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The illiterate of the 21st century will not be thosewho cannel read and write. but these whe cannot learn. unlearn.
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TeE afd RjEEvR § 1 faer foen earars e Mase, graafes o i
HTT Y919 9840 AUH g | HIFATE HFVATS FET F=ATAS TAAT 7T
difaa & TRUH T | G FOIFATATE Zaearq |ty afaaraes foem,
ATAAT TAT FTATZT TATCTHT @Ta FFEAT 3R S | G341 ATATER FAT G|
AT ATHF EH IS | T FFeOT d qTHA A GAA | FA FFAT ArTTEE

aTFH, fraror 1AT=TR fFefererr S arpfiFr arara favEr g
THE THE a7 {EREE
AT Hr FETH] TR NAFaT, G Magwar qemaq, aqs

TR, Gty FAOETOrRT egaE T, aod 7 a1 97d, HAT 7 FRTEATE0, FAE] AT
HTH HEIE®E HoA~ ®9H @1 G | [ A7 qeress1 gueresa @ e fafay
G IAFTH =T TA, 30¥c AT o T e 91 99 TIHE AT q9a=41 H7

B | & GY a9 PIH T GEan FTAFITR GRET, R ghgt AF7ars eaferd 74

UaH A4 a9 a9 @ aARe w& araRage freer faerg, e
Frarae fasr, g qry feor fae, whrmareeTr Faaraas F>ATAA,
qIAFLE ATHIH FGFHA (Child to Child programme), F.H1. T [ET ITTE FITHA,
AT FFATS ARATT TATIA, dfTITFeRATS FF T FEAFHA 917 949 T 37k
o TEF Fawg | & gHEnesa W& yRiNE aratgee a1 g9 wafes fran a@ra
TIFF FHETE AR ATH MITHT S |
FIrTE! [1-ad arar (k090-9R) AT ferem & e QAT MEEAIEE dal gHeN T
FAWS & 9 GHE JEENE &G0 AEOF 5 | IRINE ordfega v rafes
foten fazaraasr vger smaaq TUF THF TAATH T FAFAAREE
3taa Fewfrar ¥ sfafafye g ods | 3 aaRTeE fagmrey a1 dew @@ /R,
AfTITE T FUIAGAREEN FARS TFH TERA | TId ad® SFATH
TATE, T T @TAYA, ARTAAEAHT VTS TEAT FRUS B 97 FET ATTIIAFEESTS
T FZEEHT AT T AFCH 7 | FIANTHET 9 FIER T TF TUHTA
I TIEEHT GTep JHIHT SAFAATS Foell AEHN HEAETH GEFEAT § HTH T AITHT
qUZ78, | AY ETHT FET A9 ¥ AFEIH AFI=T FHAR 6 NT@? AT FTL4T TR TR
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HATFANT TAFTHA T HFIANA AT TAT JLIAEE (TG0 TRA ATELFF 55 | FEraqar
FEH AT TN F HE FEAEAE AN 7= A afeq 95 0 a9
AT FEAYIH TTFRS ATATT T Fex a1 197 Faw a1 9a watHE erd TEAE T
AT qq T MAEF B\ —AF A ARA FeAN F[FAn qieH, qn o [

Tq TEIAHT FAHT g 3faa AnTRyE o 75 | fAfved ®wmn fa memn @ g
AT RS I} a1 A GrafTairg ST A9 ITAN E | T IIAAMTFeETY
gATATE T Aifdeer FaEEW IUAiEl FUW g9 AU TH AfFes | AT EF
WW%WWWWMIWW T ag
He QY FAHAF T fafa= awam wusr Fan s@3a T ¢
FATHAAE I GAAEE FHAF AARAT Tel [Aaen s TFEes g5qd
itne =

fazrers RS g @ eears e fawrear IS wmea 3faa gfad,
Q&R T FZIYT ITAH T3 | TR
ATATTPIEEATS ATT=ET T 27T, et 7 frafaa @ @m =rae
1w | fEATEEE AT FEa] AR JHETTE AT ATt hrReedrs

far@ Tered A9ATIA o HAwg wifdas, Afere qar qreEtas SRIKEC

fArRior arear 9@ s afern fzauss | Feea frafaa WY et

AT T T FF PRATITR T TG 5% Far 79 a1 faeear 23 2

IFT AFRYA T FAG REd M9 ULE |

® JIAANTH W= UA, 0¥ W FHA ATeaHd &= g1 979] F&7 a1 99 4faF
T TEAAT TR FATET NeAYR a9 TIHT W S, qAGF T FMigE
P AT faeradrs aq o FafeAas,
Frafayaar 7 =nfaa g9<s |

® IrafadHrd &% a1 1Yl Few a1 qd WafHE FATHT HAGA T FIFATA
Far3 e fafa= Ffama o, 751 aor =nde® e, araqay Afvs aar &=
AITRE qAEE T AfFs | ArAtIEE = a7 RRIETE @7 aqEes fAars
MQWWWWWWﬁWW(SubjeCtCom&)
F1 a7 95
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T TN Faare faerg, =t 7 Afaame $qra FQUa g4 | G a9
TGS HIELT T4 F9H, {0 F=A9q% W 3 JF 799 T qedF
FTHA T FHITT HE4NT qgq &1 fafay gwen faus g4 | 8 «1qfIara $=esdr
IAPTFTEET AT F=ATE g § TR AHG G AR G | AGHT AT FFATAT R AT 3
i T R P BRI SsardA T SRIEAIS 9@ ®9HT WH T A
FATHT T, qIA, PErEamT T sfaaa® 9am qgrsd 9ks | qWAHT
frndaf=a Rraw fafes sAe @@Tas e BRarra asarea ecs, war
farerer r9Ts FafeRs &g 7 AT 9T one E T 9= 98 dEfre Peareeny
=TT THILES, |

a3 awrft

gwirqs arafaeE fTRe@ (qraF - 083, FFaqR : frar faamr
P18 U9, 03¢ : AU FTFI |

forerr FgaTaeT- F04R  AYTE FIEX |

AT AT TF, J0¥5 . Y FIFH |

AqrAHT T ETE arafTarg Al orAtdE® a3 049, fram faam, arfedy
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TR a1 faFa it g g

T
e, dfts sanfe fawm @@=

Email: devina_365@yahoo.ca

TR ae fasrae THiTeaRig © aYE qreETfaeeeR aatfor fawvea
e A FOE favgamdt ggat A2 sr@edn © | g T IRhwE IafaeE
FHT fiems e fefaas srdaw afa g sedr 6 | av aafaTER
gt faee mifce fag, awfas faea, amfes faee T e
fawm 1 & WA CHE T FEASH TSGR 0F JIRA © | qAfqHvE
TFiT TaEd A Al § U IEEtIRE A g wfA g woew Jat
FAH &I A AT G |
qfegerar fafe THESPT ST I 0 FEFReT fqeaR girawE e fawa qan
RTTaTE g FATE A STEE B | AT AT qEavas 99 2 | adqens gfera wh
Y AR ciqafame fasgars zar a7 gwiras ame faem &=, 99 wafas e,
RTIT o, GQ HET, AR o0, AT HoT, A9@) FAq s A9 7@ fagmas
EaTd MREH TSH | A TP T AFH Y FTHAFT AT PEArTE et
aardy gy e g9 WIE o AN GRE AieER IAET T 8 ) a9
FAar Aig Ififgd § F@r avree & wpers &4 & @ Al ardaatasrs
T fapram g g BATT gardardrs sfae WA T ATIH ATAAHAT F AT |
Fervamn awfeae arer faema FriEaeTs afys AT {29 I 91 a=9es (Advocacy
Messages)?*ﬁ?r Cﬂfﬂm = |
W 9- T AfFEy gHfae qeaaf@ & 737 (Start from beginning)
ez 9 7 RTET FET FATE CHEATET TR
R - RAATH 1T JqTQ -
e Rrgfews ¢ TEF IAIMAFEEF A Aw=rea e g& g7 afa
IO 7% A AT faer eraFEHeed gfatea i |
=W 3- mafas fagaregEER URRT quR
R afaaETeed yrfrds fa#rg =t Fraerdy e T
IAeEH fawrg afwamf @99 W2 wem § 3@ 3 gwwer S quedeEr gare T
o frzarem ar aetged = 7 fageran faerar SifE9 (Transition) &3 9B
qAT3A, F?{UTFW?H'% PISENG AL | WWW darT (School Readiness for
Children) T?1 |



TRY ¥- gH Hfqge aaataw fawg graedt Afaae qaw
ATAYAF (ATAEYA, SNFTF T AF4F) {1t AHT TR | AT Frareo ¥ qufaa
(Micro-economic) AT T A1fde g qiAfe=a iy |
fargEr g Py st Iugs Sreagrda fawreamr 7 2ever avEy fRareoeEr anfa
Fraggm Famrorar AAEATRT 99T IS | T 7 ATAAFTAACS IHATT AT
&7 ARG | JACEH MAF, ATATGF T GeHS fTFam q@® qE g a1
c AYAE AP FATLA Frpreest Nferwn goaea SREH 68 | o : 41 SHT araataara
faegay g afq F gz a9 g 9= gafafka 3 3 e fay Sie o
JIATITS ATAINATTANS T F &G @&, ATATGS &G T, T T F&TH
¥ AR O A gAHT AT Tw 9 aF f&fa= smaeTess e e 30 91d
aear raanaem faergs afq g9 g4 ofq ffesaar a0

AT Fagraers gifeaa i agaeia (Multi Sectorial) FATH ATa99F &
T FAATS G T AZATH AT TS TeA &9 A4 T T8 | 4 JgUaraaqrens
HTUY ZT JeUET &Y A g T 94T 7 AT &GHT Foi A Fa 987 FRAATHHT 57 |
T EMHT A A 9ERE
(%) TATEA, YTNUT FIEGRTZ (Health Nutrition and Sanitation)
@) faram (Education)
() qfeaTiies FednT 7 ATHITTe: AR (Family Support and Social Protection)
ATTE] TIHT @ g q87
(7r) yifdes 7 arqraeora AfTEE (Economic and Environmental Policies)

QAT s
AT T
N | -
\ qrEgo
/
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A qefewEe T a1 79 T A &4 Afq w3 9= gRaw Afae aeest

Faee MEMar fafEa a7 )

(&)
a
a

AR T IR d@eendn aafrad aaes

TATETF] VTER (Prenatal Care)

JUH FAAAT 7 g7 FISATE FTqET T ATFHEHF FaTH 984 (Qualified/Experienced
and competent birth attended and access to emergency services).

ATHTEIE FAAIATITH A9 GSHTAT e F49r3  (Prevention of mother to child
transmission (PMCT) of HIV/AIDS)

qEIte: @R 4T 7 ST TE® (Community Health Services and Medical Homes)
@r9e® (Immunization)

TIAAIA T 99 AT ATETR {EATT (Breast Feeding and Complementary Feeding Support)
ATRT ¥ a1 HATER &% H (Child and Mother Food Programme)

(@) faren/ @+ q&IT (Education/Early Learning)

()

(')

I S GINS fawra Taer 7 ATTHAT (Development Screening and Foilow-up)
JTTATaE f3TelT 9T &A™ (Parental Education and Support)

T 9T QTETT J41 (Quality Child Care Service)

TINU], TR T4T GEAETS, WKANE Gear 941 [qa3 qud gufers «rafasra
FIHA (Comprehensive Early Childhood Programs which incorporate early learning,
health and family support)

FreTe smaegF AT SiqITAETE qER 9fg=E T sEeaE FAFHI A9 (Early
identification and intervention for special need)

qifeafeed ®eaRT T gfas & (Family Support and Social Protection)

AT JTSAHT FEATT (Income Generating Support)

gfgwras RI&T 7 WE QT&RAT AT (Parental Education and Adult Literacy Service)
ATAATTF TAfAH (Job Training/Income Generating Training)

ATRTAF FITFEA) AAFH (Referral to Community Services)

qaTYT U ®eQW (Infrastructure System Support)

F Tdl ¥ TATEH G (Birth Registration and Data Management)

TFETtE 4 U AAIMTTTE fqFEE SifT afeF GrAT (National Plan for
ECD '0-5 years')

TG AP I@HT [afq~ FAAIeS fa=rd T (Coordinated
Governance Across the relevant Ministries)

(Professional development opportunities for people working with ECD aged children

and their parents)



B AT 9T SIT@HERT WWH HIV/AIDS TUHT JTIaras @rF T GFdE  «1Iraers
SHTE A1 TIHIFIF S fa9Tq arar (Special plan for orphan vulnerable and HIV/
AIDS children)

B8 Y sRTTEars aataars g7 o= T AEE FEAFEHEF T6419 (Early
identification and intervention for special need)
ATiq [ T 939 T4 TR dFerad T LR a3 | Haqa

e F&T AT W1 TH dFeaF A 73w T ATAIFTEH AT IR TAH

T T arqAiaER qAE frmEae awsd g Afaufy o = Aar
ATTF G |

TwiEsE are faeaE a=vmr g A ufR fafas weareae waws geare
TREH Fqen a9TEH 89 | Rraner sfeas fasrg F=ar faeaqre 78 ¥ guF araarasr
At faFeald IARA T FA WRE TR B | TH FAREAS JEASAITIH [FFS
afrFraTs end e A|er "wrRray 7 39gEd fafr\r (Pedagogy) AT @™ feA @@
TIINTFER qfeg g7 [FETH =7 Fedm TH §76 | T-AET «rdaiad: i din &dq=
= o a FrarEeTves araeq WISH, TAEE a9 arfeEaT g7 AT
794 I3 fa ¥ IraafaEd Aeaehare aiaE TARTHT AT JIFET (a7 Aifaq
A AT fERE &1 9 areafaEd s fmEs (Rar afey T H HFEAET g
TE G ) A FaATS ‘13 grafaa forerm sA@ATT (Pre-primary Education Evaluation) o
TEATTHE G | JAAAE AqAN Al AAINTFe®S FFd=  qrara?or (Unstructured
environment) T 3T F=F 7 T HAANW FHAFAT TH 7 Fq+T ATATIRIAT TATHS §A
ur3A AT I WH G | T AN Pes A 9 U fawra A e awar 5w
ARHTHT T ATANEFES W21 JTgF I@ TUH GIRUET g (Coordinator Notebook
2008) | T WifwE fara F=qmr ufq qA1%, PFTE, AT3, Q=T OHAT, aE fATE
fasra FraNTIETE Fa a|e O are [@n 0 HuE quaEr . mo @ | AEr
qifwE faqer a5 9917 9q 9T |
g feA (rararenste g% ava) GIeR FAHHE, @ FHE, 7 ey dfes aer
FIFH IANL SATEAS TEaTd TH FAFes 37 (ECD FAT FARA qATTTH
Presentation) (R0%9) |
AT FAFA FENRATS AT AIEH S | WA FATTTH AT™TRT FTATAT

%4
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HTARUN MAFFT THHE! JIATTAE STTAT FTAUH! THH Hell 0% TANS ATAINAFIATS

) T A A G FOFTEE ERES 99 A FOTHT AT- AT
THTSH! ATHHAT FTAHH  ~ qTET | faraer s sravas

fafr= dares 3R A yFerHr UHEd A fFeas fifd sEeEs T oaw
FrpTa T 2a1 ToSA ATAH AEAYTFAT qUHN B | AT (THFE FHAT & AT T FA
TS A [ aed @ g

DQ
110 Non-stunted
105
Stimulated

100

95

90

Jasaling 8 mo 12 o 18 mo 24 mo
Grantham-McGregor et al, 1991
Tg TR &= 99 SATEAF GG FAHH JTT qMUH a7 RTETHT IS0 AT TR

AT HE FTEg q=T RTeThr T AR FAHH 4 Uk AT R ArTAHTETE
faprar afus e <@g | o @ fwEs @ft thEd FeiEs T 49 965 g | @
T9F I3 qFY, & AP TATHAS AT GRET FAHH T JG1 T3¢ TS GFegd
? 9 Y9 ATHIE® 97 g9 JtewT 9% | a¢ UNESCO &l CERID &
TCH Policy Review =T Je79el WA 72T ATAAT ATART a1 TLTHHAT H0ATA a1
yRfegF aret fasre ofeag F F= 99@ 03 g9 g1 G yqd aieEr g 1 e
79 fFIe aH=a T 95g | arqanaEE &d 1 fawraar @i fafvs gererare fm
FHF qa1T 1 A TR RIS FEAFRA FMS T894 — qfweE At wravad
8 IF A gedAfad faprmare qeag g | @ AHEIAE I wE fqeE e
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Aot sfa qEERoT-

() QT FAEH 7 CISHT MRAT T T8 THF T FTHA TeT 94T G977 @l
T, Tq T [FTHH a1 I7 GqA T2 TS | Tod- TR arer fTwrdam i
el ciced

frrerd
Ay IwfEd fafa= Cdraoers g1 B Semr are fawraar aifn @fg dEe

TAHTETOT, ATAAT JTEHT THFIU FMews; | a7 AT URTT CFIECTSTS 227 eTAh! ATqeqahal

¥ Yfaraar 9 e THYETIT I () 7 () 7 TE ITFIT 878 | X eTeAH

AT 'S FT AN IEH AIAF a9 T 11 F1q Graaa! §979 a3 | 3979 ‘F, @

TV AT AT FqEra@ A A HTagan e | 9d: I W ATE gTEIT FART T 9

e ATl BT 8 T @ § |

{

ey awif

Coordinators Notebook issue 30 : Securing the foundation : Policy and financing considering
ECD prenatal to age 3; 2008



qRISL gmr
SRR Tgadl TR
Email: thapasir]l @gmail.com

WHE GETYAR FA 9fF |SEAN IJev Tiget qifn aveE A I T asw
TR IRE | afed Afaden 9 7Ha @1 @, Afdear & @ag o
A G qF5 | GEAN WA HATEA ATeq0H ATTHEEF qIe s T
FEET grEfrag © | fen S THa GETYR SaEedes O fenea e
Wi, &Ae,weeamar, afew, afc faam, a&qr a@Q T dEEw AW qEEE
EEA | faaraas SraegrAs aft /T §@ER IqEdIE sqTe Rgaqut fawg
g | AGH TITT TTEAATE qREY afhd EwEa 9o T afRaer arfn
AIEAR ATAWHRAT THo Aq A faeremm s 3w gra = fosrws s
WEaYUt &6 | AR TAF TUATEATHH HTRA FEHED AT TEIUAR ST9E4T9
T T3 WYYl F1 &Y | HHT §qTUA ey qHa At faem
(HRM is the science of human engineering) | @ faerTm Fdw@ ferwgea
GIEIRE GFa-a® JeagA a4 fawta gquygmdn a=1g fagg ofF & )\ faaaast
I gfee T AW, Bramfle T I® wWa @ |, faE|, qmam
FETCET FEfrua gl Brarsaeard eaftag T A AT daQnE S@erTaw
I & | a9 JEw W feeau T oW @qa s argemA
T 3fe fawm FeEER awr a9t TRes 6 )

tf=a
feres arreTEE fafa= far v w99 TEYe ZaRs 13 weeay faur &
A FEYH TG AT ([Ga9q@® T Jravas 94 ®97, g qqr giaaqmar
wAq wtw /Rrereer i, faerE, 9iv=areq, gdre, ST 99T AT =g
AT T JIETTAAE GFISS | HTHd G4 FIeA  faggear g wea
TANEATERT F@IT T | A9 GG FI@NGAG ATYRUTS [IIATF] ZIATTEg
fearasr fnerd®r ofarea Far fAg=aw |/ T AR Bd, 9iaaTE #57, I9gE
qrfee FTT U T 92T6TS a0 faure |rg =g | /17 #qrae Faens fagaeas
AT a9 g4 ARG, &7 7 Siaarary RTaEdr e 1 9rEara amtua ©
(Aswathappa, 2003) | a1 HTHE 927! AIQIAGT Fgtarg @, fagara, @ifq qar
g At faag &) foan awy Jeva @ frvaestag asa @ AR
FIAH T 7 AfqF @RS TET &I/ ITAA T FH JENAYITF FAuitaqepr framor,
FIAET TART TIT AFIFFAT IR Fel IR T T9H! AH HTHd 394 &l |
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aift wrgeas gv fafey @ SAataE AHAEg &S99
T U5 fa e &=wa JATT]IISTS ATHAT TH

gteeq | Rrar g fasm @ gfafuwr g IS g4 guerars frrr
THE At I FHHAT FGH AT AEITF 99 AT GG 99 T AR
9 TIEFEN SIGE AAT FAIAFT ATAAT T ILG |

AHa @qTaq A T FEe qFFTT 3aTFa] T €6 (DeCenzo &
Robbins, 2005) :

9.

faggwm sr@en aif9M T (Assessing current status) : FIYIH FHAT FATIA FAIE
a1 T Wit Rrarreaa sfyerg qaw i o3 | Zwrendy &9 fagaraas
&, TG, YT Vewes £ TeH FRT A, TTTF a0 & FA et
HATF 99 Ja3 © FEqF T &YA] fg=A T 95 |
firert ST OIS (Review of organizational's objectives): 99 THTIA
arAT R IeTET T @ &4 T8 | AT AT T JEAr a9 fava aeREr
Tar  fg qq T AT qr " HOAASR T
HAT GETGA ATHAT AAHT TA9LE | T9 FHAA T =7 e Przarar &=
grer fran fao, @ 3397 & g 7 9 TR g RS |
"Ad SETIAE AT WA 989U (Revenue projection for human resources):
AT 33t e 99 e F F afdE R 99 S, T AfeE 91T 90 1 Ferre
T A FIATAT S fa=re 710 ey fam ae | et fraraa @ smaegsara
AT A fawer ot Ffq agem frers smavas g 9= FRe ™ 95
JIEF T g AfdR @d TATFA T (Assessment of internal and external
supply sources): fAZATIANZ ATTIAF q4 HIHE FATIA ATANE T qST HTqaTe
T g3 | AqHT T 311‘1% frerra (Supply agency) farerss dar qqd W3
7 79 | II9 AT S @, faw T i smavasars aratys ofeama
TH T FAE AR AT R EEs q4r afaw ged T e
Wl AW T smufder Wiesgamoft 7 (Matching the forecast of future demand and
supply): fFzareT1 sfaers @1 & #ia gg@r Rivss sravgs od 8, faqa
o frerd &7 @ o wiEs e e atd age )

fagaraas @fn avanfaa sAnfa #fa @ T @gs mld 570 ™ qfeg 9=

FOE g AYURHAT GAT, T 9K

>

(Laudon. & Loudon, 2007) :



Techniques of Hr

Forecasting Forecasting
HR Demand HR supply
Judgemental Statistical Judgemental Statistical
Forecast Forecast Forecast Forecast
® The Delphi ® Linear ® The Delphi ® Linear
technique regression technique regression
® Managerial analysis ® Managerial analysis
estimate ® Trend estimate e Trend
e Nominal analysis e Nominal analysis
grouping grouping

&) WM @G AWH (@A (Forecasting human resource demand)

Fauad RrrEr gy araAr ¥ PRvEeTy frurer nfraRars smavas g4, ARG a9n
e FAETE AOTE T 9% | AT /AR _ o T fala I99e g,
) FRFEsa eIl (Judgemental forecast)

aqAT faa®r sA9E, Sfawrd favemw ¥ FaREET qTaedEarars graNy 6l
ARTH q@ @19 T | 9 S=d i fafuer warT e
e IW! fafir (The Delphi technique) : a7 & a9 92 ¥0 &7 el A<faR fa@mg

femg | 41 =R fafr 21 1 7w fafmr faovsee® e faame smac

TR T3l M frg X a9 By S % g a9 e fEdwseEw 9=
JTERH AR TAE T9 99 G953, | A9TTH G=REAT GHG qHIHT Fazaraas
fa ) WSTeq a9 IIME B |

o EAWHW TIAAM faftr (Managerial estimate technique) : TaTATATIF  3THT
fygararar afq, staesr faerg 7 ofmdq, orAfa T araT SATiEaET S maRET 3Ty
fafa Wi | 7@ fafrm qeat 98 saiq fagaaaEn 7 FF O Reen fran
FATEAN feE T @A 15, |

o AWM A @Hg fafé (Nominal grouping) : ¥ fafaar aqw gwawr & &fq wHa
FQUF FTIT BA, INeED THARE & G4 W HAS] fqeequr qu=md it
T & i Rreraar smaegenar gai 991 s Aatas | agmr a1 Rivaes
fe=ar gorwa, y=Fm sfeare gt gaaTE smar Mg fegss | sr=RfsarETe
frepar Pree AT &9 9@l TR 9 WR 3T R g a7 fafa fee

N
]
—0

Teacher Education

* TITeTa e %



& Teacher Education

)
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(3H)

Fafr &1 | foTerd et fAames anm 9@ | TSR ARAE AT qemTa adr
TNF T AFEACED] ITIAT (qarze e foranm Fan AT == &A1 farere
fastram 719 fee swoar e |

aumg@rg fafur (Statistical technique)

T garafa fae won (Linear regression analysis) : 7% fafasr setfaa qaramm
e dg, fandisr T, srfas aqrae afeer s nfv=s | g1 IR
T@rg T3 fae=mor (Simple linear regression) 7 a§-2@rd FeT31 fa2 T90r (Multiple
linear regression analysis) T T3 JHRIF &5 | IRG @A gaarata faeeorn
U321 ATH =X (Variable) A% ATIR A7 faeemu fveg | 9 fauamma zva=rar
AT fOTIF @ AT HAHA T | Gg-vdrg freol¥uraT 99 UHH=T T
TS AT AT fageraor Mg q=y : fawara sravaedn, fagavdter =mg, st
FAMEAE AIZF ATIAT RISFET ARTF FF77F T |

gafa fav@wor (Trend analysis) : 37 fafwn SraT@ w9 qus yafa faeemo
TR WiTHATg wEvEE 9 RIEFEE onT y{EE e | fAEEaE qg, sraead
frer Preerra zea=dY, Fazararrn v Rrrgeeat agen, wiza favawe afeg, |
fromra 7=, o, forers @gen v f@ndl faae s|uEa sroras e qtaerEn
FAYAF 94 EFE @A e

ARG qqQiee 3“‘1% Wﬁ (Forecasting human resource supply): HI°9
4T g B g | aGAT 9f TIFTII qAT TgrE fafaer g@nr A g
f3Fa=a fatu (Judgemental technique)

qA.93€qWA TAT (Re-placement planning) : 39 fafaar sramqs w9 fawges <
fererget @1¢ FaR THHT Ul farrare ae e SvaRa gy FOes o

T3 | AT ATVE ETRT § WA RIS AT 77 A0IT g1 | AT FTH
915 Afeg | a7 7w fafuane forers wmofd =7 2 foeres rdem 9 996 |
HFAT TFFT (Succession planning) : ATITE GTFAAT T=TA F=A 0T G foeh
AT AT STavqF 94 afaR T FAFras FrFHes goaraq T J9974 gfd T
AT 81 | qHare [T ATt 9297 & Hiq FANTHI Ta17 MY AR T4 A,
T AHETY W &5 | g9 Riefam 41 dradr any g 9 ateed | afas
TRFl RHFAS AreafaF TEd sAA T AmIq agE 3l

(3m) aeavg@ra fafu (Statistical technique)

a9 yd e fatag fafy e= 5w



e arkov ana

) 871 g8
qaRA TqH
qETEAT o iR
TE T qrediaa
o JAFIW (Renewal a
TATTAIT T
e
afF ERELL T
T Bl 9 & T3 |
AW TR faw
av =AfhITA
| gafa |
ar GEL g
g qZH qa9T
T fazmrerm T 9 HraTHT
(K e,Adh pa, 2011) |
faera | T
FHATS &= v
gt T qAHATE
. frwEe fagaraam for
M | T THT
FrzaTeraTS T T
I ) &am fazra waer
S| fagaraTEn farereprers
2 ) e ol o
AT IF Sl
KRR
TATEF] THM T a7 WA
o1
(W 93) | ATAA
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Mukho
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JEAT T a9« Jq9X YaT9 T5s | fFomaasr amarae, faeade aar fAereasarng
FTE FRr3T a Akhang NerIs aqr ITER I Jiters garq 7 e
FTA T IS T, BT GG AAT R T9 F&T H1 T @A 95 |
afe angw anfn afa fasa Fuaw

faearar FrRd fardes 49 TFAE a1 N9q St 913 & | FE A

&g A afa e sy @ TEeA a9 #9 a feeafa e N

mmmwmmmmwm'mmm

Higen, faq Araraaa Fhhew Tar aTATE ST fawarg a1 y[uwar TUE afFeears

HAT AT GAFT i FTFTaFT FAFRT =es | g Favd Rreaas gwata aa

Tz FaFH foad qar Riveerg sAess wEgEa aqr A smawn afa

. (Bernardin, 2005) :

(%) g TaF e+ (Fast track teachers): Fvaasy Fveg forers At afa fasrgs
i fr e anwe A fan & dre wifoe farerd B9 0 @9 e Rrerges
qTa (Stars of organization) F ®YRT qHA 0 Res | g I ARTATE
TATATIET HGHT F Gfe=d T ING @ qifaw, AREe T FAvd
TAHF @i T % TUTATAT G e {37 95 |

(@) fAfera fretFgE (Entrenched teachers): FQZTIYFW"?T Fawd Rrsges 9 afa
fawmmﬁmmmﬁﬁw|mfawfﬂmﬁrﬁ%mw?fw
AfFrAFATE 713 qrafAFar faor aafesfamn & adF gaa | 3RS o R
qEA IR g AT FAIGIA | JAEEd WA q91 FAEANTE &9 3
A HFI (I TECH g | TATIIYES FARTATHT #1h7d et fRTadTs
afd frea® 99 yaar A 958 1 IeEH FwEr qwwel @, fRgaraaEr g
9<% |

(T qeaEre fEfewEE FWEHE (Out placement programs): fAZArT7HT oo I9a9H
FH TWE RIHFewars q~NE q40 aed ®TaZ /HET T IJAEEH 4T
GreTqTZ (Share their feelings) T IIRd gA13q % ﬁfim?ﬂﬁ‘? AT fﬁﬂ 95 |
JAEESS AT AIE @ T4 dE faq FaOr IHHaTE e meq 153 |
99 W@rTd Jorq 941 =9 &9H1 qfd fawm wuw atmars Aierd & e
ATATI T TSI FEART TATIS | TXAT FAFTAZ FTFNTIEE GUaAr Rrerreean

