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1.0.
 Background to the Project

The present project grew out of a concept paper prepared by 
Chris Tribble (2003). This, in turn, drew on earlier work done by 
Evans and Hood (2002) which examined the possibility of using the Atoll Education Centres as institutional bases for the development of educational activity across the atolls. Tribble (ibid) highlights the problems faced by atoll primary teachers who are expected to teach all the subjects on the curriculum (apart from Divehi and Islam) through English. The trend to adopt an English medium style education system in the atolls is now widespread, whether by accident or design, though it is clear that some schools are struggling to implement this change. Many atoll primary teachers are unprepared for this enormous task, in terms of their English language competence, the special skills needed to teach a subject through the medium of English and their own professional skills as teachers. Many primary teachers in the atolls are untrained or were trained through the medium of Divehi up to 20 years ago.  Some argue that these problems with teacher quality have contributed to the very poor results achieved by atoll children in the Cambridge GCE Ordinary Level. 

The current project, which is funded under a Department for International Development Small Grants scheme (but has latterly come under the Foreign and Commonwealth umbrella), is designed to address the problems through a professional development programme focused on improving the English language competence and English teaching methodology skills of primary teachers. The current project proposal (2005) includes the design of accredited language upgrading and methodology courses consisting of three levels to cater for the very varied levels of teachers’ English, educational background and training. It is planned to run these in 5 atolls at the Atoll Education Centres. The ultimate aim is to build capacity in the AECs through training local trainers so that in the future training can be provided in the atolls. The current project proposal envisages that initially the courses will be run by expatriate trainers with local trainers being trained to take over the training role only towards the end of the project. The project will be trialled in 5 atolls over three years. The proposal seems to imply that much of the course development, materials development and training will be done by expatriate consultants, perhaps reflecting the shortage of skilled professionals available in the Maldives and particularly the atolls. 

2.0.
Terms of Reference for the Consultancy

The consultant undertook the current consultancy under the auspices of the British Council and the Maldivian Ministry of Education. The consultancy was originally planned to run from September 17th to October 10. However, it was extended by two days to October 12th, with the agreement of the British Council, in order to allow enough time for the consultant to complete her work.

During the period of the consultancy, the British Council suggested that the consultant should visit the British Council in Colombo for a day to have discussions with senior staff about issues and findings related to the project and to collect information about resources and services available through the Language Centre which might be relevant to the project. The meetings were intended to assist her in drawing up her report and in making recommendations to present to the steering committee. 

The Terms of Reference for the first consultancy were as follows: 

1. To undertake visits to selected schools in the Atoll Education Centres (AEC) and Male and to conduct interviews with teachers and educational officials as agreed with the Ministry of Education (MOE), Republic of the Maldives.

2. To carry out a needs assessment of the primary school teachers in the selected schools, as agreed with MOE.  

3. To contribute to the finalisation of the project document covering phase two and three of the proposed AEC Hub Project, for development of accredited professional development training for primary school teachers and delivery of orientation workshops for local trainers. 

4. To advise on the development of a curriculum outline for the planned professional development training in Phase Two.  

5. To prepare and deliver a draft report on the above to the relevant MOE steering committee by 4 October 2005 (or as otherwise agreed). Submit the final version of the needs analysis report to the Director General of MOE within 2-4 weeks of return from the Maldives.

The terms of reference were largely fulfilled though, due to limited time, it was not possible to discuss possible changes (TOR 3) to the project document with the relevant officials. Instead, suggested changes will be proposed in this report. Unfortunately, only one atoll visit could be arranged which limited the consultant’s ability to get a comprehensive view of atoll teachers’ needs. 

3.0.
Methodology used for Needs Analysis 
Current ideas about needs analysis view it as an ‘a systematic and  on-going process of gathering information  about students’ needs and preferences, interpreting the information, and then making course decisions based on the interpretation in order to meet the needs’ (
Graves: 2000: 98). The process is, therefore, dynamic and does not just take place before the course but also during and after the course. It involves collecting a range of information about what learners need to learn as well as more personal information about students’ learning preferences, attitudes etc. This provides both objective and subjective information about prospective learners. Objective information includes facts about who the learners are, their language and professional abilities in the case of teachers and the purposes for which they need the language or methodology training. Subjective information includes both learner attitudes and expectations about the projected courses and what they are going to learn ( 
Brindley 1989). However, learners and their courses also operate within an educational system and within a socio-cultural context and so it is vital to also collect information about the wider situation or context so as to understand the factors which are likely to influence the success or otherwise of any new enterprise. 

The needs analysis conducted in this consultancy was informed by these views so that attempts were made to collect both subjective and objective information about prospective course participants as well as information about the educational context. 

The expected outcomes from the data collection were to achieve a better understanding of:
· how  stakeholders, including project staff, view the AEC professional development project and the role of English in education

· educational policy and the primary education system in the Maldives 

· the curriculum and textbooks teachers are using, the learning principles which underpin them and the view of language they reflect.

· how primary teachers are recruited, trained, supported  and assessed

· atoll  primary teachers’ current beliefs about teaching/learning, their  preferred styles of teaching English and other subjects, their English language levels, their educational backgrounds, their perceived teaching difficulties including their views of the textbooks, their views about the proposed courses

The chart below shows the areas of investigation, the means of data collection and the source of the information.

Means of Investigating

	WHAT
	WHO 
	HOW

	AEC project & stakeholder perceptions about the project
	Project Head & Project manager

Planning Ministry 

Ministry  of  Education
	Interviews

Analysis of Reports/ Documents

	Educational Policy with regard to primary education/ English medium education/atoll schools 
	Planning Ministry Officials

Ministry  of Education
	Interviews

Documents/ Reports

	Primary education system 
	Ministry  of Education officials

Head teachers 
	Interviews/ Documents

	Primary teachers: their education background, experience, qualifications , training, beliefs, attitudes, current practice 
	Primary teachers

VSOs

Teacher Trainers 

Head teachers 

Inspectors

Supervisors
	Interviews- Head teachers 
Interviews  with Teacher 
Interviews  with trainers 

Observation of Teachers 
Focus Group meetings 



	Curriculum & Textbooks 
	Textbook Writers/ Curriculum Designers
	Interviews

Analysis of Documents

	Pupils: attitudes to learning English/ difficulties/ use of English outside classroom 
	Sample of pupils 
	Group Interview

Games to be played in English 

	Attitudes to use of English and English as a medium 
	Parents,Head teachers & Supervisors
	Interviews


A list of all the people interviewed and the schools visited is provided in Appendix A. 

Limitations

For a variety of reasons, the needs analysis is less comprehensive than the consultant had desired. The actual time for data collection and analysis was fairly limited and only one visit was possible to the atolls to meet atoll teachers. The first atoll visit was an orientation to the teaching/learning situation and acted as a pilot for the data collection instruments. During the first visit, most of the time was taken up in observation and group meetings with teachers and parents so there was limited opportunity to interview individual teachers. In-depth interviews with a range of individual teachers were planned for the second trip which did not materialize due to transport problems in the run up to Ramazan.  The data collected is therefore partial but highlights some areas of need and provides indicators of areas for further investigation by local staff. 

4.0.
Findings about Teaching/ Learning 

In this section the consultant’s observations about teaching and learning in Male and the atolls are presented. This is followed by the views of head teachers, parents and teachers’ about the teaching of English in the atolls, problems with teaching, and  their reactions to the proposed project. 
4.1. Classroom Observations 

Classroom Observations are inevitably subjective and shaped by the observor’s observational purpose, previous experience, and background.  The present observations represent the views of the consultant and need to be seen in relation to other local stakeholders’ views and perceptions so as to provide a fuller and more balanced picture (See Appendix B for Other stakeholders’ perceptions of teachers’ problems and needs). In the following sections, the consultant presents a summary of her observations about teaching/learning in Male and in the atolls. She has highlighted the points which seemed most significant in terms of the current project. Appendix C contains descriptions of some lessons observed to give a flavour of the teaching. It is not possible to generalize on the basis of a limited number of observations and so the observations about teaching should be seen as indicative of possible tendencies.  

The consultant carried out observations in a range of grades in two schools in Male, one on Villingili and four schools in Laamu atoll. As all school in the Maldives work towards the Cambridge GCE ‘O’ level examination, it was seen as important to observe government schools in Male so as to provide a baseline for comparison with atoll schools and teachers. Given that Male teachers work in schools which are well resourced, are trained through the medium of English and work in systems with a reasonably well established supervision system, the consultant felt it would be interesting to see the strengths and weaknesses of such teachers before observing atoll teachers who are working in  much more challenging teaching situations, often with little training and without the benefit of a full English medium educational background. It is likely that the consultant saw some of the better teachers in Male as schools understandably want to present their best face to outsiders. 

4.1.1. Observations in Male Schools 

Some Head teachers and supervisors interviewed suggested that the quality of new teachers was not as high as when they had been trained and commented that although new trainees had better levels of subject knowledge, they often had less knowledge of children and how to deal with them. One head teacher felt that the level of some recently trained teachers’ English was quite low. 

Strengths

Teachers’ English. 
Of the eight teachers observed, their English seemed appropriate for the level of the class and they were able to express themselves without difficulties.

Active participation 
There were signs of active participation in most of the classes observed, whether through group activities or through effective use of whole class discussions or question- answer techniques. 

Children’s ability to operate in English

Children in most classes seemed able to answer the consultant’s questions in English and seemed quite comfortable with English, apart from some children in Grade 1. They always responded to the teacher’s questions in English and were able to communicate their points, though with varying effectiveness. Children’s productive skills varied and it seemed as if they were more able to use complex language in written than in spoken English. 

Classroom Relations

In most classes observed, teacher –pupil relations seemed friendly and the classroom atmosphere seemed quite relaxed. 

Teaching through English

In some subject classes observed, teachers were using a range of strategies to support children learning through a second language e.g. giving children time to think and prepare their answers before being expected to speak, probing and pushing children to rephrase or make their answers more precise, expanding children’s answers, asking open-ended questions to encourage response, accepting children’s answers in a supportive not a destructive way.

Problems/ Challenges 

Class size
Male classes are sometimes large and classrooms are frequently cramped so it is more difficult for teachers to get children to move around easily and some teachers said it made it difficult to conduct group activities.
Class management
Many teachers were observed trying to encourage more active learning and to give opportunities for children to participate. However, some appear to be having difficulties in managing this style of learning.  Several of the teachers observed did not clearly gain children’s attention when beginning an activity. When getting children to present the results of group work or to present their answers, it was often impossible to hear children and other children in the class did not pay attention to their peers so the presentations often seemed pointless as no-one was listening. Group work presentations frequently seemed to have no learning point.  Children need to be trained to listen and to value their peers’ views. Asking children what they had learned at the end of a class was often a mechanical exercise where the teacher answered her own questions. 

Awareness of Genre/ Text Type 
Teachers in 2 English language lessons observed were lively and got children actively involved in participating. However, they seemed to lack awareness of the characteristic structure and features of the text types they were working with and so were not able to provide appropriate preparation and support for children’s writing. Where they provided support, it was often haphazard. A similar problem was also observed in a science class where children were supposed to write up a report of an experiment. This need has also been identified by 
Brick (2004)
4.1.2. Observations in Laamu Atoll 

Learning and Teaching Conditions

Conditions were very varied, with some schools being well equipped with resources e.g. some storybooks, posters and well built classrooms with solid partitions while others (e.g.  Mathimaradhoo) consisted of 1 long room with non permanent thin partitions, dirty classrooms with broken tables or benches and virtually no teaching resources. The AEC Fonadhoo had a computer room and a library which had recently received a number of donations of children’s books. 
A very serious problem in schools which did not have proper solid partitions between classrooms was noise from other classes. It was hard to see how children learning through a second language would be able to hear the input. We only saw two examples of teachers teaching children outside.  It was noticeable that resources were far fewer than in Male and class sizes were much smaller. Some teachers reported that they had no teachers’ book for particular subjects or they had an old edition of the teachers’ book which did not match the edition of their textbook which means that untrained and fairly inexperienced teachers do not have any support for teaching. In some schools, the supervisors were Divehi medium (DM) trained and so could not speak English or did not feel confident to speak English. They, therefore, did not feel able to monitor and advise teachers who were teaching subjects through English, indicating that some schools lack any supervision at primary level.     

Children’s Familiarity with English

The consultant talked to children in each school in the different classes she visited. On the whole, children were extremely shy, almost reluctant to respond indicating a lack of exposure and confidence in using English, particularly with a foreigner. However, there were variations across schools. Children in AEC Fonadhoo seemed generally more at ease with English, reflecting the fact that they had introduced English as a medium into the primary classes from 1998. 

Variation in teaching quality across Teachers and Schools

The quality of teaching varied within and across schools and between trained and untrained teachers with a few untrained teachers teaching lessons that were more interesting  than those of trained teachers.

Strengths

· Resourcefulness: teachers do not have access to many resources so have to make use of their own initiative and to make more creative use of whatever they have

· Responsiveness: teachers are aware of the problems that children face in trying to learn through English and so their frequent  use of Divehi in the classroom can be viewed positively as a way of trying to assist children when they can’t understand ( although this is limited as a strategy especially when over-used).
· Teacher- Pupil Relations: several teachers viewed seemed to have good relations with their pupils and they did not seem to have major problems with discipline in the way that expatriate teachers often did. 

Teacher problems/ difficulties 

· Teachers’ lack of confidence and fluency in English: many of the teachers observed lacked confidence in using English and were not fluent in their spoken delivery. In some subject lessons like Environmental Science or Maths, teachers’ English was barely adequate and they did not have the fluency or flexibility of language to rephrase or explain if children had difficulties. Some Maldivian teachers used simple English which, though helpful initially for children in the lower grades, would not provide adequate models for children in later primary classes who need to achieve a good foundation in English by the end of primary school, if they are to be successful later in the GCE.   

