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partnership with:
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Financia support has been provided for three years by the British Department for
International Development (DFID).

MUSTER isfocused on generating new understandings of teacher education before, during
and after the point of initid qualification as ateacher. Its concerns include exploring how
new teachers are identified and sdected for training programmes, how they acquire the skills
they need to teach effectively, and how they experience training and induction into the
teaching profession. The research includes analytical concerns with the structure and
organisation of teacher education, the form and substance of teacher education curriculum,
the identity, roles and cultural experience of trainee teachers, and the costs and probable
benfits of different types of initid teacher training.

MUSTER is designed to provide opportunities to build research and evauation capacity in
teacher education in developing countries through active engagement with the research
process from design, through data collection, to analysis and joint publication. Principa
researchers lead teams in each country and are supported by three Sussex faculty and three
graduate researchers.

This series of discussion papers has been created to provide an early opportunity to share
output from sub-studies generated within MUSTER for comment and congtructive criticism.
Each paper takes a theme within or across countries and offers aview of work in progress.
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ABSTRACT

The cods of teacher education in many developing countries' arise from historically
established patterns of organisation and budgeting, which have their origins in colonia
history. Costs per qudified and employed teacher can be high, the quality of teacher training
iswidely contested, and many of the assumptions that underpin common modds of ddivery
are open to question. Uncertain proportions of those trained obtain teaching jobs; in some
cases the match between training and job placement is weak with teachers teaching at
different levels or in different subject aress to those for which they were trained; in other
Stuations the average length of teachers careers may be shortening with implications for the
nature of gopropriate investment in training.

Providing basic schooling universdly in the wake of the commitments made a the World
Conference on Education for All (WCEFA) has resulted in rgpidly expanding enrolments of
primary age children throughout Sub-Saharan Africa. This conference resulted in most
governments developing nationd plans to ensure a least Sx years, and often nine or more
years of schooling (Colclough with Lewin 1993). Unlike previous attempts by the UN
agencies to promote targets related to primary education, WCEFA included explicit
concerns for quality and achievement alongside enrolment targets. Increased enrolment was
to be accompanied by investment to improve learning outcomes (WCEFA 1990:30).

These developments have created unprecedented demands for the training of teachers.
Many of the poorest countries with low enrolment rates have high proportions of untrained
teachers (UNESCO 1997:26). This is particularly a problem in Sub-Saharan Africa. In
much of Asia demographic trangtion and other changes associated with developmernt have
reduced the demand for new teachers, though it remains the case that many teachers are
untrained, especialy in South Asa (Lewin 1998). If qudity is to be improved the needs of
untrained teachers for professonad development must be met. In addition in many African
countries new teachers are needed to meet the demands of enrolment growth to universal
levels. Thus the capacity of exiding systems of teacher education is chalenged to meet high
levels of demand in the short term and new needs arising from an emphads on effective
learning which links the competencies of teachers with the capabilities of pupils. This has
placed pressures on the financing of teacher education, which invite reflection on cost-
effectiveness, internd efficiency and the value for money provided by different methods of
Odivery.

The purpose of this paper isto share some preliminary thoughts on cost and resource issues®
related to the training of teachers. It anticipates a programme of empiricaly based research

! This paper uses the devel oping countries as a general term for countries which have a cluster of
largely economic indicators which suggest relatively low levels of income per capita, a preponderance of
non-industrialised economic activity, and which have lower ranks on the UNDP HDI indicator. It does
not imply homogeneity in other attributes.

% Costs are used in ageneral sense in this paper to include all the physical and human resources that
need to be mobilised.



which is being developed at Sussex as part of the Multi-Site Teacher Education Project?. It
is therefore exploratory rather than designed to report findings which may emerge from the
data that will be collected.

The paper has afocus on patterns of education and training which lead to initia qualificatiort
snce thisis where mogt investment is concentrated in most systems. The first section outlines
some core issues and discusses a number of concerns which contextuaise the subsequent
arguments. The second section provides an overview of common festures of conventiond

patterns of teacher education and draws attention to a range of consegquences relevant to
resource utilisation. The third section raises some methodologicd issues. The fourth section
explores the analyss of cogts and identifies mgor categories. Section five develops a
framework of questions before, during and after core training experiences. These are
summarised in Appendix 1. Section Sx summarises some aternative organisationd patterns
and draws dtention to the range of options available and is followed by some concluding

remarks.

% The Multi-Site Teacher Education Research (MUSTER) project is support by the Department for
International Development of the British Government through athree year grant. It is based at the
Centrefor International Education, University of Sussex, and is directed by Keith Lewin, David
Stephens and Janet Stuart.

* For convenience and to make the arguments manageabl e this paper is focused on the point of initial
qualification; many of the issues raised extend to other types of training for teachers.



1. INTRODUCTION

There are many good reasons to be concerned about the costs of teacher training in
developing countries. The most important appear to revolve around the following
observations and issues.

Fird, teacher training can be surprisngly expensve. Orthodox, pre-career full-time
resdentid training in some countries has cogs per sudent which can average severd times
the cogts of conventiond higher education. This may arise as a result of many factors
including the length of training, the amal sze of training indtitutions, low pupil-teacher ratios,
inefficient working practices, and historic budgeting largely unrelated to enrolments. If
teacher training is comparatively expendve, and if demand for newly trained teachersis high
(as aresult of enrolment expanson), Smple expanson of existing modes of training may be
unredigtic. Even if this is not true, high costs per student need judtification. The pressures
created by auderity in those countries suffering from recesson add to the needs to
reconsder patterns of educationd investment during economic downswings (Lewin 1987).

Second, in many developing countries there are concerns about the quality of new teachers
and the need to qudify the untrained. Where criticiams are vdid, and the content and
pedagogy of training need to change to increase the probability of newly trained teachers
possessing appropriate competencies, innovations need to ke planned which are costed
agang sustainable budgets which can dlam to provide vaue for public funds.

Third, and closdly related, where the qudity of the intake to initid teacher training islow and
expanson is anticipated, it may be necessary to re-profile not only content and pedagogy,
but dso the organisation and modes of ddivery of training to cope with trainees who have
different characteristics and wesker basic skills than those who entered training in the past.

Fourth, many training systems have their origins in colonid practice. What may once have
been rationd may no longer meet new needs and resource congraints. Systems based on
conventiond training colleges may have been unduly influenced by colonid adminisirations
and exogenous influence and advice provided by those who have sponsored their
development. In many countries the training college sector has received sustained support
from private and public donors of one kind or another based on a variety of mixed motives.
As needs are increasngly identified a a nationd leve, qudified teachers become more
mobile, and much of the costs of expansion are borne publicly, it istimely to review practice
and resource dlocation.