(&) Aavavh e Fda@R (Programs for new teachers): & TeradT Fayashy frerges



4T T AR T IAEH AT FIT TEH | AT FNEEATS faraTE
HTGIE ACAT AFETN TRIGA IES, |

(@) fget afa aar s awowr faerwend FEEFR (Program for late career and

retirement):
P FRE @ Rigrrewt 919, fau e gam fefawer €279, Fa@ey

fazarqaa @ awragw gfa fae@m TauE frgwesdarg 9u gfa faeras Faww q
98 | ATH G FATT T 3 fa@@ T9E sEd MuE Ry faRaraa
fafa=r @Fragwm Prg=gon T, TR T 91 ¥ A4 Fiar 99 74 % TR g
Eefecel

() Aigen, dITA TAT HIGA HATF fireywar @t FdFH (Programs for women,

minorities and teachers with disabilities): TS aﬁf fara amq ERIEK! a9
At TaEd Faug frawes afaq faFm s @@ 9 e 9 #ae
Rrerpes afa fawm qedt drg =991 3531 quar ofF @7 TUE 289 | F
H797 97 giq fafag @rw ormare areq od gfaea afas T abses §19A

- | fagararer @t dfea FREdH e IAeEF ATaedHAl
wﬁmwaﬁﬁmww%mm|mma€m
JUF AT FHITTE R afa EEmE Feafrarsy garAdn fiiF 9397 (Equal
chance to participation) A fque E%:f | AHH GiaHd G IS G qFGT 4T
ATNTS ATFE STRHT IAREATS TaTH (Opportunity participation get benefit through
social justice) T |F 9ZS (Rao, 1991) | FITART F=TH aar
TTATRFTET 8 RTerepe® S THIC 7 fqd IIerm i S9912 9T JAE
g | faems 3faa ggmare afa fasras Fdsam geairarar e 9EE |
foerr graedt aar AfimaEAE FAFH (Programs for teacher's spouses and
parents): [3RATTT Fra faFeearg g fAeEs @@ yFates o
IAEEArE FAYE IWMed IS TAGP SUTT AFTHA AT 9 Iqd AfeT
I JrAFAT 3o ARy fadrees awfq qar shoqaswarg afq faem
TR JUAFTE TG AGH I a0AT TS 8§37 | T RIFFE I
A v stqaEEars q9a e e 7wy g1 998 | A9E &ga1 TRafer
HAg7 quar o4 fagarars fne@ Ienfeq g9 IR |

frrend

FITTHT A=/ FATHST a% Tk a1 START, A9 QT S92 T 3=F 7 @dA

frerre =var enfva © 1| w1 e =1 g9 S urhar [Heret 7 qreeeit o qrete

8y
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AT Tk T g ha oA | fagmean aw fareres Far smaneRr @mgAr afe e
FUH Pt age SFarra gia @ afqwy a9 g3 T g | et e s\t
g faqeor MeAafs IEw yvq O anrEr @ | T9hd yqRia 99 T qFpen 97
AFFA FHTYT ATee oA A s a6 &4 fAar 89 | snarge swia o
T3 |gen W1 At T ag Prgmaam @l rawn e e wsda auq
T RN 9ZUfT T ool faAT9A ardhd arg fes @A T4 9% g ST &
TR G |

farerFer gEETE FATEAT TYHT GUSHT T FIAATHT AT BT A7 &6 A 3 frareer
= 915 | q99, 3fa FEEe anfn fagaem 7 freraamn #nika Rrsdessl g
TATH BT A& B | TATAR A=THT FIRH THATTH §EAET, TG Hirave) q4a7 2ARh T
@TIHE TR AT 7 frgwes Q@ oS TNrEE &9H1 F1 TH Gt 89 |
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Fazaver qemgEAT fafay amtes n RN | a99 Fed fawand 7
FET THIH! S I AT FAgFA e Itad g | a1 farandt gergeA
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T g | FA TLTHT FAT a7 THAIG Wa [Geeunensd g T g5 | a9
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yae it g | &R g faews 3 afqwsr ey fFa qenfn g1 a1 gAEiAE
a7 gt RrerEF1 e fagra ot srasrrar wew e e FEers v da a9
BT TN ATAICAE JAT AR AF AT ACH FIT AT FES S |
frere

FraRg foread Jamna frwra g=dan erarart afermer aeest fgeer &fv ot
affaw | &1 AN Ay AedH JTeN I i FAAT TH qfFeT AqqH
RTarFF1 TaIe W™ UFeT 3913 ®9A M | faandter faars smavaswar awms ™
APTHATS T FTAPTE T AFAF T @Iow I JHTers Tef 3 81 | Paanerg
7 IR FTFHH AT R1eTH TTTHH FIIGT T80 FHRIAF TEE €T | a7
qiv forer® qifeaer afee il gamr sEEr w1 9fF F@ GATT QU T Al w1 Jd
FEATZY ANTH B | 99 JPTIR FA=FITH T=Td0] AGUH TI/qTd FEAIEeTE
WWM?WWHWWWGQ‘MWWW
If@UE T |

qH awf

Roremr Wt R0%% /1 fAETTd ST WU AT (F0§5-3092) | FIR HEA FZHAVL |
srafad 0% Rrermpet QT fAFT9 FAFHT Far=77 qferadr | FANSH THR |
DOE (2009). Flash I Report 2066 (2009-10). Department of Education, Sanothimi.

DOE (2011). Flash I Report 2068 (2011-012). Department of Education, Sanothimi.
NCED (2011). Teacher Development Policy Guideline. Sanothimi, Bhaktapur.

194

Teacher Education




na
~

. ek m%mw

£
uoljeonp3 43ydeal ¢




He3qul de

9fhar (Ment  roces
fasma &
g Ec
FHAW A9 g W
fateyor fafir 7
A wfq
FrATITH AT
£ 1 Rreqor gafera
] g | qrrates

Paces s

e | difkren

qEqmT | far
aa faraqor

T 9F

TZH |

AP W& AR F1ere
gPFar &
qgdia FEE

Rr

190

€ Teacher Education



@ Teacher Educatio

gfafa 7 faeeer Sfaq afe=ma vaq garma &everar g=eiw T4 [99 3 wHE awen @
qfee®t @ | Rrerde Ay gafTATRATS FHO T 7 HAR FA s 7
O GATIAET faFeTd @il #8679 7 AT Jaraa [rerdgrn Ifaa Hasorer
faeer dieearsd T U IEYH g IR |
Y. IT¥HW

fareraF1 fifare w19 waw FEfd qrerd 9fe=wm 7 s
AT W ZheFr ledad R Tieersd |
v. fafy fafar T ot

FAAIFET FHAT @A, FAGUE IHRATH AATHAE [d TFRE 9iq937 1aH
y&Id T F SATFT WA & G |

foters 7 Oferd FATaFHH FHT |FWEN IIA W RrarE, GfyE FRarseny ard
qraATAIAF Area fafay sfeenes a1 TEEA | faEE ad, T FF qrd aqEr
HARAT T~ FREFI AMTAS  FISAT TR & 94 §edh |
(%) fiers w2 d e T s meifsaw

farerer 9T=Zeg 3T TEACHER WA= | 3t 91 TEACHER &1 G318 J&7at
HIIE qf gq9 ATEUFr F |

T=Truth=9F = R7&% $eav G af@ Fw 99 deq 76 |

E = Efficiency = Z&7aT = 787 STHT &AW 9ATEE, T 479 89 U5 |

A = Affection = @8 = Rersher o fagandiersg wmar 7 =18 fZT-I T |

C = Command = 7 = fT&7dd 79 [@ PR M T3 IF |

H = Healthy = @& = [W1&7% A6 TR 7 F@F 9@ 954 |

E = Eagerness = STET = frere @8 ITéY, smemardr 7 g9 9= e |

R = Resource fullness = FTg9 919 g9~ = ferd = draa@l J1d1 a4 9 |

Rerer®r #rd w@er foreror 9 F @) WP TEACHER Wbl 51 83 weRE
yyare 9fy W gF AfFs | Riaew UF A, qHArEE, 6, S8 9dl, E=ET,
IATE, ATg_ I1d q¥I Fdid T JET~ ATKTET ghaeq & | giemeray frsrwers
g, fauy, weeadr IuAw KuEt qardrs Mita@ TEACHER 9TZET eReEH dde
gt gforg 75 | Rierder i fawg aeq@ SoM, T ATEETET 9@ A1 gt

g dorgd T far #1979 958 | 389 TEACHER T8l 37deh

TEAAFAEE T TEG |
(@) fewa U1 T e wAteEA

fTe TS GamTa wraeHr faaer fafme oree fadres a |fEws | Rverran g1 oA




foraer fafire o Sorer Sty FAfaTAE st A TS | faw rAer afes
RS W (Personal Qualities) BT | I8 I=11d RTA&FH1 TG @, MFNF AR,
WTadT, QU e, 90 I, ", 9Edl, demAd, o e, srefaeard,
Ffcxae, Wi, GAATHEAT qrd AT, FTEAT T TTHT &7 958, | RISOAT A1S9T &7
gy 7 fvaaeq Sid#H T e garg e o7 o= | Rieada A1 ueEd
et FATIATFATS W ETHT GEA TGS, | A FHTTF T (Social Qualities) &1 + T4
H=1d RrerE qeTaRtES, earh, FAEa IR TG T4, araq«re kg, fire, gfaen
RN, TH ATA TAH I=F DRI FT T4 G TES §IICS (@1, 048) |

Rrerrar A e Reroray wwHT fadi 19 A¥fea MGRTAGT (Group Dynamics) &
Hecd Férqmzﬁ, e M= 9e-a= (Co-relationship), Py ¢ i arqraver gfger
FERIHF AAEf (Positive Attitude) FT FHFTH TS, | Rarwart A1 wqurer siferes qRMfaw=E
Fafaer et Irer YIS @ T WL &5 | JUET T/ T (Professional Qualities)
A1, agya fawa asqafosr 3= 2ara, IReas R 1 a1, qewAtasEars
WU, T AT 2Er o, e feers ety 39 9 quer S T e Ter
fyraror FFrgaTs ITAferIE FATSA FEANT A9 (qFTeT, R0%9) |

Rrere sTcafaeaTd) g AN e gy An, IR awWa arter, st PR,
Sfaa f2em 7 wewel Ja1 w99 Rirear 9e1e THUSS | 3% FhEE @9 THH o

freyeer TATETE ATHATS WL FATSIA IS | T TATIAE T4TT Reroray
g faumdiar ot wAfaR fae w5 WadT ¢ =EeRE foarr gq

¥ | 799 qfq fardang Afss gt Ao EEdT A% W MRS |
(M freEws T T i sAfaa

Rrerars fm fofaa fomaer Fame age srerga T Jfes
(3) Fa€ FTHAT (Beard Models)
(3AT) m aHAT [Rayn's Models, (Ho - models, Yo-models, Zo-models)]
(%) U@ FHAT (Ryburn Models) 317 |
(37) TS AT (Beard Models)

gy T Faen AR T, & e IMER HUdT, 359 T HFNF ESHIS THE
T, JRFAE I3 {7, fagardian s aron e fo g39ess | a9 AT aR R
frarFaTe fagardier Hfys IJuafsr Iorer quR 1eH e | FAWT gd9d MRTeal
frzardier FAfTsTs tg T #FR9 g1 TWEEEH RROR NfiE ITATaRrETE
ARG a8 | [agmdiers @ soar et gREw a& 7y T amar
gfg &= (AT T a, R0%R) | 7E gt Rierm s 9T 7 STERgEEs aAEE |
(31T) TR A9AT [Rayn's Models, (Ho- models, Yo-models, Zo-models)]

A (Rayns) o T/ 9 f9ar@ g9 %o faw fawrq maw g1 7@ 9
T fqael dees wH 84 | a1 f[aqa9e1 deayr gfeet a8 &-F9]A7 (Ho-models) &7 (
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TS, j0%R
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7

fator of g1 =

q AREAL 1S [
B ATTENTE T
fararor 71,

EEINE]

AT
qUT &IHT T6A T
qq g
e BI(EEA, R
It , T fégge ™
Fhardere sramer forermar o
, =R
Framemz foterepare
Facare wivar fus &
) EEd (Ryburn Models)
T8 THATNZ FE9IH A9 R H
| R TRy
farerar FRarFaTT |FT ®H
gy T, faramdie wd&
fierd gAv<s | A&
=3 |
Frzardies foreromfa
T s
Rrerr ™ ,
F Sunfecce
RC
- FATIA
Teachi
Organi Pt eyureay
Record e in faz

Evalua n WWW

Mainta elation -

, K14
HAHA f e
s T
qFHTE
els Tdq,
B 114
iz 3Mea aF
FH O
;
T,
CLEANN O
@ o
i |
(Ryburn TF
AT &, FRIF] T
qera f29 T
F EIGICEL
i 9 g
_ T AtEeg |
fa=a YA AEF F1F T
AT | frereper e wg=
3
TN
AU C A ITO |

T |
e |

~
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7. Guidance/Counselor - F3¥TH T WRTHIRTATFT ®IHT & |
8. Supervision - 9TF AT MT FEEFLT fRTAR T |
9. Feedback/Reinforcement- T99e 7 JR4INT 9319 4 |
a0 R ©F IRraSn IR GBY & | ATET 3= dige d, FrE, 799 T R
JUIAATS Tal AN 9ieaE TS, 958 | Risee 99T T e "W R s | e

HTATTHT FU x IR 99 IIT & TR | A9 FHRES fgeae
¥ APRg T RTATSF MU (raqATaarTans O I, Araenewaray feor Rareryars

IAH qH, e T I= At AU gA9es | R Sfeer 9fq srergashe
EAISE | ITEAT MUH TS FTTare 3EAs ISATar IFRT T&I4 1 T58 |

qfey

Rereres o=z 79 FeMUR BT Rererarer FERTr GEI T T A 95 | Rietorent awaen
s FId, AATHATHAA, HET ANATE, VTR G ATTS yag TR
T9<a | frerd T afieaT arafas e T TEnTa Zedn sivafty T a6 ged |
A 1 fraer A gg e s o Rierre i sitrag afaess | T
Rrererar NMerF F AATAIE WY TOEE TREF THRIATER FA(S TEH E |

Q. fAeFd
R fagardie =fyana R=an, @z, #f9, srEar ¥ ygen qIZE Oy
TR 73 | A1 qarars fnarrer avfegss srder ofq = qreay & | Rrerser sre ]

I TR T RITFH T T THATF aAT WL ZA9<a | PRIy &1 g
FATIA RTeror Arera, drser Hfard SR FEa Weeaqur garen fAwTr tay s
S1e feques | Rrwor F1 T TdEe g, wran, e R, FWen qETrEE
It AT anfee Arerware SfE PRarsaTy arnfe FRrsATEs | T e frars
e AT fART e gques |

FIST, QAT (@) (0%R), RTa gemsaE 3, . e /1T |
AT, TUfIAE (R04R), R1em WA, AL : HE T99 T8 @qAq
qftgd, THATTATR T 9w, =T (R04Q), RraTR Fmrerare 7 IS R,

: faaTdl g F WU |
9, (R0%9), RTerH, a9 3, qUITEE 3%, FTSATST  Af TTeege UABH d=2F w.fd. |
qrd, ST@ATY, TS @A T ARTANTIIZ AgFrd (R0%%), Merw FISHOS

JAaTE ARG, o qH |

Rana, Swayam Prakash (J.B.) (2007 A.D.), Foundation of Education, Kathmandu :
Vidyarthi Prakashan P. Ltd.

Pandey, Sushil C. (2005 A.D.), Educational Psychology, Kathmandu : Kshitiz Prakashan.
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TVF ge | TR &9H1 R1E7 3Tk Taa#w ™ fau, ammdrer 9| s fae | aaufsaea
Fqu | = sfew 79 3= [T (State relation theory) J91d Teda At 4w, ArarT
gar TR TaTe ARt 8A, uhia 39 | Frrrger® Rrgur=a (Functionalist theory)
FYTA AOTAEF ¥ FHIAR TH T AFAVATS GEYA T W1aEE wdey RIS | s
farare oviaeT Fagura (Power theory) HT f99aTH 19 WUH 3 | IAVRET qGrH=T &l
atyer 5w fom | a9 qd|1 o feq 7 Rrws foaw ar amr & e o9
FHFE G | TAA TRE®d A3 T FIHAHT &7 TATCH & qA47 279% == 94 g T |
yfeer ofs e @aa 8 ATET TBATEAE fawaHT suig |AEAar (Autonomy) @
fazar=rarz afcanfad 37 | IS T39EA R ged 37 | 39 A3 fafga
91 HAAE GEATAAT T A YHER BHTRETH TRA FIaaaTw gEay 89 | gt
R1ee ITFT i @ 98 T AIEH U9 9 AR WiEg |

Riere ZraaTrm 7 far|Fr S @ AfET Risse Taered’ waremn g
faramfiers s fa@rea (Learning to know), 719 fa#1e= (Learning to do), &7 fA@Ta+
(Learning to be) ¥ &% & ¥ af=A (live together) &TWaT T& T | fatares s faamdtr
TS | qEAFH B | e 9N e[, fqeraare qihm, fvgeand
TIeTEaTR Faras &ar e § &1 | qad Rgsar 47 93 guers faeesr 9omga
RT&ATT FT (Pedagogy) Wew qW &3 | gae Rreree feg zeAems sramE e, /AT
QTR TH, hHep FEAT T T2 T4l ATA9ghdl T T4, fFogemdy Ar=rdrars
FFSa 7 ararE T W TG | a9 RIGERT 9@ weE e 9fw @@ &1y

fryFag 3% =T ®vF FATIH &ATFRvE fAzar ufq 3w 1 & fafiredrEd g
Rers SoTafad FA T FaARF g 6| famdl g fae (Co-learner)
EAUE | AR g ¥ ATETETT IJUFATS gEAE QifFa At #wq &A1
framefier =1 Rrerer &7 IHEIC TEE IR QY WA | TS AMRE T gIA
@r Rras w1 Afeerd guan gfafust ,  gFe avaatas aftrs SHaEE oo |
AT YT TF TSANMGAHT AT I 9T ATTFerars Rreraer 3w faa,

> LY
(Knowledge induction) T T T | Rrerer dfawer sneea fosf@ s=rdwarer
94 (Leader of three player interaction) af WA= | sraTq frers, fAendy 7 stnrasiag
MR o=t 7T T TR a9 o 96 | e B oae ) e wm fm mEe
FETFT T IITE g4 [ 95 9 Arrar e, siAE Ries fawm T Zrmere
Fareyr=rer | 1 &1 s fawa 7 e H FAURT T AT Jrer |
JAA AFEAT

Fareran frers Prfaacia Fafesoesr s daenarg Riar @ faw qar s dan
AT I AT 2rateId = yarg TRUH G | 0T I [EEEens I<rE quE
FT T ATATHT ATAT Agebapl RISTFATE AT FHEA T 2@, | Jqrear Rierd qER
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Ju-fRdvw, s FAnfq fawm &=
Email: mgartaula@yahoo.com
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IRGA | A T THIFAT 372707 32 gy qmvaes aRE u=e 78 dfus @@
Iar39 afFes |
@ Maw @ T ARH -

faslt Gifers qraess qaR W 9T A AfuE qredes @t dtas
fror e AraRPrE Qfwe s Aerreears gewrlt g G qrad
TZHAA, AW, gGnT 7 ZFE9T FHITAT GEHHTT RIS afFg |
() BF S T B
AT G | % ™A TI I ¢ FRWE | YA T g |
(g) Wfas qaiear fwior qur &

T aar MafETE A arqRihre Gias gemer gaa fawm, gwa 7 A afs
T yifatas waH FONs Far 999 YA RIS 1 SA |
() STEEIA FUTTHT qZANT

fasit s Afirs Fraesd Zraeneq ureEr an W e |t
ARTATTF, TATATATTSH, T RINTEET AT TEANSH FRaT T HARTTTH LR
TF ATV TF a1 JfAAR, ML a1 F=REFT FEq TFHeE ™ 9 A |
(@) Hfe=F ymur A sEETRa:

JraETE qur fAet difers Fearemw #m TREH RiaFEEE dqag AR gE,
(W) fraras st

e qur fAit St qeaess 9| ofeam taR 2rERaes, R e,
afded Zraenys, snfde qreeRTar, Are Iyata stes aresar afgwras qur
JUAPIAEEEN FAF, framfawel, syl I&qr FAFEee ad) g3 @rer fers
qeeEd & faera mraq afd=g |
(%) FTAEAA TIH F=ATTA FIC
ZIFIA TaH FoATAA FHT o7 79 §raA | 90 FIEATIH TIT FATIATT (377
FAfafE qEE 7 Frad g aqrs TdTs G T A1 §S |
¥. dd® ey

AEAtE Ao ARSI FTrEE Heq: R 98w, e TArera
XA, | FAH KA1, TaF Fa1 yaTe, I qur it 79 quare
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Y. freey

T Feree] i e 7 der TIEAT AT Fet 77T AT
fasers T FRA | af foren SR qradfE TR TIH AARRERE P awa g
FX AR | A9 TR e T wHEm a9 fA SE ATHvasarEn | i ua
JrHETTR FIFAES T O &S| T AT fUsfeum & T v dfE
FHEEF JF@ U TR UREAT RIE g2 T 3raeqd g | Agwr qmr S,
g, a1 T gvaErd (FEEEar: &4 A ot ders difaE e,
iy ferfa, axAmeasr @, dfus agfara, sragfa afs s fawgessr qea ¢
AHHITA TF ATATIRTF] GAAT T |fbes, | qqare fai a=mr — HATEEATS
Fredtad ATANTR. FATFH A TH JqG1 7 | IO T7ET faaesd FH g
Y T 7 fre S Aeca ol AR T AHfa U g | A RieT fq@rda
ST G, »ATa o, aazm, dfaas, TR qewrd qen, e s 0T A
Tl AEAAF A arsdhar FIFEES goAram T4 e Igw G a1 IanT
FAATTE=ATS Fhest Ara9AE FeANT TATIA W& A B | A qraT
T JHIFA FAEATS 1A RIETE 95", e T e sida G gq ewern
T T FEE /A A W waeTs faws )

Poudel, Dr. Lekhnath : MoE, Public Private Partnership in Education in Nepal

qrEed, 1. ATGH | AT H FREH AFATE (9 AT FaEE

farem fawmr (R0%R) @ W, 9iferE =t

National Planning Commission : Three Year Interim Plan (2007-09)

WMo Tt fara &, W« qfvafda a=Tmr varEar Jar garesr a@ifr dfes
A9 fawa

AT freTRAY FHEET qfad, Rien 9wy o frem g
qrEAHH faEE Hes, wha? o e
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individual and social benefit) GTeTs QTS |

Rrarept =g T wa Rifta ST Rt arde 9T T AreaTg. 96 |
WMerer Arerar g Aty erfaqer geam M@ sfaafiu T8 ad AT T ARG T A
TR PFAars T AT JAT% F=Ae 9 933 | T R AT araa fqvew
TR fagandt @arerg v &I TuET T I9Ed €39 | forAte freardirea Rrarare gra
RIETTRT AfaqTq AT AT U5, | HET TRH T~ &1 99 ZIFTd oI F=9ET O
g foremare & fagardicr ad wva1 oA a9 99 B &9 B oA q9 |

Pretrar amnfa® @9 (Social benefit) T% gfterd TR & afiws W= frarrer fazgandt
a1 Ay T @ifae T AfFAeTs 917 Ag FEeTs 9 AT TONE e g | AR
3137, AT, FE YOEE A1 AT, IA0F, ferd, 99 afreeq afva A
AT TZSA 7 AT I T 7873 | a7 IAeed RIS, T ddqr favg gz afq
Togey A1 AYAET BTAT A9 TATS 6 G | JHAT 9fF T JATEEA @I a1 JTq4TH

T A W €15 AT AFGYIF 97 AA A g% 99 AT AT hA A R

FrTor, SR a1 @ TESA 99 JEF ATHNGE dT9 R 9e g9 I | 99 a9
RTeITT 9ART AT JATTRE AN g7, d9 g9are 4 ord &l aTd a9 (Individual
benefits) &1 | ST TFH FANT FIEIATTF TAATE AMT g6 4 FAHAE A ATHATS
qEATE T (Social benefits) W3 |
Mirw wd ST faTRAWOT (Educational cost benefit analysis)

J9GF faratreRT ATETaTs WIgA T Afer 89 | fafw= faseamr (school of thoughts)
F1 fagTHEE AT-ATH I RTIT TATA-ITHF Sf@rar@l 5 | TGRS anTd
&9 (Cost benefit) a1 FTTAYET 9fawo (Rate of return) 15 TR WA T&ITRT AT
JETTET TEBA | T FHGIEAT (Sociologists) 7 Ramemeie® (Educationists) & FATEITAE
ar TN, SqFER, A, AT [ a1 {4~ T A1fgept drarear dfere v
TGTAET T4 TZSA | AFTI-ar (Cost-benefit) T4T FATATH gfawe 27 (Rate of return)
T YT IATZFA T ANfgeh oM ISTEHE (Quantitative) f&aTaaT AMEs | 79 3719
778 (Direct) &A1 3f@q (Visible) T4T AT qfFq (Measurable) ATHaTg ATF THIZS, |
7 RTETRT ATHATS AT ST AR AT xfaq a1 gaversn fguet TureRd (Qualitative)
qfeada a7 Aradrs ofF "= 811 rdiq gy sarent AefEd a1 weder (Unvisible or
indirect) sT¥e® TREUAT g7y | T AfFTH ATIROHT AT IRETA, ATAH] TR
ARy, Frase 298k (Social behaviour) AT ATTET gfvae, Jrdrr T Jrgfire frvga
T, FrfAE FEE A=A, 9N 94 7 AR IH A1fg T ®IHT FaRq a7
TqA AYF ®THT EIET [SERE £

AT SATETV AAET UV HAT G AGRS, GeNT e ATRAT ATTEH Gieaad, SATeqqrTE
ANTEFAT, AR ATHR (U0, arqraediry 2ra<m9a (Awareness towards health care,
family size and environmental management), SFTSJH TESITH W AT giead

1¥3
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F1 1 9 & AAT3Y 99 T Af@A A = & qErE T
FgF oo fagandt 9T qgr wwre, @9EE, T T q9 fed q4iq /We HEa
TRTATE F FIIIT TRAEED €S 1 A e g9 AT 9a e A1 3=y R
AT 9o @7 a1 qN JAEEd ] Gt 9iq afeoms &1 99 9t @y fae aavrEares
ATH T3 FEH TeR &A1 T F | T fagardt fFwamn Jhesd e, 3,

~ = (Critical thinking) ¥ f9T9 J&HITaH i1 (Special potantialities) g&e
THT TAT 99 FRSA | O dodee d9% fagadfidr 387 a1 akgsadr (Age and
maturity), I IRkaer/ yaen, gkar® @, fed sdaaHT sudr gfvaaa afee
9 THTE I g G | 9 OfeF AnTEEST Higd &7 q§iaE g (Non-
educational elements) =T ITT@ITATE 99 AT T& 9Ea (Woodhall, 2004) 1 Y
(&) farermaT AT 9guiq T |7 (Modality of education investment and level) |
(@) faremrer @8 T 9FT (Level and nature of education) |
M) f7ir T grafs® ar9 27 (Private and social rate of return) &1 T4 |
(o) "iEa ¥ qEy fa=ra am g7 ~  (Comparing rate of return) faeeisor |
(F) ATNg 7 AETF TR (Caste and cultural groups) fa=sr - - @ 37 faeermor |
(<) HATAE &9 7 F3taa 3= (Identifying trends in rate of return over time) |
() AARET qares (International comparisons) |
(W) F=RONTT ggafaer 9f7=14 (Identif ying global patterns) |
fmerrt AW (Cost of education)

fenar arfre aar amfas anE

(Private and social cost of education)

frsht @ma AT anT
(Private cost) (Social cost)
9GY A9 | a0 9, ardrand, dnTE, (e [MATFEFEl add, qeHIdr q4r
(Directcost) | q&® qqT dT ToFe® a"
o i A : Prgarern s, wEER,
TAT AMTAER | yrqqy. AT / JUTAH ® JgdY IWF (opportunity cost/eaming
(Indirect cost) W (Opportunity foegone)
CosvEaming foregone)
g1 AR o Ium, fam wyq @Eaw qar e
(Other costs) @9 (Cost of utilities, insurance,
maintenance and training)

Source: Lohani, 2001 and Woodhall, 2004




ITgR Afzwer framar arnfas, (o0, woay, Sycgy guar ST ST qaTERaTS
W T G|

ITAF auiF RT FAEW forenm ARTT 9faw S 37 (Rate of Return) &% g3 ge@mra

T 15 IiFs, -

(®) ALETHEF (Quantitative) : I a1 wfer Nfas ara (Direct/monetary/fiscal
benefit)

(@) TUTF (Qualitative) : F9casl, THETEE/snAfa® A (Indirect, non-monetary/
nonfiscalbenefit)

) ferenn agETSS, 94w a1 AfF/ Wiaw @ (Quantitative, dirfect, monetary/ fiscal
benefit of education) : FTENET AIENHF Arqae M FTe=z10 M@ 74 qfF=

e @Y, I aEE qW (VAR TR A=)

(Level of education, agewise, earning (Urban India)

AfdF s ( m

farerm v IHT %0 ST
favage q0 4000 Y00
grafas fatelr 9e1 e 93 3000 4000
fr= grafas g v q¥ 3000 000
wratRs fowr qer e 9c ¥ 000 3000
== forer @7 e Y %000 Y000
Source: Tan, 1988
gAlg T g (e T afews
(Return to education by level and region)
amfs+ (Social) fA<ft (Private)

yafes | snafas| I==  ynafas | qaafas | g==

fwarr | fovam | foew fwew | fwanm fmam
ufear / qrg /qer qa % | 999 99 R0 s | 98
Iq7 A 9%.% R.9 .2 i35 93.% i5.5
Afea st / AT | 9% | 932 | 93 REE 99 9. ¥
EIHE S .Y 1 =4 93¥ [ 993 99 %
T3 HEPA AFH Y | 5% | 193 398 R¥.% %S
fava 2.4 | 939 | 905 &% qe 99
*NonOECD

