Journal of TR !
Innovative Practices in Education

JIPE

ISSN 3051-4746

Volume 1 | Issue 01

February 2025

I:'.;. _.;:':I
i ’_:

Faculty of Education
The Open University of Sri Lanka
Nawala, Nugegodq, Sri Lanka




The Journal of Innovative Practices in Education (JIPE)

(A Tri-lingual, Peer-reviewed, Open-access, Online Research Journal)

ISSN 3051-4746

Volume 1, Issue 1

2025

Published biannually by the Faculty of Education
The Open University of Sri Lanka (OUSL)



Editorial Team (2024-2026)

Editorial Board

Editor-in-Chief
Shironica P. Karunanayaka

Senior Professor in Educational Technology,
Faculty of Education, OUSL.

Associate Editors:
D.V.M. de Silva
Dean/Faculty of Education, OUSL.

F.M. Nawastheen
Professor in Secondary & Tertiary Education;
Head/Dept of STE, Faculty of Education, OUSL.

Editorial Board Members:

G. D. Lekamge
Professor Emeritus in Secondary & Tertiary
Education, Faculty of Education, OUSL.

W.M.S. Wanasinghe
Professor in Secondary & Tertiary Education,
Faculty of Education, OUSL

T. Mukunthan
Professor in Early Childhood & Primary
Education, Faculty of Education, OUSL.

S. N. Jayasinghe

Head/Dept of Special Needs Education, Faculty
of Education, OUSL.

W.M.S. Weerakoon

Head/Dept of Educational Leadership and
Management, Faculty of Education, OUSL.

S. Kugamoorthy

Retired Professor in Secondary & Tertiary
Education, Faculty of Education, OUSL.

K.A.C. Alwis

Retired Head/Dept of Special Needs Education,
Faculty of Education, OUSL.

Editorial/Technical Assistance:

International Editorial Advisory Board

Curtis J. Bonk

Professor of Instructional Systems
Technology, School of Education, Indiana
University, USA.

Aras Bozkurt
Associate Professor of Distance Education,
Anadolu University, Turkey.

Cheryl Brown

Professor/ School of Educational Studies and
Leadership, University of Canterbury,

New Zealand.

Premakumara de Silva
Senior Professor of Sociology, Faculty of Arts,
University of Colombo, Sri Lanka

Godwin Kodituwakku
Chairman, Institute for Research and
Development, Sri Lanka.

Sanjaya Mishra

Education Specialist, Technology-Enabled
Learning, Commonwealth of Learning,
Canada.

Som Naidu
Principal Associate, Technology Education
and Design Associates, Melbourne, Australia.

Santosh Panda
Professor Emeritus of Distance Education,
Indira Gandhi National Open University, India

Kartheges Ponniah
Faculty of Languages and Communication,
Sultan Idris Education University, Malaysia.

Kalinga Tudor Silva
Professor Emeritus, Department of Sociology,
University of Peradeniya, Sri Lanka.

J.M.P.P. Jayasinghe, IT Instructor, Faculty of Education, OUSL.

Language Editing (English)

M.K. Jayakody, Lecturer, Centre for Educational Technology & Media, OUSL.

Language Editing (Sinhala)

D.U. Ranasinghe, Lecturer, Centre for Educational Technology & Media, OUSL

Language Editing (Tamil)

K. Chandramohan, Head/Dept. of Language Studies, OUSL



List of Referees (Volume 1, Issue 1, 2025)

Dr. K.A.C. Alwis

Dr. A. Ariyaratne

Dr. S. Assella

Dr. D. Devendra

Dr. T.D.T.L. Dhanapala
Mr. M.N.C. Fernando

Dr. I.L. Ginige

Dr. C. Herath

Mr. K. Ketheeswaran

Ms. G. Kulasekara

Prof G.D. Lekamge

Dr. L.B.T.C. Lokubalasuriya
Prof. P. Narangoda

Dr. A. Nithlavarnan

Dr. J. Olivier

Prof. M. Perera

Dr. K.D.R.L.J. Perera

Dr. S. Perera

Prof. J.C.N. Rajendra

Dr. N.M.M. Safeek

Prof. T.C. Sandanayake
Dr. K. Seneviratne

Prof. J. Sujathamalini

Dr. |. Talagala

Prof. M. Vithanapathirana
Prof. W.B.A. Vitharana
Prof. W.M.S. Wanasinghe

Dr. S. Wijesundara



Contents

Editorial
Shironica P. Karunanayaka

Socioeconomic and Academic Dynamics that are Shaping B.Ed. Students’ Well-being

Nishta Rana, Uzma Pervaiz, and Adit Gupta

Impact of Electronic Media on Socio-emotional Development
in Pre-school Children: Parents’ Perception

Peellage Seneviratne

Life of Pi as an Advanced Level Text: Teachers' Perceptions on Overcoming
Challenges of Teaching Magic Realism
Mayanthi Kulatunga Jayakody

& G100 mBEW d8BB® owE Buerswrieod BE@1emBB0w wy anDdnmae
Se® nwEm wdddme BB® (Developing Creativity and Adaptability Skills in
Junior Secondary School Students in Sri Lanka)

Ayomi Indika Irugalbandara

2 GTeTL_BIFD HeOINF BewL (LpewnEHaT O\ TL_FLITS LIKIGSTIH%6 6T
LoGTLILITEISG) eImLI(hLD LD TH M 1% 6T
(Changes in Stakeholders’ Attitudes towards Inclusive Education Practices)

Kanapathippillai Ketheeswaran

The Latent Teacher
Rages John

The Role of Collaborative Learning and Problem-based Learning in Character
Development: A Review

Malathie Dissanayake

Challenges and Opportunities in Implementing Inclusive Education
in Plantation Sector Schools of Sri Lanka

Shanthamalar Michael Dawson

42

71

106

141

170

201

228



Editorial
JIPE, 2025
Vol. 1, No. 1, 1-8

Editorial

Promoting Professional Practice in Education through Innovative Thinking

Welcome to the inaugural issue of the "Journal of Innovative Practices in Education" (JIPE), a
new forum dedicated to sharing advancing research and discourse in innovative thinking and
practices in education. Our aim is to promote teaching, research, and scholarship in
professional practice of education and educators through insights gained from research
related to innovative thinking in educational practices and the professional development of
practitioners, at different levels and in a variety of contexts. In our first Issue, we are excited
to share with you a selection of articles focusing on diverse perspectives and research findings
comprising five research articles, two review articles, and a research communication.
Reflecting our commitment to inclusivity as a trilingual journal, papers in English, Sinhala, and
Tamil languages are presented. The transformative role of innovative thinking and practices in
addressing the complex challenges within the education landscape are explored through the

diverse articles in this issue.

Educational practices must be adaptable to prepare students for future challenges.
Acknowledging the power of education to bring about significant changes, the Global Report
from the International Commission on the Futures of Education (UNESCO, 2021) emphasizes
the need to rethink the role of education and educators in reimagining innovative ways to face
the challenges of an uncertain future. Innovative practice results from innovative thinking.
Innovative thinking is a catalyst for innovative educational practices as it encourages the
exploration of new ideas and methods that can transform teaching and learning. Fostering

innovative thinking in educational practices involves adopting novel pedagogies that
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emphasize creativity, critical thinking, and student engagement (OECD, 2017). When
educators think critically and creatively about the challenges they face, they are more likely to
implement practices that go beyond traditional models and adapt to the diverse needs of
students functioning as ‘agents of change’ (Fullan, 2016). Encouraging educators to explore
creative strategies to enhance adaptability in teaching and learning to meet diverse student
needs will transform traditional classrooms into dynamic learning environments that foster a

deeper understanding and application of knowledge to face real life challenges.

Undoubtedly, innovative thinking and practices are essential in addressing various challenges
across all educational levels and contexts. This Issue of JIPE brings together a diverse collection
of research and perspectives that address some of the key issues in contemporary educational
landscape—from higher education context to secondary education, early childhood
education, teacher education, and inclusive education. We invite you to explore the diverse
viewpoints presented in this issue and join us in reflecting on the transformative potential of

innovative thinking in our shared intellectual journey.

While innovative thinking is essential for driving change, it must be supported by a conducive
environment and appropriate professional development. For instance, the well-being of
educators significantly affects their professional development and performance, which is the
focus of the article "Socioeconomic and Academic Dynamics that are Shaping Bachelor of
Education Students’ Well-being", by Rana, Pervais, and Gupta. Their investigation of the
complex interplay between socioeconomic factors and levels of well-being of prospective
educators across six teacher education colleges in Jammu Division, India that examined well-

being along multiple dimensions: physical, mental, social, emotional, and spiritual, provides a
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holistic perspective, suggesting the need to address various factors that influence the well-
being of B.Ed. students and their future teaching practices as educators. As highlighted in this
article, establishing holistic support systems responsive to these diverse factors within higher
educational institutions is important, which calls for innovative strategies to create conducive

and nurturing professional development environments for future educators.

Innovative thinking in relation to professional practices is required at all levels of education
starting from early childhood education. In the current digital age, where children are exposed
to technology from a very young age, teachers must think innovatively about the careful
integration of digital technologies to support their learning, preventing any negative effects.
As highlighted in the article “Impact of Electronic Media on Socio-emotional Development in
Pre-school Children: Parents’ Perception” by Seneviratne, pre-school teachers have a key role
to play in addressing parental concerns on the negative impacts of excessive media
consumption by their children, particularly on social interaction and emotional regulation. The
study calls for developing clear guidelines and innovative strategies for balanced media usage
to support healthy socio-emotional growth of young children reflecting the need for well-

designed interventions by teachers engaging with parents, taking a participatory approach.

Fostering creativity and adaptability in students is vital for preparing them for the future. The
article (written in Sinhala), titled "Developing Creativity and Adaptability Skills in Junior
Secondary School Students" by Irugalbandara discusses innovative pedagogical strategies and

curricular innovations that can enhance these skills essential for students to thrive in the 21
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century, which requires innovative thinking of teachers. While innovative thinking is essential
for driving change, it is the practical application of this thinking, supported by an appropriate
learning environment, that leads to successful educational practices, as reflected in this study.
The drama-based intervention reveals that innovative process drama techniques such as hot-
seat, storytelling, and improvisation as effective means of developing skills such as creativity,
collaboration, and problem solving among students. Integrating teaching strategies and
techniques into classroom learning in unconventional, proactive, and creative ways can be
recognized as innovative pedagogies. By providing such learning opportunities and valuing
creative processes, educators can cultivate an environment that promotes adaptability and

creative thinking, essential for students' future success.

Similarly, employing innovative educational practices to foster creativity among senior-
secondary school students is equally important. In her article “Life of Pi as an Advanced Level
Text: Teachers' Perceptions on Overcoming Challenges of Teaching Magic Realism”, Jayakody
discusses innovative teaching methods used by teachers against the challenges they faced
when teaching the text Life of Pi to G.C.E. A/L students, which is heavily influenced by ‘Magic
Realism’, a novel genre that most students and teachers were unfamiliar with. Diverse
strategies adopted by the participant teachers such as the integration of movies, role playing,
mind mapping, thematic approaches, and debates to overcome various challenges they
encountered reflect their commitment to fostering creativity and critical thinking among
students. Nevertheless, adequate pedagogical training is essential for teachers to effectively
implement innovative practices. Providing teachers with innovative professional development
opportunities will enable them confidently navigating the challenges of teaching unfamiliar

genres and fostering creative learning environments for their students.
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Innovative thinking is a key driving force behind transformative practices in education, and the
significant role played by teachers in this process should not be undermined. Often there is
hidden, untapped potential within teachers which calls for strategies that will allow them to
fully realize and develop their inherent teaching qualities. The review article "The Latent
Teacher" explores the balance between innate and acquired skills, suggesting that unlocking
this latent potential is essential for addressing prevalent educational challenges. The concept
of ‘latent potential’ within teachers is intriguing and underscores the idea that every individual
has inherent teaching qualities that can be developed. The need to ‘awaken’ the latent
teachers, as argued by the author, highlights the necessity for continuous evolution in
teaching strategies to address the dynamic and complex issues in the education system. By
focusing on innovative strategies in teacher education initiatives and educational reforms, the
educational system can unlock, develop, and sharpen the inherent teaching qualities of
educators. This approach well-aligns with the broader goals of improving teaching
effectiveness and fostering a culture of continuous improvement and innovation in

educational practices.

Integrating innovative strategies and techniques into various methods of teaching such as
collaborative learning and problem-based learning will foster vital qualities among students
in any educational setting. Exploring the impact of collaborative learning and problem-based
learning on character development in open and distance education, Dissanayake presents a

review, specifically focusing on the development of learners’ cognitive, metacognitive, social,
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emotional, motivational, decision making and problem-solving skills, and their character. As
suggested in the review, such pedagogical approaches provide ample opportunities for
students in open and distance education contexts to develop essential character traits such as
teamwork, critical thinking, empathy, responsibility, and ethical decision-making that will help
them to optimize positive outcomes in their social, professional and work environments.
Application of innovative pedagogical approaches by educators in open and distance
education institutions will kindle innovative behaviour among adult learners through which
new ideas are generated, developed, and promoted, thus enabling them to become effective
professionals demonstrating innovative work behaviour involving application of novel

methodologies to find creative solutions to persisting issues.

Innovative thinking and practices in education also promote inclusivity. Two articles in this
edition focus on promoting inclusive practices in education. Firstly, the research article titled
“Changes in Stakeholders’ Attitudes towards Inclusive Education Practices" (written in Tamil)
by Ketheeswaran, investigates the evolving attitudes of teachers, parents, and administrators
towards inclusive education (IE), in the Batticaloa District, Sri Lanka. The reveal of mixed
attitudes among the stakeholders including positive attitudes on the key practices of
information provision for IE and student interactions in IE, and negative attitudes regarding
the development of individual educational programmes for students with special educational
needs, and the IE policy implies the need for awareness raising and capacity development on

adopting appropriate IE practices.

Secondly, the concise research communication on Challenges and Opportunities in

Implementing Inclusive Education in Plantation Sector Schools of Sri Lanka by Dawson
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highlights unique challenges and opportunities associated with implementing IE in Tamil
medium schools of plantation sector in the Hatton educational zone. While providing context-
specific insights into the challenges of implementing IE, it proposes an IE framework for
plantation sector schools. Both these articles underscore the necessity to foster a more
inclusive, and diverse classroom culture within the school system. Critical innovative thinking
in educational practice is essential to move away from the traditional, one-size-fits-all teaching
methods towards more flexible, responsive methods to accommodate diverse learner needs.
This shift requires reimagining and adopting novel teaching approaches to ensure that student
needs are met through individualized and adaptive teaching methods. Such practices are in
line with current trends to foster greater inclusivity, personalization, and cultural

responsiveness in education.

Collectively, the articles presented in this edition of JIPE reflect the vital need for innovative
thinking and practices in education at different levels and contexts. The role of educators is
becoming increasingly complex and challenging in the rapidly evolving educational landscape.
As educational change agents, all educators must be innovative in their thinking and practices.
Innovativeness implies the ability to think beyond boundaries and create novel approaches
and strategies. Thus, educators need to be prepared to perform their expected roles
effectively, which implies the crucial need for meaningful changes in educational policies and
practices through innovative educational reforms and continuing professional development

initiatives.
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We hope that this inaugural issue of JIPE provides you with some thought-provoking
perspectives via a broad spectrum of ideas that challenge traditional practices, encourage

forward-thinking solutions, and inspire future innovative research. Enjoy reading!

Shironica P. Karunanayaka

Editor-in-Chief/Journal of Innovative Practices in Education (JIPE)

Contact: edjipe@ou.ac.lk
ORCID https://orcid.org/0000-0003-1995-8828

Disclosure statement: No potential conflict of interest was reported by the author(s)

References
Fullan, M. (2016). The New Meaning of Educational Change. Teachers College Press.
OECD (2017), The OECD Handbook for Innovative Learning Environments. OECD Publishing.

http://dx.doi.org/9789264277274-en.

UNESCO. (2021). Reimagining Our Futures Together: A New Social Contract for Education.

https://unesdoc.unesco.org/ark:/48223/pf0000379707

United Nations. (2015). Transforming our World: The 2030 Agenda for Sustainable Development.

https://sustainabledevelopment.un.org/content/documents/21252030%20Agenda%20for%2

OSustainable%20Development%20web.pdf

This article is published under the Creative Commons Attribution-Share Alike 4.0 International
License (CC-BY-SA). This license permits use, distribution and reproduction in any medium;
provided it is licensed under the same terms and the original work is properly cited.



mailto:edjipe@ou.ac.lk
https://orcid.org/0000-0003-1995-8828
http://dx.doi.org/9789264277274-en
https://unesdoc.unesco.org/ark:/48223/pf0000379707
https://sustainabledevelopment.un.org/content/documents/21252030%20Agenda%20for%20Sustainable%20Development%20web.pdf
https://sustainabledevelopment.un.org/content/documents/21252030%20Agenda%20for%20Sustainable%20Development%20web.pdf

RESEARCH ARTICLE
JIPE, 2025
Vol. 1, No. 1, 9-41

Socioeconomic and Academic Dynamics that are Shaping Bachelor of
Education Students’ Well-being

Nishta Rana, Uzma Pervaiz, Adit Gupta*

MIER College of Education (Autonomous), Jammu, India.

Abstract

This study examines the dynamic interplay of socioeconomic and academic factors shaping the well-
being of Bachelor of Education (B.Ed.) students. Utilising a descriptive research methodology through
a survey design, data were collected from 250 second-semester B.Ed. students across six teacher
education colleges in Jammu Division using simple random sampling. The study's objectives were to
examine the levels of well-being across various dimensions, investigate the relationship between
socioeconomic status and well-being, analyse differences in well-being among students from different
family structures, and assess the impact of the academic stream on well-being. Well-being was
assessed through the Well-Being Scale (WBS-RK, Kaur, 2014) which explores multiple dimensions.
Statistical tools such as t-tests were employed to analyse the data. Findings reveal that economic status
significantly influences spiritual well-being with higher-income students exhibiting better outcomes.
Family structure also impacts spiritual well-being where students from joint families scored higher.
Furthermore, the academic stream significantly affects emotional and overall well-being with Science
students demonstrating superior levels to Arts students. These results highlight the multifaceted
influences on student well-being and underscore the necessity for educational policies and support
systems responsive to these diverse factors. The study contributes to our understanding of the intricate
dynamics shaping future educators' well-being, offering implications for enhancing teacher training

programmes and fostering holistic development in educational settings.

Keywords: Well-being, B.Ed. students, socioeconomic dynamics, academic stream, family structure,
teacher education
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Introduction

Well-being is a multifaceted concept best understood as a profile of indicators across various
domains rather than a single factor. This perspective is supported by extensive research and
theoretical frameworks (Huppert, 2014; Seligman, 2011). Recent studies have further
emphasised the complexity of well-being, highlighting its dynamic nature and the interplay

between different dimensions (Martela & Sheldon, 2019).

From a theoretical standpoint, well-being encompasses two critical dimensions: hedonic well-
being, which involves feeling good and experiencing happiness, and eudaemonic well-being,
which centres on functioning effectively and finding purpose (Huppert, 2014). This dichotomy
has been further explored in recent literature, with researchers proposing integrated models

that combine both perspectives (Disabato et al., 2020).

Various models, such as Seligman's PERMA model and Ryff's six-factor model, offer different
well-being domains, highlighting their complexity. The PERMA model, for instance, proposes
five core elements of psychological well-being and happiness: Positive emotions, Engagement,
Relationships, Meaning, and Accomplishment (Seligman, 2011). Recent research has validated
this model across diverse cultural contexts, underscoring its robustness (Butler & Kern, 2016;

Goodman et al., 2018).

The conceptualisation of well-being in educational contexts has evolved significantly in recent

years. Building upon these established models, researchers have developed more nuanced

10
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frameworks specifically tailored to educational settings. For instance, the PERMA-H model
(Positive emotions, Engagement, Relationships, Meaning, Accomplishment, and Health)
proposed by Kern et al. (2014) offers a comprehensive approach to understanding and

fostering student well-being in educational contexts.

A multidimensional approach to well-being provides the advantage of recognising that
individual domains may have varying impacts on different outcomes. For instance, optimism
reliably predicts a lower risk of cardiovascular disease and mortality but the relationship
between other aspects of well-being and cardiovascular health is less clear (Boehm &
Kubzansky, 2012). Recent studies have further explored these relationships revealing complex
interactions between different aspects of well-being and various health outcomes (Steptoe,

2019).

Well-being extends beyond individual concerns to group-level well-being encompassing
physical, mental, social, emotional and spiritual dimensions. It involves feeling good and
functioning well, nurturing positive relationships and fostering personal growth (Keyes &
Annas, 2009). This holistic view has gained traction in recent years, with researchers
emphasising the importance of considering well-being at multiple levels, from individual to

societal (Prilleltensky, 2020; VanderWeele, 2017).

The concept of well-being has garnered significant attention in educational settings. Recent
studies have highlighted the crucial role of student well-being in academic performance,
personal development, and future success (Blicker et al., 2018; Waters et al., 2019). The well-

being of students in teacher training programmes, such as Bachelor of Education (B.Ed.), is

11
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vital as it not only affects their personal and academic lives but also influences their future

roles as educators (Collie et al., 2020; Zee & Koomen, 2016).

The importance of well-being in teacher education extends beyond individual benefits.
Bardach et al. (2022) showed that teachers with higher levels of well-being were more likely
to create positive classroom environments, which in turn enhanced student engagement and
academic performance. This highlights the potential ripple effect of focusing on well-being in

teacher education programmes.

Moreover, the COVID-19 pandemic has brought renewed attention to the well-being of
educators and students alike. Kim et al. (2022) found that teacher well-being was a significant
predictor of their ability to adapt to remote teaching and support student learning during the
pandemic. This underscores the need for a robust understanding of the factors influencing

well-being among future educators, particularly in the face of unprecedented challenges.

Research has shown that various factors, including economic status, family background, and
academic stream, can significantly impact student well-being (Brannlund et al., 2017; Crede
etal., 2015). Recent studies have further explored these relationships in the context of teacher
education revealing complex interactions between these factors and different aspects of well-

being (Collie et al., 2020; Kim et al., 2019).

This study aims to examine the well-being of B.Ed. students, considering their economic
status, family background, and academic stream. By investigating these factors, we seek to

provide insights that can inform educational policies and support systems, ultimately

12
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contributing to the enhancement of teacher training programmes and the well-being of future
educators. This research builds upon recent studies in the field (e.g., Collie et al., 2020; Kim et
al., 2019) and aims to contribute to the growing body of knowledge on student well-being in

teacher education programmes.

Review of Related Literature

The existing literature on student well-being, particularly in the context of teacher education,
offers valuable insights into various factors affecting students' overall welfare. This review

synthesises recent findings, highlighting key themes relevant to our study.

Meshko et al. (2021) conducted a comprehensive examination of emotional well-being among
students in modern schools. Their study underscored the pivotal role of emotions in the
learning process and the significant impact of emotional well-being on students' health and
academic success. The researchers found that students in modern schools generally exhibited
low levels of emotional well-being. They identified several contributing factors to emotional
discomfort, including academic stress, classroom environment, and peer interactions.
Notably, the study emphasised the importance of enhancing emotional well-being to improve
learning outcomes and maintain the students' overall health. The authors proposed practical
strategies for improving emotional well-being in schools, such as fostering positive teacher-

student relationships and creating a supportive classroom atmosphere.

13
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Recent research has further emphasized the importance of emotional well-being in
educational settings, particularly for pre-service teachers. Hascher and Waber (2021)
conducted a longitudinal study of pre-service teachers, finding that emotional well-being was
a significant predictor of teaching enthusiasm and job satisfaction. Their study highlights the
need for teacher education programmes to actively support the emotional well-being of
trainee teachers. The authors suggest that interventions focusing on emotional regulation and
stress management could be particularly beneficial in preparing future educators for the

emotional demands of their profession.

Kaur and Singh (2022) explored the relationship between psychological well-being, social
competence, and programme commitment among university students. Their study, which
involved 261 undergraduate students from the Science Faculty of Panjab University,
Chandigarh, employed a descriptive survey approach. Using statistical analyses, including
correlation and regression, they investigated the interplay between well-being, programme
commitment, and social competence. Their findings revealed significant associations between
psychological well-being, programme commitment, and social competence. Interestingly, the

study found no notable gender differences in these factors.

Building on this, Benevene et al. (2019) explored the relationship between psychological
capital, work engagement, and well-being among teachers. Their findings suggest that
psychological capital (consisting of hope, efficacy, resilience, and optimism) positively
influences both work engagement and well-being underscoring the importance of cultivating

these psychological resources in teacher education. The study emphasizes the potential long-

14
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term benefits of integrating psychological capital development into teacher training

programmes, potentially leading to more resilient and satisfied educators.

Noer (2023) investigated the impact of spiritual well-being and mental health on students in
Indonesia. This extensive study, involving 572 students, utilised structural equation modelling
(SEM) to demonstrate the positive effects of spiritual well-being on students. The research
found that spiritual well-being partially mediates the relationship between spirituality and
mental health. Significant and positive effects of spiritual well-being were observed on
students' attitudes, subjective norms, and behaviour, indicating a strong influence on their
mental health. The study's findings suggest the potential benefits of incorporating religiosity

principles into the curriculum to support students' mental health.

In a related vein, Kutsyuruba et al. (2023) examined the role of spirituality in promoting
resilience and well-being among early career teachers. Their study revealed that spiritual well-
being contributed significantly to teachers' ability to navigate challenges and maintain a sense
of purpose in their profession, suggesting the value of holistic approaches to well-being in
teacher preparation programmes. The authors argue that nurturing spiritual well-being could
be a crucial factor in reducing teacher burnout and attrition, particularly in the challenging

early years of the profession.

Cajurao et al. (2023) examined the relationship between social well-being and academic
engagement among 155 students at Aleosan National High School. Using a self-formulated
instrument to assess social well-being and academic engagement, along with statistical

methods including mean, Pearson R and multiple linear regression, the study found a
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significant correlation between social well-being and academic engagement. These findings

highlight the crucial role of social well-being in students' academic success.

These studies collectively underscore the multifaceted nature of student well-being and its
profound impact on various aspects of academic life. They emphasise the interconnectedness
of emotional, psychological, spiritual, and social dimensions of well-being and their collective
influence on academic engagement and success. Moreover, these studies provide actionable
insights for improving student well-being such as fostering positive relationships within

educational settings and creating supportive learning environments.

The literature also highlights the essential role of educators in identifying and supporting
students' mental health needs. It points to available resources, such as the Interconnected
Systems Framework (ISF) and MentalHealth.gov, which can aid in establishing comprehensive
social-emotional and behavioural support systems in educational settings. These findings not
only inform our current study but also underscore the importance of a holistic approach to

student well-being in teacher education programmes.

Furthermore, recent research emphasises the need for a more integrated approach to well-
being in teacher education. By addressing various dimensions of well-being — emotional,
psychological, spiritual, and social — teacher preparation programmes can potentially produce
more resilient, satisfied, and effective educators. This holistic approach aligns with the
growing recognition of teaching as a profession that demands not just cognitive skills but also

strong emotional and social competencies.
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In conclusion, the literature review reveals a complex and multifaceted understanding of well-
being in educational contexts, particularly for pre-service teachers. While significant strides
have been made in understanding the various dimensions of well-being and their impacts on
academic and professional outcomes, there remains a need for more focused research on
B.Ed. students, especially in diverse cultural contexts. Our study aims to address this gap by
examining the well-being of B.Ed. students in relation to their economic status, family
background, and academic stream, thereby contributing to the growing body of knowledge in

this crucial area of educational research.

Significance of the Study

Well-being plays a vital role in the progress of any nation, mainly depending on the well-being
of its citizens. All intellectual, creative, educational, social, and cultural advancements are
possible if individuals possess well-being. For B.Ed. students, well-being is particularly crucial
as it significantly impacts their performance and serves as a prerequisite for achievements in
life. Well-being enhances intrinsic motivation, decreases disciplinary problems, increases
academic achievement, improves satisfaction with educational experiences and leads to the
flourishing of individuals, communities, and nations. It affects an individual's behaviour across
cognitive, affective, and psychomotor domains, which are essential for effective teaching and
learning. The study of B.Ed. students' well-being is significant as these future educators will
shape the next generation. Their well-being has a multiplier effect, influencing not only their
personal and academic development but also their future teaching practices. While
considerable research has been conducted on students' well-being, there is a paucity of

studies specifically focusing on B.Ed. students in Jammu Division. This research aims to fill this
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gap by examining the well-being of B.Ed. students in relation to their economic status, family
background, and academic stream. The findings will inform decision-making in teacher
training programmes, improving the quality of education at both B.Ed. and school levels. As
Diener et al. (2013) note, well-being is crucial for life satisfaction and overall quality of life.
This study's implications extend to various stakeholders, including teacher educators,
administrators, policymakers, and parents, contributing to developing more holistic and
practical approaches to teacher education and, consequently, to the overall enhancement of

the education system.

Objectives

The study has the following objectives:

1. To examine the levels of well-being among B.Ed. students across five dimensions
(physical, mental, social, emotional, and spiritual well-being) and overall well-being, as
measured by the Well-Being Scale

2. To investigate the relationship between economic status, the five dimensions of well-
being, and overall well-being among B.Ed. students

3. To analyse the differences in well-being across the five dimensions and overall well-
being among B.Ed. students from different family types

4. To assess the impact of the academic stream on the five dimensions of well-being and

overall well-being among B.Ed. students
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Hypotheses

Three hypotheses were formulated in this study:

1.

2.

3.