Fifth, studies of the comparative costs and benefits of different methods of training teachers
are not readily avalable in most developing countries. Decisons on modes of training are
therefore often made on grounds which are largey independent of these kinds of
congderations. It is not that cost and cost-effectiveness data should or could be the main
basis for policy. It is amply that without considered judgement of what is known of cogts
and bendfitsit is unlikely that the best use will be made of public invesmen.



To avoid the misunderstandings that are sometimes associated with economic andysis of
educationd development issues, anumber of observations are relevant.

Firg, it should be clear from the outset that the training of teachers is both desirable and
necessary. It is obvious that an appropriate level of mastery of content and concepts is a
pre-requiste to the ability to share competencies with learners whether in language,
mathematics, science or higtory. It is aso sdlf-evident that intuition and experience are not in
themsdves efficient ways of acquiring skills of effective teaching which are the common
property of those who have trodden the pathway successfully before. It would be perverse
to argue that it is advantageous to be unaware of established theories of cognition, common
errors of reasoning amongst children of different ages, or tried and tested methods of
learning to read. Such things can be understood and trandated into learning and teaching
drategies through systematic learning and organised experience more efficiently than in other
ways.

Second, though training teachersisin principle atractive this does not mean that dl methods
are equally effective. Nor does it mean that what may have been satisfactory in the past will

be s0 in the future. Belief in the efficacy of a method is probably a necessary condition for its
successful redlisation; it is not sufficient. Assertion and advocacy need to be buttressed by
evidence that desired competencies are actudly achieved by trainees who are able to deploy
these in red leaning and teaching environments. In arationa world it ought to be possible, at
least a the level of judgement backed by systematic data, to separate out the more and the
less cogly and effective gpproaches to training, given defined gods, in order to assst

choices that have to be made where resources are constrained.

Third, there are obvious pitfals in believing that an initid qudification to teach represents an
end point in the acquigition of competence and guarantees its manifestation in practice.

Certifying dl teachers o that none are formally untrained is a desirable god but is insufficient
to guarantee improved teaching qudity in schools. Initid qudifications are literdly what they
present themsalves as - confirmation of the minimum leves of competence which jugtify a
public “licence to teach”. They can hardly be based on competencies possessed by average
and above average members of the professon established in mid-career. This is why the
bdlief that initid training is sufficient to certify teachers for the whole of their working lifetimes
has been overtaken by widespread recognition of the importance of continuing professond

development spread over a career. The underlying point is that investment in the
development of a teacher’s competencies can and should be seen as a continuous process
that follows initid qudification with support which consolidates newly acquired skills,
encourages reflection and sdf-criticiam, and provides opportunities to move to higher levels
of competence. Models of invesment in traning which are heavily front-loaded (i.e. dl the
investment is pre-career), asis the case with conventional pre-service training, begin to seem
lessand less attractive.

Fourth, making connections between costs and resources, and policy on training teechers, is
uncomfortable and often unfamiliar to many of those involved in the training process. This
may be because training inditutions distance faculty from decisons on the dlocation of



resources, because trainers may be predisposed to think in terms of what is desirable rather
more than what is feasible and sustainable in terms of resources, and because cadres of
trainers may well have sectiond interests that vaue the sdf-interest of their professon over
the interests of those who are trained. None of this detracts from the fact that training is
resource-congrained and, where it is a public activity, it should be accountable for the
resources it consumes, which might otherwise be alocated to different purposes that might
have more effect on learning and teaching outcomes for school pupils.



2. SOME COMMON APPROACHESTO INITIAL TEACHER
EDUCATION

There are many different modes of teacher education and severd ways of developing
typologies. For the purposes of this paper a smple ided-typica schema has been
developed® that differentiates four main pathway's to becoming a quaified teacher. These are
encepsulated as.

1. Full-time certificate/diploma/undergraduate college-based training in purpose- built
inditutions usudly lasting for 3to 4 years

2. Full-time postgraduate training in higher education ingtitutions subsequent to the
acquisition of adegree level award

3. Apprenticeship modes based on service in school with in-service support leading
to certification as aqudified teacher.

4. Direct entry as teachers without training who are subsequently certified
Table 1 offers some familiar distinguishing fegtures of each approach in terms of duration,

entry, curriculum, teaching practice, teaching methods, certification and probable costs per
student.

® This schema s most applicable to Anglophone countries; Franco-phone and Lusophone countries
have different patterns..



Table 1: An ldeal Typical Typology of Initial Teacher Education Programmes

Description Duration | Entry Curriculum Teaching Teaching Certification | Costs per
Practice Styles student
Typel
2-4 years | Junior or | Subject Block Lectures, Written Relativel
College full-time | senior upgrading, practice small exams, y high
certificate residentia | secondary | subject 4-12 weeks | group school
Diploma | school methods, work, use | practice
B.Ed leavers professional of reports,
studies specialist projects or
facilities special
studies
Type 2
1-2 year | University | Subject Block Lectures, Written Relativel
University full-time degree methods, practice small exams, y  high
Post residentia professional | 2-10 weeks | group school but for
Graduate | after studies work, use | practice shorter
Certificate of | first of reports, duration
Education degree specialist projects or
facilities special
studies
Type3
In-Service 1-5 years | Post- Subject Teaching Residential | Written High or
and  Post- | part-time | experience | upgrading, in schools | lectures/ exams, low
Service residentia | as subject in normal | workshops | school or | dependin
Up-grading | and/or | temporary methods, employmen | of varying | inspectors g on
for initial | non- or professional | t duration, reports duration
qualification | residentia | untrained studies self-study, and
I teachers distance intensity
learning of
contact
with
tutors
Type4
Direct entry | 0-2 years | Senior None, or | Teaching Apprentice | Inspection, Low
probation | secondary, | supervised in schools | - ship school
College or induction in normal reports
University employmen

t

This amplified typology cannot reflect the many detailed variations on the characteridics
identified for each Type. Thus it is not uncommon for Type 1 programmes to have different
characterigtics depending on the level of entry. It is dso the case that in some systems
students graduate from certificate, through diplomato degree programmes over an extended
period interspersed with teaching in schools. Degree level B.Ed programmes may or may
not have additional Honours years dependent on completion of the basic qudification.

University-based B.Eds may have different entry criteria and curricula to college-based
programmes. Curricula may trest academic and subject-based courses concurrently in each
year or more sequentidly with a shifting emphasis as the course proceeds. Type 2 courses
probably have less variation. Nevertheless their duration is not standard, the mix of curricula




requirements varies widdy especidly in relation to teaching practice, and they may be
offered part-time and non-resdentialy.

