg;a meyeÈ,s j¾Okhla oel .ekSug 
wfmdfydi;a ù we;s nj ksÍlaIKh fõ' ol=Kq m<d;a wOHdmk fomd¾;fïka;=j iuÕ mej;s 
idlÉPd Tiafia ol=Kq m<d; ;=< o w'fmd'i' ^W'fm'& isiqkaf.a mdi,a meñŒu Èfkka Èk iS>% 
f,i wju ùfï .eg¨ jlg mdi,a moaO;sh uqyqK md we;s nj y÷kd .ekSug yels úh'

2'0 m¾fhaIK l%ufõoh

mq¿,a mrdihla úuid n,d jvd fyd¢ka úu¾Ykd;aul j mj;sk ;;a;aj" .eg¨ y÷kd .ekSfï 
fhda.H;u l%uh f,i iólaIK y÷kajd Èh yels h’ fuu iólaIKfha § o;a; uQ,dY% f,i mdi," 
mka;s kdu f,aLk" 2019 w'fmd'i' ̂ W'fm'& isiqka" .=rejreka yd úÿy,am;sjreka fhdod .kakd ,os' 
o;a; /ia lsÍfï uQ,sl l%ufõo f,i m%Yakdj,s yd f,aLk úYaf,aIKh ^YsIH ffoksl meñKSfï 
f,aLk& fhdod .ekq‚' 

fuu iólaIKfha § ol=Kq m<d;a wOHdmk fomd¾;fïka;=fjka ,nd .kakd ,o mdi,a kdu f,aLk 
wkqj mdi,aj, YsIH ixLHd f,aLk wOHhkh lr YsIH ixLHdj wkqj fldgia ;=klg fjka lrk 
,È' tajd kï"

•	 Wiia fm< yodrK isiqka ixLHdj 0-30;a w;r we;s mdi,a
•	 Wiia fm< yodrK isiqka ixLHdj 30-100;a w;r we;s mdi,a 
•	 Wiia fm< yodrK isiqka ixLHdj 100g jeäfhka we;s mdi,a

 

fuys § Wiia fm< mj;ajkq ,nk m<df;a mdi,a" Èia;%slal wkqj fjk fjk u i,ld n,d fuu 
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fldgia ;=k hgf;a fjka lr .kakd ,È' bka miq" ol=Kq m<df;a Wiia fm< mka;s mj;ajkq 
,nk mdi,aj,ska wdikak jYfhka 5]l m%;sY;hla fuu iólaIKhg f;dard .ekSug ;SrKh 
jQ w;r th ixLHd;aul j mdi,a 18ls' tys §" ol=Kq m<df;a Èia;%slal ;=k jk .d,a," ud;r" 
yïnkaf;dg Èia;%slalj,ska tla Èia;%slalhlska mdi,a 6 ne.ska f;dard .ekSug ;SrKh úh'

iólaIKh i|yd f;dard .kakd mdi,a ;SrKh lsÍu ó<Õ mshjr úh' fï i|yd ia;ÍN+; ksheÈ 
l%ufõoh (stratified sampling method) fhdod .;a w;r tys §" tla Èia;%slalhlska f;dard .;a 
mdi,a 6" by; ldKav 3 hgf;a  1 jk j.=j mßÈ fjka lrk ,È'

 1 j.=j' Èia;%slalhla i`oyd Wiia fm< yodrk isiqka ixLHdj wkqj mdi,a ksheÈh 

ldKavh mdi,a ixLHdj

isiqka 0-30 01

isiqka 30-100 02

isiqka 100g jeä 03

tl;=j 06

bkamiqj" 2 jk j.=j  wkqj tla tla úIh Odrd iy osia;%slal ksfhdackh jk mßos 5]l 
ksheoshla .Kkh lrk ,os'

2 jk j.=j'  mdi,a ksheÈfha YsIH ixLHd

isiqka ixLHdj

Èia;%slalh

fN!;Sh úoHd Ôj úoHd jd‚c l,d ;dlaIKfõoh

N n % N n % N n % N N % N n %

ud;r 1504 60 3'99 1291 60 4'65 3424 60 1'75 1665 60 3'60 103 20 1'94

.d,a, 1781 60 3'37 1915 60 3'13 3847 60 1'56 2569 60 2'34 941 20 2'13

yïnkaf;dg 1071 60 5'60 893 60 6'72 2173 60 2'76 999 60 6'01 811 20 2'47

uq¿ .Kk 4356 180 4'13 4099 180 4'39 9444 180 1'91 5233 180 3'44 2782 60 2'16

 N –ix.ykh" n  ksheosh"% - m%;sY;h

bka miq" ir, iiïNdù j.=j (simple random table) Ndú; lr iólaIKhg mdi,a 18la 
f;dard .kakd ,os' iólaIKfha ó<Õ mshjr jQfha f;dard .;a mdi,aj,ska iólaIKhg isiqka 
iyNd.s lr .kafka flfia o@ hkak ;SrKh lsÍu hs' tys § ol=Kq m<d;g wh;a 13 jk fY%a‚fha 
^2019 jif¾ úNd.hg fmkS isàug kshñ;& YsIH ixLHdfjka 5]l wjuh jk mßÈ <uhska 780la 
f;dard .ekSug ;SrKh lrk ,os' tla tla úIh Odrdjlska isiqka 10 fokd ne.ska úIh Odrd 
mfyka isiqka 50la jk f,i tla mdi,lska isiqka 50la f;dard .ekSu l%ufõoh úh' ta w;r u" 
uq¿ m<df;ka u ;dlaIKfõoh úIh Odrdj we;s mdi,a 6la muKla ksheÈhg tla l< w;r ta 
wkqj ksheÈhg wvx.= jk isiqka .Kk 780la úh'

ol=Kq m<d;a wOHdmk fomd¾;fïka;=fõ ksfhdað;hska" úYajúoHd,fha úoHd mSGfha uydpd¾hjrhl= 
iy wdpd¾hjrhl= fuka u iólaIK lKavdhfï idudðlhskaf.ka iukaú; uKav,hl idlÉPd 
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jg 5l m%;sM,h f,i isiqka" .=rejreka" úÿy,am;sjreka i|yd m%Yakdj,s 3la ks¾udKh lrk 
,È' fuys §" iólaIKhg wod< .eg¨jg wkqudk fya;= isiqkaf.ka wkdjrKh lr .ekSug 
yels jk wdldrfha m%Yak 21lska iukaú; j ilik ,o m%Yakdj,shg ms<s;=re §fï myiqj 
i|yd;a" úYaf,aIKh lsÍfï myiqj i|yd;a" msysgqjk ,o wkqudkj,g wod< Rcq ms<s;=re ,nd 
.ekSfï wruq‚kq;a" ixjD; m%Yak iys; j (close-ended questions) ilia lrk ,os' ;j o" 
.=rejrekaf.a yd úÿy,am;sjrekaf.a m%Yakdj,s i|yd ixjD; yd újD; hk fohdldrfha u m%Yak 
tla lsÍug ;SrKh jQ w;r thg fya;=j jqfha msysgqjk ,o wkqudkj,g jvd fjkia woyia mj;S 
kï tajd .=rejrekaf.ka yd úÿy,am;sjrekaf.ka wkdjrKh lr .ekSfï wruqfKks'

tu m%Yakdj,sh" úIhOdrd ms<sn| j fmdÿ ks.ukhlg t<ôh yels jk mßos ilia lrk ,os' 
úIh Odrdj,g wod< tla tla úIhh mdif,a yd fm!oa.,sl Wmldrl mka;sfha isÿ lr we;s 
wdldrh ^Wod( úIh ks¾foaYh wdjrKh& isiqkaf.a mdi,a meñŒu flfrys n,mdkafka o hkak 
y÷kd .ekSu i|yd tla tla úIhhg tl u wdlD;shlg ieliqKq m;%sldjla ilia lrk ,È' fï 
i|yd ol=Kq m<d;a wOHdmk fomd¾;fïka;=j u.ska jdr úNd. m%Yak m;% ilia lrk úIh 17 
muKla f;dard .kakd ,È' úIh ks¾foaY ms<sn| tjeks u m;%sld .=rejreka i|yd o ilia lrk 
,È' tys wruqK jqfha" .=rejreka úIh ks¾foaY wdjrKh lsÍu yd Tjqkag ,eî ;sfnk ld,Éfþo 
ms<sn| orK u;h oek .ekSu hs'

o;a; tla /ia lsÍu i|yd f;dard .;a mdi,aj,ska f;dard .;a isiqkag m%Yakdj,sh ,nd § thska 
.eg¨j ms<sn| j woyia ,nd .kakd ,È' tla Èia;%slalhlg mdi,a 6 ne.ska jk ksid tla 
Èia;%slalhl ksheÈh wdjrKh lr .ekSug Èk 2la jk fia Èk 6la o;a; tl;= lsÍfï ld¾hfha 
uQ,sl jgh i|yd fhdod .ekqKs' tla mdi,lska tla úIh Odrdjlska isiqka 10 ne.ska f.k ksheÈh 
ks¾Kh flreKq neúka tu isiqka 10 f;dard .ekSu i|yd l%ñl wyUq ksheÈ (systematic random 
sampling) l%ufõoh fhdod .ekqKs' ta wkqj tla mdi,lska f;dard .;a isiqka 40 ^;dlaIKfõoh 
úIh Odrdj mj;S kï isiqka 50& i|yd m%Yakdj,s o"  Tjqka yodrK úIhg wod< m;%sld o ^tla 
wfhl=g Wmßu 3& ,nd § ta u.ska o;a; ,nd .kakd ,È' fuys § uqyqK ÿka m%Odk .eg¨ j jQfha 
isiqkaf.a mdi,a meñŒu wju ùu hs' fuu fya;=j ksid meñŒu ms<sn| j f;dr;=re ,nd .ekSug 
YsIH meñKSfï kduf,aLkj,ska o;a; /ia lr .kakd ,oafoa" m¾fhaIK lKavdhu úiska ilia 
lr .kakd ,o o;a; /ia lsÍfï m;%sldjla wdOdrfhks' fuys § isiqkaf.a 12 yd 13 fY%a‚j, 
meñŒu igyka lr .;a w;r u" ,nd .;a o;a;j, ryiHNdjh wdrlaId jk wdldrfhka ish¨ 
u o;a; mßyrKh lrk ,os'

m<uq jgfha § wfmalaId l< ksheÈh jk isiqka 780ka 400lf.ka muKla o;a; ,nd .ekSug yels 
úh' thg fya;=j jQfha o;a; ,nd .ekSugj;a m%udKj;a ;rï isiqka mdi,aj,g meñK fkdisàu 
hs' tu ksid fojk jgfha § ol=Kq m<d;a wOHdmk fomd¾;fïka;=fõ iyfhda.h we;s j ;j;a 
mdi,a 7la f;dard f.k by; mßÈ u o;a; ,nd .ekSug isÿ úh' kuq;a" tys § o m%udKj;a isiqka 
meñK fkdisá neúka ksheÈh isiqka 650lg iSud lsÍug isÿ úh' fuu o;a; tl;= lsÍfï ld¾hh 
isÿ flrefKa m¾fhaIK lKavdhug wu;r j reyqK úYajúoHd,fha úoHd mSGfha isiqka 16lf.a 
iydhl lKavdhul iyNd.S;ajfhks'

fï wkqj" ol=Kq m<df;a wOHdmk l,dm 11 ksfhdackh jk mßÈ f;dard .;a mdi,a 25lska w'fmd'i' 
^W'fm'& mka;sj, isiqkaf.a mdi,a fkdmeñŒu wdY%s; o;a; /ia lrk ,È' isiqjd" .=rejrhd yd 
úÿy,am;sjrhd hk oDIaá fldaK ;=k Tiafia u o;a; ,nd .ekSu fuys § isÿ jQ w;r" ta wkqj 
isiqka 650lska .=rejreka 238lska iy úÿy,am;sjreka 18lska iukaú; ksheÈ ;=kla Tiafia o;a; 
tla /ia lr .kakd ,È' tu o;a; úia;rd;aul ixLHdk l%u wkqj úYaf,aIKh lrk ,È'
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3'0 wkdjrK

iólaIKhg wkqj yïnkaf;dg Èia;%slalh ;=< wju mdi,a meñŒfï m%;sY;h jd¾;d ù we;' 
yïnkaf;dg Èia;%slalfha 13jk fY%aKsfha isiqkaf.a idudkH mdi,a meñŒfï m%;sY;h 14]la 
o" l,d úIh Odrdj yereKq fldg wfkla úIh Odrdj, mdi,a meñŒfï idudkH m%;sY;h 
6'2];a 7'2];a w;r o úh' ud;r Èia;%slalfha Wmßu meñŒfï m%;sY;h ;dlaIK úIh Odrdj 
i|yd 57'3]la jQ w;r wfkla ish¨ u úIh Odrdj, § th 46]g wvq m%;sY;hl mej;sK' 
.d,a, Èia;%slalfha jd‚c úIh Odrdj i|yd 43'3]l m%;sY;h yereKq úg wfkla ish¨ 
úIh Odrdj, meñŒfï m%;sY;h 50] blaujd ;sì‚' 12 jk fY%aKsh i|yd o wju meñŒfï 
m%;sY; yïnkaf;dg Èia;%slalfhka jd¾;d jQ w;r" th 38]la iy 44]la w;r mej;sK' .d,a, 
Èia;%slalfha fuh 52];a 64];a w;r w.hla jQ w;r" ud;r Èia;%slalfha 54];a 67] w;r idudkH 
meñŒfï m%;sY; tla tla úIh Odrdj, § jd¾;d úh' iuia;hla f,i ol=Kq m<d; ;=< jeä u 
idudkH meñ‚fï m%;sY;hla jd¾;d ù we;af;a ;dlaIK úIh Odrdj i|yd h'

3'1 isiq m%;spdr

ksheosfha isiqkaf.ka 80]lg jvd jeä m%;sY;hla ;uka oekg yodrK úIh Odrdj f;dard f.k 
we;af;a iaj leue;a;g wkqj jqj o j¾;udkh jk úg isiqkaf.a úIh Odrdjg we;s leue;a; 
wvq ù we;s nj;a" fï ;;a;ajh jeä jYfhka n,md we;af;a úoHd yd .‚; úIh Odrdj, nj;a 
wkdjrKh fõ' mdi,aj, 13jk fY%a‚h i|yd Èkm;d Ndú;hg .; yels fjka lr we;s mka;s 
ldur iys; neúka th isiqkaf.a mdi,a fkdmeñŒu flfrys n,mdk idOlhla úh fkdyels 
h' kuq;a mdi,g meñ‚h;a mka;s ldurhla fkdue;s isiqkaf.a hï jeä ùula yïnkaf;dg 
Èia;%slalfha fmkakqï lrhs' tkï" fuh fmdÿ .eg¨jla fkdjqK o iuyr mdi,a i,lk úg" 
mka;s ldur fkdue;s ùu o 13 jk fY%a‚fha isiqkag mdi,a meñŒu wju ùu i|yd n,mdk 
.eg¨jla nj lsj yels h' m%dfhda.sl mÍlaIK isÿ lrkq ,nk úoHd" .‚;" ;dlaIK úIh Odrd 
;=fkys u jeä msßila mjik mßÈ úIh ks¾foaYhg wkql+, j m%dfhda.sl mÍlaIK isÿ lrkq 
,nkafka fm!oa.,sl Wmldrl mka;sj,g jvd mdi,aj, oS h' 60]l g jvd jeä msßila mdi,a 
;=< m%dfhda.sl mÍlaIK i|yd m%udKj;a mßÈ bv myiqlï yd WmlrK we;s nj mjid we;’ 
tneúka fuh isiqkaf.a mdi,a meñŒu wju ùu flfrys úYd, f,i n,mdk idOlhla úh fkd 
yels h' isiqka jeä m%udKhla mjid we;af;a Tjqkag mdif,ka úIh tall i|yd wu;r wNHdi 
,efnk nj;a tajd ish,a, u idlÉPd fkd l< o ;rula fyda idlÉPd lrk nj;a h' isiqkaf.a 
u;hg wkqj wNHdi idlÉPd fkdlsÍug m%Odk fya;=j ù we;af;a isiqkaf.a mdi,a fkdmeñŒu h’ 
m<d;a wOHdmk fomd¾;fïka;=j u.ska ,nd fok jdr úNd. m%Yak m;% ms<sn| isiqka orK u;h 
jkafka iEu úIh Odrdjl u mdfya ,nd fok m%Yak m;% hï ;rulska fyda i;=gqodhl uÜgul 
mj;sk nj hs' fuu jdr úNd.j,g isiqkaf.a iyNd.s;ajh ms<sn| i,ld neÆ úg ish¨ u úIh 
i|yd Tjqka iyNd.s jk njg ud;r iy .d,a, Èia;%slalj, jeä m%;sY;hla mjid we;' mdi,a 
meñŒu wju jqj o" jdr úNd. i|yd iyNd.Sùug isiqkaf.a jqjukdjla we;s nj fmkakqï 
flf¾' yïnkaf;dg Èia;%slalfha isiqkaf.a iyNd.s;ajh ;rula wvq uÜgul mj;sk w;r Bg 
mdi,a uÜgñka mj;sk .eg¨ n,md we;s nj wkdjrKh fõ' tfy;a" iuia;hla jYfhka .;a 
l," jdr úNd. meje;aùu ms<sn| isiqkaf.a leue;a;la we;' jdr úNd. m%Yakm;%j, ms<s;=re 
idlÉPd lsÍu .ek isiq u;h jkafka mdif,a oS th ;rula ÿrg fyda isÿ lrk nj h' isiqka 
mdi, iy fm!oa.,sl Wmldrl mka;s hk fohdldrfhka u wOHdmkh ,eîug leu;s nj olajd 
we;' tkï" mdi, ;=< ish¨ myiqlï mj;sk neúka mdi,a wOHdmkfhka iïmQ¾Kfhka u neyer 
ùug isiqkag wjYH ke;s jqj;a mj;sk ;r.ldÍ;ajh yuqfõ fm!oa.,sl Wmldrl mka;s i|yd 
fhduq ùula wjYH j we;s nj olajd we;' isiqka mjik mßÈ Tjqkaf.a foudmsh leue;a; foi 
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n,k úg 80]g jeä m%;sY;hla olajd we;af;a mdi, iy fm!oa.,sl Wmldrl mka;s hk 
fol u wOHdmkh ,eîug iqÿiq nj hs' Woh jrefõ fm!oa.,sl Wmldrl mka;s meje;aùu 
mdi,a meñŒu flfrys m%Odk jYfhka n,mdk nj;a" hy¿jka mdi,a fkdmeñŒu o isiqkaf.a 
mdi,a fkdmeñŒu flfrys n,mdk nj;a oelaúh yels h' mdi,a fkdmeñKSug n,mdk fjk;a 
fya;= f,i mdi,a ;=< mj;sk hï hï .eg¨ ^WodyrK f,i úkh .eg¨& .=rejrekaf.a yd 
úÿy,am;sjreka iïnkaO .eg¨& olajd we;' mdif,a úIh ks¾foaYh wdjrKh ùfï uOHkHh 
i,lk úg th Èia;%slal ;=fkys u fm!oa.,sl Wmldrl mka;shg jvd wvq jk w;r yïnkaf;dg 
Èia;%slalfha iS>% wvqùula fmkakqï lrhs' yïnkaf;dg Èia;%slalfha isiqkaf.a meñŒu nrm;< 
f,i wju ùu fuhg fya;=j úh yels h'

 
3'2 .=re m%;spdr

.d,a, yd ud;r Èia;%slalj, 12 fY%a‚fha isiqka mdi,a meñŒu ms<sn| .=rejrekaf.ka 80]la 
muK u iEySulg m;ajk w;r yïnkaf;dg Èia;%slalfha 12 fY%a‚fha isiqkaf.a o mdi,a meñŒu 
ms<sn| Tjqka iEySulg m;a fkd fõ' 13 fY%a‚fha isiqka mdi,a meñŒu ms<sn| Èia;%slal ;=fkys 
u .=rejreka iEySulg m;a fkdjk nj olajd we;’ fuhska fmkS hkafka 12 fY%a‚fha § fyd| 
uÜgul mj;sk isiqkaf.a mdi,a meñŒu 13 fY%a‚hg meñŒu;a iu. iS>%fhka wju ùula 
isÿjk nj hs' .=rejre ;ukag ,efnk fiajdia: .=re mqyqKq ms<sn| iEySulg m;a fj;s' ud;r 
yd yïnkaf;dg Èia;%slalj, fiajdia: .=re mqyqKq ms<sn| iEySulg m;a fkdjk .=rejreka 
msßila isáh o" .d,a, Èia;%slalfha tfia fkdue;' .=re WmfoaYljrekaf.ka yd fjk;a iïm;a 
odhlhkaf.ka ,efnk iydh idudkH uÜgul mj;sk nj olajd we;' .=re WmfoaYljreka 
mqyqKq jevigyka ixúOdkh l< o" fmr iQodkulska f;dr j úIh lreKq meyeÈ,s lsÍug hdu" 
.=re WmfoaYljrekaf.a úIh ks¾foaY ms<sn| oekqu hdj;ald,Sk fkdùu o .eg¨ f,i olajd 
we;'  úoHd úIh Odrdj i|yd m%udKj;a .=re WmfoaYl fiajdjla bgq jqj o" l,d úIh Odrdj 
i|yd .=re WmfoaYljrekaf.a iydh b;d wju uÜgul mj;sk nj o olajd we;' b.ekaùu 
i|yd ,eî we;s bf.kqï wdOdrl ms<sn| ud;r yd .d,a, Èia;%sla .=rejreka iEySulg m;a jqj 
o yïnkaf;dg Èia;%slfha .=rejreka Tjqkag imhd we;s bf.kqï wdOdrl ms<sn| ;Dma;su;a ù 
fkdue;' ta iïnkaO .eg¨ f,i iuyr úIhj, bf.kqï wdOdrl jk .=re w;afmd;a yd Y%jH 
oDYH wdOdrl ksis mßÈ fkd,efnk nj" l%shd úrys; WmlrK ilid .ekSug wjYH ld¾ñl 
oekqu fkd,efnk nj" WmlrK m%ñ;sfhka f;dr ùu yd tajd blaukska l%shd úrys; jk nj 
olajd we;' ;j o" we;eï .=rejrekag wjYH bf.kqï wdOdrl ñ, § .ekSug uqo,a fkd,eîu" 
isiqkag ksnkaOk yd m%Yakm;% ,nd §ug ;uka leu;s jqj;a" tajd uqøKhg uqo,a fkd,eîu" 
iuyr mdi,aj, úoHd.dr myiqlï fkdue;s ùu yd úoHd.dr iydhlhka fkdue;s ùu iy 
lKavdhï l%shdldrlï lsÍug m%udKj;a WmlrK fkdue;s nj ^ksoiqka - we;eï mdi,aj,  6-13 
fY%a‚ ish,a, i|yd u we;af;a tl f,dal is;shula yd tl f,dal f.da,hla muKls& hk .eg¨ 
olajd we;' .=rejreka mdi, ;=< wu;r mka;s fkdmeje;ajqj;a" mdi,aj, m%Yakm;% idlÉPd 
lsÍu fndfyda ÿrg isÿ lrk njla olajd we;' isiqkaf.a oekqu j¾Okh lsÍu i|yd f.k we;s 
l%shdud¾. jkafka idOk uÜgñka wvq isiqka i|yd jeä wjOdkhla fhduq lrñka Tjqkag fjk u 
wNHdi  ,nd foñka Tjqka by<g .ekSug lghq;= lsÍu" úNd.h ,sùfï § ld,h l,ukdlrKh 
lr .ekSug fmryqrej wjYH neúka miq.sh úNd. m%Yakm;% yd fjk;a mdi,aj, jdr úNd. 
m%Yakm;% o Ndú;h olajd we;' tfuka u" uqøs; ksnkaOk ,nd fok nj;a" iyk ld,ÉfÊoj, 
§ o úIh lreKq lshd §ug lghq;= lrk nj;a" lKavdhï l%shdlrlïj,g fhduq lr isiqkaf.a 
oekqu j¾Okhg lghq;= lrk nj;a olajd we;' mqia;ld, Ndú;hg isiqka fhduq lrkqfha iSñ; 
.=re msßila mu‚' .=rejreka lafIa;% pdßld ixúOdkh lsÍu idudkH m%udKhla muKla isÿ 
lrk nj olajd we;' bf.kqï b.ekaùï l%shdj,sfha § lKavdhï l%shdldrlï i|yd isiqka fhduq 
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lsÍu l,d;=rlska muKla isÿlrk nj olajd we;' m<d;a wOHdmk fomd¾;fïka;=j u.ska jdr 
úNd. i|yd fmdÿ m%Yakm;% ,nd §u ms<sn| .=rejrekaf.a fmdÿ u;h jkafka th b;d fyd|hs 
hkak hs' .=rejreka tu úNd. m%Yakm;%  isiqka iu. idlÉPd lrk nj fmkS hhs' m<d;a 
wOHdmk fomd¾;fïka;=j u.ska ,nd fok jdr úNd. m%Yakm;%j, m%ñ;sh ms<sn| .=rejreka 
hym;a wdl,amhla orK nj fmkS hhs' 12 fY%a‚fha § muKla mdi,a hdu m%udKj;a njg isiqka 
;=< f.dv ke.S we;s ÿ¾u;h iy mdi,g jvd fm!oa.,sl Wmldrl mx;sh flfrys úYajdih 
;eîu ydks lr nj olajd we;' foudmshka jeä jYfhka fm!oa.,sl Wmldrl mx;s flfrys 
orejkaf.a wjOdkh fhduq lsÍu iy foudmshka orejka ms<sn| fidh ne,Su wvq ùu" mdi,a 
;=< mj;sk oeä úkh Í;s moaO;shg isiqka ;=< mj;sk wlue;a;" mdi,a ld,h ;=< fm!oa.,sl 
Wmldrl mx;s meje;aùu hk lreKq mdi,a meñKSu ÿ¾j,ùug n,md we;' tfiau iuyr 
mdi,aj, 13jk fY%a‚h i|yd mx;s ldur fkdue;s ùu" mjq,a mßirh iy wd¾Ól .eg¨" mdi, 
;=< ;r.ldÍ nj wvq ùu" mdi, flfrys we;s úYajdih ì| jeàu hk lreKq o mdi,a meñŒu 
wju ùug n,md we;s nj .=rejre olajd we;' úIh tall kshñ; mßÈ iïmQ¾K lr .ekSug 
fkdyels jqfha mdif,a wu;r l%shdldrlï ksid iy isiqkaf.a fkdmeñŒu ksid nj olajd we;' 
13fY%aKsfha m<uq jdrh jk úg kshñ; m%dfhda.sl mÍlaIK" .d,a, Èia;%slalfha 60]lg jvd jeä 
.=re msßila o  ud;r yd yïnkaf;dg Èia;%slalj, .=rejreka 40]l msßila o iïmq¾K lr we;'
 