(Source: Psacharopoulos and Hpatrinos, 2002)

aad foremar AT T dnd@rdA I (Longterm investment) @1 ¥ THE
yfqshere oxfad 7 U ga=rg ST TS | Psacharopoulos and Hpatrinos (2002)
AR " Jed R1emF armhe Sohas qEATET Mt 9f ee @ 399 &) 1
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HTfreelr Tl Riem® o e dgdl Riamad amfas 9fawa 37 (Social rate of
return) &I FE) I=F 73, | FFAH (457 TEH! RTETH JAATHT I AH!
RTemT fash afawe 3= g | e M deat R 9t 9fawa g9 W g
T A I AT TG 7 I Rt fr afaw s 7@ g7 woE | aeEr
AT FH T AT AT TE Zg | AT ILMERW oA BT F grafes Jew faq
JLFT AT FF Y6 HINT G q7 I=F RAmEr Qo GiTaaEr enveri= T Ed @ |
= fqafaa (Developed) Zeret Foramar fawr@sfier (Developing) FeTeRT R1am crrArey
sfrwe 3= g | A wrafRE d g e v faw mathE v morfae aar 3=
e efer MrERER 9T FQ g 7 U3 MHivad IR A9ETR AN dgs A a9
HIS 923 9 yated zf@w | (Tan, 1988)
% qweed IfdE qd gfamas 8 awA

e yrafas foem qrafas foen Jw= foen
qa % 99.9 5.3
. ¥ 93.9 9.%
AT - 93.% 9.9
9T 9% % .4 93.0
¥ .9 ¥ 0 93.©

Source: Mukhtar, 2008
IV AFST & Targ 99 e Fafes @ amafas ofaws 93 7w 7
T ot §A &9 g9 9% | 1 AL/ TR AUE, AIRIAE T AREGE AT ATET
TENT &THT TlF TIF g8 | A= JqT ITER A& qJUHT RTeTHT JAATH
greerd R ¥q 9faed a1 A ave! Fora e 2o gfqerd smeirad o9 (Lifetime
income) AT s¥yafzy TE fa=T, 30%¥) |
afafees frenm avR S afaws av @fen-gew)

(Rate of return to additional years of education) (Male-Female)

fena @z e

FIRiea .9 %G

frmTaatas ¥ Y 0 Y

ATATHE 933 9%
99.93 9%.¢

“T ¥ R
9.9 30.9

Source: Aslam, 2007

TiFTTET AfewF T3er e &I Aqaq (Micro level study) o Rfedr ¥ qEwer
a7 forarr ST gfaRe &EETE IR B 1 TH FTAT Atawan Rran aue gfaws
ZeHT afgg WA Ews 1 wafeE qeawn 39 Riarar S 9f e 3= e dlaw




I o JAATHT Hieera! R1aqr S iawd 3= W @ | Afearey Rra amrey
FIG LT B 2 o2 SRS ANTF I @A 9ard fargfie TesEw a8 e §71 |

AHTETAT (CPS- 2003/2004) & TH UIS FI&W HAAW &TZehel A, 8Te
Thel I, FoIS FFAT TR AT 9.0 (@vd®) aqr g =1 qEE fran et
fataaan *faws | et sa afvs s ofq fafa=an 2fe=s | s @ v Rren
et v uft w3 frandie qwE WREr qEEe ERAR T q4E WA quE &2 |
grtas, GrERas T drmfas 7 3=T 9REAT FHAR AR wage 7 Riem S
gfahd 2 9f SF TF g | a9 95T B

fen T FTT
Education and employment opportunity

T (Employment)
Ao Icftol | qzmgm | T oAy

T T A oQ =9 e
9y | Pplell kA %% Q8o 3
q#q : 73T (Hispanic) 90 9z %2 3
Y . qg A 99 99 &g
Higem ;AT ¥ &Y 93 K=
afgar ;. @ren Y% %3 80 oY
"fgen : AMzarEY (Hispanic) Y9 Y9 £ Y By
wfesn : 5 ¥g %3 %R 93

frgrare. fraAea< g7 ITTEA (AT 9-%¥)

(Lafetime market outcomes by educational attainment (Age 21-64)

Ar|a affF aetA (eRfE g

R T } FIA | HEE
q¥Y AT _RT00 33200 ¥0300 $R900
T Tl 93900 | 39500 | 32800 | Y3500
q%Y : STZ4T4T (Hispanic) 39¥o0 ¥000 | %000 | W¥300
9y - 319 3300 0900 3¥R00 %1900
Hfgar : T 9500 95400 0¥00 3Y%00
RigET ;. FTAT 90000 9¥300 | 9eyo00 ¥0%00
afee ; sfzardr (Hispanic) RR00 9¥yoo | qw3oo 32000
Afgar 3= 5%00 94 800 42300 3%R00

Source: CPS (2003/2004)
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e AR 7 A HT AT T | FHATH ATHH €134 | ANF A1G oG AT
(Employmentratesare based on population : not labour force size annual earning includes
those with zero eamings; no adjustment is made for incarceration rates) |

foenr qgae ArERad=w ITA

(Lifetime earnings by education level)

CHART 1 LIFETIME EARNINGS BY EDUCATION LEVEL

1,000

Eamings

S00

white black Hispanic other white black Hispanic other
male female

M dropout B graduate
B some college [ BA or above

SOURCES: Current Population Survey{Mareh 2003 and 2004).
NoTEs: Eamings figures indude all persons, i.e, personswith positive or zeco income. Figures are adjusted for differenees in Incarceration rates by
education leve! {but not GED status). Produt tivity growth 15 assumed at 1.5% peryear. Discount rate is 3.5%.

Source: CPS, 2003/2004.

(@) farea e, sturet/ spifee snifa® AT (qualitative, indirect/non-monetary/
non physical benefit of education)

Rrem amdrEr wfawd wa# faw yeaa, Hifgs /fqs o &g |
TqH _ U& WA Afdd / FHISTA] ATCH qfrad| 8 | qTaL
EIHT ATF AT GHIAATS A7 ®THT AT UG 93 @S | AqATS JAB [qAATET
Frewry & afe=s

(i) ¥&r&A A (Health improvement)

(i) ATALTHI (=39 (Crime control)

(iii) F=ITF FaT gate (Welfare service delivery)

(i) &ed guY (Health improvement)
Rreter =afad T aaroTH @R qaw A e frae TEE

o Preer wifd a1 FHrIHT I Atwaly 15 | IHe ARG T ArAraRe RIS
aFaarar sfratza qar Rrem gra 79 SfadE draen IR FRr @A A
qieY B | AGH Y9 ST QUARAT U= | Jqd T a1 ATAS &THT @A




ETZRRA AT qrd a9 ad N
o WA Klsstil aqr A
o ftamar 3= T I fearm aqr
e T g8 |
SIYF feram a9 frerrer
qrq drFaeg frerET
ETFH T~ g a9
(Lifeti Ip ealth savin gh sc ool gradu
(AT
q&y
T Y00 3%%00
FTAT Y3300 £ 3900
( spanic) 3900 ¥EY 00
3R000 ¥%300
Sou in 8
A T T ', FoAA FTAGA
fa
R IR el arfaer
aq y o= I
qfea | Rreme frav
qaT 7 I T 7 SR
e GUH
T I arg TIATT
qeq | qrafia fareres
HTEHT fem Gl TTATFAT ar I 1o
q=T TS | T
9= T SR ¥} g
7 afe @ ) T A @ ¥ ¥
arg e arAteE & gt TG e faEr |
q4q1q GIC| TATSA LEGH

T T
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w00z A FTTIN T 19 Tz T WizAwed
AT A A UTHT IR 1970 9
LEZ:|

() qrefiFwTur fAg=0T (Crime control)

FHTFTT I 9259 M@ FRIRHAT TEH FRIGEET AT A GHT 39 Flearad
g WU @ T I=A R1em TAH "7 9 gfqerae afgg U B | Atarer Jevewd
I RremT=T A=<tEEs A0 G@ @9 T TRSA | Bd AT T gAlew eTeedd
e (Dropouters) &H S | A& IHuF Ndtafaesars (= T&T &, &4,
| O F1h, 3, S T q9T are/afeasr (Juvenile) TR STNTERE w1 AT
Folad Matatgesdrs WA T q 81 97 Toad JAl g9ART g=d gq faar
ARTgATS = e qRfad ergeRd @ad (Expected high school graduates) @

FAAY FAFUERE . AFAG~ =5
(Lifetime cost saving from reduce criminal activities)
(AT T

T wfgan
3000 5300
{4400 %00
AizardT (Hispanic) 35300 5300

qrad 3%%00

Source: Levin, 2008
Are: yqatad Afafafa &y FE IHTHT 8T &8 | 819 &7 &F YA IHY FHed! 1&dTsd
TEATHT mamiea & (UCR, 2004) &8 g¥ (Discount rate) 3.¥ giaetd 7247 & |




(3) FAUTFETQ a1 IR (Welfare service delivery)
T58 | A ruFT FATERT I FAT AART @ T 97 g5 | T [qeaee
Jraa fAaTe qar AT IAFANARCEF AT FLFRS TR THIH 75 | A P
ahy @rea STIf, srare ¥ R1aT FaveEET qaTE qud &A1 A9 & | A frew o
T ATH FAER JAFT g | 99 Rien gfqae o @9 a9d 7 | aga
faazor 9o 989 s

gfy wwtad gRERa e Al FAUERT @ a9

(Welfare expenditure extra lifetime saving per-expected high school graduate)

Etiicealice co i)
S
T 9300 Y000
FTET 3300 Q000
A=aTdY (Hispanic) 9300 3900
E1C o 3000

Source: Levin, 2008

JATEH UFEIA 3 | AT THER A arorar a9u fafe=rar g
Rrara =1fRrTa 7 ATEITE ITGE ATAIEE A6 AT ATAINES S

o fPifta e @ry g7 ¥ WafmE e Q@ T AT IHEW THAW/0ZH
(HIV/AIDS) &1 gF9wH &1 §138 | 31% qq FFoee gratas faren
9Tt T+ & A9 Y T T9TRAT 9o @ HIV &1 Fa1 TR Afe=2ir | 9 00%
AT FAEH ATER 4 9 JIFF 3 1@ 0 FAN IGANTFEE HIV a1e
Wmﬁwwlmmagﬁmmvwmwm
ATF HAAT JOTH FeT T AR TRISA JATHT AE FHaE g4 TH B | T
Frfawa graeeRy daarens Rremsr srawgm a9 gfEeer (UNESCO,
2011) 1

o firerer wHa ez, areatudr Tur Afeen shrFREETy AR favaers & Irew
FATIS | T R1E gAH AraAeTaee 9fd THIIR qUH AAE & | UIeT HiAd
yuew T T I & " AEr T3CT JIrad qneAy uiq 77|

® HUSHT THIFI (Global warming) T4T S=ary 9ivad+ (Climate change) ¥ 9@
FHTATE AN TS | HATH, T T 391 TENEEIE J=qA1 fremsr a4
afqems == 79 ¥33 (UNESCO, 201 1) |

o fadl war=E T3-7% ireT Wi favaagr 3y 3@ | Y fay yrared o A
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TFETSE YTATSTE] YOETHT FATATY 4 A5 7 3560 (&ffd @l | 39 qraaarg
et ey @ | ofey faew s AR Wi A @17 T I9afe ot
fenEr afaaa d & (fa=r, 083

Aqrd @< (Nepalese context) :

favad tfaefas qur dar segaa vARARES ‘Rien T At ant 0 &

TRV AFIRH T 9= 3mud g 1 @ e mfrEer qivadq @rg
arfas FFFaas qaug anr g TS
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Abstract

This paper starts with Buddhist Education, moves to highlight on teacher
learning, explores established meaning of socially engaged Buddhism with
review of relevant literature, discusses exemplary Buddhist inspired social
movements, and then presents a reconciliation pedagogy leading to derivation
of implications of engaged Buddhism for teacher learning. Further, it tries to
relate constructivism approach with Buddhist education in terms of teacher
learning under relevant sections. This is a discussion paper in nature which
aims at receiving comments and suggestions in order to broaden deeper
understanding of Buddhist education which supports to construct teacher
knowledge geared towards effective teaching learning for higher student
achievement.

Buddhist Education

Traditional Buddhisteducationentered from monasteries (Pollak, 1983) and has followed
modern theories and principles by many Buddhist practices. Buddha, as a teacher, advocated
lifelong learning in transforming one’s life through understanding of the Four Noble Truths
and the practice of Eight Noble Paths (Johnson, 2002). The system of Buddhist education
can be viewed as systemic instructions and pedagogy designed for reaching to enlightenment-
to see reality as it is without slightest delusion. At present, Buddhist education is delivered
through main three lineages of schooling, namely, Theravada School (‘The School of Elders’
or ‘The Doctrine of Elders’ or ‘Ancient Doctrine’), Mahayana School (lesser Vehicle), and
Vajrayana School. However, Vajrayana or Tibetan Buddhism or Esoteric Buddhism, is said
to be a sect of Mahayana Schooling.

"Buddhist schools vary on theexactnature of the path to liberation, and the importance
and canonicity of various teaching and scriptures, mainly their respective practices” (Lee
2011). Moreover, they all have five common understanding- Buddha as their teacher; Buddhist
teaching of - middle path, Dependent origination, the Four Noble Truths, the Noble Eightfold
Path and Three Marks of existence; members of laity and of Sangha can purse the path
toward enlightment (bodhi) ; and Buddhahood as the highest attainment (Wikipedia,undated).

Education in Buddhist school begins with takingrefuge in three jewels- Buddha (Guide/
teacher), Dharma (body of teaching), and Sangha (community) for those who wishes to
follow the Buddhist path, and continues to first affirmation or ordains to higher ordains, and
school level education to university education, depending on types of schooling and programs
offered, in addition to participation in vow, retreat, events and conference as a part of
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education, organized by Sangha. Buddhist teaching revolves around three broad categories-
concentration and wisdom with focus on Life of Buddha, Buddhist Concepts, and Practice.
Moreover, two of most important Buddhist teachings are considered to be Dependent
origination and No-self (Wikipedia, undated)

Learning is the endless pursuit of knowledge, and one should never be satisfied with the
teaching of single master, Buddha told to his students (Narada, 1992).” Buddha consistently
encouraged his students and disciples to think themselves and never to take the teachings of
any master, including himself, -completely by ones heart. Buddhism emphasis on continuous
learning, experiencing, self reflecting, one can only add and expand his or her mental horizons’
(Lee, 2011)

Traditional Buddhist education maintained free from error and contradiction with
mentioning of four reliances: Rely on teaching, not the teacher; rely on meaning, not the
letter; rely on the precise meaning, not the indeterminate one; and rely on wisdom, not on
consciousness (Lopez, 1988). Furthermore, Buddhist education emphasizes on "learning
perspective"” in contrast to "schooling perspective" of the west, which could become alternative
framework, if assumed that human are learning organism and purpose of living is developed
within the whole process of learner’s lives, that teaching exists for the sake of learning, and
that teachers and learners are co-learners (Chang, 2005). Four general principals of learning
for knowledge construction are visible in Buddhist education: learning is affected by prior
knowledge, learning is a social process, learning is situational, and learning involves the use
of strategy

Buddhist education is reported to be accommodative with Hermeneutic theory for a
study of theory of interpretations. It accommodates both Schleirmacher’s theory of author’s
intention and Gadmer’s theory of fusion of horizon because the former and the latter
correspond to "gradual path’ of Theravada and "skillful means’ of Mahayana, respectively
(Nimanong, 2006). He further elaborates that the former and the latter can be interpreted as
‘every day ritual’ and’ beyond every day ritual’ respectively, in which he argues that self-
identity in the light of right understanding through the self awareness or heedfulness must be
cultivated to solve the problem of conflict all over the world.

Teacher learning

Teacher is the most important factor for quality education who requires to be capable
of preparing students for a society and an economy in which they will be expected to be
self-directed learner, able and motivated and to keep learning over lifetime. Further, teacher
do make difference in education, if they are well informed by consolidated research,
innovations and reforms on education with systemic provision of teacher learning(Bhandari,
2008). Teacher learning programs are organized either in training institute or university with
provision of degree or non-degree programs in the form of pre-service or in-service programs
varying in duration of course leading to certification or academic degree.

There have been honest attempts to review the studies on teacher learning from various
perspectives, which can be categorized into three dimensions. First dimension is said to be
phases or continuum of teacher learning. The continuum of teacher learning begins with




apprenticeship of observation (Lortie, 1975) followed by initial teacher preparation, job
induction and continuous teacher professional development. The term’ apprenticeship of
observation’ refers to what teachers learn from observing their teacher’s deliberations during
own schooling at school and higher education level. The second dimension mentioned for
reviewing research on teacher learning concerns teacher’s characteristics, like their
knowledge, beliefs, attitudes and so on; their training content, method and strategy; the
environment; and evaluation. The third dimension consists of study approach, basically two
approaches- empirical-analytical and normative/re-educational approach. The former
approach considers teachers as receptor and consumers and later approach starts from a
broader movement of phenomenological study on the way that people accept and contribute
to their work circumstances (Moreno, J. M. 2005)

Teacher Preparation in Buddhist education is not much known. However, there is a
provision of becoming a Buddhist teacher from among ordinated monk who is to be highly
qualified on Buddhist education and/or Buddhist studies, and highly trustworthy on spiritual
practice and ethics. However, becoming a Buddhist teacher doesn’t require a formal setting
but one needs to join a Buddhist Sangha which creates an opportunity toincrease knowledge
in Buddhist education through provision of events, retreats and services offered by the
Sangha leading to certification of monk. Moreover, monks/ nuns are authorized to teach
Buddhist teaching, if they are trained in teaching and practice of Buddhism for years as per
requirements of Buddhist training centre. Buddhist teachers also have opportunity to
participate in professional learning during rainy seasons, organized every year.

Zen tradition of Buddhist general path includes six levels of teaching cadre: Mentor for
new comers; Instructor for introductory Zen practice; Head Trainee for three months Ango
trainees; Dharma Holder (Assistant Teacher) for spiritual guidance; Sensei, an independent
teacher; and Roshi, a master teacher. Further, mind to mind transmission is the heart of Zen
Garland considering a practitioner having five or ten year’s foundation of consistent spiritual
practice under an accredited teacher before setting out on Teacher Ordination expressions.

There is a growing tendency of constructivist theory to be implemented in teacher
learning. Johan Dewy is considered to be philosophical founder of constructivism in western
education, because of his involvement in progressive education movement which argues
learner-centered and dialectic approach in teaching and learning process. On the other
hand, historic Buddha, Siddhartha Gautam, before Dewey’s birth from eastern education
movement had implemented dialectic, devotion and practice as a major approach in teaching
with argument of sole decision of learner withlearning fromteachers (many) in knowledge
construction. The contemporary western educational theories (like global education, Pike
and Selby’ four-dimensional model and Pulo Freire’s critical pedagogy) align well with the
implications of Dharma, and they provide a lens to theoretical platform upon which to build
an articulation of those implications (Mc Leod, C, 2007)

Engaged Buddhism

Engaged Buddhism (EBM), a social movement, is a term coined by Vietnamese monk

Thick Nath Hant, during Vietnam War, which has been gaining support in international
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arena in the area of social work and social development such as advocacy, social justice and
social development. EBM recognizes that spiritual practice must be complemented by
responses to injustice through various means, such as resistance, collective action and creation
of new cultural forms (Hunt-Perry &Fine, 2000). Nhat Hanh advocated third party approach
that emphasized Vietnamese self-determination, leading to emerged collective action
influenced on public policy in establishing new institutional reforms.

There are numbers of important concepts in EBM. Firstly, All beings are worthy of
attention, no separating, which implies distinction made between’ haves’ and ‘have-nots’ or
anything else, meaning that, separating one from others is a trap, spiritually. Secondly, self-
determination and self-transformation are mutually necessary, meaning that, if you want to
change the world, you change yourself. Thirdly, the EBM is committed to combining social
justice and democracy with meditative practice.

Social development has been considered as one of primary activities of Engaged Buddhist
practitioners (Pyles, L, 2005). Engaged Buddhist activities are scattered around the globe,
to name a few are: working with dying in hospices, teaching meditation to prisoners and
cancer supervisors, and advocating for clean environment. Pyles (2005) reports that there
are numbers of Engaged Buddhist organizations involved in social work and development,
like Greyston Foundation, New York; Buddhist Alliance for Social Engagement (BASE),
San Francisco; Sarbodaya Movement, Sri Lanka etc.

Buddhist wisdom-knowledge creates resources for enriching co-existence rather than
promoting fear, anger and revenge which can be instrumental for solving worldly issue
through better understanding and proper utilization of emerging social movement. It is said
thatthe term ‘engaged Buddhism’ entered as a discourse in 1930s during the ‘monks’ war
against French invasion of Vietnam. Being socially-engaged, Sakyamuni Buddha’s life and
teaching might best be characterized by his work in developing a community of practitioners
referred to as Sangha (Hattam, 2004 ). Rahula (1985) mentions that Buddha’s discourse had
arevolutionary effect on society of his time and his teaching dealt with this worldly topics
such as politics, good governance, poverty, war and peace. The Buddhist sanghaprovides a
model of community and community development based on a lifestyle that is ‘minimalist,
nonacquisitive and noncompetitive (Swearer, 1996)

Socially-engaged Buddhism might also be understood in terms of practical spirituality in
which spiritual development and dedication go hand in hand (Swearer, 1996). Socially- engaged
Buddhism ‘entails, as defined by Kraft (1999), both inner and outer work. We must change
the world, and we must change ourselves in order to change the world. Awareness and
compassionate action reinforce each other’. Kraft (1999) further elaborates with saying-
‘Greed, Anger and Delusion known as the three poisons in Buddhism need to be uprooted in
personal lives, but they have to deal with as social and political realities. Throughout the
world today, large-scale systems cause suffering as surely as psychological factors cause
suffering. Traditional Buddhism focused the latter; engaged Buddhism focuses on both’.

Buddhist teachings are meant to be explored, examined, and then accepted or rejected
by the individual practitioner on the basis of his or her experience (Capra, 1997 and Nhat



Hanh, 1998a). Socially-engaged Buddhism refer to the application of dharma to social issues
in a more comprehensive fashion than religious charity or philanthropy, that sees to redirect
the personal quest for transcendence to the collective transformation of society. (Seager,
1999). Further more, Socially-engaged Buddhism represents an attempt to use the dharima
and Buddhist practice as a basis for progressive social action designed to address the real
problem of suffering as it manifests in the world in the ways that include illness, violence,
war, discrimination, oppression, exploitation, poverty, marginalization, and ecological
degradation. (McLeod, 2007)

Buddhist Inspired Social Movements

Jones(1989) provides three kinds of Buddhist practices which can be considered as
socially-engaged Buddhism- (a) alternative societal models , for example monastic or quasi
monastic communities: (b) social helping, service and welfare, both in employment and
voluntarily; and (c) radical activism, which ‘directed to fundamental institutional and social
change, culminating in societal metamorphosis’. Buddhistinspired Social and political struggles
have been reported, frequently, in many Asian countries with largest Buddhist population,
namely Burma (Aung San Suki, 1991 and 197); Tibet (Dalai Lama, 1997; Palden Gyastro,
1997 and Dawa Nurbu, 1997); Thailand (Suluk Sivraksa, 1992 and 1997); Srilanka (Macy
1983) and Vietnam (Thich Nath Hanh, 1967 and 1975).

The Dalai Lama’s writing on universal responsibility, ThichNath Hanh’s organization
of Tiep Hein Order and Sulak Sivaraksa’s vision for renewing society are noteworthy, among
many others, which exemplify socially-engaged Buddhism movements in Asia. All three are
scholar-practioners and whose lives are lived as experiments in ethical life, of how to live
life under extreme circumstances and provide some insights into both theory and practice
(Hattam, 2004). Their lives are seen as learning sites not only for searching their writing but
also for investigating them as well.

Dalai Lama

Dalai Lama of Tibetan-in-exile is a spiritual teacher/leader, philosopher, peace noble
prize recipient and writer. His theory of social engagement might be understood to revolve
around the idea of universal responsibility. ‘Bodhisattva motivation or Bodhicitta’ as his
popular term, refers ‘good heart’ or awakening heart’, a metaphor of the heart as the site of
love and compassion hides more than illuminates. Love is understood as ‘quality of mind’;
wanting others tobe happy’ (McDonald 1984). Compassion, being other side of love, is also
a type of mind: the wish that others are free from suftering or Dukkha. What is significant
in Dalai Lama’s recent writings has been elaborated in the nature of compassionate and his
reworking of the idea of universal responsibility of our increased interconnectednedness
(Hattam 2004). His arguments is as follows :

When there is something that needs to be done in the world to rectify the wrongs with
a motivation of compassion, if one is really concerned with benefit it is not enough simply to
be compassionate. There is no direct benefit in that. With compassion, one needs to be
engaged, involved. (Dalai Lama, 1992).

The Dalai Lama (1999) recognizes that today’s social reality is so complex and, on the
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material level at least, so clearly interconnected’ that conceiving of ethical practice, only in
terms of need for transformation, is no longer adequate. He cites examples of the globalization
of economics-that a stock-market crash on one side of the globe can have a direct effect on
the economics of the countries on the other side- and the impact of technology on the
environment. For this, he reaffirms that universal responsibility infers an orientation of our
heart and mind away from self towards all others without partiality in which he recommends
the cultivation of contentment. He further mentions each of these arenas, like education, the
media, natural environment, politics and economics, peace and disarmament and inter-religious
harmony, requires our engagement because the stakes are so high if we do not act.
Tbich Nhat Hanb

Thich Nhat Hanh is a Vietnamese Buddhist monk, philosopher, writer and noble peace
prize nominee who played a significant role in terminating Vietnam War in 1960. He
founded the ‘Tiep Hein Order’ with the aim of responding to ‘the burgeoning hatred,
intolerance and suffering that forged in the crucible of war and devastation that was the
daily experience (Nhat Hanh 1987) of Vietnamese people. Taking inspiration ffom Gandhi,
this group developed arange of non-violent forms of struggle, including fasting and using
literature and arts as weapons to challenge oppression, maintaining strictest neutrality
which meant not taking either side, non-communist or communist. This commitment to
non-violence was paramount and was based on the realization that ‘the means and ends
are one (Nhat Hanh 1993a). With regard to Buddhist practice for social struggle, Thich
Nhat Hanh has clear vision of social responsibility that ‘even meditation is not an escape
from society, rather than, is in fact, a process that ‘equips oneself with the capacity to
reintegrate into society’. (Nhat Hanh 1987b).Naht Hanh (1993a) explains that
‘understanding and compassion' must not become ideas about understanding and
compassion. They must be real existing entities within life itself which can be seen, touched
and experimented with. He further clarifies by:

To practice Buddhism does not mean to endure hard things now for the sake of
peace and liberation in the future. The purpose of Buddhist practice is not to be born
in paradise or Buddha land after death. The purpose of practice is to have peace, for
ourselves and others, right now while we are breathing. Means and ends cannot be
different. (Nhat Hanh 1993)

Nhat Hanh (1993), along with range of others, has proposed a Buddhist theory or
theology of resistance by a frame of rethinking of Buddhist lay percepts, like no killing: to
avoid killing, we practice reverence for life and hence develop compassion for others; no
stealing-we practice generosity and develop loving kindness; no lying: we practice deep
listening and loving speech; no sexual misconduct: we practice responsibility in our relationship
with others; and no intoxicants: we practice keeping our bodies and mind healthy which
means being mindful of what we consume both materially and culturally. Nhat Hanh’s
rethinking of percepts, goes a long way in identifying what these values might be, thus
providing a practical and useful map for cultivating an ethico-political practice in an un just
world (Hattam 2004)




Sulak Sivaraksa .

Sulak Sivaraksa is a Thai Buddhist practioner, writer, prominent activist and critics and
valued participant of World Council of Churches, Peace Brigade International, Gandhi Peace
Foundation, and Winner of the Swedish Government’s alternative to the Noble Prize, the
Right Livelihood Award. He is renowned in the West for his work in the International Network
of Engaged Buddhism. His work encapsulates both a critical and Buddhist sensibility and his
works are characterized by a Buddhist dialectic approach which he applies to all manner of
binaries including local/global, theory/practice, and self/society. (Hattam, 2004) He critics
Thailand’s development model and struggles for social justice in Thailand demands with a
global outlook.

Such a framework presupposes the concepts of capital markets, nation state
structure, the ‘free individual’ (i.e. consumer) and the linear and unlimited procession
of growth. These are foundations of world view for the vast majority of the west, large
segments of Japan, and increasing numbers of southern elites who study abroad.
However, for the percentage of the human race, these concepts are still alien. (Sulak
1998)

Sulak criticizes ‘think-big’ strategy for development for being missed human quality
and demands a development theory that is sensitive to existential requires ‘a multi-disciplinary
approach’ that involves ecologists, sociologists, anthropologists, philosophers and others.
(Sulak 1992) He advocates rethinking the Buddhist approach which consists of both self-
awareness and social-awareness in equal measure and requires not just a counter-psychology,
but also a counter-culture, a counter-economy, and counter-politics. (Sulak 1992c¢)

Sulk’s Buddhist perspective on practices of awaking and struggle is meant as the means
to building a mental and spiritual ecology and not as the ends to be accumulated, instead of,
the shunning of the material aspects of life, such as food, clothing, shelter and medicine. So,
for Sulak, ‘this process of reducing selfishness involves two realizations: an inner realization
concerning greed, hatred and delusion, and outer realization concerning the impact these
tendencies have on society and planet (Sulak 1992a)’

Reconciliation Pedagogy

Buddhism is discussed to be as a resource for reconciliation pedagogies, around the
globe. Reconciliation is understood here to be a psycho-social and pedagogical intervention
that aims to heal the effects of traumatic events that produce guilt, anxiety, resentment and
injustice that persists and distort individual and national well-being (Hatam, 2004). Further,
Reconciliation as a process has a potential to strengthen the fragile relationship that holds
society together.

Hatam (2004) argues that Buddhism offers ‘new’ cultural resources to critical pedagogy,
and to counter-cultural and counter-hegemonic movements in general, and might be considered
as a ‘resistance narrative’ (Moore, 1993) that enables us to rethink ethico-political practice.
Buddhism as a ‘resistance narrative’ can be thought of utilizing socially-engaged Buddhism
in terms of curriculum by choosing any of Buddhist inspired political struggle in many Asian
countries like the case of Burma, Thailand and Vietnam.
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Socially-engaged Buddhism also offers a few suggestions for reconsiderations of critical
pedagogy (Hatam, 2004). We might begin to think u:‘universal responsibility’, emerged from
socially-engaged Buddhism, as a pedagogy for reconciliation to heal traumatic events resulted
into disordered society. For Dalai Lama Universal responsibility’ meant cultivating concern
for others as basis for compassionate action. Pedagogies for universal responsibility would
enable young people to develop their understanding of connectedness as a basis for rethinking
through ethics (Hatam, 2004). Tich Nath Hanh, as mentioned in earlier section, pushes the
idea of interconnectedness still further saying that ‘struggling for peace involves both inner and
outer work and that inner work needs to proceed the outer. From Sulak, such pedagogy is
meant pursuing forms of knowing/knowledge that build self and social measure in equal measure.