· Classroom Management: as in Male, many of the teachers observed had problems with classroom management. They frequently failed to get children’s attention at the beginning of a lesson or when moving to a new activity and many children in the class would be off -task or still engaged in the previous activity. There were sometimes children wandering around the classroom unchecked and unengaged. There was often a continuous low level chatter going on, making it even harder for children to hear things said by the teacher. Teachers often used very small visual aids that children could not see or produced one group worksheet for the whole class so that many groups never got to do the intended learning activity and just sat, doing whatever they liked. 
· Teacher Interaction skills in English: teachers’ ability to interact with children is crucial in providing good models of language use, in establishing good teacher-pupil relationships, in creating interest and in managing and supporting the learning process.  Perhaps teachers can do this more effectively in Divehi but are having great difficulty in doing it in English and so students are missing out on this helpful language input. Due to teachers’ lack of confidence with English, interaction in English is fairly restricted, and so it often makes teachers seem quite detached and remote from students. Lack of competence in English is affecting their ability to effectively carry out some of the key roles of a teacher

· Lack of clear focus on children’s learning and learning outcomes: teachers do not always seem very clear about what they want children to learn. In one English class observed, children spent a long time drawing pictures using coins which involved no use of English at all. The activity was intended to check if children could read and understand phrases like ‘a bird on a mat’ but as the teacher translated the phrases for children, there was no use of English involved. In another Grade 2 English class, most of the lesson was spent in children finishing a drawing and labelling it. There appeared to be no spoken outcomes from the lesson, apart from children learning to say a few words, although at this level it would seem desirable for children to use the vocabulary for some communicative purpose. 

· Lack of appropriate support for second language learning: teachers often seemed unaware of  children’s needs in learning a second language, of the heavy demands which some classroom activities placed on children and of the need to provide appropriately tailored support for children so children could successfully do the activities themselves.  For example, in one Grade 3 lesson, the teacher was trying to get children to write a story for which picture cues were provided in the textbook. The teacher was trying to build up the story with children’s help on the board, but the story required language beyond children’s current level and so he kept reverting to Divehi in order to get some participation from the children. He had prepared the story text beforehand and after some attempt to elicit replies in English, he wrote down the key sentences for each picture himself (too complex for children’s level) and then checked in Divehi if children understood some key phrases. Despite children’s difficulties, he continued with the same strategy of writing down the text for the children to copy which they did very slowly and with a great number of mistakes. In this case, the teacher was untrained and seemed to have little idea what to do in the situation. This highlighted a general problem that there was often a big gulf in classes between children’s level of language and what the textbook activities required them to do. Teachers lacked the strategies to adjust the activities and to provide appropriate support at children’s level so they could actually carry out the activities with reasonable success and so make progress. When faced with children’s lack of understanding, teachers’ main strategy was to use Divehi rather than to provide more varied types of support which would enable children to understand through English so building their competence in English. 
· Heavy focus on language form, accuracy and reproduction: most English lessons observed focused on the reproduction of some kind of written text. While many lessons began with some whole class oral work of a question – answer type, the lesson moved very rapidly into teacher writing up the sentences on the blackboard so children could read them and then children copying the sentences down. So the ultimate goal of most lessons seemed to be to reproduce written text, even in Grade 1. Children were never observed participating in oral interaction activities or in attempts to use language for communicative purposes to develop fluency. Although no overt grammar lessons were observed, this is more likely because teachers did not feel confident about their own knowledge of grammar than because they felt it was inappropriate. Several teachers made overt references to aspects of grammar during teaching, including a Grade 1 teacher. In fact, most teachers during group interviews identified knowledge of grammar as very important.  This reflects a view of language learning as primarily a matter of learning the grammatical system. It was not surprising, therefore, that feedback on written work tended to focus on accuracy rather than content or process. 
· Learning through English: there are a number of related problems with children’s learning through English which are seriously undermining the goals of primary education in the atolls. 

· Lack of awareness of demands of learning subjects through English: Teachers seem to have limited awareness of children’s needs in learning subject content through English and tend to focus on the subject content goals, neglecting their English language needs. In a Grade 4 lesson on ‘Aid and Trade’, children had to understand concepts like population, area, capital. The teacher illustrated the terms by reading out examples from different countries e.g. China. This involved the use of very large numbers (billions) which it is unlikely that children have yet encountered. Even the teacher had difficulty reading them aloud and made many mistakes.  In the same lesson in the textbook, there were other complex terms like organization, members, date of establishment. The teacher glossed the terms quickly and translated them into Divehi but there was no practice of the vocabulary so that children would be able to remember and use it. It was not clear whether children really understood the terms and it was even less certain that they would be able to use these terms productively in speech or writing. 

· In a Maths lesson on area, children could calculate area but could not demonstrate their understanding of the terms ‘length’ and ‘breadth’ when asked to point to a diagram.    In an Environmental Studies lesson on communication in Grade 2, children had to understand the key concept of ‘communication’ but also understand question forms like ‘How did we communicate before?’ How many children understood that ‘before’ in this situation refers to the olden days or a long time ago?  How many children understood the very long question ‘When you are sick, how do you let the doctor  know how you feel?’  In the same lesson, children were introduced to the problem of Mariyam in the Maldives and Ali in India and how Mariyam will communicate some news to him quickly. Children had to draw the means of communication and then answer the question ‘Why did she use this type of communication?’  The teacher wrote up an answer for children to copy, perhaps judging that they were not capable of answering it in English. Children’s work indicated that they had not fully understood the nature of the problem. Some had drawn letters, telephones and mobiles rather than just mobiles or telephones which was the expected answer
· Problems with Textbooks: Textbooks sometimes use language that is complex for children and far above their linguistic level. They do not appear to be designed with second language learners in mind and provide little explicit support for teachers in helping children with the specific language demands of the subject topics.  There is also a mismatch between the structures which are covered in the English syllabus and what is being used in other subjects. While this may not be such a problem in Male where children receive a much richer and more varied linguistic input from early on, in the atolls, the input children are exposed to is very restricted as it is more like a foreign language situation. In such a situation, language grading is much more important.  
The difficulties teachers have in teaching through English are understandable, given their own lack of competence in and knowledge about English, their lack of specific training to teach subjects through English and the difficulties presented by some textbooks, which are not always designed with second language learners in mind.  The teachers’ task in understanding the subject matter themselves and then helping children to understand the key concepts through English is likely to place heavy cognitive demands on them, leaving them with little spare mental capacity to take account of the specialized language (vocabulary, grammatical structures, text types) which children need to learn in each subject area. 

· Reproduction of knowledge versus  reconstruction: subject lessons illustrate a strongly transmission view of teaching/ learning where the teacher’s role is seen as one of  transferring key ideas and concepts wholesale into children’s brains. This is reflected in the fact that most lessons end up with children repeating key sentences after the teacher orally and then copying these from the board.  There were no opportunities for pupils to make sense of the ideas themselves by discussing them in groups or pairs and there were very limited attempts by teachers to initially draw on children’s previous knowledge or to relate to children’s own experience. If the teacher asked for children’s responses, these had to be immediate and no thinking time was provided. It is possible that the English medium situation in the atolls reinforces this tendency because teachers feel they have to use Divehi to help children understand. In consequence, a large part ( almost 50%)of some lessons is taken up by translation which reduces the time for discussion with the teacher, for active participation by children in the lesson so that they can make sense of the new ideas and the chance to carry out the interesting tasks provided in some of the textbooks like Environmental Science.    

· Affective Factors in learning English: discussions with teachers and parents highlighted a problem with motivation for learning English. Apparently some children are not interested in English and some actively dislike it. Interviews carried out with children in AEC Fonadhoo suggested that dislike may be related to perceived difficulties in understanding and perhaps lack of success in English. A second reason for lack of interest may relate to lack of perceived need. The need for English seems very remote in some of the atolls where there are no tourist resorts, children rarely meet a foreigner, and most of the media they are exposed to will be in Divehi, Arabic or Hindi. In such a ‘foreign language learning’ context, teachers need to engage children’s interest through providing meaningful reasons for learning English that make sense to them ( e.g. playing games) and  providing interesting activities at children’s level. Most English lessons observed were very formal and boring from a child’s perspective with few opportunities to use the language actively and to enjoy learning it. This is a worrying situation as if children are developing negative attitudes to English at such an early stage of their education, it is going to be very difficult for them to sustain interest in the longer term when English as a subject and learning through English will get much more challenging. This may affect their success in the GCE and therefore, their future career prospects. 

4.2. Views of Headteachers
The head teachers (or acting headteachers/ principals) and some supervisors were interviewed in 4 schools in Laamu atoll to get their views on a range of points related to the teaching of English and the AEC project. A summary of head teachers’ responses can be found in Appendix D.  With regard to English medium teaching, the AEC Fonadhoo was the only school where it was well established and where it had been phased in gradually since 1998. All the other schools appear to have started English medium only in 2004 or 2005.   None of the respondents were entirely satisfied with the level of their teachers’ English, even when teachers had reached class 10 standard. Some schools appeared to have many teachers who had studied only up to Grade 7 and had been trained through the medium of Divehi. Only one of the respondents felt satisfied by the level of pupils’ English at the end of primary school. Most felt that it was far too low and that this then affected children’s ability to study other subjects at secondary level. The Head teacher at Fonadhoo AEC gave a graphic illustration of the problem when he said that out of 177 students who had sat for the GCE in the AEC, only 3 students passed ‘O’ level English.

When asked about the problems in teaching English, some respondents mentioned the lack of resources and facilities e.g. reference books, story books, while others mentioned teachers’ lack of competence in English, the difficulties they face in trying to teach through English and their lack of training. Some mentioned also that there is little interaction and collaboration between Maldivian and expatriate teachers and that some expatriate teachers had difficulty with class control. It was notable that 3 out of the 4 schools provided no professional support for primary teachers, mainly because there was no-one competent to do this. In some cases, the supervisor was Divehi medium trained and so unable to help teachers teaching through the medium of English. 

When asked about parents’ views about English medium education, all the respondents were unanimous that parents supported it. One head teacher also commented that in his school the primary teachers were keen to push Divehi medium because their own English was weak. Respondents were all agreed that there was a need for courses to upgrade teachers’ English and some agreed that there was a need for English teaching methodology courses to improve their teaching. When asked for suggestions about what to include in such courses (to be run under the AEC project), respondents did not provide very detailed responses but they included the following suggestions:

Language: 

· Develop all 4 skills 

· Classroom language – how to use simple language with younger children

· Spoken English    

Methodology

· Classroom management

· Use of teaching aids

· Use of story books, songs

· Creating interesting lessons

· Teaching all 4 skills including literacy and creative writing

· Testing and evaluation

Respondents felt that Divehi medium-trained teachers (Grade 7 level) would be motivated to attend the proposed courses under the AEC project to improve their basic English while other teachers might wish to improve their English to help in teaching through the medium of English. Others might want to get help with class management skills. Some respondents commented that that teachers would find it much more convenient for family and other reasons to do such courses in the atolls rather than in Male. One respondent felt that teachers would be interested to attend, even if they were recently trained, because they were still novices and were aware that they lacked experience.  When asked what type of course organization would suit schools best, most respondents felt that full time intensive courses over a  few months would be less disruptive for the school than a sandwich arrangement where teachers  studied 1 week in every month intensively and then returned to their school in between courses ( the current project proposal).  However, if teachers were going to attend an intensive course, head teachers said they would only be able to release a few teachers at any one time. 
Two respondents suggested that it would be very convenient for teachers if the courses are run in Quatar Ameeru School because it is centrally located on Gan with several schools in the vicinity. It is also very well equipped with a dedicated training room so it would seem to offer a possible alternative venue to the AEC.
Comment

The head teachers seemed to be very concerned about standards of English at primary levels and some were aware of the implication of this for children’s study at secondary level. They agreed that there was a need to improve teachers’ English language skills and most also felt that there was a need to improve their methodology skills. While the head teachers seemed largely supportive of the AEC project plans, it is not so clear how the smaller schools e.g. Mathimaradhoo are going to be able to cope if they release teachers for the courses, without some help from the Ministry of Education . It is also not clear how teachers are going to be supported when they return to schools where there is no supervisor or the supervisor is Divehi medium trained. One implication is that the project should give priority to training supervisors in the first cohort so that they can contribute more to their schools and so the trained supervisors can support any teachers who are later trained under the project. (see section 10 on Sustainability)
4.3.
Views of Parents 

Parents from three schools in Laamu atoll were asked for their views on the importance of English in children’s education, their children’s level of English and attitudes to English and their reaction to the new project to improve the English competence of teachers and the teaching of English.

All the parents thought that English was very important for their children’s futures, particularly in terms of getting a good job with a good salary. They were generally not very satisfied with their current standard of English. They reported that not all children liked English but one parent said that her children liked English because of a local pre-school class. When asked how they could help their children to be more interested, they did not answer directly but commented on the teachers. Some commented that teachers needed to have the skill to create interest. In one school, parents commented on the problem with temporary teachers who have to renew their contracts each year which leads to a high turnover of staff and lack of continuity for children. In one school, they said that some of the Grades 2-5 teachers were particularly good and spent time organizing activities like quizzes which helped to create interest in English. They felt that there should be more extra curricular activities after school to help children to be interested. All the parents thought it was a good idea to run special training courses for teachers for English language upgrading and methodology and said they would support such a project fully. Some thought that methodology, in particular, was important for teachers.

Comment

In general, we were impressed by the level of awareness and interest that parents displayed in their children’s education. We found that quite a large number of parents turned up for our meetings in each school, though mostly mothers. They were clearly very interested in their children’s education and quite active in doing things to improve the situation e.g. in doing repairs at the school. In one school, a local business man and members of the community had sponsored a group of untrained teachers to go to Sri Lanka for a teacher training course.  It looks as if parents will be supportive of any measure which will improve the quality of their children’s education and so the project can hopefully harness this goodwill. 