3'3 úÿy,am;s m%;spdr

iuia;hla jYfhka .;a úg nyq;rhla úÿy,am;sjreka olajd we;af;a iEu úIh Odrdjla i|yd 
u iqÿiqlï ,;a m%udKj;a .=rejreka msßila ;u mdi, ;=< isák nj hs' ud;r Èia;%slalfha jd‚c 
úIh Odrdj yereKq úg" wfkla úIhOdrdj, iy wfkl=;a Èia;%slalj, ish¨ u úIhOdrdj, 
fiajdia: .=re mqyqKqùï ,eî we;s nj úÿy,am;sjreka olajd we;' .d,a, Èia;%slalfha l,d iy 
;dlaIKfõoh úIh Odrd i|yd;a" yïnkaf;dg Èia;%slalfha jd‚c úIh Odrdj i|yd;a 12$13 
fY%a‚ i|yd mx;s ldurj, wvqjla mj;sk nj meyeÈ,s fõ' ol=Kq m<df;a mdi,aj, Wiia fm< 
b.ekaùï ms<sn| wNHka;r wëlaIK mej;sh o iuia;hla jYfhka .;a l, ol=Kq m<df;a 
mdi,aj, Wiia fm< b.ekaùï ms<sn| ndysr wëlaIK fkdmj;sk nj úÿy,am;sjreka olajd 
we;'
 
4'0  ks.uk iy ks¾foaY

iólaIK m¾fhaIK wkdjrK wkqj"

•	 mdi,a wOHdmkh flfrys isiqkaf.a fuka u foudmshkaf.a o úYajdih iS>% f,i ì| 
jefgñka mj;S'

•	 isiqkaf.a meñŒu wju ùu úIh ks¾foaYh wdjrKh lsÍug n,mdk neúka úIh ks¾foaY 
kshñ; mßÈ wdjrKh fkdjk mßirhl isiqkaf.a meñŒu ;j ÿrg;a wju ùu pl%Sh 
l%shdj,shla f,i mdi,a wOHdmkh flfrys b;d oeä f,i n,md we;'

•	 úIh ks¾foaYh ;=< fjka lr we;s ld,Éfþo .Kk mka;s ldurfha § isiqkag kshñ; 
mßÈ yeoeÍug wjia:dj ,efí oe hs hk .eg¨ j mj;S'

•	 l%udkql+, mqyqKqjla ,enQ mdi,a .=rejreka oekqu" l=i,;d yd wdl,am j¾Okh jk 
wdldrhg úoHd;aul b.ekaùï l%shdj,shl fhÿK;a isiqkag úIh yeoeÍug m%udKj;a 
fkdjQ iSñ; ld,Éfþo .Kkl § wod< jdrhg kshñ; úIh ks¾foaY fldgi iïmQ¾K 
lsÍug fkdyels ùfuka oeä wmyiq;dj,g ,la j ;sfí'

•	 úIh ks¾foaYh wdjrKh lsÍu muKla wruqKq lr .;a fm!oa.,sl Wmldrl mka;s 
fufyhjk fndfyda .=rejreka M,odhS b.ekaùï l%uj,ska neyer g f.dia ksjerÈ 
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fkd jQ flá l%u Tiafia b.ekaùfï l%shdj,sfha fhfoñka ckm%sh;ajhg m;a j ;sîu 
isiqkaf.a mdi,a wOHdmkh flfrys we;s úYajdih ì| jeàug iDcq j u n,md we;' 

m¾fhaIKfhka flfrk fhdackd jkqfha"

•	 mdi,a wOHdmkh flfrys isiqkaf.a yd foudmshkaf.a úYajdih f.dv ke.Sfï läkï 
l%shdud¾. .; hq;= j we;'

•	 w'fmd'i' ^W'fm'& mka;s ms<sn| wëlaIK l%ufõo ia:dms; lsÍug ks¾foaY flf¾' fuys 
§ isiqkaf.a mdi,a meñŒu" jdr úNd. ,l=Kq" úIh ks¾foaY wdjrKh ù we;s m%udK" 
b.ekaùï i|yd i;H jYfhka u Ndú; ù we;s ld,Éfþo .Kk wëlaIK l%ufõo u.ska 
udisl j fyda tla tla jdrh wjidkfha § iudf,dapkh l< hq;= h'

•	 isiqka wvq .Kkla isák w'fmd'i' ^W'fm'& mka;s mj;ajd f.k hdu fjkqjg wju isiqka 
.Kkla i`oyd jQ mka;s mj;ajd f.k hdu u.ska iïm;a wmf;a hEu je<elaùfuka yd 
iqÿiq l=i,;d mQ¾K .=rejreka fh§fuka tu isiqkag jvd;a m%shukdm bf.kqï mßirhla 
we;s lsÍug yels fõ'

•	 udisl j ,nd .kakd f;dr;=re wkqj ol=Kq m<d;a wOHdmk fomd¾;fïka;=j u.ska 
2006$45 pl%f,aLhg wod< meñKSfï wju m%;sY;h jk 80] .Kkh lsÍfuka th jvd;a 
idOdrK j l%shd;aul lsÍug yels jkq we;'

•	 jeä meñŒfï m%;sY; mj;sk isiqka fuka u ta i|yd keUqre lrk .=re uy;au uy;aóka 
ksrka;r we.hSug ,la l< hq;= w;r tfia fkdjk .=rejreka i|yd iqÿiq mqyqKq mdGud,d 
we;s lsÍu u.ska Wiia fm< b.ekaùï rgdfõ .=Kd;aul nj ixj¾Okh lr .; yels 
jkq we;'

wdY%s; .%ka: kdudj,sh

wOHdmk wud;HdxYh ^2006&' isiqkaf.a mdi,a meñKSu by< kexùu iy mdi,a ld,h ;=< oS 
.=reNj;=ka úiska uqo,a wh lrñka fm!oa.,sl mka;sj, b.ekaùu je<elaùu" pl%f,aL wxl 
2006$45" 2006-12-05" wOHdmk wud;HdxYh" biqremdh" n;a;ruq,a,'

cd;sl wOHdmk wdh;kh ^2016& YS% ,xldfõ mdi,aj, 13 jeks fYa%Ksfha isiqkaf.a mdi,a 
fkdmeñKSu' m¾fhaIK iy ixj¾Ok fomd¾;fïka;=j" m¾fhaIK iy ie,iqï msGh" cd;sl 
wOHdmk wdh;kh" uyr.u'
 

igyk' - fuu ióCIKh ol=Kq m<d;a wOHdmk fomd¾;fïka;=fõ uQ,H wkq.%yh hgf;a reyqK 
úYajúoHd,fha úoHd mSGfha .‚; wOHhk wxYfha uydpd¾h f,ia,s chfialr" 
fN!;sl úoHd wOHhk wxYfha wdpd¾h fÊ' ta' mS' fndaêl" ol=Kq m<d;a wOHdmk 
fomd¾;fïka;=fõ ksfhdacH wOHdmk wOHlaI ̂ ie,iqï& iqñ;a mrdl%ujxY iy iyldr 
wOHdmk wOHlaI ̂ úoHdj& fÊ' fla' mS' È,arelaIsld hk uy;au uy;aókaf.a wëlaIKh 
yd kshdukh hgf;a isÿ lrk ,os'
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Abstract

Quality assurance (QA) process mainly divided into two types; internal evaluation and exter-
nal evaluation. In the process of external evaluation, strengths and weaknesses of the schools 
are identified by different teams of officers from Zonal, Provincial and National levels. In order 
to implement external evaluation, circulars and all relevant guidelines are provided by the 
Ministry of Education and training programs are conducted at the provincial level and national 
level for officers. Even though, it has been introduced such initiative to assure quality in the 
school system, the external evaluation process has not reached up to the expected levels at 
quality and quantity basis. For this reason, it is important to explore what factors influence 
external evaluators’ (officers) intention to engage in the external evaluation as they have an 
important role to play in this regard. Therefore, this study attempts to understand which psy-
chological factors influence officers’ intention to engage in external evaluation while using 
Ajzen’s (1985) Theory of Planned Behaviour (TPB), a well-established theory in Psychology as 
the theoretical framework. The objective of the research was to examine the relationship be-
tween psychological factors of officers and their intention to engage in the external evaluation 
process in schools. 

The methodological approach of the study was quantitative and 56 officers were selected from 
5 provinces through a stratified random sampling to collect data through a questionnaire.  
According to the findings, officers’ attitudes did not influence their intention to engage in 
external evaluation. However, officers’ perceived behavioural control influence with their 
intention to engage in external evaluation. Therefore, the study suggested that officers need 
to be provided with necessary facilities, appreciations, resources, and required supports. 
Furthermore, training would equip the officers with necessary skills that would assist them in 
smooth conduct of QA in schools. 

Keywords: quality	assurance,	external	evaluation,	theory	of	planned	behaviour,	officers

1.0 Introduction
 
Quality assurance (QA) in the education sector is one of the major initiatives in the 
Sri Lankan education system. The quality assurance mechanism was introduced to 
the Sri Lankan school system in 2001. QA process is mainly divided into two types; 
internal evaluation and external evaluation (Ministry of Education, 2014). In the 
process of external evaluation, strengths and weaknesses of the schools are identified 
by different teams of officers from Zonal, Provincial and National levels. In order 
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to implement external evaluation, circulars and all relevant guidelines are provided by the 
Ministry of Education and training programs for officers are conducted at the provincial level 
and national level. Even though, it has been introduced such initiatives to assure quality in 
the school system, the external evaluation process has not yet reached the expected levels. 
Therefore, this study attempted to understand which psychological factors influences officers’ 
intention to engage in the process of external evaluation using Ajzen’s (1985) Theory of 
Planned Beheviour (TPB)  as the theoretical framework.

2.0 Review of Literature
2.1  Quality assurance in education

Quality assurance is a systematic process to see whether a product or service being developed 
is meeting specified requirements. Quality assurance is the set of activities that an organization 
undertakes to ensure a product or service will satisfy the given requirements for quality as 
cited by Eya and Chukwn (2012). 

The introduction of the quality assurance concepts in education in the past few decades has 
been recognized as important due to a number of factors. These factors consist of: decreasing 
of academic standards, bad discipline among students, problems in the management process, 
lack of accountability and responsibility and diversity of the educational environment. 

2.2  Theory of planned behaviour

The Theory of Planned Behaviour (TPB) is a useful framework to understand human 
behavioural intentions and behaviour (Rah, Hasler, & Painter, 2004; Oh, 2003). The main focus 
of the TPB is the persons’ intention to engage in a given behaviour.  As mentioned by Ajzen, 
(1991), the TPB explains three main factors that determine the ‘intention’, which reflects how 
motivated the individual is to perform the behaviour. They are attitude towards behaviour, 
subjective norm, and perceived behavioural control (the perceptions of the presence or 
absence of necessary resources or opportunities to perform the behaviour). In this study, only 
attitude and perceived behavioural control are considered as psychological factors.

A few studies have done to identify officers’ perceptions towards QA in schools. Likewise, TPB 
has limited application to the education field. TPB has not been applied to understand the 
factors influencing officers’ intention to engage in the process of QA in schools. 

3.0 Objectives 

• To explore which  psychological factors of officers may influence the intention to 
engage in external evaluation in schools of Sri Lanka

• To investigate which policy implication can be drawn to highlight ways to encourage 
officers to implement properly QA process in schools
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4.0 Methodology

The methodological approach to this study was quantitative. In this study, 56 officers were 
selected from 5 provinces using stratified random sampling. The data were collected through 
a questionnaire. Six items were included in the questionnaire to test the psychological factors 
(attitudes and perceived behavioural control) of the officers. Data were analyzed using Pearson 
correlation coefficient via the Statistical Package for Social Sciences (SPSS) software.

5.0 Results and Discussion

The purpose of this study was to determine what psychological factors influence officers’ 
intention to engage in QA in schools. Two psychological factors were considered in this study. 
They were attitudes and perceived behavioural control. Each psychological factor tested 
using three items in the questionnaire. Three items were tested against three variables (age, 
gender and period of service). The results explain the relationship between three variables 
(age, gender and period of service) with two psychological factors of officers regarding their 
engagement in external evaluation in schools.  

According to Table 1, there is a correlation between attitudes and all three variables. However, 
the correlations are not strong since the values are not approximately +1 or -1. Among the 
positive correlations, there is a high correlation between ‘implementation issues’ and ‘period of 
service (.525). In addition, the table shows there is a negative correlation between ‘satisfaction 
of the existing school evaluation process’ and ‘period of service’ (-.109).

Table 1.  Summary of the correlation

Physiological 
factor Questionnaire item

Variables

Age Gender Period of 
service

Attitudes Satisfaction of  the existing  school 
evaluation process

.030 .135 -.109

Usefulness of  school evaluation 
process

.201 .106 .196

Even though an external evaluation 
process is productive concept, there 
are issues in practically implementing.

.009 .164 .525

Perceived 
behavioural 
control

External evaluation process in school is 
an additional work for officers in zone/ 
province/ Ministry

.552 -.054 .793

It is difficult to be engaged in this 
activity since other activities too are to 
be engaged in.

.501 .206 .853

Satisfied about the training obtained 
related to external evaluation process .676 .034 .562

* Correlation is significant at the 0.05 level
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In addition, three items were tested in the questionnaire against three variables (age, gender 
and period of service) to test perceived behavioural control of the officers’ intention to engage 
in the process of external evaluation in schools. According to Table 1, there is a positive and 
negative correlation between perceived behavioural control and three variables (age, gender 
and period of service). Among them, there is a negative correlation between the item of ‘external 
evaluation process in school is an additional work’ and the variable ‘gender’ (-.054). However, 
it is a weak correlation. The results show the highest positive correlation between ‘age’ and 
three items in the questionnaire. Further, it presented the highest correlation among ‘period 
of service and all items. Among the highest correlation, there is a strong correlation between 
‘period of service’ and the item of ‘difficult to be engaged in this activity since other activities 
too are to be engaged in’ (.853). However, according to Table 1, there is a weak correlation 
between ‘gender’ and all items in the questionnaire.

6.0  Conclusions

The aim of this study was to examine and understand how psychological factors influence offi-
cers’ intention to engage in the external evaluation of QA. In doing so, the study utilized Ajzen’s 
(1985) TPB, which is a well-established theory in Psychology literature. This study used a 
quantitative approach to provide a general perspective of what are the effects of psychological 
factors on officers’ intention to engage in external evaluation. According to the findings, offi-
cers’ attitudes did not influence their intention to engage in external evaluation. Majid, (2011); 
Hassana & Talib, (2013) proved this in their study too. However, officers’ perceived behavioural 
control influence with their intention to engage in external evaluation. Therefore, this study 
suggested that officers need to be provided with necessary facilities, resources, and required 
support to engage in external evaluation properly. Furthermore, training would equip the offi-
cers with the necessary skills that would assist them to conduct external evaluation smoothly 
in schools. Establishing a strong network of professional personnel within and between the 
educational institutes could be another strategy to assist officers (Majid, 2011; Grima, 2003). 
The Ministry of Education can establish a network of professional trainers in zonal level and 
provincial level to help officers

However, this study is only a preliminary investigation to help identify officers’ intention to en-
gage in external evaluation. Therefore, further research can be done to examine other factors 
that may inhibit or facilitate the implementation of external evaluation. Semi-structured inter-
views with officers may yield additional insights into the factors influencing officers’ intention 
to engage in external evaluation and assist in the implementation of a successful QA process to 
develop the quality of the school system of Sri Lanka. 
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Abstract

Global discourses related to the teaching of English as a Second Language (ESL) highlight the 
imperativeness of having a good command of English in order to obtain lucrative employment 
in a highly competitive labour market both locally and globally. Good command of English 
can be obtained by a culmination of comprehensive ESL curriculum, appropriate teaching 
methodologies and students’ enthusiasm towards learning. This study attempted to assess 
the quality of the ESL curriculum in a private university in Sri Lanka. It was also prompted 
by the scarcity of in-depth studies on the ESL curriculum in the private universities in Sri 
Lanka. A single-embedded exploratory case study design was utilized. The respondents were 
undergraduates who have studied the ESL modules as a compulsory subject in the first year. 
The researchers collected data through in-depth interviews and classroom observations. The 
contents of the three course books used to deliver the modules were also analyzed. Major 
findings include standardization and the ESL curriculum inappropriacy of contents leading to 
lack of motivation among students to learn English and the negligence of the students’ needs 
when preparing the curriculum. Therefore, a needs analysis of the students when preparing 
an ESL curriculum for university students, in general, is highly suggested. The culmination of 
appropriate contexts together with relevant teaching methodologies that motivate the learner 
is of paramount importance.
 
Keywords: English language teaching, curriculum, private universities

1.0 Introduction

In a world where English proficiency determines one’s upward social mobility, it has become 
mandatory for both state and private universities to have a comprehensive English curriculum 
particularly for English as a Second Language (ESL) context in the Asian region. This need 
is more pronounced in English as a Second Language (ESL) contexts as in Sri Lanka where 
learning the second language (L2) has been a hurdle for many strata of society.  Studies have 
been conducted focusing on different aspects of the ESL curricular in the state universities 
while the ESL curricular in the private universities have not been attributed much significance. 
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Therefore, the present study intends to bridge the gap in terms of assessing the quality of the 
ESL curriculum particularly in private universities in Sri Lanka.

The private university in this instance offers three compulsory English modules with the primary 
objective of improving the General English competence of the first-year undergraduates. All 
the three modules are skills based (reading/ writing/ speaking/ listening) and a considerable 
percentage is dedicated to vocabulary development and oral proficiency enhancement. In the 
first module, the students are introduced to the functional use of English and serves as an 
orientation to undergraduate studies and reading for a degree in the medium of English.  In 
the second module a combination of General English and Business English is delivered. In the 
third module the focus on General English continues while concentrating on themes that are of 
interest to the students such as movies, technology, poetry, environmental concerns etc.

1.1 Research problem

All the leading private universities offer a compulsory English module at least in the first year as 
a part of their coursework. Therefore, the emphasis as well as the prominence given to English 
is evident as in government universities. However, the content of these modules is entirely 
the brainchild of the respective English Departments or ELTUs of these private universities 
and the curricula vary extensively. Irrespective of all the modules offered, a general complaint 
voiced by academia is the detrimental lack of English proficiency among the undergraduates. 
This is corroborated by the criticisms on the graduate output being unable to use English. In 
addition, the lack of motivation reflected via the trends of absenteeism in ESL classes has been 
observed in both government and private universities. Even though this recurrent pattern of 
absenteeism and the poor performance in the English module at the state universities had 
been researched (references), one does not come across much research concerning the ESL 
curricula at the private universities in Sri Lanka. Therefore, there is a conspicuous research 
gap in the case of English proficiency in private universities, and the ESL curricula of these 
institutes, their productivity and efficacy.

1.2  Significance of the study

This study is significant in several aspects. Firstly, it fills the visible research gap in the domain 
of ESL Curriculum studies in the private universities of Sri Lanka. Therefore, the researchers 
identified the need for a qualitative study to bridge this gap.  In brief, the scarcity of in-depth 
studies on the ESL curriculum in the private universities in Sri Lanka prompted the researchers 
to embark on this case study as its central focus is the undergraduates’ experience of the ESL 
curriculum.

The study explores the issue of low proficiency in English among the undergraduates of a private 
university and provides insights with regard to student perceptions, their feedback. Secondly, 
as the research examines the ESL curriculum offered as modules for these undergraduates, 
it shed light on the curriculum features, its positive attributes.  More importantly, the study 
also discovers the negative attributes and analyzes the correlation between the trajectories 
namely, the ESL curriculum and student motivation. 
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Therefore, the researchers concluded this context as being very conducive to in-depth 
explorative research since there is apparently a fundamental imperfection either in 
the university ESL curriculum in Sri Lanka or the learner attitude which has led to this 
critical situation. Consequently, it is felt that this has resulted in a hazardous effect on the 
undergraduates’ employability and career prospects. The need for more comprehensive 
and intensive research is more pronounced in today’s context especially the curriculum 
framework where the undergraduates are expected to be empowered both technologically and 
linguistically to compete in the global job market. Therefore, it is believed that the findings of 
this research study can be productively utilized both at the policy level and pedagogical levels.

1.3 Purpose of the study

The purpose of this study is to investigate the ESL curriculum designed by the ELTU of a private 
university. It is a degree awarding institute approved by the University Grants Commission 
(UGC) under the Universities Act. The intention is to uncover the concepts and theories 
underpinning curriculum design and teaching methods in relation to student motivation 
and performance. It has been highlighted that some immediate measures have to be taken 
to investigate this critical matter, which has a direct impact on the undergraduates’ holistic 
performance. Furthermore, it has been identified that the undergraduates have adopted a 
non-complementary attitude towards English Language modules and an attitudinal change 
has also been prompted.

Therefore, this study examined the ESL curriculum in relation to student needs and wants in 
addition to the teaching styles and teaching methodology used by the respective lecturers.

The objectives of the study were as follows; 

• To examine the content of the ESL curriculum of a selected university
• To analyze the curriculum as a potential motivational factor and evaluate the delivery style
• To find out the student expectations of the ESL module
• To explore student expectations of the university ESL module
• To make recommendations to identify the elements required in the ESL curriculum

2.0  Literature Review

The primary theories relevant to Second Language Acquisition, (SLA), curriculum designing 
and development, ESL curriculum development, motivation in ESL context and curriculum 
evaluation were analyzed. In this study, SLA theories advocated by Stephen Krashen are 
extensively applied in the context of ESL university classrooms. Krashen’s (1985) five 
hypotheses theory of second language acquisition was engaged. For example, Krashen 
emphasizes the importance of Input Hypothesis where the importance of using the target 
language is stressed in the ESL classroom. This is where the curriculum must play a major role 
by having in the curriculum: the essential learning components, which enable the students 
learn the target language and use it in a productive manner. In addition to this, his Affective 
Filter hypothesis highlights the significance of creating a learner friendly acquisition and 
conducive environment where the learner feels motivated to learn the second language.
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Jim Cummins’ (1979) bipartite approach to language skills required for communication: Basic 
Interpersonal Communication Skills (BICS) and Cognitive Academic Language Proficiency 
Skills (CALPS) are incorporated. BICS are the language skills a person requires to engage in 
day-to-day conversation. CALPS are higher order language skills that involve cognitive skills 
such as argumentation, analyzing and synthesizing. According to Cummins, it takes about 
two to three years to develop BICS while for CALPS it is about three years. The researcher 
could observe a dearth in CALPS in some undergraduates of this particular university while 
the majority lacks BICS as well. The theory advocated by Jim Cummins (1979) on language 
learning and acquisition is more pragmatic and the experiential concept is more prominent. 
Hence the curriculum had to be analyzed intensively in order to identify the imperfection, 
which may lead to the noticeable incompetency of the undergraduates.

Another prominent research on Second Language Learning with specific reference to 
motivation Dornyei and Csize´r’s (1998) is also studied. They prioritized 51 motivational 
strategies according to effectiveness, relevance and frequency of usage and produced the ‘Ten 
commandments for motivating learners’, a list of the 10 most important motivational macro 
strategies that reflect practising teachers’ philosophies and insights in authentic classroom 
settings. Furthermore, they were also able to observe the limited use of some of those 
strategies while several strategies that were more manageable and teacher-friendly seemed 
to be more widely used. Therefore, they concluded that these strategies require to undergo 
revision in accordance with different cultural and increasingly ethno-linguistic contexts that 
are encountered in the ESL scenarios and they are of the opinion that some motivational 
strategies are essentially culture bound.

Stenhouse’s (1975) framework of curriculum, i.e. planning (how to select the appropriate 
content), Teaching strategy (pedagogical decision making) and identification of learner 
strengths and weaknesses and accommodating individuals, has also been utilized.

Many models of curriculum design have also been analyzed; from Ralph Tyler’s linear model 
(1949) to Nunan (2004) and Nation & Mcalister (2010). According to the curriculum designing 
theories and concepts, any curriculum must define five basic components namely; Focus, 
Approach, Content, Process, and Structure essentially driven by needs analysis.

As the researcher juxtaposed the outlook of this ESL curriculum with the prominent curriculum 
models proposed by  prominent curriculum scholars like Tyler (1949), Taba (1962), Wheeler 
(1967) and even a more later model proposed by Nation & Macalister (2010), the fundamental 
constituent of a curriculum had not been addressed which is needs analysis.

According to Nation & Macalister (2010) the modern focus of the curriculum designers is to 
design a course with productive and achievable goals while making the learners happy and 
be operative in an efficient way. Furthermore, throughout the years, more importance has 
been attributed to environmental and needs analysis compared to Tyler’s model which is de-
contextualized as the environment or the learner had not been considered.
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3.0    Methodology

A qualitative approach was chosen for this study because of the need to explore in-depth how 
the undergraduates of this university negotiated or experienced the English modules. A single-
embedded exploratory case study design was utilized. The respondents were undergraduates 
who have studied the ESL modules as compulsory subject in the first year. For this study, data 
were collected through in-depth interviews and classroom observations.  As the secondary 
data set, the three course books used to deliver the modules were analyzed.

For this study, seven respondents were explored and investigated. These respondents shared 
similarities as well as differences in terms of their backgrounds, English proficiency levels and 
degree of motivation and worldview which allowed each of them to serve a specific purpose 
within the overall scope of inquiry.

3.1 Data analysis and findings

3.1.1  Content analysis of textbooks

Examining the three course books to analyze the content proved that none of the 
course books used in the ESL curriculum delivery contained the characteristics of an 
effective course book as they failed to display even an averagely satisfactory standard. 
All the course books in general lacked orientation and purposeful organization/se-
quencing of the content. According to the curriculum designing theories and concepts, 
any curriculum must define five basic components namely; Focus, Approach, Content, 
Process, and Structure essentially driven by needs analysis of the students (Richards, 
2017). One of the most distressing findings of the content analysis is the absence of 
objectives or learning outcomes for each text analyzed. This prompts one to believe 
that the preparation of the material was done without direction. Modern language 
learning theories advocate language teachers to teach the grammar in real life con-
texts. However, this too is missing in the texts. A lack of sequential and continuous 
focus on the four macro skills: reading, writing, listening and speaking was also quite 
evident in the texts. Inadequacy of teaching specially with reference to providing stu-
dents with the academic skills needed such as academic reading and writing in addi-
tion to academic listening was also seen in the texts. Finally, the texts did not provide 
a learning mechanism to develop the set of key academic vocabulary of the students.

3.1.2 Interviews

The data gathered through the responses of the interviewees were read literally and 
interpretively to uncover the live experiences of the undergraduates of the private university 
in question. The literal reading of data disclosed immediate reactions of these undergraduates 
towards the ESL curriculum taught in the said private university.

After codification of data of each respondent and cross-case analysis, it was possible to identify 
five major themes which recurred in each of the interviews. The respondents were of the 
opinion that the structuring of the textbooks was haphazard and as such the designers had 
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not considered learner needs. They also felt that the ESL curriculum was not standardized and 
too traditional. The contents of the ESL curriculum have failed to attract the attention of the 
learners. There are remarkable inadequacies in the curriculum. Finally, they felt that there is 
an imminent urgency to restructure the ESL curriculum.