There are no statistically significant differences in the five dimensions of well-being
(physical, mental, social, emotional, and spiritual) or overall well-being scores among
B.Ed. students from different economic backgrounds, as measured by the Well-Being
Scale.

There are no statistically significant differences in the five dimensions of well-being
(physical, mental, social, emotional, and spiritual) or overall well-being scores among
B.Ed. students from different family types (nuclear and joint), as measured by the Well-
Being Scale.

There are no statistically significant differences in the five dimensions of well-being
(physical, mental, social, emotional, and spiritual) or overall well-being scores among
B.Ed. students from different academic streams (Arts and Science), as measured by the

Well-Being Scale.

Methodology

Research Design

The present study employed a descriptive research approach through a survey design to

examine the well-being of B.Ed. students in relation to their economic status, family

background, and academic stream. This approach was chosen to provide a comprehensive

understanding of the current state of well-being among B.Ed. students and to explore

potential relationships between well-being and the selected variables. A descriptive design is

particularly appropriate for this study as it allows for a detailed characterization of the

19



N. Rana, U. Pervaiz, and A. Gupta

phenomenon of well-being within a specific population without manipulating variables, thus

capturing the naturalistic state of well-being among B.Ed. students.

Population and Sample

The population for this study comprised all students pursuing a Bachelor of Education (B.Ed.)
degree from various B.Ed. colleges in the Jammu Division in India. Specifically, the target
population consisted of 2,706 B.Ed. students enrolled in the second semester during the 2021-
2023 academic session. The Jammu Division hosts several recognised B.Ed. colleges, offering
a diverse pool of students from various socio-economic backgrounds and academic streams,

making it an ideal setting for this study.

A simple random sampling technique was employed to select a representative cross-section
of 250 B.Ed. students from six distinct colleges of education in the Jammu Division. The sample
composition included 120 students from lower-income and 130 from higher-income
backgrounds, 121 from nuclear families and 129 from joint families and 134 students pursuing
Arts and 116 in Science streams. This diversity in the sample allows for a comprehensive
analysis of well-being across various economic statuses, family types, and academic streams
within the B.Ed. student population, providing robust insights into the factors influencing

educational outcomes.

Data Collection Tool
For the present study, the investigator employed the Well-Being Scale (WBS-RK) developed by
Kaur (2014) to examine the well-being of B.Ed. students. This standardised instrument

comprises 35 items divided across five dimensions: Physical, Mental, Social, Emotional, and
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Spiritual well-being. Each item is rated on a five-point Likert scale ranging from Strongly Agree
to Strongly Disagree. The scale demonstrates good internal consistency, with a Split-Half
Reliability coefficient of 0.771 for B.Ed. students. The WBS-RK was selected for its
comprehensive approach to measuring well-being, aligning well with the study's objectives of

assessing well-being across various aspects of students' lives.

Limitations of the Study

While this study may provide valuable insights, it is essential to acknowledge its limitations.
The cross-sectional nature of the research limits our ability to infer causal relationships
between the variables studied. Additionally, the focus on B.Ed. students in the Jammu Division
may limit the generalisability of findings to other geographical or cultural contexts. The self-
report nature of the Well-Being Scale (WBS-RK) also introduces the possibility of response

bias, although the scale's established reliability mitigates this concern to some extent.

Results and Discussion

Objective 1: To examine the levels of well-being among B.Ed. students across five
dimensions (physical, mental, social, emotional and spiritual well-being) and overall well-
being, as measured by the Well-Being Scale

To address this objective, the distribution of B.Ed. students across different levels of well-being
were analysed. Table 1 presents the frequency and percentage of students falling into each

category of well-being based on their z-scores on the Well-Being Scale.
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Table 1

Distribution of B.Ed. students across levels of well-being

Range of z-scores

Level of well-being

Frequency of
students (N)

Percentage of
students (%)

+2.01 and above Extremely high 6 24
+1.26 to +2.00 High 26 10.4
+0.51to +1.25 Above average 38 15.2
-0.50to +0.50 Average 36 14.4
-0.51to0-1.25 Below average 119 47.6
-1.26 t0 -2.00 Low 22 8.8
-2.01 and below Extremely low 3 1.2
250 100

The results indicate a diverse distribution of well-being levels among B.Ed. students:

A moderate proportion (14.4%) showed average levels of well-being.

The largest group (47.6%) fell into the below-average category.

A small proportion of students (2.4%) demonstrated extremely high levels of well-being.

A notable percentage (25.6%) exhibited above-average to high levels of well-being.

A small but significant group (10%) displayed low to extremely low levels of well-being.

These findings suggest that while a quarter of the students report good to excellent well-
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lower well-being scores and to understand the factors contributing to the varied levels of well-

being among B.Ed. students.

Objective 2: To investigate the relationship between economic status and the five

dimensions of well-being, and overall well-being among B.Ed. students

To address this objective, we examined the relationship between economic status and well-

being dimensions using independent samples t-tests. This analysis allows us to infer the nature

of the relationship based on the differences between the two economic groups. Table 2

presents the results of these analyses.

Table 2

Relationship between economic status and well-being dimensions

Dimensions Economic N Mean SD SEwm df T Level of
status significance
Physical Low 120 25.68 3.63 0.33 248 NS
well-being 1.11
High 130 25.19 3.37 0.29
Mental well- Low 120 25.36 3.32 0.30 248 NS
being High 130 2519 350 031 0.38
Social Low 120 24.05 3.38 0.31 248 NS
well-being ;01 130 2420 350 031 0.34
Emotional Low 120 25.06 3.87 0.35 248 NS
well-being oy 130 2476 384 034 0.61
Spiritual Low 120 24.95 2.76 0.25 248 0.05
well-being oy 130 2571 294 026 2.12
Overall Low 120 125.10 11.69 1.07 248 NS
scores High 130  125.06 11.99 1.05 0.03

NS-Not Significant: 0.05 Level of Significance
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The analysis reveals the following key findings regarding the relationship between economic

status and well-being:

e Physical, mental, social, and emotional well-being: No significant relationship was found
between economic status and these dimensions (t = 1.11, 0.38, 0.34, 0.61 respectively, p
> 0.05). This suggests that economic background does not significantly influence these
aspects of well-being among B.Ed. students.

e Spiritual well-being: A significant relationship was observed between the economic status
and spiritual well-being (t = 2.12, p < 0.05). Students from higher economic backgrounds
(M = 25.71, SD = 2.94) reported higher levels of spiritual well-being compared to those
from lower economic backgrounds (M = 24.95, SD = 2.76). This indicates a positive
relationship between the economic status and spiritual well-being.

e Overall well-being: No significant relationship was found between the economic status
and overall well-being scores (t = 0.03, p > 0.05), suggesting that economic background

may not be a determining factor in the general well-being of B.Ed. students.

These results indicate that the relationship between the economic status and well-being
among B.Ed. students are complex. While economic background appears to have a limited
relationship with most dimensions of well-being, it shows a positive relationship with spiritual
well-being. This finding warrants further investigation into the factors that might contribute

to this specific relationship.

Based on these findings, Hypothesis 1 is partially rejected. Specifically, it is dismissed for the
dimension of spiritual well-being, where a significant difference was found between students
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from different economic backgrounds. However, the hypothesis is retained for all other
dimensions (physical, mental, social, and emotional well-being) and overall well-being scores
where no significant differences were observed between students from different economic
backgrounds. We can conclude that the economic status has a selective relationship with well-
being dimensions, primarily influencing spiritual well-being while showing no significant

relationship with other dimensions or overall well-being.

Objective 3: To analyse the differences in well-being across the five dimensions and overall
well-being among B.Ed. students from different family types

To address this objective, independent samples t-tests were conducted to compare the well-
being scores of students from nuclear and joint families across the five dimensions of well-

being and overall scores. The results of these analyses are presented in Table 3.

The analysis reveals the following key findings:

e Physical well-being (t = 1.04, p > 0.05), mental well-being (t = 0.70, p > 0.05), social well-
being (t = 0.68, p > 0.05), and emotional well-being (t = 1.16, p > 0.05) showed no
significant differences between students from nuclear and joint families.

e Spiritual well-being was significantly different (t = 2.13, p < 0.05) between students from
nuclear and joint families. Joint families (M = 25.72, SD = 2.70) demonstrated higher
spiritual well-being levels than nuclear families (M = 24.95, SD = 3.01).

e Overall well-being scores (t = 1.61, p > 0.05) between the two-family types were not

significantly different.
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Table 3

Comparison of well-being scores based on family type

Dimensions  Type of N Mean SD SEm df t Level of
family significance
Physical Nuclear 121 25.19 3.61 0.33 248 1.04 NS
well-being it 129 2565 338  0.30 0.30
Mental Nuclear 121 25.11 3.48 0.32 248 0.70 NS
well-being
Joint 129 25.42 3.34 0.29 0.29
Social Nuclear 121 23.97 3.37 0.31 248 0.68 NS
well-being
Joint 129 24.27 3.51 0.31 0.31
Emotional Nuclear 121 24.61 3.83 0.35 248 1.16 NS
well-being
Joint 129 25.18 3.85 0.34 0.34
Spiritual Nuclear 121 24.95 3.01 0.27 248 2.13 0.05
well-being it 129 2572 270 024 0.24
Total Nuclear 121 123.84 12.02 1.09 248 1.61 NS
Joint 129 126.24 11.56 1.02 1.02

NS-Not Significant: 0.05 Level of Significance

These results suggest that family type has a limited impact on most dimensions of well-being
among B.Ed. students. However, the significant difference in spiritual well-being is noteworthy
and warrants further investigation. Students from joint families appear to have higher spiritual
well-being, which could be attributed to factors such as shared family values, traditions, or

collective religious practices often associated with joint family systems.

The lack of significant differences in overall well-being scores indicates that family type may

not be a determining factor in the general well-being of B.Ed. students. However, the trend
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towards higher mean scores in joint families across all dimensions, though not statistically
significant except for spiritual well-being, might suggest a subtle positive influence of joint

family systems on student well-being.

Based on these findings, Hypothesis 2 is partially rejected. Specifically, it is dismissed for the
dimension of spiritual well-being, where a significant difference was found between students
from nuclear and joint families. However, the hypothesis is retained for all other dimensions
(physical, mental, social, and emotional well-being) and overall well-being scores where no

significant differences were observed between students from nuclear and joint families.

Objective 4: To assess the impact of the academic stream on the five dimensions of well-
being and overall well-being among B.Ed. students

To address this objective, independent samples t-tests were conducted to compare the well-
being scores of students from the Arts and Science streams across the five dimensions of well-

being and overall scores. The results of these analyses are presented in Table 4.

The analysis reveals the following key findings:

e Physical well-being (t = 1.91, p > 0.05), mental well-being (t = 0.13, p > 0.05), social well-
being (t = 1.25, p > 0.05), and spiritual well-being (t = 0.63, p > 0.05) showed no significant
differences between students from the Science and Arts streams.

e Asignificant difference was observed in emotional well-being (t = 2.63, p < 0.01) between
students from the Science and Arts streams. Students from the Science stream (M = 25.49,
SD = 3.52) demonstrated higher levels of emotional well-being compared to those from

the Arts stream (M = 24.22,SD = 4.11).

27



N. Rana, U. Pervaiz, and A. Gupta

e A significant difference was also found in overall well-being scores (t = 1.98, p = 0.05)
between the two academic streams. Science stream students (M = 126.45, SD = 12.02)
showed higher overall well-being compared to Arts stream students (M = 123.50, SD =

11.44).

Table 4

Comparison of well-being scores based on academic stream

Dimensions  Stream N Mean SD SEm df t Level of
significance
Physical Science 134 2582 3.51 030 248 191 NS
well-being 54 116 2497 3.44 0.32
Mental Science 134 2530 3.26 028 248 013 NS
well-being 5 116 2524 3.59 0.33
Social Science 134 2438 3.73 032 248 125 NS
well-being 5 116 23.83 3.07 0.28
Emotional Science 134 2549 352 0.30 248 263 0.01
well-being 54 116 2422 411 0.38
Spiritual Science 134 2545 291 025 248 063 NS
well-being 5y 116 2522 2.83 0.26
Total Science 134 12645 12.02 104 248 198 0.05
Arts 116 12350 11.44 1.06

NS-Not Significant: 0.05 Level of Significance

These results suggest that the academic stream significantly impacts emotional well-being
and overall well-being among B.Ed. students, with Science stream students reporting higher
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levels in both cases. The lack of significant differences in other dimensions indicates that the
academic stream may not be a determining factor for physical, mental, social and spiritual

well-being.

Based on these findings, Hypothesis 3 is partially rejected. Specifically:
e The hypothesis is rejected for emotional well-being, where a significant difference was
found between students from the Science and Arts streams.
e The hypothesis for overall well-being scores was also rejected, which showed a
significant difference between the two streams.
e The hypothesis is retained for physical, mental, social, and spiritual well-being
dimensions, where no significant differences were observed between students from

the Science and Arts streams.

These results highlight the complex relationship between academic stream and student well-
being. The higher emotional and overall well-being scores among Science stream students
warrant further investigation into the factors that might contribute to these differences, such
as curriculum structure, learning environments, or career prospects associated with different

academic streams.

Discussion of findings

The present study examined the well-being of B.Ed. students with their economic status,
family background, and academic stream. The findings reveal a complex interplay of these

factors with various dimensions of well-being, providing valuable insights into the
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psychological landscape of future educators. These findings illuminate the multifaceted nature

of influences on B.Ed. students' well-being, highlighting the need for nuanced approaches in

educational policies and support systems. The observed differences across economic

backgrounds, family types, and academic streams underscore the complexity of factors

shaping the well-being of future educators.

Some of the key findings of the study are:

Overall well-being levels: A significant proportion of B.Ed. students (70%)
demonstrated average to high levels of well-being across all dimensions of the WBS.
This aligns with Dubey's (2015) findings, suggesting a generally positive psychological
environment in teacher education programmes. However, the presence of a
substantial minority with below-average well-being levels indicates a need for targeted
support mechanisms within these programmes.

Economic status and well-being: The study revealed that B.Ed. students from higher
economic backgrounds exhibited higher levels of spiritual well-being compared to
their peers from lower economic backgrounds. This finding corroborates the results of
Yunus et al. (2011) and Bhat (2021), highlighting the potential influence of economic
factors on spiritual aspects of well-being. However, it contrasts with Wantur et al.
(2020), underscoring the complex and potentially context-dependent nature of this
relationship. The lack of significant differences in other well-being dimensions suggests
that economic status may have a selective rather than pervasive impact on student
well-being.

Family background and well-being: B.Ed. students from joint families demonstrated
higher levels of spiritual well-being than those from nuclear families. This finding
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diverges from Ghaffari et al. (2013) who found no significant differences based on
family structure. The higher spiritual well-being in joint families could be attributed to
the collective religious practices and shared values often associated with such family
systems. This insight suggests the potential role of family dynamics in shaping certain
aspects of student well-being.

Academic stream and well-being: Students from the Science stream exhibited notably
higher levels of emotional well-being and overall well-being compared to their peers
in the Arts stream. This finding extends the work of Kaya and Erdem (2021) by
highlighting the role of the academic stream in emotional well-being. However, it
contradicts studies by Khan and Kauser (2014), Xuan et al. (2019), and Mubarok and
Pierewan (2020), which found negative or no differences in emotional well-being
across academic streams. This discrepancy underscores the need for further research

to understand the factors underlying these stream-based differences in well-being.

The findings of this study have significant implications for the design and implementation of

B.Ed. programmes. The observed relationship between spiritual well-being and economic

status suggests a need for teacher education institutions to consider socioeconomic factors

when developing support systems for students. Programmes could be designed to foster

spiritual well-being across all economic groups; perhaps, through mindfulness practices or

discussions on finding meaning and purpose in the teaching profession.

Moreover, the higher levels of emotional and overall well-being observed in Science stream

students highlight the importance of tailoring support services to different academic

backgrounds. B.Ed. programmes might consider incorporating elements of scientific inquiry
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and problem-solving across all specialisations to potentially enhance overall student well-

being.

Recommendations

These findings have several recommendations for educational policy and practice:

Holistic well-being initiatives: The prevalence of average to high well-being levels
among most students supports implementing holistic well-being programmes in
teacher education. However, targeted interventions are needed for students
experiencing below-average well-being.

Economic support: While economic status primarily influences spiritual well-being,
institutions should consider providing comprehensive support structures for
economically disadvantaged students to ensure equitable opportunities for overall
well-being.

Family-aware approaches: Recognizing the potential influence of family structure on
spiritual well-being, educational programmes could incorporate family-aware
approaches that acknowledge and leverage diverse family backgrounds.
Stream-specific support: The emotional and overall well-being differences between
Science and Arts students suggest a need for stream-specific support systems.
Curricula and support services should be tailored to address students' unique

challenges and requirements within various academic streams.
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Conclusions

This research significantly contributes to our understanding of the complex dynamics shaping
the well-being of future educators. By examining the interplay of economic status, family
background, and academic stream with various dimensions of well-being, our study offers
valuable insights that can inform the development of more effective and tailored approaches

in teacher education programmes.

The findings highlight the multifaceted nature of well-being and the complex interplay of
personal, familial, and academic factors in shaping the psychological health of future
educators. As the teaching profession faces increasing challenges globally, including high
stress levels and burnout rates, understanding and promoting well-being among future
teachers becomes crucial. Our results suggest that a holistic approach to well-being,
considering various dimensions, including spiritual and emotional aspects, may be key to

developing resilient and effective educators.

Furthermore, the observed differences in well-being across economic backgrounds and
academic streams underscore the need for personalised approaches in teacher education. As
the field moves towards more inclusive and diverse classrooms, preparing teachers who are
academically competent and emotionally and spiritually well-equipped teachers becomes
paramount. These insights can inform the development of more nuanced and practical
approaches to fostering well-being in teacher education, ultimately contributing to preparing

psychologically healthy and resilient educators.
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In conclusion, this study contributes to the growing body of knowledge on student well-being
in teacher education programmes. The implications of our findings extend to various
stakeholders, including teacher educators, administrators, policymakers, and parents. By
addressing the diverse needs and backgrounds of B.Ed. students, we can work towards
developing more holistic and practical approaches to teacher education, consequently
enhancing the overall quality of the education system. As we strive to improve the well-being
of future educators, we ultimately invest in the quality of education and the well-being of

future generations of students.

To build upon this study, future research could explore several avenues:

e Longitudinal studies tracking well-being from the beginning of B.Ed. programmes
through the early years of teaching could provide insights into developing and
maintaining well-being over time.

e Comparative studies across different regions of India or internationally could help
identify cultural or systemic factors influencing teacher trainee well-being.

¢ Intervention studies designed to enhance specific dimensions of well-being among
B.Ed. students could offer practical strategies for improving teacher education
programmes.

¢ Qualitative research exploring the lived experiences of B.Ed. students could provide
deeper insights into the factors influencing their well-being, complementing the

guantitative findings of this study.
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Abstract

This study investigated the parental perceptions of the effects of electronic media on the socio-
emotional development of preschool children in the Kalutara District, Sri Lanka. It explores the positive
and negative impacts of electronic media exposure, considering factors such as accessibility, type of
programme/activity and duration of use. 377 parents were randomly selected from preschool children
attending preschools in the Kalutara District. The sample was stratified to include urban and rural
settings to ensure representation across different socio-economic backgrounds. A survey method was
chosen, and data were collected from a piloted and validated structured questionnaire with a 5-point
Likert scale, which included information on types of electronic media accessed by children, duration
of use and programme preference. Descriptive statistics such as frequency distribution and graphic
presentations were used to summarize media usage patterns and socio-emotional development
indicators. The impact of electronic media on socio-emotional development indicated both positive
and negative relationships. The study found that while most parents hold a positive attitude toward
electronic media, a majority were aware that electronic media lead to aggressive behaviour, prevent
children from forming healthy relationships with adults and peers, promote unhealthy competition
among children, become addicted to electronic media and negatively affects the socio-emotional
development of children. Based on the findings, guidelines were developed to help parents model
healthy media habits, while recommendations were made for policymakers to offer training and
resources to support parents in managing screen time, selecting appropriate content and engaging in

co-viewing.
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Introduction

In recent years, the pervasive influence of electronic media has transformed various aspects
of people’s daily lives, including the developmental experiences of preschool children. In Sri
Lanka, where traditional practices and modern technologies intersect, parents’ understanding
of the impact of electronic media on preschool children's socio-emotional development has
become increasingly pertinent. As smartphones, computers, and televisions have become
increasingly common, it is essential to examine how these digital interactions impact the
development, particularly the socio-emotional growth, of preschool children. The socio-
emotional domain encompasses critical developmental milestones such as emotional
regulation, social skills, and self-concept. It includes children's experiences, expressions,
management, and ability to form positive relationships with those around them (Shaikh,
2021). According to Shala (2013), it is about an individual's relationship with others, one's

level of self-control, motivation, and persistence in an activity.

For preschool children in Sri Lanka, these skills have traditionally been fostered through family
interactions, community activities, and educational settings. However, the integration of
electronic media into daily routines has introduced new factors that may either support or
hinder these developmental processes. Electronic media can offer significant educational
benefits, including exposure to diverse content and interactive learning opportunities. The use
of educational apps and programmes can create opportunities for children to learn early
literacy, math, and problem-solving skills, potentially providing them with a foundation for
future academic success (Meyer et al., 2021). Moreover, electronic media can be a valuable

tool for parents and educators, offering resources supporting early learning and development.
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Conversely, there are concerns about the potential negative impacts of excessive screen time.
Research from various contexts suggests that overuse of electronic media may impair face-to-
face social interactions, hinder emotional regulation, and contribute to behavioural issues
(Coyne et al., 2021). In the Sri Lankan context, these concerns are compounded by the
influence of global media, which may affect traditional cultural norms and values. The
integration of electronic media into daily life has become increasingly prevalent across the
globe, including in Sri Lanka. As the accessibility of electronic media such as smartphones,
computers, and televisions grow, so does their influence on the developmental experiences
of preschool children (Antar, 2019). While electronic media offers potential benefits such as
educational content and interactive learning opportunities, it also poses challenges that could
impact the socio-emotional development of young children. The socio-emotional domain,
which encompasses essential developmental aspects like emotional regulation, social skills,
and self-concept, is particularly vulnerable to the effects of media exposure (Niiranen et al.,
2021). Given the unique socio-cultural and economic contexts, it is critical to understand how
these electronic media interactions affect preschool children in Sri Lanka. Therefore, this study
seeks to address this gap by investigating the parental perceived effects of electronic media

on the socio-emotional development of preschool children in Sri Lanka.

Aim and Objectives

The main aim of the study was to explore the impact of electronic media on the socio-

emotional development of preschool children in Sri Lanka.
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The specific objectives were to:

1. Identify parents’ perceptions of the impact of preschool children’s exposure to
electronic media on their social and emotional development.

2. Examine parents' views on the effects of excessive electronic media use by preschool
children on their social and emotional development.

3. Identify the types of programmes parents perceive as beneficial or detrimental to
children’s social and emotional development.

4. Analyse whether parents’ perceptions differ significantly based on their demographic

characteristics.

Review of Literature

Media include technologies of sensation, feelings, taste, relationship and influence (De Vries
& Weber, 2001; Hoover, 2006; Stolow, 2013) and differ from the older definition of media and
are channels that target recipients with the conveying of messages in shaping opinions or
achieving specific effects. Electronic media refers to a broad range of electrically controlled
technologies, including digital recordings, video and audio, slideshows, CD-ROMs, online
content, as well as television, radio, telephones, and computer-based media. (Chandler &
Munday, 2011). These technologies have transformed the world by reshaping the learning
environment for children. Consequently, the development and learning of young children
today have changed from what psychologists have studied before. The critical role of media
in regulating the environment has prompted researchers to study its impact on child
development. Many technological changes in the education industry enable various electronic

media to be available as supporting materials or technology support for preschool activities.
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According to Erik Erikson's psychosocial stages of development, early childhood is
characterized by the development of autonomy and initiative which are crucial for later
emotional and social competence (Bishop, 2013). Media influence theories such as the Social
Learning Theory (Bandura, 1977) and the Uses and Gratifications Theory (Katz et al., 1973)
provide frameworks for understanding how media content affects behaviour and emotional
responses. Social Learning Theory suggests children learn behaviours and emotional
responses by observing and imitating media content. At the same time, the Uses and
Gratifications Theory emphasises how individuals actively select media that satisfy their needs

and influence their development.

Researchers have sought to determine whether the overuse of communication tools leads to
socio-emotional problems in children. A study conducted in Korea by Seo et al. (2011) found
that high levels of computer use are associated with lower scores in socio-emotional
development. Similarly, they noted that children who spend excessive time watching
television tend to perform poorly on socio-emotional assessments. Teychenne et al. (2012)
suggest that there may be an association between childhood physical activity and electronic
media use, both of which can influence psychosocial health. When communication tools
disrupt psychosocial development, children may experience difficulties in essential
communication skills, such as reading facial expressions and building relationships (Akyar &
Sapsaglam, 2019). Moreover, young children's exposure to electronic media poses risks,
including dangerous encounters with strangers and potential exposure to inappropriate
content, such as pornography. Conversely, digital communication tools are also reshaping

children's consumption behaviours (Akyar & Sapsaglam, 2019). Keinonen et al. (2014) assert
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that media serve as a critical source of information, influencing individuals' knowledge and
behaviours that, in turn, shape children's consumption habits and impact family spending

(Lindstrom & Seybold, 2003).

Excessive screen time can significantly reduce opportunities for face-to-face social
interactions, which are crucial for developing social skills. Studies indicate that children who
engage in more screen time may experience delays in social and emotional development,
including difficulties in understanding non-verbal cues and interacting with peers (Christakis
et al., 2009; Gou & Perceval, 2023). Furthermore, excessive media exposure, particularly to
violent or overstimulating content, can lead to challenges in emotional regulation and
increased aggression. Children with high screen time may exhibit impulsive behaviours and

struggle to manage frustration and anxiety (Zoromba et al., 2023).

In the context of Sri Lanka, media usage patterns among preschool children are shaped by
both global and local content. While there are educational programmes available in Sinhala
and Tamil languages, access to high-quality and culturally relevant media content remains
limited, especially in rural areas (Silva, 2024). This disparity can significantly affect the

developmental experiences of preschool children.

On a more positive note, electronic media that feature positive social interactions and
emotional narratives can aid children in understanding and managing their emotions.
Programmes that model empathy, cooperation, and problem-solving can contribute to the
development of social skills and emotional intelligence (Kirkorian et al., 2008). Additionally,

co-viewing and interactive media experiences can enhance parental involvement in children’s
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learning processes. Research suggests that when parents engage in educational media
alongside their children, it fosters discussions about content, reinforces learning, and

strengthens the parent-child bond (Scott, 2022; Zaman et al., 2016).

The existing literature indicates that electronic media has the potential to influence the socio-
emotional development of preschool children in both positive and negative ways. While the
benefits associated with educational content and parental involvement are evident, significant
concerns remain regarding social interaction, emotional regulation, and cultural adaptation.
In the Sri Lankan context, these effects may be further influenced by unique socio-cultural

dynamics and disparities in access to media resources.

Despite the increasing presence of electronic media, empirical research specifically examining
its impact on the socio-emotional development of Sri Lankan preschool children is limited.
Nonetheless, studies have highlighted the risks associated with excessive screen use, along
with potential interventions (Rohanachandra, 2023). There remains a critical gap in
understanding how electronic media affects children's emotional management, social
interactions, and a sense of self within the cultural framework of Sri Lanka. This issue is further
complicated by disparities in access to high-quality media content which can vary significantly
between urban and rural areas and across socio-economic groups. Such disparities may
exacerbate educational and developmental inequalities, particularly affecting the socio-

emotional well-being of children from disadvantaged backgrounds.
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Methodology

The present study employed a survey design to gather data on parents' perceptions regarding
the impact of electronic media on their children's socio-emotional development. These
perceptions are valuable for understanding parents' awareness, attitudes, and beliefs about
electronic media. Moreover, parental perceptions can significantly influence child-rearing

practices which in turn may affect preschool children's exposure to media.

The sample participated in the study was parents of young children attending preschool in the
Kalutara District of the Western Province. In the Kalutara District, there are 1,045 preschools
with a total of 27,041 children between the ages of 3 and 5. Of these, only 763 preschools
were officially registered with the Provincial Council responsible for preschool education.
Thomas (1996) emphasizes the importance of clearly defining the target population and
ensuring that the chosen sample is representative of it. The size of the parental sample was

determined as 377 parents who were selected at random (Krejcie & Morgan, 1970).

The sample comprised 80.64% females and 19.36% males (Figure 1A). The higher female
participation can be attributed to the fact that, in the Sri Lankan context, mothers are
predominantly responsible for the early education of young children. The sample covers both
rural (76.66) and urban (23.34%) sectors in Sri Lanka (Figure 1 B). In Sri Lanka, the urban-rural
classification delineates geographic area, with urban areas governed by Municipal Councils

and Urban Councils, while rural areas fall under the authority of Pradeshiya Sabhas
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(Department of Census and Statistics, 2012). The urban and rural distributions of parents in a
sample population reflect the country's general trend in population distribution (Ritchie &

Roser, 2018).