Type 3 arrangements can be found de facto or de jure in asubstantid number of countries.
It is not uncommon for large proportions of those accepted for initid training to have
experience as untrained teachers. They may aso have taken part in in-service programmes
and will have received more or less systematic induction into teaching from thase with whom
they work. This is important. It means that those who enter initid training may areedy be
familiar with the classroom environment, and schools as organisations. It is dso likely to be
true that they have acquired teaching styles, pedagogic dispositions, and beliefs about pupils
learning and the nature of the subjects they teach which reflect those commonly held by their
teacher colleagues. These may or may not resonate with the teacher education curriculum
and its redisation. What has been learned may need to be (at least partidly) unlearned or
developed in different ways than might be the case with inexperienced school leavers. It
certainly has implications for the nature, vaue and extent of periods of school practice in
professond training. These issues are obvioudy relevant to Type 3 training and are dso
germane for Type 1 and 2 programmes where a dgnificant proportion of the entry have
prior school experience.

Type 4 patterns are those closest to apprenticeship. Graduates, or those with sub-degree
qudifications are dlowed to enter teaching by virtue of thar find academic qudification. In
some cases this is sufficient to teach indefinitely; in others a probationary period has to be
completed successfully. The possibilities are very wide. Induction may be sysematicaly
supported and monitored or may depend on informa arrangements with minima reporting.
Prior experience may or may not be recognised. Higher levels of qudification may be
accepted in lieu of training. Sufficiently long service may result in recognition as a qudified
teacher.

Another important festure of initid teacher qudification systems, which carries cost and

resource implications which cannot be smply captured in the typology, concerns the rubrics
which define different levels of qudification. These are usudly linked to conditions of service
and sdary scaes determined by public service commissions or Smilar bodies. This is a
complex area Teachers sdaries are often determined by the highest level of academic
qudification and the level of training certificates. Entry onto one scale or another influences
earnings over long periods independent of performance. Once on a scde, seniority is
generdly the basis for increments. This means that the point of entry is of great significance.
It can and does create pressures for would-be teachers to pursue the highest leves of

academic qudification and training before career entry, or to focus on up-grading after
experience. It can mean fully qudified and trained teachers have experienced between 5 and
10 years of forma education and training beyond the school leaving age. In countries where
primary and secondary school teachers are on different sdary scales independent of
academic qudification and training, it may mean that disproportionate numbers of those who
are primary trained rapidly gravitate to secondary school posts.

A further observation is of interest. It has become fashionable in some countries with along
history of college-based teacher education to argue the merits of an increased emphasis on



school-based training.  In England this has resulted in mandatory guiddines that require
partnerships between training indtitutions and schools and the dlocation of substantia
amounts of training resources to participating schools. In exchange for resources that may
exceed those dlocated to the training inditution, schools play a centrd role in the initid
traning curriculum.

In many developing countries school-based training is in redity the default method of
training. As noted above, trainees have often cut their teeth as untrained teachers. Their
largdy informd training takes place as an ungructured and unrecognised gpprenticeship.
Some countries deliberately provide school experience through on-the-job training before
admisson to training programmes (eg. Trinidad). These programmes can be used to filter
and select trainees.,

Proponents of more school-based training strategies argue the advantages of initid training
close to the chalk face focused on basic skills and competencies modelled by practitioners
close to the redities of effective learning and teaching. They contest the ability of
conventiond college-based training to provide relevant and contextuaised professond
learning. Depending on how school-based training is costed this may have some economic
atractions. Trainee teachers contribute teaching time to schools a low cogt, teacher mentors
may be chegper per unit of tutoring than college daff, and if trainee teachers are more
competent at the point of initid qudification than would otherwise be the case, cost-
effectiveness will be increased.

A brief historical digresson may be of interest to some readers as it illustrates that recent
fashions in education usudly have their precursors in previous practice. Various forms of
school-based teacher training have a long higtory. In the 1930s a lively debate took place
between the proponents of the system used at the Ingtitute of Education, London, and that
used a Oxford (Dixon 1986:14). At the London Ingtitute teaching practice involved a
preiminary 3-4 week period in schools.

As a means of turning back, before it is too late, young people who seem plainly
unfitted to the teaching profession and ought not to prepare for it a public expense.

Subsequently students spent two days a week in school and the remainder of their time at
the Inditute (they thus did not undertake block teaching practice). Tutors were pad to
supervise sudents in school and aso gave tutorids in the Inditute, for which they were paid
about one-third of alecturer’s sdlary.

This gpproach had many of the dements of school-focused training intended to link college
and school-based experience in a continuous dialogue. It was contrasted with the orthodoxy
of block practice which the Univeraty of Oxford used. At a meeting of the universty
departments of education and the Headmistresses' Association the issues were debated in
1938. London defended its system, which required students to spend at least 60 days in
school on teaching practice, extending over the school, not the universty, term. The
advantages were said to be that theory and practice could be welded together and methods
tutors were specificaly invited to ensure their lectures addressed problems of presentation,



classroom management and teaching craft skills. In contrast Oxford representatives argued
that block practice gave students early responshility for learning, and integrated student-
teachers into schoal life where they could develop skills systematicdly. The conservatism
that thisimplied - students would adopt existing practice rather than experiment with new
ones - was criticised by London tutors. Subsequently, Oxford adopted school-based
internship models as did many other inditutions in the UK, sometimes apparently reinventing
practice with along history (Mclntyre 1990).

The higtorical record dso reminds us that the mgor eements of the teacher education
curriculum are long standing. The London Ingtitute' s Teaching Diploma examination in the
1930s required successful performancein:

- Principles of Education, Methods of Teaching,

- Elementary Psychology and Hygiene, The English Education Sysem

- Orne of: Higory of Education, Comparative Education, Further Educationa
Psychology.

Successful practice teaching in a school was the find requirement. Term essays were
included in the assessment dong with the closed book written examination papers for the
Diploma. Further Educationd Psychology included a course in vocationd testing and
guidance for an extra fee (!). In this sysem students had persond tutors who conducted
weekly seminars and arranged demondration lessons. They dso advised on persond
matters not otherwise referred to the Warden or the Advisor to Oversea (Sc) Students. A
“Colonia Coursg” was run as a variant on the Diploma for those preparing for teaching or
educationd adminigration in the colonies which included core courses from the Diplomaand
gpecid inputs in compardive education and the teaching of English to “non-Western”

peoples.