3.1.3  Observations   

Three observations were conducted to determine students’ participation in the process of 
learning the English language. Three classrooms each having approximately 40 students 
were selected for observation. One of the conspicuous behaviours of the students in all three 
observations is the students’ reluctance to take part in the vocabulary activities or role-
plays on the part of the majority of the learners. This could be related to the alien contextual 
experiences provided in the texts.

Another noticeable factor was the teacher’s failed attempt to create an entertaining atmosphere 
to motivate the learners. These observations corroborated the findings of the in-depth 
interviews where it was made clear that the contents of the curriculum as well the teacher 
approaches were far from instigating a jovial atmosphere for English language learning.

Furthermore, teachers’ attempt to create a varying level of engagement in accordance with 
the relevance of the content covered was absent in the observed lessons. The observations 
revealed the teachers’ lack of focus on student engagement during teaching hours.

4.0 Discussion
 
During the interviews, the participants commented about certain sections of the book (e.g. 
Tenses) highlighting the need for them to be moved to the earlier stages of the syllabus, while 
certain aspects such as academic writing need to be sequenced much later. This explains the 
disorganized nature of the curriculum as revealed in the in-depth interviews.

The current focus of the curriculum designers is to design a course with productive and 
achievable goals while making the learners happy and be operative in an efficient way. 
However, according to the revelations of the respondents, this is lacking in the English language 
curriculum used in this private university. The participants repeatedly urged to have a “tailor-
made course” which implied the inadequacy of the ESL curriculum in addressing the learner 
needs which are not homogenous.

Another central finding revealed in the interviews is the lack of motivation of the students to 
learn English. This is due to the negligence of learner needs which should be a central part 
of any curriculum dealing with language teaching. This has consequently demotivated the 
learner. As such, the students find it difficult to connect themselves with the contents of the 
curriculum.
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5.0 Conclusion

The findings of the study mainly imply that the ESL curriculum of the private 
university explored in this study has several limitations which must be addressed 
in a very holistic manner. The findings compel the researchers to suggest a great 
necessity to restructure or reboot the ESL curriculum taught in this private university. 

Furthermore, the researchers were able to uncover the fact that, these undergraduates have 
a significantly wide spectrum of needs ranging from academic, professional, social to even 
highly personal nature which has not been satisfactorily fulfilled by taking the university ESL 
modules. Therefore, it is imperative that a needs analysis is carried out.  Subsequent to the 
needs analysis, the rewriting the ESL curriculum is recommended.

More importantly, the findings of this research study, it is believed, may contribute to the ELT 
discourse in Sri Lanka in designing a comprehensive, tailor-made university ESL curriculum 
in the future and provide leads and insights to the policy-makers and curriculum developers 
and more significantly to the university ESL practitioners island-wide who are struggling with 
heterogeneous student communities possessing multiple proficiency levels.  
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Abstract
The study explored the perception of school administrators regarding the academization of 
schools which were initiated in 2000 in the UK. Since then this initiative allowed the government 
to force schools deemed to be failing to be partnered with sponsors and freeing the schools 
from their Local Education Authorities (LEAs).  Some high performing schools were turned 
to converter academies but without the need of sponsors which later recruited other schools 
that were deemed to be failing to form multi-academy trusts (MATs). And the main objective 
of sponsored academies and MATs was to increase the performance of the lower-performance 
schools influenced by neo-liberal practices so that they are operated as business-like.

The research utilised case study methodology -interpretivist approach- and interviews to 
collect data to investigate the perceived impacts of school administrators: Head teachers 
and Assistant Headteachers with regard to converting schools into academies.  The sample 
included two senior management members from a sponsored academy in a MAT. The findings 
revealed that the changes and impacts of being converted to an academy were largely 
attributed to leadership rather than to MAT. Thus, questioning the overall effectiveness of the 
academy programme by the school administrators. Furthermore, implementing changes that 
are neo-liberal in nature did compromise achieving ethical values and such interventions were 
questioned for their effectiveness by the school leaders. 

Keywords: Academy act, performance, autonomy

1.0    Introduction
1.1    Background of the UK education system

General education in the UK is a state matter which stipulates compulsory education up to 18 
years of age and is provided by state-funded school across the country. There are variations 
of state-funded schools broadly categorized into Government-maintained (GM) schools and 
Academies depending on the funding is received either directly by the government or Local 
Education Authority (LEA). LEAs are on par with Zonal Education offices in Sri Lanka. The 
education policies and the national curriculum are implemented by the Department for 
Education (DfE). The national curriculum is divided into four key stages. At the fourth key 
stage, the students are required to sit for the General Certificate of Secondary Education 
(GCSE) which is comparable to GCE (OL) in Sri Lanka.  A student can either select vocational 
education leading to Regulated Qualifications Framework (RQF) Level 3 or engage in academic 
education leading to AL qualifications which are also known as “Sixth Form”. The inspection 
of the schools is conducted by the Office for Standards in Education, Children’s Services and 
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Skills (Ofsted) which inspects school in four broad areas: Quality of education, Behaviour and 
attitudes, Personal development of pupils, Leadership. However, it should be noted that the 
inspection criteria are driven heavily towards the academic performance of students. The 
outcomes of the inspection report decide the frequency of each school inspected by Ofsted and 
schools receiving requires improvement is subjected to full re-inspection within 30 months 
while good schools require short re-inspection once every four years. Many of these schools 
which obtained ‘require improvement’ and ‘inadequate’ schools often were converted to 
academies to increase performances. 

1.2  What are academies?

Since the 1970s, the public sector in the UK has been scrutinized for not meeting the public 
expectations with ever-increasing budgets and inefficiencies, economic recession, high 
inflation and unemployment rates. The prevalent high involvement of government in the 
economy was blamed as it was creating an inefficient environment that is harmful to both 
individual and national levels through its features such as the inflexibility of the labour market, 
increased influence of trade union and taxation, excessive state benefits. The solution was to 
replace it with neo-liberalism which the Thatcherism government did, bringing reforms to 
redefine the public sector in terms of neo-liberal values. 
 
Neo-liberal values were introduced to the education through policy reforms as much of the 
criticism was focused on education which was blamed for the high unemployment rate in the 
1970s. Thus, leading to a questioning of the educators’ professional accountability. As a result, 
the upward accountability replaced the then prevalent downward accountability restructuring 
the education system starting with the state-imposed curriculum. Since then, accountability 
has become an inherent characteristic of the education system in the UK (West, 2014) thus 
leading to restructuring the structure and the relationships in the education sector.

Restructuring the public sector involved embracing management practices instead of rigid 
bureaucratic practices.  This resulted in the remodelling of public organizations dramatically 
making them more business-like (Fielding, 2001). According to Osborne and Gaebler (1992), 
there are ten threads which a public organization can adopt to restructure itself by engaging in 
market mechanisms such as choice, competition and decentralisation. However, restructuring 
the structure led to the second component of accountability which is restructured relationships 
in education. This resulted in the establishment of public-private partnerships (PPP). The first 
initiative was to contract certain educational services to the private sector allowing Local 
Education Authorities (LEAs) to act as a mediator empowering the customer compared to the 
service provider. This created a quasi-market in education where competition, parents’ choice, 
equity and individualism take precedence over equality, collectivism and social democracy.

Currently, the UK education system is experiencing both the restructuring of schools and 
relationships by converting GM schools to Academies. Education, once a public good has now 
become privatized.
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1.3 History of academies

Academies are state-funded, independent and non-fee-paying schools which operate outside 
the authority of the LEA (Department for Children, Schools and Families [DCSF], 2009) and 
under the purview of a third party who are recognized as sponsors. According to   Gunter, 
Woods and Woods (2008) academies are hybrid organizations— combining both private 
characteristics and public characteristics amalgamating market economics with social 
democracy. They are a product of policy condensate where innovation, public choice, 
diversity, better performance, new cultural values with new policy actors, redefined roles 
and accountabilities and transformational leadership have experimented (Ball, 2009). Thus, 
resulting in various types of academies. However, every academy has the following governing 
structure compared to the governing structure of a GM school. 

Figure1. The governing structures of GM school and an academy

The GM schools are under the purview of Local Governing Body (LGB) and the LEA as shown 
in Figure 1. The LGB is comparable School Development Committee in Sri Lanka where the 
principal may or may not be the chairperson. LGB consists of parents, staff, headteacher, 
co-opted members, community members and a representative from LEA who are responsible 
for conducting functions delegated by the trustee board of each academy.

Compared to GM school the Academy has the Academy trustee board and members of the trust 
instead of LEA  as shown in Figure 1. Members of the academy trust and have the final say on 
decisions. Trustees or directors will include parents, staff, sponsor or the member of the trust, 
co-opted and member-appointed. They must ensure that the academies under their purview 
set the direction, hold the headteacher accountable and warrant financial probity and comply 
with the company law. 
  
The next section will give a brief description of five types of academies that are visible in the 
current UK education system.

1.3.1 City academies

Academies were first introduced by the then Labour government in 2000 in the Learning and 
Skills Act and were launched in 2002 (Gorard, 2014) as ‘City Academies’. These secondary 
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schools were in deprived inner-cities and remodelled in terms of management, financing and 
curriculum to fulfil their main objective - to increase the performance and thus facilitating 
social mobility of underprivileged students by partnering with a sponsor (Gorard, 2014; 
Walford, 2014). Sponsors include companies, entrepreneurs, non-profit organizations and 
faith-based organization (Curtis, 2009)contributing to the financial premium and expertise to 
improve schools’ operations (West, 2014). 

1.3.2 Academies

Academies were launched in 2002 with the enactment of the Education Act which allowed 
academies to establish across the country facilitating parental choice for better education for 
their children. Furthermore, sponsors were exempted from the financial obligation in 2004 
facilitating other sectors such as colleges and high-performing academies to enter academy 
creation from 2007 onwards and new academies to be opened (Walford, 2014). Additionally, 
primary schools joined the conversion.

1.3.3 Converter academies

Converter academies were established with the Academies Act 2010 and were different from 
the previous two academy types. They were outstanding or good schools and did not require a 
sponsor (Walford, 2014). With the conversion, the schools gain more autonomy and financial 
benefits as the funds were directly allocated from the state rather than the LEA. 

1.3.4 Free schools

Free schools were established under the Academies Act 2010. Unlike previous academies, 
these were newly initiated schools by groups to increase community engagement addressing 
their own educational needs (West, 2014).  These local groups included parents, community, 
teachers, charities, universities and existing private schools.  Many free schools were initiated 
due to increased birth rates and economic recession in the UK (Walford, 2014) which led many 
private schools becoming free schools. 

1.3.5 Multi-academy trusts (MATs) 

Schools under a MAT are sponsored academies. The main objective of MAT is to increase 
performance through sharing limited resources during a period where government budget 
cuts are prominent.

On average, there are 2-5 academies in a single MAT (Wilkins, 2015). However, some MATs 
contain 20- 50 academies. In 2016, there were 1,121 MATs consisting of 4,140 schools 65% of 
all academies and free schools were in a MAT and in which 75% consisted of primary academies 
while 51% consisted of secondary academies. They are governed by single Governing Body 
(GB) set out by the Academy trust or may retain their school GB but many of the decisions are 
taken by trustees and CEO of the trust (Wilkins, 2015).



60

The governing structure of a MAT can be depicted as follows as shown in Figure 2.

Figure 2. Hierarchy of the academy governing structure

2.0 Literature Review

2.1  Controversies in academies
Academies have sparked opposition from many stakeholders (Hatcher, 2009). The contested 
areas of academies comprised of privatising schools, changing the characteristics of the schools, 
questioning the expertise of private sponsors on education and biased selection of students. 
Glatter (2011) also introduces tensions that can arise from following areas: coherence of 
education system vs its fragmentation, the autonomy of academies vs collectivism, diversity vs 
equity, competition vs cooperation and central vs devolved decision making. In the preceding 
paragraphs, I will briefly examine these controversies and tensions of academies.

2.1.1 Increased performance

 
Academies are established to increase the performance of disadvantaged students. And 
the sponsors believed that ‘human well-being can best be advanced by the maximisation of 
entrepreneurial freedoms within an institutional framework characterised by private property 
rights, individual liberty, free markets, and free trade’ (Harvey, 2007, p.22). Therefore, applying 
neo-liberal practices in academies will bring about the change of increasing performance.

Both Ofsted and National Audit Office reports have claimed that academies increase the 
performance of students.  However, these claims have been contested by both official and 
independent bodies. Longitudinal studies regarding the performance and Ofsted reports of 
academies have shown mixed results and some even requiring improvement and dysfunctional 
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(Walford, 2014). Thus, failing to reduce the gap between rich and poor student attainment. The 
House of Commons Committee in 2005 cautioned that the government should investigate the 
impacts of academies before it embarks on its application of academies countrywide. According 
to Curtis (2009), many academies failed to achieve the National Challenge benchmark set up by 
the government. Based on the 2003 PricewaterhouseCoopers [PwC] report, the first three city 
academies failed in increasing their performance and they have underperformed compared to 
their predecessor status.  

However, the increased performance of certain academies can be attributed to the following 
reasons: the improvements experienced across schools irrespective of academies, the 
reduction in FSM student intake, increased intake of non-FSM students and introduction of 
much easier GNVQ subjects. Therefore, there was no ‘academy effect’. According to Titcombe 
(2008), academies are opting for GNVQ fourteen times higher than their predecessors thus 
boosting the performance of academies. Furthermore, there is no theoretical or empirical 
evidence that GNVQ Intermediate is equivalent to four A*-C. However, this led to a watered-
down curriculum in many subjects questioning whether the employers will offer the same 
weight as the subjects offered in GCSE general curriculum in job prospects. 

School performances are indicated by how students performed at the national assessments 
based on raw scores or Context Value-Added (CVA) scores. According to Boyle (2001), they may 
seem objective and value-free, but they also have a reductionist effect on what performance 
is as it disregards the context of an individual student such as gender, age, ethnicity, first 
language, economic status and Special Education Needs (Gorard, 2014). Furthermore, as CVA 
employs zero-sum design, half of the schools will inevitably obtain negative scores even the 
schools improved.  Therefore, the performance indicated by these scores should be considered 
carefully. 

Furthermore, the academies programme has put more burden on the government budget as 
it is expensive to set up an academy compared to a school. It can be argued that it is a waste of 
money as academies do not fulfil their objectives and would have been more productive if the 
capital was diverted to financing GM schools. According to Glatter (2011), as academies are 
a political agenda of the state their success must be ensured by directing more resources to 
academies thus disadvantaging the GM schools in the process.  

Other factors have been shown contributing to increasing school performance in other 
countries. According to McKinsey report in 2007, the high performance of PISA in Singapore 
is attributed to central control of the government to ensure that equality is practised across 
the country rather than diverse education like in the UK. One way to ensure social democracy 
is to make schools similar in nature in terms of curriculum, pedagogy and resources. On the 
contrary, the Academies Act facilitates diversity by creating different schools and increasing 
the competition for students. According to the OECD report in 2010, the countries which drive 
competition and diversity do not increase the performance. The report also states that the 
schools that utilize the autonomy in curriculum and assessment and limit the competition 
have a higher probability of achieving above OECD average in performance and show below-
average in socio-economic inequalities. Although the academies increase the performance of 
middle-class students it does not increase the overall performance of the country. 
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2.1.2     Autonomy to increase performance
 

The main reason for much of the controversies mentioned above arose due to the shift of power 
from democratically elected LEAs to sponsors. With the freedom granted, it was assumed that 
the sponsors would increase the performance of schools which the LEAs failed to accomplish 
although that this claim was not empirically proven and refuted by employers as they still have 
confidence on state-maintained schools to produce the labour-force needed. The academies 
are a political move towards restricting the influence of LEAs as the state not trusting them 
to deliver the policy as some LEAs in the past resisted certain policy initiatives.  Therefore, 
establishing academies allowed the government to take direct control and remodelled schools 
in a neo-liberal framework replacing then celebrated hierarchical command, bureaucratic 
structures, ideologies and values with a heterarchy.

Independence from the LEA allowed academies to explore their autonomy regarding 
pedagogy, organizational structures, partnerships with the private sector, pay structure, hiring 
and firing of teachers, income generation, short-term contracts, alteration in catchment areas 
and budgeting. Some innovations involved changing the physical structure of the academies 
and introducing new curricula such as General National Vocational Qualifications (GNVQs) 
and other vocational subjects, Assessments for Life (AfL), thematic teaching and ethical 
individualism. All these changes facilitated positive learning experiences for students. 

However, rather than granting autonomy the Academies Act has facilitated upward 
accountability compromising downward accountability in their operations through applying 
extrinsic forces such as financial agreements, league tables, inspection reports and the Young 
People’s Learning Agency (YPLA) for oversight.  The other way is achieving accountability 
is to create subjectivities and self-management on academies through the process of 
governmentalization. This type of accountability does not facilitate innovation as evident 
by a school which reverted to its traditional pedagogy from thematic pedagogy immediately 
after its General Certificate of Secondary Education (GCSE) results declined. Many academies 
are resorting to off-the-shelf business models and conservative concepts to be established 
in academies. It is expected that educational outcomes suffer at the onset of innovation and 
takes time to show its impacts on student achievement. Therefore, accountability restricts 
both innovation and autonomy granted by the act and thus forcing academies to adopt a 
technocratic approach rather than an innovative, democratic approach. 

There is evidence of both autonomy and accountability increase school performance, but this 
evidence should not be used as a basis for policy reform. Furthermore, autonomy requires two 
conditions to be fulfilled; one is that leaders solely focusing on the educational matters and 
the second is having adequate support, distributed leadership and training and development 
(Glatter, 2011). However, looking at the academies in the UK, one clearly sees these two 
conditions are hardly met. Therefore, it is safe to say that autonomy has not achieved its 
intended target in the UK education system. 

Furthermore, the autonomy of educators will be compromised in terms of values and practices.  
The expertise of sponsors is heavily advocated by discourses of management. They are political, 
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value and context-laden, discursive and coercive in nature and once applied the educational 
values are replaced with neo-liberal values(Hatcher, 2009). Green (2009) discovered that the 
two company-led academies utilise corporate features facilitating efficiency, performance and 
managerial oversight. 

Market-driven management also revised the relationships and practices between different 
stakeholders and redefined school culture. Heads are subjected to stricter forms of evaluation 
and pay performance with respect to goals and standards enforced by sponsors and the state. 
Rather than being an instructional leader to the teachers, the heads are now supposed to 
manage the teachers. Nevertheless, it is required by the heads to embrace both these values 
and practices due to upward accountability even if they do not resonate with their professional 
values thus limiting their freedom to conduct their duties.

2.1.3. Other impacts of converting GM schools to academies 

2.1.3.1 Fragmentation of the school system

Independence from LEAs also led to the fragmentation of the education system into self-
managed entities. Rather than the state, the academies are forced to take responsibility to 
increase the student performance thus establishing social justice. However, it is impossible 
for academies to accomplish this goal, as social injustice is embedded in other social problems 
in the society which requires a holistic approach like providing adequate housing, welfare 
services and health to marginalised communities. Academies are also left to resolve ideological 
conflicts in curriculum arisen due to autonomy with the government having no guidelines on 
how to settle these conflicts. 

The state has tried to address the fragmentation through coopetition which facilitates both 
cooperation and competition between academies and their neighbouring schools. According to 
Glatter (2011), the growing number of MATs has the potential to reduce further fragmentation 
experienced by academies. Academies in a MAT help their fellow member academies through 
coaching, mentoring, monitoring, reviewing, providing continuous professional development 
[CPD] and Leadership Professional Development [LPD]. 

However, new academies are a threat to neighbouring schools in terms of student admissions 
and educational standards. Rowley and Dyson (2011) suggest that it is difficult to balance 
between these two opposing ends - increasing the performance and building partnerships 
with other schools and the community. As community improvements needed more long-term 
interventions due to its complex nature, it is easier for academies to focus on increasing their 
performance rather than engaging in community development. Furthermore, Gibson (2018) 
questions the standards and motives of the training programmes conducted by academies to 
their member academies and argues that these training programmes will inculcate trainees 
with the values and ethos of the sponsor. A study done by Cliffe, Fuller and Moorosi (2018) 
found that although the staff had a positive view towards the training between academies 
some expressed the experience as passive and unproductive. Furthermore, the effectiveness of 
this type of cooperation is questionable when academies are located far apart.
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2.1.3.2. Downward accountability of academies

Giving independence to academies diminished downward accountability to the 
community as they are not subjected to the scrutiny of LEAs which is a contradiction with its 
initial objective. Sponsors have the authority to appoint the LGB, leadership and management 
team of the academy who are aligned and immersed in their values. Furthermore, in the case 
of MATs, local accountability is hampered when the head office is far away. 

The negative impacts of diminished downward accountability are witnessed as many 
academies are experiencing decrease performance, budget deficit, closures and some MATs 
are exploiting resources of academies. According to the Guardian in 2014, DfE showed growing 
concerns over a lack of control in both academies and free schools. Other practices such as 
recruitment of teachers have also risen concerns. In the 2010 White Paper, the government 
identified recruiting highly qualified teachers can increase the performance of current school 
system as evident by Finland’s and South Korean’s education success in the Programme for 
International Student Assessment [PISA]. However, this contradicts the current trend of 
academies recruiting non-QTS teachers. Therefore, it is highly unlikely that the sponsors are 
concerned with downward accountability to the local community. 

The accountability of sponsors is also questioned regarding their motives and experience 
in the education field. Academy sponsors work as benefactors and sponsors while at the 
same time working as contractors, consultants and service providers to schools.  Education 
offers a lucrative market for sponsors whom is continuously expanding and thus sponsoring 
academies will allow them to build their image and learn about schools (Hatcher, 2007) which 
will indirectly help them to increase their market share. Some academies are set up to disperse 
religious beliefs and free schools are claimed to cater to the demands of the middle-class 
rather than the working-class thus questioning the accountability of academies to its local 
community.

2.1.3.3 Curriculum in academies
 
Another issue arisen from autonomy is sponsors’ influence on curriculum facilitating the spread 
of certain ideologies which are advocated by sponsors(Beckett, 2008; Curtis, 2009). According 
to Apple (2000), what counts as the official knowledge and who decides it?is a controversial 
issue. For example, Trinity Academy in Doncaster is teaching character education which 
heavily influenced by Christian values. Furthermore, academies are engaged in altering the 
curriculum in terms of changing the content of certain subjects and allotted time period like 
History which has led toa loss of content and continuity and artificial links between themes. 
Certain complex concepts such as slavery are introduced in the early years of students who 
are incapable of comprehending due to their emotional immaturity. Therefore, the influence 
of sponsors on the curriculum may have negatively impacted students.
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2.1.3.4 Values redefined

Instilling neo-liberal values into the education system and individuals is a move toward 
making them ‘malleable rather than committed, flexible rather than principled —essentially 
depthless’ (Ball, 2008, p.31). These individuals and institutions devoid of human emotions can 
easily be self-governed by mechanisms such as inspections, appraisals and output indicators. 
Neo-liberalism was able to dearticulate participatory thick democracy and rearticulate with 
a market-driven thin form of democracy in education reducing it to a mere choice in a neo-
liberal state. 

It is also believed that education failure is a symptom of working-class and ethnic minorities. 
If they want to succeed then they must adopt the values and belief system of the middle-class. 
According to Michael Gove in 2010, the then Education Secretary stated that these academies 
facilitate ‘strong to help the weak’ to achieve higher standards in education thus questioning 
the goals of academies.

2.1.3.5 Laws in academies

Academies were established to tackle social segregation. On the contrary, academies achieved 
the opposite creating a two-tier system— for rich and poor. Prior to 2007, academies defined 
their own admission criteria which academies used to cream-skim for higher-performing 
students. But admission codes were amended in 2011 to facilitate more Free School Meal 
[FSM] student intake in academies due to student premium although it may not have achieved 
the anticipated impact on student intake. 

However, both converter and sponsored academies with oversubscription can exclude with their 
oversubscription criteria or select 10% of the student intake based on the aptitude of students 
for certain subjects (West, 2014). Stakeholders cannot contest the rules and procedures of 
academies except the Secretary of State based on breaching the contract (Hatcher, 2009) as the 
legal obligations such as Special Education Needs [SEN] statement,(West, 2014), Equity and 
Discrimination law, Human Rights Act and Freedom of Information Act are applied differently 
compared to GM schools.

2.1.3.6 Public choice and diversity in academies

 
Although neo-liberal advocates claim that public choice regulates the competitive product, it 
not always seems to be true. Over-subscribed academies can choose what type of students 
they want to admit to the school. These academies recruit better performing students to 
ensure their higher performance in the national assessments while turning down others who 
require more resources and psychic cost in staff (Walford, 2014). It can be deduced that higher 
autonomy and less responsiveness is exercised by such academies towards the public which 
would not lead to improvements in the education. 
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Advocates of academies argue that academies add diversity to the school system which the 
parents can choose from. However, choice requires both information—to make the choice—
and resources— to commit to it—which are both lacked by working-class parents. It also 
assumes that all parents have the same access to the resources. Middle-class parents are 
better equipped with cultural capital, resources, knowledge and experience which allow them 
to make better choices and navigate the education system to acquire those choices for their 
children. Working-class parents who lack these types of capital are self-excluded from making 
informed choices. With free schools, as they cater to parents with specific interests in what 
education should be thus excluding working-class children from attending them. According 
to Glatter (2009), academy diversity such as religion and gender restricts the parental choice 
rather than extending it as it offers fewer options in the local context for poor families. Choice 
also places the responsibility of securing a ‘good school’   for the students on parents thus 
making them responsible for educating them rather than the school or the state.

Keith Joseph, then the secretary of Education expressed that some but not all would be able to 
exercise their choice in a neo-liberal education market. Therefore, choice favours the middle 
and upper-class parents. Sponsored academies have a higher intake of higher-performing 
students and a lower intake of FSM students compared to their predecessor status due to 
middle-class parents opting for academies thus disadvantaging the more deprived students. 
Therefore, the concern is that parents’ choice would drive the segregation rather than the 
academies themselves. 

Although academies claimed to have offered diversity through diverse sponsors, it is not the 
case. Many sponsors came from business entrepreneurialism and the Church of England and 
Catholic Church rather than other entrepreneurialism types and religious beliefs. Additionally, 
more powerful sponsors tend to push away the community organization who lacks the 
resources and the know-how to establish free schools. Thus, questioning the diversity, 
sponsors offered.

2.1.3.7. Segregation in academies

On average, the academies were admitting more students who performed below the average 
attainment level of the UK student. The academies sponsored by the Church of England and 
Roman Catholic Church contribute to religious segregation, and exclusion (Green, 2014). Free 
schools can also limit the intake of disadvantaged pupils by catchment area, admission criteria 
and providing a curriculum that reflects the needs and desires of middle-class parents or 
locating in more advantaged areas. According to Walford (2014), the City Academies offered 
technological education rather than academic education making students better labourers 
when they leave the schools and some academies are forcing low-performance students 
to follow vocational subjects. It seems like the academies were set up to continue social 
segregation rather than to alleviate it. 