Figure 1

Distribution of Respondents by Gender (A) and Sector (B)

(A) (B)

BMurban
HMRural

The participants’ educational qualifications were summarized and presented in Table 1
indicating that most respondents possessed G C E (A/L) qualification (45.62%), and lower
percentages were observed for the G C E (O/L), secondary level of education and primary
education by 18.83%, 6.37% and 3.18% respectively (Figure 2). Further, the participants with
graduate and postgraduate degrees represented 15.38% and 10.61%. In addition, the
distribution of professions among the sample population is illustrated in Table 1. According to
the table, it is apparent that the participants are heterogeneous concerning their profession.
Howeuver, it is worth noting that unemployed participants represent 25.7% of the sample.
Meanwhile, professionals (15.4%) and clerical support workers (14.1 %) represent a

considerable faction of the parent sample.
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In the same way, the educational qualifications of the participants mirror the overall
educational patterns of the country (UNESCO- Institute for Statistics, 2023). Most rural women
in Sri Lanka are not a part of the workforce, leading to a significant proportion of unemployed
parents in the survey (Samarakoon & Mayadunne, 2018). Generally, most men tend to be less
involved in child-rearing, especially with younger children, leaving women with the primary
responsibility (Boserup et al., 2013). This could be attributed to the fact that most men were
employed and thus had limited availability to participate in activities related to preschool-

aged children.

Figure 2

Distribution of Respondents by Educational Qualifications

Percent

Primary Secondary GCE (OL) G CE(AIL) Graduate  Postgraduate

Educational Quilification
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Table 1

Frequency Distribution of Respondents by Profession

Profession Frequency Percent
Manager 24 6.4
Professional 58 15.4

Technicians and associated

professionals 22 5.8
Clerical support workers 53 14.1
Service and sales workers 29 7.7

Skilled agricultural, forestry and fishery
workers 12 3.2
Craft-related trades workers 26 6.9

Plant and machine operators and

assemblers 29 7.7
Elementary occupations 17 4.5
Armed forces 10 2.7
Unemployed 97 25.7
Total 377 100

The data collection instrument was a pretested and validated parent questionnaire comprising
eight (8) indicators rated on a 5-point Likert scale and an open-ended question. Along with
this, the questionnaire collected demographic details of the parents. A total of 55 randomly

chosen participants completed the pilot survey. The responses were then cross-checked for
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correlation between the indicators, revealing a statistically significant correlation (p < 0.05)
among the indicators in the socio-emotional domain. The internal consistency was assessed
using Cronbach's alpha test for pilot data, showing an overall Alpha value of 0.831, surpassing
the accepted value of 0.7 (Tavakol & Dennick, 2011). After translation, the questionnaire was
converted into Google Forms and distributed among the selected parents of the study. The
descriptions and codes (D: Demographic, SEM: Social and Emotional) used in analysing data
are presented in Table 2. The participants provided informed consent, and the information
received from the participants was confidential. To ensure participant confidentiality, all data
were anonymized and stored securely. Efforts were made to include a diverse sample, but
regional and socio-economic representation limitations may still exist. Further, data from

surveys may be subject to self-reporting bias.

Data were preprocessed and missing and neutral responses were removed from the data set.
Subsequently, ‘agree’ and ‘strongly agree’ responses were merged as ‘agree’, while ‘strongly
disagree’ and ‘disagree’ responses were combined and represented as ‘disagree’. Descriptive
statistics such as frequency distribution and graphic presentations were used to summarize
media usage patterns and socio-emotional development indicators. Statistical tests examined
relationships between parents' perceived media usage by preschoolers and socio-emotional
status. Differences between urban and rural settings and gender were analyzed using the x?

test. The relationship between the parents' responses and their educational qualifications and

profession was assessed through the Kruskal-Wallis test.
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Table 2

Indicators by description

ltem Description

Demographics

D1 Sector

D2 Gender of the respondent

D3 Educational qualifications

D4 Profession

Activities

TV Programmes the child likes to watch

Computer Purpose of using these devices (activities using the devices)
Smartphone Purpose of using the smartphone (activities using the smartphone)

Aspect of socio-emotional (SEM) behaviour promoted through electronic media

SEM1 Prosocial behaviour (helping others, shouldering responsibilities, etc.)
SEM2 Aggressive/violent behaviours
SEM3 Good manners
Perceptions
SEM4 Undesirable behaviours (temper tantrums)
Excessive use of electronic media (TV, computer or smartphone)
prevents children from forming healthy relationships with adults and
SEM5 peers
Electronic media, especially games, promote unhealthy competition
SEM6 among children
Electronic media functions as entertainment for most children since
SEM7 parents do not have time to play with them or take them out
SEMS8 Children become addicted to electronic media
Screen time
TV Screen time on TV
Computer Screen time on the computer
Smartphone Screen time on the smartphone

OE — Open ended

Additional comments
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Results and Discussion

Data presented in Table 3 reveal that parents have expressed mixed views on the impact of

electronic media on preschool children’s social and emotional development.

Table 3

Summary of the Parents’ Responses to Items and their Impact on the Child's Socio-emotional

Development
ltem Response Frequency Per cent Impact
SEM1 Disagree 52 25.2 Negative
Agree 154 74.8 Positive
SEM?2 Disagree 44 17.5 Positive
Agree 208 82.5 Negative
SEM3 Disagree 50 259 Negative
Agree 143 74.1 Positive
SEM4 Disagree 58 25.2 Negative
Agree 172 74.8 Positive
SEM5 Disagree 46 16.1 Positive
Agree 239 83.9 Negative
SEM6 Disagree 67 26.5 Positive
Agree 186 73.5 Negative
SEM7 Disagree 56 20.0 Negative
Agree 224 80.0 Positive
SEMS8 Disagree 39 11.9 Positive
Agree 290 88.1 Negative
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Parents’ ratings of the statement that children learn prosocial behaviours (e.g., helping others,
shouldering responsibilities) through electronic media indicated that 40.9% agree or strongly
agree, while 13.8% disagree. Conversely, 55.2% of parents agree or strongly agree that
children learn aggressive or violent behaviours from electronic media (SEM 2). A significant
body of research highlights the negative impact of electronic media on children’s behaviour
(Huesmann, 2007; Igbal, 2020; Khan et al., 2022), though several other studies emphasize its
positive effects (Erreygers et al., 2017; Ventouris, 2021). These conflicting research findings

reflect the mixed perceptions held by Sri Lankan’s parents.

Similarly, contradictory views emerged regarding whether children learn good manners from
electronic media and whether media consumption encourages temper tantrums. Notably,
38.0% of parents agree or strongly agree that children learn good manners from media, while
40.7% believe media facilitates temper tantrums. Although home remains the primary
environment for children to learn manners, parents acknowledge that TV programmes such
as “Sesame Street” and the Sri Lankan programme “Sellam Midula” can support positive

behaviour development.

Conversely, electronic media, especially mobile phones, can contribute to problematic
behaviour. Research by Radesky et al. (2016) suggests that parents often use mobile
technology to manage their children’s difficult emotions. For instance, parents may give their
child a phone to calm them during a temper tantrum (Coyne et al.,, 2021). Thus, while
electronic media can foster positive behaviours, this study identifies a considerable proportion
of parents who recognize its potential for misuse, underscoring the importance of promoting

wise media use.
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This study also found that a majority of parents (63.4%) believe excessive use of electronic
media (e.g., TV, computers, smartphones) hinders children’s ability to form healthy
relationships with adults and peers. Additionally, 49.3% of parents agree that electronic
media, particularly games, foster unhealthy competition among children. According to Bikham
and Rich (2006), exposure to violent (but not nonviolent) programmes is negatively associated
with time spent socializing with friends in children aged 6-8, illustrating the potential impact
of media on social relationships. While research on competitive electronic games has focused
primarily on their influence on aggression, there is a scarcity of studies examining how
excessive engagement in these games promotes competition among children. Given the
significant parental agreement on this issue, further research is warranted to explore its

effects.

Most parents (59.4%) agree or strongly agree that electronic media serve as entertainment
for children, especially since many parents lack the time to engage in play or outdoor activities
with them. This study revealed that 22.3% of Sri Lankan preschool children use electronic
media for entertainment, while a significant majority (76.9%) also agree or strongly agree that
children become addicted to electronic media. The findings suggest that parents are aware of
the risks associated with excessive screen time, echoing research that links prolonged internet

use to internet addiction.

Further to their responses to the Likert type questions, parents expressed various views on
the influence of electronic media on their children's socio-emotional development, such as:
- Children’s behaviours and activities change based on the programmes they watch;

parents must select appropriate content.
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Proper training in the use of electronic media is necessary.

- Parental presence during media use is essential.

- Children must be taught to distinguish between good and bad content.

- Media can have both positive and negative effects as children adopt both good and
bad habits.

- Electronic media use requires structured guidelines.

- Under parental supervision, media can be beneficial.

- Parental supervision can prevent negative influences and addiction.

- Children lacking parental attention are more likely to become addicted to TV.

- Children learn by imitating characters they see on TV.

These views indicate that most parents are aware of both the beneficial and adverse effects

of electronic media. Supportive measures, including government regulations, are needed to

help parents manage their children’s media consumption effectively.

Table 4 compares parents’ responses across items in the socio-emotional domain regarding

preschool children’s screen time on television, computers, and smartphones.
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Table 4

Comparison of the Socio-emotional Domain Items by Parents’ Reported Screen Time (High and

Low Exposure) on TV, Computer and Smartphones (x° test)

ltem Television Sig. Computers Sig. Smartphone Sig.

SEM1 4383.5 0.126 4222.5 0.695 3287.0 0.001
SEM2 6019.5 0.076 5196.0 0.005 6114.0 0.674
SEM3  3983.0 0.220  3681.0 0.167  3559.0 0.463
SEM4 5085.0 0.019 4370.0 0.061 5062.5 0.380
SEM5  7927.5 0.030  5979.0 0.003  7229.0 0.137
SEM6 6564.0 0.389 4586.0 0.007 5599.0 0.143
SEM7 7972.0 0.275 6732.0 0.237 6424.0 0.010
SEMS8 113445 0.511 7094.5 0.000 9587.5 0.197

According to Table 4, parents' responses to the items on the screen time indicated significant
differences in the parents' reported screen time on television for the items SEM4 (x?> =5085.0,
p =0.019 and SEMS5 (x? =7927.5, p = 0.030). Meanwhile, the responses to SEM2 (x? =5196.0,
p = 0.005), SEMS5 (x? = 5979.0, p = 0.003), SEM6 (x* = 4586.0, p = 0.007), SEMS8 x? = 7094.5, p
= 0.000). Of the items related to the screen time of the Smartphone, two items, SEM1 (x? =
=3287.0, p = 0.001, SEMO7 (x? = 6424.0, p = 0.010), were significantly varied across the types
of media. This discrepancy could be attributed to the respondents’ demographics under
consideration. Parents utilize mobile technology to manage challenging emotions (Radesky et
al., 2016). For instance, when a child is irritable, parents often give them a phone to calm him
down (Coyne et al., 2021). The present study reveals that a significant portion of parents are
aware of this, which could enable them to make more informed decisions about the use of

electronic media.
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The types of electronic media parents perceive as beneficial or detrimental to children’s social
and emotional development were identified by comparing parents’ reported ratings on the

screen time spent on each type (Table 5).

Table 5

Comparison of the Socio-emotional Domain Items Reported by Parents (High and Low

Exposure) on Programmes on TV and Activities on Computers and Smartphones (x? test)

Activities on
TV Activities on smartphone

ltem programs Sig. computer Sig. activity Sig.

SEM1 29.8 0.000 4.3 0.502 20.9 0.001
SEM2 61.8 0.000 19.8 0.001 10.6 0.060
SEM3 32.7 0.000 1.8 0.878 11.0 0.050
SEM4 235 0.005 7.5 0.187 13.5 0.019
SEM5 36.1 0.000 8.4 0.136 26.9 0.000
SEM6 26.5 0.002 8.4 0.135 10.1 0.074
SEM7 39.3 0.000 27.5 0.000 8.5 0.131
SEMS8 51.6 0.000 22.9 0.000 35.6 0.000

The comparison of the parents' reported ratings illustrated in Table 5 indicates that almost all
the items considered under the socio-emotional domain varied significantly (p < 0.05).
Further, the parents’ rating of the items related to computer activities, such as SEM2 (19.8, p
= 0.001), SEM7 (27.5, p = 0.000), SEM8 (22.9, p = 0.000) indicated a statistically significant
difference. Activities on smartphone activity, according to the parents’ ratings SEM1 (20.9, p
= 0.001), SEM3 (11.0, p = 0.050), SEM4 (13.5, p = 0.019), and SEM5 (26.9, p = 0.000), varied
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significantly. These findings reveal that most parents know that their kids spend time on TV

programmes and it affects them adversely. According to Bikham and Rich (2006), spending

time with friends while a youngster is between six and eight is inversely correlated with

watching violent television (but not peaceful television). This research has shown how

electronic media can impact social ties. Many parents' responses seem to support this remark,

and further research is required to determine its impact.

Table 6 illustrates the results of the chi-square test conducted to identify whether there is a

significant difference between parents’

demographic characteristics (sector, gender,

educational qualifications and profession) and their perceptions on the impact of electronic

media on children’s socio-emotional development.

Table 6

Comparison of Parents’ Responses by Sector and Gender and Educational Qualifications

(x? test)
Educational Professional

Item Sector  Sig. Gender Sig. gualification Sig. gualification Sig.

SEM1  4365.0 0.959 3060.0 0.056 7.94 0.160 15.2 0.085
SEM2 4773.5 0.000 3734.0 0.001 12.22 0.032 10.9 0.286
SEM3  3306.0 0.047 3276.5 0.677 5.24 0.387 2.30 0.986
SEM4 4753.0 0.100 3082.5 0.002 7.02 0.219 10.2 0.331
SEM5  6279.0 0.006 5199.0 0.003 22.35 0.000 13.9 0.125
SEM6 4962.0 0.012 4265.0 0.096 4.97 0.419 19.4 0.022
SEM7 68315 0.268 4747.5 0.003 13.64 0.018 245 0.004
SEMS8 8026.5 0.000 6937.0 0.002 8.30 0.140 14.3 0.112
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Comparatively, SEM2, SEM3, SEM5, SEM6, and SEM8 differ significantly across the sector (p <
0.05) while responses to the items SEM2, SEM4, SEM5, SEM7 and SEM8 indicated a significant
difference between the genders (p < 0.05). The parents’ educational qualifications indicated
negligible differences in their responses; however, responses to the items SEM2, SEM5, and
SEM7 showed significant differences (Table 6). In summary, a comparison of the responses
across the sector, gender and educational qualifications imply that the respondents’
demographic backgrounds have a certain influence on the responses. There was an array of
research on the adverse effects of electronic media on children's behaviours (lgbal, 2020;
Kahn et al., 2022) as well as research that highlights its positive effects (Erreygers et al., 2017,

Ventouris, 2021;) and these researches support the conflicting views of Sri Lankan parents.

Conclusions

This study found that parents are well aware of both the positive and negative impacts of
electronic media on their children's socio-emotional development. Overall, most parents hold
a positive attitude toward electronic media, believing that it helps foster prosocial behaviour,
teaches good manners and aids in managing temper tantrums. Additionally, parents recognize
that electronic media provides valuable entertainment for children, particularly when they are
unable to spend time with them. It was also noted that a majority of parents are also aware

that electronic media promotes negative behaviours such as aggressiveness.

The study also found that parents' perceptions of the impact of electronic media on their
children's socio-emotional development vary according to sector, gender, educational

qualification, and profession. In general, parents' perceptions of the effects of electronic
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media on their preschool children's socio-emotional development reflect a nuanced

understanding shaped by their diverse demographic backgrounds.

Recommendations

The study underscores the importance of guiding parents to strike a balance between
leveraging the benefits of electronic media and limiting its potential harm to ensure healthy

socio-emotional development in their children.

Based on the findings of this study, the following recommendations are made to enhance the
socio-emotional development of preschool children while promoting healthy media habits

among parents and educators:

1. Encourage balanced media usage:

It is essential to promote a balanced approach to media consumption among preschool
children. This involves integrating high-quality educational content with opportunities for
active play and social interactions. Such a balanced approach can support healthy socio-
emotional development, enabling children to engage with media in a way that complements

their growth and learning.

2. Provide resources and guidelines:
Equipping parents and educators with accessible resources and clear guidelines for effective

media usage is crucial. These resources should aim to mitigate the negative impacts of
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electronic media while enhancing its educational value. By offering practical strategies and
best practices, parents and educators can make informed decisions that align with the

developmental needs of preschool children.

3. Emphasize cultural relevance in media content:

This study underscores the significance of balancing media usage with other developmental
activities. Additionally, it highlights the necessity for culturally relevant media content that
resonates with the experiences and values of families in Sri Lanka. Developing media that
reflects the cultural context can enhance children’s understanding of their environment and

foster a sense of belonging.

4. Offer awareness raising programmes for parents:

Providing awareness-raising programmes and resources for parents on managing screen time,
selecting age-appropriate content and engaging in co-viewing activities can significantly
benefit children's media experiences. Such programmes can empower parents to make
informed decisions regarding media consumption and encourage them to reinforce positive

experiences through shared viewing and discussions.

5. Foster healthy media habits:

Parents should be encouraged to foster healthy media habits themselves. Engaging in
interactive activities that do not involve screens, such as reading together, playing board
games, or participating in outdoor activities, can foster meaningful interactions and promote
the development of social skills. By prioritizing non-screen activities, parents can create a

balanced environment that supports their children's overall development.
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These findings provide the baseline information on the impact of electronic media on the
socio-emotional development of preschool children to teachers, professionals and policy-
makers for preparation of guidelines in the future for fostering a holistic approach to media
usage, ensuring that preschool children benefit from educational content while also engaging

in enriching activities that support their socio-emotional growth.
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Abstract

Magic Realism has been spreading globally over the last three decades, attracting many authors and a
wide audience. Despite a mixed response from certain students and readers, a large number of such
texts are used as course material, including the current G.C.E. Advanced Level (A/L) English syllabus in
Sri Lanka. However, the Sri Lankan English Literature curriculum has received little attention from a
pedagogical perspective in contrast to the English Language curriculum. This issue is related to the
larger problem of literature pedagogy being underdeveloped worldwide. Therefore, this study
explored the innovative teaching methods used by teachers against the challenges faced when
teaching Magic Realism (in this case, Life of Pi) to A/L students. A narrative inquiry was conducted
following a qualitative research approach, utilizing a questionnaire and semi-structured interviews as
research tools. The data were thematically analyzed using the six-phase framework proposed by
Virginia Braun and Victoria Clarke (2012). Accordingly, five distinct themes were identified: ‘The
selection of Life of Pi as a conscious effort’, ‘Teaching Life of Pi as an Advanced Level text’, ‘Challenges
faced while teaching Life of Pi’, ‘Overcoming challenges’, and ‘Opinions on the inclusion of Magic
Realism and Life of Pi in the A/L syllabi’. Results indicated a lack of clear guidelines on teaching and
agreed-upon interpretations. To overcome the challenges, various innovative strategies such as
concept maps, thematic approaches, role play, debates, discussions on WhatsApp groups, and
extracting examples from mythology, fables and Biblical stories had been utilized by teachers. Findings
imply that teachers require adequate guidance and training when teaching a new genre. A broader
study representing teachers from different districts would provide further insights.
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Introduction

Literature, over centuries, has undergone many variations that have been accompanied by
numerous styles of writing. They varied according to the then prevailing socio-political
circumstances. Post-Realism, which essentially covers a range of non-realist narrative styles,
including Magic Realism, has been a noteworthy tendency in fiction spreading globally over

the last three decades, attracting a great number of authors and a wide audience.

Magic Realism is a genre which is a combination of Realism and Fantasy that operates on the
‘natural’ growth of magical elements out of a depicted reality (Faris, 2002). It unfolds a story;
not a mere story but an elaborate one in which reality is blended with fantastic elements.
However, there is a visible mixed response from certain students and readers towards this
style. These responses vary from positive to negative; from confused to nonchalant. In spite
of such responses, today, a rapid growth in fiction belonging to this genre is visible in the
market. Further, a large number of such texts are used as course material in various academic
programmes, including the current General Certificate of Education (G.C.E.) Advanced Level

(A/L) English syllabus in Sri Lanka.

Pedagogy of English literature: Global and local scenarios

Unlike most other subjects worldwide, the pedagogy of English Literature has always been an
underdeveloped area, which is a problematic situation. In contrast to teaching English
Language, there is a dearth of globally accepted methods of teaching Literature, and writing
and assessing answers, which is a significant shortcoming in Literature curricula. In addition,

studies have made less contribution to the development of the field of Literature pedagogy,
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and as a result, there are visibly vast differences among curricula, and have led to a lack of
guidance for literature teachers worldwide. As Raees Calafato (2023) points out, literary
competence has been least researched, and studies explicitly on teachers’ literary
competence are practically non-existent, which is a notable gap in our understanding of the

professional competence of language teachers concerning the use of literature as a resource.

Similarly, English Literature in the Sri Lankan curriculum has received little attention from a
specifically pedagogical perspective in contrast to Language, and this issue is related to the
larger problem of Literature pedagogy being underdeveloped worldwide. The A/L English
Literature syllabus and assessment as opposed to the Language syllabus, has been
problematic because there is little explicit guidance on what specific skills or competencies
have to be acquired by students, and how these are to be evaluated and assessed by teachers
and examiners. In such a context, it seemed worthwhile exploring the teaching methods
followed by the relevant teachers to overcome these challenges when teaching Magic

Realism, a genre that most students and teachers are unfamiliar with.

Introduction of Magic Realism to the school syllabus

The current G.C.E. A/L English syllabus in Sri Lanka, which was introduced in 2017, includes a
fictional novel belonging to the genre of Magic Realism; Life of Pi by Yann Martel (2014). The
introduction of Magic Realism to the syllabus was actually a good move in keeping with global
trends. Further, Magic Realism is a Post Realist genre in which storytelling is the foremost
feature. In this regard, storytelling is a key method of educating the listener on world
experiences while providing entertainment evidencing its significance as a pedagogical tool

(Coulter et al., 2007).
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However, Life of Pi is the only Post Realist text among a list of Realist novels in the A/L syllabus
and a first of its kind, which makes it a novel experience for the teacher as well as the student.
Moreover, despite this introduction being a good move, the process has been inadequately
scaffolded, particularly because Realism is the more popular literary genre and is the one that

most students and teachers can easily relate to.

Current study

Based on these circumstances, this study sought to investigate the innovative teaching

methods used by the relevant teachers against the challenges they face when teaching Magic

Realism (in this case, Life of Pi) to G.C.E. A/L students where Realism is the dominant literary

genre. Further, this study intended to uncover answers to the following research questions:
1. What is the perception of teachers on teaching Life of Pi as an Advanced Level text?
2. What are the challenges of teaching Life of Pi and teaching Magic Realism?

3. What teaching methods are utilized to overcome these challenges?

Review of Literature

Magic Realism

The term ‘Magic Realism’ was first coined in German as “Magischer Realismus” by the famous
German painter Franz Roh in 1925 to refer to a particular artistic style (Widdifield, 2015). Since
it was part of the movement Expressionism, this style exhibited a tendency towards referring

to objects that are implausible and celestial while resorting to mundane occurrences of
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everyday life (Roh, 1995). However, Roh’s work soon faded in its country of origin due to
political reasons but spread among certain other European lands through Surrealistic
movements affecting the literary works of the latter (Widdifield, 2015). Soon, there sprung up
numerous definitions and opinions on Magic Realism which were, more or less, similar. Angel
Flores (1955) considered it an alteration of the mundane and the verisimilitude into the
overwhelming and illusory, or even a mingling of ‘realism and fantasy’. Luis Leal (1967)
asserted that unlike the Realists who imitated reality, Magic Realists attempt to capture the
ambiguity that lingers around it, while Zamora (1995) requested the reader to ‘look beyond

the parameters of the knowable’ in Magic Realist texts.

In order to be more specific, it is vital to explore the difference between Magic Realism and
other Post Realist genres, such as Fantasy and Surrealism, since they do have subtle
differences while sharing certain common traits. Literature teachers need to be aware of these
differences as well as similarities when teaching the genre to their students for better
understanding and also to avoid confusion over genres. For instance, Fantasy is located in an
author-created world that is fundamentally detached from our own, whereas Magic Realism
exists in a recognizably real world (Widdifield, 2015). Yet, due to certain fantastic elements

such as dreams and fantasies, Fantasy shares certain similarities with Magic Realism.

On the other hand, Surrealism is a significant movement of Modernism in which ‘dreamlike,
irrational and sometimes supernatural elements are projected upon reality in order to distort
it’ (Widdifield, 2015). As a result, the line between these two genres could be a little blurred.
However, Magic Realism per se has its own concerns that lay claim to certain features that

keep fluctuating. Therefore, in certain instances, it becomes problematic to demarcate Magic
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Realism from other Post Realist genres. This happens due to the variability of definitions,
vague explanations and notions of barely discernible alterations in the historical development
of Magic Realism (Guenther, 1995). As a result, the confusion that developed because of this
problematic demarcation might be a challenge to teachers and students teaching and learning
Magic Realist texts. In fact, over the years, critics have faced difficulties in defining the features
of Magic Realism as it faintly overlays with other alike genres, such as Surrealism, Fantasy,
Science Fiction, and Gothic (Aishwarya & Devimeenakshi, 2023). Accordingly, the manner in
which teachers face such challenges and the methods they use in overcoming them were

gueries that led to the emergence of this study.

Implications of promoting the use of Magic Realism as a pedagogical tool

The generations before ours were greatly influenced by storytelling due to the absence of
printed and electronic media, and storytelling provided much entertainment and facilitated
communication. However, over the years, factors such as the deterioration of extended family
structures, disinterest, and the increased workload of parents as well as the unwillingness of
schoolteachers to move beyond school syllabi have had a negative impact on the exposure of
children to storytelling (Kumarasinghe, 2009). Despite such a situation, children still prefer to
listen to a good story that would allow their imagination to run wild and will, presumably,
carry this fondness for stories until they are adults (Violetta-Eirini, 2016). As such, the inclusion
of a Magic Realist text — of which storytelling is a distinctive characteristic — in the English
syllabus seems a step forward in generating enthusiasm among students towards their study

materials. This step has been taken in including Life of Piin the new G.C.E. A/L English syllabus.
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There are some other plausible reasons as to why a Magic Realist text qualifies to be taught
among a collection of Realist texts. The perspective of Magic Realism or how it has been
utilized in a specific text may vary according to the culture and history of the country in which
it is set (Jorgenson, 2007). For example, Magic Realist creations of Sri Lankan authors would
invariably reflect the Jathaka Stories and folk tales which are an integral part of Sri Lankan
culture. Similarly, a South American Magic Realist author would reflect the history of his
culture in his works. Hence, students obtain an opportunity to view an unfamiliar depiction of

Magic Realism by studying a Magic Realist author creation of another country.

Furthermore, Magic Realist texts contain numerous interesting areas to focus on when used
as a pedagogical tool (Bell, 2015). For instance, such texts represent the identity of a particular
group of people, times, and places, and thereby allow students studying them to develop their
multicultural intelligence by mirroring the historical, cultural, hierarchical, and ideological
perspectives on which they are based (Bell, 2015). As a result, students can develop empathy

by becoming more meaningfully engaged in the text.

Fantasy — a sub-genre of Post Realism, as mentioned previously — too allows the reader to
view the world in different ways by providing a fictional platform on which to relate to his/her
own reality. It operates through metaphors opening the stories to different readings and
explorations of complex social issues which are more challenging activities than merely
viewing them in a realistic context. These metaphors allow young readers to locate meaningful

relationships among seemingly dissimilar ideas (Flanagan, 2013).

77



M. K. Jayakody

Thus, many academic studies have proved that Magic Realist texts are as suitable as Realist

texts to be utilized as pedagogical tools in a secondary school syllabus.

The current G.C.E. Advanced Level English syllabus in Sri Lanka

The current English syllabus pertaining to the G.C.E. A/L Examination was introduced in 2017.
As all previous A/L English syllabi, this also consists of two components: Language and
Literature. While the structure in the examination paper of the former component has
remained the same over the years, the latter has been compiled using many new texts

(together with a few pre-existing texts) at every change of syllabus.

Compared to past syllabi the current syllabus includes a particular novel which is different
from the usual Realist novels; this is Life of Pi by Yann Martel (2014), a text heavily influenced
by Magic Realism. This is also the only Post Realist novel among four other novels: Tess of
d’Urbervilles by Thomas Hardy, a Realistic fictional novel; July’s People by Nadine Gordimer,
and The Remains of the Day by Kazuo Ishiguro which are fictional novels with a historical
background; and Nectar in a Sieve by Kamala Markandaya, which is a fictional autobiography.
Among them, both July’s People and The Remains of the Day are not traditional Realist novels
but push the margins of Realism. However, they still fall under the category of Realist texts
due to the relatability of characters and incidents to real life. That said, Life of Pi is a clear
deviation from Realism and is also the only truly Post Realist/Magic Realist text in the syllabus,
and it is an unfamiliar genre from a teacher’s perspective because the English syllabus until
2017 has always contained fiction inclined towards Realism. Further, this introduction has not
exactly been a gradual process though July’s People and The Remains of the Day have slightly

pushed the margins of Realism. The lack of scaffolding in introducing the genre makes the
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teaching process even more challenging. In spite of these barriers, certain teachers have opted
to teach Life of Pi, and the methods they have used in teaching this text would undoubtedly

be rich data for a timely study in the field of secondary school literature pedagogy.

It was also important to learn what resources are available for teachers when an unfamiliar
genre is introduced to the syllabus. The only source located by this search was the Teachers’
Guide (Department of English, 2017) issued by the Department of English, Faculty of
Languages, Humanities and Social Sciences of the National Institute of Education (NIE), Sri

Lanka.