4.4.
Views of Teachers 

Meetings with groups of primary teachers were held in three schools on Laamu atoll: in Fonadhoo AEC, Thundee, Mathimaradhoo in order to elicit their perceptions on problems they faced in teaching English and through English, their confidence in using English and their reactions to the proposal to run language upgrading and methodology courses for them. The information below is based on 3 group meetings and three individual interviews.
4.4.1. Problems in Teaching English and Teaching through English
A summary of teacher responses to the questions asked can be found in Appendix E. The main problems which they mentioned included a lack of resources, problems with some of the textbooks which were seen as too high for children’s level, children’s lack of motivation to learn English, children’s low level of English and children’s difficulty in expressing themselves. With regard to teaching through the medium of English, it emerged that several of the schools we visited had just started teaching English medium very recently. In one school, the shift to English was unplanned and sudden due to the fact that their books were destroyed by the Tsunami and when the new books arrived they were in English so the school was forced to begin English medium teaching in 2005.   Children’s low levels of English were seen as the main difficulty in teaching through English. Teachers said that subjects were supposed to be taught in English but because of children’s lack of comprehension, they were forced to revert to some use of Divehi in their classes. One Indian teacher said that 60% of the children could understand but they could not express themselves, and so had difficulty in articulating to the teachers what they did not understand or asking questions to clarify their doubts. 

4.4.2. Confidence in Using English and Motivation to Join a Course
When teachers were asked to rate their confidence in using English on a scale of 1-5, where 5 indicated a high level of confidence and 1 no confidence, a majority gave themselves a score of 3 and a few rated themselves even lower. It was noticeable that any expatriate teachers in the group rated their confidence very highly (5).  Teachers were asked if they would be interested in joining an upgrading course for English language and for English teaching methodology. A majority of the teachers responded positively.  It is possible that the few who did not respond were Divehi medium teachers. Teachers gave a number of reasons for wanting to join such courses as follows:
 -to improve their own English 
- career and professional development, 
- to help their pupils to be better at English
- English is an international language 
- knowledge of English helps you get information
Even teachers who had just completed a training course in Sri Lanka said they would be interested to join a further course as they still felt inexperienced as teachers and did not feel they had learned much in their training course. Almost all were interested in an English upgrading course but it was not clear how many of these would also be interested in a methodology course. At least, one teacher said she preferred Maths teaching and because of the current system in which teachers only teach some subjects (possibly linked to their level of English competence and confidence), it is likely that not all teachers would opt to do an English methodology course. 

4.4.3. Proposed Course Content

Teachers were asked to suggest which topics and skills they would like to be included in the prospective courses. For Language Upgrading, they were given a list of skills and asked to rank them in order of importance (where 1= very important, 5=not important) as follows:

MA   LAEC
TH ( Schools)

Components

Grammar  





1         4           4

Listening   





2         1           1

Speaking   




2         2           1

Reading     




3         3           2

Writing       




5         3           3

Classroom language  



3         5           3

      Teaching Other subjects through English 
4          -             

Grammar ranked highest for one group but for most teachers, speaking and listening was given the highest priority, followed by reading and writing. Classroom language was ranked of about the same importance as reading. In terms of methodology, many teachers had difficulty responding and this may have been because only a few of them actually taught English. The topics they mentioned included songs, story telling, classroom management skills, making teaching aids and one teacher mentioned shared reading and writing because he had  attended a workshop on that fairly recently. 

4.4.4. Course Organization

We wanted to get participants’ opinions about the type of course organization which would suit them so as to ensure there would not be any serious obstacles to their attending. Some teachers said they would prefer to attend a part time course so the pupils did not suffer from their absence but when they realized that they could be released from their duties, most teachers said they would be willing to attend a full time residential course. However, teachers in Gan suggested that the course should be held in Quatar Ameeru School (rather than the AEC) which was centrally located and would be easily accessible for several surrounding schools on a daily basis.  If the course was run at AEC Fonadhoo, teachers from some schools (e.g. Mathimaradho) would find it difficult to attend the course on a daily basis because of problems in getting transport.  Some teachers had no objection to attending a course in their holidays while others were reluctant.  It was difficult to gauge how honestly teachers were responding but, on the whole, it seemed as if most teachers would be prepared to attend a full time intensive course, which would be residential for many of those from outlying islands.    

Comment

On the whole, the meetings did not yield a large amount of information and many teachers proved quite reluctant to say anything. It proved quite difficult in short meetings to build up sufficient trust for them to speak freely and they may well have felt uncomfortable about speaking in English. Given the limited professional support and professional development opportunities available in the atolls, they may also have very little experience of analysing their own professional needs. It was notable that teachers tended to locate the source of the problem in teaching through the medium of English with children’s low level of English rather than with their own lack of competence in English.  
5.0.   Teacher Needs and Proposals for Meeting the Needs 
The purpose of this section is to:

· categorize primary atoll teachers according to educational background, training and English level, 
· characterize their current competence, 
· identify their main needs ( current and future) in the areas of language competence and teaching English based on the information currently available 
· propose courses to meet these needs.

The information about needs is only ‘objective’ in the sense that it can be found through observation and analysis of materials teachers need to use and situations in which teachers need to operate. The needs identified below are derived from an analysis of classroom observations (above), interviews with other stakeholders such as Faculty of Education staff, VSOs working in Faculty of Education outreach campuses, ESQUIS staff, EDC curriculum developers, Professional Development (PDU) staff, headteachers and supervisors. It is also based on analysis of relevant documents e.g. curriculum, textbooks and reports by Jean Brick (ibid) who was responsible for introducing an outcomes –based model of curriculum design for  the curriculum section at EDC and for designing the new English curriculum. They should be seen as provisional or interim needs because more detailed information from and about the actual participants may reveal other unforeseen needs. Other needs may also arise once the training course is implemented and the programme should be designed in such a way that these can be taken account of flexibly.

5.1. Categories of Teachers  
Data collected on our visit to Laamu atoll indicated that teachers in atoll schools are heterogeneous in terms of educational background, language level, professional training, and level of teaching experience. (See Appendix F for data about teachers collected from 4 schools in Laamu atolls) They can be roughly categorized as follows:  

Category A: Divehi Medium Trained Teachers

These teachers were all trained in Divehi medium (DM) but they vary in terms of the length of education. While most are Grade 7, a few only studied to Grade 5. They also vary in terms of how long ago they received their training. Data from Laamu indicated that some teachers received their training as long ago as the 1980s. Anyone receiving DM training after 1996 will have completed secondary level though there was no-one with this background in the data we collected. They may have studied English as a curriculum subject at school and again during their training but the total exposure to English will be very low compared to other categories of teachers. 
Category B: Grade 10 Untrained Teachers

These are untrained teachers who have studied up to Grade 10 GCE level but probably have not passed ‘O’ level English. They are temporary because they are untrained and they may be untrained because they do not have the requisite entry requirements (a pass in ‘O’ level English) for the Advanced Certificate in primary teaching (ACTP) which is run at three Faculty of Education (FE) outreach campuses in the atolls. They may have studied in atoll secondary schools so are likely to have had a few years study through the medium of English as all atoll secondary schools teach through English medium. 
Category C: Grade 10 Trained Teachers with ‘O’level English or equivalent

These teachers  are trained in FE Outreach campuses and will have studied up to Grade 10, have an ‘0’ level pass in English or have taken a foundation course in English to bring them up to the standard required to enter the Advanced Certificate in  Teaching Primary( ACTP). This training course is conducted in the medium of English and takes one and a half years. 
Category D: Grade 10 Distance Trained Teachers (do not have a pass in GCE English)

These teachers are trained via a distance course, the Advanced Certificate in Primary Teaching (ACPT) run by the College of Open Learning (COL) and so will have completed Grade 10 in order to be eligible to enter the course or have taken a foundation English course to bring them up to the required level as part of their course. Apart from the English language foundation course, all the course materials and assessment are in Divehi. The course does not include any Teaching Practice. Therefore, Category D teachers will have had much less exposure to English than Category C.  
The information is summarized in Figure 1 below:
	Category
	Years of Education
	‘O’Level Pass 

or equivalent
	Untrained               Trained  

	
	EM
	DM
	
	
	EM
	DM

	A
	
	5-8
	
	
	
	

	B
	10
	
	?
	   X
	
	

	C
	10
	
	X ( or foundation)
	
	X
	

	D
	10
	
	X ( or foundation)
	
	
	X


Fig 1: Key Characteristics of Atoll Primary Teachers
Key : DM: Divehi Medium; EM: English Medium

5.2. Accreditation and Levels

The figure above reflects the heterogeneity of teachers’ backgrounds and suggests the need for courses of different types and levels. However, it is also important to ensure that the courses are accredited by the Maldives Accreditation Board(MAB)  so that teachers will be enabled to use the credits gained to improve their professional status in school  or  to get admittance onto further training courses so as to improve their career prospects.  According to the head of PDU, this is an important source of motivation for teachers. 
The MAB 3 level certificate structure is aimed at participants who have completed a basic primary education so it suits category A teachers. However it does not seem suitable for all the other categories (B-D) that have completed secondary education (studied up to Grade 10). An Advanced Certificate or credits towards it would seem more appropriate for teachers with this background, some of whom will already hold an Advanced Certificate in Teaching Primary (ACTP- from Faculty of Education or Advanced Certificate in Primary Teaching (ACPT). 
It is difficult to know what the different MAB qualifications indicate in terms of competence as the MAB framework seems to be based on educational level and not actual competencies. So with regard to language courses, a brief survey of some of the certificate level courses available in the Maldives suggests that they cover a very wide range of levels of language competence. The levels are not related to any recognizable international standards or benchmarks in terms of English level
(e.g.IELTS, Council of Europe Framework, Cambridge exams etc). So it seems really crucial to test all the prospective course participants from the 5 atolls, using a valid language placement test so as to place participants on courses suited to their actual language level as defined by some recognizable standards or benchmarks ( see r3ecommendation. 
5.3. English Language Competence: Preliminary Assessment of Current Performance Levels and Needs 
As atoll primary teachers have not been formally assessed, many of the points below are speculative though in many cases confirmed by my respondents or by an analysis of the type of materials used on courses for such teachers (cf PDU Content Upgrading Course)
Category A Teachers (Divehi Medium Trained)
Category A teachers will have the lowest level of English of the four categories. They may have the equivalent of 5- 6 years of learning English as a foreign language but some years ago. Their English may have the following characteristics:

· ‘false beginners’ or mid- elementary level 
· lack confidence/reluctant to speak 
· some residual receptive knowledge
· very limited or no ability to use their knowledge of English  to communicate
· find it very difficult to understand spoken English at normal speed. 
· can recognize/read some words/ sentences very  slowly 
· may be able to produce some isolated written words or phrases. 
· knowledge of a number of isolated words but can’t pronounce them.  
Category B-D English Medium Class 10 Teachers 

Among category B-D, there will be variation in language level according to how many years of their education were  through the medium of English, as some students may have studied in Male schools up to ‘ O’ level and so had more exposure. It is likely that Category C teachers will have the highest levels of English as their training was conducted through English. Many of them will not have developed a high level of spoken fluency because the educational system is geared towards passing the Cambridge GCE ‘O’ level which is a written exam. Particularly in atoll schools, pupils may have had very little chance to interact in English and given that most teachers at secondary schools tend to write down all the key points on the board, their interactive listening skills may also be poorly developed. Teachers’ lack of spoken fluency and confidence in expressing themselves are confirmed by all the consultant’s respondents and by her own observations.
Possible Characteristics of Category B-D Teachers’ English 

· Around FCE Cambridge level (range from low B2 to upper B1Council of Europe level )

· Will have acquired some cognitive academic language skills (CALP)  from  studying through the medium of English
· Can read straightforward material on familiar topics easily though may  not be very flexible or confident, especially if material is more specialized 

· Quite a wide receptive vocabulary base 

· May have a good passive knowledge of grammar but be less able to apply it in communicative situations
· Can follow spoken discourse at normal speed, if accents are familiar.
· Can interact in spoken English on familiar and some professional topics but maybe hesitant and lacking in fluency

· Can communicate adequately in writing for some familiar text types e.g. letters but probably lack any real fluency or flexibility in writing for a wider range of purposes or audience. 
· Writing may contain some grammatical inaccuracies

· May lack awareness of the writing process e.g. need for planning, need for revising,

· May lack awareness of writing as a form of communication in which text varies according to audience and purpose. 
· Some implicit knowledge of   the underlying structure of familiar text types e.g. letter, story but lack explicit knowledge of text structure and range may be restricted.

Teachers’ English is likely to vary along a continuum from ‘false beginner to intermediate/upper intermediate


False Beginner 



           Intermediate/Upper Intermediate

Categories B and D teachers will share a similar profile to Category C but probably have lower levels of English overall. 
In order to fulfil their teaching roles effectively, ideally atoll primary teachers need to be able to do the following in English:
	Present Needs

· to teach English as a curriculum subject in atoll schools
· to teach curriculum subjects through English

· to communicate with visitors or expatriate teachers

· to make use of resource materials available , normally in English e.g. curriculum teachers’ guides

· to participate in professional development workshops ( usually in English especially if expatriates  are present) and meetings

	Future Needs requiring English

· to  work in the educational or tourism sectors in  Male/atolls 

· to take further  professional development courses in the Maldives or overseas 

· to access information from the web 

· to maintain  their English




For purposes of language upgrading, we can group teachers into two broad categories as follows:   

Divehi Medium Teachers

Their starting base in English is likely to be low. The major and immediate needs of category A (DM) teachers are to upgrade their English to ‘O ‘level standard or equivalent so that: 

· they are eligible to take further training courses e.g. Diploma in Primary Teaching

· they can teach the primary curriculum through English. 