However, Gorard (2014) argues that academies do not contribute to local segregation. The 
converter academies tend to take fewer disadvantaged pupils as they were former private 
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schools which inherently possessed a biased student intake while sponsored academies, on 
the contrary, take more disadvantaged pupils.  However, overall the academies have positive 
correlation compared to GM schools with local segregation. It seems that the academies do 
not increase segregation rather it perpetuates the segregation of the local communities. And 
segregation has been there in the education system before the establishment of academies due 
to many reasons such as residential segregation, travel limitations, admission criteria, faith-
based schools and bureaucratic red tapes (West, 2014). 

Segregation has negative impacts on students. Based on Brown vs. Board of Education in 1954 
it was argued that the segregation would deprive certain students of experiencing educational 
opportunities. Social mixing at school is beneficial for increasing student performance and 
building social cohesion. This is evident upon examining the performance of PISA of different 
countries. The countries with comprehensive, uniform school systems outperformed 
countries like the UK where the education is much fragmented and diversified with a huge 
gap between high-performance students and low-performance students. However, clustering 
similar students into the same schools may negatively impact on student attainments, 
motivation, self-belonging, self-esteem and delinquency of students and strengthening social 
reproduction. Therefore, rather than creating different types of schools Gorard (2014) claims 
that the government should establish similar schools in the UK education system. 

2.1.3.8 School leadership

The old form of bureaucratic authority has been challenged with managerialism, 
consumerism, public participation, competition and innovation. And it is important that the 
public managers are realigned with these neo-liberal concepts striking a balance between old 
form professionalism and market-driven managerialism. Adopting managerialism allowed 
administrators to engage in innovation. However, this is not the case. Employing such concepts 
will prevent innovation implemented at the grassroot level as they force to implement the 
structure of efficiency and measures of performance.  Furthermore, managerialism redefined 
the professional identities by tilting the balance towards the organisation rather than the 
profession so that the public managers will manage the organizations as business-like.   

Neo-liberalism also forces the principals to higher accountability and scrutiny which will have 
negative impacts by creating low trust working environments, increased documentation and 
record-keeping, pressure towards achieving efficiency, intensification of duties and intrusion 
of generic managers to schools. Further, principals are compelled to engage in practices 
which are opposing in nature. For example, emphasising on performance management vs 
team building, market curriculum vs inclusive curriculum, and democratic practices vs school 
priorities such as increasing performances. Neo-liberalism places the principals as technical 
and operational managers who simultaneously need to exercise social democracy.  Their role 
is also confined and restricted in terms of curriculum, pedagogy, policymaking, innovation, 
cooperation, ethical obligations and controversies over cultural and social issues. Although 
principals can rise above this neo-liberal framework it involves risk as it may seem like going 
against the state prescriptions. According to Bauman (1993), when stripped from morality, 
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principals become faceless as it facilitates principals to adhere to standards and procedures 
depicted by the state allowing the state to easily control them. In Neo-liberalism, public ethics 
is a liability rather than a strength. 

However, these ethical characteristics may seem incompatible with the Neo-liberalism, thus 
leading to complexity and complications in discharging the duties. 

The conflict between professional values and neo-liberal values can be further explained 
by Hood’s (1991) three types of administrative values which include Sigma-type, Theta-
type and Lambda-type values. Sigma values relate to ‘value for money’ and efficiency which 
emphasise on output controls. These values resonate with neo-liberal values. Theta values 
involve honesty, fairness and mutuality while Lambda values involve reliability, stability and 
adaptability. Furthermore, all three value types cannot be satisfied without comprising the 
other two variables. For example, if the institution is more focused on sigma-type values then 
it might be difficult to achieve honesty and stability in the educational institution.

3.0  Objective of the Study

The objective is to discover how the administrators view the impacts of being an academy. Once 
issued governments are not keener on policy implementation as they are rarely monitored or 
evaluated for their outcomes. It is up to the school administrators to implement these policies 
at the school level (Levin, 2010). Again, not much of studies are conducted in this area except a 
survey conducted by the Department for Education [DfE] in 2014 regarding perceived impacts 
of academization. Therefore, conducting this research I would be able to show how school 
administrators felt about the Academies Act.

4.0  Methodology

The study employed a case study to investigate the objective of the study which is an 
interpretivist approach.  The case study involves a detailed investigation into one setting or one 
specific phenomenon (Bogdon and Biklen, 1982). It focuses on an entity - a bounded system 
- which is a representative or atypical of the case (Burns, 1997) allowing the researcher to 
study the topic of interest in detail. Additionally, the case study offers a flexible and open-
ended approach for data collection and analysis (Grinnell, 1981). Furthermore, a case study 
allows understanding human experiences which will result in explanation, evaluation or 
prescription of policies (Dopson, 2003). As the study intended to investigate the experience of 
school administrators regarding academization it was fitting to choose the case study for the 
research.

4.1 Sample

The academy selected for the study was a secondary school before it was converted to an 
academy in 2014. It was a merger in 2011 of two secondary schools due to their low student 
enrolment and dilapidating building structure. According to the headteacher [HT] (2018), the 
merger was not well received by the parents of one school which performed well at the Ofsted 
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reports while the other school had bad ratings.  After the merger, the school failed to increase 
its performances requiring special measures and was forced to be an academy under a MAT.
 
The school is a typical case representing a sponsored academy located in a disadvantaged area. 
The catchment area of the academy includes 10%-30% low-income households. According to 
Assistant Headteacher [AHT] (2018), 90% of students came from working-class families.

The school has 1194 students with a capacity of 1350 and 73 academic staff. The academy has 
received the outcome in its latest Ofsted report as requires improvement in all the areas except 
sixth form programme being judged as Good. It has a below-average rating for Progress 8 score 
representing 18% of the schools in the UK. However, attainment 8 score for the academy is 
on par with the national level. Furthermore, the academy has similar ratings as the national 
ratings when considering achieving Grade 5 or above in English and Mathematics at GCSEs. 
However, this is markedly different when considering the disadvantaged pupils in the academy 
as they performed well below both at the local and national level in terms of GCSE (O.L.) and 
Progress 8. At the GCSE (A.L.) the academy progress was assigned as average. There is a higher 
proportion of students with SEN and health care plans compared to the national level. There 
are low levels of students whose first language is not English compared to national levels as 
most of the pupils are British White 13.7% of the children are receiving FSM and the national 
FSM is 12.4% for secondary schools. 

4.2 Semi-structured interviews

Semi-structured interviews were utilized for data collection tool as they yield rich insights into 
participants’ experience, opinion, values, aspirations, emotions and attitudes.

They generally depict the questions. But the researcher can deviate from the questions based 
on the participants ‘responses allowing both parties to enter a dialogue. They facilitate the 
people to answer more on their own terms simultaneously providing a structure to the 
interviews if the participants deviate too much from the intended goal of the interview.

4.3 Thematic analysis (TA)

Thematic analysis (TA) can be defined as identifying themes and patterns in the collected data 
set with respect to the research questions. TA was used to identify themes in the research 
study, by employing both theory and research-driven to develop the themes from the interview 
transcriptions. In the theory-driven approach, themes emerge from the properties of the 
theory or theories the researcher has selected to explain the event. Research-driven themes 
are developed based on the findings of other researchers. Both these approaches allowed the 
researcher to develop or extend the knowledge based on theories and earlier research studies 
which according to Boyatzis not re-inventing the wheel. However, both approaches force 
the researcher to accept the assumptions and biases of the theories and researchers of the 
previous studies. Themes are not dependent on how many times the theme occurs in a data 
corpus. But it rather focuses on whether the data item has captured something significant in 
terms of the research questions which basically rely on the judgement of the researcher. 
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In the analysis of data, the researcher followed Braun and Clarke (2006) step-by-step guide 
on doing thematic analysis where themes and sub-themes were constructed based on the 
recurrent ideas emerged from the analysis of the interview scripts. And the following themes 
and sub-themes emerged from the data regarding the impacts of the changes.

•	 Positive Impacts
o Impacts driven by Neo-liberal values

	 Increase efficiency
	 Increase performance
	 Building a positive image
	 Increase upward accountability
	 Facilitated benchmarking
	 Increased capacity building

o Impacts driven by Ethical values
	 Increased downward accountability

•	 Negative Impacts
o Reduced autonomy
o Negative emotions

•	 Leadership Impacts Vs Academy Chain Impacts
•	 Conflicts of values and ethics (See Figure 3).  

 

Figure 3: Perceived impacts of school administrators

 
 

 

Impacts driven by 
ethical values 
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5.0 Data Analysis and Discussion

5.1 Perceived impacts

Perceived impacts can vary by individual as perceptions are influenced by factors relating to 
the individual. These factors include attitudes, experience, motives, interests and expectations. 
Furthermore, the perception of certain impacts of the change may be quite different from 
when measured. 

5.1.1 Impacts driven by neo-liberal values

Implementing changes influenced by neo-liberal values increased efficiency, performance, 
standards, accountability and thus creating a positive image of the school.  

5.1.1.1 Increased efficiency

Efficiency can be defined as obtaining ‘maximum output with minimum wasted effort’. The HT 
restructured the staff converting the school from inefficient to efficient organization. He was 
also able to minimise the waste and eliminate the budget deficit by removing redundancies in 
the staff and restructuring it.

There was a budget deficit of 800000 pounds… The budget for the school was 7 million 
pounds. So to be spending 10% more than 10%of your budget overspending is bad… so I 
restructured so that it saved us 800 000 pounds (HT, 2018).

According to AHT (2018), the school being in an academy chain has been able to increase its 
efficiency in terms of two aspects: financial and academic.

Financial efficiency is obtained through centralising certain services and roles of the academy 
chain through resource sharing. According to AHT (2018), the financial efficiency is gained by 
appointing a single person and services for the three academies in HR, finance, timetable, data 
management and catering services thus allowing the school to recruit supporting teaching 
staff. One of the strategies to increase efficiency in academies is to reduce the staffing cost as 
80% of the school budget is allocated for staff salary.

Additionally, AHT expressed that developing the curriculum through collaboration between 
the other two academies also contributed to lessening the workload of teachers and thus 
improving efficiency. In a survey conducted by DfE in 2017 found that 88%, 84%, 71%, 71% 
and 54% of MATs achieved efficiency in terms of financial, HR, ICT solutions, curriculum and 
catering.  

However, it should be noted that many academies have experienced budget deficits due to 
overstaffing, fraud, higher salaries to top management. This may since many academies are 
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lacking adequate financial controls to ensure proper use of financial resources. And it was 
recommended by the Public Accounts Committee that the DfE and the YPLA should enforce 
strict financial regulations on academies.

5.1.1.2 Increased performance in academy

The main reason for the school to be converted to an academy was to increase its performance. 
According to a survey conducted by DfE in 2014, two-thirds of the academies claimed that the 
conversion had increased the student attainment. According to HT (2018), he has increased the 
performance of the school since he assumed duties as the headteacher.

I can quantify the improvement in terms of results…Indicators to show that the school has 
improved. The school has almost certainly has improved.

However, the AHT expressed a different perception regarding the performance of the school in 
terms of inspection and national assessment at Key Stage [KS]5.

We’ve been part of Twain Academy School Trust for 4 years now. We are requiring 
improvement. We were four. Now we are 3. We’ve improved. But we are not 2 or 1 (AHT, 
2018). 

There is no evidence, yet this academy has improved results for the school. It doesn’t. our 
results were worse than the previous year… the end results for the last 4 years have gone 
up. Last year it dipped a little bit (AHT, 2018).

These two statements, however, corroborates with the facts presented in the Literature Review 
as there is no inconclusive evidence that the academies have increased performance. According 
to Gorard (2009), much of the claims of increased performance have been attributed to 
reducing the intake of FSM students. However, the HT denies any student from being expelled 
or denied entry into the school in the hopes of increasing the performance of the school.

For some trusts, they bring about exclusion. They exclude a lot of kids. We don’t… So, an 
academy in pursuit of results looking to show how to bring about improvement who got rid 
of all the naughty kids.the kids who are not going to achieve (HT, 2018).

5.1.1.3 Building a positive image

Predecessor status of sponsored academies is expected for their lower expectations, 
aspirations and opportunities for their communities. The national discourses surrounding the 
academies are formulated as such that they will provide remedies for the problems mentioned 
above. Academies were considered as a magic bullet for all the ills facing underperforming 
schools. Such notions of perceptions and the changes which initiated to address lower 
expectations, aspirations and opportunities with the conversion to academy status allowed 
the school to reinvent itself.  Changes such as restructuring staff, the introduction of uniform, 
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behavioural policy and code of conduct and participatory decision making allowed the HT to 
change the school environment and build a better public relation (PR) with the community. 
With the changes initiated the school was able to change the perception of the community it 
served. Having built a positive image of the school allowed the school to experience positive 
impacts. According to HT:

86% of parents would recommend us to another parent… There is a greater reputation. 
We used to struggle to recruit that would perhaps 180 in a year group. We now have 
250 joining our current year of serving. We have a waiting list. That’s brought about our 
finances (HT, 2018).

5.1.1.4 Increased upward accountability

Accountability can be defined as being responsible for one’s own actions. However, exercising too 
much accountability is never criticised as there is always pressure for increased accountability 
from the top. Having increased upward accountability means that school leaders and teachers 
must adhere to performance measurements, appraisals and job descriptions.

And everybody’s performance is managed and appraised. I am accountable for the 
last school performance. … And I am set to see as managing performing targets. I 
have to demonstrate at the meetings. If I don’t meet then there’s discretion about my 
performance (HT, 2018). 

5.1.1.5 Facilitated benchmarking in the academy chain

Benchmarking can be defined as the technique used to recognise best practices that are 
implemented by other organizations. Thus, allowing the organization to implement those 
practices to improve themselves. It also helps to identify areas that need improvement. 
Working as an academy in a chain allowed the school to identify and benchmark practices 
regarding pedagogy and assessments. Currently, the academy has benchmarked its pedagogy 
and assessment in Mathematics, Science, Geography and English and is looking towards 
benchmarking Technology. Furthermore, this process has been facilitated by implementing 
the centralised MIT allowing senior school leaders to assess performance across the chain to 
identify best practices.

However, it was felt that rather than pedagogy being benchmarked it has been colonised. 
Although the colonization of curriculum has occurred at the national level through reforms 
as indicated by Braun, Maguire and Ball (2010) it can be identified that the colonisation is 
occurring at the local level in MATs where the curriculum of the hub academy is applied 
without any modification. However, the Twain academy is markedly different from the Harper 
academy having majority students from middle-class and ‘outstanding performance’ from the 
Ofsted reports. And the pedagogy and the assessments in hub academy may reflect values, 
beliefs and ethos that suit and reflect middle-class which might not be suitable for the Harper 
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acade my and have negative impacts on the school. Furthermore, it undermines the values 
and ethos of the school and the stakeholders and suggests that to increase performance the 
school must adopt the procedures that are operated in the hub academy which are designed 
for middle-class students.

5.1.1.6 Increased capacity building
 
Building capacity of the staff has occurred in two phases. The first phased involved training 
due to establishing the centralised MIS and professional development with appraisal goals 
and targets. The second phase involved the collaboration of the three schools in which 
middle management are to share experience, expertise and resources to develop the subject 
curriculum.  According to AHT (2018), such collaboration has allowed him to work in a 
strategic role - English Leader- rather than in an operational role.

Irrespective of school is an academy or not inter-school collaboration facilitates teacher 
learning, provide opportunities to consult problems and find solutions together and build 
confidence and motivate the staff. Reviewing eleven case studies West (2010) discovered 
that collaboration had a high positive impact on teachers’ knowledge and skills on teaching-
learning, behavioural changes and classroom management.  Thus, ultimately leading to 
improved teaching-learning process and increased the performance of the school.

Although this new role is an additional responsibility, the AHT was enthusiastic about his 
role contributing to impact positively on the three schools in the chain. This is also known as 
distributed leadership (West, 2010) or system leadership (Gibson, 2018) in which leadership 
is spread across the chain. 

5.2  Impacts driven by ethical values 

These impacts involve increasing social justice and equality in the community. In terms of the 
academy, this means increasing downward accountability.

5.2.1 Increased downward accountability

One of the objectives of academization is to achieve social justice by becoming more 
accountable to the community it is serving through community engagement and increasing the 
performance of students from disadvantaged backgrounds. However, according to the recent 
report by the House of Commons Education Committee in 2018, the MATs have achieved the 
opposite. It was felt by parents that many MATs have disengaged and disconnected from the 
communities. Furthermore, the report indicates MATs have increased upward accountability 
rather than downward accountability. 

Although the AHT agreed that being an academy has not increased its capacity to address 
social disadvantage the school leadership has taken the initiative to address it through the 
changes mentioned previously. 
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But I don’t necessarily think because of the academy but I think it’s because of effective 
leadership in the school. It’s been only 12 months we have actually started to act as 
one organization together. So the improvements thus far have been due to the strong 
leadership of the school. Not through trust (AHT, 2018). 

Although statistically, the impact of the school on disadvantaged pupils is small compared to 
the family coupled with the low attendance rate of these students, the school has been able 
to increase the performance of the students who attend school regularly. Furthermore, the 
school has also taken measures to improve its relationship with the community, especially 
with disadvantaged families.

we always proactively work with parents…I mean as an example we met with the 
families of disadvantaged children this year and we just ask them if there’s anything 
that we could do to improve their life at school and to improve the relationship with 
the family in the school (AHT, 2018).  

5.3  Negative impacts

5.3.1 Reduced autonomy

One of the objectives of converting to an academy is to grant autonomy to school leaders so that 
they can engage in innovation to uplift the performance of the school. However, many critics 
proved the contrary. A research conducted by the London School of Economics and Political 
Science (LSE) showed that more than 70% of the academies in MATs having less freedom as 
compared to their predecessor status under LEAs.

Both AHT and HT agreed that there is less autonomy in the school. Autonomy is compromised 
at two levels: being an academy and being in a chain. According to AHT the school converted to 
an academy altered the autonomy it was experiencing prior to the conversion. 

...... If you ask the headteacher that I think he would be rather frustrated. Because his 
decisions are significantly eroded. His power in the school is not gone…. he has become 
a less strategic leader in the school. Now he’s got the CEO, the headteacher, Trust board 
above him (AHT, 2018).

Autonomy was further reduced when the academy started operating to be aligned with the 
academy trust. Many services and curriculum are centralised. 

......We are losing autonomy because certain decisions are not made by us anymore. 
for example, the timetable is not done by us… so we have without a doubt there’s less 
autonomy (AHT, 2018).

However, the HT expressed his acceptance of reduced autonomy for more positive impacts of 
being in an academy trust through collaboration and resource sharing.
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......I might not have a say in what is tested in year 9. But if I can gain an insight as to 
how my school perform against other schools I think it’s very useful information. So, 
autonomy you can say that there is an erosion of autonomy. But it also allowed us to 
establish what best practice is (HT, 2018).

5.3.2 Experiencing negative emotions

Changes cause negative emotions which include stress, worry, confusion, exhaustion and fear. 
Although the AHT expressed his satisfaction with his additional responsibility collaborating 
with others in the chain while the HT expressed something quite different stating that his role 
has been so far isolating. 

It can be isolating being the headteacher. Very lonely…Who do I go to say that I am 
struggling? Who do I go to if I find this particular part of the school difficult to bring 
about change? Who do I go to say give me advice? Who do I go to when I am stressed, 
and I am struggling? And it’s for senior leaders as well. So, it can be a lonely job. bringing 
something to deliver that’s not popular. So, it can be a very isolating job (HT, 2018). 

A study was conducted in Chile regarding experiences of novice principles in failing schools 
serving highly disadvantaged communities. The schools recognised as sinking shared many 
similarities with the Harper school. The principals felt they were alone during the change 
process as there was no support from the staff and the municipal departments of education.

5.4  Perceived leadership impacts Vs academy chain impacts

The perceived impacts can be again divided based on the causative agents: due to Leadership 
of the school or conversion to an Academy.  The Table 4.1 summarises the impacts of the 
changes that took place in the academy due to changes implemented by the leadership and by 
the academy chain.

Table 1: Leadership impacts Vs academy chain impacts
Leadership Impacts Academy chain Impacts

Increased financial efficiency Increased efficiency

Increased performance Increased capacity building
Building a positive image 
Increased capacity building
Increased upward accountability
Increased downward accountability 

Analysing the impacts, it can be stated that the leadership of the school had more impact 
compared to school being in an academy chain. However, this interpretation should be 
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considered with two factors: the impacts listed here are perceived impacts therefore and 
might not be the impacts experienced by the school, and according to AHT (2018), the 
academy chain-wide changes occurred since last year and therefore had limited time for 
change implementation. 

However, it should be noted that effective leadership is an essential component of raising 
the underperforming schools. Many studies conducted on effective leadership have proven 
that leadership play an important role in increasing student performance irrespective of the 
context of the school. 

According to AHT (2018), the improvements so far achieved uplifting the disadvantaged pupils 
were credited to school leadership. Furthermore, HT (2018) stated that being an academy 
has neither increased student performance nor helped him to serve as the headteacher in the 
school. The only positive impacts of being in an academy are through collaboration within the 
academy chain. However, it is not a unique characteristic of academy chains. There are many 
collaborations that are operating between GM schools and LEA representatives which provide 
resource sharing and capacity development for the staff. They include formal collaborations, 
federations, amalgamations and proved positive results on student achievements. 

So, analysing the interview data, it seems as there is no ‘academic effect’ offered by 
academization which is also confirmed by HT and AHT. According to the NAO report in 
2018 converting schools to academies have cost the government £745 million since 2010. 
Furthermore, prior to their conversion, the former heads stated what the school needed were 
investment and revitalisation.  Rather than turning underperforming schools to academies, 
the effort and resources could have been diverted to changing and developing leadership and 
providing additional resources to them.

5.5  Conflicts of values and ethics

Both individual and group decisions are influenced by values. Values guide people’s actions, 
behaviours and judgements. Therefore, the decisions on what changes to implement depend 
on the values of the individuals who are implementing them. According to Hood (1991), there 
are three types of administrative values: Sigma, Theta and Lambda. The changes and impacts 
initiated by the leadership can be attributed to sigma, theta and lambda values. And the trust 
initiated-changes can be attributed to sigma values. Therefore, it can be stated that the values 
of school administrators in the academy are influenced by both neo-liberal and Ethical values 
while academy trust is influenced by neo-liberal values. 

It is evident that both AHT and HT while aiming to achieve efficiency and performance that 
they are committed to achieving social justice for the community it is severing. 

...... I could have done things quicker by excluding children. All in all, let’s get rid of them. 
That’s not right by the community we serve. schools that exclude in higher rate is not 
serving its community (HT, 2018). 
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However, the HT also expressed his concerns on staff and pupils’ well-being over pursuing 
efficiency and performance implying that there may be a compromise of theta and lambda 
values — Ethical values.

...... I would say that there has been…. it does take out on my senior leaders. It does affect 
their wellbeing. The long hours… Stress… It does affect their health… People left school 
because they weren’t doing the job. It affected their livelihood and affects their family 
(HT, 2018).

Sometimes wonder if we put too much stress on pupils. And the impact is having all the 
expectations stress we put on them the demands we put on the children to get good grades is 
that some way of robbing of them their childhood (HT, 2018).

According to Bell and Stevenson (2006) when the role of headteacher converted from welfarist 
to a manager then the educational values are forfeited for performance and efficiency. These 
collisions often lead to ethical dilemmas, struggles, negotiations and compromises.  But 
according to Wright (2001), due to strong external influences such as accountability, forces the 
school leaders to adhere to neoliberal values at the expense of Ethical values. However, effective 
leadership can strike a balance between both these extremes trying to achieve both values. 
According to Hood’s three types of administrative values, placing one value type at the centre 
may constrain achieving the other two value types. So, in academization emphasising more 
on performance and efficiency may lead to achieving fewer opportunities to achieve social 
justice and security which can be attributed to the concerns of the HT expressed mentioned 
previously. 

6.0   Key Findings

Perceived impacts reflect the neo-liberal and Ethical values of school leadership. However, 
implementing changes driven by neo-liberal values seems to have come to conflict with the 
Ethical and ethical values of the school leaders especially regarding the headteacher. Although 
they try to balance between the two types of values neo-liberal values seems to have dominated 
their decision-making process due to external accountability structures imposed by the 
government through academization. Moreover, the school administration also doubts that the 
academization had a positive impact on school performance but rather attributed the success 
they gained so far as a school is due to its leadership. It is therefore crucial that introducing 
innovative governing structures must be carefully studied and monitored not to constrain 
school administrators but to empower and facilitate them as the success of the academies or 
schools are dependent on the leadership skills of the school administrators.
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Abstract 

The objectives of this study were to identify primary teachers’ awareness of children with 
Special Educational Needs in an inclusive classroom; to examine these teachers’ confidence 
about teaching in an inclusive classroom; and to identify how teachers facilitate the teaching-
learning process for children with special educational needs in inclusive, primary education 
settings. The Sequential Explanatory Mixed Method and a non-random sampling method was 
employed for the study. 102 primary teachers holding a Postgraduate Diploma in Education 
were selected from schools in various geographical areas of the country. The questionnaire 
for teachers with demographic information, teaching experience, confidence and attitudes 
scales was used. A focus group discussion focused on teacher confidence and the facilitation 
of teaching-learning in inclusive settings was used for primary teachers to collect qualitative 
data. The results showed that primary teachers had a satisfactory level of training regarding 
children with special education needs but a few teachers had lower awareness and this was 
statistically significant. 95.8 % of the teachers were able to identify children in the inclusive 
classroom especially with regards to physical disability and impairments, slow learners and 
reading and writing difficulties, in contrast to development-delay issues such as dyslexia, ADHD, 
and autism. The qualitative results also showed that the teachers’ facilitation of these students 
was quite unsatisfactory, although the primary teachers’ confidence about teaching was at a 
significantly higher level. There was a significant difference between teachers who had 5-10 
years of experience and those with less than 5 years’ experience. The findings relating to the 
teachers’ attitudes about inclusion indicated that children had only improved their social skills 
and social adjustment but their academic progress remained at a significantly low level. The 
findings suggested that in order to prevent psychological issues and develop more inclusive 
education methodologies, teachers need better special education teacher training programs 
and in-service primary teacher training  including special teaching methods into teacher guide 
book in order to update their knowledge each year. Teachers also need to have more awareness 
programs relating to developmental disorders for the implementation of successful inclusive 
classrooms. Different methods are also needed to assess academic progress for children in 
inclusive settings and required inclusive education policy for the system.