Engaged pedagogy is more demanding than conventional critical or feminist pedagogy
(Mc leod, 2005) because of emphasize on well-being. That means that teachers must be
actively committed to process of self-actualization that promotes their own well-being if
they are to teach in a manner that empowers student (hooks, 1994, as cited in Mc Leod,
2005). This allows teachers to ‘make their teaching practices a site of resistance’ (hooks,

"1994). Freire calls this practice of resisting or critically reflecting upon and then acting to

transform, oppressive elements of reality"consceintization” (hooks, 1994) Moreover, this
type of holistic, progressive, transformative, engaged pedagogy allows for the construction
of true community amongst participation (hooks, 2003).

Implications for Teacher Learning

Key elements of socially-engaged pedagogy include an international attempt on the
part of teachers and students to address suffering in the world, the cultivation of a profoundly
dialogical and respectful relationship between teachers and students, the valuing and building
of community, the cultivation of critical consciousness, and an effort to nourish the well-
being of students and teachers, and their communities through teaching andlearning in ways
thatare consistent with Right Livelihood. Therefore, the contents of teacher learning designed
in a way that is well aligned with Buddhist way of schooling would be possible in creating
constructive nature of learning that addresses social issue through involvement and
engagement.

The Buddhist concept of ‘Dependent Origination’ has profound and wide-reaching
implications for teacher learning in order to have knowledge, capacity, and inclination to act
in ways that are consistent with their profound interdependence with all people and all
things. Teachers need to learn with a purpose that goes to students with a need of how to
engage them with the world in beneficial and wholesome ways. There is a need of educational
approach that creates culture like ‘the culture of bodhisattvas’ which tries to see the
relationship between well-being as individuals and their activities as relate to well-being of
planet and others. Further, student teachers need to be taught "how to shape their actions in
present moment" in ways that can positively impact and transform the world that they
experience such a profound interdependence with (Mc Leod, 2003)

Spirituality has much to offer to the practice of teacher learning by creating an
opportunity to connect with their wholeness and genuine sense of identity and integrity,




together with students and subject matter. Spiritual learning outcomes-into school
curricula might be guarding against the danger of religious indoctrination and protects
the religious freedoms of students and their families. Such an approach to education
would better serve the needs of both students and teachers with provision of tools and
opportunities to address one of the fundamental parts of their identity-spiritual identity
(Mc Leod, 2005).

Goldstien, J (2002) calls Buddhism as the method is mindfulness, the expression is
compassion, and the essence is wisdom which is a constructive way of teaching and
learmning leading to education as wisdom bringing forth a learmer’s potential through facilitating
not dictating holistic growth of the learner. This prbcess of holistic growth involves the
learner’s construction of new knowledge, skills, and ways of being on the basis of learner’s
learning experiences rather transmitting knowledge or information. Moreover, this approach
to education, with implacable to teacher learning, allows for the potential of the transformation
of existing oppressive and exploitative political, social, and environmental conditions (MC
Leod, 2607).

The provision of meditation in Buddhist education is important component which implies
in teacher learning. Meditation is nothing else but working with what one has, or ‘starting
where you are’ also a mantra of social work profession, which is also considered to be a
learning about the self and the nature of mind and its delusions are central importance to
Buddhist endeavor. Furthermore, meditative practices can help all individuals, including
teachers and students, to distinguish the true self from small self through recognization of
self that is constantly changing and impermanent and cut through the illusory separation
between self and others (Pyles. L. 2005).

Zen Buddhist techniques for classroom practices are well recognized to enhance
student’s ability to speak publicly. They are: begin with meditation, calm atmosphere, student
personal attentions, discipline enforcement, internalize performance standards, demonstration
teaching, and teaching with ritual, humor and story telling. Zen methods are a way to infuse
entirely different attitudes in student toward education, a specific sub ject matter, the instructor,
and self-concept of the student (Majors, 1989), because of method being unique, and often
revolutionary, staring place for learning.

The universal pedagogy, being part of bodhisattva motivation-a combination of love
and compassion, emerged from EBM, has several implications for teacher learning. Firstly,
it requires a commitment to honesty, which involves not being blind to various injustices
that distorts society, and that reduces level of misunderstanding, doubt, and fear throughout
society. Secondly, it pushes the idea of interconnectedness still further which leads to the
cultivation of contentment-an understanding of personal greed and acquisitiveness that
creates to harming others. Further, the reality of our connectedness means that we have
no choice of taking responsibility for well-being of others. Thirdly, we have to imagine and
to buildup what could be to get rid of ‘double blind’, which is the individualization and
totalization of power structure in orderto liberate individuals from political, ethical, social
and philosophical problems of our days.
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Abstract :
The present study is primarily aimed at finding out the types, techniques and
strategies of material adaptation adopted to teach English language in Grade
IX in Purna Sanjiwani Lakhana Mai Higher Secondary School, Dhulikhel.
38 Students of Grade IX, Section-A and English Teacher of the school were
identified as the study population. The samples were purposefully selected on
the basis of judgmental sampling procedure according to the researcher's
convenience. So as to find out the types, techniques and strategies of material
adaptation, a set of questionnaire for the sub ject teacher and seven checklist
Jorms were developed to elicit the information. According to the study, it was
found that the teacher adapted the materials mainly in exercises and the
materials were similar to the original text and exercises. Addition of the
materials was the most common technique adopted by the teacher to increase
interaction between teacher and students and to simplify the lessons.

Research Background

This study is intended to investigate how the English teachers.of Purna Sanjiwani
Langkhana Mai secondary school in Dhulikhel are using the techniques of adaptation of
reading materials to teach English sub ject.

Introduction of the Study

A language teacher needs instructional and reading materials. Such instructional and
reading materials help a teacher in taking important decisions regarding handling of the
language course and methods to be adopted. The main theme of this study is focused on
adaptation of reading materials in the English language teaching. The terms 'materials’,
‘adaptation’ and 'material adaptation', which have been used in the topic of this study, will be
discussed with their meaning and definitions as given in different research papers and books.
Meaning of Materials

Materials here denote any kinds of instructional materials that a teacher uses to teach
language. Many scholars have tried out to define the term ‘'material' in different books in
many ways. For Sharma and Phyak (2007:298), " 'Audio-visual aids', 'audio-visual materials",
‘audio-visual media’, 'visual aids’ or 'language teaching and materials'- all these terms, broadly
speaking, mean the same thing and have been used interchangeably.

Sharma (2002:102-106), on the other hand, defines the term 'material' in a broader
sense in the context of language teaching-learning. He states that material does not mean
only textbooks but it also contains English structures, idioms, phrases, figures of speech,
usages, proverbs. To attain various objectives of teaching English it is essential to have an




effective coordination between objectives and materials and methods of teaching. A wide
variety of items has to be taught to the students. This requires coordination. The teaching
method should be adopted according to the material. He has mainly divided the materials
into two types: junior level materials and senior level materials. He has further divided the
two types of materials into following ways:

i.  Junior level materials: Structures (Basic), Vocabularies, Grammar, Composition,

Reader (Supplementary Reader and Rapid Reader)
ii. Senior level materials: a. Textual material such as prose, poetry, etc and
b. Linguistic material such as composition, grammar, etc.
1. Textbooks: Supplementary Reader and Rapid Reader
2. Grammar: Functional grammar
3. Composition: Composing interlinked sentences, essay writing, précis writing,
conversation, discussion, Theme writing, Letter writing, Translation and producing long
answer questions
4. Structures: Complex and compound structures
5. Vocabulary: New content words, new idioms, new phrases, words with different
spellings Poetic expressions e.g. figures of speech
6. Reading-room Materials: Short and easy stories, essays. books on travel, interesting
papers, magazines, one-act plays
Meaning of Adaptation

The computer program MS Word of MS Office- 2003 gives different synonyms of the
word 'adaptation’ as 'version’, 'edition’, 'altered copy', 'revision’, Teworked copy’, 'variation’,
‘alteration’, and 'ad justment'.

The English dictionary "Oxford Advanced Learner's Dictionary 7* Edition 2005" defines
the verb ‘adapt’ as ' to change something in order to make it suitable for a new use or
situation'. The dictionary defines the word 'adaptation’ as 'a film/movie, book, or play that is
based on a particular piece of work but that has been changed for a new situation'.

The above two definitions show that 'adaptation’ is an act of using something as a
modified version in order to make suitable for a new situation. This shows that adaptation of
materials is a kind of activity where reading materials are adjusted and altered according to
the classroom situation to meet the needs and interests of different types of students.
Meaning of Material Adaptation

When or during teaching lessons, teachers need to make on-the-spot changes in response
to the learners' or students’ reactions due to some weaknesses and limitations. If an
experienced and expert teacher is able to make such changes, the learners become satisfied
and teaching-learning becomes more effective.

That’s why material adaptation is a process of making relevant and informed decisions
about selecting, adapting, evaluating and generating materials for effective teaching. It
involves changingexisting materials in order to make them more suitable for specific learners,
teachers or situations. (Tomlinson and Matsuhara, 2004)

"Effective adaptation is a matter of achieving "congruence .... The good is constantly
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striving for <<congruence>> among several related variables: Teaching materials,
methodologies, students, course objectives, the target language and its context, and the
teacher's own personality and teaching style." (McDonough & Shaw, 2003)

"The good teacher is consistently adapting. He adapts when he adds an example not
found in the book or when he telescopes an assignment by having student prepare"” only the
even numbered items:. He adapts when he refers to an exercise covered earlier, or
supplementary picture..." ( Madsen and Bowen, 1978)

Penny Ur (1996) suggests, "... where the actual words of the text can be adapted to the
level of class, and where the listeners can request repetition of information of information
they missed or clarifications. It involves more work for the teacher, but is easier on the
learners, and arguably provides a more authentic type of listening than recorded passages".

Similarly, Susan Van Zile (no date) suggests in a teaching manual called 'Hands-on
activities for Teaching Literary Elements'-" Although many of the activities are designed for
cooperative groups, they can be adapted for individuals use. Some of the activities, such as
categorize a conflict, work best with partners. Others, such as the setting murals, are whole-
class activities. Foreach activity, the purpose, the objective(s), the time allotment, materials
needed, and step-by-step directions are included. If possible, student examples of the projects
are included as well." (Grade 4-8, Scholastic Professional Books, New York, p. 5)
Objectives of the Study
The general objectives of this study are as follows:

1. Toidentify the reading materials adapted to teach English language in the school

| 1. Toidentify the techniques of adaptation of the reading materials applied by the teacher

m. Tosuggest some pedagogical implications of the findings of this study
Methodolgy
Sources of Data

The primary sources of date for this research were the language teachers and the
students of Grade IX in Purnasanjwani Langkhanamai Higher Secodary School, Dhulikhel.
The researcher also used Day-wise Field Observation Analysis, Check List, daily diary and
digital photographs as primary source of data. Consulted books were Lennz & Schumaker
(2003). Richards & Rodgers (2002), Tan (2008), Yan (n.d.) and Yule (1997).
Population of the Study

Students of Grade IX, Section-A and English Teacher of Purna Sanjiwani Langkhanamai
Higher Secondary School from Dhulikhel were the study population.
Tools for Data Collections

Daily Field Observation and Analysis Forms, Yes/No Checklist Forms, Questionnaires
for the subject-teacher (Open Type), Note taking in diary and related leaves of the textbook,
Digital photos.




Conceptual Framework of the Research

Textbook reading materials

Adapted reading materials

Adaptation steps,
techniques and strategies

Teacher’s descriptions
and observations

Research perspectives

Descriptive Analysis

Numerical Analysis

Conclusion

Limitations of the Study

te

The study was limited to find out the techniques of adaptation of reading materials for
teaching English in Grade 1X in Purna Sanjiwani Lakhanamai Higher Secondary School,
Dhulikhel.. This study was focused on the steps, techniques and strategy of adaptation of
reading materials only. This study was based on 30 lessons taught by the English teacher.
The analysis was limited as per the observation tools and the responses obtained from the

acher.

General Observation of the ELT Textbook Used for Teaching

The subject teacher used the textbook "English Class X" published in 1999 and revised
in 2007 by CDC and printed by Janak Education Materials Centre Ltd, Sanothimi, Bhaktapur.

The study covered from Unit Six to Ten (From page 50 to 80).
Day-wise Field Observation and Analysis

Day Lesson Observed

Adapted Materials

5. Time for grammar
(p.52)

Make a cup of teaboil water/put tea and sugar

(p.55)

2 6. Have your say. C. Making rice pudding- boil milk in a pot- put some rice
(p-53) and stir- add some cardamom, cashew nut, coconut, etc.
3 & Listen and match. C. Listen and matchHave you ever made omelet. A chef is
(p-54) describing how to make it. The ingredients are given in th
text below. Listen to me and put a tick against the ingredient
whichare mentioned in the salt
green chilies, garlic paste, egg, turmeric powder, coriander.
4 10. Put in order. Making a sickle

959

Teacher Education



(9]

11. Write. (p.55)

Planting a tree.
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6 |Mr Sherpa (p.58) Map of Dhulikhel Hospital Chok
7 |5. Have your say. Classroom to Computer Room
(p.60)
8 |7. Write. (p.61) To reach your home from the nearest bus park.’=
9 [10. Test yourself. How do you get to the hospital from the school?
(p.62)
13. True or false The students were supposed to read the drama again and
whether the following statements were true or false.
11 |14. Have your say. |[feel cold/ war your jacketget tired of walking/have a restlost
(p.65) your money/ask your friend
12 |2. Way with words. |Matching in stead of crossword puzzle.
(p.67)
13 |5. Time for grammar. |Added one more table for conducting substitution drill.
(p-67) Ababy 2N sPeak b lish,
cannot write
14 |6. Have your say. - speak English- climb a mountain- sing a song
(p.69)
15 |7. Let's play games. |- draw a picture- play chess- write letters
(p.69)
16 |8. Write. (p.70) C. Write about the same thing on the lame people.D. Write
the deaf people.
17 |8. Test yourself. c. How you can help your parents with their jobs: Help with
(p.71) bringing water
18 |[3. Tick the best a. "A and B are probably ..... " into "Who are A and B?"
answer. (p.73) b. "B is sorry because he ...." into "Why is B sorry?”
19 |4. Time for grammar. |drank my tea/think it's mine.
(p.74)
20 |5. Have your say. d. take a bag, then realize that is not yours.
(p.75)
21 |6. Write. (p.75) Clues were given to fill up the blanks in the dialogue.
22 |C. Read the letter The teacher added some extra questions to make the conten
below and write a and subjects of the letter clearer.
reply. (p.76)
23 [9.c. Create dialogues |You ate somebody's biscuits.
for the situations
given in the box(p.75)
24 |9.c. Create dialogues |You ate somebody’s biscuits.

for the situations
given in the box(p.75)

13. Write. (p.79)

Questions added.Clues added.




26 |2. Ways with Matching items instead of crossword puzzle.
words. (p.81)

27 |5. Time for ablind person read letters?
grammar. (p.82) Can a deaf person  hear sounds?

Watch TV?

28 |6. Have your say. toothache/dentist
(p-83)

29 |6. Have your say. Mobile phoneLaptopCan|I use your mobile phone? Yes, go
B. Work in pairs. ahead/ I'd rather you didn't?
(p.83)

30 (6. Write. (p.84) cook foodcut grass

Data Analysis and Interpretation

Day 1: The students were supposed to give instruction how to do the things by using
the clues next to the pictures given in the text-books. There were three clues with picutres
altogether. The teacher then added one more activity on 'making a cup of tea' to give
opportunity for more practice selecting from the daily household kitchen work. The structure
of the added work was similar to the given exercise.

Day 2 : Here, the sutdents had to wishper the instructions to the personnext to them on
how to make something like food. The teacher increased one more activity but reduced the
number of instructions in that added material to make easierto perform the task. The
of the added work was also similar to the given exercise like previous day.

Day 3 : The students were supposed to listen to the tape or teacher on how to cook
curd fish and they had to put a tick mark against the ingredients which are mentioned in the
description. But the teacher presented a list of the ingredients on the board, told about
"making omelet” and had the students tick the ingredients. The teacher only used the
blackboard but not the tape. The teacher substituted the content with another thinking that
the students are more familiar with omelet than with the curd fish.

Day 4 : The exercise describes the steps for repairing a bicycle tire puncture. There
are also pictures given to show the same process step by step. The students had to put the
instructions in the correct order. In addition to this activity the teacher added one more
exercise on "making sickle” according to the same process as mentioned above. He brought
some picture cards and taught to carry out this activity by presenting on the board.

Day S : Students were supposed to write a complete set of instructions for repairing a
bicycle tyre puncture. In addition to this, the teacher also asked the students to write similar
paragraph on "planting a tree". The content he added was relevant and helpful for the
student to develop writing instructions since it was familiar for those students who come
from villages.

Day 6 : The teacher had to teach a map of reaching Town Hall which was given in the
textbook on page 58 and 59. In addition to the map, he also created another map of Dhulikhel.
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The teacher first showed a map of Dhulikhel Hospital Chowk on the board and taught how
to describe a map. He then consulted the original map given in the text book. He added one
more similar map and asked the students to describe the map. The teacher also expanded
the activity.

Day 7 : According to the exercise, the students were supposed to work in pairs. In this
activity, the partner asks how to get to the place as given in directions. The directions were
given by the teacher. The teacher presented a map of school premise. He first showed a
map of Dhulikhel Hospital Chowk on the board and taught how to describe a map. He then
consulted the original map given in the text book. He used similar map and asked the students
to describe it.

Day 8 : According to the exercise, the students have been asked to write a letter to
their friend by giving directions for how to reach their school from the nearest bus park or
airport. The teacher modified this lesson as "to reach your home from the nearest bus park".
He also used some clue words. He added some clue words to scaffold to do the modified
eXercise.

Day 9 : According to the exercise, the students have been asked to work in pairs and
answer the questions on the map as given in the exercise. Before carrying out this activity,
the teacher talked about the way to hospital from the school. He added a relevant discussion
activity to help students carry out the pair work exercise.

Day 10 : There was an exercise where the students were expected to read the drama
and decide whether the given statements were true or false. The teacher replaced the
exercise with "Fill in the blanks" to make more difficult for the students. The teacher modified
the true/false item to make more challenging for the students to minimize some disadvantage
of chance of guessing true-false item.

Day 11 : According to the exercise, the students had been asked to work in pairs by
using four clues to advise their friends. The teacher added three more clues which were
found more helpful and supportive to practice the language function "giving advice". The
teacher added the materials to involve maximum number of the students, since the number
of the exercise were not enough for all pairs.

Day 12 : In the exercise, the students had to solve a crossword puzzle with six words,
three words in both across and down each wards.The teacher modified this exercise as
matching. For this he made two columns and put the clues on column A and the key words
on column B. But the material modified by the teachers was not found appropriate and
relevant.

Day 13 : In the exercise, the students had to make as many sentences as possible from
the table given in the exercise by using the structure I can+V or I cannot +V. The teacher
first asked the students to practice the structure A baby can + V or A baby cannot +V.The
teacher identified the feature of the materials that may need to be added. The material
modified by the teachers look appropriate and relevant. The teacher also matched the text
matter with voice by conducting oral substitution drill which was also helpful to carry out the
exercise given in the textbook.




Day 14 : In the exercise, the students had to work with pairs as an A and a B. They had
to ask questions to find out if their partner could do the things as shown in the picture. The
clues were given next to the picture.The teacher added three more activities to make the
students practice the pair activities. The teacher conducted T—S and S—S activities. The
 methods were "Role Play" and "Asking questions”. The teacher also used T—S and S—S
activities.

Day 15: There was a game for the students. In the game, the students had to tick the
things they can do and then find partners in the class who could do the same things. The
teacher added three more activities to the exercise so that the total time of the period can be
fully consumed for teaching-learning time.

Day 16 : It was an exrcise. The students had to work in pairs. They were supposed to
discuss and write down some of the things their sister or brother can or cannot do, and blind
people can do. The teacher added two more exercises with some clues : Write about
something lame people can do or cannot do.Write about the deaf people they can do and
cannot do. The material added by the teachers was found helpful to facilitate learning to
write paragraphs on the given topic of the exercise.The teacher added some materials to
involve maximum number of the students, since the number of the exercise were not enough
for all pairs.

Day 17 : In the exercise, the students were asked to imagine and write a couple of
paragraphs on the given topics given in the box. The teacher added one more topic on
"bringing water". And he asked the students to write in class then assigned them to do as
homework. But the teacher did not teach on the given topics "Pottery" and "Weaving". The
materials removed during teaching were also important but he did not want to ask students
to write because students were found less familiar with the topics than others.

Day 18 : In the exercise, the students were asked to tick the best answer after reading
a conversation given on page 72. There were given questions from a to g. The teacher
modified the questions "a" and "b". The material modified by the teachers was found easier
for students to understand and do the exercise. Almost all of the students were able to tick
the right answer correctly.

Day 19 : In the exercise, the students had to look at the situations as given in the picture
and the clues next to the pictures. They had to make apologies and respond to them using
the clues. It was a pair work activity. Almost all of the students were able to take partin the
pair work activities satisfactorily on the material added. He added parallel content and
activity to increase the number of pair works.

Day 20 : This exercise was also similar to previous one. The only difference was "d. take
abag, then realize that it is not it yours." the students had to look at the situations as given in the
picture and the clues with the pictures. They had to make apologies and respond to them using
the clues. It was a pair work activity. The material added by the teachers was found easier for
students to understand and do the exercise. Almost all of the students were able to take part in
the pair work activities satisfactorily on the material added. He added more materials to increase
in individual participations of the students in teaching learning process.
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Day 21 : In the exercise, the students had to fill in the blank spaces. There were no
clues given. The teacher provided some clues to the students. The clues were found effective
to provide learning opportunity for the slow learners.

Day 22 : The exercise was also similar to previous one but the topic was different : "C.
Read the letter below and write a reply. (p.76)". Here, the students also had to fill in the
blank spaces. The teacher provided some clues to the students The teacher identified the
feature of the materials that may need to be added. The questions added by the teachers
was found easier for students to understand and do the exercise. Almost all of the students
were able to take part in the pair work satisfactorily on the material added.

Day 23 : In the exercise, the students had to create dialogue for the situations given in
the box from the textbook. There were five situations given in the exercise. The teacher
added one more situation. The material added by the teachers was similar to the other
situations as given in the former exercises. The same technique was found repeated.

Day 24 : According to the exercise, the students were expected to write what a dowry
is, and write whether they would allow their parents to take or give a dowry when they
marry. The students were also asked to state the reasons. The teacher added some short-
answer questions on 'Dowry' and some clues. The questions added by the teachers were
found helpful for the students to carry out the exercise easily. This intervention was also
found helpful to help the students carry out long answer questions later.

Day 25 : Here, the students were expected to solve the cross word puzzle, across with
one word and down four words. But the teacher modified this exercise as a matching. The
material modified by the teachers did not look appropriate and relevant. Because crossword
puzzle game is done to develop active vocabulary, where as matching is used to teach
relationship between the terms. The skill of solving cross word puzzle was completely different
from that of solving matching item. The teacher was here not found aware of the objectives
of teaching crossword puzzle and matching.

Day 26 : Inthe exercise, the students were asked to read the drama and decide whether
the following statements were true or false. For this there were six True/False items. Instead
of this, the teacher himself modified the fill-in-the-blank item and asked the students to carry
out the exercise. In this way, the teacher modified this exercise as a 'Fill in the blanks'
exercise. Here, the teacher was found to be deviated from the intention of the exercise. The
fill-in-the-blank item is administered to check memory power whereas the True-False item
is administered to check their understanding power. The fill-in-the-blank item helps them
scan the information from the passage. The importance of True-False cannot be met by the
fill-in-the-gap exercise.

Day 27 : In the exercise, the students were asked to make as many sentences as
possible from the given table by using can+s+V or may+s+v or is it OK if +s+v or is it all
rightif+s+v. But the teacher added one more substitution table as givenin the second column
in this table. The teacher added easier exercise than the one given in the textbook. But it
was abitshorter than the original one. Almostallof the students were able to make sentences
orally. This shows that the teacher should sometimes be careful and be aware of the students'




capability and level.

Day 28 : According to the exercise, the students were expected to ask for permission
and reply using the clues next to the pictures. But the teacher deleted or removed this item
from the lesson of that period, when the time of the period was over. The teacher removed
the material from the lesson when time was not sufficient for him to finish completely.

Day 29 : The students were also asked to looked at the pictures and ask for permission
to use the things in the pictures. But the teacher added two more items to the exercises to
the lesson on "mobile" and "laptop". The teacher added two materials on "mobile" and "Laptop"
to the lesson of that day. The contents added were the interesting matter for the students as
they are highly used in modern society. In this way, the teacher was found to be able to
address the 'digital smart' of the learners.

Day 30 : In the exercise, the students were asked to write a paragraph on how the
students can help their parents. The teacher added two more items to the exercises to the
lesson : "cooking food" and "cutting grass" which were very common activity for those
students who come from rural areas and not so familiar for the students who live in urban
area of Dhulikhel market. This shows that the teacher sometimes fails to adapt the materials
appropriately from the point of view of students social backgound.

Steps of Adaptations Applied

Planning, identification of demand of the students, development of goal or objective for
teaching strategies, determination of content, format, features of the materials and types of
adaptation, giving information to the students and evaluation of the adaptation are steps of
adaptation.

It was seen that the teacher had followed all the steps of material adaptation except
one ie giving information to the students in advance.

Use of Addition and Explanation

Under addition and explanation technique, the teacher adds one/more sentences/
paragraphs to the beginning and end of the text. He adds specific items/sentences and
comments within the text. Similarly he also adds different texts or include activities and
expanded texts and activities.

The study showed that the teacher had applied the additional techniques in 20 lessons
out of 30. Among the 20 lessons, the activity of adding different text or activities was the
most frequent (19 out of 20) technique used by the teacher, whereas the teacher did not use
any activity of adding of comment within the text.

Use of Deletion Technique

Under addition and explanation technique, the teacher deletes any text or activity from
the textbook. He also decreases the number of sequences in a text or part of an activity. He
reduces texts and activities by decreasing the length, difficulty, depths. The teacher removes
the clauses or any specified items. He also combine sentences and rewrite in a different
format.

In the study, it was found that the teacher applied the deletion techniques in 3 lessons
out of 30. Among the 3 lessons, the teacher had applied the activity of deleting text or
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activity in all the three lessons. Similarly, the teacher decreased the number of sequences in
a text or part of an activity in three lessons whereas the teacher neither combined any
sentences nor rewrote in a different format in 3 lessons.

Use of Modification Technique

According to the technique, the teacher makes several changes to instruction. He/she
substitutes one activity with another. The teacher changes the position of text and illustrations.
The teacher changes the sequence of the activities. The activities of modification techniques
of adaptation applied by the teacher in teaching language has been presented.

The study showed that the teacher applied the modification techniques in 8 lessons out
of 30. According to the data collected, the teacher made some changes in instructions in 8
lessons. He substituted one activity with another in those lessons. Similarly, he changed the
position of text and illustrations in 6 lessons, where as he the teacher changed the sequence
of the activities only in 5 lessons. This shows that the trend of modifying and substituting of
the lesson is higher than changing of position and sequence of the lessons.

Use of Media Transfer Technique

Under this technique, the teacher transfers the text into any kind of visual form like
pictures, graphs, maps, tables, etc. The teacher turns prose into a poem, a letter into a
newspaper article, a headline into a proverb, a poem into advertising slogans or vice versa.
Similary, the teacher also turns a prose narrative into a screen play and changes the medium
from print to internet or vice versa.

According to the observtion of the study, the teacher did not apply any technique of
media transfer in all lessons. He did not transfer the text into any kind of visual form nor
turned the prose into any poem or vice versa. Similarly, neither he turned a headline into a
proverb (vice versa) nor turned poems into advertising slogans and so on. This shows that
the teacher is not aware of the media transfer technique in adaptation of reading materials.
Lessons Used Matching

Under matching technique, the teacher matches a text with a visual representation,
with a little/ another text or a piece of voice/music under matching technique.

The teacher matched the text with a visual representation in 14 lessons and the text with
another text in 16 lessons. Similarly, he matched the text with voice or music in 14 lessons.
The observation showed that the teacher had applied the matching technique for adaptation
of materials.

Use of Strategies of Material Adaptations

According to the strategies, the teacher applies several strategies of material adaptation
like presentation of concrete ideas, use of bilingual dictionary, create and use vocabulary
notebook, presentation of outlines/cloze passages/word banks and materials in home language
whenever possible. The teacher also reduces non-essential details from the text-matter and
uses visual representations: like maps, charts, timelines etc. The teacher also utilizes learning
centre as alternative instruction to provide reinforcement. The teacher also uses role play
activities.

During the observation it was found that the teacher had the students use bilingual




dictionary in 19 lessons and create and use vocabulary note book in 26 lessons. There were
olny two strategies which were used by the teacherin all 30 lessons. They were presentation
of concrete idea in the beginning of the lessons and providing materials in vernacular language
in all lessons. On the other hand, the teacher used the strategy of utilizing learning centre
only in one lessons.

Findings and conclusions

It was found that the teacher had adapted materials mainly in exercises. Addition was
the most common technique adopted by the teacher, whereas deletion is the least used
technique. For this, he was found to use and added different and relevant contents, clues
and activities to the original one by estimating students' pre-knowledge about content and
substituted the items of the exercise with familiar contents.

The teacher added the materials to increase the Teacher-Student (T-S) and Student-
Student (S-S) interaction activities. For this, he also added extra questions to make the
content clearer. It was also ovserved that the materials added by the teacher were found
similar to the original text and exercises in terms of nature of the lesson and grammatical
structure. The mterials were found to add not only to support teaching learning, but also to
to consume the whole period of the class, when the exercise were found too short.

The teacher added the exercises when the numbers of exercise were not enough to
involve all students. He added some parallel contents and activities to the original one to
increase pair work activities as per the students' number, to increase in participation of
students in teaching learning process.

The teacher adapted the materials during teaching when he found the material is
or easier than students' level. He used the techniques of adaptation to support students to
learn more difficult lesson. The teacher used the matching technique adaptation in lessons
with a visual representation, a little or another text and a voice.

The teacher first identified the content of the lessons according to the interest of students.
Then he modified the lessons to make more difficult and challenging. He matched the text
matter with voice by conducting oral substitution drill which was helpful to carry out the
exercises of the textbook. He modified the exercises by giving clues to provide learning
opportunity for the slow learners.