Much could be said about the attractions, disadvantages and necessary antecedents for
effective school-based training. Not lea, it is plausble that the advantages are more than
counter-baanced by possble problems. These include difficulties arigng from locating a
sufficient number of partnership schools where good practice is abundant, mentor teachers
ae willing and avaladle to tran new teachers, and where the cogts of adequate
infrastructure support (e.g. advisory vidts, training of mentors, monitoring of standards and
assessment of competencies) are not excessve. It was implied earlier that many of the
normative conventions of teacher training can trace their origins back to once rationa
practices elsawhere - the familiar curriculum of the London Inditute in the 1930s is an
admittedly fragile illugtration of the extent to which this might be the case.

In summary, this section has drawn attention to the range of common peatterns of initia
teacher qudification. It has highlighted some important feetures that may be sgnificant in
responding to new needs and the changing qudities of trainees in many developing country
traning sysems. Specificdly atention is dravn to the fact tha many tranees have
experience of learning and teaching on entry to training programmes. It is likely that these
students will have established patterns of working and grounded (if possibly naive) theories
of learning and teaching, which may or may not match with the presumptions of training

10



curricula Issues, which relae to the content and length of training, are aso flagged.
Normative practices and bureaucratic regulation seem to have been at least as important as
congderations of professond competence in making decisons on the teacher education
curriculum and its length. Ladtly it is suggested, using school-based training as an illudtration,
that many proposed innovationsin initid education may have antecedents which invite further
andyds, epecidly if the norms which currently exist in many countries derive directly or
indirectly from them through processes of higtorical (colonia) transfer or through
contemporary diffusion by the diaspora of teacher educators.

11



3. SOME METHODOLOGICAL ISSUES

There are methodological reasons why exploring the alocation and utilisation of resources to
teacher educetion is difficult. Establishing the codts of different teaching and materid inputs
to training appears to be the easest part. In sysems where initial teacher education and
certification is undertaken in training colleges which have training as their main function, it
should be rdatively straightforward to establish the cost per student successfully trained.
This may be more difficult where initid teacher education is provided dongsde other
activities - eg. large-scale in-service support - or where severd modes of training co-exist
in the same indtitution (e.g. PGCE, B.Ed) and share staff and other resources. It may dso be
complicated where distance education programmes exi< if these share an infrastructure that
ddiversarange of courses. But it should still be possible to separate out cogts attributable to
initid training a least to the point where there is a good enough gpproximation sufficient to

guide palicy.

More difficult is to decide how to treat cods that arise from contributions that student-
teachers may make to teaching. If they undertake a substantid amount of teaching during
training they contribute to the cost of providing an adequate number of teachers. If they
were not in the system more teachers would have to be provided for the same levels of
pupil-teacher ratios.

It is ds0 problematic to include the costs of sdaries, which are paid in full to trainees in
some systems during full-time training. These teachers may or may not be replaced in the
schoals in which they are employed. In principle the teaching they are not doing has to be
covered, but it may not be.

Notwithstanding these problems it is redidic to atempt to discover what costs are
asociated with different modes of ddivery, how they have been changing, and what will be
the budgetary implications of an expanson or reduction in any paticular mode. This is
needed in any medium term planning which aspires to place qudified teechers in front of dl
classes within a defined time period. In some cases this may indicate that the ambition
cannot be redised using existing modes of training designed for different circumstances. If
S0, aternative modes need to be considered which are cost-sustainable and likdly to be at
least as effective.

The andyticd difficulties associated with measurements and judgements of the effectiveness
of training are congderable. Most studies which attempt this ether assess the extent to
which training programmes change trainees in relation to subject competence and/or
professond skills, or they focus on the degree to which trained teachers are more effective
in the classsoom than those who are not trained. Linking these two perspectives - to
edtablish whether those who are trained acquire relevant competencies, subsequently
trandfer these to classroom teaching, and as a result their pupils learn more effectively - is
very ambitious. What appears smple in principle is very complex to research in redity as
others have noted (Tatto, Nielson, Cummings, Kularatna, and Dharmadasa 1991.7).

12



A brief reminder of some of the problems crestes the following incomplete list. School

effectiveness research indicates how important school effects may be on achievement
independent of individud gtaff attributes. Pupils achievement generdly cannot be viewed as
the outcome of individua teachers competencies since pupils may experience severd
teachers. Teachers effectiveness is unlikely to be independent of who is taught under which
circumstances, and out-of-school factors may vary in importance between pupils, classes,
schools and subjects.

Given this mosaic of problems the question is how to proceed? With the luxury of offering

possibilities for discussion rather than conclusions to a process, | offer some idess to create
the beginnings of aframework for empirical enquiry in the next sections.

13



4. ANALYSING COSTS

There are two obvious ways to begin to explore costs and subsequently effectiveness. The
first focuses on different types of costs (or more generdly resource issues). The second
seeks to unpack the training pathway to minimum competence for a publicly licensed teacher
into three domains - before, during and after the core training experience. This section
addresses the first focus.

First, some generd observations. At a macro leve the main cost drivers related to tescher
traning sysems are sdf-evident and can be separated into recurrent sdary and non-sdary
costs® and into fixed and variable costs.

Recurrent sdary costs arise from teaching faculty and support staff (which include non
teaching adminigtrators and service personnd). The codts of training in full-time inditutions
will normdly be most heavily influenced by sdary costs which will typicaly account for
between 50% and 90% of al recurrent costs per trainee in post-schoal training inditutions.
The digtribution between teaching and non-teaching salary costs can vary over awide range
- it is possble to find inditutions where non-teaching salary costs may exceed those of
teaching salaries per trainee, especially where training is resdentid.

In principleit is easy to identify factors that will tend to increase sdary costs and those which
will reduce them. Low sudent-gaff ratios (10:1 or less?) will inflate cogts, as will a high
proportion of non-teeching daff salaries (more than 25%7?). Relatively high and growing
lecturers sdaries (in relation to GDP/capita and other comparable groups of professonas)
will increase costs unless coupled with higher levels of student-staff ratios. Y ounger average
ages of college gaff will reduce cogts, high and increasing average seniority will inflate cogts.
School-based training, if it subdtitutes teachers time for that of lecturers, may reduce
average costs per trainee.

The main determinant of recurrent salary costs per student is the student-teacher ratio’
(STR). This can be expressed formally asfollows.

Student-teacher Ratio = STR = Ns
Nt

Where Ns = number of students and Nt = number of teachers (lecturers).

Re-arranging we have Ns = STR X Nt

® Capital costs fall outside the scope of this discussion. These are costs which should rightly be
apportioned over the lifetime of physical assetsi.e. predominantly buildings. It is problematic to analyse
capital costsin the absence of knowledge of building stock, utilisation rates, and methods of financing
capital expenditure which typically is separately treated in national accounts.