Keywords: teacher	awareness,	confidence,	facilitation	teaching-learning,	inclusive
                       education
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1.0    Introduction

The fundamental principle of Inclusive Education is that all children should have the 
opportunity to learn together. Inclusive education has been established as an essential and 
appropriate concept of education in numerous worldwide human rights statements since the 
Universal Declaration of Human Rights was proclaimed in 1948. EFA or ‘Education For All’ was 
adopted at the World Education Conference held in Dakar, Senegal in 2000, where education 
was confirmed as a central human right at national and international level. Over the past 
three decades, special education has gradually shifted towards inclusion. As a result of this 
the Salamanca Statement (UNESCO, 1994) advocated that children with Special Educational 
Needs (SEN) should be integrated into the mainstream education system, in order to combat 
discriminatory attitudes and develop citizens with social skills. In order to promote inclusive 
education, theSalamanca world conferencehighlighted the requirements of inclusive education 
and this was approved by ninety two countries including Sri Lanka. It described the requirement 
of inclusion as “schools should accommodate all children regardless of their physical, 
intellectual, social, emotional, linguistic or other conditions. This should include disabled and 
gifted children, street and working children, children from remote or nomadic populations, 
children from linguistic, ethnic or cultural minorities and children from other disadvantaged 
or marginalized areas or groups” (UNESCO, 1994). As result of the formation of the United 
Nation’s convention on the rights of the individual with disabilities, in 2006, 160 countries 
and regional organizations ratified the convention and Sri Lankans were also guaranteed the 
right to equality in 2016. Through the Public Administration Circular no. 3 of 1988, the Social 
Security Board Act of 1996 and the Ranvirusewa Act in 1999, the Sri Lankan government has 
taken a few steps to ensure the rights of people with disabilities. The government of Sri Lanka 
also took an important decision to offer inclusive education for children with SEN in regular 
classrooms. However, although equality has been recognized as a fundamental human right as 
a result of these Acts, it has been challenging in practical application. Literature have shown 
that there is a benefit to children with special needs when they are placed in general education 
settings (Soodak, and McCarthy (2006); Avramindis, and Kalyvo, (2007). SEN children then 
have the opportunity to make new friends, share new experiences and friendships with 
typically developing peers, which leads to greater social acceptance in and out of school. These 
are some of the important benefits of inclusive education for children with special needs. 
Educational psychologists have proved that SEN children begin to feel self-respect, dignity, 
satisfaction and self-esteem when they learn along with typically developed children. Inclusion 
also gives typically developed children the opportunity to accept differences in society and 
deal with disabilities in their own life experience. Typically developed children can also learn 
how physical, intellectual and emotional differences are a part of everyone’s world. It is helpful 
for them to learn tolerance and respect for diversity in society and how to have empathy for 
their disabled peers.

Studies have shown that there are many problems in implementing inclusive education. 
Without the support of the teachers, it is difficult to meet the needs of SEN children in a general 
education setting. At the same time, typically developed children’s’ education can be disrupted 
due to inclusion. Getting attention from the class-teacher can be difficult and teachers have 
less time to spend with SEN children. One of the criticisms leveled at inclusive classrooms 
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relates to the effectiveness of the inclusive programs. The lack of resources, absence of 
sufficient teacher training and of administrative support were other weaknesses identified 
in inclusive programs (Danapala,(2009); Das, Kuyini, and Desai (2012);  Dapudong, (2013). 
In the Sri Lankan education system, there are 3 main and competitive exams; the Grade 5 
scholarship examination, the GCE OL examination and the GCE AL examination. Of these, the 
Grade 5 scholarship and the GCE AL are regarded as the most competitive examinations, since 
the former offers entry to a better school with better facilities for children who achieve the 
highest marks in the scholarship examination, while the latter provides an opportunity to 
enter a government university. Parents, teachers and zonal education officials play a major 
role in preparing children for the Grade 5 scholarship examination during their primary 
education. At the same time teachers have to manage, facilitate and teach children with special 
needs in a typical classroom. This is quite challenging for primary school teachers and there is 
a tendency for them to have negative emotions towards the children with special needs. Thus, 
inclusive education has been adopted in Sri Lanka in theory, but many gaps can be seen when it 
comes to practice. Challenges to successful inclusion in Sri Lanka include the absence of solid, 
acceptable policies, the lack of required facilities and proper training for teachers and the 
exam-oriented, rigid curriculum (Dhanapala, 2009). Teachers lack the time to spend with SEN 
children and do not have proper guidelines for working with SEN children in their teachers’ 
guidebook. Researchers have highlighted that poor teacher training and gaps in legislation 
and policy have also affected the implementation of inclusive education, leading to negative 
outcomes in relation to inclusion. Inclusive education has become an uprising theme in the 
education system in the worldwide which should need more attention from school society. 
There are many comprehensive researches done by foreign researchers with respect to their 
backgrounds. But there is a huge gap in Sri Lanka even though this is now a contemporary 
theme in education system. Thus, the research problem of the study was to determine “what 
are the perceived factors, awareness, teaching confidence and facilitate teaching learning 
process in inclusive education among teachers in primary education settings”? 

2.0    Literature Review  

Over a decade ago, Gary (1997) argued--on the basis of a literature review that many regular 
education teachers who feel unprepared and fearful to teach students with disabilities in regular 
classes displayed frustration, anger and negative attitude toward inclusive education. Most 
studies have proved that factors such as age, qualification, teaching experience and training 
in special education presented significantly affect the teachers’ attitudes (Dapudong, 2014). 
Twenty-six studies conducted in 1998-2008 proved that teachers have negative or neutral 
attitudes towards inclusive education. A study conducted by Hornby and Kidd (2001) showed 
that some teachers feel they are not sufficiently qualified to handle special needs children 
and to fulfill all their needs so that they are educated in the best way possible. Teachers also 
claimed that it was quite likely for special needs students to display behavioral troubles in class 
and that these problems would have a negative effect on the typically developed children in the 
class. A study by Semmel et al (1991) highlighted that teachers were not satisfied with their 
teaching skills in order to teach special needs children Overall, studies in this area revealed 
that the teachers were not very confident about their ability to teach special needs children.
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Baker’s study (1994) showed that inclusive education had a positive effect on academic and 
social development. Studies by Meijer, (2003); Das, Kuyini, and Desai (2012); Gaines and 
Barnes, (2017) proved that teachers had positive attitudes towards the implementation of 
inclusive education. Hornby and Kidd, (2001) and Hornby and Witte (2008) highlighted that 
children with special needs could often be disadvantaged by inclusive education in the long-
term. Timperley and Robinson (2001) suggested that certain modifications to the curriculum, 
teaching methods and the teachers’ ‘traditional’ role should be changed to support children 
with special needs.  A study by Avramindis and Kalyva (2007) indicated that teachers with more 
teaching experience had significantly more positive attitudes towards inclusion. At the same 
time, special training programs on special education can also have a positive effect on teachers’ 
attitudes. Salend (2005) argued that children with special needs can achieve higher levels 
of academic and social development in inclusive settings rather than in segregated settings. 
Teachers play an important role in bringing inclusion to typical classrooms but they may have a 
number of issues related to implementing inclusive education, such as difficulties in managing 
children with different disabilities, inadequate training, a poor working environment and the 
fear of a decline in academic achievement among the typically developed students. Talmor, 
Naomi, and Erich, (2005) showed that teachers who were overloaded by having to teach 
children with special needs in inclusive classrooms presented a high level of psychological 
stress. Similar results found Furuta and Alwis (2017) study   it also indicated that teachers face 
stress or dilemmas when balancing classes to meet the needs of both students with and without 
SEN in Sri Lanka  Hettiarachchi et al (2018)  proved teachers have insufficient  knowledge 
about ‘inclusive education’. Furuta and Alwis (2017) found similar results that there is a word 
for inclusive education in Sinhala and Tamil. Regarding the knowledge of the term ‘inclusive 
education’, among 36 teachers, nine (25%) explained the meaning. Twenty-seven (75%) 
stated that they did not know the term and among them six (17%) had heard the term. It was 
found that the term itself has not been widely known to teachers even in the education zones 
selected for advancement to some extent in implementing inclusive education. Kaluarchchi 
(2018) study found teachers had insufficient knowledge regarding classroom arrangement, 
learning support and low interaction of students during the teaching learning process in the 
inclusive classroom settings. A review of the empirical studies showed that there are positive 
and negative attitudes and outcomes around the subject of inclusive education. 

3.0 Methodology
3.1  Aim and objectives of the study

This study aims to assess the primary teachers’ awareness of the needs of SEN children, 
to examine the teachers’ teaching confidence and their attitudes towards inclusion, and to 
identify how teachers facilitate the teaching-learning process for SEN children in primary, 
inclusive education settings.

3.2  Research design and sample 

The study uses a Sequential Explanatory Mixed Methodology. A quantitative and qualitative 
tools were used in the research process, to gather field data. The participants consisted of a 
self-selected convenience sample of 102 primary teachers holding a Postgraduate Diploma 
in Education. The non-random sampling method was used and 102 primary teachers were 
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selected from various schools across the country. 25% of the teachers who participated 
were from 1AB schools, 32% from 1C, 16% from Type 2 and 27% from Type 3. Of the 102 
participants, 78% were female and only 22% male teachers participated in this study. 

3.3 Instruments

The quantitative data gathering tools are implemented with the survey responses using the 
Likert scale as follows: ‘Disagree’, ‘Somewhat agree’ and ‘Agree’. Quantitative design survey items 
were categorized into two sections. Section one focused on demographic information about 
gender, teaching experience, type of training and academic and professional qualifications. 
Section two related to the teachers’ awareness of special needs children, teaching confidence, 
attitudes and the ‘nature of facilitation for learners in inclusive settings. The confidence 
subscale consisted of 6 items: “I think I can teach children with special needs”, “I believe that I 
have the knowledge and training to teach these children” and “I have the patience necessary to 
teach students with special needs”. There were 7 attitudes subscale items: “I believe that the 
social skills of children with special needs improve in the general classroom”, “In my opinion, 
inclusive	education	is	best	for	children	with	special	needs”,	“It	is	difficult	to	complete	the	syllabus	
related to the class, since special needs children have to be educated in the classroom” and “I 
believe that the special needs education unit is better suited to children with SEN than inclusive 
education”. The procedure of the study was explained to the primary teachers and informed 
consent was obtained once the teachers began to fill the questionnaire. Data was analyzed 
using the Chi-square test and percentages.

A qualitative approach was utilized through focus group discussions to get further in-
depth understanding and clarification about the teachers’ awareness, attitudes, confidence 
and facilitation for learners of special educational needs in inclusive settings. These two 
approaches were interconnected in two ways. Three focus group discussions were carried out 
with the participation of 24 teachers-8 teachers per group selected from 102 teachers’ sample. 
Clear instructions were given to the participants at the beginning regarding the purpose of 
the study and the participants were given ethical assurance about the confidentiality of their 
identity and information. The discussions were recorded. Analytical questioning was used to 
gain clarity and gather information.

4.0 Results of the Study 

The results of the study consisted of two aspects; quantitative and qualitative. All the 
participants have a basic degree and hold the Postgraduate Diploma in Education, relating to 
the professional course for the teaching-learning process. 4% of these teachers held a Masters’ 
degree. 50% of the teachers had 5-10 years of working experience, while 47% had less than 5 
years of experience. 3% of the sample had 11-20 years of teaching experience. 

Regarding the participants’ training in special education: 54.4% had attended seminars, 
3.9% of the participants held a certificate in special education while 3.9%, held a Diploma 
in Special Education. Only 1% of the sample held a higher qualification or degree related to 
special education.  36.8% of the primary teachers were not trained in special education and 
had less than five years teaching experience. 64% of the teachers had working experience with 
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different types of SEN children in inclusive classrooms and the “No” response was 36%. The 
chi-square test also proved that primary teachers have significant workingexperience   (χ2 = 
5.454, p=.020).

Figure 1. Primary teachers’ awareness of the SEN children

According to the figure 1, majority of the primary teachers or 44.11% of the sample had a 
satisfactory level of knowledge about SEN children in the inclusive classroom. 42.17% had 
an average satisfactory level, while 4.9% had very good knowledge. But a few teachers had 
a low awareness about special needs children. The Chi-square test proved that teachers had 
significant knowledge about special needs children (χ2 =49.33, p=.000). Regarding their 
ability to identify SEN children in inclusive classrooms and work experiences: 95.8% gave a 
“Yes” response while 4.2% indicated their inability to identify SEN children. This meant that 
a majority of the sample teachers had an awareness and were able to recognize SEN children, 
which was significant (χ2 =80.667, p=.000). But in contrast, the teachers’ awareness was very 
low with regard to children who had Downs Syndrome, Attention Deficit Hyperactive Disorder 
(ADHD), autism and dyslexia. 92.2% of the teachers responded ‘No’ to the question relating to 
awareness about Downs Syndrome while 7.8% responded ‘Yes’ (χ2 =72.510, p=000). 59.8% 
responded ‘No’ to the question relating to ADHD, while 40.2% responded ‘Yes’ (χ2=3.922, 
p=.048). 91.2% responded ‘No’ to the question relating to autism, while 8.8% responded ‘Yes’ 
(χ2 = 69.176, p=.000). 81.4% responded ‘No’ to the question relating to dyslexia, while 18.6% 
responded ‘Yes’ (χ2 =40.157, p=.000). The focus group discussion results also showed that 
teachers with more than five years teaching experience were able to identify the SEN children, 
in contrast to the less than five years experienced teachers. Most of the teachers in the sample 
had an awareness of children’s’ physical disabilities and impairments, compared to the other 
categories.

4.9

44.11
42.17

8.82

0

5

10

15

20

25

30

35

40

45

50

High Sa�sfactory Sa�sfactory Average Level Unsa�sfactory

Primary Teachers's Awareness SEN Children

Pe
rc

en
ta

ge



88

Table 1. Primary	teachers’	confidence	in	teaching	with	SEN	children	in	an	inclusive	
classroom

Teachers’ confidence items Disagree

(%)

Somewhat 
agree (%)

Agree 
(%)

Chi-

square χ2

P value

I think I can teach children with SEN 18 62 20 37.040 .000
I believe I have the knowledge and enough 
training in order to teach with the SEN 
children in the classroom

48 43.9 8.1 28.184 .000

I believe that I can teach children with SEN 
at the highest level 81.8 12.1 6.1 105.273 .000

I have the patience necessary to teach 
students with SEN 9.4 61.5 29.1 39.813 .000

Teaching students with special needs is 
not an impossible task for me 52.2 35.8 12.0 22.587 .000

According to the training I have received, I 
cannot teach students with the SEN  33.0 41.0 26.0 3.116 .211

With regard to the primary teachers’ confidence to teach SEN Children: 6 items in the 
questionnaire related to the nature of the teachers’ teaching confidence. The findings 
indicated that the teachers had significant teaching confidence (Table.1). Only 18% of the 
primary teachers replied ‘Disagree’ to the statement: “I think I can teach children with SEN”. 
62% chose ‘Somewhat agree’ while 20% of the teachers in the sample responded ‘Agree’, and 
this is generalized to the population and proved by the Chi-square test (χ2 = 37.040, p=.000). 
43.9% responded ‘Somewhat agree’ to the statement “I believe I have the knowledge and 
enough training received in order to teach with the SEN children”. 8.1% replied ‘Agree’, while 
48% gave the ‘Disagree’ response to the same question. This result can be generalized to the 
population (χ2 =28.184, p=.000).  Relating ‘Years of work experience’ to ‘Teaching confidence’ 
showed that 50% of the teachers with over 11-15 years of experience chose ‘Somewhat agree’ 
and 50% chose ‘Agree’-a clear indication that these teachers had more confidence with SEN 
children in an inclusive classroom. This is compared to teachers with less than 5 years of work 
experience, where 39% chose ‘Somewhat agree’, 7% chose ‘Agree’ and 54% chose ‘Disagree’.

9.4% of the primary teachers replied ‘Disagree’ to the statement “I have the patience necessary 
to teach students with SEN” while 61.5% chose ‘Somewhat agree’ and 29.1% chose the ‘Agree’ 
response to the same question. Primary teachers in the sample showed significantly positive 
responses (χ2 =39.813, p=.000). A further comparison was made between the teachers’ 
experience and level of patience when working with SEN children; the teachers in the sample 
with less than 5 years’ experience, 5-10 years’ experience and 11-15 years’ experience all 
responded ‘Somewhat agree’ and ‘Agree’. Only 16% replied ‘Disagree’. “Teaching students 
with special needs is not an impossible task for me”—the negative statement had 52.2% of the 
sample choosing ‘Disagree’ in comparison to the other responses and this presented significant 
differences (χ2 =22.587, p=.000). 
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In the comparison of ‘Years of work experience’ to ‘Confidence’; teachers with 5-15 years of 
experience showed significantly more confidence with SEN children in the inclusive classroom 
as compared to teachers with less than 5 years of work experience. The teachers with 
more than 10 years working experience showed that they had satisfactory teaching ability, 
knowledge, patience and confidence to teach with SEN children in an inclusive classroom and 
this results are in line with study by Avramindis and Kalyva (2007). According to the Chi-
square test, female teachers had more confidence to teach SEN children (χ2 =9.785, p=. 003), 
and were confident about their training and knowledge to teach with SEN children in the 
inclusive classroom (χ2 =14.821, p=.002), as compared to male teachers.

Table 2. Primary teachers’ attitudes towards children with SEN and inclusive education

Teachers’ attitudes items

Disagree

(%)

Some

what 
agree (%)

Agree

(%)

Chi-
square 

χ2

P-value

I believe that children with special needs 
can achieve academic progress in inclusive 
classroom settings

28.1 42.7 29.2 3.813 .149

I believe that children with special needs 
can improve their social skills together 
with typically developing peers in inclusive 
classroom settings

17.7 54.1 28.2 20.313 .000

In my opinion, inclusive education is the best 
method for children with special needs 37.2 39.4 23.4 4.224 .120

I believe that the special education unit is 
better suited to children with special needs 
than inclusive education

26.4 32.6 41.0 3.116 .211

It is difficult to complete the syllabus, since 
special needs children have to be educated in 
the normal classroom

13.8 45.7 40.5 16.489 .000

As shown in the table 2, regarding the statement about teachers believing that SEN children 
can make academic progress: 42.7% responded ‘Somewhat agree’, 29.2% responded ‘Agree’, 
while 28.1% responded ‘Disagree’ (χ2 = 3.813, p=.149). Although the teachers believed that 
SEN children could improve their social skills along with their typically developing peers in 
inclusive class room settings (χ2 =20.313 p=.000), 32.6 % responded ‘Somewhat agree’ and 
41% responded ‘Agree’ to the statement “I believe that the special education unit is better suited 
to children with special needs than inclusive education”. However, teachers who had 31-50 
children in their class believed that special education was better than inclusive education for 
special educational needs (χ2 =15.813, p=.002). The results showed that there is a significant 
relationship between teaching and completing the syllabus: “It	 is	 difficult	 to	 complete	 the	
syllabus, since SEN children have to be educated in the normal classroom” ( χ2=16.489, p=000). 
Focus group discussion results showed that the teachers had varying attitudes to the statement 
“Inclusion facilitates socially appropriate behavior among the students”. 
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The teachers of Grade 4 and 5 students explained that children with special needs learned 
from their typically developing peers rather than by following their teachers’ instructions. 
The children learned many things by watching and imitating activities such as social manners, 
eating habits and etiquette, sharing, commutation patterns and discipline. “When I come to 
class when other children stand up and say “Ayubowan teacher” (welcome the teacher) the 
children with special needs are also following appropriately.”

Since all Grade 5 class teachers engage in extra after-school classes for students and work 
on additional papers to prepare them for the Grade five scholarship national exam, they are 
unable to give proper attention to SEN children at the same time. The teachers  also discussed 
their struggles to balance their work, saying that they were unhappy about rejecting the special 
needs children and that as professional teachers they faced great pressure to provide services 
to both student groups  and these findings are  in line with Talmor, Naomi, and Erich (2005) 
and  Furuta and Alwis (2017) In the focus group discussion, the Grade 5 teachers talked about 
how they felt emotionally exhausted and stressed while teaching some of the special needs 
students, as compared to the other primary class teachers. “We are unable to ignore the special 
needs children by doing nothing as the responsibility of them also given to the teachers and they 
have to answer to authority.” Three of the teachers said that they worked with children with 
Downs’ syndrome and autism and they were unable sit the grade 5 exams.  This is in line with 
the study by Tamlor and his colleagues (2005), where they observed that an overload of work 
resulted in a high level of stress among teachers in general.

Regarding the effectiveness of inclusive education; of 24 teachers, 16 teachers gave a positive 
response. “SEN children were unable to achieve the high marks at the term test, but they are 
learning social skills by looking at their typically developing peers and teachers’ facilitation. 
i.e. learning good manners, healthy behaviors, social interaction. Most of the normal students 
are supportive to SEN children” and these findings are in line with Salend (2005).  One of the 
teachers said that starting inclusion from Grade One could be important in helping typically 
developing children to understand the issues of discrimination as well as improving remedial 
teaching with SEN children properly, at the beginner level. 76% of participants highlighted the 
fact that in their experience, SEN children find it difficult to follow the general syllabus after 
Grade 3. The parents of typically developing children complained about the SEN children’s 
behavioral issues. Typically developing children acquired such behavior and irritated others. 
The parents of typically developing children were very concerned about whether the teacher 
was completing the syllabus and preparing their children for the scholarship exam. They also 
had concerns about whether the teachers were using too much of their time to work with SEN 
children.

Regarding the statement about the teachers’ confidence in working with SEN children in the 
inclusive classroom: 20 out of 24 teachers said that they were confident of their ability to teach 
children with different disabilities and this is in line with study by Meijer, (2003); Das, Kuyini, 
and Desai (2012).  Teachers further confirmed that they were easily able to teach and facilitate 
learning for children with hearing and visual impairments, slow learners and those with 
physical disabilities but had less confidence when it came to teaching children with dyslexia, 
ADHD, autism and Down syndrome. The teachers also mentioned the support they received 
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from the parents of SEN children in their classroom.  A few teachers discussed how special 
education was better than inclusive education for children with special needs.

5.0 Discussion, Conclusion and Suggestions 

The primary teachers showed that they had both positive and negative attitudes towards 
inclusive education. They also believed that inclusive education was effective. The majority 
of primary teachers felt that children with special needs could achieve social development in 
inclusive settings and that if their learning was facilitated, they could develop relationships 
and communication skills, participate in group activities, learn empathy and practice good 
manners in inclusive settings. But only some teachers believed that SEN children could achieve 
academic progress and this would be based on their disability types and levels. Fifty percent 
of the teachers in the sample used learning aids like separate activity documents, visual and 
audio equipment, and positive reinforcement like giving stars, saying “good or very good”. 
They ensured that children with visual or hearing impairment were allowed to sit at the front 
of the class while the other SEN children were seated with their peers. Most of the teachers 
appreciated the fact that in the Sri Lankan education system, because of that SEN children 
were integrated into the inclusive classroom during the period of primary education. They felt 
that this was better for the SEN children as well as their typically developing peers. This can 
be considered a positive point that shows that the primary teachers have positive attitudes 
towards inclusive education. The perception of most of these teachers was that special needs 
children can develop social skills rather than academic ones. Salend (2005) argued that 
children with special needs can achieve higher levels of academic and social development in 
inclusive settings rather than in segregated settings.

According to data, some teachers were very confident to teach. They would arrange the 
classroom to suit the children with special needs and were able to work with children with 
severe disabilities as well. However, the teachers who had no proper training had a lower level 
of confidence. Other challenges such as the large number of students in the classroom, as is 
the case in popular schools, the curriculum, the lack of teaching-learning materials, the high 
expectations of education officials and parents and the lack of assistance for teachers were all 
reported as major obstacles in implementing inclusive education. Teachers also highlighted the 
fact that the space in the classrooms was not enough for the children with physical disabilities. 

In the focus group discussion findings, the teachers discussed the necessity of teacher training 
programs for special education teaching methods and in-service primary teacher trainings to 
update their knowledge every year, for the successful implementation of inclusive classrooms. 
The teachers also discussed the importance of having awareness programs and teaching 
methods relating to developmental disorders, dyslexia, autism, intellectual disorders and 
hyperactive children. Further suggestions included the need for assistant teachers who would 
be knowledgeable in the field, support from both the parents of children with special needs 
and parents of typically developing peers, as well as from school principals and education 
officers.  Further, more studies should be carried out to look at how inclusive education 
affects the overall academic achievement, social development and wellbeing of SEN children. 
School counseling services should include the requirements of special needs children, their 
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parents and teachers. Peer counseling, guidance and support systems should be developed 
with typically developing peers so that special needs children could improve their learning 
activities and overcome difficulties. The existing curriculum-related assessment methods 
should be modified to suit SEN children. Special in-service training should be continuously 
provided and more awareness programs should be conducted in school settings, for parents 
as well as teachers. Professional development courses for teachers should be designed based 
on the requirements for inclusive education settings and establish the policy for the inclusive 
education in the general education system.
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Abstract

Dimbulagala Education Zone is one of the eight Education Zones in the North Central Province 
which is situated at the Polonnaruwa Administrative District. Principals and teachers are 
facing various challenges while providing educational services to students at the Dimbulagala 
Education Zone. So, it is very important for principals to have adequate skills, knowledge 
and attitudes to carry out their duties effectively as heads of schools. Therefore this study 
was conducted in 2017 to assess the existing Training Need Analysis process for principals 
in the Dimbulagala Education Zone and find ways to improvement. The research objectives 
were to assess the effectiveness of current training and development programs, to identify 
ways to improve the effectiveness of training and development programs for principals in the 
Dimbulagala Education Zone and to establish a sound mechanism for training need analysis. 
Three null hypotheses were tested in this study; Lack of proper performance appraisal system 
don’t cause inappropriate training need analysis (H01),inappropriate training need analysis 
don’t cause issues in Training Process (H02) and issues in Training Process don’t cause 
Organizational problems (H03). All the alternative hypotheses of the study were correct based 
on the collected data.  

According to the data analysis inappropriate training need analysis causes issues in Training 
Process. As well as Training Process cause Organizational problems such as low productivity 
and negative impact on organizational image. Therefore found that independent variable of 
the study (impact of training need analysis for principals in the Dimbulagala Education Zone) 
and thedependent variable of this study (degree of effectiveness of the current Training and 
Development process for principals in the Dimbulagala Education Zone) have a correlation to 
each other. Also found some ways to improve the effectiveness of training and development 
programs for principals in the Dimbulagala Education Zone and introduced a document called 
“for a better future” which can be attached to the existing performance appraisal form of the 
principals. It can be used to identify the specific training needs of principals during their annual 
performance review. It can be concluded that existed training need analysis of principals 
in the Zone in 2017 was inappropriate and it created organizational problems. Hence the 
recommendations based on the study will be useful to the Dimbulagala Zonal Education office 
for future improvement. 

Keywords: training need analysis, training process
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1.0 Introduction

Due to the development of the technology during last few decades world has become a global 
village. Knowledge level of human beings is increasing day by day and everyone who engage 
with the education sector have to develop their skills, knowledge and attitudes in order to 
adapt to the rapidly changing environment due to technological advancement. Having a sound 
training process is very important in this regard. 