The Teachers’ Guide is a comprehensive booklet that clearly mentions the national goals, basic
competencies and objectives that need to be achieved through the specific syllabus and the
relevant texts that have been introduced in accomplishing them. It specifies the precise
competency levels that need to be attained through each text. For example, according to the
Teacher’s Guide, Life of Pi must focus on ‘developing a personal response to a text through
critical thinking and analyzing’ (Department of English, 2017, p. 26), which is the sixth
competency mentioned out of thirteen competencies. Under this competency, as levels of sub
competency, students must be taught to ‘empathize with the text, characters, emotions, and
attitudes; relate ideas, emotions, and attitudes generated by the text to their personal and
world knowledge; scrutinize them in relation to their own reality and understanding of the
world and improve their quality of thought and feeling through reading’ (Department of

English, 2017, p. 26).
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However, what is problematic in this situation is that, along with Life of Pi, the poems Among
School Children by W. B. Yeats, The Cathedral Builders by John Ormond, Morning at the
Window by T. S. Eliot, and Ode to a Nightingale by John Keats and also the short story The
Thing Around Your Neck by Chimamanda Ngozi Adichie are prescribed as texts for obtaining
the sixth competency. Further, the detailed guidelines for the said competency are also
presented for the above-mentioned texts which include the learning outcomes, development
of questions that lead the students to think critically, instructions for assessment and
evaluation and the possible clinical assessment tools (Department of English, 2017). Evidently,
in spite of Life of Pi being the first of its genre to be introduced to the syllabus, no specific
instructions are provided to guide the teachers who teach it. Therefore, this has become quite
a challenging situation for many teachers. However, in spite of these challenges, certain
teachers have opted to teach Life of Pi. Hence, discovering how these challenges were faced

and overcome by these teachers was important.

The research gap

The inclusion of a Magic Realist novel in the G.C.E. A/L English syllabus has occurred for the
first time in Sri Lanka. As a result, the relevant teachers face the challenging task of introducing
a relatively new literary genre to their students as well as training them to answer examination
guestions based on the prescribed text. However, teaching Life of Pi is optional, since a student
must be conversant only in two out of the five prescribed novels, while no text is compulsory.
Apparently, there are only a few teachers who have opted to teach Life of Pi. The reluctance

of the other teachers suggests that there are many challenges in teaching the text.
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There are numerous articles and studies carried out on teaching and understanding Magic
Realism and certain Magic Realist texts. Reading for Magical Gaps: The Novice Reader’s
Aesthetic Response to Magical Realism (Ponzio, 2013) proposes techniques in responding to
the Magic Realist elements found in Like Water for Chocolate by Laura Esquivel and The House
of the Spirits by Isabel Allende. Practical Magic: Magical Realism and the Possibilities of
Representation in Twenty-First Century Fiction and Film (Mariboho, 2016) discusses how
Magic Realism has been successfully utilized in presenting the ‘contemporary anxieties in
popular culture’ by referring to the fictional works of Tea Obreht and Haruki Murakami and
also movies such as Beasts of the Southern Wild, Take Shelter and Melancholia. Related to Life
of Pi, there are studies focusing on certain Magic Realist aspects. For instance, while Life of Pi:
A Story of Suffering and Liberation from a Buddhist Interpretation (Hsu, 2015) discusses how
Magic Realism operates as a ‘universal allegory’ in explaining how one could be free of
suffering from a Buddhist perspective, Life of Pi: Emerging Magical Realism, Erasing World
(Septiana et al., 2015) explores how an erasure of the world through Magic Realism is utilized

as a strategy in Life of Pi, a novel that represents Post Realist literature.

Since the inclusion of a Magic Realist text into the G.C.E A/L English Syllabus is novel and the
introduction took place only a few years ago, there is a dearth of studies conducted on the
experiences of teaching and learning related to it. Besides, as mentioned previously, the
scarcity of teachers who opt to teach Life of Pi evidence that not many are willing to teach it.
As a result, this study explores the challenges the relevant teachers have faced while teaching
it and the methods they have used to overcome them. The findings and conclusions of this
study may contribute to the development of literature pedagogy in the country and pave the

way for more research studies in the field.

81



M. K. Jayakody

Methodology

Research approach

The purpose of this study was to investigate a currently existing scenario in the field of
teaching at G.C.E. (A/L) and focusing on a specific text in English Literature. Narrative inquiry,
which is a qualitative research approach, has been adopted in this study. A narrative inquiry
typically focuses on a lived experience identifying stories situated within social, cultural,
economic and institutional narratives (Clandinin & Caine, 2008). Such an inquiry is conducted
by analyzing qualitative data, and the current study also took the same approach. Qualitative
research methods play a vital role in gathering in-depth data which facilitate a deeper
understanding of a certain condition. Their focus is mostly on a hypothesis related to human
experience and suitable methods that would be developed in exploring its validity (Butler-
Kisber, 2010). Accordingly, since only a few teachers have selected Life of Pi due to various
reasons such as the genre being relatively new and its difference from other prescribed Realist
texts, this research attempted to perform an in-depth study on the techniques followed by
these teachers in overcoming the challenges faced by them and other possible but
undiscovered teaching practices that might materialize during the interviews and discussions
that may help in teaching this genre, so that more teachers would be encouraged to teach the

genre and more students will be motivated to learn this text.

Participants of the study
This study was conducted with the participation of purposively selected four (04) teachers
who teach Life of Pi to their students. They are named Tilak (Teacher 1 - Male), Tania (Teacher

2 - Female), Thilan (Teacher 3 - Male) and Tracy (Teacher 4 - Female) in order to maintain their
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anonymity. Among them, Tilak and Tania are employed as A/L English teachers in local schools.
They also conduct private tuition classes in which they teach Life of Pi. Thilan lectures on
English Linguistics and Literature to students in a private higher educational institute while
conducting private classes for A/L students. Tracy is an Ordinary Level (O/L) and A/L English
teacher in an international school; however, she too teaches the novel in the private classes
she conducts for local A/L students. In addition to teaching Life of Pi, they all teach several

other Realist novels prescribed in the A/L syllabus.

Apart from being a purposive sample, the participants are also a convenient sample since they
were approached based on accessibility. For instance, all four teachers are either employed in
schools or conduct private tuition classes in the Colombo District. Besides, when conducting
a search for participants, it was apparent that there was a dearth of teachers who preferred
teaching this novel to their students even within the suburbs of Colombo. In other districts,
the numbers were quite insignificant. As a result, collection of data had to be limited to the
Colombo District as well as to a small number of participants. In fact, even within the Colombo
District, it was problematic to find teachers who taught Life of Pi during the time this study
was conducted. Furthermore, this is part of a larger study on ‘Teacher and Student
Perceptions and Experiences regarding Teaching and Learning Magic Realist Texts in a
Secondary School Context’ and it included four students as well who studied Life of Pi for their
A/L Examination which made a total of eight participants. However, the current study focuses
only on the teachers’ perceptions, and hence the participation of four teachers only. The
dearth of teachers who opted to teach the text at the time of the study conducted compelled

the researcher to rely on data available from a limited number of participants.
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Collection and analysis of data
There were two main tools that were used for data collection for this study: a questionnaire
administered among the participant teachers and semi-structured interviews conducted with

them.

The analysis of the data was done using a thematic analysis based on the six-phase approach
framework proposed by Virginia Braun and Victoria Clarke (2012): 1) Familiarizing yourself
with the data Phase 2) Generating initial codes 3) Searching for themes 4) Reviewing potential

themes Phase 5) Defining and naming themes Phase and 6) Producing the report.

Ethical considerations

The participants in the study provided sensitive information trusting that their anonymity will
be maintained. Therefore, before extracting the relevant details, they were assured that their
identities will not be disclosed. It was on these premises that all data were collected for this
study and the data do not contain any names or places that will reveal the participants’

identities.

Results and Discussion

As mentioned before, an in-depth analysis of the data was done using a thematic analysis
based on the six-phase approach framework (Braun & Clarke, 2012), and accordingly, five
distinct themes were identified: ‘The selection of Life of Pi as a conscious effort’, ‘Teaching Life

of Pi as an Advanced Level text’, ‘Challenges faced while teaching Life of Pi’, ‘overcoming
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challenges’, and ‘Opinions on the inclusion of Magic Realism and Life of Pi in the Advanced

Level syllabus’.

The results and discussion of this study are presented under the three research questions

while incorporating the above-mentioned themes.

What is the perception of teachers on teaching Life of Pi as an Advanced Level text?
The selection of Life of Pi as a conscious effort
In terms of selecting texts, Tania, Thilan, and Tracy, in their private tuition classes, had taken a
liberal approach by accommodating the choice of their students’ schoolteachers, they had
willingly decided to teach Life of Pi since their tuition students were already studying it in
school. Elaborating on this matter, Tania provided several reasons for her flexibility in selecting
texts such as preventing students from being penalized by their schoolteachers for taking
tuition and providing a wider selection of texts to the students.
“Private students, whatever they are taught in school, | cater to that. If they feel
uncomfortable or some of them struggle; they are struggling with Tess .... [Tess of the
d’Urbervilles] So, | ask them “why don’t we then do July’s People, whichever is better.
Or do you want to do Life of Pi?” I've asked them that. Then they say, “okay fine, we’ll

do July’s People”. So, | take them through that and overview and then they get into it.

— Tania

On the other hand, Tilak was adamant about teaching only his two choices at school as well
as in his private classes and was quite verbal about it.

“I always say, “You can do this with me and then you can have a selection. Whatever
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you feel like, you can select when you’re answering questions.” — Tilak

Accordingly, Tilak had been somewhat rigid in his selection by opting out three of the five
prescribed novels and leaving not much of a choice for his students. Therefore, Life of Pi had

to be learnt by his students whether they preferred to study it or not.

Teaching Life of Pi as an Advanced Level text
Since teaching a Magic Realist text was a novel experience, it was imperative to discover how
the teacher participants introduced it to their respective students. Accordingly, they were

requested to explain how they had addressed this task.

Tilak gave no reason as to why he did not attempt to explain that Life of Pi was a Magic Realist
text. His responses suggest that he was unaware of the differences between Magic Realism
and Realism and therefore saw no need to provide a nuanced introduction to the genre.
“I have introduced that word saying this story goes into this genre. Other than that,
nothing. Briefly, if a question is to be attempted, | would have given them some brief
points on Magic Realism and a few characteristics. Actually, | have never told this is
different from the other novels, but once they grapple with that, they know it is

different.” — Tilak

Perhaps this happened due to the lack of proper guidance provided by the NIE in terms of

introducing this genre in the resource material.
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Thilan too had consciously underplayed the introduction of Magic Realism based on his
students’ confusion over Fantasy and Magic Realism. So, when he introduced Life of Pi, he had
only highlighted its ‘twisted plots’ and ‘thickness’ as a novel, as the main differences between
the texts.

“I prepared them because | told them this is actually a very thick novel and also it has

lot of twisted plots in it, so you better be careful with it, kind of a thing.” — Thilan

On the other hand, Tania had introduced the genre to her students with its relevant
characteristics. She had discussed it broadly and referred to it when she came across any
features related to the genre while teaching the novel. She had also used examples of Fantasy
fiction, such as Peter Pan, to highlight the differences between Fantasy and Magic Realism
better. Tracy too had provided a breakdown of the genre at the beginning of the course so
they could refer to the generic features while progressing with the novel.
“I get them to make a note of it. | get them to write it down. They have a note book with
them......... I always start up with it because | feel, like, while going on, if | come across
Magic Realism, | break the flow, and then | go on to this note and come back. They lose
the plot line. So, what | do is | introduce every single thing at the onset. So, when it is
Magic Realism and the whole argument and this whole conflict and all the, Pi’s interest
in spirituality and God, | start up with the thematic concerns and then the literary
techniques, the use of language, narrators; to observe, like, just look out. So, then when
they read, they get, “Oh! This is what Miss was talking about”. So, they take the note

down.” — Tracy
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Accordingly, the introduction of the novel and the respective literary genre had varied

according to each individual’s preference and knowledge.

Opinions on the inclusion of Magic Realism and Life of Pi in the Advanced Level syllabus
Despite being faced with many challenges, the participants have been bold enough to
continue with it instead of abandoning the book like many others have done with no proper
guidance from the relevant authorities on how to teach it or on how it will be assessed. As
Tania states,

“Magic Realism is a theme mentioned in the Teachers’ Guide but not clearly or explicitly

defined.” — Tania

It could be argued that this is why the introduction of Magic Realism to their students had
varied among the respondent teachers. Yet, she insisted,
“..since a child is exposed to fantasy and magic from his/her childhood, the authorities

must include it as a main theme in the guidelines and make it more explicit.” — Tania

However, Thilan confessed that unless his students insisted on studying it, he would not
consider teaching Life of Pi in the near future evidencing his reluctance to continue teaching
it to his future batches of students.
“I'wouldn’t (teach it). | would recommend some other text to them. Because, | personally
feel they can’t relate to the depth of the novel. Because ... and the other thing is since it
has multiple interpretations, you do not know what they are expecting from you.” —

Thilan
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What are the challenges of teaching Life of Pi and teaching Magic Realism?

Challenges faced while teaching Life of Pi

It was imperative to find out how much these teachers had relied on common teaching
resources to teach a novel written in a ‘different’ literary style, since all students would
eventually face a common and highly competitive public examination. Accordingly, they were
asked to comment on the Teachers’ Guide (Department of English, 2017) issued by the NIE

related to the new A/L English syllabus.

Among the four teachers, only Thilan was completely in favour of the Teachers’ Guide, and he
found it quite comprehensive and helpful.
“Yes, definitely it has. It has been helpful. It has specifically given what you have to

cover and what you need to teach.” - Thilan

The rest of the participants had very few positive comments about its contribution to their
teaching. For instance, Tilak complained that he never received a copy of the Teachers’ Guide;
nor had he attempted to obtain one as he considered its content quite generic and provided
insufficient guidance.

“The content of the Teachers’ Guide is very general. Some guidance is there. So,

whether have it or not, doesn’t matter.” - Tilak

Tracy too was of a similar view. She added that unlike the assessment objectives set down in
the London A/L syllabus, the competency levels stated in the Teachers’ Guide issued by the
NIE are often disregarded in the marking scheme. According to her, the marking scheme of
the Local A/L English Syllabus keeps changing every year, and as a result, she preferred
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focusing on making her students understand and appreciate the texts rather than confusing

them with what is mentioned only vaguely in the Teachers’ Guide.

Explicating the same idea, Tania mentioned that the Teacher’s Guide does direct the teacher
to a certain extent, but that in terms of discussing literary techniques, it is more up to the
individual teacher.
“Even though it has competency levels, it’s not like assessment objectives that you
would find in a London A/L paper where they actually follow it when they are marking
the paper .......... So, | focus completely on making students understand and appreciate
and may be just formulate answers, how to write answers. In that sense, | kind of
prepare them for questions for the A/Ls. But other than that, | don’t do anything special

or follow the Teachers’ Guide in anyway.” — Tania

Accordingly, there seemed to be a major weakness in the Teachers’ Guide in terms of directing
teachers on how to teach the prescribed texts with a degree of uniformity; especially,
regarding a novel like Life of Pi in which the literary style is different to that of other prescribed
texts. It must also be noted that the guidelines of G.C.E. A/L were compared with the London

A/L since that is the other A/L variant offered to Sri Lankan students.

Another possible means of receiving guidance are the seminars conducted for teachers as well
as students. The few seminars held had been organized privately, mainly for students who
could afford the fairly high course fee. Thilan mentioned that some of his students who had
attended such a seminar had complained that the resource person had provided an entirely

different interpretation of Life of Pi to what he and their schoolteacher had taught.
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“They attended a seminar; the resource person had a different view ... coming up with

another interpretation.” — Thilan

Tania stated that the NIE should organize such seminars, perhaps involving the exam setters
as well. She further stressed that the course fee needs to be subsidized for A/L English teachers
or employ sponsorships. These responses confirmed the readiness of teachers to attend such
seminars if the opportunity is created under conditions that are economically favourable and
also accessible for them.
“I think they should offer their services or the NIE; the Government should pay them,
and maybe, they should probably have a forum where they teach them, ask the
teachers to come and sponsor it. Whoever else wants to come, can also come and you

kind of educate them on it.” — Tania

As for the perception on teaching Life of Pi as an A/L text, despite the above-mentioned
shortcomings, the participants have been bold enough to continue with it instead of
abandoning the book like many others have done, despite receiving no proper guidance from
the relevant authorities on how to teach it or on how it will be assessed. As Tania states, Magic
Realism is a theme mentioned in the Teachers’ Guide (Department of English, 2017) but not
clearly or explicitly defined. Tracy found the inclusion of the Magic Realist genre quite a
‘modern move’ and believed that secondary school Literature students should be exposed to
as many different genres as possible. She further argued that since kids read various types of
magical and fantastical stories, they should not find it a problem to study such stories

pedagogically as well.
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“Today’s millennials, they have watched so many things; all these things on zombies
and vampires, and they watch absolute rubbish but they try to make sense through

that as well.” — Tracy

Tilak shared the same viewpoint; having read/watched stories/ movies such as Harry Potter
and other magical adventure stories, he believed that the present generation would not find

such ‘fantastic’ themes alien.

The respondent teachers affirmed that Life of Pi was not a favourite among their students.
According to them, July’s People, The Remains of the Day and Nectar in a Sieve topped the list,
all of which are largely Realist narratives. However, even July’s People and The Remains of the
Day were not very popular among teachers and students when they were initially introduced
largely due to the lack of secondary reading material on the same, and due to the general
belief that they were ‘difficult’. The ‘safe’ choices seemed to be the time-tested Victorian
novels for which it was relatively easier to find material. As such, Life of Pi may not have been
selected by certain teachers not because it is a Magic Realist novel but because they feared

the ‘unknown’.

However, further probing led to the revelation of several other issues related to
teaching/learning Life of Pi as a Magic Realist text. For instance, Tania insisted that there were
many among her private students who had initially commenced studying Life of Pi in school
but had later abandoned it either because they could not relate to it or because the teacher

had decided to discontinue teaching it.
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“They have done Life of Pi and they have said, “Miss, we are not connecting to this in
school at all”. So, when that energy is there in school its somewhat brought into class
as well. But | have continued with Life of Pi. But then in school, they have dropped it.”

— Tania

Thilan was of the view that his students who disliked the text initially never changed their
opinion even when they were about to face the A/L Examination. Tracy mentioned that the
choice of a text depended on how comfortable the teacher was with it. She further added that
since most teachers lacked the imagination to relate to Life of Pi, they preferred more
straightforward texts. This seemed a plausible reason for the small number of teachers who
had attempted the novel.

“It’s like teaching Charlie and the Chocolate Factory vs teaching something like Black

Beauty or Mill on the Floss or something like that. Something which is very straight

forward, which doesn’t require much imagination.” — Tracy

It seemed that most teachers preferred the comfort zone of Realist novels because previous
syllabi were compiled of such texts. However, texts with qualities that departed from classic
Victorian novelist fiction are ‘appropriated’ and ‘normalized’ after a while in the syllabus. In
other words, with time, they began to be read like normal Realist texts. The dystopian and
post-modern qualities of July’s People and the metafictional qualities of The Remains of the
Day were downplayed, and they came to be read like ordinary Realist novels. In the case of
Life of Pi, if this ‘normalization’ occurs in the future, it will be particularly problematic because

this is a novel that clearly departs from the Realist mode.
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Based on how much her students had loved the movie of the book, Tania believed that the
issue lay more with the narrative style of the story than Magic Realism per se, since she felt
that students were quite open to the concepts of the latter. The narrative technique, as she
says, put them off at the inception and she insisted that some sort of intervention had to be

made by the teacher to hold their interest.

Another major challenge is the multiple interpretations of the novel. Towards the end of the
novel, Pi provides two different endings to the Japanese officials whom he meets in Mexico:
1) Pi surviving on a lifeboat at sea for 227 days with a tiger and several other animals 2) Pi’s
replacement of these animals with human beings to make the story more believable.
Apparently, both endings have been taken as different interpretations by various teachers.
This seems quite a confusing situation for students. This was created due to the lack of
uniformity in teaching a novel belonging to a literary genre which was new to the syllabus.
This also points to the larger problem of how literary competencies are assessed. Assessment
now appears to be based on the notion of a fairly rigid ‘correct’ reading, whereas assessment
needs to be based on the competency of a student to interpret a text within a reasonable

range of interpretations, all demonstrating creative and intellectual skills in interpretation.

What teaching methods are utilized to overcome these challenges?

Overcoming challenges

Tania had followed several methods to combat the boredom her students had felt initially
when they read through the narrative on their own. For instance, before commencing
teaching, she had provided them with an overview of the text comprising the setting, literary

genre, and related themes.
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“First, | give them a breakdown of everything and | get them to do a lot of semantic

maps and through that, like | kind of introduce new concepts.” — Tania

She had also asked them to watch the movie, if possible, and research on the novel and its
background. She had noticed that the students who had failed to follow her instructions had
been bored in class, making no contribution to the discussions that were generated among
their peers. Having recommended the movie, she was also aware of its shortcomings as
opposed to the novel. Admitting that the movie has not done justice to the book, she had
taken advantage of this difference and generated discussions in class by comparing the two
genres.

“How would you improve the movie? What effects could you use?” And then, to test

their knowledge, “what things were excluded?” Because there is quite a lot excluded.

“What parts are excluded in it?” — Tania

Another common method utilized to overcome challenges was referring to other texts with
similar characteristics. For example, Tilak had extracted examples from Russian folk tales, and
his own students had made references to Harry Potter and also to Hindu mythology. Tania had
referred to the Sinhala stage drama Sinhabahu by Prof. Ediriweera Sarachchandra and also to
Chinese myths, fables, and Biblical stories. Her students too had made some contributions
with a few examples such as The Chronicles of Narnia and the paranormal movies they watch
quite often, since the impression these movies have made on them had helped them relate

to the text better.
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Tania had made a WhatsApp group comprising herself and her students. Sometimes, she
asked them to play different characters from the novel on the group, and then react to a
certain incident within the parameters of that particular role.
“They have a WhatsApp group and | ask them to sort of assign characters to each
other. Like, if there is a novel, even a drama, who do you think ..., because to create a

bond even ...” - Tania

This had helped them to critically analyze the characters as well as certain incidents in the
story. Within the WhatsApp group, she had also paved the way for discussions by occasionally
posting questions for which the students had to text back their views. Further, she had made
them participate in debates in the classroom on topics related to the themes of the story.
Getting them to write answers for essay-type and context questions quite frequently was
another method she practiced, as she believed that merely talking would only generate ideas
but not improve their writing skills, which are essential for the ultimate goal of succeeding in
the A/L Examination.

“Sometimes | type a question and | send it to them which they have to do or | just ask

them text me back their ideas and some of them, they just text some ideas back to me

on their opinions.” — Tania

Thilan had made his students draw flow charts depicting the movement of the plot which had
aided them in remembering the story sequence. Along with the flow charts, he had also made
them create mind maps based on the themes, motives, symbols, important incidents, and
special utterances. Yet, the most helpful of all methods — according to him — had been the

thematic approach, where he had made them draw a table with eight columns for separate
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themes that he had coined by locating parallels between the story and the notes he had
searched online; some of these themes were ‘Faith, Piety vs Confidence’; ‘Individual Identity
vs Ego’; and ‘Friendship and Mutual Understanding’. Afterwards, they had been assigned to
read the book word-to-word and trace quotes relevant to each theme and fill up the table.
Subsequently, they were asked to memorize these quotes on the basis that all questions
would revolve around these themes. Thilan found this technique very useful and had seen
noticeable progress in his students’ term end examination marks.

“They were very successful because | saw a very high progress at their term test.

Students who had got 30s and 40s in the first term test, after allocating thematic after

rather implementing the thematic approach, they succeeded in getting marks.” —

Thilan

However, his stance seemed risky since all potential questions being based on certain limited
themes was not something stipulated by any authority but merely assumed by himself.
Moreover, the absence of Magic Realism among these themes was quite apparent despite the

novel belonging to this genre.

Tracy too had followed a similar method, but not one based on themes; hers was based
instead on specific segments.
“I teach them PLANTS. So, | write first PLANTS. So, plants mean people; then, L is
language; A is action plot; N is narrative viewpoint; T is themes; S is setting and what
waters and nourishes the plants with social background. So, | introduce that to them.”

— Tracy
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Figure 1 depicts this technique in a simplified illustration.

Figure 1

Tracy’s technique of teaching the main elements of a text

PLANTS

People Language  Action plot Narrative viewpoint Themes Setting

Tracy had taught her students to interpret any question based on these categories. For
example, if the question is about ‘change’, one must discuss the characters that undergo the
change, and the language techniques that are used to highlight it, and the person through
whose viewpoint the change is narrated; also, the themes that are highlighted, and the setting
the question is based on. Furthermore, she had made them draw concept maps on drawing

books, and also write down significant quotes.

On the whole, the four teachers have tried various innovative ways to overcome the

challenges inherent in teaching the novel. Yet, noticeably, they had paid little attention to

discovering novel ways of introducing the characteristics of Magic Realism to their students,
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presumably because they have not been properly guided by the relevant authorities in

viewing Life of Pi as a Magic Realist text.

Conclusions

The current G.C.E. Advanced Level English syllabus was introduced in 2017 and includes a
Magic Realist novel, Life of Pi by Yann Martel, which was the first of its kind in the syllabus.
This study attempted to explore challenges faced by teachers while teaching Life of Pi, and the
teaching methods followed by them to overcome the challenges. The conclusions of the study

are presented under the relevant research questions.

What is the perception of teachers on teaching Life of Pi as an Advanced Level text?

The shortage of teachers who opted to teach Life of Pi proved that it was the least favoured
among the rest of the prescribed novels. Probing into the cause behind the reluctance to teach
the novel revealed that there is a dearth of widely and collectively accepted study notes and
secondary literature on the relevant subject. As a direct result of the unpopularity of the novel

as an A/L text, the number of participants in the sample had to be reduced to four individuals.

One of the most significant findings was how differently the four teachers viewed the teaching
of the text. There was also a noticeable difference in how each teacher approached the text;
and, depending on their approach, their intention to continue teaching the book to ensuing
classes of students also varied. Specific and clearer guidelines need to be developed by the

relevant authorities, such as the NIE, and make them available to teachers.
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What are the challenges of teaching Life of Pi and teaching Magic Realism?

There seems to be a lack of clear guiding principles stipulated by the relevant authorities,
Furthermore, there are multiple interpretations made by various readers. The lack of an
agreed-upon range of interpretations has led to confusion among teachers. The NIE is best
positioned to remedy this issue. It is also important that the goal of assessment shifts from
‘correct’ interpretations to literary competencies where a range of acceptable interpretations

can be accommodated.

The NIE could contribute to resolving the issue by revamping the Teachers’ Guide by providing
more specific guidelines for all texts, including notes on literary genres, themes, and literary
techniques. They could also organize seminars for teachers in order to provide teacher training
and insights into assessment and standardized testing, making the teaching process more

fruitful and result-oriented.

What teaching methods are utilized to overcome these challenges?

The study also revealed a few interesting and unique techniques utilized by the teachers to
mitigate the challenges of teaching Life of Pi; some of these are the use of role play, mind
maps, concept maps, thematic approaches, PLANTS’ (People, Language, Action Plot, Narrative
Viewpoint, Themes and Setting), and debates on Magic Realist characteristics, and also
discussions and role playing on WhatsApp groups. Such techniques are useful not only in
overcoming challenges but also in generating enthusiasm for and enjoyment of the text

among students.
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Limitations

There are certain limitations that have narrowed the scope of this study. For instance, the
sample of participants was restricted to four teachers from the Colombo District. However,
since this study was initiated, the number of schools that offer Life of Pi as an A/L text has
increased, thereby broadening the teacher population who are involved in the teaching-
learning process. Therefore, a similar study could be conducted with a larger number of
participants representing many more districts. Furthermore, having gained further experience
in additional years, the participants of the current study may have newer information to

contribute to a follow-up study.

Recommendations

Despite the above limitations, this study provides insights to all teachers who are currently
teaching Life of Pi and also to those who are considering teaching it in the future, especially
on how vital it is to appreciate the novel as a Magic Realist text. Moreover, the NIE must take
necessary steps to direct and guide English teachers so they can achieve the expected
pedagogical outcomes, thus making teaching-learning of the only Magic Realist text in the

English syllabus more fruitful.
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Abstract

Creative arts subjects such as Drama and Theatre provide a productive context for developing 21st-
century skills. However, in Sri Lanka, the teaching of aesthetic subjects is still based on a traditional
lecture- and exam-oriented approach aimed at providing notes. This exploratory article presents the
evaluation results of a drama-based intervention programme specifically designed to develop creative
thinking and adaptive skills in junior secondary school students in the Sri Lankan context. The study
involved 128 Grade 7 students aged 11-12 and 6 Drama and Theatre teachers. The study was
conducted as a non-randomized control trial with an intervention group, a control group and an active
control group, addressing the main research question: Does including process drama techniques in
the teaching-learning programme in drama improve creative thinking and adaptability skills of junior
secondary school students? The programme was implemented by Drama teachers trained in the
process drama teaching approach for two hours per week for twelve consecutive weeks. The Torrance
Tests of Creative Thinking (TTCT) and Martin's Adaptability Scale were used to assess the intervention
through pre and post tests of the students. Classroom observations, teacher interviews and student
discussions were conducted to ensure the fidelity, feasibility and acceptability of the intervention. The
results showed that when an appropriate environment and opportunities for active engagement are
provided, students engage energetically in creative experiences, processes and developments, and
their creative thinking and adaptive skills improve significantly. This article suggests new dimensions

in Sri Lankan drama teaching and learning.
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(Goodman et al., 2015). BE@reaBB50w 6w amdinmme Se® MwED 538 WE DBWbsT
WO 0ERD®W WE VB O, J wewr HwdE 5005 OB BEBw O idn BIO® geey S

w8 0 Bowell esw Heap (2017) ew Saunders (2019) odf gcwewi. 9080 eahewd SODE
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ewerycde Sewwsy wewsicme BBe® & OF 3025 ¥ CcOWEIO 1B TNOBO EwWILE) CABIEBT

“BwDB 00" (process drama) ez 520w @. e®® DO W YET ® ewicy) G@ed Heathcote
B82A (Wagner, 1976). HwoDE %9013, ZOE 53001 mediw BE O yobnws (Bowell & Heap,

2001).