They also need to upgrade their knowledge in other subject areas for teaching purposes. 

Class 10 Teachers 

The other categories of teachers (B-D) will probably have a much higher level of basic language competence (though there will be variation) than Category A but have more varied needs as follows:

Category B (Untrained) 

· to achieve an ‘O’ level pass or complete a foundation English course so they are eligible for entry to the Advanced Certificate in Teaching Primary 

· To take a teacher training qualification course so they can get permanent teacher status
Category C & D Teachers (Trained) 

· to improve their confidence and fluency  in English 

· to develop the specialist English skills needed to teach different curriculum subjects through English 

· to gain more in-depth pedagogical knowledge and enhanced professional skills in teaching the primary curriculum 

If we compare teachers’ existing language skills and competencies based on the analyses with their present and future needs, we can see that there is a mismatch for many teachers.  Based on the preliminary analysis above, teacher needs in English language can be categorized into the following broad areas:
· Core General English Language Competence ( English for Social/ Public, Academic and Professional  Purposes)
· Learning to Learn 

· English for Professional Purposes : 
 Classroom Interaction

                                                          
            Teaching and Learning through English

5.4. Proposed Course Components for English Language Upgrading
Core English Language Competence
Atoll Primary teachers need a high level of competence in English because the medium of education in the atolls is now effectively English. Many teachers apparently do not have this level of competence in English and so are either not able to teach any of the English medium subjects (Divehi medium teachers) or are not able to function confidently and effectively. A core English language upgrading module or course is proposed (similar in type to the current PDU content upgrading course for English or the MCHE Foundation type course) to bring teachers’ proficiency up to a level where they could feel more confident in using English for professional and academic purposes and would be able, with some additional training, to teach through the medium of English. 
It is proposed that the course is organized into 3 levels to take account of varied teacher background and language level (See above- MAB 3 Level Certificate course suitable for participants with basic education). It is likely that the Divehi medium trained teachers will form the bulk of candidates for this course, especially at Level 1 and 2. However, any other Category teachers (e.g. possibly B or D) whose English does not reach a defined level on the placement test would be advised to enter the course at an appropriate level. The course would aim to bring participants up to a level of English equivalent to Grade 10 secondary level (FCE level) but provide a much more balanced approach to skill development to correct the over-emphasis on reading and writing skills within the school curriculum. So a major emphasis at all levels will be on oral fluency which has been identified as an important need. The course will help participants to use English in the domains of use below. The lower levels will concentrate on building a foundation in general English for social/public purposes and could include some focus on the language of classroom instructions for motivational purposes. As participants move towards 3, there will be a gradual move towards more specialist uses in the academic and professional domains.  For example, teachers need English to access the curriculum and textbooks and many of them will need English for further study: 
Domains of Use





	Social/Public   

Educational/Academic

Professional


	To interact with English- speaking people met casually or within work-related contexts 

Using English as part of one’s study or for further study- English for academic purposes

English for work related purposes e.g. understanding the curriculum and textbooks, consulting and using resources


The broad aims of each level are suggested below:
Level 1: Overall Aims 

· to develop positive attitudes to English and increase participants’ confidence to use English
· to develop basic abilities to use English for social/ public purposes 
Level 2 & 3: Overall aims
· To develop enhanced abilities to use English flexibly, fluently and accurately for a range of public, professional, informational and academic purposes 

· To develop greater  awareness of  how language is used in communication and of language processes ( e.g. awareness of reading and writing process) 
The expected outcomes would include:
· Language Awareness e.g.  e.g. knowledge of the genre/ text types needed in school learning; the  structure and typical features of different types of genre/text types, knowledge of  how language is used in communication; knowledge of  the reading and writing processes 
· Ability to use English for an increasing range of purposes and with a range of audiences, as participants move to level 2 and 3.
· Enhanced confidence and fluency (particularly in spoken  English as this area seems weakest among Atoll teachers)
· Increased Accuracy at Level 3
Learning to Learn:  
All teachers need to develop their ability to become more effective and independent language learners so that they can make maximum use of the opportunities during the course but also develop strategies to maintain their English after the course. This will form a strand of the General Language component rather than a separate component or module and will run through all three levels of the language certificate course. It aims to prepare participants for independent study, using self access materials. It is proposed that participants will spend at least part of each day working independently on chosen areas e.g. listening, pronunciation using self access materials. Participants will have opportunities to apply new learning strategies when using material in their core English course. Some of the materials found in the Foundation level Study Skills (See below MCHE Foundation course) course could be utilized as part of this strand though the approach proposed will be rather different with a greater emphasis on explicit awareness raising and attitude change. For teachers who do not need to take a General Language course, this strand could be adapted and incorporated into the ‘Teaching through English’ component described below
Aims of the course

· To develop participants’ ability to become more effective and independent learners 

The course should include the following components

· Awareness raising 

e.g. about the learning process and participants as learners- learner  

preferences in learning styles, awareness of attitudes to learning English and motivation for improving their English
· Strategy and skill training to enable participants to try  out and reflect on different learning techniques and strategies e.g. ways of learning vocabulary, ways of  listening effectively, ways of getting information from books effectively
· Managing the learning process e.g. coping with problems which arise and  with fluctuations in motivation, managing learning time, choosing appropriate resources for self study. 
· Planning for learning e.g. setting achievable goals/targets 
· Evaluating and monitoring learning e.g. self monitoring, checking progress
English for Professional Purposes
Learning subject content through the medium of English requires high levels of language proficiency. It requires children to be able to use the more academic registers and genres of school subjects, needed for learning Maths and Science, which are more abstract, more formal, more like written language. These take between 5- 7 years for second language learners to develop to a level equivalent to a native speaker of the same age (
 Collier 1989), and it cannot be assumed that these skills necessarily develop of their own accord. Evidence from England and other contexts with large numbers of second language children learning the curriculum through English suggest that many do not reach their true potential academically because of language difficulties. (
Cameron et al 1996). In the Maldivian context, the evidence also points in a similar direction. The development of the language skills needed for studying curriculum subjects cannot be left to the English lessons alone. They take a long time to develop and the best place to develop them is within the subject lessons. The implication of this is that all primary and secondary teachers have to be concerned not just with teaching their subject content but also with teaching English- the special English needed in Maths or Environmental Science. Evidence from school observations show that many Atoll primary teachers do not have the language fluency or the awareness of the role of English in children’s learning to assist children effectively. It is, therefore, proposed that a special component or module is prepared to enable primary teachers to develop the skills needed to teach more effectively through English.   
Classroom Interaction : 
Teachers need to develop their ability to interact successfully with pupils in English in order to motivate children, to manage them, to develop positive relationships with them but also to provide learning input and support their learning. At the most basic level, this would include greeting children and interacting with them socially, giving instructions to organize them into groups or to conduct simple activities. This would be suitable for Category A teachers as it does not require very high level language skills but it would expose these teachers to typical language learning activities for young learners, would build their confidence and be motivating because of its professional content. It could form a separate component running alongside the General English Language Course or be incorporated as an integral part of  it, particularly at Level 1 and 2. 
Teaching through English: 
This component would focus on the more specialist language and pedagogic skills needed for teaching subjects through English e.g. Maths, Practical arts, Environmental Science, Physical Education. 
Aims 

· To develop participants’ awareness of the role of English in children’s learning of subject content

· To develop participants’ ability to plan for children’s subject content and second language learning in an integrated way
· To improve  participants’ ability to communicate the subject content to children in English, using language appropriate for the subject and children’s level 
· To develop participants’ ability to provide effective language support for children learning their subject content through English
This would include the following 4 aspects: 
· Knowledge of  the role of English(L2) in children’s learning

e.g. understanding of  the role that language(s) play in learning i.e. the need to process ideas through thinking about them, discussing, rehearsing, making notes about them, use of L1 and L2
· Specialist English language skills needed to  teach subject content effectively through the medium of English 

e.g. how to present concepts,  explain, give examples, recap, draw conclusions, hypothesise,  to ask open and closed questions and receive answers in relation to a specific subject like Maths or Environmental Science

· Pedagogic skills: increase the range of strategies to support children’s learning through English 

e.g. use of visuals,  use pair/group work, increase thinking time, get children to ask questions, providing models for children to follow/ hear;  identify language demands of subject learning tasks & plan support appropriately; how to adjust language to children’s level:   

· Awareness of the specialist use of  language in subject learning 

e.g. genre/ text types in written & spoken  English, specialized vocabulary/structures needed, common words used with  special meanings in subject learning 
Recommendations related to English Language Needs
· That all atoll teachers are tested using a valid placement test so as to identify their existing language levels.
· That a 3 level English language upgrading Core English  course principally aimed at Divehi medium teachers with a basic education level is developed but available for any other teachers who do not reach a certain agreed level on the placement test. It would need to be long enough to bring candidates up to Grade 10 /FCE level.
· That a Learning to Learn strand be integrated into the above course or run in conjunction with it and the same strand to be included in the 
     ‘Teaching through English’ course.
· That a Teaching through English module be developed to assist primary teachers to teach subjects more effectively through the medium of English.
· That all the above components be part of a credit bearing course, according to the MAB qualifications framework. 

5.5. Primary English Teaching:  Preliminary Assessment of Teacher Needs 
Primary English Curriculum

A previous consultant (Brick 2004 ibid) identified some of the characteristics of the present curriculum for English at Grade 1-7.  She was responsible for revising this curriculum with a team of local curriculum developers. The features of both the new and old curricula are contrasted below in the table

Old Syllabus 




New Syllabus

	Structural functional 


	Outcomes-based , genre/text -based 

	Focus on all 4 skills 
	All 4 skills included but main focus seems to be on literacy skills 

	Focus on graded structures, functions, skills though main basis for organization seems to be grammatical 
	Focus on text types and genre. Stuctures are not explicitly graded. Language structure is highlighted according to its use in a particular text type

	Main basis for organization seems to be grammatical and grading is according to grammatical complexity
	The main basis for organization is communicative purposes, in both oral and written mode. Grading appears to be done according to purpose, range of discourse or text types used, complexity of language used and the varying demands placed on the user e.g. level of familiarity of text type etc. 

	Focus on English for social interaction
	Focus on  the language and skills needed to study other subjects 

	No obvious/explicit  focus on learning to learn
	Includes a learning to learn dimension

	No concern for widely varied language entry levels 
	Takes account of varied entry levels through differentiating by expected outcome

	No outcomes/targets  specified-
	Specifies minimum communicative outcomes students are expected to achieve 


The new curriculum attempts to redress  some of the concerns that Brick raised with the old curriculum e.g. its emphasis on English for general communication, ignoring children’s needs for English when  studying other subjects, no concern for outcomes, lack of inter-subject articulation etc. The new curriculum is text or genre-based and outcomes –oriented. It introduces children to a range of different text types, including those they will encounter in other subjects. This is a very positive move but given the apparent heavy emphasis on text, it may not improve the development of spoken abilities, which many see as a major need (see Appendix B). While the focus on text will be familiar to teachers, the approach to text and the ways of using text will be very unfamiliar. It is not graded linguistically but aims to raise children’s awareness of how grammatical structures or linguistic features are used in the context of spoken or written texts/discourse e.g. time references in stories. The lack of a focus on grammar in a traditional sense and the lack of any obvious linguistic grading in the curriculum are likely to be controversial for teachers who are used to a more grammar oriented approach. There is also a focus on learning to learn and how to promote greater independence which is an unfamiliar area for teachers. 
The new curriculum is quite complex and EDC curriculum developers are clearly struggling to make sense of and translate their understanding of the new curriculum into materials, without any models or samples to guide them. Primary teachers are also likely to face a challenge in trying to understand the new curriculum and its approach and implement the new textbooks. A close look at a sample chapter from the new Grade 1 textbook suggests that the level may be too high for atoll primary children who are mostly beginners at Grade 1, in contrast to Male children who will already have been exposed to English in kindergarten and may have developed some initial literacy skills. The story-based approach is likely to be new and challenging for teachers to implement. The textbook is not graded in an overtly linguistic way and teachers may find this difficult initially. 
So it is likely that a major need for primary atoll teachers in the immediate future will be to understand and implement the new curriculum. Given that orientation workshops for atoll teachers for the new textbook are likely to be quite short (2-4 days) and will be provided only for representatives from each school, not for all teachers, this is certainly an area where the AEC project could assist teachers as part of an English teaching methodology course. 
Textbooks and Teaching

Brick (2004) identifies the following problems with the current textbooks:

· Emphasis on literacy in  Grade 1 rather than the oral focus recommended for young beginners

· Approach to literacy in the early textbooks is very limited and does not take account of the need to help children with sound-letter correspondences and other important skills 

· Language structures are presented and practised in isolation with no attention to communicative use

· Children are not helped to understand the structure and key features of text types

· Children are given no help in learning how to produce different text types

· The books lack a sense of progression across the grades

· Some examples of text types contain language which is unnatural; they lack normal cohesive ties

· Some text types samples are inauthentic and lack their normal distinctive features and layout

· Teachers’ Books are not readily available to support teachers

Some of these and other problems were identified during observations in the atoll primary schools (See Section 4.1.of this report).  Several atoll primary teachers report that the level of some of the English books is too high for atoll children’s language level but they do not always have the awareness of children’s language needs or skill to adapt them to children’s level or to provide additional support. However unsuitable these  current textbooks, they  will remain the main resource for many teachers for some time to come because it will take several years for new textbooks to be written and implemented across all Grades.  So teachers need to develop the skills and understanding to be able to use these textbooks with more discrimination. 
In order to address the problems identified with the teaching of English discussed earlier, there seem to be three key areas of need as identified below. It is proposed that these are addressed through providing a course on English Teaching Methodology. 
Main Needs

1. Developing professionally as a primary teacher
The course provides an excellent opportunity to develop atoll teachers’ professional interest and awareness, given the very limited opportunities available in the atolls. The aim would be to stimulate professional interest in their job, develop their pedagogic decision making skills and develop some of the tools needed to sustain their motivation and enable them to continue developing professionally. 