School Principals are heads of school management. They have to take many managerial decisions 
during day to day activities of schools. Therefore their competencies are directly affecting the 
management of their schools. Hence Training and Development programs related to principals 
are very important for every school. Ministry of Education and other responsible authorities 
allocate large amount of money on annual basis on Principals’ Training and Development 
and expect to have some return on investment on them and don’t want to see them end up 
in mere cost. These Training and Development programs provides for the Principals with a 
view to enhance their competencies and to enhance their performances. When performance of 
principals goes up, it helps to enhance school productivity and finally it will lead to accomplish 
the objectives of the education system at Divisional, Zonal and National level. Therefore it is 
very important to have a proper training process for principals with a view to ensure they are 
having adequate skills, knowledge and attitudes to perform their jobs to accomplish national 
goals of education. For that, first of all there should be a proper mechanism to identify the 
training needs.

Performance appraisals are used to identify the training needs of employees in organizations. 
Even though there is a compulsory annual performance appraisal for the principals in Sri 
Lanka, and often it only utilizes to make decisions on the annual increments of principals. As 
stated in Armstrong (2006), training need analysis is a very important step in the training cycle. 
If it is not done properly, then whole training process would be ineffective. So, if the training 
need analyses haven’t done properly, other steps in the training process such as designing of 
training programs, implementation and evaluation of training programs would be useless. The 
costs of training and development programs are very high and if the investment on training 
and development programs don’t provide the expected outcomes to enhance the productivity 
of the organization, it cause significant problems to the organization. 

Principals should have many competencies such as knowledge about circulars on education 
administration, and national education goals, administrative skills, communication skills, and 
language skills. Today due to globalization education sector environment is subject to many 
changes time to time. To adapt to those changes it is very important for principals to sharpen 
their skills, knowledge and attitudes time to time. For that, there should be a systematic 
process to identify the training needs of principals. If the training needs of the principals 
are identified in a systematic manner then according to those training needs, training and 
development programmes can be developed in an efficient and effective manner. If there is no 
proper mechanism to identify the training needs, then training and development programs 
which are provided to school principals may not fulfill their real training needs and return on 
investment of training and development programs could be very low. Also when the essential 
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training needs of principals are not addressed by the training programs, then principals’ 
performances will go down and it will badly affect to the productivity of the schools. Therefore 
it is very important to have a proper training need analysis and a proper training process for 
principals. 

There are 103 schools in the Dimbulagala Education Zone and it comprised of three Education 
Divisions namely Aralaganwila, Dimbulagala, and Welikanda. According to the school 
categorization of the Ministry of Education of Sri Lanka, there are four 1AB schools, nineteen 
1C schools, fifteen type 2 schools and sixty five type 3 schools in the Zone. Proper management 
of schools is very important to face challenges in the Dimbulagala Education Zone. Principals 
should have adequate knowledge, skills and attitudes to properly manage their schools 
and Training and development of principals is very important in this regard. Ministry of 
Education and Education Department of North Central Province provides various training and 
development opportunities to the school principals in the North Central Province on annual 
basis. As well as many training programs are conducted by Dimbulagala Zonal Education Office 
for school principals in the zone. Therefore school principals in the Dimbulagala Education 
Zone get many training and development opportunities. Main objective of those training and 
development programs is to provide required skills, knowledge and attitudes for principals 
to carry out their respective job roles in an efficient and effective manner. However there was 
no proper training need analysis to identify the specific training needs of the principals at 
the Dimbulagala Education Zone and training provided for them are not planned according to 
their needs when this study was carried out. The study was conducted with a view to establish 
an appropriate mechanism to identify the training needs of school principals in Dimbulagala 
Education Zone with a view to make a proper training process for the principals by this study. 
Also it’s important to assess the effectiveness of current training and development programs 
and to identify the ways to improve the effectiveness of training and development programs 
for principals in Dimbulagala Education Zone as government spent large amount of money for 
the training and development of school principals on annual basis.

2.0 Literature Review

2.1 Concepts of training, development and learning

Over the years various scholars defined the concepts of Training and Development in different 
ways. Goldstein and Ford (2002, p138) defined Training as“the systematic acquisition of skills, 
rules, concepts or attitudes that result in improved performance in another environment”. 
Accordingly, training programs help employees to acquire skills, knowledge and attitudes 
to perform their tasks more effectively and efficiently. Training is a learning process which 
enable employees to learn how and what they should do to increase their performances. 
Also Armstrong (2006) stated that “Training is the use of systematic and planned instruction 
activities to promote learning”. Training programs focus more on short term development of 
individual employees, may be to develop particular activity in the job role of an employee. As 
well as Dessler (2005) demonstrated that training refers to the methods that used to provide 
skills to both current and new employees of an organization to perform their respective jobs. 
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Armstrong (2006) emphasized that “development is an unfolding process that enables people 
to progress from a present state of understanding and capability to a future state in which 
higher-level skills, knowledge and competencies are required”. As stated above employee 
development programs focus more on the long term needs of employees. Werner and DeSimone 
(2007) confirming that view stated that development activities focus on long term and it helps 
to prepare employees for future work responsibilities and while enhancing their capacities to 
perform their existing jobs. Employee development programs help to develop both technical 
and managerial competencies of employees to enable them to take new responsibilities, and 
challenges in the future. Technical competencies are such as language efficiency, analytical 
skills, and computer literacy. Managerial competencies are such as decision making ability, 
leadership qualities and ability to working in a team. Employee development programs provide 
career development opportunities for employees.

As Training is a learning process. It is important to get a clear understanding about the concept 
of Learning. Armstrong (2006, p559) defined the learning as “the process by which a person 
acquires and develops new knowledge, skills, capabilities and attitudes”. Anderson (2000) 
stated that learning is “the oil of the machinery of training”. He further stated that it “is a 
relatively permanent change in behavior which is not usually attributable to maturation or 
growth”. 

There are some different learning styles. As cited in Armstrong (2006), in 1974 based on the 
experiential learning theory David Kolb identified learning cycle which consists of four stages as 
follows; Concrete experience (this can be a planned or accidental), reflective observation (this 
involves actively thinking about the experience and its significance), abstract conceptualization 
(generalizing from experience in order to develop various concepts and ideas which can be 
applied when similar situations are encountered) and active experimentation  (testing the 
concepts or ideas in new situations. This give rise to a new concrete experience and the cycle 
begins again). Kolb identified four different kinds of trainees. Those are Accommodators, 
Diverges, Convergers and Assimilators. As cited in Rae (1997), Honey and Mumford (1996) 
identified four types of learning styles. Those are Activist, Reflector, Theorist and the Pragmatist. 

Figure 1. The honey and mumford learning styles
Source: (Rae, 1997, p65)

Activists are like to take new challenges and they don’t much intend to analyze or reflect the 
situation. Reflectors are observing data from different perspectives and come to conclusions by 
analyzing them. Theorists apply observed information based on various theories. Pragmatists 
like to examine new ideas. 

ACTIVIST (EXPERIENCING) 

PRAGMATIST (PLANNING)                                                          REFLECTOR (REFLECTING)                

THEORIST (CONCLUDING) 
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Employees are different to each other and they have different abilities. Therefore their 
learning ability is different and they may have different styles of learning. Thorne and Mackey 
(2001) emphasized the importance of Trainer to recognize the differences of preferred style 
of learning of trainees. 

2.2 Training process 

It is important for any organization to have an appropriate training policy within their 
organization which aligned to organizational objectives. Training process of an organization 
should be made according to the training policy of the organization. Training Process in 
organizations contained various steps. Dessler (2005) described five steps in training process. 
Those are “need analysis, instructional design, validation, implementation and evaluation”. 
Organizations spent many financial and other resources on its training process and therefore 
it is very important for any organization. Armstrong (2006) stated that training should be 
a systematic process. He introduced systematic training model which consist four stages as 
identify training needs, decide what sort of training is required to satisfy those needs, use 
experienced and trained trainers to implement training, and follow up and evaluate training to 
ensure that it is effective. (Armstrong, 2006, p577) (Figure 2.2). 

Figure 2. Armstrong’s systematic training model
Source: (Armstrong, 2006, p577)

It is essential for organizations to consider all those steps in the training process as important 
and take appropriate actions to strengthen each of the steps. 

2.3 Identification and analysis of training needs

Identification and analysis of training needs is the first step of the training process. Rae 
(1997) stated that Training need identification helps to “detects and specifies the training 
and development needs of individuals within organizations and of the organization as a 
whole” and it is followed by analysis of training needs which” determines most effective and 
appropriate ways in which the needs might be met”. It provides organizations the information 
about what kinds of skills, knowledge and attitudes of employees that needs to be developed 
for the accomplishment of the organizational objectives. Dessler (2005) stated that the way 
of analysis of training needs depend on whether trainees are newly recruited employees or 
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current employees of the organization. He further stated that training needs of newly recruited 
employees can be determined by analysis of tasks in their job descriptions and training needs 
of current employees can be determined by analyzing their performances.

Employees need training due to different kinds of reasons. One of them is deficiencies of their 
current performance. Another one is to adapt to the changes occurs in the organizational 
environment such as adoption of innovative technologies for the operations of the organization. 
Boydell and Leary (1996) stated two different kinds of information which is important for 
the identification of training needs; Information about current performance and information 
about future changes (Boydell and Leary, 1996, p27).

They further stated that information about current performances can be obtained from sources 
such as feedbacks from others, self-assessment and through objective data available such 
as data on productivity, defect units rate in production and employee turnover. Boydell and 
Leary (1996) information about future changes can be obtained through changes in markets 
that organization operates, new legislative enactments that can affect the organization, and 
technological changes such as development of information technology. 

Training needs can be categorized in to three levels as training needs at organizational level, 
training needs at functional level, and training needs at individual level. However, as explained 
by Anderson (2000) all problems related to workplaces may not indicate training needs. For 
an example, high employee turnover may occur as a result of problems related to working 
conditions or problems related to compensation management system. Also increase of rate of 
defective products may occur as a result of problem related to a machine. Therefore it is clear 
that all problems may not indicate a training need. So, when such a thing happens, first of all 
organizations have to investigate whether that indicate a real training need or not. 

2.4 Different methods of training 

Organizations used different kinds of methods for employee Training and Development 
programs. Every training method may not effective in every training program and therefore 
it is essential to use appropriate training methods for different training programs. Lynton and 
Pareek (1990) identified three important comparisons which should be done before selecting a 
training method for a training program. Those are methods compared with training objectives, 
methods compared with the learning process and its stages, andmethods compared with 
available time, skills and facilities. 

Perera (2006) stated nature of trainees such as educational level, age, cultural and religious 
beliefs of trainees as a factor to be considered when selecting training methods to a training 
program. He further stated four factors that should be concerned when selecting a training 
method for a program; nature of the training objectives, nature of the trainees, time assigned 
for the training, resources and facilities allocated for training. 

Both on-the-job and the Off-the-job learning methods may used by organizations for its 
employee training process. As cited in Lanlade (1999) explained different methods of training 
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such as on the job training, external courses, large-scale workshops, attending conferences, 
participating at quality circles and computer- based training. 

2.5 Implementation of training and development programs

Next step of training process after the completion of designing of training program is the 
implementation of the program. Anderson (2000) stated that implementation of training 
program can be categorized in two steps; Making practical administrative arrangements for 
the implementation, execute the training program.

Making practical administrative arrangements are such as communicating about the training 
program to employees, fixed dates and venue for the training, acknowledge the trainer about 
what kind of training needs should be fulfilled by the program, and arrange all necessary 
equipments like projectors, computers etc. Execution of the training program takes place after 
making those practical administrative arrangements. 

2.6 Evaluation of training 

Organizations made a significant cost on employee training programs and therefore it is 
important to assess the effectiveness of the training programs. So, after the implementation 
of training program, organizations conduct evaluation of training with a view to assess its 
effectiveness. As stated in Armstrong (2006), Hamblin (1974) defined training evaluation as 
“any attempt to obtain information (feedback) on the effects of a training program and to assess 
the value of the training in the light of that information”. Hackett (1997) indicated three main 
purposes of training evaluation; to provide feedback for trainers about the effectiveness of the 
training activities and the achievement of training objectives, to control to ensure that training 
policy is aligned to the objectives of the organization and provides appropriate solutions for 
the problems of the organization and intervention to aware problems related to selection 
of delegates for the program and to aware about key problems for the differences between 
expected results and actual results. Dessler (2006) identified four categories of training 
outcomes that can be assessed; Reaction (Participants’ reactions to the training program are 
evaluated in this category and feedback form can be used for it), Learning (Skills, knowledge 
and attitudes gained by the trainees by the training program are evaluated in this category 
and performance tests can be used for it), Behavior (evaluation carried out to see whether 
the behavior of trainees changed due to the training program and interview with the trainee 
can be used for it) and Results (Final outcomes of the training program are evaluated with 
the training objectives of in this category and it can be measured by things such as reduction 
of waste, reduction of employee turnover among trained staff, and assessing the comparison 
between the performances before and after the training).  

Armstrong (2006) suggested an equation to measure the Return of Investment (ROI) of 
training.  
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ROI of Training =   Benefits from Training- Costs of training          100   x
                                                Cost of training                     
              source: (Armstrong, 2006, p618)

As stated by Armstrong (2006) some scholars refer ROI of Training for the overall impact of 
training on the performance of the organization. However in here, return of investment of 
training calculated in terms of the benefits of the program. Although it is easy to indicate the 
cost of training it is difficult to indicate the benefits of the training financially, because most of 
the benefits of training are indirect and intangible. For example, benefits of training program 
which focus on to develop attitudes of employees are more tangible. Therefore it is difficult to 
evaluate the training in terms of its benefits. 

3.0 Methodology 

This study was to establish a mechanism for proper training need analysis and to identify ways 
to improve training and development programs for principals in the Dimbulagala Education 
Zone. Therefore the independent variable of this study should be impact of training need 
analysis for principals in the Dimbulagala Education Zone. The dependent variable of this 
study should be the degree of effectiveness of the current Training and Development process 
for principals in the Dimbulagala Education Zone. If,

Impact of training need analysis for principals in the Dimbulagala Education Zone =X

The relationship between then should be as follows. 
Effectiveness of the current Training and Development process for principals in the Dimbulagala 
Education Zone = Y and,
Y=F(X) 

3.1 Population and sample

This study was based on training and development programs conducted for the school 
principals in the Dimbulagala Education Zone. So, the Population of the study is all the 103 
school principals in the Education Zone. Actual size of the sample was decided using following 
formula.

na =n×100 
         re%     Saunders et al (2007, p176)
na= Actual sample size 
n= Minimum sample size
re%= Estimated response rate

It was decided that minimum sample size (n) as 30 and estimated response rate (re %) as 75% 
due to previous records of researches at the Education Zone. Therefore actual sample size was 
decided as follows.

 na= 30×100
        75 
  na=40
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So, a sample of 40 principals in the Education Zone was selected using stratified random 
sampling method. In this method, the population of the study should be divided into 
meaningful segments and then subjects are drawn in proportion to their original numbers 
in the population. Therefore sample of 40 was selected representing all the three education 
divisions of the Dimbulagala Education Zone.

Primary data were collected by distributing a questionnaire and by conducting semi structured 
interviews with the principals in the sample. Also secondary data for the study were collected 
through sources such as research papers, various journals and books related to the subject and 
web sites. 

3.4 Hypotheses of the study 

Null hypotheses of the study were as follows.
H01. Lack of proper performance appraisal system don’t cause inappropriate training need 
analysis
H02. Inappropriate training need analysis don’t cause issues in Training Process
H03. Issues in Training Processdon’t cause Organizational problems

Semi structured interviews were conducted with the 40 principals in the sample using a 
questionnaire to check the validity of above mentioned hypotheses. Based on the findings, the 
effectiveness of current training and development programs for Principals in the Education 
Zone were assessed. Also based on the findings of the research, ways were identified to improve 
training and development programs for principals in the Dimbulagala Education Zone. 

3.5 Data findings and analysis

3.5.1  Performance appraisals and training need analysis

75% of the principals in the sample of the view that current Training Need Analysis for 
principals is not adequate and 82.5% of the principals in the sample believe that there is a very 
strong relationship between performance appraisals and training needs analysis. Also 70% of 
the principals in the sample believe that current performance appraisal system cause issues 
in training need analysis and 80% principals told during the semi structured interviews that 
performance appraisals of principals hardly used for the training need analysis of principals 
during last five years and lack of proper performance appraisal system is the main cause for 
the training need analysis of the principals. 22.5% principals haven’t submitted their annual 
performance appraisals for last two years.

Therefore, it proved the null hypothesis one (H01) which stated that “Lack of proper 
performance appraisal system don’t cause inappropriate training need analysis” is wrong and 
alternative hypothesis one (H11) which stated that “Lack of proper performance appraisal 
system cause inappropriate training need analysis” is correct. So the null hypothesis one (H01) 
was rejected and alternative hypothesis one (H11) was accepted. 
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3.5.2  Training need analysis and training process

According to the gathered data, 80% of the principals are of the view that current training 
need analysis is ineffective and 75% of the principals in the sample believe that there is a very 
strong relationship between Training Needs Analysis and Training Process. As well as 72.5% of 
the principals in the sample believe that inappropriate Training Needs Analysis causes issues 
in designing Training Programs for them. Also 90% of the principals in the sample believe 
that inappropriate Training Needs Analysis causes issues in Training Process for them and 
some Principals in the sample were of the view that there is no proper training need analysis 
of principals during last few years and it led to inappropriate training designing and created 
many issues for the whole training process.

Therefore, it proved the null hypothesis two (H02) which stated that “Inappropriate training 
need analysis don’t causes issues in Training Process” is wrong and alternative hypothesis 
two (H12) which stated that “Inappropriate training need analysis cause issues in Training 
Process” is correct. So alternative hypothesis two (H12) was accepted and the null hypothesis 
two (H02) was rejected. 
 
3.5.3  Training process and organizational problems

Gathered data shows that all the principals have participated at least one training programs 
after they appointed as principals and 55% of the principals in the sample emphasized that 
Training and Development programs provided to them are not sufficient. Also 50% of the 
principals in the sample are having a moderate view about effectiveness of current training 
policies and 65% of the principals in the sample are having a moderate view about effectiveness 
of current Training and Development programs provided for them.

As well as 57.5% of the principals in the sample are having a moderate view about the 
effectiveness of designing current Training and Development programs and 60% of the 
principals in the sample are having a moderate view about the effectiveness of implementing 
current Training and Development programs. Also 65% of the principals in the sample are of 
the view that evaluation of Training and Development programs are ineffective and 52.5% of 
the principals in the sample are having a moderate view about the effectiveness of orientation 
program for newly recruited principals. 60% of the principals in the sample are of the view 
that existing Training process is ineffective.

Also, according to the data gathered 70% principals in the sample believe that their current 
traning need analysis and evaluation of trainings are poor and 62.5% of the principals in 
the sample are of the view that existing Training process is ineffective. As well as 60% of 
the principals in the sample are of the view that the contribution of existing Training and 
Dvelopment programs to enhance performance of principals is poor and 60% of the principals 
in the sample of the view that Training and Development programs provided to them don’t 
help to enhance their performances.
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65% of majority of the principals in the sample of the view that Training and Development 
programs provided to them don’t help to enhance their individual productivity and 70% of 
the principals in the sample are of the view that the contribution of existing Training and 
Dvelopment programs to enhance productivity of principals is poor. Also, 60% of the principals 
in the sample believe that there is a strong relationship between proper training process 
and high organizational performance and 67.5% of the principals in the sample are of the 
view that the contribution of existing Training and Dvelopment programs to enhance overall 
organizational performances are poor. As well as 75% of the principals in the sample believe 
that there is a strong relationship between proper training process and high organizational 
productivity and 80% of the principals in the sample are of the view that the contribution of 
existing Training and Development programs to enhance overall organizational productivity 
is poor.

Also 72.5% of the principals in the sample of the view that Training and Development programs 
provided to them don’t help to enhance orgganizational productivity and 55% of the principals 
in the sample believe that there is a very strong relationship between numbers of work related 
complaints and its bad impact on organizational image.As well as gathered data showed that 
no proper training need analysis of principals during last 3 years and it led to increase the 
number of complaints against them as there is no sufficient trainings are conducted to minimize 
their deficiencies. Those complaints badly affect to the image of the whole education system 
in Sri Lanka.Therefore it is clear that there are many problems related to training process of 
principals at Dimbulagala Education Zone and they are causing organizational problems such 
as low productivity and damage to the organizational image. So, it proved the null hypothesis 
three (H03) which stated that “Issues in Training Process don’t cause Organizational problems” 
is wrong and alternative hypothesis three (H13) which stated that “Issues in Training Process 
cause Organizational problems” is correct. Therefore null hypothesis three (H03) was rejected 
and the alternative hypothesis three (H13) was accepted. 

According to the proved alternative hypothesis two (H12) and alternative hypothesis three 
(H13) inappropriate training need analysis causes issues in Training Process and issues in 
Training Process cause Organizational problems. Therefore the independent variable of the 
study (impact of training need analysis for principals in the Dimbulagala Education Zone) 
and thedependent variable of this study (degree of effectiveness of the current Training and 
Development process for principals in the Dimbulagala Education Zone) have a correlation to 
each other which can be explained by the following formula.

Y=F(X) 
Impact of training need analysis for principals in the Dimbulagala Education Zone =X
Effectiveness of the current Training and Development process for principals in the Dimbulagala 
Education Zone = Y

4.0 Conclusion 

The current training and development programs provided to school principals at Dimbulagala 
Education Zone were ineffective and based on the research it was identified ways to improve 
the effectiveness of training and development programs for principals.. Those includes 
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introducing “For a better future” document to the performance appraisals, formulating 
effective training evaluation process by adding post training performance tests and conducting 
post training interviews with interviewee, and increasing the financial allocation for training 
and development of principals. As well as data analysis proves that lack of proper performance 
appraisal system cause inappropriate training need analysis. It shows that the existing annual 
performance appraisals of principals should be strengthened to make the mechanism for 
training need analysis more effective. Therefore the document on “For a better future” was 
introduced with a view to be attached to the current annual performance appraisal form of the 
principals. It will be useful to identify specific training needs of principals in the future. 

Inappropriate training need analysis causes issues in Training Process. Further Training 
Process causes Organizational problems such as low productivity and negative impact on 
organizational image. Therefore it can be concluded that independent variable of the study 
(impact of training need analysis for principals in the Dimbulagala Education Zone) and 
the dependent variable of this study (degree of effectiveness of the current Training and 
Development process for principals in the Dimbulagala Education Zone) have a correlation to 
each other.

5.0 Recommendations 

This study recommends to introduce the document called “For a better future” (Annexure 
1) of this study to attach to the annual performance appraisals of principals with a view to 
identify their specific training and development needs. Also the study suggests Dimbulagala 
Zonal Education Office to communicate the importance of that document to principals and 
emphasize that it’s beneficial for their future career development. As well as, the study 
recommends Dimbulagala Zonal Education Office to give an opportunity to the principals 
to participate in their training designing process. It will help to motivate principals. Also the 
study suggests Dimbulagala Zonal Education Office to formulate effective training evaluation 
process by adding post training performance tests and conducting post training interviews 
with interviewee. Also the study recommends Dimbulagala Zonal Education Office to make 
more financial allocations for training and development programs of principals in order to 
provide quality training and development opportunities for them. Those recommendations 
would help to improve the effectiveness of the current training and development process for 
the principals in the Dimbulagala Education Zone. 
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Appendix 01. FOR A BETTER FUTURE

Soft skills needs
 
Please mark (x) in the blank cage if a particular skill is needed. Also prioritize the 
needed skills by giving numbers starts from 1, if there are two or more needed skills.

Skill Needed 
Communication Skills
Decision Making Skills
Negotiation Skills
Time Management Skills
Leadership Skills
Team work skills
Adaptability Skills

Language proficiency needs
Please mark (x) in the blank cage if a particular need exists.

	English

	Sinhala

	Tamil

IT skills
Please mark (x) in the blank cage if a particular skill is needed. 
	Basic computer applications
	Internet and Emails
	Education Information 

Management System (EMIS)
	Online teaching
	Social Media

Conceptual skills
Please mark (x) in the blank cage if a particular skill is needed. 

	Analytical Skills
	Visualizing Skills
	Visionary Thinking ability
	Innovative Skills
	Problem solving Skills

Writing Speaking Listening
Writing Speaking Listening
Writing Speaking Listening
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Are there any other specific Training need? If so please indicate them.

…………………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………………
………………...........................................................................................................................................................................

What are the education development needs of the principal?
• Degree
• Professional Qualification 
• PGD in Education 
• Mater of Education
• PHD

Career development needs
• Promotion
• Transfer
• Job enrichment
• Job enlargement
• Job rotation

Are there any other specific development need? If so please indicate them.

…………………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………………..

Thank you very much for your cooperation!
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Language Teacher Candidates’ Autonomy as ESL Learners

R M D P K Rathnayake
Lecturer, National College of Education, Pasdunrata
0718-283551/ rathnayakedulanittttt@gmail.com

Abstract

Motivation is the key to succeed in learning. Lack of student motivation is considered an 
issue in ESL classrooms. Research has identified that uninterested course material, topics and 
assessment strategies influences the active participation of students in the teaching learning 
process. Independent learning outside the classroom is limited and almost all students depend 
on teachers when learning English language in Sri Lanka. In contrast, students of any age love 
to use smartphones. Mobile devices, and tablet computers in particular, have gathered a lot 
of interest among researchers in recent years. Further, educational technologies and learner, 
autonomy always has a strong connection. Contemporary language teachers should equip with 
appropriate knowledge and skills concerning the use of mobile devices for language study and 
they should prepare to use such devices effectively. This paper describes an action research, 
which investigated whether prospective teachers of English could be motivated to improve 
their English language skills using smartphones and encourage them to be learners that are 
more autonomous. The data collection was done by using 62 teacher trainees of English at the 
Pasdunrata National College of Education. The findings revealed that learners were moderately 
satisfied when they use smart phones for their learning purpose. The process of learning gets 
easier when the learners get quick access to additional resources while they are learning in 
the classrooms; for instance, finding definitions of the unknown words, examples and further 
explanations help them to compare ideas. In fact, accessing information through smart phones 
encourages meaningful communication between teacher and learners. Eventually, this enables 
them to produce creative and high quality work. Hence, it can be concluded that smart phones 
usage boost learners’ critical thinking, creative thinking, and communication and collaboration 
skills. Although learners have moved towards autonomous learning, they are still reliant on 
the teachers to achieve their learning goals.

Key words:  ESL (English as a Second Language), learner autonomy, smart phones, 
prospective teachers  

1.0 Introduction

Smartphones are a commonly used technology that is used by students of all ages. This 
is particularly true with adult learners who are in the process of learning to become 
teachers.  Research has shown that the intense use of smartphones leads to addiction 
and strong isolation.  At the same time studies have also looked at how smartphones 
can be integrated into language teaching (Chu, 2011; Subramanian & Harun, 2013). 
Kim and Kwon (2012) refer to the smartphone as a personal device that students can 
access without teachers’ assistance or instruction. Further, they reveal hundreds of 
smartphone applications that can assist language learning that the students can use on their 
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own.  Several studies prove that smartphones offer individual learning activities, which are 
strongly linked to autonomous learning. According to researchers language learning strategies 
(LLS) and learner autonomy have a strong relationship with a sustainable long-life learning 
process. Further, educationists claim that the role of education in the 21st century should pay 
more attention to communication, autonomy, and student learning and increasing innovation 
and creativity. Therefore, this study investigated the use of smartphones in increasing teacher 
students’ autonomy as ESL learners. 