BOE 500sed gdeodum BBusw . BwdE 00180d &8 9enBe® BESIem®O%m
BodDE® omeds 018 ¢dmyws 0w mo (Bowell & Heap, 2017). 9ci©dwa e 83y w538
»O0ed OB ecimwn BEErene WO @md 50Imms D188yen BI® HOWe
a8ewl® @ BcE®DEO yBDIS DO wow Sew eeeR® &8¢ od (O'Farrell et al., 2009). ey
8»ewedd m Red® Bon 0 amd VY ROOSY, HFBOWs] Y acwd vedserws OB
(Neelands, 2009). 8 gfeny w3 wwwIBOWA. Ow 00¢ S, Dwe ymvedFfsanw
8D ew WOSsY BegslO ¢ w®® V@85 WA JVY, WOy DO SDICEE wy
BESrenBE dinmye 8@® wsIBedimw OB mwEm DIdme BB 9 wewd (Ewing,
2018). BuE® wuvwBdrienyd (96Ddwr #ndd) B3R ¥Y®m NICEOD WO BESIenw
RBOO wd®s3D @0B (Neelands & Goode, 2010). ©GDSwo e Begsy @LIBB® &0 eq wcHo
0 5001806 wricdvnes ¢d€s (Bowell & Heap, 2017). 980038 8800w wHn o
BE@reww BOe® BwdEw ®H0w FHwdE 008 8538 0fm 9e0m® HyehHhd 00
s808mme BEOO cums @® (Catterall & Dumais, 2012). 8esi0 Seddmsiemd 880,
BEreaBED yme BB wy 8L @nOEO ©d BB & 9 BwdE nIsewd BOA
(Davis, 2017). 8gz¥ m»edthw® Daews’ D@ ®0D 391853, Bdew B30, dDw-eud8mn®ida
DEIme BBEOO wy meFtrw® 8®Bw eudsene HBOO »H@BEE 0 @ (Glass et al., 2013).
QO1O0wr WG WO 9eOR® D BB Bwr @S OS®I ¢ e® d3mwA (Toivanen,
2016). BwodE 000l YBAICW DBC 0ygemBsT ew 8w 5 dedwds ezned. &

@O, v BESrenFOm Sx¥mmed DEm @ D5 gmd, DS oO0 vy By VYsTed
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® guusIns eygemBrsy wew ¥HE YTV BESrens mC 8O0 @05 BB B0, Wl en
DROCOCO Seg® ewiwd (Bowell & Heap, 2017). HwidE 50016 8¢ B® wdn ww @S-

BE@remt O 9enrBed® womEFss Bewdsme w6 & (Davis, 2017).

500 5301 ©00colBm 0B GWaBwWd D& 0O . d6 85sI0 VgTed QGDCwWI 8@
OO 5%0150w e BEJYOOO gacr@sn OB, 0 9eem® of ewldxsn 3l (Bowell
& Heap, 2017). ®eed ®, 951001530 @ 83530 800 HEmdsy emo@mw BB, ¥(BO® Yy
BB wy 88 caddemienwesIo 98 weEwd (Piazzoli, 2012). @o®dwr ¢® Woren= ¢
B0DBw eIt OB, w¥ednw R Eo®s Y YOO Sdsy, @S OJwIed
®O0 g 83. B8OV BO YI®IDBY RED 8w BOHO Oy BV, adas DO ¥y w1l
w5y Ov eusId® 8¢ oY) CAB. BwOB 5005 WD Gmdwm BESInOD cvedan
DOWR. o5 © 9ern)® BwdEW® tewr 31038 3D®IRwH 8BwsIHA. 8570 VT erd®
g RO BE@renw BB, VT od® wnn (D8O, ey d; BOOD ww @O m G
BE 0B gBWOVD »wBwWD A ecsymB (Jurinovi¢, 2016). @8 & ©oOdwIed ®SmD
B Om . QOD0wW0 51088 PEB®WE BB ¥ &. e OTI BTl geldFEm yBOE
00230 WO OB wew B DEImG BIO wy yode mc ens W @m @ (Jurinovic,

2016).

©®»0 gdswemwesy (¢ Duatepe et al., 2009; Fleming et al., 2004) eesios & grfert BwdE
500 Begsy Dt ©8®s DOB® ¢8O0 ww BwiBE d©0 280 mom D6, gvnen e8ewl®
8¢® RGBT 00857 e omen I DO @, OO BwWdEw HiM BegsIo 18 W Onm mad
O Be® yOemmOW ¢B 0w, MY @Deds yelamae me wiB d0w. McNaughton (2004)
e300 yery HwidB 5301 OB5Y Benwsy ¥YSmed B3 B wy 8wd GBdD YuvedWe e

20D D nEBT qewed, wIdWE® ww gamEe ©iwwr BB HB OB GIde BG1Bewe WC
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OB DD 6. B WOrEn ¢ S EE DYesy HwWdE 0s BB grmded 9edB® wewo
yewlsm O ePOCEER O BESr1eTOm wy ¢DEnmwW De® RHEH 8oDFDHBO VW

®oeesmat DO .

B0 @ws (hot-seat), mmxsics RO (storytelling), oy Fednm Bosenws (improvisation)
B DB 5200868 IYED 0wt KT C1eD BEBwW B® FFDwR. s eiwn (hot-seat) m®w
©7) BB AOC @€ 0w @I W WG E3EWI WIDD WO DO 5B BT BTowH
(Billikova & Kissova, 2013). s®88& 88nwm 900 0 ¢B0m dwunens’ yax BRSO ewnd
0O wrdDHO BIOO a5 ¢dENHOR o 0®v Bwit®m @ (Kathleen, 2007). @
DRee0y DYery 8yrid YA ©H YIBID 510D BB GG REWBSI® Gy e®s)
eu9d18ws’ BERIC Q0 ¢DeddRwn G ®BOO ¢emis BZ®E (Theodorou & Nind, 2010).
O8mOE aBleygden, wrycdnw, @ wIdwsy eFe® RO wy BOW euvediBwred B

ABFeenw BIOO wy 8EIR BB 0® B wBwd E1ed.

»osicd BO (storytelling) acwed cFevcme ww cFeFsme »om @ gdods w®
3y WDEO D& @ YIC 8 OCHB mmsdhm BCs HOGH. dw Bysied Ddm Y
G5B WBED 08X W BBOO 0057 © w@rsmIenc 5w @i BB @DERIL WS O
08@5IVewsy Sdww DEXmw BBELO cwmad @® (Phillips, 2000). o©@c Bw®,
BEDreaBEFOw, eddrnn®nm Sxinme, d¥nedBw ddw ww 9w WBEm OO
08@y8en B8hwwLm DWEH WDERDW BBe® W BwWIOR oI Be®@B a» (Karwowski &
Soszynski, 2008). mmz3¢d Be® EE8s n® @8z Bernwsio nOID ewdos e ymn BB,
©® dwed Snox’o VPTed ewednlEm® WD OB, RPed ©e dwed Sncsied
DOCO ©0; BBOO 9o OB wy ¥medBe Jdlw DELHWO ¢dme ced (Rutland

& Killen, 2015).
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Bedow Bowenws (improvisation) Beswied @me, @8dw ww OV B8EIC P Fwidw
@8y BIVO cemas @® (Holdhus et al., 2016). 9w ©wnewedBmd ©wyw DD
nEmmy6 8yen B (Kim, 2011). 8 S2emer E8medl adas asind ReEmo w08 e 0®x5y

® n8med 8 BIBedemIed w8 Dodm Y D1dm EBNOD YRl 51188 A0 D18 yen

=0& (Hainselin et al., 2018).

vet ®, 881 c0OE vledemws’ Buswrieod BE@I1enBE DG tww ¢dimme 8e® WA wd
3080w BIO 3w BwodE 0010l B vlodsen O8B5Y eI & gm. ¢cwdenys
@, Lin (2012) 8853 m80imed miwE ecmm €8z3 675 (Dwe agdig 11-12) wewr mmsyed
RO 5% RSm 0 HDe® BEBw O Es 0I5 t)® Sedesrs B cww o O 18w FDe®
eBeme o 8OFOm 8 Beswsied BESremTOm HBwWDsY, ewEEmd DO,
OO, HOBEE D w1 Q5T 9erRBe® WHEH PVE @l & DD OO dWBLHEWST
35000 86, oot DN, ed® WBLHEE HED WELHWOR 0wl D@D B WD,
BEwm» v DO 5 @m0 ) NHEOW 8¢ O BYeed . ewreemeB Hui g 83es
D0 s (2008 - 2013) e300 Begsd 28462 @ BwdE 59001 BEBw BHO ewig) KBSY &¢
OB ¢ gD & s¥oldeensi®m ®edthw® (N = 1857) ww sEs medtdow® (N = 989)
850 0BE ©O0® BB (€¢01, HO8m, vy OBB®) eDEDO wowsIcmrw ®mom 8. &8
©u0r DOO 060 5w gy BB BT 838e30w RE OB B8O WOHH Hed® NOWI vrwsied
eBCEEB 0 D0 BEreaBEDw gvg 500 O »WHS »om E® « (Hui et al., 2015).
oo Oy gABEDWO BEG HED DERHOOW FRED o0y and, ©RHuFded® 2

BB Dm0, BEDD 0B DD 3 QmBHD BEDCD 912 B 8¢ w0 Bgeed mm.
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Bw@odE %01 OBBm wuE Benwried amdinmw Se® uEnmr 18 gay we v O
eI givwmw 2020 0580 8ewo Baeed vD. devs, HYPowdBm 5OBOEO Beysd
8O W0 ©»Be®s RPsTed aBeyddens, Bwi€® wy »HOBAEE 90 OB axnddnmrw Se®
CBBe 63:080HW MO DO eI & @B @ ¢ldsws By . Martin e 886 %05 siem
B 0000 ® ©8sY Benwsy endinme 880 emERDBTesY ¢ MedHe ¢eesdBwidw wy 85ib
O30 OROEO 830IBDwW 018 mOBIesY ¢ WD et NEVD BBeIEwWed 5 egdaed 8O
11 egdénw ¢wior Begnd ©w®w 5w DeomO 80 O 6 egddwed 80 12 egdvw ¢ 8eysy
0@ gsIDi® (longitudinal) edswemes 8¢ mey. O8 yBOE O8sY euvsin® »om crged
%05 20 BWmom® Berwsy amDinme BEO0 eEROD A0, @dde ¢ecsdBwidw
8% 3538 O3S ORDEO esmIBFDw 18 8yen OB VO &. emel eDH D, eB® aWBLHEE
2 2957 ewicns yleods 0B 8em® § Bwimom® e®imdagiB wewsy »c s» (Martin et

al., 2013a).

BOE 5008 BEB86 DO »Dnw ¥ BOIBIL 9N W3 BDICEIOHWG & CoIed 5NIB
BBBBW ©weEWr NE yen D8RIV E wWBOO wm B B &. O O O BSOS
OB, 5008 DEBT 9OBIDO Y 9RO BEIC B 8oHHHHIWD 98 BE®AE. dewr, HOO
BwdDE %018 88 ¢, vw HwFOm e OB ¢, QOO0 wy Byslo o8 B8wun vl
BB @D ¢ WBID BEICD 00w N BV & oD ne B¢ vlodu ey 8¢ S 05088
enBsY, @08 adnwmed G0 e ol 5 W1 F.OEIV DBwWw PVBIDEO wewr BwdE 530w
3em® oo yedrwsl Beswsied BEIwBE D¥mmw 8y gnOinme Do® mwEmo

8080560 DRI ¢ Wi dO8amw BRI &.

s8eduen nHOedew
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s8edsen 88wcy®

8088 m ORBHFDOOE wOEmD news; BBed® “OY y8BRw” (gold standard) w@e®wed
s8» aedwc dE® (Randomised Controlled Trial - RCT) ece wemy e (Torgerson &
Torgerson, 2001). emed 0O, 657 H8Bw :® 80 ©® OB IDO wewr ewIc® Bwe® ©BVOB
PO O H®DO ® W VB e eVOD IO BOWIW veldemewrd S ®IB (¢ .
Ilkenaga et al., 2016). dod ©, Bw@ o BBe® & wHIGOTHTY g e ewics MO,
3@ ene Wi e¥Ge NYSD gl BRI, odn-Oc OISV B S OBe®
QB BON 0B DB, 85600 P0G ODe® WBwWDR 51OBOH e B
W) @53y 3@, WE® w3 &1 91 YorDEW®O wINO Hwr »E ¥ DO, edewd 5O
BE 0057 © mcEw D1 DO, DD BIBOC 3880wy ey Bws OEwWIDED Pt B® 4B

B oS Besory e3@%d aBm gfwes A EO eE aWBOmWET 89K 0aewd O ©wit

BN,

@ e WBeHGBIed BICHD mels; BEO wewr ewlos 0@z © yBIE
0@ Iene BIOO wwiw Bw wB D& ewe uvledven NOedcwS s B8Evxiend
363008 ©500 BEm ane @E® (Non Randomized Control Trial - NRCT) gednw 8 (Deeks
et al.,, 2003). ®sEDE vOBTery BEdmn oG 0y e BB ©. 8e®®d 50
3D @ NEO 0O Drdm DXNWO GO OB &BC Ow e B83ED YHEHBOED
00d 9OIO® WRBONDO 0w ec@iBusTed ©5ewsTO D EBNWOE. 8w®®d ©5NODB
BED 8 NEO yedned s em ©18nD® deme wme® wewr BE®renw OB
850 008 nFOWsY wwdmd ey g E® & (Randomized Control Trial - RCT) e0E»
»8ew0wd Dt BO108D BEIY m38. deid ® B88n w@unOEsT Hwid®@m 05 ediend wsEOE
300 wOBHOESY vy BYEYeds BELIWITmw BBe® HwBwW® a» (Fraser, 2004; Smith &

Noble, 2014). gwm ®ien BE® DE OO GBWBHB BHOWID ETNOD ED &BvHe D EO
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gedRw O § Comed 7 ogdhed 525 ¥ Go® WEID oD Beysd wewr O V12w de®
NDONDD wOED FeOB® 8¢ WO y». 00O VRHHTe® geFwme Hod V8Hude® ceaw
8o Bysied BE@renBE S53nmwd 6w ¢nDdnms Ded® RNBEHOBO dEs10D oo ¢

B5IB) Kedsent B3O &.

s8eduen ydm
000 RHHO® armIed Y vledsen YEm® Yol ‘N1 9eHN®-9e IO FwidBed
8 BwodE 90018 EE8w »® ames Bled®sl »mBEY 8R8m @ Bysied BESIewniE

Bivmmrye ww enOdnme De® wEHI B gy OB ¢?” wrirm 8. e®® yiim vledsen
yEDHG OB 85O O a1 ¥y&E» R ¢ O Wo» C&.
(i) QGO0 18D BT DO Hwod@m weed ¢?, ©8ns 8O oDosio 8Ewvn
B OV e Bed ¢?
(ii) QGO0 O Be® BwidEwd 8d@DisdsImnd 83w ¢?, ww

(i)  8es 00® 9eIDe® HOW EBHO® o BEwrm ¢? wris ewwr HE® &.

Bw@as

wernm Bw@woeme @85 § Comed ae5ndd serent 1AB s novm 8z’ 161 ecomn
(7 oo, Dwes @901g 11-12) e 530015 QOGS VB ELEDID EOO GBWH® BEWNI GBI
OB . W85 ¢RI RWBEeE dOBBO WD Blenwm R Vet 0@ emfcrrnB®
Bewon) Ciae. 01 0, (i) 800 Drnewsy 7 ogmed 005 ¥ CoOrMED 9O OBDD
Bewswsy 25 83©; (i) BiwE 9% %9018 QGOTW eWBBHIBO B8NS DO WO Fensy 8IV; vy
(iii) @c1©015Y @cEemRO BwWdE 539018 9w 5I0e® BE8w B® BEACD 1T1501g AV BIS od.
s B8 NEe® 8 iy w®s ww idm BEIO WEE NG g0 08 wnE F§ow

»erdBw Daecws’ ©ds § P dBemm wdw» wIBedeme 00RO DOIE OO
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eI ™ DRewsy 030 ®15)6h. eER G Bme ORHIDe® meBtHw® oL O eI
@m0, O s o) (N = 25) 8w gemyd e 838 (n = 37) Sv. mend LGB mw wfw
BICD WO eRH DO eWT1€h B0, O BBEH OrX) (N = 25) vw gemx e 838 (n
=24) 8w. ®®sw SSH D6 HED W EBEHBO 0w DO eIy 8n0, O B O (n =
20) @ ey mwc 888 (n = 30) Bw. y8d =BFsemnw ww oy s8Fven and By 33
@ceemMed wBNIBTOW 0yEmd eNAIO Bws OO 33 yBOCOESY 9O we amd, gdwsy

yBOC® 0BY CRed Bsd 128 ecrnendl.

8m® cumiem

(i) 2Em>oewas 20 ¢ HE@rewrn@m Sxymmed @di0zYes 82 es (Torrance, 1974)
Beswsiod BEenBE meEm® @1 NHE® wewr »HOWSeme I ¢ Torrance Tests of
Creative Thinking ®5® 98 mdm 8. 0®® 8B enw Wi 640 88OEmI® 8 ey (Kim,
2011) s 8057, §F u8Fvennd yedan Se® B©0xT vy YE sl el & § Eomd wew
B BBy 0N ABDO 0¥nedsy 0o auInlthcewsy CR OB B Didm wy OwW
3o en IOBEW gBWHB EONEDTY Wty ®BIzN C&. D1dm uviWeens (the verbal test) (i)
Bewocm O188yey BS® (product improvement), (i) comSsme BB® (just suppose), e (iii)
&e30@z05 $dmw (unusual uses) @z FHwrdmO® Hemzy WO Bw. e®® BwrdH»®O
BEDrenodOm dsinmed g.o JFdes Do aoB00 & mom 8. 950, Dun®Idw
(fluency), »>®@xm0® (flexibility), e® 0200 (originality) ez JDr @. G®w s8Fsenw (the
figural test) (i) 8xInc w®ysen BIO, ww (i) Ee@OBTB VDOE ¥y HOEHB G OV BI®
@25 Bw0m® BT wOsI0n Bw. e®® Fwrmom® eim BErentOm Sinmed ¢on
s Qe goded cF »om & JD m»O, ®»OmD (originality), OxmwDw (fluency),
Bedmdencs (elaboration), ®imazmoed Sywma® (abstractness), ew mobww wdyben RS

B0am mew B om wB YSieww (resistance to premature closure) &. 0.90z axmd
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ogdaonn RBe® GOy @8 e e¢mn B0 e BIO wOBs, cra B

©ew #OE® BEenwm BEremnw mdn 8.

(ii) ¢z05mxw o® 8@rewe (Martin et al., 2013b)

ORuFEPO eud ©wy ©xd Gvvwied amOEHL WBED B @dsTed w@isys
ax08mmw Se® sB@iens (Martin et al., 2013b) mmaddwied ¢dwde ©@n widn mdm c&.
3O8mm@ Do® s3rehw Wy DS DBAWE ©WOW DT WO ¢B CRE ¥O® ZRDIO

s8@remu 88n aB8n® 98 (1- 18 e O»® 00D, 7- 48 eC® OB® ©D). Hv vvewRO
Ryed ovd grved Dx¥mmae, HBEO, AEH® vy VB ¥BLIC Daewsy wwme BEOO &b
VB O OF wensy mo8. 0®® gdvwmed & emnddnmw Se® vBEODE WD BB
30800 W emoieoed yLhmIv), DELTOD ww DFHedBw @rDEA. ©:1® wWINBWHO ©
a8n0® o gRes g gnd, 085 aln® 9m 881w Bwcdh. 061 gswmed &,
180 BT ene wewr 83@enw wews Cronbach’s alpha .85 e ey e8Fsenes wews 0.92 eces

@wrcd ®BIBN 8.
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B)302332503e8

©BOED aWBLHB EDNEDSY Gdd WEO am®@n mI» Cled dEFeJEwir) SO NE 1D
s8eldven &0 W& »BYD (Australian University Human Research Ethics Committee) 8&25.
eE® Fhmed 0930 0 B ¢ D8O »EFNW® ey, mOBHJ FEmed emI G
OB BE @D BEWB BICD DEBNWE eCHD VOBY Bl emId O E @ BIED

D BN eRw DO mOB R&. endGns QGIOGIEY VwWeesH © DedmO E@NNE PHOe®

Beyoide 8m 8@ & gisins BdeEI®D @18 ®IsImw @5 D0 §».

©ROTD® WmeBEHW® gwr 85IB ecemd QOO0 88ed8xmd B&xY wmed I B¢ OBHE®

gnfewm (Intervention manual) ©8» mew. 88ed820 0® wewor @dbew ¢ealdw amond,
B @B D g BI@renFOm mESsTm, adsenme 6w 981 Wil e B8Eae Bed
(Faculty of Creative Industries, Education and Social Justice - QUT) 50® ¢0d @® @iy

C0d gedBemBs’ wewr SO0 CAD HNOB CBed®n i wewr NG O pewdGm

g BO wy FHOTICTned JuEedTB desed DR 205 0O BBuwE BiFsenws
®085Y 9en® HwWwdEed aFeBO® CA ©sivn & 008 afeBO® ©BwFO® gfewmend
#HED WO @B asindonw wew cFesmnwes sl ¢. aewmend g BuE® ©dd® ecdn

D0 83w Bw® W3 B § Comed Qo @dendsed@wd anWED wmesn giD.

BESr e @m DB emedd iCH® @n) DB @wd ®O®sY (88mEumé, YR
RBO, yBOG DO, 8y HPwBm D) OBHWHDO afewmend R® wwme mom 8. @i®
200 © Bs @wm (hot-seat), mmziccs BE (storytelling), v Hemm Bosenws
(improvisation) @z HwDE %9013 BE8w BH® On S B3O and eI FOORE ® e
51080l Dedtnw® Fwomdm® eCH &. 9® WeFtHe® BwimomO © Qoocs’ B8y

BEFeems me @nd, 98w 0 IO OIC OBIDe® sws ecs BEIenBETO®
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2oy wom 'OCeme Edmw ®wewr BIDrmBEFOG' w@wm oF®ed & © O ©w®
CODEWOOEY OEHB oC® YBDCO OO0 wBOD ©82 e e®enwd® adPesr .
ORwID® afewend we® yedrw JON BEr:wBE ©8wd® wow 8¢wdm c&.

DHOBEE DO 6.DFVBIG WS OB wewo BegsIO www SO 9 n® 9mBID® BuwidBEw gds &8¢

Bes.

ORI Te® medtw® e¢m D85 e Bwdn v aRRED 8@ 0¢m 8w O®
aesm ¢8ewld WOev® &eFRD B 8516 eem NBBY 8B eeHR 9eON® eIO®
B0DBw 8¢ mom 8. D@OWesy DEIDTHMIDW wuBm BOE wewr s8ed8md S&xY
85I O BB een w18 408 (95 soBwm 20 91 85Y) 005 8. @505y ww 8Bysy wsd
@cgonw ® DRBOYD BEWR® Boemw BB wewr 918w Fde® oDos’ wdw add Oxpwonn
0O womd 10 91857 20 = 0505 8. 9@ wE®® O Gvs WeFHB®RsT © Sl
NEBT 539 Bon ©OYD wimdehH e OO Craed 8l 008 9w IDed® HOW EWHCO
¢00 BEnnIm ¢ wrIm 3w BEVO 8. sx5IBmOc Biven, o O womdsy ww Buw

NBOD ®eFe® OBsT DDBOVesy @B B s oD 8.

BEB BED DEBLNWO® @¢® ¢ eE Be®n ®EBONHO eHED 6 PN 9erReO8
Bom O Gy 9857 B5%8 40 8005608 9o eWIEw 9erBO ww gemn’ Oxnd) 80 OO
D0l Bwudm @R @B Cov redd) ©:8e® peowdBm Bwimome®8 Bom S®O

ewed. 08 DEDWOTHWIDG 8O wuBm BOO wewr sled8md D85 vy Oc
BBFeen w8 108 9EwId® »eBthw®DEO w®i» gumdews’ BiFsemnw W cdod
s8oldBenslOm AEH® Emw B e ¢. 0@® ABWeem ¢un BB ¢fn ddeCsenw
eDREDSY @wWrcd EBNOBILZN CE. BIED WeFtHwe® ecomd B eOme 8¢ 008 amd, yoig

38 @Prieod 9GO0 @cecsN BB WO 1w @¢m M BBT ©®yedm e VYBIO Bwdm l)®
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9OBID® B WEY. WEBEHWB® WO © B8P vy gdws’ whed eBd Wi vy 8iB e SOFOD

cé.

¢ ddeCueny

Ce (00 ©wy vg) oy Dvve BE GWIAPLE, dBL ¢nd WIADRE ECHL EWBIECH
(©R30D®, HwomB-aEmré 6w BIEH®W) 8y ©¥B-3018wide (888 ww orwiy) dew gmd
VDR @R BEE QTN O ¢ deCuens 3ewiI A2 X 3 X 2 8g-BE&iren ANOVA ewaco
o3z 2. Levene od s8Feemwd amd BOEw comEumed ©8®H%HBwmdwd ( p <.05)
OO 8¢d ¢ DD ewddrn OB, ecde DOEHwWsE eud 8y oty O CHwFO® ulFuven
CREROC & BB »eFeNwW® »owr TmndD @D B0 eNAYh. 00w BEHW BOO wews

8000 B D1cOHT WO Boeww BHBO 0Dnedsy arFm ®I0® af mdx @& ( p <.025).

YBOE

BE@renoF O D5Inmed 001053 slfven Ddm sl en e wEm D Ee® & ybd
CRT Y By CROWS 0008 eOmH O8O medthwd®OE g (Wilks' Lambda = .4,

F(1,122) = 182.63, p < .001). (G 0w 1)
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& 810 BB BIED BEFLHBODE ¢ ey 018 8 ar» (Wilks' Lambda =.98, F (2, 122) = 2.26,
p =.136). deousf 8ty CRMOC 0wl DD BHED WEFNBODE O 0@ (Wilks'

Lambda =1, F (1,122) = .62, p = .432).

@® 000 © BE@renn®@m dinmed 0ol G;ude uviee CRe wEm I Eed® &
180 Cr o Y 88 CREHS eDend 0w SENHFOO »eFthw®de ¢ (Wilks’ Lambda =

646, F (1,122) = 66.78, p < .001). (6;5 50w 2)
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p = .006). deouvx o5 CRMOC 0DenB eOMHW HED BELNBODE WO N, Goxs
DEBENBO ¢ 3 5;30w BE@renBEFDw DEDHW BI® e3€wr 5305 85¢H® § O @Hnxdd®

D1RewO»esy YIE DCBOB ewddzn WOA.

»HEmSenw I @¢ Torrance Tests of Creative Thinking (TTCT) 810® s8Fsemed D8 w»
010w uiven 0¢®® Iadd BEeOsY, WICW ©¥Y DEBLHGEOTB BIEBG ¥r YR
DO @B DD 0w OB C&. WICW Y WEFLHWBE Y WEFENOWE wY - yoBYIDW

@m0 BICBG ¥n asInERwe vty Besc® BIO wewn (613 OWH-38 eI g ).
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6[3(@ 20 &.
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71.64, p <.001). (G wow 4)
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312).
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2302092570
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©@. 0O® g0 OB eCIDed gD ¢WBWBHWSY B8O® wdm 0d (Beysy eces, Burke
& Williams, 2008; Freeman et al., 2003; Garaigordobil, 2006; Hui et al., 2015; Lin, 2012; Martin
et al., 2013a). 0®8 @B gorrw Sededs O, BEwW BIED BEBLIBe® BESIwBEFTOeS
CW€R 85 aNOEDBIW De® W €q BICD WTBENWBOD D& 18 B 8. e®8 grddent ewd®nzn
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BESrenad®©m 86 0L WBED JOE OB BESrend®m ¢DeEdGdnI0 w@axd) d®O

c19® & ( Kemple, 2017; Muffatti, 2018 ).
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500wl G2 Bwimdm@OED gu g eCROOAST 8@ABTR § D 8. D& Ocox woen 50, 8y’
RgsYed anfe(BO® @y ©18HDOD wuwwId De®sy VYT 1@ D8 gow BI® 8. e®BxY

eusidsiesy Beswsied WO gufe(BO® 5003 BB MOCOE BESIemn®m 9ernn®
e BO Bwodd 53808 wewo ww RPsTed B wdsy md gwo DO cemd BABO wewo
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Besewd ¢ 08 DO ¢ 0w. ¥GsTY Bdores meg 8010 s HOw w®dw 8nosy w®w»
D0 BEe® 8 DOHOE ICw C 8O, meFtHw® wwewdBmd wewr ¢dewdB®n @y
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9ID® emedB A . ©® BOITVEWSY § Comn ¢ies HOeE B® e WE D@ B

(Irugalbandara & Campbell, 2020).
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Abstract

This study aims to investigate the extent to which the attitudes of stakeholders are changed about the
regular classroom practices that have been transformed as Inclusive Education (IE) practices in the
school system. The research design was a case study, and the research approach was qualitative. Five
government schools in the Batticaloa district that practice IE were selected using a convenience
sampling method. Five Assistant Directors of Special Education, five principals, five class teachers, and
ten subject teachers were selected as participants, purposively. The interview schedules were
administrated to gather data from Assistant Directors of Special Education, principals, and class
teachers. The focus group discussion schedule was utilized to collect data from subject teachers of
inclusive classrooms. The observation schedule was utilized to collect data from selected schools.
Thematic analysis was used to analyze qualitative data by coding and categorizing. Stakeholders have
positive attitudes and practices in both the key practices of information provisions for |E and student
interactions in IE. On the other hand, negative attitudes were observed among the stakeholders
regarding the development of individual education programmes for students with special educational
needs, and a policy for IE. Also, there are mixed attitudes towards the practice of physical features for
IE among stakeholders. As a recommendation, awareness should be created about the importance of
IE policy and individual education program at school level and zonal level. Additionally, awareness
should be created regarding the importance of physical features in IE and the responsibilities of

stakeholders.
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2 GTaTL_BIFD SVaileww  FOL (LDLILIGSHIUSHETGT 2 eTar_mED Osmeatensuller s

LIBI&STIi%eT GBILewm W Tes esTLILITEIS et ai)(BSH W 155 Gerewt(hLb.

saflwmer ewws H60all BSWEFSSH LK% 6T
Saflwrer enow s se0alls BlsHENSF L L LD @) 761 uensHsHamTs GBass LIRS ST
1. a9GsL sevalls Csemeuser o aTarT LOTRTUIFERESTGT SNWTAT WLOWS FHOaIS
BSLHERSFIL" L LD
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BSLHFRSBL L5 &(Lp.