" Assuming non-teaching salaries are small in relation to teaching salaries- this may not be true in some
systems.
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The sdlary cost per student for teaching staff (Cs) is represented by

Cost per Student Cs = Sum of the Salary Cost of Teachers=
Ns Ns

(0]
—
2]

Where S Ts = the sum of all teachers (lectures) salaries

By substitution Cs = STs
STRx Nt

If STs isapproximately equal to the Average of all Teachers Salaries (AvTs) x Nt

then Cs = AvTsx Nt = AvTs
STR x Nt STR

This mathematica representation leads to the fairly obvious point that recurrent teeching
costs per student rise with average teachers sdaries and fdl asthe STR increases.

However, the more precise relationships over time will depend on whether average and tota
sday hills change at rates different to the STR as a result of pay awards, incrementa drift
and differentid retirement and recruitment rates at the top and the bottom end of the sdary
scaes. On the margin the relationship between AvTs, and STSNS, may not remain constant
if the mean and the median sdaries do not coincide with the arithmetic average.

It might seem as smple as arguing that if AvTs is minimised and STR maximisad in ways
consgent with maintaining quaity, the economic concern with cost efficiency would be
satisfied. It is not quite that Smple. What is ddivered to sudents in the training curriculum
will not only depend on sadary costs per student. These have to be trandated into staff
contact hours with students and the work which surrounds these contact hours. Higher
sdary costs per student and lower student-staff ratios, can co-exist with low student contact
hours depending on how work is organised. Lower sdary costs per student and higher
sudent-staff ratios can be achieved without necessarily diminishing student contact time.

The key point here is that the STR is a function of the number of teaching staff thought to be

needed (Ts). This of course ultimately determines S Ts. Formaly the relationships can be
represented as follows.
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Number of = Number of Students (Ns) x Av. Taught Hours/Week/Student (Th)
Teaching Staff Average Teaching Group Av. Teaching Load
Needed Size (Gs) in hours per week (TI)
Nt = Ns X Th
Gs TI
and
Th = Gs X TI
STR

It is now clear that what is deivered in terms of taught time (taught hours per week) for a
particular cog, is a function of the number of students per teacher (STR), the amount of
teaching associated with teaching posts and the average teaching group size.

Table 2a is suggestive of some possible relaionships between varigbles. It shows that for
Colleges with the same number of students and staff, which therefore have Smilar cogts per
student, different mixes of group size, sudent learning time and teaching loads are possible.

Table 2a: Four Different Patternswith Smilar Costs

College Number of [Number of |Student- |Cost per Average Number of |Teaching
Students | Staff teacher Student Teaching [Student Loadin
Ratio (Av Salary |Group Size|Teaching |Periodsper

per Teacher Periodsper |Week
15000). Week

1 1000 67 15 1000 30 10 5

2 1000 67 15 1000 15 20 20

3 1000 67 15 1000 45 30 10

4 1000 67 15 1000 30 30 15

Thus College 1 has low teaching loads and students experience rlatively few periods a
week in mid-sized groups. In College 2 teaching loads are high, students have more contact
time and group sizes are smdl. In College 3 group Sizes are large, students receive alot of
teaching but teaching loads are not high. In College 4 sudents receive alot of teaching in
mid Szed groups with mid-leve teaching loads for lecturers.

Table 2b shows possible effects of varying the College intake whilst maintaining the same
number of saff.
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Table 2b: Four Different Patternswith Different Enrolmentsand Similar Staffing

College Number of [Number of |Student- |Cost per Average Number of |Teaching
Students | Staff teacher Student Teaching [Student Loadin
Ratio (Av Salary |Group Size [teaching  |Periodsper

per Teacher Periodsper |Week
15000). Week

1 500 67 8 2000 15 10 5

2 1000 67 15 1000 15 20 20

3 1500 67 23 667 15 20 30

4 2000 67 30 500 15 15 30

In this case the costs per student vary as the student-teacher retio varies. College 1 has high
costs and low teaching loads and taught time. Colleges 2 and 3 ddliver the same number of
taught hours to smilar size groups of students but College 3 does so at lower cost as aresult
of higher teaching loads. College 4 has the lowest cogts but the highest teaching loads.

These two tables and further variaions on them illugtrate how the key parameters interact.
Mog importantly they highlight the fact that, though costs per student are determined by
average sdaries and student-teacher ratios, what is delivered to studentsis dso a function of
teaching group sizes, and teaching loads. High costs can co-exist with low levels of contact
time for Suderts.

The discussion above focuses on teaching sdary recurrent cogts per sudent and has genera
applicability. Total sdlary costs must include non-teaching salaries, which arise from avariety
of widely differing practices and expectations about staffing related to teacher education
inditutions. These are more difficult to generdise about. The number of nontteaching Saff
may or may not be related to enrolments. Some categories - e.g. Director, Vice-principds,
finance officer, hotd warden etc. may exis in every training inditution independent of
enrolment. Other posts may be related to enrolment - eg. the number of laboratory
assigtants, caretekers, and security guards. If higtoric budgeting is used employees may
continue to be employed whether or rot there is a continuing need for their services. The
most that can be said about this category of expenditureisthat it dmost certainly is desrable
to establish norms related to enrolment based on what is thought to be necessary in
effectively run inditutions. If this generates costs which are asmall proportion of the cost per
student, then analysis is of secondary importance, assuming adequate checks and balances
exig to ensure what is dlocated is spent as intended. If non-teaching sdaries are a brge
proportion of the cogt per student, this invites scrutiny of whether such expenditure is
essntid to the main training misson.

Non-sdary recurrent codts per student are dso difficult to generalise about. Most costs will
aise from expenditure on maintenance, equipment, consumable materids, travel and
subsistence, food subsidies and hostel costs, and student stipends. All of these can be
examined with a view to establishing whether what is Spent needs to be spent to maintain the
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qudity of the training programme. It is of interest to compare non-sday with sdary costs, to
edablish the extent to which non-sdary costs vary per sudent between ingtitutions, and to
establish whether non-sadlary costs are or could be shared in an gppropriate way which was
not damaging to qudity or equity. This gpplies both to the costs of physical assets (which
may be shared with other inditutions or used as community resources) and to the direct
cods of training (which may be partly supported through contributions from those who
benefit).

As with non-teaching sdlary codts, if non-sdary codts are a high proportion of per student
expenditure they need careful examination. If they are a very smal proportion this may aso
suggest that there is a problem in supporting basic infrastructure and providing conditions
under which effective professond development may take place.