Prospective teachers who enroll to follow the Diploma in Teaching English at the Pasdunrata 
National College of Education (PNCoE) bring with them the learning habits such as rote 
learning, overreliance on teachers and spoon-fed knowledge education. However, at the end of 
three years, they are required to be competent English language teachers who will work in Sri 
Lankan government schools. The majority of the teacher candidates are from rural areas like 
Monaragala, Ampara, and Puttalum. Learning English as a second language is a challenging 
task and it is even more difficult in an undeveloped rural areas. Lack of exposure to the English 
language, parental or community support and poor instruction in English have a large impact 
on learning English in these rural areas according to Fernando (2011). Therefore, the majority 
of teacher candidates do not possess a knowledge of grammar or an extensive vocabulary, 
which are key to be a fluent English language user. Most teacher trainees at the PNCoE are not 
capable of speaking without hesitation due to the lack of exposure to the English language 
exposure as well as limited authentic opportunities to use it. Therefore, they do not have a 
proper understanding of different registers of the English language. This makes it essential to 
take remedial actions to improve their English language proficiency before they complete their 
teaching diploma and start working as English language teachers.  It is vital to use innovative 
methods when considering the remedial teaching methods to improve teacher candidates’ 
English language skills. 

The teachers can integrate technology successfully to motivate ESL students to improve their 
language proficiency. On the other hand, changing methods of teaching English has a significant 
connection with motivation. As today’s students are digital natives, it is uncommon to see 
students without smartphones. Therefore, smartphones are a useful language-learning tool, 
which can be used both in and outside the classroom. Smartphones possess many advantages 
such as easy access to internet, the availability of many educational apps, and the convenience 
of being used anytime and anywhere. All these positive points make English language learning 
a fruitful experience that can enhance learner autonomy. After considering all these factors, 
this study was conducted to investigate the possibility of improving learner autonomy using 
smartphones.

2.0 Literature Review
2.1  21st century skills

Mastering a second language is a challenge and requires learning skills. 21st century skills 
go beyond learning skills to and innovative skills such as critical thinking, creative thinking, 
communication skills, and teamwork skills (Trilling &Fadel2009). Further, 21st century leaners 
are often referred to as “digital natives” as they are exposed to the high technology gadgets like 
tablets, iPads and smartphones from an early age.



111

2.2 Autonomous learning

Holec (1981) calls autonomous learning as one’s ability to take charge of his or her own learning. 
According to Van Lier (1996) autonomous learners need to make a significant decision about 
what, how, and when to learn. Therefore, learners establish a personal agenda for learning 
(Little, 1991). Autonomous learners hold the power or right to regulate and control their own 
learning collaborating with others. According to the British Council website, an autonomous 
learner takes the responsibility for learning and it is likely to be more effective than a learner 
who is reliant on the teachers. Learner autonomy is a significant element of language teaching 
and it has been a key theme in the field of foreign language learning for more than 30 years. 
There is a large body of literature on learner autonomy in ELT.  Sinclair (2000) suggests 13 
aspects of learner autonomy, which are now commonly recognized and accepted in ELT. They 
include: 

•	 Autonomy is a construct of capacity
•	 Autonomy involves a willingness on the part of the learner to take responsibility for 

their own learning
•	 The capacity and willingness of learners to take such responsibility is not necessarily 

innate
•	 Complete autonomy is an idealistic goal 
•	 There are degrees of autonomy
•	 The degrees of autonomy are unstable and variable 
•	 Autonomy is not simply a matter of placing learners in situations where they have to 

be independent
•	 Developing autonomy requires conscious awareness of the learning process – i.e. 

conscious reflection and decision-making 
•	 Promoting autonomy is not simply a matter of teaching strategies
•	 Autonomy can take place both inside and outside the classroom 
•	 Autonomy has a social as well as an individual dimension 
•	 The promotion of autonomy has a political as well as psychological dimension
•	 Autonomy is interpreted differently by different cultures.

2.3 Mobile learning

Technology has brought many changes to education. For instance, the most cited definition 
of mobile learning is using mobile technologies to facilitate and promote learning anywhere 
and at any time (Chuang, Hwang & Shih, 2010).Wexler defines mobile learning as “any activity 
that allows individuals to be more productive when consuming, interacting or creating 
information, mediated through a compact digital portable device that individual carries on 
a regular basis, has reliable connectivity, and fits in a pocket or purse” (127p).  According to 
Aljuaid , Alzahrani, and Islam (2014) mobile learning isa learning procedure which is  held 
outside of the traditional classroom and through learning devices (computers, tablets, iPads, 
palm tops, and mobile phones). 
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2.4    Theories

Mobile learning aligns closely with Constructivism.  According to Bruner (1960), learning is a 
process, which requires learners to construct new ideas or concepts based on their current and 
past knowledge. Therefore, activities related to this concept enable learners to think creatively.  
Problem-Based learning aims at developing leaners’ critical thinking skills. It demands learners 
to be reflective by identifying solutions to given problems. The theory of conversational 
learning can be applied to study the mobile-based interaction and communication (Sharplrs, 
Taylor & Vavoula, 2006). In addition, collaborative learning also associated with this study as 
collaboration between students is promoted via mobile as one aspect of collaborative learning 
is working towards group goals. According to Trilling and Fadel (2009), the internet, pen and 
paper, cellphones, educational games, tests, quizzes, a good teacher, and loving parents are 
the most important tools needed for 21st century learning and teaching. Smartphones offer 
a valuable opportunity to attract learners to practice and improve English language through 
information available on useful mobile apps.

2.5     Conceptual framework

The 4Cs model presented in Figure 1 illustrate autonomous learning through smartphones. 
This conceptual framework is based on mobile learning theory which includes the theories of 
problem based learning and constructive learning presented by Trilling and Fadel.

Figure 1. 4Cs model of autonomous learning through smartphones

  

 

Mobile Learning 

Communication 

Autonomous Learning 

Collaboration Creative Thinking Critical Thinking 
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3.0  Methodology
3.1     Statement of problem

 The rapid development of high technology has brought new gadgets for all types of people 
regardless of age.  In this digital era, every individual possesses hi-tech gadgets such as 
laptops, tablets, iPad, android phones and smart phones.  Especially adult learners in higher 
learning institutions are fond of using smart phones. This situation provokes the question 
whether successful learning will is take place in classrooms if the learners are equipped with 
smartphones. 
3.2     Research questions 

The following research questions are addressed in this study: 
1. What type of learning skills are developed by using smartphones in ESL classrooms?
2. Does using the smartphone promote the autonomous learning process? 
3. To what extent do the learners rely on the lecturers in addition to the usage of 

smartphones?
4. What learning satisfaction is gained by ESL learners using smartphones? 

3. 3  Participants

The participants of this study include English language teacher candidates of the Pasdunrata 
National College of Education (PNCoE), which offers a National Diploma in Teaching for English 
teachers. 62 prospective teacher teachers who were between 22-25 years participated.  Among 
them only two are male and 58 are female.  

 3.4 Research design
The study employed mixed method research design, which is considered as a combination 
of two research designs for conducting, analyzing, and integrating two research designs in 
a single study. To conduct the research I carried out an action research. This action research 
included a survey that provided the quantitative data needed for the study. 

3.5  Instruments

The data for this study was collected with the use of four data collection tools. It included a 
questionnaire consisting of three parts:  Part A: demographic details of the respondents, Part 
B: 20 statements (These 20 statements were categorized into four main learning skills using 
a 5-point Likert scale depicting frequency of use: always, often, sometimes, rarely and never) 
and,. Part C contained 30 statements developed based on students’ learning satisfaction, 
students’ perception on teacher’s role in the ESL classroom and autonomous learning.  This 
questionnaire wasdesigned after referring many action research studies conducted on learner 
autonomy. Statements related to learner autonomy were adapted to suit the present study 
using a 5-point Likert scale: strongly agree, agree, neither agree nor disagree, disagree and 
strongly disagree.

Table 1 indicates the different data collection tools and why they were used. 
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Table 1. Different instruments and their purposes
   Instrument Purpose – To identify…
Questionnaires The way teacher trainees used the smartphone.

Whether they uses it for learning English.

The time they spent on the smart phone.

Their opinions and attitudes regarding the use of smartphones to 
learn English outside the classroom.    

Interviews The details cannot be gathered throughthe questionnaire.
Activities The effective ways of using smartphone in teaching and learning 

English.

Whether smartphone technology motivates ESL leaners to be 
autonomous ESL learners.

How the use of smartphone technology can make  learners 
autonomous language learners   

Journal entries the personnel views of the participants

The questionnaire was distributed among the participants aiming the first objective of the 
research. That was to identify the ways that the prospective teachers use their smartphones 
for improving their English language skills. Furthermore, to gather their opinion related 
autonomous learning and to identify the how they use the smartphones outside classroom 
for academic activities as time spend on it. Interviews were conducted with the participants 
mainly to collect data that could not be collected by providing them a questionnaire. Some 
participants had written short answers without explaining and through the discussions, it was 
expected collect information related the 1st,2nd,and 3rd research questions. Activities were 
implemented focusing the 4th research question. That was to identify how the smartphone can 
be used in ESL classrooms to improve English language skills and to guide the participants 
to use their smartphones as a tool to become more self-learners. Journal entries were 
maintained by the researcher as well as the participants mainly to collect information related 
to the 4th research question. The researcher specially maintained a journal entry to aiming the 
professional development as an ESL teacher. Instead of using a traditional notebook to write a 
diary, a digital journal entry was used introducing Pezu app to the participants.  

The participants kept diaries in which they documented their experiences of using smart 
phones for language learning. They were given prompt to answer. Some of the questions 
were not answered every day. The participants were only encouraged to answer questions 
when they were relevant. Diaries were written using in a digital format using a locked-down 
Googledoc file and using the mobile app Penzu.   The questions were semi-structured, though 
other questions arose during the sessions, too. In addition, at times, information was gathered 
using informal meetings, emails, and WhatsApp and Viber messages.  The participants were 
asked to record the new words that they learn during the action research project by using the 
Notepad of their smart phones.
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3.8 Activities implemented using smartphones

The following activities were carried out to achieve the 4th research  with the use of smart 
phones:

•	 Speak and record (Theparticipants  were given a topic eg: How I spent 1st week of 
my  vacation. This was given during the college vacation. The topic was given to the 
participants via the class WhatsApp groupwith all necessary details with a due date. The 
participants had to speak according to the topic and record it and send it to the WhatsApp 
group. All the participants did the activity and according to the comments given by them, 
they really enjoyed doing it and identified as a very effective way to practice speaking.

•	 Watch YouTube videos, talk about it, record it and send to the lecturer. The participants 
were asked to watch any YouTube video in English to watch (gardening, travel, cookery, 
history etc.) After watching the video, the participants were asked to speak about the video 
that they watched and record it and send to the researcher using the WhatsApp group. The 
purpose was to improve all the skills relevant to English. When they watch the YouTube 
video, they can improve their vocabulary, pronunciation, and listening skills and can learn 
different sentence patterns used when speaking. As they had to describe the video, they 
develop their speaking skills while enhancing their confidence. This was identified as an 
effective activity to develop speaking skills of shy learners, as they speak not in front of a 
gathering or a class.

•	 Use mobile apps to learn grammar daily. The participants were informed to download 
an app for English grammar learning. The participants were given a month of period to 
use and decide whether it is an effective way to learn English grammar especially out of 
the classrooms. The comments were taken through discussions and to send comments to 
the WhatsApp group and in their journal entries. 42 participants used the grammar app 
continually and mentioned that using an app is easier and efficient than grammar books. 
All the participants  mentioned that using a Grammar app is very effective and easy. 

•	 Read e-books using the smartphones. Had a discussion to motivate the participants to use 
their smartphones to read books. Only 4 participants were using their smartphone to read 
books when I had the discussion with them. Had a session on how to use the smartphones 
to read e books. Discussed the different ways and ideas were identified by Googling by 
both the researcher and the participants. Organized an e- book reading completion among 
the participants to select the participant who read as many number of e- books. At the end, 
a winner was selected after a one month of period and awarded a small gift. The winner 
had to describe briefly all the e- books read and had a presentation to show the cover 
pages of the books to the other participants.

•	 Use a mobile app to improve pronunciation. Very similar to the use of Grammar apps. The 
participants were asked to identify best apps for improving pronunciation.  Had a small 
discussion after one month to take their ideas regarding the use of apps for developing 
pronunciation. The participants were identified the following apps for improving 
pronunciation.

FluentU (Android/iOS)
Sound Pronunciation App (The publisher is Macmillan Education)
Learn English Sounds Right
Say it: English Pronunciation
Elsa Speak English Accent Coach
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Speak It Right
Check Pronunciation 
Pronunroid IPA Pronunciation

•	 Had a discussion to make aware the participants on how to use the Pronunciation 
apps to improve their pronunciation and other methods. Some of the methods are to use 
improve pronunciation are,

Record yourself while you speak
Replay videos repeatedly
Learn the International Phonetic Alphabet (IPA)   

 
•	 Watch Ted Talks and discuss them in the classroom.Had a presentation to introduce 

TEDTALKS to the participants. Participants listened to selected Ted Talks in the classroom. 
They were given an assignment to listen/watch 20 Ted Talks that they really like and to 
note down new words they learn using Pezu app. Some participants used YouTube where 
as others used the Ted Talks app to listen /watch Ted Talks that they selected. During the 
period of one month had 4 feedback sessions every week. The purpose was to provide 
necessary further guidance and to motivate them to continue what they were doing. At the 
end of the one month of period had a discussion to discuss about the types of Ted Talks that 
they have watched. 5 participants watched more than 20. All the participants mentioned 
that Ted Talks is effective to enhance the vocabulary and to develop their listening, reading 
(with the transcript) and speaking skills.  

The following activities were done in the English Language period as activities to develop 
their speaking, listening, vocabulary and writing skills. 

•	 Watch movie trailers, guess what the film is about, and speak with a partner.Participants 
watch a movie trailer individually and the movie trailer is shared using the SHAREit app 
or WhatsApp and the participants have to guess the story line of the film. After watching 
the movie trailer individually participants are sit in pairs and write the story within 15 
minutes. Time is provided to read what others have written and finally the participants 
read the actual story of the film. The summary of the actual story of the movie is displayed 
by using the multimedia technology.      

•	 Watch a cookery video and write the recipe in groups. Participants are informed to watch 
a recipe of dessert can be prepared by using less ingredients and in pairs participants 
write the recipe.

•	 Use mind map app to do vocabulary activities.

•	 Take a photo and describe it to 5 friends in the class. 

•	 Play a video and describe it to the partner. The class divided into two groups and sit facing 
each other. A video is played using smartphones and only one group is watching and the 
students who are watching the videos have to describe what is happening in the video and 
others have to ask questions to take necessary details about the video. 
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•	 WhatsApp  a summary. Students were given an article to read at the hostel  and after 
reading the article the students have speak summering the article and WhatsApp to 
the teacher.      

•	 What did you did at the weekend(Students l take photos describe how they spent the 
weekend. Using the photos that they have taken they write about their weekend using 
Simple Past Tense individually.

•	 Describing people someone they are following on Instagram in English. 

3.9 Data analysis

The gathered data were subjected to qualitative and quantitative analysis. The analysis started 
with studying the data several times in order to look for common themes and frequently 
occurring information. The recurring ideas were coded and recoded, revised and updated. I 
used the Penzu App and the Notepad of the smartphone to record data by highlighting the text 
on the transcript with different colors and comments to record any observations and thematic 
categories recognized in the data. The categories that emerged were reviewed, compared, 
modified and either merged or abandoned. It should also be noted that the data were analyzed 
quantitatively as well. This type of analysis involved counting interviewees’ responses and 
calculating percentages.

3.10   Discussion

This study found that integrating technology can be used very effectively develop all the skills 
relevant to English language learning. The results of this study revealed that smart phones 
enable learners to acquire four skills and innovation skills such as critical thinking, creative 
thinking, communication and collaboration to a certain degree. Only few participants were 
aware the ways of using the smartphones to develop their language skills. Therefore, It can 
be said that still the participants were depend on lecturers. However, a proper guidance 
can change that and possible make them more self-learners using technology. Smart phone 
use leads one towards a self-reliant lifelong learner, although most learners still rely on the 
teacher’s expertise, instruction, assistance, setting their learning goals and evaluation on their 
performance.Based on the analysis, most of the learners agreed that they realized their own 
effort plays an important role in successful language learning, and they know how to set their 
own goals.

The grammar lessons using smartphones of prospective teachers led to a significant 
improvement in their performance. Those of Kabooha (2016), who noted that the majority of 
students and teachers found YouTube helpful for improving their English vocabulary, support 
these findings. The students’ vocabulary improved because of YouTube. This was evident when 
analyzing the responses provided by the participants. This is consistent with Cabrera (2018), 
who examined the impact of the online tool Pixton (which enables teachers and students to 
create comic strips for learning and teaching purposes) on high school students in Ecuador.The 
table 2 shows the 10 ways and number of participants used their smartphone in the classroom 
and outside the classroom to learn English by themselves.    
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Table 2. Different ways that the participants used their smartphones

The ways of using the smartphone Number of 
participants

I used my smartphone to read English books 34
I  frequently used the smartphone to find the meaning of the unfamiliar 
words

55

I used an English Grammar App to learn grammar often.  44
I used the smartphone during the group activities to obtain more 
information on the given topic.

51

I used the smartphone to listen to English songs. 67
I used the smartphone to watch English movies and non-English films 
with subtitles in English.    

23

I used the smartphone to obtain extra information to do assignments/
projects

60

I used the smartphone to practice pronunciation. 43
I used my smartphone to write /plan lessons during the block teaching 
sessions.

51

I used my smartphone to watch and listen to TEDTALKS. 60

The information given in table 2 gathered after one month of the study was started and at the 
very beginning, 77%  were not using the smartphone effectively to develop their language 
competency. Constant discussions with the participants to make them aware on using the 
smartphone effectively could change the attitudes of the participants. The majority of the 
participants were unaware about the ways of using their smartphones to enhance their 
language fluency. It became a challenging task to make aware the participants about the ways 
to use the smartphones. The participants were guided by sharing videos, presentations, articles 
and websites to read in the WhatsApp groups. Sometimes the participants did not respond at 
all but constant effort bought some positive changes with participants after nearly two months 
after starting the action research project.  For instance, all the participants agreed that they 
can improve by watching and listening to Ted Talks and all of them watched more than 5 Ted 
Talks after introducing them the Ted Talks. Most of the participants were listening or watching 
motivational Ted Talks. The most popular Ted Talk among them was “How to gain control of 
your free time” by Laura Vanderkam. The Ted Talks become popular among the participants 
after sharing few Ted Talks in their WhatsApp groups. Therefore, use of WhatsApp in English 
language classroom optimizes the function of the mobile phone for students’ learning process 
while enhancing learner autonomy.  It was identified that the participants were not using the 
smartphone or rarely using or used only to check the meaning of difficult/unfamiliar words. 
Almost all of the participants were using their smartphone mostly to use social media, and to 
watch Hindi, Korean and Sinhala tele dramas and films even without English subtitles. 
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Creating a good autonomous learning environment is difficult. It takes thought, planning 
initially, and an ongoing commitment to adjusting to learner needs. It is important to keep 
psychological and social factors in mind to be sure that individual learning is within a 
supportive community context. Technology provides a wealth of resources and potential, but 
is not a solution on its own. 

4.0 Findings

A thorough analysis of the data yielded to several thematic categories. Table 3 demonstrates 
the use of devices by the teacher candidates who them used the often.  The smartphone was 
the most often used mobile device. In addition, the table indicates that the participants, on 
average, had been using them for English language study for about 3 years (minimum 2, 
maximum 6 years). It should also be added that, with the exception of two students, all the 
other participants claimed to use their mobile devices in order to learn English much more 
frequently. Finally, more than half of the students (55%) regarded themselves as experienced 
or fairly experienced users of their smartphone for English language learning; however, 45% 
claimed not to be very skillful in this area. The table 3 shows the usage of the smartphonesamong 
the participants of this research. The findings revealed that learners were moderately satisfied 
when they use smart phones for their learning purpose. The process of learning gets easier 
when the learners get quick access to additional resources while they are learning in the 
classrooms; for instance, finding definitions of the unknown words, examples and further 
explanations help them to compare ideas. In fact, accessing information through smart phones 
encourages meaningful communication between teacher and learners. Eventually, this enables 
them to produce creative and high quality work.

Table 3.  The teacher candidate’s’ mobile devices usage

Participant Gender Device 
used

Purpose Duration Self-assessed expe-
rience

S1 Male Smartphone Watch You Tube 
videos 

3 years Good for learning new 
words 

S2 Female Smartphone To watch 
English movies

2 years Learn new words and 
pronunciation

S3 Female Smartphone To listen to 
English songs

3 years Develop listening skills

S4 Female Smartphone Audio books 4 years Learn new words
S5 Female Smartphone Mobile apps 3 moths Improve grammar
S6 Female Smartphone E-books 2 years Learn new words
S7 Female Smartphone YouTube videos 1 year Learn new words, 

correct pronunciation 
S8 Female Smartphone Watch Korean 

Movies with 
English 
subtitles 

4 years  Learn new words and 
reading skills

S9 Female Smartphone Watch English 
dramas

2 years Can become familiar 
with different accents
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Table 3  includes only the details of teacher trainees who were identified as frequent users of 
their smartphones to enhance their English language skills, these participants were identified 
through the informal discussions that were carried out with the participants.   

5.0 Conclusion

The use of smartphone in learning English has an influence on the participant’s’ learning 
strategies and in making them autonomous learners. The prospective teachers perceive the 
smartphone to be fast, easy to use, and fruitful in helping them learn English. Mostly, the 
difficulties faced by the students during the smartphone use in learning English related to 
technical factors and their own internal motivation. Among the three strategies investigated 
in this research, cognitive and social/affective strategies indicated to be influenced the most 
by the use of smartphone in learning English. All the articipants used, at least to some extent, 
their mobile devices in order to learn the English language autonomously. Moreover, the 
positive impact of using mobile devices for English study. Their beneficial contribution to their 
English development was chiefly linked with easy access to English language resources, the 
opportunity to store them, comfort in using their smartphones anywhere and anytime as well 
as perceived gains in English learning.  With their smartphones to practice the target language 
vocabulary (plus some students also claimed to learn pronunciation of English words) and 
the majority of the participants used their mobile devices autonomously in their leisure time 
as well as during language classes. The participants practised how to use technology in ESL 
classrooms and activities to do with students using their smartphones. Some participants used 
their smartphones during the teaching practice sessions in schools to do listening activities 
and to do warm up activities of their lessons. Use of smartphones allowed them learn things 
even without the help a lecturer such as correcting the pronunciation, checking spellings and 
solving problems they had related to the grammar.
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Abstract

School-Based Financial Management systems have been instituted within the School Based 
Management (SBM) Systems in the structural system of educational governance in most of 
the countries. It is also mandatory to implement School-Based Management system in every 
government school of Sri Lanka. School-Based Management has given financial management 
autonomy to school through the School Development Society. The majority of the schools 
practise this financial management autonomy for school development purposes. However, 
there are considerable cases reported about misuse, in particular, issues of financial autonomy 
on the improper collection of funds in schools. This has a negative impact on students, teachers, 
parents, officers, politicians as well as the entire community. The aim of the present study 
was to understand the current situation, find the reasons, and offer suggestions. The study 
adopted a qualitative approach using semi-structured interviews to find reasons behind the 
problem. The study used a purposive sample of parents of students of government schools in 
one of the nine provinces in Sri Lanka. The study has revealed that there were improper fund 
collections in schools. Based on the findings, the study recommends the strengthening of school 
monitoring and supervision process, sufficient fund supply, ensuring awareness, conducting 
clinical camps and training in order to minimize the issues on the improper collection of funds 
in schools.

Keywords: school-based	management,	school-based	financial	management,	improper	
collection of funds

1.0 Introduction 

Improper collection of funds can be explained as collecting funds not in accordance with the 
accepted standards or collecting funds against prevailing laws, circulars, guidelines, rules and 
instructions. It makes stress and creates a negative impact on students who are unable to pay 
money and they can also be treated differently. There were considerable numbers of complaints 
regarding forcing students to pay money and also treating students unequally who fail to 
pay money. There were principals and teachers against whom the Ministry of Education has 
taken disciplinary action due to improper collection of funds, forcing on students and treating 
them unequally. Mainstream media in Sri Lanka has also reported considerable number of 
incidents regarding the issue. There are several measures that are being implemented by 
relevant authorities to minimize above problems. Circulars, projects, guidelines, awareness 
programmes, disciplinary actions, monitoring and supervision can be considered as examples 
for such measures. 
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Ministry of Education has given wide autonomy of financial management to schools by the 
Circular No: 07/2013 (Instruction Manual and Circular on Planning & Procurement for School 
Based Qualitative, Quantitative and Structural Development). This Circular:

•	 Introduced School Development Society (SDS) & School Development Committee 
(SDC) for school management with the involvement of principal, teachers, parents, 
past pupils, Zonal Education Officers and well-wishers.

•	 Formed school procurement and technical evaluation committee.
•	 Introduced an organized system for School Financial Management by combining and 

cancelling previous circulars regarding School Financial Management.
•	 Introduced unique and general formats for School Financial Management.
•	 Enacted the maximum fee for school development society annual membership fee as 

600LKR.
•	 Allowed schools to collect other funds from school development society by getting the 

consent of school development society for proposals (There was a systematic way to 
justify the amount and decide the amount of money).

•	 Allowed schools to earn money from school land, building as well as other sources 
available in schools.

•	 Allowed schools to earn money from school activities and projects such as teachers’ 
and students’ projects, co-curricular activities etc.

Further, in 2015, the Ministry of Education issued another circular no:05/2015 - Banning 
Improper Collection of Funds in Schools as an alternative/ amendment to  the Circular No. 
07/2013 which had not provide clear guidance on the above-mentioned funding sources. This 
circular rescinded all the clauses in past circulars regarding collection of funds in schools. 
Therefore, this circular has been a legitimate circular for school fund collection from 2015 to 
2018. The title of the circular itself indicated the crisis of School Financial Management and 
that it was issued due to the observations of the Ministry of Education. Thereby, it enacted the 
following rules.

•	 Banned improper collection of funds in schools.
•	 Advised principals not to collect funds for the physical resource development of the 

school.
•	 Centralized the authority of granting approval for the school annual budget which 

was decentralized earlier and the power of granting approval for the financial 
management from Zonal Director of Education to the Secretary of the Ministry of 
Education. However, it has caused a delay in obtaining approval for the annual budget 
due to the centralization of power and lead negative impacts to the school system.