IBSuUmSUID, meisg o galld sevallll enflUiureriser OmID SYTSHIL] LITL FIe56
G Lisepd AGCFL Fvalls GCHmeUsal 2 GTaT LOTERTUIS@RESTT FSIWTGT LIOWS FHevails
BlSHFFSB 1L 1D opmid SeflwuneT ewws s0aills BSHIASHL L& GLp LUDD TH 0w et
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DUFHMGT LITL_FTeDeVSET LoPMILD H60a]] aUVWSHG) 2 GTaT 2 GTaTL_EIFDH He0all He L (LpeoDSHalled
saflwmer ewwsd He0al BEPIASHL L B (pepsar 6CFmLfilew GleualliLi(GgS uerereT.
TRNSHSHTL L 1%, uTLsievew A et e, “..selwrer eawwws %0 BlEfFeasE 1 niger
Y jsaesr Waf wWSHW pevLwpemmeled Qaemev..” eieimy Fmmlesng, Coeyd L Freme D
(BB& LIGIBST GO L 17, “.. geflwmer awiows $00a) plsypsEsSL 1 nisar yagsalar saal
WVUEFW vl pammile Qaemav.”. @) BB, 2 aTarL_EIse) FevL (Lpempsaiey allCFL sedais
Caaneusear 2 oL W LDTGRTeUIS@FSHSTRT SRNWTGT WS H0ailld BISLHFRSS L L 1D LopDILD
saflwmer eniows H0alls BSHIFZF L& GupeLaT ST fyemiw 2 Fais FevailLl
uesfliLimaTiger PmIb HyPuisellear iUy F1f  Bleoevewwud  LOGTLILIMEIGHSULD

ClgellajuBS5NDS.

IDTBH DBSH 2 GTTL_EIFD aGLUdD YFAwises oNCF svalls Gsameusear o arer
LOTERTaI IS @S5S TeST Saflwmer s el BSPHFFSTL L Se0% THILOMMDUWITS 2 GRTIbS TS,
CGrL savaills Cmaisamar 2 L W LOTETMISEESGHS FHBIFT LITL FIHQFNG) 2 aTaTL EIHD
s0al B (Lpepsalled Saflwmer ewws Hal BSHIFSHL L Bl (pevpser Osm_FLie
Seteumomn @O L riger. o srgentions, LT Fienew D ulel s ansar @nlLiL)®esule,
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SSTWTAT eLoWs $DaNS BISPFFSFL L LD LopmILd STWTeT ewiowd H0ais BSLHFASFIL L5 & (Lp

uPPIW OGSTLILITEIE 26UT%@hdE Q)eVene eTaTLNS ()5 ST HEH DI

GogyiLd, 2 aTaTL_EIF6e 6u@GLiLImDUIGT Ienesisg LT YFAwisesd oGCrL sevais Csemeusanar
2 LW LOTGRTUTSH@FSHHTET Sestlwmer enowsdh FHe0ad BsHPFRSH L L 16 wppih fGCFs seais
Caem6usHeaT|en L LDTERToU IS @SS TeT STIWTaT enLowsh He0all BESHIFFSDL L5 G(Lpewal HEIbaT
LITL_FTene&afled 2 GTarL_kighed Bewl (LpedDHaned Seflwmear eniows He0all BlSLHFRNSFL 1L 55 ener
TR ILOODWITES 2 IbSeTH. 6TBHSHSHTL L 1%, LTL_Fmene E @ebBay euaradl, .. e CLimem
LOITOTU TS @FESGS STUITeT wIOWS FaT BIFYPFFSE 1 16 CFamarupng..." 618Dl Fnpless,
Cuaid ur_gmewew B u)eSmppg Con®), “..a0700xn_ saafls Csameasamentemr u 1orerajsafear
ST WS SV BIFPIFSG L 15 Lpn) eTersE o18S GurFemenru/s Qaeav.." eIeim)
@MU L md. o aTaTL_mIEDH F0ai Bl (Lpepsafied safwmer ewwsd F0alld HL L 1d Lpslw
gplayd el flliyentia d PAwisersd Qoemev eraruems Guwle @GXILII L uZsar

STL (D F T 6T

RLBOLISHLOMS, Y®eTSSH 2 Fals SO LIGHILILITTIS@FLD, 2 GTaTL BISD LITL FTeHGUSH6N 6T
G UTHAT LOPYILD 2 GTATL_BIS® UGLIL YFRFWISeT O LT YFAWUTSET LITL_FTe9ev
2 GTaTL_BIED FHal BOL(pE@rs@G MCF svalls CHmeusmanenl w LDTESTRISEh% 3
saflwmer ewiowd se0all BSHFREH L 1L 1D CSTL_[F1960 THTLOMDWITET F(HSenSHS5 6% T6wT(H TG,
@Lieys, FCwr® (Timothy) wpmd <&60ueiGust (Agbenyega, 2018) L gsFw <y uiaie,
wreraliselar spmed Csameusamard CFmL_[LOFTaTeuSPBHT6ST aULfLPEODFEET LpBIGL B 1
QYLQUKTEIGATTS  SHTWTOT WOWS H06d BSHIFFSTL L _BIST LITL_FIWMVS S6VIHATTC)

LWSTLBHSSLILIGB@TDT TG OSHWeupgaters. Saiwmer owsd Falls B L misemar
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2 murs@G  Gurgy T _Fiwmevd soauiser 5 oaflwiseien_Guw  @SgHewLpLIEHLILLD
9 Covngearenwiud 2o15Gelssari. @QBsSs HeTHLINGLIL] 2 GTOTL EIHD BeOL (LLeODEHAT LIHHIW
uBlGSTrisener GrioeDWTeT s ens 2 NI LLBSHF DS, Coaid @g s0CLTmSW I uiailer
sTHLIGLILF@FL T (LpesTUTREmens  Osrewr@ererg, Cuad @& Ll sserLiL
wreul L T urL Franevsafled allGrL sevalls CsemeuseamaruenL w LoTeTelisafleT & esflwmer
@wws  Saf  BSHIASHL L. B (pewpsaT  GPISSH UBIGSTIIS@h%G —flylLiLjeTiey
Qeownssrs Q@ msserd. QLidayd, Kovac-Cerovic wppid wewi (2016) pL1sHgGw
B Cumgned pLgsLiLL L pOpr@h <y uialed, safllwmer ewws sals L L nBisaller omLpsLd
UmLgmenevsar wppith Afwuiselier “umgbuiu  UPSSMPSSBISEESEE Qe Cuw L6
wpaesTUThFHe®ar 2 (HhaunsGlujerers, Goed @& HeUTHef6T 6IHFLOGHMWITET LOGTLILITEIGF) 6T
QeuallLium e 2 % QOFiIBDG. QBSs SeTHLIgLIL] SPCLTOSW YUIGYL G D MIGHLOEH WIS
Qsreserarg. ererGal, UBIGSTIIST CFL Sals CHemeusemaTuenL W LOTCET6U IS 6o
saflwrear ewwws el BsPEFRSF L gansll LSTUPDIQIHD 2 61T FOUTHMEOTH HL_55%
Coue(pd. afCs svails OCseweaismaruent_w LoaessiaujsHeafler geflwmer ewwd Feal
BSHFFSF L 1D OPDID 2 GTaTL_EISD S@af BOL (LLeODEHE@FSHSTT Selwmer eiowsdh Heal
BaHERNSHL 1L & GLp OSTLFLITGT LIBIGSTII%N6ST 6THFLOGHDWITET LOGTLILITEIG DL L SHHerLiL

WAL L 9JF LITL_FTHSGTGIT 2 GTaTL_EIH6 B L (LPeODE@FdGHF FouU TS (Q)(H%GLD.

2 ararL_mism sevallulled rewTalisenar @)ewL g6\ TL fLjser
2 GTaTL_mIED Hai FL (pepsaiey wrarei @l g CsTLjyser @Q)uesi(h cUHHHeHaTS
Q& mess1(H TG,

1. e arar_mspn s0al pewL_(pweopsaia alGs saallg CHemaisamaruyenL w LoTewTeJ% e 6

FHLMY G ClSTL_[L.
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IdISG 2 Falls soailll UesHLILTOTIS@FL P UTS@HLD LT FIOVSET PMILD HeOa]
WBIGMeD FeUTysSeaiar Csr gy uppP GCriwepWTeT FHSSHSFH®ars )% M6 (H aTOT6T].
TNSHSHTLL 1%, uT_Fiewew E Qg umiu® @oLGsulled, “..2. 60 20er0p8m @05
LOITETRIBHSG USGLIL) RN Q1 L0ah%&GL0 GLITG [BLFF UPLUIVeDer, YT LILGLIILIYUITE
wperGers) Q)evrny Feimirs BLEE)DTr 6T o) Y IpS S FEISEaT Y GS5 Y% TaTer SmIewLo/r..”
wonih Cuweyd @& oflGs sals GCzemasearyenl _uw LoIewRTeUIHaNeT & enm L IT(H%a e
TS G®DLILIGDSTGT FHLMY G OSTL_[L] YsTe0eus ST RHHDE. Cogyd, LimL_Frenev B uiled
QwBs ADui Grd, “..esrssolar GCsm gy wpms P - wrevaser GEsLi
L snemeuded  pLiLE G 2 gaursgGEwmsa.”  eepmi. Ged LML FTe»evserer
2 GIOTL %G BOL(LPODSOND @B BLL SHYPO® 2 GTSS FHUTYS GFTLIL YFToI

QeualLiLBSHI B DI

>TSS @bH 2.5als sl uesflLiureTiseT LPMILD YHUTHET 2 @TATLEISD Sedal
BEOL_(LpemDEHaied Lomesstalb-FAwg OFTL_FLIST FISHLONE 2 eSTTpSesTH. 2 Fmgessions, D uied

o”

@QBBHI 2Ligievewr GOILILIB®F DT, gBGiSer CLingy SPuwF wrewras 6lsm_gtLisaler
WEBWSGIUEDS BT 61(5%5wIs%) Cper.." Gueyd um_sFiewew E @er @i gmplesg,
.2 arerL_BIGD VS FevL_upenmuded wirevrey - P 6)5m gy aICF . FXafE Csemassaar

2L W LOTCTUIEGFRESG UFGUWITT  FHpwey 2 (BUTEGEDS... . QF 2sals  sevailLi

Lt ILILITeTH&S &(BBews CLogyitd o IS LILIHSHI B DSI.
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QOB TL_FLSeGTL] LIWGTLI (RSB TLD.

2 GTATL_BISHE QUGLILMDEaNET @bs5 aUGLL PAWisEsL FHevall penl (Lpeonsaflcd LoTewTed
QOsrLjysever GpiLedDWTS o IBSeTH. FIGDIS, UTLFIO® GLLY JFAow FIpH),
2 GTATL_BIED 6 FevL_(Lpewn&afed $HLISF®-FPpenev YFAERDTT. 6THSSHSHTL L 15, 9P fwg
urLgnee E .. 67y swLseysG 2. Se prer FELIMRSE S gLiFemer CuwibrB)ss%)Gper..".
Guaytd, wreweui H@PAwg Csrgy, aIGFL sevals CaeausmaTuenl  LoTewT6U[F% 66T
2 _GTATL_BISHEVS G 2S5 FGVIDG]. 2 FTITHILONS, aIGLIL| HFAWT LTL_Frenev A @)60 @) BHSG FBF NS5,
“..eTeBG Lmevre e paev 2mey Q)BFEEWS, CLays g Yasimenr QS aSLiLImDUle)
2 o555 2 FeyGamsy.." @& wGLL FAwiseler o aTer_msD FRaNSEG 2 FaHGEDSH
RTINS 2 MISLILIBGSHF DG QBBlewev 2 aTaTL_EISH HeOall B (LPeEnnHaled LbTewRTe[F% e T

Qgm_guy upPw Criepuines eTLiLITR@ et 6euaiLiL(hSsSH D).

arsg 10 ur yPAwisesd 2 aTarL_mEn 0ol eyl (LpennaHaied LoTesTeuisenesr O\GmL_FL
Qsm_guns GpiempwneT FBhswss CsmerBareratl. yserLily, UTLFteme D wpmid B
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2 LW LoressTeuisaier sevall WPMILD Fups FIS®ETSE@5%EH FHLMGE OSTL_JLSHTNT % T6a
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SVN)E CEmausar 2.0l w i IEaNar SXNF CFwdLTBsmer COLI(BES FELITRS
Csrgr) 2 gayBeimgy..." eraim gEmpletrg. Gueyd. @Awi - wresteus CFmLfLsefer
(PERWSFHQULD LOPMILD  BATLLEHET 2 aTaTL_BIsDH F0all Bl (pepulled YMeTSEH LITL
g PAwiserneyd OeualiL@GSsLLL L & o gngenions, uTL. PAwF LPUTIS Fmplerd,
‘g Puwg G sX)s CEmausamans G)EIGHTRINGT LOTTMIEGFL G0 [V 2 DeNUS
Gz revirg 55% Cavewr@id...”. LML QRNWTSNGET LBHWS6T 2 GTOTL BISD FaI BeDL_ (Lpe»DEHafcD
woresstauisef et Ggm_gy upPw CpienwreT $Hseams 2 nIPLILIGSH W, CLogyiLd, 2 GTeTL El%e6D
B (Lpewpsaicd aGFL sevalls GCsemeusemar 2 el w LreTaisefear Feoall O Fps

QFwedLTBRsear GodLBSHIMUSD G QI 2 FayLb.

RL DO ISSL0M5, deTss 25008 SO  ULLTOTIS@HL), 2 GTOTLBIFD LITL FTH
B LTHE@HLD, 2 GTTL_BIS UGLL YFRAIWis@HD LT YFAWITS@HLD 2 @TaTL_BIFHD HeOai)
BOL_(LpeDEHailed Lomewreuisaner GG fLsemer CBILLEDWTS 2 GIIbSeTH. 2 GTaTL_BIGDH FHe0a
BEOL_(LpeD&Haiew Lomesstoud OsmL_fLFemar GLoLbLI(DSSHIUSDHT6T 20 eSISSHILI LIBIGS TIH%e6SI LD
9Mla, PwETHET OHMILD LoTLILITGTI bW @)% 2 nIFPLIL®SSFnS. Coeyd, oL’ L SHerLiL]
il L. UTLFTeowsale) 2 aTaTLmsn  sal Bl (LDEDIET 2616 G el LILIS N % mTest
wressteuisefesr Gsm_guysemer GbLBGSHMSDHDEH HaFHeT HFLILIGHTLILL 68T (@)(BLILITIS6T
arerig OsaflayuB®feing. Gsweper (Cameron, 2014) pLgHw yuialer sy Liysaer,
GOPUTHSGT 2 6Tar LIeswsTeUisalled HFs Saflliul’ L seueid Gleaysgieuems o FFwiser
WpGIeTaTRTS  LPMILD  UweeTeT  FPLISF®  GPSS  YITUIEFRSG QedFTs  FHBIFH6T
W QYMISFOFEET FHET LITPP I LDSGHLD Liew auiflsenar allauflggerarets. GLogy/Lb, LomLDTeD
o yaigdigad (Mamas & Avramidis, 2013), afGsL sawalls Csmeausar @edewns Figmyes
Gramssar alewerwrl ® GCrow P S L ewssUul L allenarwrl’ (h) BL eIy &ens5s a6
Gungip alGaL_ sa0alls CgHemaIsemanien W GLPBMSSE@FL_GT 2 Fa[eusbm L allenarw (el @ Lb
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FW-2 BEHIFD OSTTL_cuisarts (QLILIDSS sesiLBlpgeTereari. Q)bss et LIy LiLjs a6
ROMIGHLD 2 GTGTL_BISD & 6oL (Lpennsaied Lomewsiald C&TL s @ epL pCGLmengw 3y uiailes
saTHLIg Liysmer 2 S LLBSSIFDG. Oed, WL L SserLiy I L GH® 2 6TaT IYIF
UL Frenevseller o aTaTL_misn FHal Bl (peopsaied aIGsL salls Csmeusemarujenr_

Lo mewTeuf% el 6ir sevadl LPmILd Feps ClFwpLTRSmar GLoLdLI(RSSHIUSD G Q) HiewewTLfujLb.

Py o

w1 gFeriy wrail L BT ofGCF sa0alld CHenauFenarujenl ul LOTERTOITHNGT 2 GTaTL BI%MN
saild GewaTRemmpsar CGTL_Flle SreiLGLUTWIG YD/ GBS TWTLOGET 2 GTATL BIHN
FONNGEMTGT $FUNSSHTEHT GIDLIT(HSET, 2 GTATL_BISD FOANGHT6T O LIGTSS 9LDFBIFHET, 2 GTGTL_BI%HMD
svaiEsTar OsTatensser seflwumer ewws ool BSHINSHL L BS6T, LOHYILD 2 GTaTL BISD
sevafuiled  wremreuiseflesr  QewL FOSTLfyFer  HFw  ou  Fwelyssefar G

ANTESHLILIL (h) OTTET.

QYuie) tp1g ey

WL _sSeTUL WAL L $Fe) 2 6TaT bg LT _FTanevsealcd 2 ararl_misn sedall bew i Lpewmudler
B (LpeDEHaT OSTL_FLl60 LIk TIiseaNetr LoTLILIMBISGO LTenT LoApPLD Bl afledenev.

. O1855%) 60, Caip0sBHFHLILIL 1L LIMTL_FTena& e ed 2 QTGTL_BIFHMD S0l
BEWL_(LPGODSH@HSH TG SHUMFMET 6ULpElGeug LD LmGspLreriseler GpioenmnuwineT wpmn/Lb
GTHFLOGH D WI TGS LOGSTLILITTEI &S 6T 965 LITL_FTeSaieyLd 2 uieysafer 2Ly LiienL uled gjuliailer
(LPLY &Y FHAT STL (H)F) 6T D 6ol

o 2 GTTL_BIED FONNEHTGT SHUNIEHTEST THLTHSET LOPMILD 2 aTaTL_EISD Hevadlufled
wreaiselar Qe g0sTLjyser @w @b LITSTET  BOL(LPEDEINGILD 2 GTETL BIGMD

SN LIBI&STIiS6T GBI LOGTLILITEIS T LD BeDL_(LPpeODH®GTUL) )& TessT(H)aTaTTIS .
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J AGFL  sals CHaUE®aTUEHL W LOTEHIUIEE@FSHTRT FEWTAT WS SO
BEHERNSDL 1L_BISE®6T 2 (FaUTSHHLD, LOPYILD 2 eTaTL_BIEH He0alssTar OsTarensser O [Fiie)
LGS Trisefen L Gw 61FFLOGHD W TET LDGTLILITBIGLD HeDL_(LPHDF FoU TGOS @BLD % TeRTLILI(B) 6O D 6ol
. 2 GTOTLBIFD SVaNGETeT ClLIaTES ewioLiLsGH6r eyl (ewpew CpreGLiLga SwEs
ETULIMBIGS6T  STaliUB@aiper. ypsaiasulled, o2 wi AHsThFar WLLFHD 1HF

wesTLiLmBIGLd AN wiser og@uiled Cpi LoGTLILITEIGLD FTenTLiLI(B)F G TDS).

Spuiallar LflBg) e LS ser

J WL L &&aTL L L $FeT 9gF urLFiemesaicy oG savaills CsemeusemaruenL_w
LOTGRTUIHNGT o aTarL_mgy Sald GFwerpeampsemar GHLBSSHILD aIHSUIGD LITL FT6H&
L @D aievw oL L FHILD 2 eTeTL_EIESD $0alEs16r 6sTaTensuller (WEFWFSHIaILD LoHDILD
Stwmer enlowd se0ad BISHFFSDL 11D GPISSG NP jerTienar eIHL(BhSS5e0 Caueut(hLb.

. 2 aTeTL_msD sevaflulled OLeTSs IbFmsafer euPwid OFTL_FLled LIBIGSTIi%e 6T

Qurmtiysser QOsm_flleud oML jertiajsear apL B350 Couest(hLb.
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Introduction

" Education is unfoldment of what is already enfolded in the germ." — F. W. Froebel

The ability to learn and to teach is an exclusive characteristic that made homo sapiens distinctive
among all other species. As a cognitive quality teaching is species-typical, and it is species-unique
(Strauss & Ziv, 2012), which enabled them to adapt to their surroundings, and also to get the
surroundings adapted to them. Consequently, human species have been amazingly flourishing
practically in every habitat on the planet and even beyond. Human evolution across generations
have been facilitated by their exceptional ability to communicate and convey their cumulative
culture and innovations in a nongenetic way. This is teaching, which, like any skill, is meant to

promote personal and social growth and advancement.

Along with the evolution of social system and the development of specialized knowledge,
teaching has become a sophisticated profession (Tezcan, 1996; Erden, 2007). Professional
teaching requires professional training (Cipani, 2008; Hotaman, 2010). In 1948, University
Education Commission of India had confirmed that education was a profession for which
intensive preparation was necessary. The quality of education being a decisive factor in national
progress, periodical improvement of teaching became a global agenda. European Commission
(2013,p.16) advocated “quality frameworks” which fulfills “an ‘ethical’ obligation precisely
about teacher educators’ work. In Australia, the design of teacher education programmes
underlined clear goals including the content covered in the courses (O’Meara, 2011). Teacher
education in Scotland focused on the triumvirate of Values, Skills and Knowledge, with research

underpinnings (Menter & Hume, 2011). Finnish teacher education programmes emphasized on
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research base (Sahlberg, 2011), and National Education Policy 2020 of India proposed

multidisciplinary perspectives focusing on dispositions and values for teacher education.

While there are incisive recommendations across the globe to improve teaching (Bruns & Luque,
2014), there are teachers, irrespective of the scholarly backup, who are naturally successful in
teaching (Strauss, 2005; Malikow, 2006; Ellis,1994). Success story of human species is also the
success story of their teaching which is purely implicit and natural at the onset. Researchers have
recommended a knowledge-sharing framework that recognizes the examples of successful
practice along with research-based practices (Cochran-Smith & Lytle, 2009; Lowrie, 2014) so that
teacher education can become plausible with an impactful position in future. Here opens a space
for a review on effective teaching, weighing the natural and instinctive teaching skills against the

instilled ones.

Aim and Objectives
This review paper aims to fix a poise between the question of innate skills and acquired skills and
their respective effectiveness in teaching. How much teaching is a natural human characteristic

which implicitly develops, and how much of it is explicitly acquired through training, is discussed.

This study does not entertain the concept of born teachers: the view that a person can, by
nature, be exclusively fit for the teaching profession while some are not. Instead, it proposes
that every human being is a teacher. Pertaining to that, the following questions are addressed:

1. Isteaching an instinctively common human characteristic?
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2. Does teaching require exclusively specific skills?

3. What are the generic skills applied in teaching?

4. Isteacher development a nonconscious implicit process?

5. Is explicit training imperative for developing teacher competence?

6. What could be accountable for the dilemmas in teacher education?

Specifically, the goal of this paper is to discuss the latent teaching skills and to delineate the

dynamic shift from functional level to potential level of teaching.

Method and Design

The method of study is narrative review, and it is designed for exploring the representative data
to identify the indicators of innate characteristics and the sophisticated model of teaching.
Relevant and qualitative secondary data from seventy-seven (77) research papers are purposively
culled and acknowledged. The review sources mostly spread from the year 2000 to 2024 with a
few exceptions. The data are thematically analysed, interpreted and synthesised through an

inductive process of back and forth shifting between the main theme and the database.

Rationale

Critical reviewers have reported that there are “many persistent and intractable dilemmas in
teacher education” (Kennedy, 2010, p.1). Consequently, there have been no dearth of
recommendations for the improvement of teaching across the globe (Kosnik et al., 2016). Many

of the reformations in education have been inconsistent pushing in different directions. Studies
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by Freeman et al., (2014) have confirmed that the student-active and project-based approaches
positively impact student learning against the teacher-active and lecture-based classes.
Whereas Martella et al. (2024) found a different result in their study that compared the impact
of project-based and lecture-based learning. They found that the lecture-based approach was
more effective than student-active learning. They also found that the lecture method interfaced
with the project method has significant impact on student learning, even though not

significantly different from lecture only learning.

Such conflicting evidence are not rare in the realm of education, which come by way of the
“dilemma management” as Lampert (1985,p.185) had put it. Tessema (2007) observed that in
Ethiopia, the teacher education terrain is characterized by contradictory activities. Similarly,
Darling-Hammond and Lieberman (2012, p.129) reported that in Australia, there was “a
confusing blend of professionalizing and de-professionalizing initiatives”; and in Netherlands,
“calls for higher standards have been accompanied by a call for the establishment of alternative
routes”. In India, the Justice Verma Commission in 2012 criticized the existing teacher education
as reproducing rituals of teacher preparation. Hence, there is a widely felt need to improve

teaching and teacher education by studying it closely and deliberately (Kennedy, 2010), which

this study intends to.

Apart from incoherence, there are unceasing shifts of direction in teacher education with new
reform emphases every couple of years (Kosnik et al., 2016). Reforms in pedagogy, with their

undue focus on the technology and techniques of teaching, fail to hit the point: the human
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element in teaching; the potentials that ‘tick’ inside for teaching. The interaction of teacher—
learner dyad being the core of human pedagogy, the researcher felt that what actually animates
the pedagogy has been cast outside the limelight. Bearing on the generations of experiences, it

is now evident that there is no magical method of teaching.

Hence, away from the pedantic propositions, this study features natural endowments and
generic skills, and their promises and possibilities. Specifically, the present study highlights the
innate teacher potential which can be tuned up for specific professional performances. The
research questions of this paper are addressed in the discussions under the subsequent

headings.

Discussion

Natural Teachers

The first question to stir the review is whether teaching is an instinctively common human
characteristic. Education, as John Dewey (1897) had observed, is not preparation for life, but is
life itself. The man is exposed to teaching from early age, and it is a prerequisite for his
development. Teaching is a vital part of rearing younger generations among all living creatures,
and it is especially so in the case of human species (Strauss & Ziv, 2012) who has a long childhood
compared to other animals. Children normally meddle with their parents asking questions, and
the parents, in turn, naturally respond with appropriate answers. While the fledglings learn
through emulation of the elders, they are also taught and trained by their caretakers how to step

into and progress in this world. As such, parenting is seamless with teaching where the parents,
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like teachers, believe that they have something to give to their kids, and that they ought to bring

up those kids that are entrusted with them.

Review of the apposite articles have evinced that as learning is very natural among human
beings, teaching is very natural too, because the human brain has been designed for both
(Rodriguez & Fitzpatrik, 2014); essentially, teaching and learning mean using the brain very
normally. Some people possess a combination of personality characteristics that are conducive
to effective teaching (Malikow, 2006). They teach effortlessly and without instruction despite

the complexity involved in teaching (Strauss, 2005).

Among the trained teachers, sometimes, teaching takes a natural form of excellence without
them being aware of its underlying logic (Strauss, 1993; Strauss & Shilony, 1994). It means,
teachers intuitively develop their own strategy or resort to some techniques in certain
challenging situations of teaching. For example, when they found a study material too complex
for the students, instinctively they broke it up; they altered the classroom setting, or even
arranged a field experiment to make the learning easier for their pupils (Steiner, 2002; Strauss
& Shilony, 1994). Nevertheless, they were unaware of the cognitive principles underlying the

measures they adopted for ensuring effective teaching (Strauss, 2005).

Researchers affirm that teaching is a natural cognitive ability in humans (Strauss et al., 2002;
Strauss, 2005; Csibra & Gergely, 2009). Cosmides and Tooby (2010) remind that natural cognitive

abilities have five properties: cognitive abilities are (1) complexly structured for solving a specific
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type of adaptive problem; (2) distinct from more general abilities to process information or
behave intelligently; (3) applied without any conscious awareness of their underlying logic; (4)
developed without any conscious effort and in the absence of any formal instruction; and (5)
reliably developed in all normal human beings. All these properties are applied to teaching,
making it connatural. Thus, there are no specific skills exclusively for teaching, and no skills are

branded solely for teaching.