The teacher omitted some of the materials when the students are completely unfamiliar
though the content was important from the curricular point of view. Similarly he also
decreased the number of exercises in a text or part of an activity in few lessons. He also
reduced some texts and activities by decreasing the length, difficulty and depths.

The teacher did not transfer the text into any kind of visual form nor turned the prose
into any poem or vice versa. The teacher was not found to be aware of the media transfer
technique in adaptation process.

Recommendations

First, the teacher should be trained and provided with sufficient reference materials on
material adaptation. Second, he/she should prepare himself with documented and structured
lesson plans for the effective implementation of materials adaptation.The technique of
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adaptation should be chosen and applied according to the students’ real need, level and
interest. For this, the teacher should study and identify the real need of students. Third, he/
she should study curriculum, textbooks and teacher’s guide to find the gaps and repetitions
of materials so that validity andreliability of adaptation can be maintained. He/she can also
maintain an adaptation diary so that the progress of the adaptation can be reviewed and
reflected for further betterment.

Pedagogical Implication

This study has made an attempt to seek a new area of selection and customization of
language course. That's why, this study can be helpful for those teachers and educators
who are in confusion about how the reading materials can be customized as per the learners'
need and interest. Data and findings of the study provide some examples of adaptation
techniques. Because it is hoped that the study also helps language teacher to compare their
conventional teaching methods with the adaptation techniques and strategies so that they
can improve their teaching leaming process. This study may give an insight for those language
teachers who want to be innovative and creative. For example, the techniques of adaptation
used by the teacher show some potential way forward for turther room to reorganize the
existing practice of teaching learning activities.

This study also provides some topic and clues for doing action researches to improve
teaching leaming skills. It will be equally useful for the concernd authorities related to
curriculum and textbook development to design and develop the format of the lessons and
exercises in the textbooks so that they can leave space for the innovative teachers. Not only
these, the study will also be useful for the professionals who are working in the field of
teacher development programme. because the contents of the study may provide contents
to design and develop training manuals and activities for the trainings.
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Abstract

An ongoing research project entitled Improving students’ learning of English
and teacher professional development through action research: The case of
vocabulary and reading comprehension at B.Ed. level has been described in
this paper, which is being carried out by CERID in two constituent campuses
of Tribhuvan University. Pedagogical action research has been introduced,
and some details of the project have been presented including its
conceptualization, objectives, potential applications, major activities, and some
of its preliminary findings/ observations.

Introduction

[t has been well understood that English, as a foreign language for a large group of
Nepalese learners, is a difficult subject in schools and colleges. This reality is indicated by
the poor pass percentage and poor performance of university graduates in English. According
to the students’ results publicized by the Office of the Controller of Examinations, TU in
2010,41.7% (15606 in number) students have failed the exam in this paper.

In most cases, learners have inadequate competence in English as a result of the learning
dif ficulties they face in the areas of vocabulary, grammar and reading comprehension. As a
recent study has indicated, the students of B.Ed. studying under Tribhuvan University have
not been able to grasp many of the word-meanings that they had previously encountered
during their school education — being unable to comprehend 36.4% such items and lacking
the competence in using 63.2% such items productively (Luitel, 2012).

Many teachers often report the classroom problems created by the college students
who enter the campuses with the inability to comprehend even the plain sense meaning of
what the teachers say. In classroom, the traditional lecture method is in wide use; and
teachers have not shown that much of enthusiasm in deeply analyzing the learning difficulties
of their students or paying attention towards the solution of teaching-learning problems.

Moreover, there is the absence of the culture of sharing, discussing and initiating new
things to particularly address teaching-learning problems among the teachers of higher
education in general and Tribhuvan University in particular. The practice of diagnosing
learners’ problems or working out some intervention measures with a view to support students’
learning is almost nil. Thus. lack of initiation for classroom-based pedagogic innovations is
the reality in most campuses. Besides, there is a lack of attempts to theorize Nepalese

pedagogic situation and practices: so the generation of research-based knowledge seems




rare particularly in the context of classroom pedagogy. Nepalese higher education has faced

such problems; so is the case of English Language Teaching (ELT) in particular.

Pedagogical action research
In pedagogical context, action research (AR) is basically understood as a teacher-

initiated inquiry, and is organized along with teaching in classroom. AR is conducted with the

aim of making improvement in the existing situation. Along with the aim of "inducting changes"
in the existing situation (Jary and Jary, 2000, p. 4), it also aims to closely analyze the process
of change — which can contribute to the existing body of knowledge in the field of pedagogy.

More particularly, this kind of research emphasizes the improvement in quality of teaching-

learning during the research process itself, rather than doing research to implement its feedback

sometime later (which takes place in other forms of research inquiries).

As Carr and Kemmis (1986; referred to by Waters-Adams, 2006) have put it, AR aims
to contribute towards the improvement of: (i) practice, (ii) understanding of practice, and
(iii) situation in which the practice takes place. Obviously, the research questions/issues in
pedagogical AR emerge from the teacher’s direct concerns or problems (Crookes, 1993;
referred to by Mackey and Gass, 2005) — which are related to teaching and learning.

AR is also understood as a ‘clinical’ measure followed for improvement in teaching-
learning, as it attempts to seek the potential treatment or solution for solving the learning
problems that are identified before the intervention phase of AR (Luitel, 2011). This is done
through a new work or ‘action’ imposed upon the existing situation. In the course of
treatment for problem solution, the research design adopted in AR is completely different
from other sorts of research studies that are based on the data collected from a single
contact between the researcher and informant. Instead of being limited just to a single step
of data collection (like in survey research), there are several steps of data collection in AR,
in addition to intervention.

Kurt Lewin had coined the term ‘action research’ in 1946 (as reported by Robson,
1993). According to the methodological framework of AR conceptualized by Lewin, there
are four essential steps, which include: a) planning (i.e. deciding what to do for action and
making plan accordingly); b) acting (implementing the plan); c) observing (studying the
impacts of implementation); and d) reflecting (identif ying if anything is required to be done
further).

Regarding the usefulness of AR, the following points can be considered:

1. As action research has the purpose of designing the strategies for enhancement in
students’ learning, it is conducted with the intention of "impacting on student learning"
(Nortion, 2009, p. 66). So, AR interventions will be directly relevant in the learning
enhancement of the academically poor students in particular.

2. AR allowsteachers to critically appraise the conditions of their workplaces (school and
classroom). Further, it also guides them towards initiating some planned action for
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improvement in teaching-learning. These things are essential to be developed among
teachers. Action research is useful in developing experts in the educational institution
(the school/college) and classroom. Doing so, teachers’ professional competence is
developed based on their own situation.

3. AR creates an avenue for teachers and researchers to enter into dialogue. Ultimately
this creates the situation of hearing, sharing and generating ideas from the interaction
between two parties. The benefit of this is that researchers can hear more clearly
about what teachers say regarding the existing situation, problems and realities on one
hand, and teachers also benefit from the insights given by researchers regarding the in-
depth study of problems and possible way out towards solution. In this way, action
research creates ample opportunities of teacher-researcher collaboration and establishes
the culture of working together. As Dornyei (2007) has stressed, teachers in many
circumstances cannot conduct action research independently although there were
attempts of conducting this kind of inquiry by teachers themselves in the beginning of
AR tradition. Collaboration between the two parties becomes useful towards enhancing
the rigor and insight needed for classroom based inquiries.

4. ARcanbeanappropriate means of generating practice-based knowledge and theorizing
it. Besides, it also successfully paves the way for modifying classroom practices based
on the feedback derived from research. Following Schecter and Ramirez (1992, p.
204), AR "...is clearly motivated to point us to a theory of practice, to abody of knowledge
contributed by teachers that seeks to identify and define what actually beneficially goes
on in classrooms."

Conceptualization of the project
Considering the need for classroom-based research inquiry with the involvement of

teachers for the purpose of addressing the teaching-learning problems that occur in General
English taught to the B.Ed. students under Tribhuvan University, a project entitled Improving
students’ learning of English and teacher professional development through action
research: The case of vocabulary and reading comprehension at B.Ed. level was
conceptualized and its activities were planned in detail. This project is being implemented
now by CERID (Research Centre for Educational Innovation and Development)/TU, in
which the author has been working as the Principal Researcher. The project is running with
the support of University Grants Commission Nepal.

Project objectives
The project has the main objective of developing an in-depth understanding of the

contexts and issues related to learning and teaching English at B.Ed. level in the Nepalese

context with a view to developing waysand means of improvement by mobilizing the practicing
teachers and students. The more specific objectives of the project are the following:

® Assessing the existing level of the English language competency of B.Ed. students in



terms of vocabulary and reading comprehension through teacher-researcher collaboration
using diagnostic testing tools, and identifying the areas of learning difficulty;
Designing focused intervention package/s additional to the existing course materials for
students’ learning by addressing the problems identified after the diagnosis, in
collaboration with the subject teachers working in campuses;

Implementing the intervention package among the students and studying the outcome
of intervention upon their learning in the areas of language focused for study;
Outlining the teacher professional development pattern established by AR intervention;
Developing a model of enhancing the pedagogy of vocabulary and reading comprehension
under General English at B.Ed. level as regards material preparation, teaching-learning
and teacher development.

Application and Uses

The outcomes of the project are expected to be significant for application in the ways

just mentioned below:

1.

Human resource Campus teachers who are teaching General English
will be directly involved in the classroom-based activities of the project. As the project
will focus on the development of teachers’ insight and skill in identif ying the learning
problems and working out the remedies, teachers’ professional growth is one of the
direct focuses of the project. The campuses in which AR project is conducted, thus,
will getdirect benefit from the professional growth of teachers involved in the project.
So, it will be a significant contribution for the development of human resource existing
in the respective cam-puses offering B.Ed. courses. From the insights they gain and
methods of conducting research they learn through the project, the teachers involved in
the project can design and implement similar ARs in the future as well. Besides, their
colleagues (other teachers of English working in the same campus) will also be
familiarized with AR processthrough a dissemination seminar.

One of the project activities is the development of
learning package for students. The learning package prepared for addressing learners’
problems is expected to be useful for a large mass of students having poor level of
competency in English; and it can be usable among the students of any campus. It can
be developed as a self-practice material for B.Ed. students.

The recommendations of research will be applicable in running

the existing courses in a more constructive manner for learning promotion. The concerned
subject committee, departments and the entire teaching force of the university will be
benefited from the feedback/ suggestions derived from the action research undertaken
in the project.

Professional and theoretical The project will also attempt to explore the factors

affecting students’ learning of English. The factors affecting learning that are identified
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from AR will be of practical as well as theoretical interest in the community of ELT
professionals. Practically, they will provide insights regarding the cautions to be taken
while teaching. Theoretically, they can be discussed in professional forums and even
circulated through academic journals so that teacher educators, researchers and
academicians can be exposed to the factors hindering learning identified from research.

5. From the study of data collected in the course of field work, the project will work out

the students’ "existing competency profile" (before the AR intervention) and "achievement

profile" developed after AR intervention. Further, the research will also attempt to

trace out the students’ "learning route" and the pattern of teachers’ professional
development established after their involvement in the project. The students’ existing
competency profile, achievement profile, tracing of the learning route, and the pattern
of teachers’ professional growth will be of academic and theoretical interest among
researchers as well as language teaching professionals. These can be disseminated
through academic conferences as well as scholarly journals.

Project Locations, Participants and Major Activities

The project has been located at two constituent campuses of TU that are situated in
different geographical regions of the country. This selection has been done taking into account
a reasonably large number of students studying therein as well. These campuses are: (1)
Mahendra Ratna Campus, Tahachal Kathmandu, (2) Surkhet Campus (Education), Surkhet.

Full-time teachers of these campuses satisfying two basic conditions are involved in the
AR project: (a) teaching General English course at B.Ed. level in the given shift in which the
project is being implemented; and (b) having willingness to participate in the project activities.
Prior to seeking their consent for involvement in the project, the teachers were informed
about the objectives and project activities in detail.

All the students of B.Ed. 1** year who are being taught by the teacher participants in
these campuses are involved in the AR project from its commencement to the end. However,
students will be sampled for achievement testing on completion of the intervention activities.
The approximate sample size will be in the ratio of 10:1 student in each campus. A stratified
sampling approach will be applied for this purpose, representing the bright, mid-level and
poor level learners, based on the record of their ‘existing competency profile’ revealed from
the diagnostic test conducted in the beginning.

The project has proceeded ahead with the study of relevant documents and literature
including the syllabus, course books, reference books, journal articles and research reports.
Study tools have been designed based on the lessons of General English course of B.Ed. as
suggested by the teacher participants. The study tools have been piloted, refined, and prepared
for administration, which include: testing tools (to test vocabulary and reading comprehension
of students), Focused Group Discussion (FGD) guidelines for students, interview guidelines
(for students and teachers), problem solving tasks (for teachers) and questionnaire (for



students).

The testing tools have been implemented among students for the diagnosis of their
learning problems. The students’ responses on the testing tools were studied in detail; and
theirleamming difficulties were identified, discussed with teachers, and an intervention package
was prepared for addressing the learning difficulties with the collaboration of teacher-
researcher. Now the package is being implemented and its output is yet to come out.
Students’ Existing Competency: Initial Findings

Based on the students’ performance in the diagnostic tests, their existing competency
profile is presented in in Table 1. The figures are summarized here on the basis of the
responses of 197 students from the two campuses on 6 different types of tests mentioned
above.

Table 1: Categorization of students based on their correct responses in the initial

(diagnostic) tests

Layer categories (Score range) Students
Layer 7 (85-100%) 0%
Layer 6 (70-84.9%) 1.02%
Layer S (55-69.9%) 051%
Layer 4 (40-54.9%) 4.06%
Layer 3 (25-39.9%) 29.4%
Layer 2 (10-24.9%) 56.9%
Layer 1 (0-9.9%) 8.12%

A wide variation was found among students in their level of competence. Considering
their correct answers, their scores ranged from 6.7% to 74.7%. As shown in the table
above, 6 layers of students were found — with 8.12% students (the poorest learners) at the
bottom layer; 56.9% at ‘layer 2’; 29.4% at ‘layer 3’; 4.06% at ‘layer 4’; 0.51% at ‘layer 5’
and 1.02% at ‘layer 6’. No student was found crossing the demarcation line of 85% in
score, and the population of those scoring more than 55% is marginal; and more than 94%
students have scored less than 40%. The situation of 8.12% students not being able to cross
the line of 10% is hopeless.

Thus, the result of the diagnostic test shows that students enrolled at B.Ed. level in the
campuses have, on average, very poor level of competence as regards vocabulary and
reading comprehension in the course of General English taught at B.Ed. With a view to
address this problem, the following intervention materials have been implemented among
the students: (1) simplified reading texts; (2) practice questions (additional to the ones given
in the textbook); (3) crossword puzzles; (4) list of word-meanings with example sentences;
and (5) anagram tasks. The full result of intervention is yet to come; and the role of the
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project in the professional development of teacher participants is yet to be analyzed and
interpreted.
Concluding remarks

So far as the focus of this research project is concerned, it is the first one of its kind
implemented in the field of ELT in Nepalese Higher Education. With the involvement of
teachers in their own usual workplace, there is no doubt that its direct benefits go to the
classroom and learners — the ultimate beneficiaries of education. In addition to aims and
objectives of the project described earlier, it has the ambition of promoting collaborative
culture among teachers, which is rare in Nepalese education from the elementary to higher
level. With theirinvolvement in project activities, the participant teachers’ learning is expected
to be significant, which can be utilized later not only in their own classroom for enhanced
teaching-learning practices but also for sharing their expertise with a wider community of
teachers. If they develop their expertise as expected, they can work as the resource persons
of action research at local level and contribute in launching similar projects of teacher
development at school level as well. The success of this project in attaining these ambitions
depends on the successful implementation of the project — particularly on the cooperation of
the campus authority, teachers and students.
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Abstract

This article focuses on the teacher education at present context of Nepal. In
this article, the writer presents why the teacher education program was established
in Nepal. Thus, in the expanding world of education, teacher education has become
more thrilling and challenging. In order to improve the teaching—learning situation
in the classroom, a trained teacher can play dynamic and pivoral role toward this
direction, because a teacher needs teacher education to transmit his/her knowledge,
skills and attitude to the learners (the students) in a more effective way.

Nepal has moved through a myriad of teacher education system over the
years since the dawn of democracy in 1950. The writer shows a brief history
of teacher training established in the country. For the amelioration of teacher
training system in the present context of Nepal, some ma jor solutions and the
training status of community school’s teachers of secondary level at 2011 and
the training status of all types of school teachers at secondary level in 2011
are presented in this article. Conceptual difference between teacher training
and teacher development are also cited.

The Context

Teaching is one of the creative and challenging job in the field of education. It is a
system of preparing individuals for educational transactions including classroom teaching. A
teacher needs teacher education to transmit his/her knowledge, skills and attitude to the
learners (the students) in an effective way. In this regard, Chakrabarti (1998:73) argues that
the expansion and explosion of knowledge in every field has a great impact on training and
teacher preparation. Thus, in the expanding world of education, teacher training has become
highly thrilling and challenging.

Some educationists and sociologists rightly point out that quality improvement of a society
depends primarily on good teachers and their effective and meaningful teaching. Their notions
are that the progress of a country depends upon the quality of its teachers and for this
reason, teaching is the noblest among all professions (Sharma, 1997, cited in Kafle and
Aryal,2000:114).

In order to improve the classroom teaching, a devoted and trained teacher can play
pivotal role towards this direction. A trained teacher can only understand the learning needs
of the learners, their understanding ability, age level, memory power and their gesture. Thus,
a devoted and trained teacher is one, who has achieved higher degree and command in
knowledge of his/her sub ject, and who can study and understand the attitude and psychology
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of the learners.
Evolution of the Teacher Training Concept in Nepal

The general meaning of training refers to the process of behavior shaping, because it
makes the teacher perfect in classroom teaching. Training for teachers is compulsory and
indispensable for the development of competency, because class age is a competitive age.

It is known from the previous history of teacher training/education that teaching was
basically regarded as temporary work for untrained people. Thus, the growth of public
education was created as a critical shortage of trained teachers and was a need for more
efficient mechanism for training for teachers and measuring their effectiveness in standardized
ways as it was required. In line with this, the development of normal schools as teacher
training institutions have served in most countries of the world to fulfill this need. Despite the
expansion of teacher training, shortage of qualified teachers continue to be a serious problem
in many countries of the world (Pandit, 2004:99).

Nepal has moved through a myriad of teacher education system over the years since
the dawn of democracy in 1950. In this context, the first teacher training institution was
established in Nepal in 1949 to train teachers for Basic schools. However, the training
program was discontinued in 1953 ( Kafle and Aryal, 2000:114).

Similarly, in 1949, the first teacher-training center was established to prepare primary
school teachers for Basic Schools. A new program of teacher education was inaugurated in
1954 with the establishment of normal school.

In this perspective, the establishment of College of Education, the first degree granting
college established in 1956 in Nepal was another development of education in the history of
Nepal as recommended by the Nepal National Education Planning Commission (NNEPC)
of 1954. In connection to this, NNEPC1954 stated that the teacher is a key stone to success
and failure of education, s/he creates (or fails to create) the wholesome educational
environment essential to success (Bhatt, 2007, cited in Bhandari, 2011:209). Then, All Round
National Education Committee (ARNEC) was established in 1961. It had suggested better
salary and training for teachers for the improvement and excitement of teachers.

Likewise, the National Education System Plan (NESP) was a crucial and corner stone
of education in the history of Nepal. NESP made teacher training mandatory and
differentiated between trained and untrained teachers. Teacher training campaign has been
launched over the country. Some of the teacher education program efforts of 1970's and
1980's were mentionable in the educational history of Nepal.

In addition, in-service and pre-service, I. Ed. and B. Ed. level education was imparted
in lower secondary and secondary level teachers under Faculty of Education,. Tribhuvan
University. Short period, on-the-spot-training program is being run by Ministry of Education
(MOE).

Inspite of these development measures and changes, management of individual schools
at the local level remained basically unaffected in general. The schools established by people
remained to be managed by the School Managing Committees. The government maintained
the policy of partial assistance for schools operated under private or community support. It




continued to provide differential annual financial grants to schools. The SMC's had
responsibility and authority to generate funds to operate schools to appoint teachers and fix
payment of their salaries (Shrestha, 1982, cited in Sharma, 2008: 192). At that time, the
financial resources of schools were mainly the student fees and donation of land by some
wealthy families or landowners.

In this respect, NESP was an outcome of experiences and recommendations made by
various commissions and experts. Through, NESP for the first time, investment in education
was officially recognized as an investment in national development.

The NESP brought notable structures as well as administrative changes in the educational
system of Nepal. The school education was put under the Directorate of Education placed
in each of the regions (originally 4 and later 5 in number in 1982). District Education Office
(DEO) was made as the main representative for the administration and supervision of the
system of school education. The school education was structured as 3 years of primary
education, 4 years of lower secondary and 3 years of secondary level education.

The secondary education had three streams as general, vocational and Sanskrit. Different
types of schools existing before the implementation of the NESP were brought under the
umbrella of national goals governed by a national curriculum structure. The highest body
responsible for the implementation of the program was National Education Committee (NEC)
(Sharma, 2008:193).

After the restoration of democracy in Nepal in 1990, education system of Nepal was
restructured according to the report of the National Education Committee (NEC) 1992.
There was democratic government in Nepal on the one hand and on the other discussion for
the global declaration on Education for All (EFA) was initiated. In this vein, National Center
for Educational Development (NCED) implemented teacher-training policy in 2005.
Educational Training Centers (ETCs) offered in-service teacher training of first and third
phases of 2.5 month duration in face to face mode and 5 month training from distance mode
to primary teachers. After completion of all the three training packages from NCED, NCED
provided 10-month teacher training certificate to the participating teachers.

In line with this, Faculty of Education (FOE) of the T.U. is the major provider of
preparation for lower secondary, secondary and higher secondary school teachers through
its constituent and affiliated campuses. B. Ed. and M.Ed. degree holder prospective teachers
and M. Phil. or Ph.D. level expert human resources are produced now in FOE, T.U.

Similarly, Purwanchal University (PU) offers B. Ed. and M. Ed. degrees, Kathmandu
University (KU) School of Education also offers post graduate diploma, M. Ed., M. Phil.
and Ph. D. in Education. Likewise, Nepal Sanskrit University (NSU) has also been operating
Faculty of Education up to graduate level (Bhandari, 2011:211).

In addition, Ministry of Education (MOE) has started School Sector Reform Plan (SSRP)
2009-2015 and under it Teacher Professional Development (TPD) plan is put into effect.
Teaching license is made mandatory to enter into the teaching profession before the
implimentation of SSRP. The minimum qualification for teachers is : (i) higher secondary
education or equivalent with relevant teacher preparation course for secondary level. SSRP
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has proposed a one year teacher preparation course in addition to the minimum qualification.
Short-term in-service demand driven teaching will be launched as well.

In nutshell, Thousands of prospective teachers are studying in the Faculties of Education
under +2 in HSEB, B. Ed., PGDE, and M. Ed. course in T.U, K.U., P.U and N.S.U. They
all are, thus, potential and future teachers of our country.

Teacher Education for the Amelioration of Teaching Learning Environment

It is rightly pointed out by some educationists that quality improvement of a society
depends primarily upon trained teachers and their qualitative teaching. In this vein, Sharma,
1997:17 (cited in Kafle and Aryal, 2000: 114) forwarded the notion that the development of
a country depends upon the quality of its teachers and for this reason, teaching is regarded
as the noblest among all professions. In the expanding world of education, therefore, teacher
education has become a highly challenging and contributing experience.

Knowledge can be acquired by studying related sub ject areas deeply, but the skill of teaching
can only be developed through a systematic training process. In order to improve / ameliorate the
teaching learning environment, teacher education is necessary for the following reasons:
® Teacher education provides the knowledge of different methods of teaching to trainee

teachers. Teacher will be able and efficient to use different methods according to the

present circumstances of Nepal.

® Teacher education develops the skills of planning of instruction. A good as well as
trained teacher can plan his/ her lesson effectively to manage his/ her activities for
maximizing the outcomes.

® Teacher education provides the teachers with the skills to develop characteristics of
students. Hence, a trained teacher can plan his/ her teaching in the classroom according
to the maturity level of students.

®  On the fulfillment of the training, teachers can know and practice the theories of learning.
S/he can use knowledge for effective and meaningful classroom teaching. From this,
good and satisfactory teaching learning environment can be expected.
® Teacher education also familiarizes the teachers with factors affecting the learning of
students. Hence, the trained teachers become capable and efficient to utilize these
factors to make learning attractive, effective and meaningful in students. Teachers will
be able to change the student's previous behavior.

® Teacher education also prepares the teachers to develop the skills of evolution of
students. Teachers can use evaluation effectively to assess the learning of students for

the purpose of providing feedback and also judge their achievement (Rana : 30).
® Teachereducation also develops the skill of preparation and use of instructional materials

in the classroom in effective way. In order to make teaching learning environment

effective and meaningful, instructional materials play vital role. Without sufficient
instructional materials, students cannot learn and retain the lesson in long term. Hence,

a teacher can use low cost, no cost materials, such as plastics, used dotpens, different

plants, flowers, paper rocket, used bottles for his/ her classroom to specify the lesson.

Thus, the teachers can make their teaching more meaningful and sensitive by using



appropriate low cost, no cost materials.

TheTable. 1 below shows the percentage of teachers by training status. In this context,
atsecondary level (9-10), 86.7 %, 5.8 % and 7.5 % of the teachers are fully trained: partially
trained and remaining 7.5 % teachers are untrained respectively.

Similarly, at higher secondary level (11-12), 62.0 % of teachers are fully trained, 9.5 %
are partially trained and still untrained.

Likewise, at secondary level (9- 12), out of total number of teachers, 78.6 % teachers
are fully trained, In addition, 7.0 % teachers are partially trained and remaining 14.4 %
teachers are still untrained in the secondary schools of Nepal (See Table 1)

Table 1: Teachers by training status (all types of schools) at secondary level in 2011
In percentage

Training status Secondary level Higher secondary Secondary level
(9-10) (11-12) (9-12)

Female|Male | Total |[Female Male Total Female|Male|Total

Trained 856 |870 (867 | 732 602 620 82.1 |[719[78.6

Partially trained 6.6 5.6 | 5.8 9.1 94 95 7.5 69 | 7.0

Untrained 7.9 74 | 7.5 16.8 304 285 104 152|144

(Source: DOE, Flash | Report, 2011 - 012)

In essence, above Table | denotes that large majority of teachers have taken training,
except at higher secondary level. And more than 28.0 % of the teachers at higher secondary
level are still untrained, which is shown on the Table | above. Hence, large majority of 4 03
teachers are trained in the year 2011.

On behalf of teacher training status in Nepal, the Table 2 below indicates the status of
teachers in terms of training in community at secondary level (9-12) by sex. In this respect,
at secondary level (9-10), 90.1 % teachers are fully trained, 5.5 % teachers are partially
trained, and only 4.4 % teachers are still untrained.

Similarly, at higher secondary level (11-12),64.1 % of the teachers are fully trained, 8.4
% are partially trained and remaining 27.5 % of the teachers are yet to be trained respectively.

Likewise, at secondary level (9-12), among the total number of teachers, 80.3 % are
fully trained, 6.6 % are partially trained and remaining 13.1 % are still untrained respectively.
Table 2: Training status of Community school’s teachers at secondary school in 2011

In percentage

@ Teacher Educatio

Training status Sec-Secondary Higher Secondary Secondary
(9-10) (11-2) (9-12)
Female|Male | Total |Female | Male | Total | Female | Male | Total
Trained 84.3 191.0 |90.1 73.8 | 624 | 64.1 80.2 | 804 [80.3
Partial trained 10.1 48 | 5.5 10.2 8.1 8.4 10.1 60 | 66
Untrained 5.6 42 | 44 159 ] 29.6 | 27.5 9.7 13.7 [13.1

(Source: DOE, Flash Report, 2011-012))
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In nutshell, the Table 2 above reveals that the overwhelming majority of teachers (80.3.
%) of the teachers in the community schools at secondary level (9-12) have been fully
trained in the beginning of this school year. Hence, it shows a great contribution in the
educational sector in Nepalese context.

Conceptual Difference between Teacher Training and Teacher Development

Indeed, teacher training and teacher development both contribute to the teacher’s
professional development. However, they are differentin many respects. In this way, training
refers to activities directly focused on teacher’s immediate goals

(Richards and Farrell, 2005, cited in Adhikari, 2011: 189).

Similarly, teacher training is basically aimed at preparing a novice teacher to take new
teaching responsibilities. It involves the activities like classroom teaching with supervision,
monitoring and feedback. To become a good/efficient teacher, a person must have the
knowledge of effective teaching.. On behalf of teacher development, it is neither focused
on specific areas of teaching nor has any immediate objectives. It is an ongoing lifelong
process with long-term goal. It is not based on any particular skill/ technique/ knowledge,
but based on personal and professional refinement of a teacher. Hence, it is a bottom- up
process (Adhikari, 2011: 189).

On comparison, teacher training is one of the strategies and prerequisites to teacher’s
professional development. Teacher development can be seen as a macro process and teacher
training as a micro one. Thus, indeed, teacher training and teacher development complement
each other and they are more conducive to see training and development as two
complementary components of a fully minded teacher training (Head and Taylor, 1997, cited
in Adhikari, 2011: 189).

Key Solutions to Ameliorate the Teacher Education in Nepal

Teacher education is a vital element in preparing teachers for effective classroom

teaching. Teaching is a professional activity that requires specialized knowledge acquired

~ through training and experience (Pollard, A and Bourne, J. 1994, cited in Singh, 2007: 53).

Therefore, some key solutions to improve teacher education in the present scenario of

Nepal are presented below:

® Atraining institute should be developed as student centered learning with peacefull and
democratic atmosphere.

® School and classroom environment have to be improved to ensure interactions among
the teachers and students and to facilitate student engagement in learning activities
with teacher taking the facilitation role. There should be availability of instructional
materials in the classroom (Bajracharya, 2008:150).

® In order to make educational institution sound and meaningful, physical infrastructure
play dynamic role, so that they enhance learning atmosphere.

® Provision of refresher training, short-term training and different educational orientation
programs are deemed necessarily to operate for the teachers to enhance the quality of
teaching.