2. Understanding the new curriculum and textbook and how to implement it 

Planned orientation courses will do little to help teachers understand the new curriculum because of their limited duration and their limited coverage of atoll teachers.  The proposed methodology course provides an excellent opportunity to help atoll teachers to understand some of the key principles underpinning the new curriculum, the approach it suggests and how to implement it. 
3. Using the existing textbooks more effectively
Teachers need to know how to use the existing textbooks and materials in a more discriminating and effective way so as to support and promote children’s second language learning. This requires a much deeper understanding of children’s learning and second language learning and more knowledge about English as a language to inform planning and teaching.
5.6. Proposed Course in Teaching English in the Primary Classroom

Professional Development
The overall aim of the proposed methodology course(s) would be to promote and assist teachers’ own professional development so as to ensure that what teachers learn is sustainable after the course.  A teacher development perspective provides us with a clear rationale and set of principles, based on recent understanding of teacher learning. There is plenty of evidence that many in-service training courses/ workshops have little lasting impact because they do not lead to sustainable skills for several reasons (
Lamb):
i. teachers quickly abandon the new ideas  when confronted with the realities of their own classrooms because the course has not actually helped them to work out how apply the ideas to their contexts

ii. it has not taken account of their existing strongly rooted beliefs /attitudes and so there has not been a real understanding of why the new idea might be beneficial 

iii. there is no follow up support in the classroom when they do try out things and they are not successful
So the proposed underlying rationale would be to promote teacher development through a focus on teaching English at primary levels which will include many new ideas and perspectives for teachers to consider. In covering the suggested topics below, trainers would use these as opportunities to get teachers to examine their existing beliefs and practices in the light of the new ideas or perspectives being presented. The course would build in practical teaching opportunities for teachers to try out ideas in classrooms, consider carefully how they would work in their own classrooms and receive feedback on their attempts. 

More effective use of the existing English curriculum/ textbooks and understanding how to use the new curriculum and textbooks 

At the core of second language teaching is the need for teachers to understand how children learn second languages and the practical implications of this for teaching and learning. The UNICEF Child Friendly Schools Project helps teachers to teach in a more child-oriented way. For English, this means teachers basing their teaching on principles which derive from an understanding of how children learn and learn second languages. So the two topics below would form a base for the proposed course: 
A) understanding children’s distinctive characteristics, instincts and learning styles and  taking account of these in planning and teaching. 
B) understanding how children’s second language develops across the primary grades, how we can identify progress and how L2 development relates to developments in the L1.  
These understandings need to underpin any approach to teaching children. The former are particularly essential if we are to help teachers to motivate children, make them more interested in English and encourage greater participation. The latter understandings are important for planning learning, monitoring progress and outcomes and providing feedback.

These understandings will have implications for the areas below which would also form part of the proposed course for English language teaching methodology:   
Classroom Management: 

· to help teachers to manage the classroom more effectively so that children are:

· motivated to learn

· organized appropriately for learning, 

· have the materials required for learning

· understand what and how to do learning activities

Teacher Interaction skills in English:  to improve teachers’ ability to interact with children so as to establish good teacher-pupil relationships, to create interest, to provide effective models, to manage and support the learning process; to consider the role of L1 in the English lessons and the pros and cons of using it as a support strategy, to decide when and how to use it appropriately.  

Provide Appropriate support for second language learning: 

· to improve teachers’ ability to: 

· identify children’s current language level/ abilities 

· identify the likely demands which L2 activities may place on children; 

· model ways of doing activities so children know what to do 

· provide effective support tailored to children’s needs in carrying out learning activities

· assist children to become more effective learners.
Planning skills:

· To improve teachers’ ability to: 

· plan lessons based on principles of child language learning

· identify from the textbook/curriculum the intended language/skills  learning focus 

· provide a balance across the skills

· identify a clear learning focus for lessons, expected learning outcomes and ways of checking if these are achieved 

· take account of children’s language learning needs in other subject areas

· provide purposeful, varied and interesting learning activities to enable children to achieve the intended learning outcomes & resources/aids to support them. 

· take account of  children’s varied levels and needs through differentiating support and other strategies

Assessing children’s learning: to improve teachers’ ability to assess children’s learning appropriately through: 

· understanding the purposes of assessment 

· understanding the difference between formative and summative assessment 

· understanding  how to use the indicators in the new outcomes –based syllabus 

· increasing the use of a range of appropriate assessment techniques including the use observation, grids/ checklists, assessment tasks etc     

Developing children’s oral communication skills, both fluency and confidence: 

· to improve teachers’ understanding of the importance of  developing children  oral communication skills( speaking and listening); 

· To improve teachers’ ability: 

· to identify and use different types of learning activities to assist the development of various listening and oral sub skills, 

· to identify progress in the development of oral skills and plan for progression

· to monitor children’s performance and give appropriate feedback, 

· to integrate oral skills with other skills

Developing children’s reading and writing skills

· To enhance teachers’ understanding of the reading and writing processes in L2 children and how early (e.g. importance of sound-letter correspondences in early literacy, of phonological awareness) and later literacy skills develop (e.g. the ability to vary one’s approach depending on reading purposes)  

· To develop teachers’ awareness of: 

· the communicative purposes of different written genre/ text types and their distinctive structure and linguistic features 

· the relation between L1 and L2 literacy

· the relationship between fluency and accuracy in reading and writing

· To improve teachers’ ability to:

· identify and try out appropriate ways of developing both reading skills, both  bottom up e.g. letter sound correspondence and top down processing skills at different levels e.g. recognition of text type 

· develop children’s ability to communicate in writing for a range of purposes, educational, creative, social and for a range of audiences

· model and support aspects of the reading and writing process for children e.g. through the use of shared reading/writing 

· provide appropriate feedback on children’s reading and writing attempts
Developing children’s grammatical competence

· To improve teachers’ understanding of how children develop grammatical competence

· To identify and try out appropriate and contextualized ways of drawing children’s attention to language ( e.g. games, chants etc )  through contextualized oral and written activities e.g. use of oral or written stories, songs etc, appropriate to children’s age and in relation to the development of  spoken and writing skills above.
How to adapt and design interesting activities for language learning

· To develop teachers’ understanding of:

· the role of different types of learning activities in promoting second language  learning e.g. use of chants, rhymes, songs to encourage children to pick up chunks, 

·  children’s need for variety and multi-sensory activity

· the importance of creating interesting purposes for learning activities

· To develop teachers’ ability:

· to analyse the appropriacy of different learning activities and adapt them to suit children’s needs

· to design simple activities to supplement the textbook

· to make use of a variety of different resources available e.g. readers, posters 

Levels within the Proposed Course
The level of English proficiency and content knowledge required by teachers to teach English will vary across the primary grades, with Grade 5- 7 needing a far greater technical understanding of English and a more sophisticated command of the language ( Council of Europe B2 / CAE). This suggests that the course could be organized into two levels or parts as follows:

Part 1: Focus on English at Grade 1-4 Primary Grades

Part 2: Focus on English Grades 5-7 Primary Grades    

This then offers greater flexibility of use, with teachers wishing to specialize in English teaching taking both parts while those wishing to teach at a lower or higher level joining the appropriate level. Some teachers might be considered to be ineligible for part 2 because of their English proficiency levels.

Recommendation related to Methodology
· That a English teaching methodology course for atoll primary teachers be developed in two parts, part 1 focusing on teaching from Grade 1-4 and Part 2 focusing on teaching from Grade 5-7. 
Summary

In section 5 

· an attempt was made to categorize atoll teachers in terms of  educational level, language level and training 

· teachers’ existing English language and teaching competences and skills were characterized  and compared with what they are required to do at present and will need to do in the future  

· areas of need in terms of competencies that teachers lack or competencies they need to develop further were identified and presented in the form of suggested  course components
6.0.
Programme Development and Implementation

In the previous section, an attempt was made to describe teacher’s needs and propose ways of meeting these needs through a variety of courses. In the following section, the focus will broaden to consider programme development and implementation. It will discuss and make suggestions with regard to:

· the overall programme structure, the course design process including materials development

· selection of participants

· the trainers and training process 

6.1. Proposals for Programme Organization, Structure and Length 

The earlier sections have proposed various individual course components but these need to be integrated into an overall programme or course structure. It is envisaged that the proposed upgrading programmes will be based in the AECs and it is suggested that they should be run intensively, given the cost and difficulty of transport in the atolls. This means that there has to be sufficient content and variety of content for at least a 4-5 hour day, 5 days a week to make it worthwhile. Some of this time could be devoted to self access/ self study or project work.

Given the very heterogeneous nature of teachers in the atolls, it is not possible to provide one programme which would be suitable for all. Different pathways need to be proposed for different groups with the major division being between Divehi medium teachers and Grade 10 teachers, as mentioned in an earlier section. The following two programmes  are proposed at this stage, in the light of information available but more informed choices and fine –tuning can be carried out when more precise data is available about teachers’ actual levels of English and professional needs:  

Programme A:  Content Upgrading for Divehi Medium Teachers

Although one of the primary needs for Category a (DM) teachers is to raise their English levels substantially, they might find it difficult to sustain their motivation if they spent 25-30 hours a week solely studying English, no matter how great their instrumental needs for English. Given that they also need to upgrade their subject content knowledge in other subjects in order to have any opportunity of further training, it is proposed that the existing PDU Content Upgrading Course or a modified version of it should be used. This includes content upgrading in other curriculum subjects like Maths and Science. As these subjects are also taught through English, participants will get maximum exposure to English but with varied content. The existing English course materials may need revising and supplementing so as to fit the aims and approach of the new course and new components would be added, as suggested earlier. There would be considerable benefits for PDU in terms of gaining a complete set of English materials which could be used in their regular programme in other atolls and in terms of extending the number of atolls in which their programme is run.  With regard to the Maths and Science Upgrading, PDU would need to identify and hire teachers capable of running the subject content courses for Maths and Combined Sciences as the project trainers may not be competent to do this or may not have enough time. They would also need to provide the teaching materials, development of which is outside the brief of this project. The Maths and  Combined Science would be allocated less time overall than English (e.g. 10 hrs a week) since the main focus is on upgrading English. A possible structure for the course is given below: 
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Category B-D teachers whose level of English is considered inadequate for classroom teaching might also join the course at Level 2 or 3. If these teachers do not need to take the Maths and Science upgrading component, they could be given an accelerated English course if trainers have enough time or could be given additional self access and project work in lieu of the subject upgrading component. 

Programme B: Teaching English through English (TTE) and Methodology Course (Advanced Certificate in Teaching through English)

The programme would consist of two main components to address needs for specialist English language skills and English teaching methodology: Teaching through English and Methodology Upgrading. However, it is clear from teacher and teacher educator comments that it would be hard to justify a whole course just focusing on English, given that there are professional needs in all the curriculum areas. Not all primary teachers are interested in English and some prefer teaching other subjects like Maths. Though this may be linked to lack of confidence with English, it may also reflect personal preferences. The Teaching through English component (described earlier) is likely to be more motivating for teachers who are not interested in English as it is closely linked to the teaching of different subjects. 

With regard to methodology, it is proposed that instead of focusing just on English, participants are given a choice so that they can choose to focus on English teaching or one of the other curriculum subjects e.g. Maths or Environmental Studies. The methodology courses could  be closely linked to the Teaching through English(TTE) component so that teachers plan, for example  how to teach a topic in Maths in a Methodology session and then analyse the language demands of the activities for pupils  and practise the specific language skills needed to teach the lesson in the TTE course.  A possible structure is given below:

Programme B: Teaching through English (TTE) and Methodology Course 

	Course Component
	Part 1 (250 hrs)
	Part 2 (250hrs)

	Teaching through English 
	Focus on Grade 1-4
	Focus on Grade 5-7

	Primary Teaching Methodology

Choose from:

  A.  English Teaching 

  B.  Maths/ Environmental  Studies 
	Focus on Grade 1-4


	Focus on Grade 5-7 


As there will only be two project trainers running the course (see section on Trainers below), we may need to limit the choice of Methodology subjects initially to English and one other subject.  The proposals have implications for materials development in either Maths or Environmental Studies and this may initially cause difficulties as it is beyond the project brief to prepare such a course. However, it is hoped that PDU staff will be able to assist in developing such a course or have existing materials that can be used. Since the course will include untrained teachers, this is one way of creating linkages across the AEC Professional Development Project and the Dfid –funded untrained teachers project (IQPT) and furthers the aims of both projects. If this is not possible , then the focus would be on English teaching. The proposed hours are only an estimate of the time needed and allow for 2- 3 weeks practical teaching in local schools. 

Recommendations

· That two types of course programme are developed to cater for the needs of   teachers with different educational backgrounds and language levels. The Content Upgrading Programme is mainly aimed at Divehi Medium Teachers. Teaching Through English and Methodology is designed for untrained and trained teachers with Class 10 education.
· That the programmes are run intensively in the AECs.
· That the proposed course programmes are linked to existing PDU courses/ projects, wherever this is feasible.  

· That PDU  be asked to provide course materials for the subject content elements in Programme A & B and teachers to run the Maths / Combined Science courses.  
6.2. Programme Entry Requirements 

Entry to one of three proposed levels of the Language Certificate course for Programme A would be decided on the basis of an English language placement test which places participants into different levels. It is likely that the Divehi medium trained teachers will form the bulk of candidates for this course, especially at Level 1 and 2. However, any other Category teachers (e.g. possibly B or D) whose English does not reach a defined level on the placement test would be advised to enter the course at an appropriate level, depending on their placement test score. Placing candidates into levels according to their English standard, however, means that participants may be heterogeneous in terms of Maths or Combined Science knowledge. This problem could be overcome by getting local project trainers to assist with extra tutorials and by using peer tutoring where participants with stronger Maths or Science skills work with a buddy to help him/her. 