Teaching mental models comprise of cognitive goals; cognitive processes leading to these goals;
and cognitive assumptions about how a particular teaching ensures these cognitive processes
and, in turn, the cognitive goals (Rodriguez & Fitzpatrik, 2014). Essentially, the goal, the process
and the assumptions are triggered by the innate psychological skills that are latent in any
individual who embarks on any endeavours. In the context of classroom, the innate skills are
employed for formulating teaching goals, teaching processes and meta-assumptions about
teaching. The term latent teacher stands for this innate potential that is dormant in every

individual.

Since teaching is inert in human, it appears to be ubiquitous: it exists in homes between parents
and children and between babysitters and caretakers; it appears on playgrounds where children
teach each other; and in schools where teaching and learning are pivotal (Frye & Ziv, 2004;
Strauss, 1993). When an individual responds to a demanding situation, teaching happens very
spontaneously, even without conscious awareness. Thus, teachers emerge, and teaching happens

in any informal daily life situation.
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The Trajectory of Teaching

As a natural human characteristic, teaching is reliably developing over the years. In fact, it is an
evolving cognitive skill which extends from birth to adulthood (Rodriguez & Fitzpatrick, 2014).
Cosmides and Tooby (2010) explain that the ability of teaching universally follows a similar
developmental trajectory among children who are without serious developmental disabilities
and who are exposed to a conventional social environment, no matter what that society might

be.

Natural unfolding of teaching has been investigated by researchers around. They noted that
youngsters spontaneously engage in teaching effortlessly, without intentional instruction.
Children teach peers and adults how to play certain games and to perform skills such as
movements of dancing and building constructions with blocks (Frye, & Ziv 2004). In research
conducted by Akagi (2012), an experimenter made a mistake by trying to put a triangular-shaped
object in a round hole in the presence of some 1-year-olds, and the infants often pointed to the
correct hole to put it in. The study concluded that fundamental aspects of teaching are present

at a very early age.

In another study, children of age 5 could teach peers the rules of games by explanations and
demonstrations (Bensalah et al., 2012; Davis-Unger & Carlson, 2008a, 2008b; Strauss et al., 2002).
Children at this age can demonstrate how a game is played, but their dominant teaching strategy

is explanation. It was found that when the learner errs, a teacher who is in the Pre-Operational
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stage can typically repeat or remind the learner of a rule that has previously been explained,
usually in a shortened version or by demonstration. As the young teachers progress in their life
span, five-year-olds are found to be better than three-year-olds at monitoring the learning

process and can adapt their teaching to the learner’s progress.

Further development was observed among the natural teachers at their Concrete Operational
stage who could engage in more systematic but flexible teaching. Accordingly, a seven-year-old
teaches a peer learner whose progress in learning determines the teacher’s style and strategies
of teaching. The young teacher is able to adjust a kind of scaffolded teaching according to the
condition and need of the learner (Wood et al., 1995; Ziv et al., 2008). Researchers noted that if
the learner succeeds, the teacher offers less help in the next intervention. If the learner fails, the
teacher uses more controlled intervening. The seven-year-old has advanced in the understanding
of mind. Similarly, studies among nine- to eleven- year-olds found that they were capable of

offering strategic advice regarding alternative choices available to the learner (Garbarino, 1975).

As children advance in cognitive skills, there is surely more development in actual teaching
between age eleven and adulthood in the Formal Operational period. The quality and efficiency
of adult teaching is determined by their cognitive competence and emotional maturity: the ability
to understand, accept and appreciate the distinctive human nature. Therefore, adult teaching
displays adults’” mental models of the dynamic workings of pupils’ minds when learning occurs

(Haim et al., 2004; Mevorach & Strauss, 2012).
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The aforesaid studies confirm that a teacher lay latent in every individual, and that teaching as a
natural skill appears to be developmentally reliable. The trajectory is from proto-teaching among
1-year-olds who do not yet speak, to demonstrations among 3-year-olds; then explanations in 5-
year-olds, followed by contingent teaching among 7-year-olds and culminating in mental models
among adults. There exists an internal script of teaching remaining latent in every individual and
develops as one grows up. The existence of a rudimentary internal script of a skill can be regarded
as a prerequisite to practice a skill (Fischer et al., 2013) and to develop the internal script of
performing the skill as well as the actual performance of the skill (Chi et al., 2008). While an
individual develops further in life, the latent internal script gets pruned and shaped by the

experiences from the environment.

Implicit Acquisition

The second question placed in this study is whether teaching requires exclusively specific skills.
Reviews confirm that as everyone has a natural propensity for teaching, teacher development is
a natural daily process without training for specialized skills. Researchers like David Gordon (1980)
who argue that teachers are born and not made are skeptical of the institutions that exclusively
make teachers. Constantine et al. (2009) found that the different kinds of teacher training have
no significant difference in the achievement scores among the students. Goldhaber & Brewer
(2000) also noted no difference in science and mathematics achievement among students taught

by teachers with different levels of qualifications.
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As an advancing cognitive skill, teaching is fostered and formed by the experiences of life. The
normal way of learning is nonconscious as people implicitly take in much information from their
environments and acquire them without conscious awareness (Reber, 1989). The fourth research
guestion of this study, whether teacher development is a nonconscious implicit process, is cited
by several researchers. According to Michael Gazzaniga (2018), 90% of what is learned is without
conscious awareness. Non-conscious mind picks up large amounts of information from everyday
experiences and makes sense out of them, leading to the formation of knowledge, skills, aptitude
and attitude, which are not necessarily manifested by an immediate overt response but lay latent
awaiting its time. The learning that occurs in the absence of any obvious reinforcement or
noticeable behavioural changes is called latent learning (Soderstrom & Bjork, 2015). Tolman
(1948) proposed that people and animals are dynamic information processers who pickup

information from every day experiences and utilize them as and when the situation demands.

The concept of latent learning was developed in 1929 by Hugh C. Blodgett who described it in
laboratory rodents that gradually improved the way while they navigated through mazes. In 1930,
Edward Tolman and Charles Honzik conducted an experiment of rats running in a maze and
suggested that learning could occur even when it is not immediately visible. In the same
framework, students having almost fifteen years of ‘maze running’ in schools do retain tacit

knowledge of teaching in their subconscious mind.

Every action of a teacher inside and outside the classroom has a profound impact on a student,

not just for a few days but for decades. Children being great imitators, their behaviour is largely
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shaped by how they see their teachers present themselves, deal with a subject matter,
demonstrate concepts, and respond to diverse situations in the classrooms. Thus, teachers are
instrumental in raising confident, creative and efficient future teachers. Tacit knowledge
is primarily acquired, not by direct instruction from others but, rather, from one's experience of
operating within a given context (Sternberg & Horvath, 1995; Sternberg et al., 2002). According
to Bandura (1986), observing others is one step towards learning the observed skill; the
observation fosters the initial steps of creating a sort of a cognitive schema of how and when that

internal script of skill is applied (Fischer et al., 2013).

Teacher education, thus, virtually starts from school education. For many successful teachers,
professional passion had been sparked during their school days; and the sparks lay latent within
them advancing as they grow until some triggering situations arrive. Therefore, any individual
who is untrained for teaching and even without any overt pedagogical expressions, can have a
functional teacher latent within awaiting activation (Wade & Tavris, 1997). The latent teacher can
be prompted at any time at home, in the playground, marketplace, nursing home, in crisis or in

the formal classroom.

The Latent Potentials

Review on the third research question concerning the generic skills applied in teaching is dealt
in this section. Candal (2015, p.15) pointed out that schools consider personal qualities and
characteristics, not just baseline academic and professional qualifications for hiring teachers.

Important components considered are the promises held within that “can fill ‘holes’ in a
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department or school”. This means that while teaching is a universal human ability, people are

not equally promising in teaching; as personalities differ, their performances differ.

The latent potential for teaching is displayed diversely across different individuals at varying
levels of efficacy. When it comes to performance, everyone may not teach in an appropriate
manner, just like parenting. Whilst one can be a parent naturally, everyone may not be an
effective parent emotionally and intellectually. As such, some people cannot teach while some
are not interested in teaching at all due to various reasons. Again, some are interested to teach
but are unable to present facts in a methodical manner. Regarding the skills and qualities that

markup teaching, people, place and time matter a lot.

Teaching is an adaptive skill that has continued to develop over thousands of years (Rodriguez,
& Fitzpatrik, 2014). It grows and adapts each time when it occurs in a new context. Social
changes do influence teaching. From the survival requirement of primitive jungle, teaching has
grown to meet the need for success in the civilized society. Similarly, personality changes do
influence the efficacy of teaching. It means that the latent cognitive schema of teaching gets
accommodated or even replaced as people grow and time passes. The concept and content of
teaching as well as the quality and characteristics of teachers considerably alter as society

changes.

However, there are certain basic and stable human characteristics that act as ingredients for

effective teaching. The first in the list is leadership, for, teaching is primarily based on leadership
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(Khachaturova, 2021). Etymologically, the word pedagogy means to lead children (Longenecker,
1982). Currently, a pedagogue is one who leads by teaching. The second in the list is
communication which is a core skill in almost all the roles in modern society. Every
communication contains an intent of informing or instructing. Both communication and
leadership include an array of micro skills commonly shared by many disciplines, but they are

particular for teaching.

A study by Undiyaundeye (2015) contends against the idea that a person by nature is exclusively
fit for a particular profession. The skills a person is endowed with can make him successful in
any endeavour. Therefore, leaders, businessmen, social workers or counsellors can also be
teachers as teaching involves abilities that are not specific to teaching. For example, cognitive
templates involve executive functions (Davis-Unger & Carlson, 2008b), language skills (Premack
& Premack, 1996), skills for understanding human mind, personal beliefs and philosophy of life.
These are separate, yet intertwined strands of general skills for personal excellence which
follow a developmental course and have significant influence on teaching. Teaching being a
unique human ability, there are no skills exclusively for teaching and no skills are excluded from
teaching. Flexibility and adaptability enable the competent teachers to embrace any methods

and employ any skills drawn from dozens of theories.

Teaching competence is a combination of knowledge, skills, abilities and attitudes (Blomeke et
al., 2015) which facilitates drawing assumptions about learning (Olson & Bruner, 1996), defining

goals and standards of the required change (Premack & Premack, 1996; Ziv, Solomon, & Frye,
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2008), applying multiple teaching methods while adapting them to the learner, providing
feedback (Premack & Premack, 1996) and making assessment. Further, as Hanifin and Appel
(2000) believe, the job of a teacher is to transform unconscious thought into discourse. In
essence, teaching means using the brain. It is an intentional intellectual activity employing

personal and professional competences.

As an intellectual activity, teaching involves cognitive and affective elements. There is no thinking
without feeling, and no feeling without thinking. Teaching is never a cognition alone as emotion
is a basic form of decision making and a qualifier in motivation. Competent teachers are
emotionally intelligent endowed with interpersonal skills. At the crux of teaching is a caring
concern and the genuine intent to trigger off learning in someone else. Human pedagogy is
exceptional in employing social skills to motivate the learner towards the curricular goals. Hence,
a person’s latent teaching abilities can be conceptualized broadly as a set of social and intellectual

skills (Kunter et al., 2013) that are not exclusively pedagogical.

Teaching involves understanding, for, teachers know their subjects; as such, it is distinct from
other skills to process information (Strauss & Ziv, 2012). Premack and Premack (1996) had
underlined the skill for assessing the standard of the learner’s performance and modulate the
teaching accordingly. This is called contingent teaching which comprises addressing the dynamic
nature of learning. As human life is dynamic, so is their learning; teachers have to adjust their

approach based on the learner's response. If the learner has gained the knowledge taught, then,
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the teacher can offer less support; if the learner is slow to learn, the teacher can provide more

support (Rodriguez, & Fitzpatrik, 2014).

Strauss and Ziv (2012) refer to the contingent teaching as based on the teacher's ability to develop
a theory of mind grounded on recognizing the "dynamic workings of pupils' minds when learning
occurs." Human contingent teaching is founded on understanding the dynamism in the learners’
mindset, whereas the animals’ teaching almost surely rests on hard-wired behaviours that do not

draw from Theory of the Mind (Premack, 2007).

Theory of Mind (TOM) is the cognitive capability of understanding another's mind (Premack &
Woodruff, 1978). It postulates the possibility of “using one’s own mind to simulate and predict
the mental states of others” (Premack & Woodruff, 1978, p.1). Theory of Mind is a prerequisite
for success in any discipline like trading, marriage, parenting, leadership, military etc. In teaching,
it calls for an understanding of learners’ mental states: teachers understand learners’ knowledge,
beliefs, desires and motives; they identify a knowledge gap in learners; then, they definitely set
out to reduce that knowledge gap (Olson & Bruner, 1996; Strauss, 1993; Strauss & Shilony, 1994).
In a nutshell, understanding the human mind is an important prerequisite for teaching (Strauss

et al., 2002).

Empathetic understanding of the learners’ feelings, insight into their cognition and appreciating
their divergent perceptions call for maturity of the mind. A matured personality is the one having

an authentic understanding on oneself. Self-awareness is the ability to look inward and
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objectively understand oneself and to evaluate one’s own personality (Goleman, 2012). These key
understandings play a critical role in understanding others and thereby influence the judgements,
decisions and interactions with them. Teachers can empathetically understand a student to the

extent that they can understand themselves.

The latent teaching potentials comprise an array of generic skills and qualities that are
characteristic of any mature individual qualified for any profession. When the teacher-self is

awakened, all the ‘weapons in the arsenals’ are activated to the purpose of teaching.

Explicit Training

Studies by Wood et al. (1995), Ziv et al. (2008), Wood & Middleton (1978), and Garbarino (1975)
have emphasized that children are, by nature, capable of contingent teaching; they can
understand their peer learners and adjust their teaching according to their level of learning. As
children grow older, advanced they become in the understanding of the human mind. Even
though this is a strong argument for the natural teachers, this also carries the seeds that support
teacher training, for human beings do not grow naturally like calves and cubs, but they are
brought up through training and teaching. The well-brought up children exhibit exceptional skills
in any endeavour. Researchers have the opinion that in-born talent is not the determining factor
in high levels of performance (Colvin, 2008; Gladwell, 2008; Shenk, 2010). The fifth question of
the study emphasizing the explicit training for teacher development is addressed in the following

section.
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The ability to understand the learner’s mind varies among teachers. Olson and Bruner (1996)
affirm that the type of teaching reflects the teacher’s understanding about the learner’s mind.
Average teachers regard learners as being capable of understanding and applying rules, and
accordingly teach mainly by explaining rules. However, excellent teachers regard pupils as
thinkers and engage them in innovations and promote dialogues to refine their views. This makes
clear that the natural way of explanation, demonstration and direction takes a sophisticated level
in expert teaching. Teaching is not only a way of interacting with learners, but it is also a process
unto itself calling for higher mental order. This explains why adequate training and an awakened
spirit is required to equip teachers for this process; a defined system of training and development

can create a professional pipeline that allows teachers to grow and succeed.

Research in teacher education has delineated and recommended the habits and traits that make
up effective teachers (Gagani, & Enoc, 2019; Amaro, 2018). Although personality cannot be
taught, pertinent habits and traits can be obviously marked out and inculcated. When teachers
are explicitly introduced to appropriate professional habits, they become aware of the need to
strengthen and practice the habits (Dottin, 2010). Cognitive architecture, like all aspects of the
phenotype from molars to memory circuits, is the joint product of genes and environment
(Rodriguez, & Fitzpatrik, 2014). The rudimentary architecture of unversed teaching can be
restructured for impactful classroom teaching. Dottin (2010) suggests that intelligent
performance is not just an exercise of ability, rather it is more dispositional in nature which needs
to be activated and set in motion. Like athletes and artists, teachers are born with talents;

nonetheless, those talents need to be refined with career training and practice (Malikow, 2006).
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The notion of natural teachers is smashed by the fact that teachers, especially in the lower classes,
are expected to recognize and accommodate the needs of exceptional students. Knowledge and
skills of how to identify and support the exceptional cases are not innate. Even otherwise,
teachers have to understand and manage almost twenty-five to fifty heterogenous individuals in
a class while retaining the thread of instruction as well as motivation. Researchers have observed
that in view of the complexity of the classroom situation teachers need to respond quickly,
flexibly, and appropriately to situational demands while engaging goal-oriented teaching (Oser &
Baeriswail, 2001). Hence, their internal rudimentary scripts need to be tuned for adaptability and

flexibility. The ability to teach adaptively requires training (Schipper et al., 2023).

A teacher who stops growing is falling short of the potential of inspiring teaching. Rodriguez, and
Fitzpatrik, (2014, p.146) point out that “a teacher’s development is based on his abilities as both
a learner and a teacher”. Just as a learner moves back and forth between the Functional Level of
understanding and Potential Level of understanding (Vygotsky, 1978), so too do teachers; they
move from the latent to awakened state of competence which takes place systematically through
practice. A latent teacher may awake to the situations, but an effective awakening requires

competence explicitly accrued from training.

The sixth question placed in this study probes into the factors of the dilemmas in teacher
education. Educational reformations have been mainly focusing on the approaches, methods

and digital applications of teaching, and consequently, there have been periodical
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recommendations and findings which mutually contradict, such as the examples cited by
Freeman et al. (2014) and Martella et al. (2024). Similar enigmas in educational reforms are
reported by Tessema (2007), Kennedy (2010) and Lieberman (2012). Experts opine that there is
no panacea for academic problems, but teachers need to adopt pproaches that are fit for the
purpose (Fox, 2024). It means that knowing when to teach explicitly and when to promote open-
ended or complex project-based tasks is critical for teacher effectiveness. This underscores the
significance of latent teacher potential and the need for awakening the same, for, no method
is above the teacher who uses it judiciously. Teaching is, essentially, a mind influencing another
mind; and teacher development is, but the development of a teaching mind. Giving undue
importance to methods, and the recurrent replacements of the same indicate nothing but

failure of human effectiveness.

The Awakened Teacher

Teacher training programmes usually follow linear, learner-based best practices and always firmly
advocate the latest pedagogical methods that are empirically proved to be best. An average
teacher is confined to such a single linear system; but the latent characteristics are too strong for
some others to follow a rigid method. “Those who are successful in their work are people who
bring certain constellation of desirable stable characteristics to their education and later career”
(Kunter et al., 2013,p.64). Eventually, the fledgling understands that teaching approach is not a
rigid flow from simple to complex, nor from known to unknown; it doesn’t switch from instruction
to collaboration and replace rote learning with experiential; and it is neither exclusively learner-

entered, nor teacher-centred. The teachers are awakened to the fact that teaching is not sternly
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centred on anything or anyone; and that classroom is not a single system, rather, it involves
certain dynamic, complex, and multiple interacting systems. Each system is each brain in action

and interaction and undergoes transformation by the experiences (Menchén, 2018).

The awakened teachers recognize each learner as one system, themselves as another, and their
interaction with the learner as a third system (Rodriguez & Fitzpatrik, 2014). Teaching, being a
system of systems, teacher is a system thinker who recognizes the parts existing within a system,
how the parts interact and how they affect one another. In other words, the proficient teacher is
able to identify how different brains think and is able to develop a theory of mind for each student

and also for the class as a whole.

Systems thinking helps them understand the unique cognitive, affective and neurological
processes occurring when they teach; feel how system changes as they explore the content
deeply and place it in a larger contextual framework; synchronize with students in higher human
thoughts; gain insights into the effects of various inputs and determine the interventions that can
ensure learning outcomes. There is a gradual shift from the latent to the awakened, from natural

to exceptional, in the manifestation of a full-fledged whole teacher.

Summing up
The review on research-based studies has effectively addressed the research questions presented
in this study. Accordingly, there are empirical confirmations that a teacher is latent in every

individual who exercises his/her generic skills specifically for teaching when the situation
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demands. Researchers have acknowledged that the latent teacher develops naturally and non-
consciously as the individual grows and matures. However, researchers are not unanimous on the
guestion of implicit development of natural teachers against the explicitly trained expert
teachers. The empirical weight of their respective arguments supports the fact that professional
training can uplift the latent potential for sophisticated performance when the latent teacher is
awakened to an active system thinker. The same fact unveils why periodical reformations cannot

manage the dilemma in teacher education.

“Knowledge of methods alone will not suffice; there must be the desire, the will to employ them.
This desire is an affair of personal disposition,” affirms John Dewey (1933,p.30). The power of a
teacher is the power latent within, the personal disposition, that determines the efficacy of
teaching, no matter which approach and what method are followed. The stalwarts of policies and
programmes should cogitate on the fact that any educational reform ignoring the latent teacher

potential is bound to fail.
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Abstract

The purpose of higher education should focus on providing students opportunities to gain scientific
knowledge of various disciplines and to improve skills, attitudes and right mindset that guide them to
become successful professionals. Open and Distance Education provides flexible and open learning
options for students to accomplish their educational goals. The use of diverse teaching-learning methods
such as collaborative and problem-based learning may help students become 21st century learners who
can apply their knowledge and skills to solve real world problems. The purpose of this review is to explore
the role of collaborative and problem-based learning in Open and Distance Education in developing
cognitive, social, emotional, decision making and problem-solving skills among learners. Particularly, it
explores the benefits of both methods and how they help learners develop the kind of character necessary
to succeed as professionals. A narrative review method was adopted in this study. The literature that
examined how collaborative and problem-based learning affected the development of critical facets of
learners’ behaviour, including cognitive, emotional, social, motivational skills and personality was chosen
for the review. Thematic analysis was used to analyze data and to identify the key themes in the data
related to the two approaches. It is evident that both approaches increase opportunities to develop
learners’ cognitive, metacognitive, emotional, social and motivational skills necessary to succeed in their
fields and maximize positive outcomes in social and professional settings. Accordingly, this will allow them
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Introduction

Education is a key to future success, and it opens a variety of opportunities in one’s life. The main
purpose of education should be to build character. Hence, the purpose of higher education should
focus on providing scientific knowledge and understanding of different disciplines, creating more
opportunities for learners to improve skills and attitudes, and the developing right mindset that
help them contribute to the development of the individual, community, nation and the

whole world.

The purpose of higher education in the 21 Century

Education is viewed as the foundation of one’s development. A person who wishes to pursue an
undergraduate degree in any field of study should be able to integrate and apply knowledge they
have learned throughout academic life for the development and well-being of others in society.
Hence, the purpose of higher education is to provide the scientific knowledge and understanding
as well as to create opportunities for learners to acquire skills, attitudes and the right mindset

that will enable them to contribute to the development of individuals, communities and nations.

Learning is viewed as a lifelong process which begins from birth and continues until the end of
life. Learning can take different forms. In addition, it has different effects on one’s life. It may vary
from time-to-time and from one stage of life to another (Singh, 2013). In educational contexts,
learning can be viewed as an outcome that indicates a change in the learner. Further, it changes
the way learners understand, experience or conceptualize the world around them. Hence,

learning can be characterized as both an external (something that results from an experience)
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and internal process (something an individual does to understand the world) (Nagel & Scholes,

2016).

Rapid changes in socio-cultural structure, economy, industry and technology in societies and in
the world due to new global challenges have placed a greater demand on higher educational
institutions to train high quality professionals who can provide the services for individuals who
experience various challenges to overcome their issues and to enhance their overall well-being.
Hence, the main objective of higher education in the 21 century should focus on developing
prepared minds; preparing learners with knowledge and perspectives that can be utilized to
comprehend and explain individual, societal and global challenges and to recommend
appropriate strategies and interventions to address such concerns. In order to achieve this,
learners should be able to process and integrate existing knowledge to create new knowledge
that can be applied to address ongoing and emerging societal, regional and global challenges. In
this effort, the higher educational institutions should expand opportunities for learners with more
choice and control over the learning materials and instructional methods and introduce teaching-
learning activities that provide learners opportunities to develop a broader understanding and

perspectives, to gain insight and to look far beyond the present.

Open and Distance Education
Open and Distance Education, a non-traditional approach to teaching and learning which provides
any person, anywhere, at any time, with flexible and open learning options to achieve their

academic goals, has significantly influenced educational delivery methods (Bradley & Yates, 2000;
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Maxwell, 1995). It has greatly expanded the opportunities for students to engage in educational
activities without being constrained by time, place and stringent programme entry requirements
(Sivalogathasan, 2019). The concept of Open and Distance Learning was introduced to offer
flexible learning opportunities for learners, particularly when both learners and instructors were

not able to physically meet with each other in teaching and learning activities (Ghosh et al., 2012).

Open Learning and Distance Education are identified as two different concepts. Distance
Education is a mode of educational delivery for students who may not regularly be present
physically in an educational setting to gain knowledge. Distance learning differs from traditional
computer-based learning. Open Learning, on the other hand, focuses on expanding opportunities
for students with more choice and control as possible over the course material and instructional

methods (Maxwell, 1995).

Open and Distance Learning together creates more opportunities, particularly for individuals who
do not have access to traditional educational institutions, to achieve their educational goals and
obtain educational qualifications through the alternative teaching-learning activities (Rahila &
Babe, 2016, as cited in Sarkar et al., 2024). Distance learning has developed increasingly faster
and become more common as a result of the widespread availability and accessibility of computer
technology (Kumar, 2016, as cited in Sarkar et al., 2024). Hence, Distance Education provides
alternative and flexible learning opportunities for individuals of all ages to achieve their academic

goals (Sudalai, 2016, as cited in Sarkar et al., 2024).

204



The Role of Collaborative Learning and Problem-based Learning in Character Development: A Review

Modern technology has enormously impacted various aspects of individuals’ lives in the new
millennium. The technology revolution presents various challenges, especially for educators to
re-evaluate their core beliefs and search for innovative methods to incorporate technology in a
creative way in teaching-learning activities (Behera, 2013). Online learning has the potential to
give many benefits for various groups including students, instructors, administrators and service
providers (Thanji & Vasantha, 2018). Given the growing significance of online educational
programmes, it is important to understand both the advantages and limitations identified by
learners and to focus on the areas that require improvement for the online teaching and learning

activities to become fruitful (Sarkar et al, 2024; Thanji & Vasantha, 2018).

The use of different teaching-learning modalities that create more opportunities for learners to
gain knowledge and understanding and to improve their skills, attitudes and mindset will benefit
them in both personal and professional development, particularly in Open and Distance Learning.
In this effort, collaborative learning and problem-based learning can be identified as effective
learning strategies that can be used to prepare students to become the 21%-century learners who
can apply their knowledge and perspectives, and use skills, attitudes and mindset to address real-

world problems as well as to find better solutions collaboratively.

The student body in Open Universities is different compared to other conventional universities.
This diverse community ranges from school leavers to adult learners who represent different
cohorts and have experienced various sociocultural, historical and contextual influences in life.

Using teaching-learning activities that create opportunities for learners to interact with more
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experienced and skilled individuals within their student community and to share their knowledge
and experience, will motivate young learners to create new knowledge, develop broader
perspectives, improve cognitive, emotional, motivational, personality and social skills, and look
far beyond the present in finding solutions for ongoing and emerging challenges in the real world.
In this endeavour, the selection of more appropriate teaching and learning strategies such as
collaborative learning and problem-based learning, particularly in Open and Distance Learning, is

significantly important for learners to achieve the expected outcomes.

Collaborative learning in teaching-learning activities in Open and Distance Education

In collaborative learning, learners with different perspectives and abilities have the opportunity
to work together and to interact on both the similar and different characteristics of a given task
to accomplish a shared learning outcomes (Dewi et al., 2021; Hadwin et al., 2018; Strijbos, 2016;
Warsah et al., 2021). Collaborative learning helps them develop various skills such as cognitive,
socio-emotional, motivational and interpersonal skills that are important for their development.
In this learning method, students have the opportunity to understand different perspectives, to

work collaboratively (Dewi et al., 2021; Hadwin et al., 2018; Warsah et al., 2021).

In the process of collaborative learning, students feel more comfortable in generating ideas. It
encourages students to interact among themselves by sharing their knowledge to gain a better
understanding, mutually dependent on constructing a shared task and to find better solutions for
problems (Azar et al., 2021; Koretsky et al., 2021; Warsah et al., 2021; Linder & Hayes, 2018). In

addition, when students collaborate to complete a given task, it becomes more interesting and
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meaningful (Azar et al., 2021). The collaborative learning experience helps them gain a deeper
understanding of their course materials (McHugh et al., 2020) and provides greater educational
benefits, particularly for students who are behind in their studies to improve their academic
performance with the support of group members (Warsah et al., 2021). Hence, collaborative
learning can be identified as an appropriate and more effective method to train students to
become the 21%-century learners who are able to apply their knowledge and skills to solve a

problem, complete a given task or create an invention (Azar et al., 2021).

Problem-based learning in teaching-learning activities in Open and Distance Education

Problem-based learning intends to present the reality of the world (Pawson et. al., 2006). It helps
learners develop various skills such as cognitive skills, problem solving skills, socio-emotional
skills, teamwork, motivation, etc. (Norman & Schmidt, 1992; Grabinger et al., 1997). It was
developed in order to accomplish several learning outcomes including, helping students to create
an extensive and flexible knowledge base, improve effective problem-solving skills, become
effective teammates, become intrinsically motivated to learn and enhance self-directed learning

skills (Barrows, 1985, 1986; Norman & Schmidt, 1992).

Problem-based learning requires skills such as critical thinking, questioning and reflection
(Barrows & Kelson, 1995). Additionally, it encourages students to actively engage in the learning
process (Grabinger et al., 1997) and offers opportunities for them to replicate the processes to
address the real-world problems (Dunlap, 2005). Problem-based learning motivates the creation

of knowledge rather than the transmission of knowledge. Hence, it blends with the Constructivist

207



M. Dissanayake

paradigm of learning (Jonassen, 1991). It has the potential to influence the development of a rich
environment for active learning (Dunlap, 1996). Also, problem-based learning may contribute to

the development of self-management, autonomy and personality.