® Regular parent- teacher interaction is needed to strengthen relationship which in turn




contribute to effective ways for teaching learning atmosphere.
® District Education Office (DEQO) has not taken up seriously to train teachers and upgrade

their qualification. Supervision from DEO appears like mere formality. Hence, classroom

supervision makes the teacher efficient and capable in his/her teaching. Regular
supervision of all levels therefore should come out to ensure effective and meaningful
teaching. Thus, the teachers' effective and meaningful teaching is the causal factors
forimproving the educational quality.

® Teaching learning activity cannot take place in vacuum. Hence, the teaching performance
is considered effective; when students learn what a teacher teaches in a classroom.

For this, the teacher needs to use different evaluation techniques (tools) in the classroom.

The effectiveness of teaching performance is assessed on the basis of evaluation

techniques used by teachers in the classroom along with the other aspects of teaching

(Shrestha, 2004:115).
® The classrooms should have a display of relevant learning materials posted at students'

eye level, so that students can use and manipulate them, when necessary. Having

learning corners in the classrooms is considered as essential and indispensable.

From above suggestions out, we can expect that quality of teaching learning will improve.
These suggestions are, therefore, meant for addressing the suitable and effective teaching
learning situation at all levels through teacher education.

Concluding Remarks

Educationists say, teachers are the cornerstone of education and the whole society as
well. In the globalization scenario, experienced and trained teachers are always required for
the quality development in every field of the nation. Professional development of teachers
is, thus, a crucial feature of any country. In order to accomplish, a good environment in
teaching and learning, healthy, lovely, competitive and meaningful learning are required. The
main responsibility of teachers is to create appropriate learning environment, where students
can involve in their task and construct their knowledge. As wiles and Bondi (1986, cited in
Pandey, 2008: 181) say, "Students are individuals with unique characteristics and interests.
They should have an equal opportunity to learn based on their needs, interests and abilities.
Students can learn best in an environment that is pleasant and democratic. For this purpose,
the role of teacher in the classroom should be a facilitator. Teachers should realize that
students' learning may be affected more by what teachers do and what they say" (Pandey,
2008:181).

Finally, the professional development of teachers is, thus, developed by a teacher
education and whole nation expects from teachers’ ability and efficiency.
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Abstract:

Information and communication technologies (ICT) have become common place
entities in all aspects of life. Across the past twenty vears the use of ICT has
fundamentally changed the practices and procedures of nearly all forms of
endeavor within business and governance. Within education, ICT has begun to
have a presence but the impact has not been as extensive as in other fields.
Education is a very socially oriented activity and quality education has
traditionally been associated with strong teachers having high degrees of
personal contact with learners. The use of ICT in education lends itself to more
student centered learning settings and often this creates some tensions for some
teachers and students. But with the world moving rapidly into digital media and
information, the role of ICT in education is becoming more and more important
and this importance will continue to grow and develop in the 21st century. The
various impacts of ICT on contemporary higher education and explores potential
future developments. The role of ICT in transforming teaching and learning
and seeks to explore how this will impact on the way programs will be offered
and delivered in the universities and colleges of the future.

Keywords:

Online learning, constructivism, higher education

Introduction

Information and communication technology (ICT) is a force that has changed many
aspects of the way we live. If one was to compare such fields as medicine, tourism, travel,
business, law, banking, engineering and architecture, the impact of ICT across the past two
or three decades has been enormous. The way these fields operate today is vastly different
from the ways they operated in the past. But when one looks at education, there seems to
have been an uncanny lack of influence and far less change than other fields have experienced.
A number of people have attempted to explore this lack of activity and influence.

There have been a number of factors impeding the wholesale uptake of ICT in
education across all sectors. These have included such factors as a lack of funding to
support the purchase of the technology, a lack of training among established teaching
practitioners, a lack of motivation and need among teachers to adopt ICT as teaching
tools. But in recent times, factors have emerged which have strengthened and encouraged
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moves to adopt ICTs into classrooms and learning settings. These have included a growing
need to explore efficiencies in terms of program delivery, the opportunities for flexible
delivery provided by ICTs; the capacity of technology to provide support for customized
educational programs to meet the needs of individual learners; and the growing use of the
Internet and WWW as tools for information access and communication.

As we move into the 21st century, these factors and many others are bringing strong
forces to bear on the adoption of ICTs in education and contemporary trends suggest we
will soon see large scale changes in the way education is planned and delivered as a
consequence of the opportunities and affordances of ICT. To explore the likely changes
we will see in education as ICT acts as a powerful agent to change many of the educational
practices to which we have become accustomed. In particular, the impact both current
and emerging information and communication technologies will be likely to have in coming
years on what is learned, when and where learning will take place and how the learning
will occur.

The Promise of ICTs in Education

For developing countries ICTs have the potential for increasing access to and improving
the relevance and quality of education. It thus represents a potentially equalizing strategy
for developing countries.

[ICTs] greatly facilitate the acquisition and absorption of knowledge, offering
developing countries unprecedented opportunities to enhance educational systems,
improve policy for-mulation and execution, and widen the range of opportunities for
business and the poor. One of the greatest hardships endured by the poor, and by
many others who live in the poorest countries, is their sense of isolation. The new
communications technologies promise to reduce that sense of isolation, and to open
access to knowledge in ways unimaginable not long ago.

However, the reality of the Digital Divide—the gap between those who have access to
and control of technology and those who do not—means that the introduction and integration
of ICTs at different levels and in various types of education will be a most challenging
undertaking. Failure to meet the challenge would mean a further widening of the knowledge
gap and the deepening of existing eco-nomic and social inequalities.

How can ICTs help expand access to education?

ICTsare a potentially powerful tool for extending educational opportunities, both formal
and non-formal, to previously underserved constituencies—scattered and rural populations,
groups traditionally excluded from education due to cultural or social reasons such as ethnic
minorities, girls and women, persons with disabilities, and the elderly, as well as all others
who for reasons of cost or because of time constraints are unable to enroll on campus.
® Anytime, anywhere. One defining feature of ICTs is their ability to transcend time and

space. ICTs make possible asynchronous learning, or learning characterized by a time

lag between the delivery of instruction and its reception by learners. Online course
materials, for example, may be accessed 24 hours a day, 7 days a week. ICT-based
educational delivery (e.g., educational pro-gramming broadcast over radio or television)




also dispenses with the need for all learners and the instructor to be in one physical

location. Additionally, certain types of ICTs, such as telecon-ferencing technologies,

enable instruction to bereceived simultaneously by multiple, geo-graphically dispersed
learners (i.e., synchronous learning).

® Access to remote learning resources. Teachers and learners no longer have to rely
solely on printed books and other materials in physical media housed in libraries (and
available in limited quantities) for their educational needs. With the Internet and the

World Wide Web, a wealth of learning materials in almost every subject and in a variety

of media can now be accessed from anywhere at anytime of the day and by an unlimited

number of people. This is particularly sig-nificant for many schools in developing
countries, and even some in developed countries, that have limited and outdated library
resources. ICTs also facilitate access to resource persons—mentors, experts,
researchers, professionals, business leaders, and peers—all over the world.

How does the use of ICTs help prepare individuals for the workplace?

One of the most commonly cited reasons for using ICTs in the classroom has been
to better prepare the current generation of students for a workplace where ICTs,
particularly computers, the Internet and related technologies, are becoming more and
more ubiquitous. Technological literacy, or the ability to use ICTs effectively and
efficiently, is thus seen as representing a competitive edge in an increasingly globalizing
job market. Technological literacy, however, is not the only skill well-paying jobs in the
new global economy will require.

The “21" Century Skills,” which includes digital age literacy (consisting of
literacy, visual literacy, scientific literacy, technological literacy, information literacy, cultural
literacy, and global awareness), inventive thinking, higher-order thinking and sound reasoning,
effective communi-cation, and high productivity.

Table 1. Skills Needed in the Workplace of the Future

Digital Age Literacy |Description

Functional literacy Ability to decipher meaning and express ideas in a range of
media; this includes theuse of images, graphics, video, charts
and graphs or visual literacy

Scientific literacy Understanding of both the theoretical and applied aspects of
science and mathematics

Technological literacy |Competence in the use of information and communication
technologies

Information literacy Ability to find, evaluate and make appropriate use of information,
including via the use of ICTs

Cultural literacy Appreciation of the diversity of cultures

Global awareness Understanding of how nations, corporations, and communities
all over the world are interrelated
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Inventive Thinking

Adaptability Ability to adapt and manage in acomplex, interdependent world
Curiosity Desire to know

Creativity Ability to use imagination to create new things

Risk-taking Ability to take risks

The impact of ICT on what is learned

Conventional teaching has emphasized content. For many years course have been
written around textbooks. Teachers have taught through lectures and presentations
interspersed with tutorials and learning activities designed to consolidate and rehearse the
content. The curriculum in Computer science has been developed and Implemented by
Curriculum Development Center (CDC) for the school as well as Tribhuvan University for
Graduate and Master level. Contemporary settings are now favoring curricula that promote
competency and performance. Curricula are starting to emphasize capabilities and to be
concerned more with how the information will be used than with what the information is.
a. Competency and Performance-Based Curricula (CPBC)

The moves to competency and performance-based curricula are well supported and
encouraged by emerging instructional technologies.
Such curricula tend to require as follows:
access to a variety of information sources;
access to a variety of information forms and types;
student-centered learning settings based on information access and inquiry;
learning environments centered on problem-centered and inquiry-based activities;
authentic settings and examples; and

teachers as coaches and mentors rather than content experts.

Contemporary ICTs are able to provide strong support for all these requirements and
there are now many outstanding examples of world class settings for competency and
performance-based curricula that make sound use of the affordances of these technologies.
Formany years, teachers wishing to adopt such curriculahave been limited by their resources
and tools but with the proliferation and widespread availability of contemporary ICTs, many
restrictions and impediments of the past have been removed. And new technologies will
continue to drive these forms of learning further. As students and teachers gain access to
higher bandwidths, more direct forms of communication and access to sharable resources,
the capability to support these quality learning settings will continue to grow.

b. Information Literacy (IL)

Another way in which emerging ICTs are impacting on the content of education curricula
stems from the ways in which ICTs are dominating so much of contemporary life and work.
Already there has emerged a need for educational institutions to ensure that graduates are
able to display appropriate levels of information literacy, "the capacity to identify an issue
andthento identify, locate and evaluate relevant information in order to engage with itorto
solveaproblem arising fromit". The drive to promote such developments stems from general




moves among institutions to ensure their graduates demonstrate not only skills and knowledge
in their subject domains but also general attributes and generic skills. Traditionally generic
skills have involved such capabilities as ability to reason formally, to solve problems, to
communicate effectively, to be able to negotiate outcomes, to manage time, project
management, and collaboration and teamwork skills. The growing use of ICTs as tools of
every day life have seen the pool of generic skills expanded in recent years to include
information literacy and it is highly probable that future developments and technology
applications will see this set of skills growing even more.

The impact of ICT on how students learn

Just as technology is influencing and supporting what is being learned in schools and
universities, so too is it supporting changes to the way students are learning. Moves from
content-centered curricula to competency-based curricula are associated with moves away
from teacher-centered forms of delivery to student-centered forms. Through technology-
facilitated approaches, contemporary learning settings now encourage students to take
responsibility for their own learning .In the past students have become very comfortable to
learning through transmissive modes. Students have been trained to let others present to
them the information that forms the curriculum. The growing use of ICT as an instructional
medium is changing and will likely continue to change many of the strategies employed by
both teachers and students in the learning process. The following sections describe particular
forms of learning that are gaining prominence in universities and schools worldwide.

a. Student-Centered Learning (SCL)

Technology has the capacity to promote and encourage the transformation of education
from a veryteacher directed enterprise to one which supports more student-centered models.
Evidence of this today is manifested in:
® The proliferation of capability, competency and outcomes focused curricula
® Moves towards problem-based learning
® Increased use of the Web as an information source, Internet users are able to choose

the experts from whom they will learn

The use of ICT in educational settings, by itself acts as a catalyst for change in this
domain. ICTs by their very nature are tools that encourage and support independent learning.
Students using ICTs for learning purposes become immersed in the process of learning and
as more and more students use computers as information sources and cognitive tools, the
influence of the technology on supporting how students learn will continue to increase.

b. Supporting Knowledge Construction (SKC)

The emergence of ICTs as learning technologies has coincided with a growing awareness
and recognition of alternative theories for learning. The theories of learning that hold the
greatest sway today are those based on constructivist principles. These principles posit that
learning is achieved by the active construction of knowledge supported by various perspectives
within meaningful contexts. In constructivist theories, social interactions are seen to play a
critical role in the processes of learning and cognition.

In the past, the conventional process of teaching has revolved around teachers planning
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and leading students through a series of instructional sequences to achieve a desired learning
outcome. Typically these forms of teaching have revolved around the planned transmission
of abody of knowledge followed by some forms of interaction with the content as a means
to consolidate the knowledge acquisition. Contemporary learning theory is based on the
notion that learning is an active process of constructing knowledge rather than acquiring
knowledge and that instruction is the process by which this knowledge construction is supported
rather than a process of knowledge transmission.

The strengths of constructivism lie in its emphasis on learning as a process of personal
understanding and the development of meaning in ways which are active and interpretative.
In this domain learning is viewed as the construction of meaning rather than as the
memorisation of facts. Learning approaches using contemporary ICTs provide many
opportunities for constructivist learning through their provision and support for resource-
based, student centered settings and by enabling learning to be related to context and to
practice. As mentioned previously, any use of ICT in learning settings can act to support

* various aspects of knowledge construction and as more and more students employ ICTs in

their learning processes, the more pronounced the impact of this will become.
The impact of ICT on when and where students learn

In the past educational institutions have provided little choice for students in terms of
the method and manner in which programs have been delivered. Students have typically
been forced to accept what has been delivered and institutions have tended to be quite staid
and traditional in terms of the delivery of their programs. ICT applications provide many
options and choices and many institutions are now creating competitive edges for themselves
through the choices they are offering students. These choices extend from when students
can choose to learn to where they they learn.

a. Any Place Learning (APL)

The concept of flexibility in the delivery place of educational programs is not new.
Educational institutions have been offering programs at a distance for many years and there
has been a vast amount of research and development associated with establishing effective
practices and procedures in off-campus teaching and learning. Use of the technology, however,
has extended the scope of this activity and whereas previously off-campus delivery was an
option for students who were unable to attend campuses, today, many more students are
able to make this choice through technology-facilitated learning settings. The scope and
extent of this activity is demonstrated in some of the examples below.
® In many instances traditional classroom learning has given way to learning in work-

based settings with students able to access courses and programs from their workplace.

The advantages of education and training at the point of need relate not only to

convenience but include cost savings associated with travel and time away from work,

and also situation and application of the learning activities within relevant and meaningful
contexts.

® The communications capabilities of modern technologies provide opportunities for many
learners to enroll in courses offered by external institutions rather than those situated




locally. These opportunities provide such advantages as extended course offerings and

eclectic class cohorts comprised of students of differing backgrounds, cultures and

perspectives.

® The freedoms of choice provided by programs that can be accessed at any place are
also supporting the delivery of programs with units and courses from a variety of
institutions, There are now countless ways for students completing undergraduate
degrees for example, to study units for a single degree, through a number of different
institutions, an activity that provides considerable diversity and choice for students in
the programs they complete.

b. Anytime Learning (AL)

In concert with geographical flexibility, technology-facilitated educational programs also
remove many of the temporal constraints that face learners with special needs. Students
are starting to appreciate the capability to undertake education anywhere, anytime and any
place. This flexibility has heightened the availability of just-in-time learning and provided
learning opportunities for many more learners who previously were constrained by other
commitments (Young, 2002).
® Through online technologies learning has become an activity that is no longer set within

programmed schedules and slots. Learners are free to participate in learning activities

when time permits and these freedoms have greatly increased the opportunities for
many students to participate in formal programs.

® Thewide variety of technologies that support learning are able to provide asynchronous
supports for learning so that the need for real-time participation can be avoided while
the advantages of communication and collaboration with other learners is retained.

® As well as learning at anytime, teachers are also finding the capabilities of teaching at
any time to be opportunistic and able to be used to advantage. Mobile technologies and
seamless communications technologies support 24x7 teaching and learning. Choosing
how much time will be used within the 24x7 envelope and what periods of time are
challenges that will face the educators of the future.

The continued and increased use of ICTs in education in years to come, will serve to
increase the temporal and geographical opportunities that are currently experienced.
Advancements in learning opportunities tend to be held back by the ICT capabilities of the
lowest common denominator, namely the students with the least access to ICT. As ICT
access increases among students so too will these opportunities.

Emerging Issues

A number of other issues have emerged from the uptake of technology whose impacts
have yet to be fully explored. These include changes to the makeup of the teacher pool,
changes to the profile of who are the learners in our courses and paramount in all of this,
changes in the costing and economics of course delivery.

a. Expanding the Pool of Teachers (EPT)

In the past, the role of teacher in an educational institution was a role given to only

highly qualified people. With technology-facilitated learning, there are now opportunities to
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extend the teaching pool beyond this specialist set to include many-more people. The changing
role of the teacher has seen increased opportunities for others to participate in the process
including workplace trainers, mentors, specialists from the workplace and others. Through
the affordances and capabilities of technology, today we have a much expanded pool of
teachers with varying roles able to provide support for learners in a variety of flexible
settings. This trend seems set to continue and to grow with new ICT developments and
applications. And within this changed pool of teachers will come changed responsibilities
and skill sets for future teaching involving high levels of ICT and the need for more facilitative
than didactic teaching roles.

b. Expanding the Pool of Students (EPS)

Inthe past, education has been a privilege and an opportunity thatoften was unavailable
to many students whose situation did not fit the mainstream. Through the flexibilities provided
by technology, many students who previously were unable to participate in educationalactivities
are now finding opportunities to do so. The pool of students is changing and will continue to
change as more and more people who have a need for education and training are able to
take advantage of the increased opportunities. Interesting opportunities are now being
observed among, for example, school students studying university courses to overcome
limitations in their school programs and workers undertaking courses from their desktops.
¢. The Cost of Education (CoE)

Traditional thinking has always been that technology-facilitated learning would provide
economies and efficiencies that would see significant reductions in the costs associated
with the delivery of educational programs. The costs would come from the ability to create
courses with fixed establishment costs, for example technology-based courses. and for which
there would be savings in delivery through large scale uptake. We have already seen a
number of virtual universities built around technology delivery alone. The reality is that few
institutions have been able to realize these aims for economy. There appear to have been
many underestimated costs in such areas as course development and course delivery.
The costs associated with the development of high quality technology-facilitated learning
materials are quite high. It has been found to be more than a matter of repackaging existing
materials and large scale reengineering has been found to be necessary with large scale
costs. Likewise costs associated with delivery have notbeen found to diminish as expected.
The main reason for this has been the need to maintain a relatively stable student to staff
ratio and the expectation of students that they will have access to teachers in their courses
and programs. Compared to traditional forms of off-campus learning, technology-facilitated
learning has proven to be quite expensive in all areas of consideration, infrastructure, course
development and course delivery. We may have to brace ourselves for the advantages and
affordances which will improve the quality of education in the near future to also increase
components of the cost.

Stakeholders and inftuences

The ideas that have been discussed to suggest that while ICTs may not have had a

large impact to date, their use will grow to play a significant role in many aspects of the
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design, development and delivery of educational programsin the coming years. The various
influences that have been discussed provide examples of an agent that has the capacity to
influence education at all levels and hence to be an agent supporting and encouraging
considerable change. When the future of education is considered in this wayj, it is interesting
to speculate among the stakeholders, for whom the change will be the greatest. Table 1 lists
the principal stakeholders and suggests how the various issues might influence each. Clearly
the stakeholders for whomtechnology would seem to proffer the most influence and change.
are the students. So while institutions are pondering how they will be influenced in years to
come, whatever the outcomes, the beneficiaries of the activity and change will be the students.
This would seem to be the outcome everyone would want to see.

Table 2: The influence of ICT on education and its stakeholders

What is and| How it Whenit | Fromwhom Whois  What
how much | islearned islearned | itis learned leaming it costs
Students X X X X X X
Employers X X X
Teachers X X X X
[nstitutions X X X X
Government X X X X X X

Teacher Professional Development as the Cornerstone of Educational ICT Use

The World Links for Development Program began in Uganda in 1997 under the auspices
of the World Bank Institute. Its goal was to help government to bring the benefits of
Internet and the World Wide Web to the country’s secondary schools. The World Program
has three components: Connectivity, Training, and Monitoring and Evaluation. While many
international and local organizations have focused on providing technology to schools, World
has, over the years, built an impressive reputation as one of the world’s leading providers of
professional development services to teachers, school administrators and policymakers in
developing countries around the world. World’s Professional Development Program for
Teachers, which is delivered primarily face-to-face by international and local trainers, with
follow-ups online, are in five phases as follows:

Phase 0. Computer Literacy

Objective: Tointroduce the fundamentals of computer technology and help participants
acquire basic computer literacy knowledge and skills.

Phase 1. Introduction to the Internet for Teaching and Learning

Objective: introduce fundamental concepts, technologies, and skills necessary for
introducing networked technology and the Intemet to teaching and learning; initiate discussion
of new possibilities, generate basic email projects.

Phase 3. Introduction to Tele collaborative Learning Projects

Objective: Introduction to educational tele collaboration-from activity structures to
the creation, design, implementation and dissemination of original projects.

Phase 4: Curriculum and Technology Integration

Educatio
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Objective: Develop skills and understanding of how to create, incorporate and facilitate
innovative classroom practices that integrate networked technology and curricula.

Phase 4. Innovations: Pedagogy, Technology & Professional Development

Objective: Develop skills and understanding of how to evaluate and diffuse innovative
classroom practices while addressing social and ethical concerns.

Key Challenges in Integrating ICTs in Education

Although valuable lessons may be learned from best practices around the world, there

is no one formula for determining the optimal level of ICT integration in the educational
system. Significant challenges that policymakers and planners, educators, education
administrators, and other stakeholders need to consider include educational policy and planning,
infrastructure, language and content, capacity building, and financing.
What are the implications of ICT-enhanced education for educational policy and planning?
Attempts to enhance and reform education through ICTs require clear and specific objectives,
guidelines and time-bound targets, the mobilization of required resources, and the political
commitment at all levels to see the initiative through.

Some essential elements of planning for ICT are listed below.
® A rigorous analysis of the present state of the educational system. ICT-based

interventions must take into account current institutional practices and arrangements.

Specifically, drivers and barriers to ICT use need to be identified, including those related

to curriculum and pedagogy, infrastructure, capacity-building, language and content,

and financing.

® The specification of educational goals at different education and training levels as well
as the different modalities of use of ICTs that can best be employed in pursuit of these
goals. This requires of the policymaker an understanding of the potentials of different

ICTs when applied in different contexts for different purposes, and an awareness of

priority education needs and financial and human resource capacity and constraints

within the country or locality, as well as best practices around the world and how these
practices can be adapted for specific country requirements.

® The identification of stakeholders and the harmonizing of efforts across different
interest groups.

® The piloting of the chosen ICT-based model. Even the best designed models or those
that have already been proven to work in other contexts need to be tested on a small
scale. Such pilots are essential to identify, and correct, potential glitches in instructional
design, implement ability, effectiveness, and the like.

® The specification of existing sources of financing and the development of strategies
for generating financial resources to support ICT use over the long term.

Summary and Conclusions _

To explore the role of ICT in education as we progress into the 2 . century. In particular
that ICTs have impacted on educational practice in education to date in quite small ways but
that the impact will grow considerably in years to come and that ICT will become a strong
agent for change among many educational practices. Extrapolating current activities and
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practices, the continued use and development of ICTs within education will have a strong
impact on:

® What is learned;

How itis learned;

When and where learning takes place;

Who is learning and who is teaching.

The upshot of all this activity is that we should see marked improvements in many
areas of educational endeavor. Learning should become more relevant to stakeholders’
needs, learning outcomes should become more deliberate and targeted, and learning
opportunities should diversity in what is learned and who is learning. At the same time,
quality of programs as measured by fitness for purpose should continue to grow as stakeholder
groups find the offerings matched to their needs and expectations.

Toensure that the opportunities and advantages are realized, it will be important as it is
in every other walk oflife to ensure that the educational research and development dollaris
sustained sothat education at large can learn from within and that experiences and activities
in different institutions and sectors can inform and guide others without the continual need
for re-invention of the wheel. Once again ICTs serve to provide the means for much of this
activity torealize the potential it holds.
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Abstract

Institutional capacity building is an essential phenomeana to regulate an
institution effectively and efficiently that the institutional goals and objectives
could be fulfilled as targeted. In Nepal, the Government has made several
interventions for the capacity development of Ministry of Education system
with the institutionalization of education. However, this step is not out of
challenges in policy to implementation level. Keeping all these views into
consideration, this article tries to dig out the concept of institutional capacity
building and its practice in Nepal. Moreover, this article is concerned with
some capacity development challenges and practical programs and activities
as their solutions in the context of Nepal.

Introduction

Capacity is understood as the ability of individuals, organizations and societies to perform
functions, solve problems, and set and achieve their own objectives. Capacity development
isknown as increasing one's ability to use and increase existing resources in efficient, effective,
relevant and sustainable way. National Center for Educational Development-NCED (2005:5)
has defined ‘capacity development' as below:

"Capacity development is precisely defined as a process to increase the ability of
individuals, groups and organization to identify needs, problems, issues and opportunities;
formulate strategies to deal with needs and issues; design and implement plan of action;
assemble and use resources effectively; and use feedback for learning lessons".

This definition focuses only on the development of a person working in a particular
sector such as education. Hence, this concept is concerned with human resource development
of an organization. This results in making able an organization to achieve its goals and
objectives. In contrast, well developed human resources may not function effectively and
efficiently unless the working environment is favorable and work friendly. In this regard, it
said that institutional development is a multidimensional concept that does not solely concern
with education, training and organizational strengthening. Moreover, it encompasses overall
environment, the pattern of formal and informal organizations, network, culture, social
structures and other factors that can affect institutional performance.

Recent literature on capacity development also emphasizes an integrated approach
Individual knowledge, skills, and attitudes are of course important, but they are not sufficient
to develop organizational knowledge and promote change. Capacity development efforts
must also include team building and the development of the organizational procedures and
systems that channel human abilities towards achieving the organization’s goals. Therefore
human resources, organizational system and culture need to be equally developed and




strengthened in an integrated way. Non of these works solely.

In this regard, Bista &Carney (2007) stated that institutional capacity building can be
viewed as three separated but interconnected levels viz. individual, institution and system.
Individual level capacity development focuses on skill and competencies of human resources
while institution level on functions and relationship between or among sections within an
institutions. Similarly, system level capacity building emphasizes on the issues related to
overall governance both within the system such as Ministry of Education and interrelationship
with other bodies, for example, Ministry of Finance.

Similarly, according to UNDP (2009), capacity development is an integrated system.
UNDP identifies three points where capacity is grown and nurtured: in an enabling
environment, in organizations and within individuals. These three levels influence each other
in a fluid way—the strength of each depends on, and determines, the strength of the others.
Therefore, the three integrated levels of capacity development are: (1) the enabling
environment or institutional level, (2) the organizational level,and (3) theindividual level.

Hence, institutional capacity development covers developing individual staff,
strengthening institutions by making reforms in policy provision, operational rules/ norms
and infrastructure and developing capacity of sector/ networks by improved coordination
and linkage provision and practices. Precisely, it covers the human resource development,
conducive environment for performance, effective system, and intra as well as inter
organizational relationship.

According to USAID (2009), Human and Institutional Capacity Development (HICD)
is defined as a series of structured and integrated processes designed to remove significant
barriers to the achievement of an institution's goals and objectives. HICD involves systematic
analysis of all the factors that affect performance, followed by specific interventions that
address the gaps between desired and actual institutional behaviors. HIDC interventions
include training to address skill and knowledge gaps, and to deal with other performance
barriers such as dysfunctional organizational structure, unsupportive work atmosphere, or
lack of necessary tools and measured by improvement in overall organizational performance
and output, not the number of individuals trained.

This definition indicates thatinstitutional capacity development plays key role to remove
institutional hurdles and bridge the gaps between expected and actual organizational
knowledge, skilland attitudes. Hence, institutional capacity development does notonly indicate
personal knowledge, skills, values and attitudes but also internal structure, policies, procedures,
and human and financial resources.

In this connection, capacity development in the education sector can be viewed as the
ability of individuals and organizations or organizational units to perform their functions
effectively, efficiently and sustainably. This implies three important aspects: firstly, it indicates
that capacity is not a passive state but is part of a continuing process; secondly, it ensures
that human resources - and the way in which they are utilized - are central to capacity
development; and thirdly, it requires that the overall context within which organizations
undertake their functions will also be a key consideration in strategies for capacity
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development.
Institutional Capacity Building Practice in Nepal

Capacity development (CD) initiatives of Ministry of Education (MOE) and its constituent
organizations, including schools and community, are not new. Various project and programs,
such as Basic and Primary Education Project I (1994 — 1998), Basic and Primary Education
Program II (1999 —2004), Technical Education and Vocational Training Development Project
(1992 - 1998), Secondary Education Support Program (2003 — 2007), Teacher Education
Project (2002 —2007) and Education for All (2004 —2009) made provisions for developing
capacity of MOE and its constituent institutions. Those projects and programs constantly
provided the opportunity to develop the capacity for effective implementation of the projects
and programs within the Ministry. However, due to the lack of an integrated and holistic plan
for capacity development, initiatives taken under these projects were limited to technical
assistance and individual capacity development and focused on specific project objectives
and interests. This realization was reflected in the Human Resource Development Plan of
MOE (2002 -2006) which attempted to comprehensively develop human resources needed
for substantial improvement in education service delivery and improvement in the overall
quality of school education in the country. However, the HRD Plan (2002-2006) could not
be fully implemented as planned.

NCED developed Institutional Capacity Building Program (ICBP) which aimed at
establishing systematic, feasible and sustainable provisions and practice to significantly
enhance the institutional capacity of NCED, enhancing and more effectively utilizing skills,

| abilities and resources; strengthening understanding and relationship; and addressing issues

of values, attitudes, motivations and conditions in order to support sustainable development.
The plan also aimed at building NCED as a learning organization.

Ministry of Education (MOE), through development and implementation of the School
Sector Reform Plan-SSRP (2009-15), has expressed its full commitment for carrying out
the reform in the education sector in Nepal for which capacity development has been
recognized as anessentialmeans of achieving desired results and to sustaining improvements
in the delivery of quality education. SSRP has rendered significant priority for capacity
development by including capacity development as a separate component in the sector plan,
providing clear policy directions, results, and strategies for CD implementation.