A complementary way of anaysing cods is to separate out the component parts into fixed
and varigble dements. The latter will be senstive to the number of students trained and will
normaly not be subject to marked economies of scale. Fixed costs, as a component of
costs per student, should fal with increased volume. The digtinction between fixed and
variable cogtsis clear in principle but can be blurred in practice.

In brief, fixed cogts usudly include centra administration and other common support costs,
nationa programme development costs, and monitoring, quality assurance and accreditation
sysems. These cogt are likely to be fixed within a range of student numbers, but may
increase sepwise when thresholds are crossed. Thus within a wide band of enrolments a
fixed Sze teacher education secretariat may be able to administer the services needed from
the centre. In some cases some of these centrd costs will behave more like variable costs
e.g. where the costs associated with periodic ingpection multiply as the number of stes that
need to be inspected increases.

Variable costs include staff costs associated with teaching, tutoring and mentoring, materias
for students, the direct costs of assessment, school supervision vidts, and student support
costs for food, accommodation and clothing. Most of these will increase linearly with the
number of students. There may be areas where there are economies of scae, eg. in
textbook production, which reduce the cost of a book as the volume of production
increases.
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5. AFRAMEWORK FOR EXPLORING COSTSBEFORE,
DURING AND AFTER TRAINING

The second focus identified above for exploring costs concentrates on questions that may be
asked of training systems before, during and after the core period of training. These
guestions can be framed in relaion to relate to antecedent circumstances, the transactions
associated with the process of training including its organisationd features, and those aspects
of outcomes from training that might indicate the vaue or otherwise of the invesments that
have been made. The latter include not only evidence of competence as a result of training
but aso any indications that may exist of the trandation of competenciesinto practice.

51 BeforeTraining Issues

It is fundamenta to judgements of the efficiency of training systems that those who are
sdected for training are individuals who are likely to successfully acquire the competencies
identified as the subject of the training. The predictive vaidity of sdection methods should be
high. If it is not, wastage will be excessve, and many who dart programmes will fail to
acquire competencies and become certified. Thus, whatever the cogts of training per
dudent, these have to be adjusted to teke into account wastage arisng from non
completion, and questions must be put related to whether better selection might improve the
quaity and quantity of those trained.

There may adso be ggnificant costs (and benefits) associated with different patterns of
selection independent of their predictive vdidity. In particular, where selection takes place
from amongst those who are dready teaching or who have substantid periods of school
experience, severa consderations come into play. Selection may be more reiable since it
can be based partly on judgements of performance in schools. Those applying for training
may adso be sdf-sdected in the sense that some will decide that teaching is not their
preferred career on the basis of their experience in schools. The work pre-training students
undertake in schools may aso be a net benefit to the costs of the school system.

Lagtly, the attributes of those trainees selected congtitute a sarting point for training. If the
assumptions made about trainees  characteristics are fase, and subsequent training curricula
and pedagogy are based on these, it is unlikely that appropriate competencies will be
acquired efficiently. To be more specific, it may be assumed that sudents are fluent in the
medium of ingruction of colleges and schools. In some developing countries entry scores on
language tedts indicate that thisis at best an optimistic assumption. It is aso not unusud in
some countries to find substantia proportions of new students minimaly academicaly
qudified in subjects for which they are being trained. If these students are confronted with
subject-based curricula, which proceed from an assumption of, for example, mastery of
basc mathematics a school level, they may wdl find the content and expectations of
courses very difficult.
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5.2  Training Organisation and Process | ssues

Severd generd questions can be identified which relate to the costs and resource needs of
the training process. As noted above these depend on the dlocation and utilisation of sdary
and non-sdary expenditure. Thusit is of interest to compare costs per sudent and patterns
of expenditure (teaching and non-teaching sdary recurrent, non-saary recurrent) in teacher
education inditutions and between teacher education inditutions and other types of
education and training organisations. Are the variaions the result of different patterns of staff
utilisation, economies of scae, or vaiations in one or other type of sdary or non-sdary
costs? If soisthisthe result of historic budgeting or can it be judtified by current conditions?
Would norm:based funding encourage a convergence in costs that might promote equity and
effidency within the same mode of provison?

Pre-career training is becoming more popular and in many countries represents a preferred
mode of training. It may or may not have higher cogts than in-career up-grading. Thiswill
depend on how it is organised. Full-time resdentid pre-career traning is expensve
epecialy where it is prolonged, resdentid costs are substantial, and attrition rates during
and after traning are dgnificant. However, the smplest dternatives, which depend on
various types of in-career training, can aso be codly if there are sgnificant periods of
resdential tuition, trainees are pad full sdaries as opposed to student stipends, and
supervison and support systems during training are extensive.

Increasing the extent to which training is school-based has attracted many advocates who
advance convincing pedagogic rationaes. In principle it shifts some of the costs from the
teacher education budget to schools depending on how it is financed and what modd is
adopted. This may or may not represent a net cost saving and could actudly be more
expengve though of course it might be more effective. The critical question to answer before
depping in this direction is whether sufficient infrastructure and good practice exidts in
schools where trainees can be located for them to benefit from systematic and well-informed
training and support. If it does not, the costs become irrelevant.

Conventiond  College-based training systems generdly operate block practice teaching
systems where students are placed in schools for a teaching practice period and are visited
by College tutors. The mgor cogt of this is usudly in tutors time and travel expenses,
assuming that schools do not charge for hosting student-teachers (as they now do in some
countries). Given that the workload imposed by school vidts is often a focus of tutor
dissatisfaction, and that students typicaly report variable experiences and learning benefits,
the question is how much resource does teaching practice consume and could some or most
of the benefits be achieved in different ways or a lower cost? This question has a sharp
focus if students dready have substantid school-based experience on which to draw, as a
result of periods spent in school prior to acceptance on training Courses.

Ladgtly distance-learning systems are established widely. Teacher education is delivered using

distance methods usudly in combination with some face-to-face contact. This method of
deivery can dramaticdly reduce cods though due attention must be paid to completion
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rates. Where completion is linked to promotion and sdary increments attrition may be low.
The criticiam that some desred outcomes are more difficult to achieve through these
methods and some cannot be achieved at dl can be countered by the observation that
mixed-mode (some distance some full-time) methods can be developed that retain some of
the advantages of both conventiona and distance organisationa patterns.