With regard to Programme B, both the main components in the programme require a high level of language competence so it would be suitable for teachers who have completed the 3 level language certificate course or have reached a given level on the placement test. It is important to set a reasonably high language entry target given the serious problems with English standards in the atolls.  Given the limited professional development opportunities available in the atolls, it would make sense to offer the programme to untrained and trained teachers alike, providing both categories have sufficient proficiency in English and provided untrained teachers have had at least 2 years teaching experience. Most trained teachers in the atolls are still inexperienced, their training courses are relatively short e.g. one a half or two years of training on the ACTP or ACPT courses, and they will have spent relatively small amounts of  time focusing on the teaching of specific subjects so differences between trained and untrained teachers may be only superficial.  

With regard to accreditation, all of the participants for programme B should meet the entry requirements for an Advanced Certificate Course (see proposed entry requirements in a previous section) so it will be important to try and ensure that the courses become accredited at an appropriate level e.g.  an ‘Advanced Certificate in Teaching through English’ or that credits earned will count towards a Diploma or ACTP. The proposed hours may need to be revised in the light of local logistical considerations and/or after discussions with MAB. 

PDU as a sub section within EDC is not currently allowed to grant awards for courses. If the proposed programmes are to be accredited, EDC needs to change its status or the programmes will have to be administered via an award-granting institution like FE.

Recommendations

· That the programmes or courses within them are accredited or give credits which can be counted towards other awards.
· That teachers are placed in levels for the Language Upgrading course ( Programme A) according to placement test results

· That Programme B is open to both trained and untrained teachers with a minimum of 2 years experience.
· That only teachers who have successfully passed the 3 level Language course or have achieved a certain agreed level on the placement test can enter Programme B. 

· That the precise hours for the course components and overall programmes be adjusted once the status of the courses is confirmed and in the light of local conditions.
· That EDC gains permission to grant awards or arranges for these programmes to be administered through another appropriate institution like MCHE. 

6.3. Selection of Participants for the Proposed Programmes
In order to select participants and place them on the appropriate programme or course, there is a need for a transparent selection process based on clear criteria. Some thought has already been given to these criteria by the Project Manager based on English proficiency, Age, Years of Service as a Teacher, Attendance, Marital Status. Not all of these are concerned with teachers’ professional skills and care is needed that these do not distort the selection process. While information is available on 4 of these criteria, there appears to be very little detailed data available about individual atoll teachers’ English language competency and professional competency. So there is a need to develop or use some reliable instruments to collect data on these two areas in order to provide a basis for selection and placement and to inform the course design process. 

In the existing project proposal, a separate baseline study was proposed, presumably to collect information about both children and participants’ current levels of performance so that the impact of the project could later be evaluated. This information would have been very useful for the selection and placement process but it is now too late to wait for this to be carried out. Instead, a compromise solution is proposed in which a valid language placement test is administered to all atoll teachers, including supervisors. The advantage of using a validated test is that it is likely to give greater reliability in placing participants in levels. The British Council, for example, uses such a test in its language centres and this includes an oral interview. (See Appendix G for information about the test and estimated cost of administering the placement test). The interview could be used to collect useful background data about teachers as well as more subjective data about their interests, professional goals and attitudes. (See Appendix H for the kind of information which is needed). During the process of carrying out the placement test, EDC staff could assess a sample of primary teachers’ teaching skills, using a teaching assessment instrument such as those used by ESQUIS or FE. The classroom teaching assessments, together with the language proficiency data, would have a dual use: to provide useful information for the course designer and materials writers and to form part of the baseline data which could be used later to evaluate project impact.  

Recommendations

· That all project atoll primary teachers and supervisors are tested for their language proficiency, using a reliable placement test. 

· That the British Council in Sri Lanka be approached to conduct this test

· That the test be administered in Laamu and Alifu Dhaalu in 2006 and in the remaining three atolls in 2007.
· That the placement test replaces the baseline data survey

· That the oral interview is used to collect subjective information about teachers and that project staff advise the British Council on information to be collected.

· That during the placement test period, a sample of primary teachers from each atoll be assessed on their teaching skills, using an FE or ESQUIS teaching assessment instrument. 

· That the data collected during the placement test  process be used for comparative purposes at the end of the project to assess the impact of the project.

6.4 Course Implementation Issues
There are various decisions which need to be made with regard to running the proposed programmes as follows:

1. Can Programme A and B be run simultaneously in the AECs? If not, which one should be run first?

2. In the case of Programme A, i) should the three levels be delivered simultaneously with different batches of participants at different levels or 

 ii) should one batch of participants move from level to level until they have completed the course ?

      Batch 1             Batch 2            Batch 3 
i)   Level 1


       Level 2

Level 2



            

        

    Level 3                 Level 3             Level 3

ii) Level 1                               Level 2



Level 3


    

3. Should the same programmes be run in each of the two atolls chosen for the piloting?

With regard to point 1, it seems unlikely that AECs will have the capacity to cope with two batches of participants at the same time. It may also be difficult to accommodate 60 participants on one island for several months. Additionally, the teaching load for 2 trainers would be unsustainable if each programme is estimated to be about 25 contact hours a week. The decision about the order in which to run the two programmes will depend on local educational priorities and need. For example, if there are a large enough number of trained and untrained teachers with the right levels of English, it may be best to start with Programme B. Alternatively, local education authorities may consider that the need to upgrade DM teachers is the major priority so that they are able to take on a larger teaching role in the schools. 

With regard to point 2, option ‘i’ will obviously not be viable for the reasons given above. However, a further question regarding Programme A is whether it is best to train all the participants at one level before implementing the next level rather than taking one batch of participants through the whole programme. The latter may be the best option as it will enable the trainers to try out the whole programme first before running it again, allowing necessary adjustments and revisions to be made in the light of experience.

With regard to point 3 above, if programme A is implemented, it will take at least a year to run all 3 levels, given that there will be a need for holidays between levels. This means that there would be no chance to pilot Programme B courses. One option, therefore, is to pilot programme A on one atoll and programme B on the other atoll so that any problems with the individual courses can be identified and changes made before they are implemented in all 5 project atolls. However, there would be a need to ensure that one trainer from each atoll had experience of each programme so that in each trainer pair, one had had experience of Programme A and one had had experience of Programme B.
Another important issue to consider (mentioned earlier) is the needs of very small island schools containing only 2-3 teachers. The loss of even one teacher would have a large impact on the schools’ ability to run effectively. If no support is provided for such schools, they may be unable to send a teacher for training, and yet it is often teachers in these smaller (formerly community ) schools which are most in need of professional training. It is suggested that the Ministry of Education should assist such schools by providing assistant teachers ( school leavers) as substitute teachers while teachers from these small island schools go for training.  

Recommendations  

· That different programmes are piloted in each of the two pilot atolls so that any problems with the individual courses can be identified and revisions carried out prior to implementing the programmes across all 5 project atolls.
· That the sequence of the programmes in each atoll is decided on the basis of local educational priorities and need. 

· That one trainer from each atoll be allocated to Programme A and one to Programme B during the pilot phase  to ensure that experience of both programmes is gained by each project atoll trainers. 

· That the Ministry of Education be asked to support smaller island schools by providing financial assistance so that small island schools can hire school leavers to substitute for teachers selected to go for training.
6.5.  Course Design

Under the current project proposals, an outside consultant will design the courses for the proposed programme. This needs to be done in close consultation with project staff so as to ensure contextual relevance. It is important that the consultant keeps in mind the needs of the learners- atoll teachers and also the likely experience and competencies of those who will be involved in writing and implementing the course materials, given that some of these may have had little prior experience of materials writing. The course design proposals and syllabus need to provide:

· suggested aims and objectives 

· a clear rationale and suggested approach/strategies for conducting the course

· options for course content plus a suggested sequencing or sample syllabus units.

· clear statements of intended outcomes so that trainers  can easily assess learner progress

· suggestions for assessment 

· suggestions for reference materials, suggested course books and/or a sample unit

Given that the course designer is unlikely to be involved in much of the materials design phase under the current project proposals, it is important that design is light, flexible  and the emphasis is on providing  options and suggestions rather than detailed prescriptions which the materials writers may find it difficult to put into practice. The course design and syllabus proposals should aim to provide a vision of what is possible, ideas, starting points, models and plenty of support so that materials writers are supported and enabled to develop through the writing process

Recommendations

· That the course designer liaise closely with local project staff to ensure relevance to the context

· That the course design should be light, flexible and supportive for inexperienced writers

· That course design proposals for programme components should contain information on: aims, objectives, overall approach, course content, sequencing suggestions, guidelines on methods/strategies, suggested outcomes, sample pedagogic units, reference material, suggestions for assessment 

6.6 Development of Course Materials 

Producing materials is a lengthy process, is very expensive in resources and staff time and requires a considerable degree of expertise. Given that this project may only have one writer with expertise and many who are untried, it seems important to try and keep materials development at a manageable level and use some published course materials or existing course materials, if they are suitable

 Sources of Materials for English Language Teaching 

There are a number of courses available in the Maldives for English language upgrading at different institutions, some of which are open to the general public and include teachers as their students while others are specifically targeted at teachers as follows: 

	Institution
	Course 
	Details 

	PDU
	Content Upgrading Course 
	Aimed at Basic Education (Grade 5 or 6) Divehi medium trained teachers. 3 level Language, Maths, Combined Science etc.  660 hrs for English to bring students up to Grade 10/ O level standard

	College of Open Learning
	English for Further Education


	1 year course aimed at students who have failed GCE ‘O’ level- aimed at getting them to reach ‘O’ level standard Uses the same material as the MCHE Foundation course. Studied by distance with some tutorials  

	Maldives College of Higher Education
	Foundation Course  Level 1 English
	A pre-requisite for students without a GCE level ‘O’ level English pass who wish to enter a teacher training course.

2 courses: English for General Purposes and Study Skills 170hrs. Materials based around a course book.  

	Centre for Continuing Education (CCE)


	Certificate 1 in English by Distance Education 

Certificate 2 in English by Distance Education 

Foundation English Course 

Certificate English Language 1, 2 and 3


	Suitable for  Grade 7 entry level  

Suitable for Grade 7

 250 contact hours

Equivalent to Cambridge KET/PET/FCE levels




Given the variety of courses already available, it would seem sensible to make use of the expertise and materials already available, as far as possible when planning the proposed courses. The PDU English upgrading course is an obvious candidate as their course targets Divehi medium teachers who are beginning from a low base. Unfortunately they only have a complete course with learning materials available for Level 2 written by an outside consultant but this could be utilized and adapted to fit the new course aims. On the other hand, many of the providing institutions above often lack suitable materials or use published course books and so would probably be interested in making use of any new materials produced through this project. The foundation course materials (MCHE) can provide some guidance on the English level of trained primary teachers as many of the teachers will have taken the foundation English course prior to entering their training courses. According to a VSO respondent working on one of the Campus Outreach programmes, trainees on the ACTP find the Study Skills component quite difficult.   

Sources of Material for Methodology 

There are three possible local sources of materials for the Methodology Courses: The Language Arts Modules used on the ACTP, the training course designed to introduce schools to the UNICEF- funded Child Friendly Schools Project and Jean Brick’s short course sample training materials for a Certificate in Student- Centred Learning (Brick 2004 See Final Report Appendix 10).  All of these materials could provide a useful resource, parts of which could be adapted for the proposed methodology course. A VSO respondent mentioned that many topics in the Language Arts module used on the ACTP course could not be covered in depth as the time available in the atolls ACTP course is limited which meant that topics like shared reading /writing were only covered very sketchily. So the new course could provide an opportunity for trained and untrained teachers to deal with such topics in some depth.

Commercially Published Materials

There are a vast collection of published course materials available for English language learning which take learners from beginner to upper intermediate and are usually linked to the Cambridge ESOL exams e.g. Headway with many excellent supporting materials e.g. videos, CD roms. Many modern course books like ‘Headway’ and Cambridge English for Schools also contain ‘Learning  to learn’ components. There is also a very useful course book for adult learners called ‘Learning to Learn’ which could be adapted for use. However, given the nature of the learners and the kind of contexts they are working in, the course materials will need adapting and supplementing with more locally relevant content. 

There are also currently available some young learner teacher methodology resource books for Teaching English to Young Learners (see Appendix I for a selection of references) which would be a useful source of reference. However, given the unusual features of the teaching/learning context and the varied backgrounds and needs of the local teachers, they will need considerable adaptation. They are, therefore, principally useful as a source of ideas. With regard to classroom language, English for Primary Teachers by Slattery and Willis (2001) with an accompanying CD is an excellent source of ideas for materials writers though it represents a very different kind of teaching-learning context to the one atoll teachers would be familiar with and so could not be used directly in training. It is hard to find any existing published materials available for training teachers to teach other subjects through the medium of English though Hong Kong, Australia and the Basque country have some experience with bilingual education and would be worth investigating. (See Appendix I for a list of useful resource and reference books)

Materials Writing Process

Under the current project proposals, it is planned that outside consultants will write the materials independently, largely outside the Maldives. Although this may have been proposed because of the shortage of local expertise, it seems a rather strange decision if the aim of the project is to build local capacity. There are two key weaknesses with the current proposal:

1. if the materials are developed independently and outside the Maldives, they will not sufficiently take account of the needs of local teachers and of the realities of the teaching/learning context. It is unlikely that such materials will be effective.

2. if the main material-users (expatriate and local trainers) are not involved in the materials design and preparation process, they may find it difficult to understand the underlying approach. A short trainer training course (as currently proposed) will not provide enough time for them to fully conceptualize the ideas. This may particularly apply to the local trainers who will be inexperienced as trainers. Lack of involvement at the design stage may also mean that the trainers do not build any sense of professional ownership or involvement in the project.