SSRP (2009) states that capacity development aims at improving the performance of
MOoE service delivery system and developing the capacity to implement critical reforms.
The planhas alsoaimed at developing CD framework and guidelines with the responsibility
of MoE. The policy regarding capacity development as mentioned in SSRP is as below:

a) Strengthening the capacity of MoE and its line agencies to plan, implement, evaluate
and sustain the benefits of capacity development activities.

b) Developing capacity attheindividual, institutional and organizational levels to achieve
reform in the education sector as reflected in the SSR Plan.

c¢) Enhancing capabilities of the frontline providers of formal and non-formal channels of
education.




Thus, SSRP has addressed three inter connected levels of capacity development, which
could enable human resources, institution and organization in planning, implementing, evaluating
and sustaining the achievement in the process of goal attainment.

Challenges of Institutional Capacity Development

In Nepal, ambiguities in the definition of governance and management structure have
stood as barriers to institutional capacity development because assessing the needs of capacity
development is impractical until the governance and management structure is well defined and
fully functional. Furthermore, ICBP has indicated 'performance gaps' as the challenge of
capacity development. In this regard, some major challenges are shown in the figure below:

Challenges of Institutional Capacity Development

Lack of change

attitue
resources

Source : NCED (2005)
According to the figure above, inconsistent and incompleteness in policy provisions for

institutional capacity development affect the programs and activities regarding CD. The
condition of inadequate programs and strategic actions in line with formulated policies is
another problem in CD sector. Hence, a strong knot between policy and programs need to
be established. In Nepal, although the Government seems to have full commitment in policy
formulation, policy with concrete programs has not been successfully implemented.

In the context of Nepal, policy makers, planners and program designers seem to be
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reluctant to acknowledge the research outputs because of the limited capacity of managers
and practitioners in designing and conducting research studies. Moreover, personnel in policy
and implementation level lack attitude of institution for change rather than just keeping to
what is set.

For institutional capacity development, coordination and sharing of resources among
the potential institution plays crucial role. These sorts of sharing and coordination result in
achieving synergy. Coordination and sharing culture plays pivotal role in mutual cooperation.
This sortof linkage and sharing is hardly found in institutional culture.

Activities for Institutional Capacity Development

Generally, there are three distinct types of activities: individually focused, institutionally
focused andsystem strengthening activities forhuman and institutional capacity development
(Bista &Camey, 2004).

Individually focused activities: Individually focused activities aim at providing
individuals with the technical competencies to perform organizational functions. For this,
training and recurrent training can be conducted for professionally required knowledge and
skills, forexample,on management, leadership, administration, planning, financing, budgeting,
programming and implementation. In addition to these competencies, training provides human
resource management, information and communication technology (ICT), interpersonal,
language and traming skill.

Institutional focused activities : Institutional environment is crucial toutilize individual's
knowledge and skill for attaining goals and objectives of an institution. Institutional focused
activities thatcoverimmediate strategies for re-engineering immediate processes, procedures
and responsibilities mainly includes:

a) properly defined roles and responsibilities

b) clearly defined jobresponsibilities

c) improved reward structures and incentives

d) deployment of staff with appropriate skills

e) transparent rules and procedures

f) improved channels of communication

g) access to facilities and resources

h) encouragement for collaboration and teamwork

1)  delegationof authority and responsibility

j)  merit and performance based job assignment, placement, staff development, staff
appraisal and promotion system

Such activities aim at enhancing the effective institutional climate and culture for better
performance.

System strengthening activities: A system is a combination of several
organizations which interdependent on one another and function as per the rules and
regulations enacted. In MoE system, several organizations such as MoE itself,
Department of Education (DoE), National Centre for Educational Development (NCED),
Curriculum Development Center (CDC), Non Formal Education Center (NFEC),




Teacher Service Commission (TSC), Office of Controller of Examination (OCE),

Regional Directorate Offices, District Education Offices, Resource Centers and Schools

are performing their roles in their own place for quality education which may not be

possible if one of the organizations malfunction. System strengthening activities cover:

a) political commitment towards good governance and public sector reform

b) empowerment of staff and institutions so that they control and own their performance
and development

c) assuranceofauthority toboth individual and institutions

d) improved quality of overall governance and administration

e) astrong civil service with limited political interference

f) transparent, open and accountable administration

According to NCED (2005), institutional capacity development planning covers the
following major areas:

a) Management and administration

For effective management and administration, an institution needs to develop a practical
policy guideline for the purpose of operating institution with allied organizations. Under
the policy guideline, an institution make shortand long term plan ateach organization level
covering long term needs of the clientele groups, organizational issues and opportunities
keeping with the spirit government periodic policies and programs. In addition to institutional
policies and plans, an institution needs to set its vision, missions and goals by which the
whole plans and programs of institution are guided. Moreover, institutional capacity can
be developed by collective leadership practice, creation of organization culture with
systematic measures o f leadership development such as trust, inputs, culture of sharing,
confidence building, enabling ownership and working culture and establishing participatory
decision making practice.

System of follow-up support, documentation of monitoring findings, reporting and
continual change for reform are some activities that contribute toinstitutional capacity building.
Furthermore, participatory monitoring system with tangible and measurable indicators is
crucial for creating regular system of reviewing the policies, plans, strategies and programs,
and of providing corrective measures.

b) Research and development

An institute needs to be capable of making empirical knowledge based policy. For this,
human resources of an institution should be capable of designing and carrying out research for
policy making anddecisionmaking, which results in research based policy formulation practice.
¢) Coordination, networking and institutional linkages

An institution needs to work together with various organizations under a system in
which there should be mutual relationship among the organizations. Hence, institutional net
workings and linkages are necessary for institutional capacity development. For this, resource
institutions need to be identified at national and international level.

d) Infrastructures and technologies and resources
Basic physical infrastructures and use of modern technologies attributes for institutional
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development. Adequacy and appropriateness of the facilities such as buildings, classroom,
furniture, vehicles, equipments, library, laboratories support an institution for its successful
operation. Moreover, adoption of latest technology is a must for running an institution efficiently
and effectively. Use of ICT in overall management, planning, implementation, monitoring
and evaluation play vital role in developing institutional capacity.

e) Human Resource Development (HRD)

HRD can be conceived as a deliberate attempt and intervention for institutional
development. Institutional capacity development encompasses human resource development
as an essential partof development. It is based on the concept that education and training lie
atthe heart of development efforts and that without HRD most development interventions
will be ineffective. Crowder (n.d.) stated that HRD, involves a planned approach to learning,
aims at changes in knowledge, skills, understandings, attitudes and values,and in the behavior
of a learner or group of learner.

Conclusion

Capacity development refers to the process of increasing ability and efficiency of not
only individual level but also institutional an organizational level. Institutional capacity
development covers staff development strengthening institutions by formulation of strong
policy, rules and regulations; self regulated system, sound networking and linkage with other
institutions which could remove significant barriers to the achievement of institutional goals
and objectives.

As far as the institutional capacity building practice in Nepal is concerned, various
educational projects and programs since BPEP [ adopted the strategies of institutional capacity
development to different extents. Latest step for educational development called 'SSRP
has also mentioned capacity development as an important subsector for improving the
performance of MoE service delivery system and developing the capacity to implement
critical reforms. Based on provision made in SSRP, CD framework and guidelines have
been developed in the leadership of MoE.

Despite several strides in institutional capacity development, MoE system has several
challenges in capacity development at individual, institutional and organizational level. The
major challenges are incomplete policy, formulation of policy without being based on research
findings, poor coordination and networking, lack of attitude change, and inadequate facilities,
technologies, infrastructures and resources.

To overcome the above mentioned challenges, firstly, several programs and activities
need to be carried out; these programs and activities should focus not only on the CD of
individuals butalso on institutional level and whole system. Secondly, institutional capacity
development strategies need to intervene the different areas of an institution; these areas
are management and administration, research and development, networking and institutional
linkages, infrastructures andg: technologies. Lastly, but not least, political and bureaucratic
commitment, creation of self regulated system, good governance and culture of transparency
and accountability contribute to developing capacity of an organizational system such as
Ministry of Education.
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Abstract

Multilingual Education is hot and highly debated issue in Nepal. It is also
because Nepal is a multilingual country. Education in a multilingual context
might posit diversity as an opportunity as well as a great challenge. The right
to education of the children of the minority group in their mother tongue is
another burning issue as the dominant language as a medium of instruction
and classroom cultures might be the circumstances of their exclusion. Similarly,
the immense aspiration of parents towards English language and the
arguments for the dire need of mother tongue based multilingual education
glimpse 'tug of war'. The right of education in the mother tongue for the
prime aim to facilitate the children also seems contradictory in the institutional
schools as they adopt the medium of instruction in foreign language. T his
article evolves through the multilingual context of Nepal analyzing the
concepts and need of multilingual education in light of the policies and
provisions Nepal has enforced so as to apply in our context. Moreover, it tries
to analyze the various perspectives and tussles seen in multilingual education
in concepts and practice.

Setting the Context

Nepal is multilingual, multicultural, multiethnic and multi religious country. Though it it is
small in size, it enjoys various kinds of diversities. One of the diversities is linguistic and its
distribution of language. National census 2011 records 123 languages in Nepal whereas 92
mother tongues were recorded in the previous census 2001 (CBS, 2012).National Report of
census 2011 also states that there are 44.6% populations who speak Nepali as their mother
tongue. It was of 48.6% according to census 200!. The mother tongues spoken by majority
of people other than Nepali are Maithali (11.7%), Bhojpuri (6%), Tharu (5.8%), Tamang
(5.1%) and Newar (3.2%) (Ibid). The above scenario shows that there is no uniformity on
the issue of intensity spoken languages in Nepal. But it is clear that our society is composed
of various castes and ethnicities of people who speak different languages as their mother-
tongue. Even same community people do speak different language dialects. Because of the
diverse social structure with diverse linguistic background, it is obvious that our school too
welcomes the children with various linguistic backgrounds. They speak their own mother
tongue in their home. So it is difficult for them to learn in the school when they are exposed
to the sole medium of instruction i.e. other than their mother tongue or in Nepali in the
classroom. This fact indicates that the language and education are integrated in a complex
way. Language is both a means and an end in the education system. As a means to learning,




it manifests itself in countless shifting modalities, while an end or objective of learning, it is
perceived as an autonomous, formal entity (http://www.academia.edu/1616400).

In this way, language is one of the important aspects of education. On this backdrop, it
is quite relevant to quote wolff (2006: www.hsrc.ac.za/HSRC_Review_Article-37.phtml)
"Without language everything is nothing in education”.

Multilingualism and Multilingual Education

Multilingualism is at the same time an individual and social phenomenon. Multilingualism
is not exceptional but more frequent in our societies and daily lives. As Edwards (1994:1)
states ‘to be bilingual or multilingual is not aberration supposed by many, itis, rather, a normal
and unremarkable necessity for the majority in the world today’. It can be even more frequent
in the Nepalese context. Multilingualism refers to the acquisition, knowledge or use of several
languages by individual or language community in a specific geographical area.

Multilingualism is a very complex phenomenon and it can be studied from different
perspectives in linguistics, psycholinguistics, anthropology and sociolinguistics. Multilingualism
in education can bring different perspectives together. It is possible to study language
processing, language acquisition and language use by individual learners at school. But schools
are necessarily linked to the society in which they are located. Schools are not only influenced
by society but can have important effects on society (Cenoz, 2009).

Multilingual Education (MLE) typically refers to the ‘first language first’ education that
is, it begins in the mother tongue and transitions to additional languages. It is generally
situated at the developing countries where speakers of minority language tend to be
disadvantaged in the mainstream education system. Multilingual Education Implication
Directives 2066 has defined multilingual education as the education given through the medium
of/in one or more languages including the local mother tongue (DoE, 2066). MLE is a new
commitment, one to strengthen the foundations of a necessary bridge between home and
school, between languages and between cultures. A bridge from home language, mother
tongue to regional language and to the national language as well as world languages like
English ( Mohanty, 2009:8) . Regarding multilingual education, Homberger (1990) states
that multilingual education is in its essence an instance of biliteracy, "in which communication
occurs in two (or more) languages in or around writing" .

It is different from the bilingual education. Though both bilingual and multilingual
education uses more than one language as medium of instruction, MLE can present additional
challenges as it is more ambitious. By multilingual education, we mean educational programs
that use languages other than front language as medium of instruction and they aim for
communicative proficiency in more than two languages. It is based on the foundation that
children whose early education is in the language of their home tend to be better in the later
days of their education and provides a strong bridge to learning through mother tongue.
Importance of Multilingual Education

Multilingual education has different perspectives and benefits on education. It has been
acknowledged as a crucial means for achieving this goal by providing children with early
and easy access to education and enabling them to participate in learning processes according
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to their evolving capacities (Shaefter, 2007). It has another importance that it facilitates
learning of the child in the earlier years of schooling that eventually turns to be a strong
foundation for the better education and learning. It helps to reduce the dropout of the children
of minority language groups from schooling as not having Nepali or English the only medium
of instruction which is foreign to them.

Another prospective of importance is the promotion of culture and identity because
preservation and promotion of language is not only for the sake of language but also for the
culture, tradition and indigenous originalities carried by that language (Shrestha & Hoek,
1995). Similarly knowledge is best achieved through the mother tongue. UNESCO has also
recommended using the mother tongue in education as it is culturally, psychologically and
pedagogically more appropnate to do so (Yadav, 1992).

One of the other importances of multilingual education is that it maintains the linguistic
diversity. As linguistic diversity is linked tothe biodiversity and both of them are intluencing
eachother, preserving the language means maintaining the biodiversity. Through killing them
we kill the prerequisites for maintaining biodiversity (Harmon, 2002).

It is also important because mother tongues are a source wealth and a bridge to a
greater solidarity and mutual understanding. It can also improve cognitive skills and develop
first language skills along with the most important point of revival of minority languages as
the use of minority of languages in education is usually the result of proper language planning.
Policies and Provisions of Multilingual Education in Nepal

Nepal is multilingual country. Language is one of the important issues in education in

| the multilingual countries like Nepal. Many studies have revealed the fact that teaching in

mother tongue enhances children’s ability to learn. Regarding the fact, Nepal has aimed to
follow multilingual education in Nepal. Different policy documents have opened its way
towards multilingual education in Nepal. Nepal has signed various international laws and
human right obligations that also clears and directs the way for multilingual education.
Therelevantinternational (United Nations) instruments and policies which mention the right
to education and language and that Nepal has signed and ratified are as follows (Yonjan-
Tamang, 201 2):
International Covenant on Civil and Political Rights, 1966:
Convention on Rights of the Child, 1989
The Universal Declaration of Human Rights 1948
The UNESCO Convention Against Discrimination in Education 1960
The 1990 Jomtien World Conference on Education for All (EFA)
The Dakar Framework of Action 2000
The International Covenant on Economic, Social and Cultural Rights 1966 (Article 13
and 14)
The Millennium Development Goals 2000
® The UN Declaration on the Rights of Indigenous Peoples 2007

The above mentioned international policies instrument in a way or other advocate for
the child right to get education in their own mother tongue. As Education for All, in one



among six of its goals, aims to bring all the children especially of indigenous and minority
group to school, teaching in mother tongue is one of the priorities. The EFA national plan of
action (2003) and EFA core document (2004-2009) envision primary education and non-
formal literacy programs in one’s mother tongue.

Apart from those, Nepal has also provisioned various policies at national level and has
been practicing in accordance with those policies.

The Interim Constitution of Nepal 2007 incorporates the certain policies and provisions
on language and culture that can enact on multilingualism and multiligual education. Articles
5 of interim constitution states that all the languages spoken as mothertongues in Nepal are
national language of Nepal (5.1). Similarly article 13 states the right of citizens to equality as
provisioned to have no descrimination against any citizen in the application and on grounds
of religions, race, caste, tribe, gender, origin, language or ideological conviction or any of
these (13.2,3). Most fundamentally, article 17.1 clearly states, "Each community shall have
the right to receive basic education in their mother tongue as provided by law". It also
includes the right to preserve and promote its language, script, culture, cultural civilization
and heritage (17.3).

Apart from these above, article 33, 34, 35 and 138 describe the state responsibility,
directive principles of the state, state policies and restructuring the state respectively in
maintaining the cultural diversity and equal promotion of all languages and cultures bringing
an end to all forms of inequalities and descrimination.

Article 7 of the Seventh Amendment of the Education Act of Nepal states that Nepali
Language shall be the medium of instruction in the schools. Provided that mother tongue
can be used as a medium of instruction at the primary level (Article 7.1). Notwithstanding
anything contained in the above provision, while teaching language as a sub ject, the medium
of instruction can be the same language. National Curriculum Framework, 2063 has also
provisioned to have mother tongue as a medium of instruction for basic education (CDC,
2063:28).

The Three yearInterim Planincludes a trilingual policy: Nepali language as the official
language, the mother tongue, and English as aninternational language. It states that multilingual
education would be elaborated (NPC, 2065:117). The EFA Core Document and the EFA
National Plan of Action along with the Tenth Plan and the Interim Development Plan
Documents of Nepal Government, recognize multilingual education by incorporating mother
tongue education in their policies and programs. It has the aim to institutionalize the education
through mother tongue. Multilingual Education Implication Directives 2066 is also introduced
by government on 19 Jestha 2066, which clearly guides to apply MLE in practice.

The School Sector Reform Plan (SSRP), the sole education plan of Nepal being
implemented has also envisioned to have declared 7500 schools as MLE schools (MoE.20009:
13). It has also the policy to have mother tongue as a medium of instruction so as to create
a child friendly environment and to ensure the right of the children to learn. The current
three year plan has also provisioned to stretch MLE (NPC, 2068: 183) reforming the
educational curriculum in accordance with MLE policy (Ibid: 280).
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In this way various provisions are formulated so as to enhance the multilingual education
in Nepal. In accordance with these provisions, the Curriculum Development Centre (CDC)
has, on a priority basis, developed curriculum and textbooks for grades 1-5 in 20 different
mother tongues as optional sub jects: Maithili, Bhojpuri, Awadhi, Newari, Limbu, Tamang,
Tharu, Magar, Rai-Bantawa, Gurung, Sherpa, Rai-Chamling. Sunuwar, Rajbamsi, Yakkha,
Mugali, Tamang Sambota, Tharu Chitawan, Magar Atharar and Dhimal. CDC has also
developed Children’s reference materials (biographies, culture and stories) in 15 different
languages (Maithili, Bhojpuri, Awadhi, Limbu, Tharu, Gurung, Magar, Newar, Doteli, Thakanli,
Chamling, Serpa, Bantawa Rai, Urdu and Sanskrit). CDC has translated the textbooks
(Social Studies, Science, Math etc) for grade | into 12 languages (Maithili, Limbu, Awadhi,
Bhorpuri, Tharu, Magar, Chamling Rai, Serpa, Bantawa Rai, Tamang, and Gurung) and for
grade 2 into 3 languages (Maithili, Limbu and Tharu), butthesehave notbeen published yet.

The Non-formal Education Centre (NFEC) developed Basic Literacy Primers (BLP)
and Guide books in 9 mother tongues (Tharu, Maithili, Bhojpuri, Tamang, Doteli, Awadhi,
Limbum Newarm and Magar).

Similarly National Center for Educational Development has been conducting teachers
training in multilinqual and mother tongue education in line with the Teacher Development
Policy Guidelines.

In this way,Nepal has opened up the doors to implement Multilingual Education through
rectifying various national and international laws and policy. Now it has grounded to the
stakeholders for the effective implementation. Different stakeholders of the government
have started working in the area of multilingual education. These all line agencies and
stakeholders have formulated the policies in line with enhancing the multilingual and mother
tongue education. Interim Constitution of Nepal, Education Act and regulation, School Sector
Reform Plan, Teacher Development Policy Guideline, National Curriculum Framework and
Non-Formal Education Policy all emphasize the application of multilingual education in
education. On the basis of these policies, programs are being formulated and implemented
by the respective agencies. As the SSRP intends to develop specialized teaching cadres for
Multi grade, multilingual and inclusive education, NCED has managed multilingual teacher
training throughout the nation. It has the pedagogical aspiration of facilitating the students of
different language background students and in the long run strengthening the language ecology.
Though all the stakeholders have the congruent policies and programs, they should work
together in a co-operative manner so as to synergize the efforts with apt management and
strong pedagogical implications.

Theoretical Perspectives and Issues of Multilingual Education

Though the government has adopted various policies and programs on multilingual
education, there are several burning issues involved. Some of the issues along with some
theoretical perspectives are discussed herewith:

MLE and linguistic Human rights: Multilingual Education focuses on the instruction
in the children’s mother tongue so that the children in school in the earlier days are not
harassed because of the oddity of the language used in the school. So, good empowering of




MLE respects children’s educational linguistic human rights including the indigenous and
minority children’s right to mother tongue medium education in the early years. These
necessities for the survival, minimal prerequisites for social justice, include not only basic
food and housing (which come under economic and social rights) but also basics for the
sustenance of a dignified life (Skutnabb-Kangas,Philipson, Panda& Mohanty, 2009:329).

Sociological Principles: Multilingual Education can also be seen through the eye of
sociological principles underlying minority students’ academic development. Different
researches on the issue related to ethnicity and educational achievement point out the
educational underachievement in comparison to the dominant societal groups (Cummins,
2009: 28). This trend eventually forces to have experienced material and symbolic violence
at the hands of dominantsocietal groups over generations that cause coercive power relation
within the societal institution, schooling and classroom engagement. This devaluation of
identity in both school and society leads many minority students to adopt as Ogbu (1992)
terms an ‘oppositional identity’. For challenging this coercive power relation and ensuring
social justice, MLE might be mediating patterns of acculturation and academic achievement.

Pedagogical Perspective: Multilingual Education can also be seen through pedagogical
perspective which goes well beyond indigenous pedagogy and the pedagogy of the mainstream
schools in today’s world. This extended form of pedagogy is called critical indigenous
pedagogy. It emphasizes on the need for not only rooting MLE pedagogy in indigenous
epistemologies and values, but also to allow space for a dialectical tension between one’s
own indigenous knowledge systems and western knowledge systems. So pedagogical
perspectives of MLE allows dialogues between those knowledge systems, privileging
children’s everyday knowledge only in the initial years of formal schooling, serves to awaken
a critical consciousness among the learners that eventually help the learners to raise to a
level of critical consciousness in Vygotskyan terms (Skutnabb-Kangas,Philipson, Panda &
Mohanty, 2009:328).

Teaching Language or Teaching through language : The core intent of mother
tongue based multilingual education is teaching or facilitating the children in learning through
his/her mother tongue as he/she faces difficulty in understanding the second language in his/
her earlier schooling. But two extreme views appears on the practice: some advocate that
teaching language should be (i.e. language as a subject) as only after that, it is possible to go
to teaching through language while others advocate that the medium of instruction in mother
tongue should be focused. This tussle has greatly affected the curriculum development and
teacher training task.

Language learning, immersion or submersion: Another issue of Multilingual
Education canbe linked toits potential forms of application i.e. language learning, immersion
or submersion forms. Language learning principle adopts that a child learns his mother
tongue first and it is easier for him/her in the earlier schooling. On the other hand, Language
immersion is a method of teaching a second language in which the learners’ second language
(L2) is the medium of classroom instruction. Language immersion programs are characterized
by a focus on learning school sub jects through the medium of a second language, rather than
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an exclusive focus on the language being learned. In other word, immersion program uses
second language teaching methods to teach children beginning literacy and content instruction
in the L2, but the L1 is not ignored. In fact, most immersion programs include L1 literacy
instruction (Genesee, 1987). Children in immersion programs typically begin in kindergarten
or first grade and continue through the elementary years. In partial immersion programs,
some subjects are taught in the target language and others in native language, while total
immersion programs teach initial literacy and mathematical skills as well as other subjects
through the second language. In total immersion programs literacy in children's native language
is typically introduced in second grade or later, and the curriculum may gradually shift to a
balance of foreign and native language instruction (Curtain & Pesola, 1988). Similarly
submersion, also known as’ sink and swim’, is a cruel forms of schooling that forces children
to try to make sense of foreign medium of instruction while devaluating their languages,
cultures, identities and overall self-esteem( Benson, 2009: 63). In the context of Nepal, the
institutional schools of Nepal are mostly adopting principally immersion practically submersion
form emphasizing the foreign language. Similarly the right of education in the children’s-
mother tongue is also questionable in case of institutional schools of Nepal.

But the common trend on these modalities is language learning and education. So the
most important thing to consider in any form adopted is that the students’ first language
should not be ignored. Whichever forms are adopted won’t be the issue of great concern
but the difficulty of the child in learning should be taken care along with his/her first language.

Facilitation or Language Imposition: Multilingual education opts for the use of
mother tongue as a medium of instruction in the earlier grades. But the people in general opt
for teaching their children in English medium schools rather than in Nepali or mother tongue
medium. So is the reason that English medium schools are booming but the Nepali medium
community schools are being encroached or being shifted to English medium. On this
backdrop, multilingual education seems to so against the tide. Another important issue is also
that whether it is just for the facilitation of the students’ learning or the language imposition.
If it is just for the facilitation, it would be just one of the strategies the teacher uses as a part
of his teaching methodology.

Teacher Management: Teacher management is also another burning issue for the
effective implementation of multilingual education as our classroom enjoys the children having
multiple language background. But the teacher with such ability is scarce. So is the reason
that School Sector Reform Plan has the provision of preparing specialized teaching cadres
in MLE and adoption of special terms of tenure and promotion for the specialize cadres
(MoE, 2009). But such cadres of teacher are yet to be prepared except providing a short
training on multilingual education by NCED. The mid-term evaluation of school sector reform
program has also indicated the crucial concern in the area of teacher management and
professional development (MTR, 2012:XIV). Regarding the MLE program, Mid Term
Evaluation report says ‘Due to the complicities at different layers, and absence of
collaboration among the implementing agency and adequate human resources, it has not
been able to make any substantial contribution (pg 10). This indicates the absence of capable




human resources who are able to work in line with multilingual education context. Moreover,
the willingness of teachers to learn and teach such languages also matters in our context.

In this way, multilingual education has different theoretical aspects and its implementation
in education has borne various issues. Though it can be advocated through linguistic human
rights, sociological, psychological, language learning and acquisition and immersion
perspectives, its core implication remains on facilitating a child in course of language learning
and education. These perspectives, though equally valid, are only the foundations to view
multilingual education. The integrated understanding of all perspectives makes multilingual
education perfect and complete which eventually help to promote quality education and also
strengthen the language and identity.

Conclusion

Different concepts, paradigms and ideas emerge in the course of time and they continue
to evolve through the knowledge, practices and analytical processes. This is also true in the
case of multilingual education. The concepts, models and practices in the field of multilingual
education proved to be extremely powerful so as to facilitate the child in the earlier days.
This is psychologically, pedagogically and practically apt for accelerating the learning of the
child. So it provides the justice to the child in the oddity of the environment.

So far as language perspective in concerned, it helps torevitalize the language preserving
the culture and other aspects embedded on it because language is directly linked to culture,
ecosystems, education and every aspects of human being. If the language is used in education,
it needs the elaboration and codification of the language so that the textbooks and other
reading materials could be developed. This also provides justice to the script of the language. 2 IR
Similarly the use of language in education also helps the language grow and transfer in
generation to generation without the danger of becoming extinct. Moreover the promotion
of language also gives and save the identity of the community. Pavlenko & Blackledge
(2004:1) states that in some setting languages function as markers of national and ethnic
identities, in some others as a form of symbolic capital or as a means of social control. So
the language promotion through multilingual education fostering the identity helps maintain
social justice to the people.

For all these things to happen, it is necessary to have public debates for strengthening

& Teacher Education

the languages discouraging the symbolic domination of a particular language to other languages.
If this happens, multilingual education helps to bring justice to the child, scripts, languages
andidentity. Though it has many positive aspects and attributes, multilingual education cannot
address all the issues and challenges that are aroused in this fast growing and influencing
globalized era. But it is one of the tools to facilitate the children from their psychological and
sociological foundation and to promote language and identity.
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Abstract:
Maost of the school buildings in Nepal are constructed by the community and
most of them are vulnerable to earthquakes. Launching a school earthquake
safety program is an urgent to save the large number of school children and
properties from the expected future earthquake disaster. Government of Nepal
has started school retrofitting program since 2010; however there are many
problems that are being faced facing during implementation. In this paper,
we have developed a methodology for the effective implementation of the
school retrofitting program. From rapid visual vulnerability assessment of
school buildings, we can identify the vulnerable and non-vulnerable buildings
in the schools and from detail vulnerability assessment, we can identify the
most vulnerable and vulnerable school buildings so that they can be categorized
as per the type of retrofitting method necessary and amount of budget required
Jor lunching the retrofitting program. This helps for implementation of the
program in priority order as per the urgency of retrofitting in schools.
Keywords: Vulnerable, school, earthquake, retrofitting

1. Introduction

There have been many disasters in the past. According to Center for Research on the
Epidemiology of Disaster, United Nations International Strategy for Disaster Reduction
Secretariat in Geneva (CERD, 2010), 3,852 disasters killed more than 780,000 people over
the past ten years, affected more than two billion others and cost a minimum of 960 billion
United States Dollars. Out of disaster types, earthquakes are the deadliest natural hazard of
the past ten years and remain a serious threat for millions of people worldwide. In the past
decade, nearly 60 percent of the people killed by disaster died because of earthquakes. In
terms of human loss, Asia is the continent that has been struck again and again by disasters
during the last decade, accounting for 85 percent of all fatalities.

Nepal being one of the developing countries in South Asia is prone to many natural
disasters such as earthquakes, floods, landslides, snow storms, fire, environmental pollution,
wind storm and different epidemics. Among them, earthquakes and floods are of major
concern as natural disasters due to their potential to cause damage to both human life and
property. Geologically speaking, Nepal and the Himalayan range that form its northern border
with China were formed as a result of the collision of the Indian plate with the Eurasian
plate about 55 million years ago. This collision still continues, resulting in subduction of the
Indian plate below the Eurasian plate, which makes Nepal and the entire Himalayan range




one of the most seismically active spot on the Earth.

Thereare reported incidents of earthquakes in Nepal since 1255 A.D. Historical records
indicate that prior to 1934 AD there have been many earthquakes in this region. Major
earthquakes of 1408, 1681, 1810 1833 and 1866 have been reported to claim large numbers
of lives and huge amount of property (Gupta, 1988). The maximal density of earthquakes
distribution in Nepal is shown in figure 1.