The Circular No: 26/2018 (Circular on Planning and Procurement for School-Based Quality, 
Quantitative and Structural Development) issued on 22nd June 2018 to resolve the problems 
which emerged by Circular No: 05/2015. It revised the Circular No: 05/2015 and decentralized 
the system of school financial management and delegate the power for financial freedom as 
was in Circular No: 07/2013. It contained the majority of the Circular No: 07/2013 clauses 
and the financial ranges have been updated and expanded as compared with other previous 
circulars. 
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The regulations made therein were slightly amended again by the Circular No:19/2019 
(Amendments for Circular on Planning and Procurement for School-Based Quality, Quantitative 
and Structural Development) due to the objections arisen from political parties, unions 
etc. The Circular No.19/2019 has changed most of the clauses by substituting new clauses. 
Decentralized power of granting financial approval made centralized again according to the 
circular No:05/2015. However, all above circulars contained following clauses:

•	 Do not force parents or students to pay money.
•	 Should release students who are unable to pay due to poverty after verification.
•	 It is prohibited to distress students who cannot pay, either physically or mentally.

According to the analysis of the above circulars, it is clear that measures for School Financial 
Management as well as collection of funds in schools have been changed rapidly. This rapid 
change caused to stress on principals and teachers and led to make mistakes. Therefore, it 
was very important and necessary to conduct a study on the improper collection of funds 
in schools with above mentioned measures to identify the current situation, reasons behind 
these issues and offer suggestions to minimize these issues in Sri Lankan schools. It will also 
contribute towards the process of decision making and future research studies.

2.0 Literature Review 

School Financial Management as well as collecting funds in schools are common functions in 
most of the countries. When considering the improper collection of funds in the school, it is 
more unique to Sri Lankan context; because the Sri Lankan education system is having unique 
circulars as well as guidelines to regulate fund collection and School Financial Management. 
Due to the uniqueness, it cannot be directly compared with other countries with their School 
Financial Management systems and collection of funds. Therefore, the literature was not 
available regarding the improper collection of funds in the Sri Lankan context. However, there 
were available studies that were closely related to School Financial Management as well as the 
core of the School Based Management. School Financial Management, as well as collection of 
funds are two of the major functions in School Based Management; therefore, it is necessary to 
investigate which this study embarks on.  

2.1 School financial management under SBM

In most countries, educational planners and administrators have focused their attention 
on dislocating of existing power or authority with its responsibilities away from central 
governments towards local communities. This trend can be expressed as the decentralization 
process, which has given the decision making power closer to schools. It included aspects 
such as curricula determination, financial management, and resource management, student 
affairs, procedures and decisions about school (Wohlstetter and Mohrman, 1993). Caldwell, 
(1998) discussed school based management, where responsibilities are transferred to 
professionals, and school based governance, which indicates giving authority to an elected 
school board representing parents and the community. It is the decentralization of authority 
from the central government unit to the school level (Caldwell, 2005). A similar and popular 
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trend is also experienced in SBM, giving more autonomy in decision making process in schools 
including financial resource management. School Financial Management contained collecting 
of funds, procurement process, school fees, paying bills, recurrent and capital expenditures as 
well as making decisions on School Financial Management.
 
SBM has become a popular shift over the past decade. During the first phase of the SBM 
programme, the World Bank has gone through detailed information about the existing 
literature on SBM. At the same time, it has identified several SBM reforms where its support 
has extended through ongoing impact assessments (The World Bank, 2007). The concern 
made thereby emphasized the importance of SBM for a school. The World Bank spent a lot 
of money on SBM projects in many countries in the form of loans or donations. Almost 11% 
of all projects in the World Bank’s education portfolio from the financial year 2000 to 2006 
supported SBM; it was a total of 17 among about 157 projects. This represented $1.74 billion 
or 23% of the World Bank’s total education financing (The World Bank, 2007). As such, the 
School Financial Management is one of the major parts of SBM. However, concerns exist in 
the general education system divulged that improper collection of funds in schools under the 
School Financial Management has corrupted the objectives of SBM.

2.2 Evolvement and issues of school based financial management in Sri 
Lankan context

Sri Lankan education system has gradually evolved from the monastic Buddhist temples 
and then through the colonial era and post-colonial era (Ruberu, 1974). The introduction of 
free education from kindergarten to university level was a considerable revolution in the Sri 
Lankan education (Silva, 1981). However, there were several problems in school management 
sector including School Financial Management, which emerged concerning educational 
administration and management with the establishment of Provincial Councils according to 
the 13th amendment of the Constitution of Sri Lanka. Thus, policymakers worked on several 
steps to solve those issues, and as an alternative, the ‘School Development Board’ (SDB) 
system was implemented in the public schools throughout the country. With the establishment 
of the SDBs in 1993, the decentralization of school education management became more 
advisory and participatory. However, the SDB system was abolished in 1995, according to the 
recommendations of the World Bank on school administration andSBM system was introduced 
in the government schools in Sri Lanka in 2006. However, the Ministry of Education has 
changed the title of the School Based Management in Sri Lanka and re-named as ‘Programme 
for School Improvement’ (PSI). According to the National Education Commission of Sri Lanka 
(NEC, 1997), importance of SBM was highlighted as a means of decentralization of authority 
and autonomy to government schools. Moreover, the NEC identified  - SBM as an effective tool 
for managing schools. Under the power of financial management, schools collect funds and the 
government makes rules and regulations to regulate it. Ministry of Education of Sri Lanka has 
issued circulars and guidelines (07/2013, 05/2015, 26/2018, 19/2019) from the beginning 
of the implementation of the SBM system to regulate collecting of funds in schools. However, 
there were a considerable number of complaints from parents and society about the improper 
collection of funds in schools. 
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Heyneman, (2004) stated that education is an important public good, its professional standards 
include more than just material goods; hence the definition of education corruption includes 
the abuse of authority for personal as well as material gain. According to the paragraph 
no. 4.1.3 in the Circular no. 26/2018, the maximum amount of membership fee for School 
Development Society (SDS) was 600 rupees per annum and according to the paragraph 
no.7.0, the collected membership fee, as well as all other funds should be allocated under the 
appropriate source of funding in school budget before using those funds for school activities. 
Apart from that, funds can be raised but it should be proposed and confirmed by the SDS (MoE, 
2013). The collections of funds from students apart from above mentioned proper way, can be 
considered as an improper collection of funds. It is a problem for a school and also categorized 
as corruption. According to the circulars, the SDS should provide a valid receipt to the payer 
after each payment. Accepting a payment without giving a valid receipt is also considered as 
a corruption. To overcome these challenges, the Sri Lankan education system should work 
to find solutions. According to Yatawara, (2007), Sri Lanka needs visionary leaders who are 
capable of making strategic decisions to develop the system of education. He indicated the 
quality of the principals and administrators Sri Lanka needs. Sri Lankan SBM can be more 
strengthened to overcome the above challenges in School Financial Management.  As such, this 
study aimed to explore the present practices of improper collection of funds in schools and 
reasons for such practice, and offer suggestions to minimize the improper collection of funds 
in government schools.

3.0  Methodology

3.1  Objectives
1. To understand the current situation of improper collection of funds in schools.
2. To find the reasons behind the improper collection of funds in schools.
3. To offer solutions to minimize the improper collection of funds in schools.

This study followed the qualitative research approach. It falls in the category of applied research 
since it seeks to examine an immediate practical problem (Burke et al., 2012). Preliminary, 
documentary sources were studied to identify complaints on fundraising. Semi-structured 
questions were prepared for the collection of the primary data from parents and the interviews 
carried out individually as well as in a focused group discussion. Semi-structured interviews 
helped to explore additional issues which might be unforeseen by the researcher (Kothari, 
2004). In this study, the researcher has used a purposive sampling methodology to obtain the 
sample. Purposive sampling is a non-probability sampling methodology and it occurs when 
components selected for the sample are chosen by the judgment of the researcher. Researchers 
often believe that they can obtain a reasonable representative sample by using a well-grounded 
judgment, which will result in saving time and money. The sample was purposely selected 
from one of the nine provinces in Sri Lanka to represent the population.

3.2  Sampling and sample size
 
A province was selected to represent the population (Province “X”) from nine provinces 
in Sri Lanka. There were seven education zones in that province “X” and one education 



127

zone selected for the study purposely (Education zone “D”). The number of complaints received 
to the Provincial Department of Education in 2019 regarding the improper collection of funds 
was considered. Schools in the education zone “D” have recorded the highest percentage of 
complaints in the province, which was 28% of complaints regarding improper fund collection. 
Therefore, the education zone “D” was selected purposely. School fund collection has direct 
contact with parents and also parents tend to make complaints or petition according to the 
statistics of the Provincial Department of Education; therefore conducting this study by using 
a parent sample was relevant. When selecting a parent sample from the education zone, the 
recent complaints and selected education zone with schools according to complaints were 
considered. Parents for the semi-structured interviews were selected from the schools which 
had made complaints to the Provincial Education Department. Parents for the focused group 
interview were also selected purposely according to complaints.

Figure 1. Sampling procedure

3.3  Data analysis and discussion

The province “X” contained a Provincial Ministry of Education, a Provincial Department 
of Education as well as seven Zonal Education Offices. All of these educational institutions 
were getting complaints regarding their schools. Table 1 indicates the number of complaints 
regarding improper fund collection and the percentages with the total number of complaints 
from the 1st of January 2019 to 31st of December 2019 which had received by the Provincial 
Department of Education.

Table 1. Number of complaints in 2019 and percentages

Zone Total number of 

complaints

Number of complaints 
regarding improper fund 

collection

Percentage of complaints 
regarding improper fund 

collection
A 77 15 19%

B 38 6 15%
C 48 11 22%
D 44 12 28%
E 22 5 23%
F 31 8 25%
G 41 8 20%

Total 301 65 21%

Province 
"X"

Education 
Zone “D”

8 Parents from 8 schools 
(Individual interview)

20 Parents from 10 schools 
(Focused group interview)
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According to Table 1, it was clear that more than 20% of complaints were received regarding 
improper fund collection. In the zone “D”, it was recorded 28% of complaints regarding 
improper fund collection. Apart from the Provincial Department of Education, institutions such 
as the Ministry of Education and Zonal Education Offices also received complaints regarding 
the matter and therefore, the total number of complaints received during the period under 
review was obviously more than the value mentioned herein. However, in the first month of 
2020, the Provincial Department of Education had received ten complaints regarding improper 
fund collection in schools as in Table 2.

 
Table 2. Details of improper fund collection complaints in January of 2020

Complaint regarding Action taken
1 Misuse of funds and improper fund collection by 

deputy principal in a national school
Forwarded for preliminary 
investigation to Zonal Director

2 Improper fund collection by a school  for grade 
one new admission 

Forwarded for preliminary 
investigation to Zonal Director

3 Collecting money from new admission students 
improperly in a school

Forwarded for preliminary 
investigation to Asst. Director

4 Collected money from grade one new admission 
students in a school

Forwarded for preliminary 
investigation to Primary Director

5 Improper fund collection by a school  Forwarded for preliminary 
investigation to Zonal Director

6 Financial irregularities of the principal in a school As a result of investigation 
principal has transferred

7 Collecting money from students in a school Forwarded for preliminary 
investigation to Zonal Director

8 Mrs.”Y” is collecting money from students during a 
long period of time

Forwarded for preliminary 
investigation to Zonal Director

9 Getting donations in an improper way to a school Forwarded for preliminary 
investigation to Zonal Director

10 Improper fund collection by a school  Forwarded for preliminary 
investigation to Zonal Director

Qualitative data collected through the semi-structured interviews as well as focused group 
interviews transcribed, categorized and compiled together into themes and summary sheets, 
and then analysed and interpreted with word expression and narration. The interviews 
revealed that there was an improper fund collection in schools. Parents in focused group 
interviews highlighted that they were paying money throughout the year: at the beginning of 
the year all of them have paid money for painting as well as renovation works in classrooms. 
According to the current regulations, the principal should get approval from the Provincial 
Education Secretary before collecting any kind of legal fund. But all those parents did not even 
receive a valid receipt. It was revealed at the focus group discussions that the parents had just 
paid money to a nominated parent in a class and they finished the painting and renovation 
work without using the funds from SDS account. Three parents who were secretaries of school 
development societies clearly mentioned that they were not getting the approval for any kind 
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of fund collection from the ministry on time. Those three schools delayed four to six months to 
obtain permission from Secretary of Education as per their previous experience. Those schools 
have also submitted their documents before the deadline to the Zonal Director of Education, 
but according to the Circular No. 09/2019, the budget should obtain recommendations from 
a five-member board of Zonal Education Office, and then it should get the recommendations 
from another five-member board in the Provincial Department of Education and finally it 
comes to Provincial Ministry of Education and get the approval from another board and the 
final approval is granted by the Provincial Secretary of Education. It was a relatively extended 
process to them; they have mentioned that they were getting approval for their annual budgets 
as well as other expenses on time from the Zonal Director of Education before 2015.  According 
to the statistics, there were more than 1100 schools in the province and as per the circulars 
05/2015, 09/2019 and 26/2018, all the schools should follow above mentioned channel to get 
the approval from the Secretary of Education for their annual budgets, other fund collection 
activities as well as amendments of budgets. A relevant education officer of the Education 
Zone “D” revealed the statistics regarding circular no. 09/2019 approvals. According to the 
documents, none of the school budgets had received the approval on time in Educational 
Zone “D” for the year 2020. Out of  above 200 schools in the zone, no school has received 
the approvals for their budgets despite the provisions made in circulars no. 26/2018 and no. 
09/2019 that all the schools should obtained the approval for the budgets before schools 
commence for the first term in January. 

Four parents introduced themselves as class treasurers and revealed that they were collecting 
money throughout the year without getting permission from the ministry by confirming a 
suggestion at the SDS meeting or SDS to fulfil day-to-day needs of the classroom.

According to the above data analysis, it was clear and confirmed that there were schools 
collecting funds improperly by violating government circulars and regulations such as circulars 
no. 26/2018 and no. 19/2019. Those individual interviews and focused group interview 
revealed the process behind improper collection of funds in schools as follows:

•	 Using a class treasurer parent - Especially in schools with primary section had a class 
treasurer in classes and was collecting funds improperly by using class treasurer 
parent. It was against the existing circulars no. 26/2018 and no. 19/2019. The reason 
behind this improper collection, according to respondents, was lack of sufficient 
funds in schools and also in primary sections there were extra activities designed 
by the class teacher. Therefore, the amount of funds collected was depended on the 
school and the class according to the responses of the interviews. This improper 
collection of funds can be reduced by allocating more quality inputs to the schools and 
should regulate extra activities by strengthening school class monitoring or internal 
supervision system. The amount of the quality inputs depends on the school type as 
per the existing circulars regarding quality inputs.  

•	 According to all the parents used in this study, schools were collecting funds 
improperly as projects or donations. During new admission period of grade one, six 
and advanced level, funds were collected for various projects such as buying paper 
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sets for primary students, painting and furnishing classrooms, development of school 
premises, development of school office and other infrastructure etc. Such activities 
violate the government circulars no. 26/2018 and no. 19/2019. According to those 
circulars it is prohibited to collect money without getting proper approval from the 
Secretary of Education and those funds should be deposited in SDS account before 
using. Parents who participated for focused group interview has directly used those 
funds during new admission period of grade one; six and advanced level, and they 
were not much aware about government circulars, therefore this issue can be reduced 
by making them more aware about circulars. 

•	 School functions, festivals, days, celebrations etc.  Especially, in national schools, there 
were relatively higher number of functions, days, celebrations and activities than 
provincial schools. Six out of eight parents interviewed had bad experience of selling 
tickets, giving ticket books, collecting advertisements and collecting money by forcing 
parents using the students-parents associations as well as past pupils’ associations. 
According to all the circulars issued regarding School Financial Management, it is 
illegal to force students to collect money. To minimize this kind of problems, awareness 
about circulars is a must for parents and also relevant disciplinary actions for school 
administrations as well as continuous monitoring are much needed. 

4.0 Conclusion

Improper collection of funds can directly affect students in several ways. In data collection, 
some incidents on threatening students and stress of students as well as parents were reported. 
There were several ways as well as reasons behind improper fund collection according to the 
data analysis. To eradicate this issue or minimize the damage, fruitful recommendations are 
suggested. According to the above data analysis and discussion, it is necessary to offer the 
following recommendations as suggestions to minimize or eradicate improper fund collection 
in schools.

5.0 Suggestions and Recommendations

•	 Supply/ allocate sufficient funds for school development as well as for school 
calendar activities. It can be done by increasing the amount of quality input funds to 
support school activities. The amount may depend on the type of the school.

•	 Ensure the awareness about circulars and regulations among the SDS members. 
Awareness programmes for parents can be organized for this purpose. Providing 
leaflets, papers regarding government circulars and regulations can be another option 
to make parents aware.  

•	 Strengthen school monitoring and supervision process of School Financial 
Management and introduce a proper and transparent monitoring and supervision 
mechanism on fund collection in schools. Currently, there is a vacuum in monitoring 
process in order to monitor school fund collecting activities. The current practise is to 
commence correctivemeasures  when the relevant institution gets any complaint. ,It 
should be changed as to monitor the fund collections in schools with a certain period 
of intervals in every year, covering each and every school. The issuance of a valid 
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receipt by the SDS and other documents regarding school financial management can 
be strengthened for this process.

•	 Limit implementation of ad-hoc activities in schools by adhering to approved school 
annual plan and budget as per the sub-para of 2.15 of the circular no.19/2019 which 
replaced the sub-para no.7 of circular no.05/2015. Due to this, approval from the 
Secretary of Education should be obtained for all the budgets and fund collecting 
activities in every school as mentioned in the discussion. It makes delays in the process 
as well as relatively higher number of backlog for the Secretary of Education and 
Provincial Department of Education. When a school needs to implement a suddenly 
planned activity such as celebrating a victory of a sport or activity, an opening of a 
new building, or any other amended activity in the school plan, the approval of the 
Secretary of Education for the amended budget cannot beobtained on time.. This 
delay can lead to an improper collection of funds deviating from the existing circular 
provisions,

According to Wohlstetter and Mohrman, (1993), the SBM can be expressed as a decentralization 
process, which has given the decision making power closer to schools. Therefore, it is necessary 
to delegate the power of granting approval for school budgets and collection of funds from the 
Secretary of Education to the Zonal Director ofEducation  by amending the current circular. 
In addition, following steps can also be taken to ensure the proper implementation of SBM 
system without breaching its embedded objectives.

•	 Organize annual or biannual clinical camps to ensure the transparency of School 
Financial Management.

•	 Identify training needs and knowledge gaps and carry out training programmes 
periodically to identify the exclusive needs and demands of each school.

•	 Offer constructive guidance to principals, teachers and community at the grass root 
level such as divisional level, when the school administrators meet difficulties in 
School Financial Management. 

•	 Work policymakers, politicians and education specialists in harmony to make decisive 
actions to improve the quality of School Financial Management by amending/ 
introducing circulars, guidelines, handbooks etc. 
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One attribute that sets humans apart from the rest of the animal kingdom is that most animals 
do not live much after they go past their reproductive prime. The average life expectancy of 
humans followed the same pattern until the 1850s. Thereafter, the average life expectancy of 
man has almost doubled over the past 150 years. This change has resulted due to improved 
nutrition, hygiene, and advances in medicine and pharmacology. Development of antibiotics 
and vaccination alone saves millions of lives every year. Advances in human genetics are likely 
to boost the longevity of man even further in the near future.

However, living longer by itself is not sufficient, if those gained years cannot be spent ina 
productive manner, since living beyond the reproductive prime triggers another biological 
process called ageing which presents a suite of new challenges such as diabetes, cardiovascular 
diseases, neurodegenerative diseases, etc. Therefore, with the increase in longevity, it has 
become a necessity to ensure thehealth and wellbeing of people. This would not only provide a 
way for people to lead healthy productive lives but also reduce the financial burden on national 
governments in terms of expenditure on providing health facilities. 

The definition of health has evolved over time. From a biomedical perspective, it is the 
ability to live without disease or infirmity. Disease can be defined as an illness or sickness 
characterized by specific signs and symptoms resulting due to infectious agents, nutritional 
deficiencies, physiological impairments or defective genes. On the other hand, infirmity refers 
to physical or mental weakness. In 1948, the World Health Organization redefined health and 
wellbeing as a state of complete physical, mental and social wellbeing, not merely the absence 
of disease or infirmity. Wellbeing, in turn, can be defined as leading a happy, healthy, socially 
connected and purposeful life. In other words, wellbeing can be further categorized into;  

1. Emotional wellbeing: to be able to think positively
2. Physical wellbeing: to have improved body functions
3. Social wellbeing: to be able to communicate and develop meaningful relationships with 

others and maintain a support network 
4. Workplace wellbeing: to be successful at work and the ability to maintain a work-life 

balance
5. Societal wellbeing: the ability to actively participate in community (reference…)

In assuring health and wellbeing of people, education has a major role to play, where education 
can create better opportunities for health while poor health can prevent a person from getting 
a proper education. Further conditions throughout a person’s life can affect both education 
and health. Therefore, the aim of this paper is to highlight the nexus between education 
(Sustainable Development Goal 4) and health and wellbeing (Sustainable Development Goal 
3).
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All animals, big or small are capable of learning through life experiences, which plays an 
important role in the survival of an individual. What makes human beings different from other 
animals is that they are able to complement informal learning, through a more formal process 
called education. Education in human society is being used to pass knowledge, values, beliefs, 
skills, habits and attitudes from one generation to another unlike in other animals where 
what an individual learns from birth to death ceases to exist beyond its lifespan. Therefore, 
education can be considered as a unique human enterprise, which plays an important role in 
establishing the boundary between humans and the rest of the animal kingdom. Human beings 
are also unique in the sense that they spend a prolonged period of their early life on education, 
which is considered as a basic human right. In most countries, education is compulsory up to 
a certain age or standard. This is due to the belief that education is one of the most powerful 
and proven vehicles for sustainable development. Therefore, ensuring inclusive and equitable 
quality education and promoting life long learning opportunities for all has been designated as 
one of the seventeen sustainable development goals by the United Nations in 2017.

Education contributes to health and wellbeing both directly and indirectly. Education not only 
transforms a person to lead a better life but it is also important to ensure a person quality of 
life. Human health and wellbeing is one of the key determinants of quality of life. The ultimate 
aim of health care is not to cure those who suffer from sicknesses but to prevent people from 
becoming sick. Education contributes indirectlytoa person to lead a healthy and productive 
life.

Education helps a person to develop a range of cognitive skills that would endow a person 
with the ability to comprehend and execute complex treatment regimens and better disease 
self-management. Education also enhances one’s  ability to gather and interpret information 
and solve problems, whichhelps a person to control events and outcomes in life such as being 
able to cope with both physical and emotional stress. Moreover, education shapes the values, 
attitudes and behaviors of an individual, including behaviors that impact health and wellbeing. 
Specifically, education helps reduce risky behaviors such as smoking, drinking, unprotected sex 
and violence while enhancing healthy behaviors such as balanced nutrition, regular exercise 
and proper personal hygiene. Therefore, knowledge will help prevent sickness and disease. 
Further, there is a growing body of knowledge (reference) to support that attainment of higher 
levels of education among mothers improves children’s nutrition and vaccination rates, while 
reducing preventable child deaths, maternal mortality and sexually transmitted diseases.

Education also provides a pathway to develop soft or noncognitive skills that also determines 
success in later life leading to better employment and improved health. As these skills will 
improve the ability to understand health needs, follow or read instructions, advocate for 
themselves and their family, communicate effectively with health providers (physicians are 
likely to communicate less to patients with less education where the care is more directive 
than participatory). Further, education provides an opportunity to learn more about health 
and health risks both through formal health education as well as life long learning through 
self-directed learning. Also, an educated person is more receptive to health education 
campaigns. Education attainment is also linked to better social support as they 
have a higher level of involvement with civic groups and organizations that lead to 
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better mental health and access to resources. There is a growing body of research 
findings(reference) that demonstrate people with higher educational attainment are 
less likely to develop neurodegenerative diseases such as Alzheimer’s and Dementia.

In addition to the development of cognitive and soft skills, education confers a range 
of health benefits. For instance, an educated person tends to have lower exposure 
to stressrelated to economic deprivation and have the ability to live and work in 
environments   designed for healthy living. Further, education leads to stable jobs, 
steady income, accumulation of wealth, better access to health and access to social 
networks and support. Education not only provides the ability to get a better-paying 
jobs but other health-related benefits such as health insurance, worksite health 
promotion campaigns, worksite policies that protect occupational safety. Education 
also provides the ability to live in better communities. Those who live in better 
neighborhoods are likely to have access to healthy food compared to those who live 
in low-income areas where there is a tendency to be exposed to fast food. Further, 
those who live in better neighborhoods have access to green spaces, opportunities 
to engage in physical activities such as the use of gymnasiums, swimming pools, 
walking paths, etc., On the other hand, those who live in low-income neighborhoods 
find themselves in crowded environments that are more stressful to live in. Moreover, 
access to health care is likely to be high in high-income neighborhoods compared 
to low-income neighborhoods. Those who live in high-income neighborhoods are 
exposed to low levels of crime and violence that has a direct impact on health and 
wellbeing, which helps avoid trauma and injury and do not have to live in constant 
fear that enhances the stress levels that lead to lowering of immunity and thereby 
increase the vulnerability towards infectious diseases. Those who live in high-income 
neighborhoods are less likely to be placed close to a source of water and air pollution 
such as train stations, bus depots, highways, factories, etc., and therefore have a 
lower probability of exposure to toxins. Further, housing designs in high-income 
neighborhoods are less likely to cause indoor air pollution.

Health, in turn, can affect access to education as poor health or chronic health 
conditions can affect an individual’s ability to learn. Further, disease, malnutrition, and 
exposure to toxins can impact physical and cognitive development and educational 
attainment. Also, it has been demonstrated that early life stressors also cause 
physiological stress leading to overproduction of stress-related hormones, immune 
dysregulation, and epigenetic changes that can lead to the expression of genes that 
cause cancer and other diseases. Moreover, unstable home and community life can 
also affect education through exposure to risky behaviors, nutritional deprivation, 
and access to stimulation.   
Education also has contributed directly to improved medical care as advances 
in medicine, pharmacology, molecular biology, and allied health sciences have 
contributed to novel approaches in disease diagnosis and development of drugs and 
therapies that have helped immensely for disease prevention as well as reduce the 
disease burden. 
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Many recent studies also indicate that there is a strong linkage between human 
wellbeing and environmental wellbeing. Environmental wellbeing, in turn, depends 
on the level of education attained by a given society. Therefore, education helps 
ensure human health and wellbeing both directly and indirectly as well as empower 
citizens with a more holistic understanding oflinkages between human health and 
environmental health and thereby motivate people to work towards the long-term 
goal of making earth more conducive for the existence of all forms of life.