5.3  Outcome and Deployment | ssues

A series of cogt-rdlated questions relate to the output Sde of initid training. Firgt, many
training systems couple subject up-grading concurrently with the development of method
and professond kills. This may be cogt-inefficient. If entrants to training have low academic
competence, further schooling or targeted and intensive study programmes may be both
more effective and less cogtly than post- school College-based subject work. This might also
reduce the proportion of students who follow education courses who ae usng the
opportunity as a second chance to enter higher education and pursue non-teaching careers.
It may dso be true that where subject teaching co-exigs with teaching methods and
professiond studies, the latter are regarded as rlatively low status and are neglected as a
resullt.

Second, training may provide opportunities to acquire competencies that are unlikely to be
acquired through other routes. Conversdly, at least some of the competencies that training is
directed towards are likely to be achievable through experience and purposeful induction. If
the later is true the key questions become how much does training accelerate the
acquistion of competencies at what cost? How long do training effects persst once teachers
have entered the professon? If thistime is short then training is relatively cost-ineffective.

Thirdly, and closdy related, is the question of what can be learned from studying the
performance of trained and untrained teachers working in Smilar school environments. If
schools as organisations are more powerful determinants of teachers practice than training,
where should invesment in the improvement of learning and teaching and in the devel opment
of teachers competencies be located? Thisis not to deny the possible efficacy of training. It
does open up questions of when and where in the life cycle of a teacher training should be
provided and whether it needs close coupling with the organisationa redlities, working
preferences, and incentives to improve practice found in school systems.

Fourthly, success rates on most teacher education programmes are high. This sometimes
ress uneasly with observations of the competence of newly trained teachers and ther
working practices. There are both benevolent and maevolent explanations. It may be that
the predictive vdidity of sdection is high and that competencies are wel specified and
reliably assessed. If there are dissatidfactions with performance they arise from factors
beyond the training process. Alternatively, sdection for training carries with it the normative
expectation of certification at levels of competence that do not reflect the reasonable
expectations of the schools which employ new teachers. Which of these possble
explanations (or others that may be plausible) stand up to analyss?
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The last dement of an andyss of cogsis concerned with three questions, which relate to the
deployment, induction and professona longevity of those trained.

Firgly, in some countries a free labour market operates and newly quaified teachers are
expected to identify opportunities for employment and apply competitively for gppointment.
This has the attractions and disadvantages associated more generaly with labour markets. It
may not result in a rationa deployment of new teachers in supportive schools, which can
cultivate good practice based on competencies acquired during training. Other countries
post new teachers according to awide range of criteria, which are rarely based on the needs
of newly quaified teachers for professond nurture. Ye, it would seem desirable that
whatever is achieved in initid training was seen as the beginning of a process of professiond
development which would greetly benefit from some systematic support relaed to the
consolidation of competencies. It dso should encourage reflection on the conditions under
which newly qudified teachers might have a red impact on the diffuson of innovations in
learning and teaching and consequently lead to effective teaching methods. Newly trained
teachers with untried skills entering established departments in junior positions would not
seem to have a high probability of convincing colleagues of the need to adopt new

pedagogy.

Secondly, and as a follow on from the fird, it is largely unknown what support newly
qudified teachers receive after training in ther first jobs. Few education sysems dlocate
subgtantia resources to induct new teachers. Guiddines may or may not exist relaing to
probationary periods but these frequently stress the administrative and procedurd, over the
professona and developmentd. Training inditutions may have few or no active linkages with
the schools in which newly trained teachers find themsalves, and no contact with most of
their dumni. In these circumstances it may not be surprising that competencies acquired in
traning are not recognised or consolidated, and that the relevance of what is acquired in
training is questioned by those who receive its products. Lying behind these issues is the
open question: how should the resources invested in training be didributed over the
professond lifetime of teachers? As has been noted it is not evidently the case that
invesment should be as front-loaded, as has traditiondly been the case in many training
systems.

Findly, with afew exceptions, not much is known about the professiond lifetimes and career
trgectories of traned teachers in many sysems. If cetification does not guarantee
employment there may be wastage as a result of a proportion of those certified choosing to
follow careers other than teaching (or teaching in another nationd system of education
thereby representing a net loss for the nationd investment in training though probably a high
rate of private return to the individua). Those who do enter the teaching force may not
remain. This needs to be factored into costs especialy where attrition rates are high; the
proportion of those trained gill working in areas they were trained for can drop dramaticaly
after 5 - 10 years. The shorter the professond lifetime of teachers in the system the higher
arethered codts of providing an adequate number of trained teachers.

The questions raised in this section collectively begin to identify the arenas in which data is
needed to understand more about what the costs of training are, why they are configured in
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paticular ways, and what condraints and opportunities they create for the future. If
expangon in enrolments is needed it must be achieved within redigtic codts that can be
sustaned. Smilaly if quditative improvements are dedrable these must be costed and
judtified in terms of a least some of the benefits that they are likely to bring. Appendix 1
collects together a summary of the questions that have been identified.
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6. A NOTE ON ORGANISATIONAL PATTERNSAND COSTS

It may be helpful before concluding to provide a schematic reminder of some of the options
that exig in patterns of training that carry with them cost and qudity implications. This is
attempted in Table 3 below. It draws attention to aternative patterns of provison before,
during and after core training periods.

Table 3 identifies seven possble modes. Descriptively these can be summarised as

Mode 1 Conventional full-time college-based training preceded by no experience

Mode 2 Conventional full-time college-based training preceded by pre-course experience and
followed by mentored induction into schools

Mode 3 Untrained teaching experience followed by conventional full-time college-based training

Mode 4 Mentored pre-training experience followed by conventiona full-time college-based
training and mentored induction into schools

Mode5 Mentored pre-training experience followed by a short period of conventional college-
based training followed by school placement with INSET support

Mode 6 Mentored pre-training experience followed by alternating short periods of conventional
full-time college-based training followed by mentored induction into schools

Mode 7 Mentored pre-training experience followed by wholly school-based training on the job
leading to mentored distance support

Clearly these modes only illustrate possibilities and there are many other possible mixes,

which carry different resource and cost implications. This schematic chart draws attention to
four key observations. Firdt, extended full-time inditutiond training is only one of many

options. Second, what comes before and what comes after core periods of training may be
just as important as what occurs in the core. Thirdly, there is no necessity for core periods
of training to be continuous or front-loaded. Fourth, mixed-mode methods, which make use
of distance education and learning while working, are clearly an option.