Research on educational change argues for the importance of a bottom up approach which involves participants from the early stages so that they feel a sense of ownership, a greater sense of involvement and negotiate a shared understanding of the approach to be adopted. There are many examples worldwide of projects where materials were imposed on teachers and trainers who subsequently failed to use them or use them in the way intended through lack of understanding (
Karavas-Doukas 1995; Lamb ibid). In this particular project, some form of collaborative or team approach to materials development is proposed in which local trainers, two expatriate trainers plus a lead writer-consultant work together. The justification for this approach is as follows:

· a collaborative approach enables the participants to reach shared understandings of the approach to be used through negotiation and discussion

· involvement of local trainers enables the lead consultant to understand what is feasible in the local context. There is little point in introducing a highly sophisticated approach if the trainers cannot make sense of it. 

· involvement of the trainers builds a  sense of ownership, increases professional motivation and commitment to the project

· involvement of local trainers in materials  development  helps to equip them with new skills in materials development and new professional understandings, useful for their future roles as trainers

The disadvantages of this team approach are that it will take time to develop the materials and the process will need good co-ordination. It also depends on the competence of the team members. In the end, some kind of compromise may be needed with a mixture of team writing and some independent writing. 

Given the likelihood that the local trainers, in particular, will be inexperienced, it is essential that a materials writing team is formed, led by a consultant with extensive experience of materials writing. A major part of the process could be seen as training the local trainers but even the expatriate trainers may have little experience of materials design or training.  The consultant’s role will be to lead and manage the writing process as follows: 

· provide any initial orientation /training needed to prepare trainers for writing, 

· negotiate goals and working procedures with the team

· model or scaffold aspects of the process when needed for trainers so they understand what is required

· set writing tasks 

· organize feedback/ review and trialling sessions on materials prepared

It is unlikely that there will be time in this project for a proper piloting phase, given the delays to the project already. However, the materials writing team needs to arrange some trialling of the materials mid way through the process to make sure that the materials are working in the way intended and are at the right level. Otherwise there are dangers of a mismatch between the intended and actual level when the materials are finally used. The existing project proposal already contains suggestions for a review of materials but the review aspect needs to be seen as an on-going part of the process so that trainers are trained to write notes about the materials as they use them. This will then form the basis of revision of course materials once a programme has finished and before it is re-run.

The existing project proposal assumes that the materials will be accompanied by trainer notes. This is essential and it will be much easier to write appropriately targeted trainer notes if the trainers are involved in the materials process. Trainer notes ideally need to be developmental rather than prescriptive, encouraging trainers to actively try and make decisions in the light of their teaching situation and learners. This means providing choices and resources so that they can adjust the materials to suit their actual learners.

Recommendations

· That a combination of specially designed and published materials are used

· That use should be made of local course materials as a resource, where appropriate  

· That the materials writing and adaptation process is done as a team approach, involving local and expatriate trainers and an experienced  lead consultant-writer

· That the lead consultant-writer co-ordinates and manages the writing process

· That some trialling of the materials be carried out during the materials writing process.
· That trainers are trained to write comments on the materials as they use them during the courses in order to form a basis for later revision. 

· That a review and revision of materials are carried out prior to re-running the courses.

· That the notes for trainers aim to be developmental rather than prescriptive. 

6.7. Trainers
Selection of and Training of Local Trainers  

The current project proposal suggests that expatriate trainers will initially be hired to run all the courses in the atolls and that local trainers will be identified and trained to carry on the work only in the final phase of the project. It is argued both above and elsewhere (bid for contract to the British Council) that this approach is unlikely to promote project sustainability. The training process takes time and a large part of it needs to be experiential or on- the- job training so that trainers can begin to understand their new roles, perceive the relevance of what they are doing for their context, apply and try out their understanding in a supportive environment, be encouraged to reflect on what they have done and receive feedback. The value of involving the local trainers in the materials writing process from the beginning has been discussed in the previous section. 

There has already been some discussion among members of the steering committee about the number of trainers needed, the educational background and attributes needed by such trainers and the likelihood of finding candidates in the atolls.  With regard to numbers, it seems reasonable to propose at least two trainers from each project atoll given the workload on any intensive course (25 hours face to face teaching a week approximately). This is professionally beneficial because two trainers can support and complement each other on the job. In terms of selecting potential trainer candidates, the following qualifications and qualities seem important:

Essential qualifications/ attributes

- Grade 10 with ‘pass in’0’ level English or equivalent

- A qualified primary teacher with considerable teaching experience, minimum 5 years

- Based in/ originates from the project atoll

- Evidence of professional interest e.g. running extra –curricular activities, taking on extra duties, attending short courses

- Evidence that he/she is a ‘good’ practitioner (evidence from comments from head teacher/supervisor or through observation)

- Ability to communicate confidently and fluently orally and in writing 

- Willingness to work in the atolls for a specified period

- Receptiveness to new ideas

Highly Desirable 

-Experience of training or working as a supervisor or mentor with trainee teachers at primary level

-Experience of materials development

- More than 5 years experience

The advantage of recruiting candidates from their own atolls is that they are more likely to stay as they will feel some commitment to their own home area where they have family. There is also a strong argument for selecting candidates from the atolls in that it makes a public commitment to training in and for the atolls. However, it is clear from local discussions that it may be difficult to recruit primary candidates from the atolls with the right level of English. An alternative source of atoll candidates could be the Diploma in Primary or the B.Ed primary trainees in Male where a high percentage of the intake is atoll teachers and among whom, the level of proficiency is likely to be higher than among the practising teachers in the atolls. If neither of these sources produces suitable candidates, then selection could be made from secondary teachers in the project atolls. The advantage would be that they are more likely to have a high level of proficiency, essential if the trainers are going to be running English language courses, but the disadvantage would be their lack of primary experience, necessary particularly for Programme B. At least one potential candidate was identified in Laamu atoll, a primary supervisor with considerable teaching experience and good competence in English. 

However if the place of origin  plus primary experience are seen as the most important criteria and if promising  candidates are found who do not have a sufficiently high level of English, then the project could consider providing them with intensive 2-3 months language training locally, employing an experienced teacher or  teachers  to run it. This would provide a useful model of interactive language teaching for the trainers which they would be able to draw on when writing teaching materials and running courses later. A training plan will need to be prepared based on core and individual needs, depending on the  backgrounds and experience of those recruited. 

The core training for all could involve:

Individual Needs  

If the candidate:





Training Needs

	has lower levels of proficiency than expected
	he/she could be given an intensive language course locally  

	has no primary experience
	he/she could be given a planned programme of observation in primary schools & could attend the FE Language Arts Module for primary Diploma trainees 


Short courses or sessions could be arranged with the help of PDU and FE. For example, PDU could be asked to organize a short course on supervision and mentoring while some kind of attachment to an experienced FE or PDU trainer could be organized to raise awareness about the role of a trainer and the training process. 

Recommendations

· That two trainers are selected from each project atoll.

· That trainers are selected according to agreed criteria e.g. primary trained and experienced, originating from project atoll, high levels of language proficiency but where promising candidates meet most but not all criteria, they could be given special training to prepare them for their new role.
· That local trainers are recruited as soon as possible to allow time for language training, if needed.
· That a training plan be drawn up for each trainer which includes training in materials writing, mentoring/supervision, some awareness of their new trainer role as well as other components according to need. 

· That a sub committee of the Steering Committee be set up to finalize selection criteria, draw up job specifications and advertise for candidates as soon as possible but not later than January 2006.

Expatriate Trainers 

Under the existing project proposal, the expatriate trainers played a relatively minor role, being seen as technicians who delivered the training materials. Under the revised project proposals, the expatriate trainers have a more expanded and developmental function as follows: (See Appendix J for possible terms of reference for an expatriate trainer). It is proposed that: 


· In Phase 1,  they work as a team with local counterpart-trainers to help with the development of materials for the upgrading programme

· In phase 2, they co-ordinate and run the upgrading programmes in the atolls with their local trainer counterparts, working collaboratively and supporting them in their new training role

· In phase 3, they handover to their counterpart trainers and support and mentor them in working independently as trainers.

So they play a critical role in the training of the local trainers and thus the sustainability of the project. 

It is suggested that only two expatriate trainers are required so that, in the pilot training phase of the project (Phase 2), each would work with five local trainers (2 from each of the 5 project atolls) in one of two project atolls. In a later phase (Phase 3), they would hand over to their local counterparts who would then take up their posts in the five project atolls and run the programme themselves. The expatriate trainers would act as peripatetic mentors travelling between two or three atolls to support and mentor the local trainers.  

These posts require trainers who ideally have experience of primary and second language teaching and of training teachers which are probably difficult combinations to find in any one person.  So one option is to recruit trainers with complementary skills: one with specialist experience in second language teaching (ESL/EFL) and the other with a specialism in primary teaching plus English as a second language. During the materials writing phase, the trainers can share knowledge and support each other so that they learn from each other’s experience and build up the new knowledge that they will need as part of their job.  With regard to training experience, though it is desirable that trainers have experience as trainers, this is not essential as the project co-ordinator would aim to provide trainer training as part of the project. 

Apart from the professional qualifications and experience, the other critical attributes the trainers need are the ability to work as part of a team and the ability to live and work in a remote and conservative environment for one or more years. It requires people of some maturity and experience. Voluntary Service Overseas have a good record of providing skilled professionals for the Maldives and elsewhere, with the ability to work in difficult circumstances and so it is proposed that VSO is approached to provide volunteers for this project. It is suggested that the VSOs are recruited initially for 2 years which would enable them to work through the three phases mentioned above. In case of delays in the implementation phase, it would be useful to have the option of extending their stay if needed, to ensure that new trainers are successfully supported into their new jobs.

Recommendations

· That 2 VSO expatriate trainers are hired initially for 2 years to act as trainers and mentors for local trainers in the AEC professional development programme. 

· That trainers  with primary and second language teaching experience are recruited but if such candidates are not available, trainers with complementary skills in the specialist areas of a) primary teaching( with knowledge of ESL/EAL) and b ) foreign/second language teaching are recruited instead.
7.0. 
Project Co-ordination
As a result of the present consultancy, many changes are being proposed to ensure that the project has maximum impact and leads to sustainability. 

The major changes include:  

· involvement of  the local trainers in the materials writing and on the job training 

· involvement of the expatriate trainers in training the local trainers. 

· a collaborative model of materials development

· emphasis on developing materials in-country

· proposals for two types of programme plus new course components to develop locally e.g. Teaching through English

The new model proposed is a more developmental one but it is also more complex and less straightforward to implement. Now that the present project manager is in England, there is no-one available to oversee the project and to actually make things happen. In order to have any chance of successful implementation within the designated time frame, the project requires a full time co-ordinator. The role has organizational, management and professional dimensions as follows:


[image: image2]
Figure 2: The key roles of the project co-ordinator

This means that the co-ordinator will have:

· a clear understanding of project  goals 

· a clear sense of what needs to be done to implement the goals 

·  an ability to organize and manage people and resources so that the goals are   achieved 

· an ability to provide professional direction and facilitate the materials writing process  

· an ability to produce materials 

· an ability to facilitate the training of  the trainers 

· an ability to communicate effectively, both with the immediate project team and with others in EDC, PDU , other educational institutions and the British Council  

The project co-ordinator also needs to have the status to initiate and get things done, though with reference to the Project Director in the Maldives and Project Manager in the British Council. Ideally this should be a Maldivian but, at present, it seems that neither EDC nor PDU has anyone available, with the appropriate professional qualifications and experience, who could be released to fill such a post. It is therefore, proposed that an expatriate co-ordinator should be hired for one year to fill this post. A minimum of one year is needed to allow time to oversee the materials development, to facilitate the training of the trainers and to allow time to handover to the Maldivian Project Manager. This latter task is vital for project sustainability. The co-ordinator will also need a local counterpart so as to facilitate communications locally and to assist with project tasks. This could be seen as a further training opportunity for a local staff person in EDC or PDU. The project co-ordinator needs to start as soon as possible and not later than January 2006 so that he/she can be involved in the placement test process and so that the recruitment of local trainers can be expedited. 

Recommendations

· That a suitably qualified expatriate co-ordinator be recruited for 1 year to co-ordinate the project while the Maldivan Project Manager is on overseas training.

· That the person recruited begin work in early 2006

· That a Maldivian counterpart be identified to work with the co-ordinator to facilitate local communication and assist with the project

8.0. 
Equipment and Materials

A list of equipment to be supplied to each project AEC training centre in support of the upgrading programme has already been drawn up. However this was prepared some time ago before a needs analysis was conducted. It is clear that this is now inadequate in the light of proposals arising out of this consultancy. 

8.1. Resources for the  Trainers
One implication of the revised project proposal is that there will be a team of trainers (10 local and 2 expatriate) working in Male during Phase 1 (2006) and they will need room to work, equipment and resources. They will need a dedicated office space and a room to work and meet in. It is suggested that there should be 4 lap tops/notebooks for the use of the10 + 2 trainers during the materials writing phase. These machines could then be taken to the first two atolls for use during the pilot training phase (2 for each atoll). The project team will also need to video classrooms in order to collect material for use in developing course materials for Programme B so it is proposed that a video camera is purchased for the project use. It could be used later in the atolls during the pilot training phase and could then become the property of one of the project AECs for use during training. The materials writing team will also require reference books and software to make use of while writing and a suggested list will be supplied by the Course Designer.

8.2. Needs of AEC Training Centres 

With regard to Phase 2 (Pilot Training ), only 1 computer plus one laptop are  proposed for each AEC training centre whereas at least 4-5 will additionally be needed for participant use, along with headphones so that participants can be encouraged to work independently and to make use of  the excellent  software /CD-rom practice material available e.g. British Council Learn English.  Participants need to have access to a range of software e.g. videos, DVD discs, CDs, tapes so that they can continue with their learning, independently, outside of class contact time including the weekends. To enable use of these, they will need at least 10 CD layers or walkmans/discmans and some tape recorders so that several participants can listen at the same time to a tape or CD to improve their listening or pronunciation skills. Headsets are needed for the video so that participants can listen to video materials without disturbing others. 