Problem-based learning challenges the traditional teacher-centered, knowledge-transfer
paradigm of teaching and learning. Further, it encourages instructors to explore alternative
methods of assessment (Pretorius, 2010). In Open and Distance Learning, problem-based
learning presents distinct challenges where learners and instructors are separated not only by
time and space (Wang et al., 2008) but also by the number of delivery modes compared to

traditional on-campus learning environment (Dibiase, 2000).

Aim and Objectives

The main aim of this review is to explore the role of collaborative learning and problem-based
learning in Open and Distance Education in developing cognitive, social, emotional, motivational
skills and decision-making and problem-solving skills among learners. Particularly, it focuses on
identifying the benefits of collaborative learning in improving these skills. Additionally, it seeks to
explore the advantages of problem-based learning in enhancing these skills among learners.
Finally, it intends to explore how collaborative learning as well as problem-based learning help

learners develop the kind of character necessary to succeed as professionals.
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Methodology

A narrative review method was adopted in this study. The review was limited to journal articles
that are related to collaborative learning and problem-based learning, and Open and Distance
Learning published in the period 2000 -2024. The main search for this review was conducted using
electronic databases, and Google Scholar. The literature that focused on effects of collaborative
learning and problem-based learning on developing important aspects of individuals’ behaviour
including cognitive, social, emotional, motivational skills and personality were selected for the
review, and the thematic analysis method was used for the data analysis and to identify the key
themes emerged related to the two approaches. The significance of collaborative learning as well
as problem-based learning, particularly in the Open and Distance Learning context are discussed
in relation to the development of learners’ cognitive, metacognitive, social, emotional,

motivational, decision making and problem-solving skills, and their character.

Results and Discussion

Benefits of collaborative learning in developing skills and character

Developing cognitive skills

Collaborative learning helps students improve their behaviour in relation to the main domains of
human behaviour namely, cognition, emotion, motivation, personality and social interaction. It
provides opportunities for students to improve their cognitive skills such as thinking and learning,
conceptual understanding, critical thinking, logical argument, decision making and creativity,
higher-order metacognitive and problem-solving skills. Collaborative learning has an effect on the

students’ cognitive learning processes (Warsah et al., 2021). It creates the environments for

209



M. Dissanayake

students to engage in thinking and learning collaboratively and helps students improve

conceptual understanding (Lyons et al., 2021).

Collaborative learning has positive effects on improving critical thinking skills in students (Han &
Ellis, 2021; Kurniasih, et al., 2016). Critical thinking can be described as one’s ability to question,
evaluate, interpret, reflect, reason and make informed judgments and decisions (Warsah et al.,
2021). Critical thinking process involves using one’s knowledge, judgments and reflective
experiences (Howard et al., 2015). In the collaborative learning process, students engage in logical
argument and negotiation (Han & Ellis, 2021; Linder & Hayes, 2018). Critical thinking skills are

essential in finding appropriate solutions for real world problems.

Developing metacognitive skills

Collaborative learning facilitates students developing metacognitive skills. Metacognition can be
described as one’s ability to develop awareness of the learning process and take responsibility of
applying appropriate methods to manage the learning process (Garrison, 2022). Prior research
has suggested that self-regulation is related to metacognition (De Backer et al., 2022; Garrison,
2022). Self-regulated learning, one’s ability to comprehend and control his or her goal setting,
self-monitoring, self-instruction and self-reinforcement are crucial particularly, in the context of
online learning (De Backer et al., 2022). According to Garrison (2022), shared metacognition is an
understanding of one’s learning in the processes of creating meaning and developing
understanding related to self with others. In collaborative learning, it is important to initiate

regulation methods by different group members who collaboratively participate in monitoring
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and regulating the learning process of the group at the cognitive, contextual, motivational and
behavioural level (De Backer et al., 2022; Zhao & Ye, 2020). This is known as socially shared

regulation (Hadwin et al., 2018).

Developing decision making and problem-solving skills

In addition, collaborative learning assists students to develop other cognitive skills such as
decision-making and problem-solving skills. When the students have the opportunity to
collaborate, they use their reasoning and metacognitive skills and work together to solve
problems during the learning process (Warsah et al., 2021). Further, in collaborative learning,
students improve creative problem-solving skills (Lyon et al., 2021). These skills promote positive
attitudes among students and their motivation in learning, enhanced student participation and

deeper learning, and thereby improving their academic performance (Han & Ellis, 2021).

Developing social skills

Collaborative learning has an effect on social and emotional functions of learners. The main
feature of collaborative learning is the learners’ connectedness that motivates understanding and
innovative thinking through critical discourse (Busch et al.,, 2021; Warsah et al., 2021).
Collaborative learning provides opportunities for learners to improve their social skills because of
mutual engagement (Azar et al.,, 2021). It guides them to improve active participation,
socialization and skill development (Lyon et al., 2021). Further, it encourages learners to be more
responsible for learning and strengthen them by motivating them to learn, developing their

positive mindsets towards learning, enhancing their awareness to learning and motivating them
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to learn without any interruptions. Consequently, students’ learning outcomes are improved, and
their academic achievements are increased (Han & Ellis, 2021; Lyon et al., 2021; Warsah et al.,

2021).

Moreover, collaborative learning provides opportunities for peer interactions and active
participation in the learning process. Active learning occurs when learners are actively involved
in knowledge construction compared to passively receiving knowledge given by the instructor. An
active interaction among learners is important to enhance the process of knowledge creation for
an individual learner. In the process of collaborative learning, students actively interact through
guestioning, discussing, debating, explaining to each other and actively engaging in creating new
knowledge (Sumadyo et al.,, 2021). As a result, learners develop and improve important
interpersonal and communication skills that help students transition into their professions and to

develop their professional life (Lu & Smiles, 2022).

Developing emotional skills

When learners work together to complete their academic activities, it becomes more interesting
and meaningful (Azar et al., 2021). Collaborative learning provides an opportunity for them to
share their views, thoughts and feelings. A positive emotional environment within the group can
enable learners to collaborate to make more effort in learning and to focus more on performing
their tasks (Jarvela et al., 2016; 2021). Social-emotional interactions developed in collaborative
learning can influence not only the learners’ cognitive processes but their satisfaction and positive

learning outcomes (Huang & Lajoie, 2023). Also, Collaborative learning promotes emotional
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intelligence by improving their emotion regulation, understanding others’ emotional state and
learning to select appropriate responses to others” emotionality. Hence, these skills will benefit

their emotional well-being and personality development.

In the collaborative learning process, students tend to engage in both cognitive interactions and
socioemotional interactions. Cognitive interactions can be defined as the circumstance that
students are actively engaged in the processes of thinking, reasoning analyzing and elaborating
to deepen their understanding of the materials they learned (Isohatdld et al., 2020).
Socioemotional interactions, on the other hand, serve as a source of motivations for learners in
the group and support them to be connected with one another, be compassionate and sense the
spirit of their collaborations with each other (Isohatidld et al., 2020; Jarvenoja et al, 2020).
Subsequently, these interactions affect one another and the overall performance of the group

(McHugh et al., 2020; Isohatéla et al., 2020).

Personality development

Collaborative learning provides opportunities for students to learn the value of each individual
contribution to the group tasks (Han & Ellis, 2021; Linder & Hayes, 2018). Each individual has a
unique personality which is shaped by genetics, social environment and their personal
experiences. When students with different personalities collaborate to accomplish a given task,
each individual may use his or her capabilities and unique personality characteristics or traits to
get the best outcome. It provides greater educational benefits particularly, for students who are

behind in their studies to improve their performance with the support of the group (Warsah et
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al., 2021) and to improve the learners’ social skills because of mutual engagement (Azar et al.,
2021). Also, it enables them to learn from each other and understand human qualities that are

important in developing their character.

Benefits of problem-based learning in developing skills and character

Developing cognitive skills

Problem-based learning in a group creates an environment for learners to activate past
knowledge they acquired, facilitate their ability to explain and improve their retention. Also,
students who are engaged in problem-based learning are more likely to remember more of what
they learned compared to others (Loyens, 2011). This suggests that they are better able to
organize what they learned. Further, students who are engaged in problem-based learning
significantly improve their critical thinking skills such as analytical ability, keenness and
comprehensive interpretation and evaluation, compared to those who followed lecture-based
learning (Sendag & Odabasi, 2009; Tiwari, et al., 2006). Compared to other teaching-learning
activities, problem-based learning seems to be an effective method to gain positive outcomes for
improving clinical knowledge and skills. Research has revealed that, compared to the students
who follow traditional learning method, students who engage in problem-based learning perform

better (Gijbels et al., 2005).

Developing student motivation
A problem-based environment, compared to traditional lecture-based education, influences

motivation of the learner. Research finds that there are some students’ motivational and cognitive
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characteristics that influence problem-based learning experience (Araz & Sungur, 2007).
Accordingly, in problem-based learning, students are intrinsically motivated to engage in learning
(Loyens, 2011). In problem-based learning, students have the opportunity to integrate their
knowledge when they apply it to real-world situations. It is evident that they tend to value their
ability to integrate knowledge that they gain with their practice (Coleman, Collins, & Baylis, 2007;
Smith & Coleman, 2008). Research has further suggested that students tend to value the
responsibility that problem-based learning requires, and are more intrinsically motivated to learn

(White, 2007).

Developing social skills

Changes in problem-based learning in the 215t century with the use of technology have provided
more opportunities for students to improve their skills. For example, a blended problem-based
learning environment with a virtual learning environment connected with face-to-face tutorial
meetings, has helped students improve their communication among team members. The
students have reported that they preferred a blended problem-based learning environment over
a regular problem-based learning environment (Woltering et al., 2009). In addition, students
reported that they are more satisfied with the opportunity given for formal and informal
interactions with their instructors and formal interactions with their peers in problem-based
learning. Further, in problem-based learning, students gain a better understanding on how to
become good collaborators to learn to engage in open discussion, come to an agreement about
their solutions and other issues and resolve contradictions in their findings by collaboratively

working in a group (Hmelo-Silver, 2004). Prior research has also revealed that undergraduates
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who engaged in problem-based learning reported that they improved their communication skills
(Cohen-Schotanus, et al., 2008; Schmidt et al., 2009) and interpersonal skills (Schmidt, et al.,
2006). Accordingly, blended problem-based learning facilitates students to improve their social

skills such as mutual engagement, social interactions and communication skills.

Personality development

The student plays the main role in problem-based learning. In this process, the student initiates
the learning. Hence, problem-based learning becomes self-directed learning. The problem-based
learning environment, therefore, provides an opportunity for learners to develop autonomy
(Loyens et al., 2008). In problem-based learning, students take responsibility for their own
learning. They tend to be open-minded, take decisions and create innovative solutions. Previous
research has suggested that students who are more advanced tend to desire more learning, more
self-management and more self-control compared to other students (Kocaman et al., 2009).

Accordingly, problem-based learning contributes to their personality development.

Conclusions

It is evident that both collaborative learning and problem-based learning have beneficial effects
not only on student learning outcomes but their character development. According to prior
research evidence, collaborative learning allows students improve their cognitive, metacogntive,
socio-emotional, motivational skills, decision making and problem-solving skills and personality.
Problem-based learning also contributes to the development of cognitive, motivational and social

skills, and personality. Accordingly, both learning methods expand opportunities for learners to
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improve their cognitive, metacognitive, emotional, social and motivational skills that help them
function effectively in their relevant fields and to optimize positive outcomes in social,
professional and work environments. Finally, it will enable them to become mature professionals
with well-rounded characters who can contribute to the development of individuals and

community.

Recommendations

Higher education in the 21t century aims to develop prepared minds; equip students who can
apply their knowledge and understanding to address individual, societal and global issues and to
recommend appropriate strategies and interventions to overcome them. It is evident that both
collaborative learning and problem-based learning in Open and Distance Education help learners
develop various skills that contribute to their character development. Therefore, it is important
to expand opportunities to use more effective teaching-learning methods such as collaborative
learning and problem-based learning, particularly in Open and Distance Learning to train students
to become 21% century learners and to develop their personality to become successful
professionals in their own fields of expertise. It will enable them to be equipped with knowledge,
skills, attitudes and the right mindset to find appropriate solutions for real world problems and
to develop with well-rounded characters who can serve for the betterment of individuals and

communities.
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Abstract

This study was conducted to investigate the challenges and opportunities and search for pathways to
implement inclusive education in plantation sector schools of Sri Lanka by developing an inclusive
education framework that suits children with disabilities. This study employed an exploratory research
design, which is a qualitative research approach. Focused on Tamil-medium schools in the Hatton
Education Zone, the participants including principals, teachers, parents, and students were selected for
the study using purposive sampling. It utilized participant observation, in-depth interviews, and focus
group interviews as data collection methods, and content analysis was used for the data analysis. Key
challenges identified include insufficient teachers and specialized training for teachers, poor infrastructure
and lack of awareness of inclusive education among the society. Nevertheless, there are opportunities
such as strong community support, a positive attitude of school society and the existing policy framework
of the National Education Commission (NEC) and the Ministry of Education (MOE). The study introduced
a proposed inclusive education framework designed specifically for the unique needs of schools in the
plantation sector. This framework highlights the importance of improved teacher training, upgraded
infrastructure and collaborative efforts among plantation management, educators, and the community to

guarantee equal educational opportunities for all children in plantation sector schools.

Keywords: Inclusive education, plantation sector schools, children with disabilities, special educational

needs, educational framework

*Contact: Dr. (Ms.) S.M. Dawson; email: shanthydawson@gmail.com
https://orcid.org/0009-0003-9652-3438

(Received 29 September 2024; Revised 22 January 2025; Accepted 25 January 2025) © OUSL

This article is published under the Creative Commons Attribution-Share Alike 4.0 International
License (CC-BY-SA). This license permits use, distribution and reproduction in any medium;
provided it is licensed under the same terms and the original work is properly cited.

228


mailto:shanthydawson@gmail.com
https://orcid.org/0009-0003-9652-3438

S.M. Dawson

Introduction

Background

Inclusive education is an approach in which students with many different kinds of disabilities and
learning needs are educated in classes with non-disabled students. In an inclusive arrangement,
students who need additional support spend most of their time with their non-disabled peers
rather than in separate classrooms or schools (Kirschner, 2015). Unlike special education, inclusive
education integrates all learners, addressing diversity and reducing exclusion based on disability,

race, or other factors (Reddy et al., 2000).

Sri Lanka has promoted inclusive education along with the Universal Free Education Policy in 1945
and the Compulsory Education Policy in 1998. Despite high enrollment rates, children with
disabilities still face challenges in access and participation due to factors like inadequate teacher
training and infrastructure. In Sri Lanka, the education of children with disabilities in Tamil-
medium schools is behind Sinhala-medium schools due to the lack of formal teacher training in

Tamil-medium, which began only in the 2000s (Furuta, 2007).

The plantation sector in Sri Lanka concentrated mainly on the Central, Uva and Sabragamuwa
Provinces, and to a smaller extent, on the Southern Province and some parts of the Western
Province which have historically been marginalized areas with significant educational
disadvantages. Special education in the plantation sector began in 2000 with the establishment
of special education units in the Hatton education zone, offering services that bridge children with

disabilities with the mainstream education system. However, the overall enrolment of children
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with disabilities remains low, and schools often fail to provide suitable educational support
(Furuta, 2007). The commencement of a few special education units in Tamil-medium schools in
2001 paved the way for getting school enrolments of children with disabilities from their
restricted line room life and this has gradually led to the adoption of inclusive education

approaches, though the progress has been slow and uneven.

Problem Statement

The current global debate surrounding special education centers around the inclusion of children
with special educational needs (SEN) in mainstream schools, a movement that gained traction
following the 1994 UNESCO Salamanca Conference on Special Needs Education. In Sri Lanka,
particularly in the tea-growing plantation areas, educational achievements lag behind national
averages, although progress has been made due to legislation mandating free education and

government prioritization of primary education (Little, 2003).

Despite the advancements in Tamil medium schools and the establishment of special education
units in the 2000s, many children with disabilities still do not receive adequate educational
support, often resulting in continued exclusion of them from formal education (Furuta, 2007).
Due to the lack of responsible teachers, most schools have not paid attention to children with
disabilities staying out of school. Few schools with special education units enroll children with
disabilities according to the stipulated special education teacher-student ratio. The SEN student
number is high in such schools. Although the legislation now enables enrollment of children with

SEN in regular schools, the effectiveness of inclusive education remains a question. Many such
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students are enrolled without proper support, leading to high dropout rates and societal issues
such as child labour and marginalization. This research aims to assess current inclusive education
practices in these communities and propose strategies for creating an inclusive school culture
that aligns with the principles of inclusive education and equal educational opportunities for

children with disabilities in plantation sector Tamil schools.

Aim and Objectives

This study aimed to investigate the challenges and opportunities in implementing inclusive
education in plantation sector schools of Sri Lanka, with a focus on developing an inclusive
education framework that supports children with disabilities. To achieve this aim, the following
three specific objectives were formed:
e To explore the current situation of education of children with disabilities in plantation
sector schools
e To identify the gap between the current education practices of children with disabilities
and the inclusive education policies and legislation
e To develop an inclusive education framework for children with disabilities in plantation

schools

Based on the above three specific objectives, the following seven key research questions were
formed.
Research Questions

1. What are the categories of disabilities found in plantation sector schools?
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2. What are the strategies implemented in the plantation schools to support children with
disabilities?

3. How do the parents and the community contribute to the education support of children
with disabilities?

4. Do the schools have appropriate human, physical and infrastructure to support the
children with disabilities?

5. What are the strengths and weaknesses of the education practices implemented?

6. Is there any gap between the practices of inclusive education and legislation with
current practices?

7. What is a suitable inclusive education framework for plantation sector schools within

the existing opportunities?

Review of Literature

Many qualitative research have been conducted to study the inclusive education practices for
children with disabilities in Sri Lanka. However, research related to such practices in plantation
schools seems scarce. With hopes of filling this gap, this research explores answers for the above-

mentioned research questions.

Inclusive education and children with disabilities
Inclusive education is a strategy aimed at addressing the diverse needs of all learners by
increasing participation in learning. It involves integrating children with disabilities into
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mainstream education with their peers, thus fostering inclusion rather than segregation (Losert,
2010). Inclusive education is distinct from special education. It refers to a model where disabled
and non-disabled children learn together in mainstream schools with the appropriate support.
This is an evolution from special education towards quality education for all children, addressing
their specific needs in mainstream classrooms (Chavuta et al., 2008). The ‘Individuals with
Disabilities Education Act’ (IDEA) ensures that students with disabilities are entitled to free and

appropriate public education in the least restrictive environment (Walls, 2010).

Policy proposals and recommended strategic activities in Sri Lanka

Through a comprehensive status review, policy planners have identified special and inclusive
education sector-specific 10 core areas and elements accompanying directive principles based on
the guidelines elaborated in Part Ill of the National Education Policy Framework (NEPF) - 2020-
2030 (National Education Commission, 2022). This approach is taken to ensure that the policy
planning process gives comprehensive coverage across the sub-sector-specific core areas and
elements while giving due consideration to issues and gaps highlighted in the status review that
are lingering the progressive developments of the special and inclusive education sector. The
specific ten (10) core areas are i) Access for children with special education needs to early
childhood care and education; ii) Access for children with special education needs to regular
education system; iii) Learners and learning environment; iv) Curriculum and teaching-learning
process; v) Quality of human resources; vi) Quality of physical resources; vii) Financing of special
and inclusive education; viii) Regulation, governance and management; ix) Quality assurance, and

x) Data management and research (National Education Commission, 2022).
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What is inclusive practice in education?

Inclusive education is when a school or college educates children of all abilities and backgrounds.
It means that children with additional learning needs and special educational requirements are
educated within a mainstream learning environment, rather than a specialist school (Kirschner,
2015). Inclusive practice in education can be described as attitudes and methods that ensure
access to learning for all learners, to make sure that all learners feel welcomed and valued and
get the right support to help them develop their individual talents and achieve their goals (Lee,
2023). When education is truly inclusive, it not only benefits learners but also the staff, school
and wider community. Non-inclusive practices include preserving school cultures, policies and
practices that are non-responsive to the diversity of learners and perpetuate inequalities,
segregated schooling for disabled learners, valuing some learners more than others, maintaining
barriers to some learners' participation in learning, thinking that inclusion mostly concerns
disabled learners, viewing differences between learners as problems to be overcome, identifying
academic achievement as the main aim of schooling at the expense of personal and moral
development, and perceiving inclusion in education as a separate issue from inclusion in society

(Lee, 2023).

Global situation of inclusive education
In recent years, inclusive education has become the subject of extensive global debate and
discussion. Over 160 volumes containing the phrase “inclusive education” are listed in the library

catalogue of the Institute of Education in London. Several international journals are now
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exclusively devoted to the subject, and it is regularly selected as the theme for national and
international conferences. Outside the academia, the promotion of inclusive education has
provided the rationale for numerous international development programmes and the focus for
international agreements such as the Salamanca Statement (1994) and Dakar Framework for

Action (2000) (Fanu, 2022).

Implementation of inclusive education in the Sri Lankan context

The MOE in Sri Lanka has been actively involved in promoting inclusive education through a series
of circulars aimed at decentralizing policies and enhancing the educational framework for
students with disabilities, as evident in their recent initiatives. For instance, recent guidelines,
such as Circular 37/2020, provide comprehensive strategies for implementing inclusive education
in schools, detailing the responsibilities of educators and the support services available for
students with disabilities (MOE, 2022). Further, Circular 33/2022 specifies the institutions
responsible for special education assessments, including the Zonal Education Assessment Centers

and the Inclusive Education Department of the National Institute of Education (NIE) (MOE, 2022).
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Methodology

This study adopted an exploratory design under the qualitative research approach. It employed
participant observation, in-depth interviews, and focus group interviews as data collection
methods to gain comprehensive and significant insight into the research problem. For data
analysis, a content analysis method was utilized to systematically interpret and derive themes and
patterns from the collected qualitative data. This design ensured a rich, detailed understanding
of the contextual and lived experiences of stakeholders involved in inclusive education in the

plantation sector.

Participant observation allowed the researcher to observe the real-time dynamics of inclusive
education practices within classrooms and schools. Under in-depth interviews, key informant
interviews and survey interviews were used. The former was conducted with teachers,
administrators, and students to gain deeper insight into their challenges and experiences, while
the latter facilitated broader data collection with a mix of qualitative and quantitative elements.

The focus group interviews were held with primary class teachers and parents.

The Hatton education zone in the Nuwara Eliya District was chosen as the study area due to its
high concentration of Tamil-medium plantation schools (MOE, 2021). All the Tamil medium
schools (112) situated in this zone were initially selected for the survey interview. The key focus
was on six (06) schools with special education units from the three Tamil medium divisions of the
particular zone (two schools from each division). Six (06) principals (one from each school), thirty
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(30) primary teachers (five teachers from each school), six (06) Special Education teachers (one
from each school), five (05) children with disabilities, five (05) children without disabilities, five
(05) parents of children with disabilities and five (05) parents of children without disabilities from
each school were purposively selected as participants of the study to provide wider perspective

to this research.

Content analysis method was adopted for analyzing and interpreting the qualitative data (Powell
& Renner, 2003). The following steps were used in data analysis: Getting to know about the data,
focusing on the analysis, categorizing information, identifying patterns and connections within
and between categories and interpretation. Two content analysis approaches were used: a) Focus
with questions or topics, and b) Classical content analysis (Bauer, n.d). Using classical content
analysis approach with data obtained from interview schedules and observation sheets, answers
were searched for research questions No 01: What are the categories of disabilities found in Tamil
medium plantation sector schools? No 04: Do schools have appropriate human, physical and
infrastructure to support children with disabilities? No 05: What are the strengths and
weaknesses of the education practices Implemented? and No 06: Is there any gap between the
inclusive education legislations and policies with current practices? The 'Focus with questions’
analysis approach sought answers for research questions No 02: What are the strategies
implemented in the plantation schools to support children with disabilities? No 03: How do
parents and community contribute to the educational support of children with disabilities? and

No 07: How to develop an inclusive education framework for plantation sector Schools?
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Findings and Discussion

Categories of disabilities found in the school sector

The key categories of disabilities found in the school sector were intellectual disability, learning
disability, hearing impairment, autistic spectrum disorder, visual impairment, speech impairment,
health impairment, and multiple disabilities. The number of male students with disabilities was
found to be higher than the number of female students with disabilities. Furthermore, children

with learning disabilities and children with intellectual disabilities were higher in number.

Strategies implemented in plantation sector schools to support children with disabilities

Among the responded schools, about 25% function special education units and they enrol
children with disabilities while other schools enrol these children in the mainstream classes.
Children who are studying in special education units, after reaching a capable level, are sent for
integration education. Children with mild disabilities are sent for general education and they get
help from special education teachers. Identification and the assessment and evaluation are
initiated only by special education teachers. These special education classrooms are also supplied

with teaching-learning materials.
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Parents and the community support provided

It has been identified that parents take care of their children according to their capacity. They
request school admission for their children following the normal procedure and send them to
school regularly; accompany them to co-curricular activities and routine medical clinics; buy
learning materials for their children; and obey all school rules and regulations. Sometimes, these
parents’ economic status affects this process. Parents hope that their children are promoted from
special education to the Integration Education or Inclusive Education set up. At times, these
children receive educational equipment and medical help from well-wishers, medical personnel
social and religious organizations, and non-governmental organizations (NGOs). However, the
assistance received by plantation sector schools is less than the ones in urban areas. Yet, these

students are accepted and loved by their parents and their society.

The level of human, physical and infrastructure facilities provided

Out of the responded schools, 49% have no human resource facilities to look after children with
disabilities. Also, it was observed that appropriate equipment are not provided for these
students. The special education classes in the schools were the same as the normal classrooms
and physical accessibility was not provided according to the special needs of the children. Most
of the special education classrooms were not at a satisfactory level in providing relevant human,

physical and infrastructure facilities.
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Strengths and weaknesses of the education practices implemented

As for the strengths, certain schools have enrolled children with SEN and the relevant authorities
have identified their disabilities and diverse needs. In some schools, a small percentage of special
education teachers have been appointed by forming special education units while a few schools
have integrated children into mainstream classes. The positive attitude of special education
teachers and primary teachers towards inclusive education is highly respected. The respondent
primary teachers expressed their willingness to help all children, and principals mentioned the
possibility of including SEN students in mainstreaming classes creating equal opportunities.
Meanwhile, the Zonal authorities have undertaken supervision of special education programmes,
in-service training for special education teachers and student developmental programmes even

with limited allocations.

There are certain weaknesses identified as well. Though most schools have enrolled children with
disabilities, they were not provided with relevant facilities. For instance, some schools have no
one in charge of these children, and the special education classrooms are not equipped properly
and adequately. The majority of mainstream teachers were not aware of inclusive education
policies, legislation, practices and appropriate teaching techniques. Though the student-teacher
ratio for special education is approved as 5:1 by the Government circular, it was revealed that

more such students are found in these classrooms.
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The gap between the practices of inclusive education and legislations with current practice

A wide gap is identified in teacher training. Both special education and primary education
teachers have a lack awareness of inclusive education practices including appropriate teaching
techniques that cater to different types of disabilities, finding accessibility and promoting
inclusive education policies among children with disabilities. Accordingly, the participation of
children with SEN in learning was not at a satisfactory level. Also, schools with special education

units have enrolled a greater number of students exceeding the approved student-teacher ratio.

Suitable inclusive education framework for plantation sector schools
Based on the findings of the study, opportunities identified, and recommendations made for the
development of inclusive education for children with disabilities in plantation sector schools, the

following framework is recommended for effective implementation (Figure 1).
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Figure 1

Proposed Inclusive Education Framework for plantation sector schools
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Conclusion and Recommendations

This study underscores significant challenges impeding the effective implementation of inclusive
education in plantation sector schools in Sri Lanka, including teacher shortages, lack of teacher
training, inadequate infrastructure, special equipment and lack of awareness of inclusive
education among the society. However, these obstacles are counterbalanced by promising

opportunities such as growing community support, positive attitudes within school communities
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and existing legislative frameworks. Prioritizing the above efforts will ensure that children with
disabilities can access quality education alongside their peers, fostering equality and inclusivity

in education.

This study recommends further research to be conducted in more plantation districts. Also,
comparison studies are recommended at national and international levels to search policy
implications, infrastructure design, assistive technology, curriculum, physical and environmental

accessibility, and related services etc.

Increasing awareness of disability rights and inclusive education within school communities is
vital. Annual awareness programmes should be organized by zonal-level administrators for school
leaders, in-service advisors, teachers, and local communities. Teacher training is equally critical.
Mainstream teachers must be provided training on identifying and supporting children with
disabilities, and while special education teachers should receive specialized training for effective

teaching strategies to different types of disabilities.

Schools must prioritize enrolling children with disabilities and adapt both curricula and physical
infrastructure accordingly. Local committees comprising various stakeholders should be
established to monitor enrolment and address accessibility barriers. To solve the shortage of
special education teachers, schools with at least five students with special educational needs
(SEN) should recruit specialized staff. Coordinating teachers can bridge the gap between

mainstream education and SEN requirements. The NIE and other training colleges should
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introduce Tamil medium courses in special education and IE, focusing on developing

competencies for supporting children with disabilities in the plantation sector.

Collaboration with local government, social service organizations, and plantation management is
necessary to provide essential related services, such as medical services, special equipment and
transportation. Educational institutions must ensure adequate resources and infrastructure for
both special education units and mainstream classrooms. A multifaceted educational approach
combining special education, integrated education, and inclusive education is recommended.
Strengthening special education units can facilitate smoother transitions for children with

disabilities into mainstream settings.
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