The andytic questions related to future policy and practice now focus on which of these
(and other possible modes) are feasble, relevant to short to medium term needs, and are
likely to be cost-effective. Is anew and different balance of factor inputs, in the economists
language, attractive to meet new needs and disquiet over both costs and effectiveness of
exiding patterns of delivery? There are opportunities provided by the pressing needs to meet
shortfalls in teacher supply generated by enrolment expansion, the new emphasis in many
countries on changing curricula to improve pupils achievement, and the consequences of
audterity to recongder how investment in teacher education and training is best organised
and delivered.
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Table 3: Some Possible Training M odes

Mode Year 1 Year 2 Year 3 Year 4 Year 5 Year 6
Pre Training College Training Post Training
1
no experience Full-time training Full-time training Full-time training
2
pre-course programme Full-time training Full-time training Full-time training post course mentor support
3
unsupported teaching Full-time training Full-time training Full-time training

mentored Full-time training Full-time training Full-time training post course mentor support

mentored teaching Full-time training In school + INSET In school + INSET In school + INSET

Mentored teaching Full-time + in school Full-time + in school Full-time + in school post course mentor support

7 —_
mentored teaching School-based INSET School-based INSET mentor+distance mentor+distance
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7. CONCLUDING REMARK

This paper has explored resource and cost issues in the provison of teacher education. It
implies that there is a window of opportunity for some radicd reconsderation of how
teachers are trained which may be long over due. Tried and tested approaches can be
expensve and may not be not sdf-evidently effective. Despite the existence of many
enthusastic teacher educators, what evidence there is often suggests a surprisng
homogeneity of practice and assumptions about how best to train teachers a the curriculum
level, and a disgppointing record of sustained innovations which might lead to new practice
which meets new needs.

There are attractive images of teacher education inditutions at the cutting edge of
professond practice and the development of learning and teaching methods in schools and
for teacher education students. There are many opportunities to contribute to and lead
curriculum development, develop close relations with clusters of schools, support teachers
over the early years of their careers, improve school-based assessment, and explore and
evauate pupils learning at dl levels. Teacher education ingtitutions and teacher educators
could be the critical mass a the centre of a spider’s web of partnerships designed to
improve the quaity and range of competencies that schools engender in their pupils. Can
colleges become developmenta ingtitutions which are closely linked to practice? Can they
provide theoretical insights and research based rationales for experiment directed towards
innovations that can “go to scae’ and become generally adopted? Can they inspire and
motivate new generations of teachers who might move more fregy between schools and
college environments? How can initid training and certification become more of a stopover
on aralway line to an interesting dedtination rather than an arriva a a terminus beyond
which maps are scarce?

All these things and many others are possible in revitaisng teacher education sysems. Al
the options are resource-congtrained. The implication of this paper isthat the congraints are
not a darting point - imagination, enthusasm, commitment, and indght into the training
process take precedence. But costs and resources are a centrd issue, which must be
coupled with judgements of effectiveness to chart the room to manoeuvre in generating
dterndative and preferable Strategies to train teachers in avibrant and purposeful professiond
environment.

Teacher education is a risk where augterity in public financid resources leads to the asking
of hard questions about how to re-profile educationd investment. Unless the sceptical can
be convinced that what exists, and what can be devel oped, does represent value for money,
unless proposed and actual costs and resource needs identified are redlistic, and unless there
is robust evidence that training methods of whatever kind lead to tangible benefits, the
pressure will be to find the chespest methods of certifying teachers. These will not
necessarily be the most effective.
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This paper makes a start a mapping key questions concerning costs and resource utilisation
that can be explored empirically. Appendix 1 provides a summary of these. Deeper
understanding of these questions, and the reasons for whatever answers can be provided,
would provide a much more secure bass to develop policy on teacher education in
paticular countries. Such policy will never be solely the result of andyss focused on
resource utilisation. However it can hardly ignore the questions raised in this paper if the best
use possible is to be made of public funds.
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Appendix 1. Resear chable Questions Related to Entry, Training Process, Outcomes and Deployment of New Teachers

Question

Entry Conditions

Sub-questions

How are trainee teachers selected?

What criteriaare weighted in the selection
process? Academic achievement? Personal
qualities? Age and experience?

What evidence isthere of the predictive validity of
the selection process?

What are the selection ratios of applicantsto
places and what issues does this raise?

Isthere “queuing” for selection in the training
market?

Aretrainees direct entrants from school or have
they been teaching as unqualified teaching
assi stants?

If there is queuing for training places does it
increase or decrease costs and selection
efficiency?

What are the characteristics of those selected?

What do the academic and professional experience
characteristics of those selected indicate about
their needsin relation to the desired
competencies?

Arethe (changing) characteristics of entrants into
training reflected in the curriculum they follow and
the pedagogic methods used?

Training Process

What are the costs per successful student for
different modes of training?

How do costs vary between institutions and
modes of training?

How do costs compare with those in other forms
of post-school education and training?

Arevariationsin cost per student within a mode of
training the result of different patterns of staff
utilisation, economies of scale, or variationsin
non-salary costs?

Should pre-career training models be preferred to
in-career models?

Does pre-career training have higher costs than in-
career training?

What evidence isthere that pre-career training is
more effective and efficient than in-career training?

Is more school-based training an attractive
option?

Areactual costslikely to be higher or lower?

Do schools have the infrastructure to support
training and induction?

How much does teaching practice cost?

Isthe cost of practice teaching consistent with the
benefits?

Could the benefits be achieved in different ways?

Does distance education offer aviable alternative
to College-based training?

I's distance education cheaper per qualified
teacher? Does it result in similar outcomes?

How feasible are mixed-mode systems?
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Outcomes

Does teacher training increase mastery of subject
disciplines?

If it does, how much are the gains and how do
they compare with the costs of achieving similar
gainsin further schooling or higher education?

Isit cost-effective to mix subject upgrading with
method and professional development courses?

Does teacher training speed up the acquisition of
professional skills?

Doestraining impart competencies which are
different to those arising from experience?

By how much does training accel erate the
acquisition of which competencies?

Do newly trained teachers perform differently to
untrained teachers?

To what extent do newly trained teachers act
differently in organising learning and teaching to
untrained teachers working in the same school s?

Do institutional effects overshadow training
effectsin teacher’ s performance in the classroom?

What are the success rates on teacher training
programmes?

Arethe criteriafor success set at appropriate
levels?

Which competencies are the most common cause
of lack of success?

To what extent are newly trained teachers
regarded as competent by schools and other
stakeholders?

Deployment

How and where are newly trained teachers
employed?

Are newly trained teachers directed to posts or
does afree market operate?

Would a managed market in placement of newly
trained teachers be beneficial ?

What support do newly trained teachers receive?

How much isinvested in supporting the induction
of newly trained teachers?

Should some of the costs of initial training be
redirected to continuing professional development
of newly trained teachers?

What is the attrition rate for newly trained
teachers?

What is the average length of time newly qualified
teachers teach after completing training?

Isthe ratio of investment in training to the average
length of service abalanced investment?
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