In addition to equipment, reference materials and course books will be needed in support of the course. If it is decided to adopt a published course book for the General English Upgrading course, class sets (35) of the textbooks will be required. A range of suitable reading materials, both fiction and non fiction, reference material e.dictionaries, grammar books, encyclopedias, teacher reference books  are needed to promote  reading for  information and pleasure.  It might also be motivating to give a dictionary and CD rom to each Programme A participant which they could keep after the course to encourage language maintenance. If it is decided to purchase a set of course books, publishers could be approached to see if any dictionary sets could be donated free for promotional purposes.

Display cabinets, additional shelving and secure cabinets will also be needed to accommodate the books and keep equipment safe. In addition, the trainers based in the AECs will need equipment and materials to prepare self access materials e.g. a laminating machine, a guillotine, poster paper, card etc and to enable participants to prepare materials for teaching practice. 

At this stage, it is difficult to know the exact requirements until the materials writing phase gets underway and more detailed planning is carried out. However, project staff could draw up a revised but interim list so that an estimate could be made of the budget needed. Some savings could be made in AECS where UNICEF plans to setup Training Resource Centres as it seems that there is likely to be some duplication in the proposed equipment being ordered under both projects.

Recommendations

· That the current equipment list is revised to take account of additional equipment, materials and books required in the revised project proposal.

· That a list of equipment and material required immediately to support  Phase 1 ( Materials Writing ) is prepared by early January 2006.  

· That a revised equipment list for the rest of the project be prepared by mid 2006 to reflect the needs of setting up the AECs as training centres.
· That dedicated office space and a meeting room for the training team are provided for the 12 trainers. 

· That there is liaison with the UNICEF TRC project so that some savings could be made on equipment which both projects were planning to order for the 5 project AECS e.g. DVD player, scanner, video etc.
9.0. 
Revised Schedule and Activity Sheet 

Due to delays in the project and the proposed revisions to the project proposal, the original timeframes and activities need adjusting. A suggested revised schedule and list of activities is attached in Appendix K but it is proposed that the project co-ordinator helps to finalize this together with the planning unit of the MOE. The suggested times are indicative as it is not clear how long the materials design will take and until the programme structure and timings  have been finalized, it is not clear how long it will take to pilot both programmes.  

The project can now be viewed in 3 main phases as follows:

Phase 1 (2005-2006): Materials Development Phase

The main aims of this phase are to design the syllabuses, produce the materials, finalize the programmes and begin the process of training the trainers

Phase 2 (Late 2006-2007): Pilot Training Phase in 2 atolls 

The main aims of this phase are to pilot the new programmes/ courses and to induct the local trainers into their new roles 

Phase 3(2008) Project Implementation in 5 project atolls

The aims of this phase are to implement the revised programmes across all the five project atolls, to support the 10 trainers in doing so and to evaluate the impact of the project.    

Recommendations

· That the project be divided into 3 main phases as follows: 

· Phase 1( 2005-2006) Materials Development Phase

· Phase 2 (2006-2007): Pilot Training Phase

· Phase 3: (2007-8) Project Implementation & Review Phase

· That a revised activity sheet and Gatt chart are drawn up by the Project Co-ordinator and Planning section of the Ministry of Education. 

10.0. 

Project Sustainability 

The expected outcomes from this project are as follows: 

1. Human Resource capacity upgraded in EDC on project management and INSET program and material development.

2. An in-service training program is developed to offer credit bearing certification.

3. Five AECs are strengthened by the end of the project in terms of materials and capacity building.

4. Teachers in the project atolls are trained to be competent in both their teaching methodology and their ability to deliver the national curriculum in English language
In order to ensure that  the systems and professional capacities/skills  developed  through the project are maintained and do not collapse or degrade once the project has finished,  it is vital to consider how to promote sustainability.  

This will be discussed below in relation to Human Resources, Institutional and Physical Resources and some suggestions made with regard to ways of ensuring sustainability.

10.1 Human Resources
Teachers 

Once teachers are trained and return to their schools, the new ideas and skills may in time be lost unless they are supported and encouraged professionally. The following are some ways that head teachers and supervisors can provide support:

· show interest in what newly trained teachers have learned/acquired on the course 

· encourage them  to  try out new ideas 

· offer constructive  feedback 

· create specific opportunities within the school for them to share ideas with other teachers

· encourage newly trained teachers to co-plan and team teach so that they support each other

In order to ensure that  head teachers and supervisors are willing and able to support teachers in the suggested ways, short orientation courses need to be organized in each project atoll by the project trainers to brief head teachers about the aims of the training courses, the content and expected outcomes. Mini demonstrations or examples of the type of training they have received can be shown to head teachers and they can be given some guidelines            (containing practical examples) on how to support teachers trained by the project.

Teachers also need to be encouraged to take responsibility for their own on-going development but this will not work if systems and resources are not in place to support them, and there is a lack of opportunities for teachers   to advance their careers. It is highly unlikely at present that atoll primary school teachers will have access to email for keeping up with other teachers after training. However, an atoll teacher primary newsletter organized by the project trainers would be a way for teachers to share ideas about activities they had developed post training or about problems they had faced and how they overcome them. Trainers could be responsible for collecting ideas from teachers and preparing and publishing such newsletters. This would be one way in which such teachers could keep in touch, maybe 4 times a year. Trainers could also organize sharing sessions among teachers from cluster schools (groups of schools close together) on regular occasions. Professional development programmes on educational TV and radio are also another way of keeping up teachers’ interests (see below)

Supervisors

Supervisors need to be included in the training programmes so that their own skills are enhanced; they understand the aims of the programmes and so can better support teachers who have completed their training.  Some supervisors e.g. Divehi -medium are ill equipped to help teachers at present, particularly those teaching through the medium of English. It is likely DM supervisors will have to attend both (Programme A content upgrading) and Programme B. while those with appropriate language skills can join Programme B. It is important to ensure that a supervisor is chosen from each school along with 2 or 3 teachers so that they will be ready to support them on return.  If schools do not have a supervisor, then one of the recently trained teachers can be designated as a key teacher in his/her school when they return and encouraged to form a support network among teachers who have received training. Project trainers could prepare some guidelines to give to key teachers and supervisors when they return to their schools with suggestions on how to support teachers or how to set up support networks within the school or with neighbouring schools. 

Recommendations

· That teachers trained within the project are supported by head teachers and supervisors when they return to their schools to encourage professional motivation and skill maintenance.
· That head teachers are given a short orientation course by the AEC project trainers which informs them about the training and advises them on how  to provide support to teachers trained by the project.
· That primary supervisors from all project atoll schools are included in the training programme so that their skills are enhanced and they  can offer better support to teachers post training. 

· That project atoll trainers prepare guidelines for supervisors or key teachers trained by the project on how to support teachers and to set up support networks to encourage professional sharing.
Trainers 

Once the project ceases and the expatriate trainers leave, it is not clear how the trainers will be supported or encouraged to maintain their own professional development. There is a danger that they will be forgotten and that once the stimulus of the project is removed, they will succumb to a culture of institutional apathy or move into a ‘comfort zone’ of least exertion. It is important that a system for encouraging on-going professional development is put in place by the Project Manager/PDU.  For example, project trainers could be encouraged to form a network so that they share ideas/problems by email. They could run a project teacher newsletter which includes examples of ‘good practice’ and   teaching ideas collected from teachers trained by them and they could be responsible for preparing teaching material e.g. activities  to put on the proposed project website. They could also be encouraged to take a further training course e.g. B.Ed in Primary Teaching or the PDU supervision and mentoring course. The project manager or PDU could provide periodic staff reviews for the trainers where advice could be offered or support provided for further professional development. 

Some thought also needs to be given to the trainers’ roles once all the atoll teachers have received training under the current project. It is important to ensure that the training function of AECs is institutionalized and that trainers’ jobs are made permanent.  Their roles are likely to change in the future as they move from running full time courses to more varied work including responding to teachers’ needs on a school by school basis which means more travel around the atoll. This more responsive role will require resources to support travel.

Recommendations

· That PDU/ Project manager set up a system for supporting trainers’ professional development after the project which could include: periodic staff reviews, further training, establishing a trainer email network, getting trainers to produce a  teacher newsletter for atoll teachers so as to disseminate good practice, getting trainers to maintain a website for teachers, getting trainers to facilitate sharing sessions among teachers from a school cluster (among a set of neighbouring schools)

· That trainers need to be confirmed in their jobs in the AECs and resources and a budget made available to support them in their changing roles, post project.

10.2. Physical / Institutional Resources
Maintaining English language and methodology skills

One dilemma for primary atoll teachers is how to maintain their English language and methodology skills after their courses. So it is important that the project trains teachers to study independently but it is equally important that the Project manager/PDU identify and organize specific resources or set up systems to be available after the project which can provide support for atoll teachers after their training.

All teachers could be provided with dictionaries and English language practice software in the form of CDs at little cost during the project. However, PDU would need to ensure that each school in the project atoll had a CD player which teachers could borrow. Some teachers do have access to TV, video and radio at home and need to be encouraged to listen to English language programmes. One possibility is to make more use of educational broadcasting, for example, to create a ‘Learn English’ programme with different levels, aimed at an atoll audience. In terms of professional support, a TV programme aimed at primary teachers could be created which focused on teaching through English and contained examples of ‘good’ English medium primary teaching in the atolls and Male, with a voice –over commentary and reflections by the teachers on their lessons. This type of programme is now being widely used in China as a way of reaching large numbers of teachers. 

There may also be a need to create deliberate incentives for encouraging English language maintenance since there are no real reasons for teachers to use English out of school, perhaps through creating intra-atoll competitions among primary teachers in story telling or story writing in English and Divehi and quizzes. Teachers based near AECs should be encouraged to use the internet, perhaps through allocating specific times when it is available for primary teachers based nearby so they can get access to web –based resources at the AEC.  During the training courses, it is important to ensure that they are introduced to some of the web materials available for teaching English so that when the opportunity arises, they know how to access them.   

A project website for teachers could be set up but would need approval and support from the Ministry of Education since it will require a recurrent budget to maintain the site. Project trainers could be trained to maintain the site and put on teaching ideas/activities and downloadable worksheets created by trainers and primary teachers. This would be accessible mainly by teachers based in AECs initially but as more islands get a connection, it could become a more important resource in the longer term. For the immediate future, educational broadcasting is probably more readily accessible by the majority of teachers.    

Recommendations

· That the Project manager/PDU make available resources and/or set up systems in the atolls to enable teachers to maintain the skills developed during training as follows:

· arrange for all teachers to have access to CDs or tape recorders in their schools

· arrange for AECs to provide internet access to local  primary teachers at scheduled times

· commission educational TV or radio programmes through media services to support teacher professional development and/or programmes for learning English.

· set up a project website for teachers with practical ideas and worksheets and train some  of the project trainers to maintain it 

· arrange intra-atoll and inter-atoll competitions to encourage 

language maintenance e.g. story writing/telling competitions, quizzes in English and Divehi

.   

10.3. Programme & Course Development: widening access

As a result of the project, PDU will hopefully have two accredited programmes and a number of courses that it can make use of in other atolls.  For example, it can use the English language course materials as part of its Content Upgrading Programme in other atolls so helping to extend project coverage. 

The project will also have trained 10 local trainers, some of whom, could help to train other trainers to run similar programmes in other atolls. This may be best done ‘ on the job’ so that trainee trainers from other atolls spend a year shadowing the project trainers. This proposal would help to extend project coverage but would also promote project trainers’ further professional development.
Recommendations

· That PDU make use of courses and materials developed from this project in their own programmes in other atolls so as to extend project coverage. 

· That the Ministry of Education use the project trainers to assist in training other trainers from other atolls. 

Concluding Comments 

This project was created to address a major barrier to atoll children’s success at school:  the failure of the school system to enable children to learn English to the level required to participate in primary school education and to take advantage of secondary and higher level education (Tribble 2002 ibid). 

On the one hand, there are low levels of English language competence among pupils and teachers in the atolls with the consequent effect on GCE exam results. On the other hand, there is a lack of opportunity for training and professional development in the atolls which would help teachers to maintain their professional skills and/or seek to upgrade them so as to address the problems identified above.  So there are both teacher and institutional needs which this project seeks to address. This consultancy has found clear evidence of need. 

However, the existing project proposal while clearly identifying the needs seems to have taken insufficient account of the local complexities and of the professional and practical challenges involved in implementing the project. There also seems to have been a lack of  shared  agreement and understanding  between those responsible for running the project on the Maldivian side  and the British Council about how to co-ordinate and run the project on a daily basis which has led to some delay. However, the consultant wishes to acknowledge the very useful preparatory work already carried out by the Project Manager which she became aware of only on reaching the Maldives. 

The major focus of the existing proposal has been on the products or outcomes to be achieved while the means of achieving these have been given less attention. The three main problems identified with the current proposal are the lack of involvement of local staff, the under-estimate of the time needed to prepare the materials and the lack of overall co-ordination while the project manager is away. The present report suggests revisions to the current model so that it is more developmental by emphasizing local capacity building and sustainability. It also takes account of the practicalities of implementation by highlighting the need for overall professional co-ordination to ensure that things happen. It is also more realistic about the time needed for achieving goals. However, the disadvantages of the revised project proposal are firstly it will cost more,  and some aspects of it may need more time e.g. materials development. 

Nevertheless, it can be argued that the extra cost and time are worth it if, at the end of the project, the project AECs have the capacity to run training courses, a cadre of  motivated skilled trainers have been developed and a set of courses have been produced for future use. 
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