The recent major earthquake, which severely hit Nepal, was Bihar-Nepal earthquake
of 1934 A.D (Mw=8.1). This is the most devastating earthquake to have ever occurred in
the territory of Nepal. About 8,519 people were killed, and 200,000 houses, temples and
historic buildings were destroyed. Although the record of historical earthquake is not complete
which poses a problem in assessing the recurrence period of great earthquakes, the record
of available earthquake shows that a major earthquake occurs within a gap of about 100
years (JICA, 2002). The last major earthquake occurred in 1934 and there is a real threat
that a major earthquake may occur anytime in the future.
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Figure 1: Maximal density distribution of Earthquakes (DMG, 2006)

Due to poor geological and topographical condition of Nepal, many school buildings
suffer from different kind of disaster especially from earthquakes, floods and landslides.
Main problem seems to be the location of schools and use of poor construction technology
and materials during construction. Most of the schools are located near the bank of river,
near landslide area, at the top of the hill and near the forest. High vulnerability of schools
was evidenced during the 1988 Udayapur earthquake (M s=6.6) in eastern Nepal; six thousand
schools were destroyed in this event, which luckily took place during non-school hours.
Massive damage to the school infrastructure disrupted the affected community’s
approximately 300,000 children, who were not able to properly attend schools for several
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months after the event (UNDP/UNCHS, 1994).

There is growing consensus among stakeholders that public infrastructure (schools) in
Nepal is particularly susceptible to seismic risk. In 1998 a study conducted by the National
Society for Earthquake Technology (NSET) revealed that one third of all schools in
Kathmandu Valley, Nepal were structurally dilapidated and needed to be demolished and
rebuilt. Furthermore, as high as 60 percent of public school buildings in Kathmandu Valley
were vulnerable under normal operating conditions (NSET, 2000). The study highlighted a
compelling need for developing and implementing an effective, integrated, and "ground-real"
strategy for radically improving the seismic safety of schools across the country. Because
of poor building condition, the teaching-leaming environment in schools becomes unconducive
and ti directly hampers the children education. Therefore, there is urgent need of making
classroom safe, child-friendly, disable-friendly and environmental-friendly.

So, launching of school earthquake safety program in Nepal is very urgent. This requires
huge amount of money but this is an immediate requirement to save those large number of
school children. Due to the geographical condition of the country, the methodology for program
implementation has to be quite different from one place to another and it is always challenging
for the Government of Nepal to develop appropriate methodology to address all geographical
regions. There is urgent need to develop a new ideas and methodologies so that school
earthquake safety program can be implemented with minimum cost without compromising
structural safety of school buildings.

2. Importance of schools

School buildings are critical infrastructure not only because children study in them, but
also because they are used as emergency shelters. So they should be safe from any kind of
disasters. Since schools are typically well distributed throughout neighborhoods, they are an
ideal location for homeless shelters, medical clinics, and other emergency functions. Schools
perform important role to build and sustain regional society. School children and teachers
are the main conveyer of the message to the community. Awareness raising at school level
1s easier for it is a learning center to the community. Almost all households have
representatives at schools, so knowledge on disaster management is easily transferred to
community. Students are very quick learner and easily catch up the knowledge and try to
implement immediately, so knowledge and information can be spread very shortly. If a
training program to the masons is conducted during construction of schools, this could be
easily replicated in the society. Trained mason are the useful resources for the construction
of earthquake safe buildings in the community.

Realizing the importance of school earthquake safety, the United Nations International
Strategy for Disaster Reduction (UN-ISDR) launched a campaign in 2006 on the theme of
"Disaster Risk Reduction Begins at School". Furthermore, the role of knowledge, innovation,
and education to build a culture of safety and resilience has been underscored as one of the
five priorities for action in the Hyogo Framework for Action (HFA) 2005-2015 (UNISDR,
2005).So, schools play a very important role in the community. Schools may become a
nucleus from where integrated safety is radiated to the rest of the territory. So, safe school




helps in building community resilience.
3. Condition of school buildings in Nepal

Public schools in Nepal, both their buildings and their occupants, face extreme risk
from earthquake. This is because of the fact that the majority of the school buildings, even
those constructed in recent years are generally constructed without the input of trained
engineers in design or construction supervision. Before 1970, almost all the school buildings
had been constructed and maintained by the communities themselves without any financial
aid and technical support from the government. Since no technical guidelines and plans
were provided, almost every school buildings are unique and are patterned on the domestic
buildings of its locality. Now, management of the public schools is largely the responsibility
of the local community: government provides minimum financial support to run the schools.
The rest has to be managed by the community. Usually very low annual budget is available
with the school management system. Such condition increases the likelihood that poor materials
or workmanship are used in the construction of the school buildings making them structurally
vulnerable to earthquakes.

Figure 2: School buildings need retrofitting program

The Government of Nepal has given a high priority to the basic and primary education
sub sector. In order to promote access and increase quality of primary education, the
government has launched a number of initiatives with external and internal support. These
include classroom construction and rehabilitation, teacher training, construction of training
centers and administrative buildings, school clustering system, literacy program, through
various projects and programs. The growth of schools is very rapid in Nepal. Before 1950,
there were only 200 schools whereas in recent year; the number has reached about 30,262
(DOE, 2009).

Most of the school buildings are not well maintained and they are locally constructed
without any technical input. Most of those buildings are constructed using traditional materials
(such as adobe, stone rubble in mud mortar or brick in mud mortar) that behave very poorly
during earthquakes. Many school buildings are not only poorly constructed, but they also
lack proper maintenance. Some of the buildings are in extremely poor condition due to sub
standard material or workmanship, lack of maintenance, or extreme age. Many buildings
have floors that are on the verge of collapsing or walls that could crumble and fall at any
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time. These buildings are dangerous to occupy even in normal times (Figure 2). Some buildings
have maintenance problems, such as decaying timbers or severely cracked walls that, if not
repaired quickly, will deteriorate into extremely dangerous conditions.

Main problems of existing school buildings and their characteristics are as follows:
® Most of the buildings are non-engineered.
® The buildings are constructed using mainly the traditional weak materials (low-strength
masonry, flexible floors), with heavy wall and roofs, poor quality control, untied gable
walls.
Most are elongated (rectangular) in plan.
Most buildings are load bearing masonry structures.
Some school buildings are irregular in plan and elevation.
Most are highly vulnerable to earthquakes.
Proposed methodology for effective implementation of School Retrofitting Program
To make large number of school buildings earthquake resistant at one time is almost

0 0 00

impossible. But seismologists and scientists warn that there might be a chance of occurrence
of high magnitude earthquake in near future in this region. If there is an earthquake like
1934 Bihar — Nepal earthquake (Mw=8.1), there will be high chance of collapse of those
vulnerable buildings. There must be immediate action from the Government of Nepal to
save those school children who are the future of the nation.

There are two options available forseismic improvement of school buildings: 1) demolishing
the existing vulnerable buildings and reconstructing, and ii) retrofitting /seismic strengthening
of vulnerable buildings. The first option seems easy from a technical point of view but it is
uneconomical. It is not only the cost but also the magnitude and duration of disturbance to
existing school functions will be very high in the first option (more than 1 year in comparison
to 3-4 months in second one). The second option is also attractive because this technology
provides good opportunity to learn more.

To address the above problem in one time required huge amount of money which is
almost an impossible for underdeveloped country like Nepal. The Government of Nepal
cannot allocate such amount of money only for the purpose of retrofitting of school buildings
and new construction. But retrofitting of existing vulnerable buildings is an urgent need to
save the large number of young people and huge amount of economic loss in the country
from the expected earthquake disaster. Implementation of such a program would also provide
an opportunity for social dialogue, increased awareness, preparedness planning, and masons’
training thereby the opportunity for replication- hence inculcating a culture of safety. So, it
is necessary to implement the above program with minimum cost without compromising
structural safety of the schools. For that purpose, it is necessary to develop and implement
the program step by step. The following are the proposed methodologies for effective
implementation of the school retrofitting program in Nepal
4.1 Rapid visual seismic vulnerability assessment of school buildings

Rapid visual seismic vulnerability assessment of school buildings is done for screening
the vulnerable and non vulnerable school buildings. This method can be used rapidly and




easily to identify those buildings that might pose a risk of life or injury. This assessment
procedure will provide more reliable assessment of the seismic vulnerability of the building,
and will form the basis for determining need for more complex vulnerability assessment.
This method is used to short-list the buildings to which simplified vulnerability assessment
procedure should be applied. The rapid visual screening method is designed to be implemented
without performing any structural calculations. The main applications of this procedure are
to identify if a particular building requires further evaluation for assessment of its seismic
vulnerability and to rank schools seismic strengthening needs. In this methodology, we can
categorize the school buildings into following three types.
a) Most vulnerable school buildings
b) Vulnerable school buildings and
c) Less vulnerable school buildings
“From rapid visual vulnerability assessment, we can remove the school buildings from

the list which are less vulnerable, which require only minor repair and maintenance. So, we
can identify those buildings which need immediate seismic strengthening and retrofitting
program. From this screening method, the number of school for seismic strengthening will
be reduced by twenty to thirty percent.
4.2 Detail vulnerability assessment of school buildings

Detail vulnerability assessment of school is done for most vulnerable and vulnerable
school buildings. This method utilizes engineering information such as size and strength of
lateral load resisting members and more explicit information on the design ground motion.
This data is used to carry out a highly simplified analysis of the structure to estimate the
building drift. Since good correlation exists between building drift and damage, the analysis
resultscanbe used to estimate the potential seismic hazard of the building. From this analysis
method, we can identify appropriate retrofitting methods to be used for strengthening of
structural member. So from this detail assessment, we can develop a detail program and
implementation modality for retrofitting of school buildings. This will again help in reducing
the cost of preventative measure used without compromising structural safety.
4.3 Identification school buildings needing immediate retrofitting program

From above two vulnerability assessment methods, we can identify the most critical
school buildings which need retrofitting/strengthening program. We can categorize the school
buildings in the following three ways based on the urgency of retrofitting program in school.
a) Buildings requiring immediate retrofitting program
b) Buildings requiring retrofitting program
c) Buildings requiring minor retrofitting program

Based on the available budget and manpower, we can implement the program phase-
wise. First priority should be given to those buildings which require immediate retrofitting
program. If earthquake occurs, there may be large number of causalities and properties
loss. So, we should implement retrofitting program for such buildings immediately. Second
priority should be given to the buildings which require retrofitting program and last priority
should be given to the buildings requiring minor retrofitting. From such buildings, there might
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not be life threatening damage.

We can identify the more dangerous area from the above analysis and retrofitting
program will be made accordingly. So, in first step the Government of Nepal can use their
money in the highly vulnerable area.

4.4 Community participation and mobilization for implementation of the program

The basic objective of any disaster prevention program is to decrease the loss of life,
property destruction and social and economic disruption caused by natural disasters, such as
earthquakes, landslides etc. The other important objective is to build safer communities.
This includes community participation in disaster prevention works, training to local masons
and technicians about disaster prevention works, and training to students, teachers and
community about disasters.

Community involvement plays a very important role for making them aware about the
disaster and its prevention. This is an ongoing challenge for every nation to improve
communities” understanding of the risk they face and empower them to take action to reduce
these risks and to manage consequences of disaster. Community involvement also plays an
important role to reduce the cost of preventative measure. People can participate in the
program and contribute themselves by providing grant or manpower. For developing country
like Nepal, community participation is one of the major factors for reducing the cost of the
project. Community participation helps not only to reduce the cost of the project but also
make the project sustainable. They get the information about the amount of budget available
from the different sources and amount of budget spent in a project. They feel the projects
like their own and maintain properly in the long run.

5.  Summary

Past studies show that many school buildings in Nepal are vulnerable to earthquake. To
protect such school buildings, huge amount of money and manpower is required. It is very
difficult for the government to address such issues in one time and within a short period.
This is a very big challenge for the Government of Nepal. Therefore, Government of Nepal
should address the above problem in the following ways.

Firstly, rapid visual seismic vulnerability assessment of school buildings needs to be
done toidentify those buildings that might pose arisk of lifeand injury. From the vulnerability
assessment, we can categorize the buildings in different groups such as the most vulnerable
buildings requiring immediate seismic strengthening; vulnerable buildings requiring seismic
strengthening but not urgently; and less vulnerable buildings in need of simple repair and
maintenance.

Secondly, detail vulnerability assessment should be done for the most vulnerable and
vulnerable buildings so that they can be categorized as per the type of retrofitting method
necessary and amount of budget required for launching the retrofitting program. This helps
for lunching program in priority order as per the urgency of retrofitting in schools.

Thirdly, retrofitting program should be designed in such a way that it has to enhance
community participation during all the phases of the program, including implementation.
People can participate in the program and contribute themselves by providing grant or



manpower. Community participation not only helps to reduce the cost of the project but also
helps to make it sustainable and it also creates awareness about disaster, its impact and
preventative measures.
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Abstract:

Public service is to all whether they are living in urban or rural area it doesn't
matter, equitable access of citizen in public service in democratic country is
crucial. Government shouldn’t be run like a business; it should be run like a
democracy (Denhardt &Denhardt, 2007). Not only in developed country but
around the world public servants are acting with some core values which are
expected to perform and uphold. These core values includes; (a) commitment
to the rule of law (b) honesty and integrity (c) accountability for decisions and
actions (d) political neutrality (e) impartiality in the execution of public
functions and (f) dedication, professionalism and diligence in serving the
community. This is the principle and expressing renewed commitment to such
ideals as the public interest, the governance process, and expanding democratic
citizenship. Due to the long experiences and experiments, the Government
centered public services has ended and is replaced by multi sectoral services.
Government role has been changed as a result, Citizens satisfaction has
become the center point of Government service. Public employees are feeling
more valued and energized as this sense of service and community expands.
In the process, public servants are also reconnecting with citizens.
Administrators are realizing that they have much to gain by 'listening'' to the
public rather than ''telling," and by ''serving'' rather than ''steering'’ (ibid).
New Public Service (NPS) is the demand of public management sector where
education sector is one of the major parts of public management. In this
sense NPS is also in demand in the sector of education to deliver good public
service as per the need of citizen.

1. Introduction:

Generally we understand management and administration as the same, but there are
differences between these two. According to Woodrow Wilson (1887) Public administration
is the detailed and systematic application of law. Every particular application of law is an act
of administration whereas management is that which leads, guides and directs an organisation
for the accomplishment of pre-determined object. Management is a process. It includes
four main functions of planning, organizing, directing and controlling. Peter Drucker. (1986)
is a well known expert in management and according to him "Management is a multi-
purpose organ that manages business and managers and managers workers and work. In
the same way Henry Fayol another pioneer person in management stated as "To manage is




to forecast and to plan, to organize, to command, to co-ordinate and to control." (Rodrigues,
2001). Hence there is no doubt management is different from administration in meaning.
Administration is more controlling in its nature and management is team work and
collaborative. Basically, administration means following instructionsand itis more commanding
where as management means the achievement of results and taking personal responsibility
for doing so.

2. Historical Background

New Public Service did not come to exist in the management all of a sudden. It has a
long history before its emergence: At first, the public administration emerged in the
management sector then come management. In the same way, public administration,
especially in Max Weber’s bureaucracy was criticized for several reasons. Indeed, the
word ‘bureaucracy’ is today more usually regarded as a synonym for inefficiency (Behn,
1998:140 cited in Hughes, 2003). There are two particular problems with the theory of
bureaucracy. These are, first, the problematic relationship between bureaucracy and
democracy and secondly, formal bureaucracy could no longer be considered as particularly
efficient form of organization. This is the reason the public administration transformed into
public management and many theories came up in new management of which the new
public service is latest one. The traditional model was rigid and bureaucratic, narrowly
focused and preoccupied with structure and process, although it was better than what existed
before. Merit-based appointment, formal bureaucracy and the notion that politics and
administration could and should be separated were adequate principles for an administrative
system, particularly operating in a time of stability.

Since the late 1880s, the monopoly on the term ‘“‘administration’ has been in the hands
of political scientists. Scholars like Goodnow and Wilson perceived public administration as
a separate and unique discipline that should consist of independent theory, practical skills,
and methods (http://poli.haifa.ac.il).The 1980s and 1990s saw the emergence of a new
managerial approach in the public sector, in response to what many regarded as the
inadequacies of the traditional model of administration (Hughes,2003). Although the literature
has now more or less settled on ‘public management’ or ‘new public management’. There
is also general agreement as to the actual changes that are involved in moving away from
the traditional administrative model (ibid).In the field of public management these are some
leading theories which brought drastic changes in this area which are shown through this
diagram;
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EVOLUTION ON PUBLIC MANAGEMENT

1. Old Public 1. New Public 1. New Public Service
Management 1920 Management 1970 1980
l. TheClassical Theory-1920| a) Public Choice Theory | The New Public Service
a) Scientific Management b) Neo-Austrian Economics Theories
b) Bureaucratic Management Theory a) Theories of Democratic
c) Administrative c) Property-Rights Theory Citizenship
d) Principal-Agent Theory b) Models of community and
. e) Transaction-Costs civil society
Il. Neo-Classical Theory- After Economics Theory c) Organizational Humanism
WorldWar ll and the NPA
a) Human Relation Approach d) Postmodern Public
b) Behavioural Science Administration

Approach

lIl. The Modern Management
Theories- 1960

a) Quantitative Approach

b) System Approach

c) Contingency Approach

d) Operational Approach

3. 0Old Public Administration:

The traditional model can be characterized as: an administration under the formal control
of the political leadership, based on a strictly hierarchical model of bureaucracy, staffed by
permanent, neutral and anonymous officials, motivated only by the public interest, serving
any governing party equally, and not contributing to policy but merely administering those
policies decided by the politicians. Its theoretical foundations mainly derive from Woodrow
Wilson and Frederick Taylor in the United States, Max Weber in Germany, and the Northcote—
Trevelyan Report of 1854 in the United Kingdom.

Even developing countries and least developed countries followed the same traditional
administrative model in public sector where strict hierarchies were thenorms. The bureaucracy
was prestigious and relatively well-paid elite even in the poorest of countries. However,
staff were recruited by examinations through independent body to lifetime careers, many
different layers made in organizations, over staffing, Red—Tapism and corruption are the
main features of bureaucracy .Features which worked in the West, especially political neutrality
, incorruptibility and the ethics of the bureaucracy were not followed in the Third country.

The traditional model of public administration remains the longest standing and most
successful theory of management in the public sector, but is now being replaced. It did not
disappear overnight and its elements still exist, but its theories and practices are now considered



old-fashioned and no longer relevant to the needs of a rapidly changing society (Hughes,
2003).
4. The New Public Management (NPM)

The NPM movement began in the late 1970s and early 1980s. Its first practitioners
emerged in the United Kingdom under Prime Minister Margaret Thatcher and in the municipal
governments in the U.S. (e.g., Sunnyvale, California) that had suffered most heavily from
economic recession and tax revolts. Next, the governments of New Zealand and Australia
joined the movement. Their successes put NPM administrative reforms on the agendas of
most OECD (Organization for Economic Co-operation and Development) countries and
other nations as well (OECD, 1995). Only later did academics identify the common
characteristics of these reforms and organize themunder the label of New Public Management
(Dunsire, 1995:21).

The New Public Management refers to a cluster of contemporary ideas and practices
that seek, at their core, to use private sector and business approaches in the public sector.
NPM emphasizes Downsizing the public service and the privatization or corporatization of
activities, consideration of more cost-effective ways of delivering services, such as contracting
out, market mechanisms, and user charges , customer orientation, including explicit quality
standards for public services , benchmarking and measuring performance (Mathisen,1999).
Core theme of the New Public Management
® Catalytic Government, Steering Rather than Rowing:

Public entrepreneurs move beyond existing policy options, serving instead as catalysts
within their communities to generate alternate courses of action. They choose to
recognizing a wide range of possibilities and striking a balance between resources and
needs, rather than rowing, concentrating on a single objective. Those who steer define their
future, rather than simply relying on traditional assumptions.
® Community-Owned Government, Empowering Rather than Serving:

Public entrepreneurs have learned that past efforts to serve clients produced dependence,
as opposed to economic and social independence. Rather than maintain this approach, these
entrepreneurs shift ownership of public initiatives into the community. They empower citizens,
neighbourhood groups, and community organizations to be the sources of their own solutions.
® Competitive Government, Injecting Competition into Service Delivery:

Public entrepreneurs have recognized that attempting to provide every service not only
places a drain on public resources but also causes public organizations to overextend their
capabilities, thus reducing service quality and effectiveness. These entrepreneurs counter
this trend by fostering competition among public, private, and nongovernmental service
providers. The results are "greater efficiency, enhanced responsiveness, and an environment
that rewards innovation".
® Mission-Driven Government, Transforming Rule-Driven Organizations:

Public entrepreneurs have seen how excessive rule-making in bureaucratic organizations
stifles innovation and limits government performance. Such rule-making is further supported
by rigid systems of budgeting and human resources. In contrast, public entrepreneurs focus
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first on the mission of the group—what the organization strives for internally and externally.
Then, the budget, human resources, and other systems are designed to reflect the overall
mission.

® Results-Oriented Government, Funding Outcomes, Not Inputs:

Public entrepreneurs believe that government should be dedicated to achieving
substantive public goals, or outcomes, as opposed to concentrating strictly on controlling the
public resources expended in doing the job. Current evaluation and reward systems focus
mainly on fiscal efficiency and control, rarely asking what impacts were gained from each
public initiative. Public entrepreneurs transform these systems to be more results oriented—
that is, accountability based on government performance.
® Customer-Driven Government, Meeting the Needs of the Customer, Notthe Bureaucracy:

Public entrepreneurs have learned from their private-sector counterparts that unless
one focuses on the customer, the citizen will never be happy. Since legislative bodies provide
most public resources to government agencies, these agencies operate completely blind of
their customer base. They function according to their own priorities, and those demanded of
them by the funding source, instead of what the customers actually need. Public entrepreneurs
stand this system on its head, serving the customer first.
® Enterprising Government, Earning Rather than Spending:

Public entrepreneurs face the same fiscal constraints as their traditional counterparts,
but the difference is in the way they respond. Rather than raise taxes or slash public programs,
public entrepreneurs find innovative ways to do more with less. By instituting the concept of
profit motive into the public realm—for example, relying on charges and fees for public
services and investments to fund future initiatives—public entrepreneurs are able to add
value and ensure results, even in tight financial times.
® Anticipatory Government, Prevention Rather than Cure:

Public entrepreneurs have grown tired of funnelling resources into programs to resolve
public problems. Instead, they believe the primary concern should be prevention, stopping
the problem before it occurs. Government in the past prided itself on service delivery--—on
being able to put forth initiatives aimed at curing public ills. However, as the problems in post

‘industrial society became more complex, government lost its capacity to respond. By returning

to prevention, public organizations will be more efficient and effective for the future.
® Decentralized Government, from Hierarchy to Participation and Teamwork:
Public entrepreneurs appreciate the role of centralized organizations served in the
industrial age. These institutions represented the first steps toward professionalization in the
field of public administration. Yet, the age of the hierarchical institution has passed. Advances
in information technology, improved communications systems, and increases in workforce
quality have brought in a new age of more flexible, team based organizations. Decision
making has been extended throughout the organization—placed in the hands of those who
can innovate and determine the high-performance course.
® Market-Oriented Government, Leveraging Change Through the Market:
Public entrepreneurs respond to changing conditions not with traditional approaches,




such as attempting to control the entire situation, but rather with innovative strategies aimed

at shaping the environment to allow market forces to act. Each jurisdiction—whether a

nation, a state, or a local community—represents a market, a collection of people, interests,

and social and economic forces. Public entrepreneurs realize that these markets remain
beyond the control of any single political body. So, their strategy centers on structuring the
environment so that the market can operate most effectively, thus ensuring quality of life

and economic opportunity. (Osborne and Gaebler 1992:280-282)

5. The New Public Service:

Theories of citizenship, community and civil society, organizational humanism and the
new public administration, and postmodernism have helped to establish a climate in which it
makes sense today to talk about a New Public Service(Denhardt&Denhardt,2000).New
public service is the demand of today not only in the developed country but also demand of
developing country . Though we acknowledge that differences, even substantial differences,
exist in these various viewpoints, we would suggest there are also similarities that distinguish
the cluster of ideas we call the New Public Service from those associated with the New
Public Management and the Old Public Administration. Moreover, there are a number of
practical lessons that the New Public Service suggests for those in public administration.
Theselessons are not mutually exclusive, rather they are mutually reinforcing(ibid).

5.1 Core Ideas in the New Public Service:

There are the most compelling seven ideas present in this service. They are:

1. Serve Citizens, Not Customers: The public interest is the result of a dialogue about
shared values rather than the aggregation of individual self-interests. Therefore, public
servants do not merely respond to the demands of "customers," but rather focus on
building relationships of trust and collaboration with and among citizens.

2. Seekthe Public Interest: Public administrators must contribute to building a collective,
shared notion of the public interest. The goal is not to find quick solutions driven by
individual choices. Rather, it is the creation of shared interests and shared responsibility.

3. Value Citizenship over Entrepreneurship: The public interest is better advanced by
public servants and citizens committed to making meaningful contributions to society
than by entrepreneurial managers acting as if public money was their own.

4. Think Strategically, Act Democratically: Policies and programs meeting public needs
can be most effectively and responsibly achieved through collective efforts and
collaborative processes.

5. Recognize that Accountability Isn’t Simple: Public servants should be attentive to
more than the market; they should also attend to statutory and constitutional law,
community values, political norms, professional standards, and citizen interests.

6. Serve Rather than Steer: Itis increasingly important for public servants to use shared,
value-based leadership in helping citizens articulate and meet their shared interests
rather than attempting to control or steer society in new directions.

7. Value People, Not Just Productivity: Public organizations and the networks in which
they participate are more likely to be successful in the long run if they are operated
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through processes of collaboration and shared leadership based on respect for all people
(Denhardt & Denhardt, 2007).
5.2 Comparing Perspectives: Old Public Management/Administration, New Public
Management, and New Public Service:

Points

Old Public
Management/
Administration

New Public
Management

New Public service

Primary theoretical
and epistemolo-
gical foundations

Political theory, social
and political
commentary
augmented by naive
social science

Economic theory,
more sophisticated
dialogue based on
positivist social

science

Democratic theory,
varied approaches to
knowledge including
positive, interpretive,
and cezritical
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2 | Prevailing Synoptic rationality, Technical and Strategic or formal
rationality and "administrative man"  |economic rationality, |rationality, multiple
associated models "economic man”, or [tests of rationality
of human the self-interested (political. economic.
behaviour decision maker and organisational)

3 |Concept of the Public interest is Public interest Public interest is the
public interest politically defined and |[represents the result of a dialogue

expressed in law aggregation of about shared values
individual interests

4 |To whom are public|Clients and Customers Citizens
servants constituents
responsive

5 |Roleof Rowing (designing and |Steering (acting as a |Serving (negotiating
government implementing policies |[catalyst to unleash  |and brokering

focusing on a single,  |market forces) interests among

politicalty defined citizens and

objective) community groups,
creating shared
values)

6 |Mechanisms for Administering Creating mechanisms |Building coalitions of
achieving policy  |programs through and incentive public, non profit, and
objectives existing government structures to achieve |private agencies to

agencies policy objectives meet mutually agreed
through private and |upon needs
non profit agencies
7 |Approach to Hierarchical- Market-driven- The | Multifaceted- Public

accountability

Administrators are
responsible to

demoxratically elected

accumulation of self -
interests will result in

outcomes desired by

servants must attend
to law, community

values. political




political leaders broad groups of norms, professional
citizens (or standards, and citizen
interests
8 |Administrative Limited discretion Wide latitude to meet [Discretion needed but
discretion allowed administrative |entrepreneurial goals [constrained and
officials accountable
9 |Assumed Bureaucratic Decentralized public |Collaborative
organizational organizations marked  |organizations with structures with
structure by top-down authority |primary control leadership shared
within agencies and remaining withinthe [internally and
control or regulation of |agency externally
clients
10 |Assumed Pay and benefits, civil- |Entrepreneural spirit, [Public service, desire
motivational basis |service protections ideological desire to  [to contribute to
of public servants reduce size of society
and administrators government

5.3 Four characteristics of the new public service:

The first is diversity."The new public service is much more diverse than the government-
centred public service of old".

The diversity extends torace, gender, and intellectual and professional histories. Rising
interest in nongovernmental destinations, particularly the non-profit sector, is the second
characteristic of the new public service. "Government is seen as the sector most likely
to represent the public interest, but trails the private and non-profit sectors on spending
money wisely and helping people”.

Sector switching is the third characteristic of the new public service. Although sector
switching is prominent, switching from private or non-profit jobs to government is much
less likely among people who start their careers outside of government, implying barriers
both institutional and psychological in switching into government.

The fourth characteristic of the new public service "is its deep commitment to making
adifference inthe world"."This is the one characteristic in which the new public service
is indistinguishable from the old"( Light ,1999).

5.4 The Future of the New Public Service:

The future of New Public Service depends upon these questions which are at once

both simple and enormously complex, they are-

How will we treat our neighbours ?

Will we take responsibility for our role in democratic governance?

Are we willing to listen to and try to understand views that are different from our own?
Are we willing to forgo our personal interests for the sake of others?

Are we willing to change our minds?

The New Public Service is and will continue to be realized in both small moments and

large activities, in conversations and public pronouncements, in formal rules and informal
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behaviour. The ideas and approaches offer efforts to the organizations and individuals to
enhance citizen engagement and service in the public interest. ( Denhardt & Denhardt,2007)
6. Implications of New public Service in education sector-

Ministry of Education is the apex body in the field of education sector and it is responsible
for developing educational policies. There are several wings under this Ministry and more
than thirty five thousands of schools entire the country. However, stakeholders are not fully
satisfied with their services and service delivery mechanism. Ministry of Education andits
entities always face several blames from citizens. In addition to this, most of the time headlines
of the daily National news papers are covered with educational issues. In this situation,
people become more aggressive with system and they do not want to provide any support to
them. New public service believes on shared and value-based leadership, democratic and
participatory management and citizen satisfaction at all levels of the organization. NPS
requires rethinking organizational processes, structures, and rules to open access and
participation to whom we serve in all phases of the governance processes. It is not a blueprint
for a structure or a quantifiable objective to be met but it is an ideal, based on the values of
democracy, citizenship and the public interest. The main point and beauty of New Public
Service is to do a better job than we have done before. In this sense, if we really committed
to deliver the good public service and devoted to citizens. Consequently, The New Public
Service is one of the best ways in our context especially in education sector too.

A country like Nepal should apply the proper management process that is service oriented
rather than process oriented. No doubt, Education is the main pillar of nation development
and it has the responsibilities to produce such an intellectual and competent human resource.
Who could fulfill the nation's demand and compete in the world market in this 2 st century.
The key concern is Public are keen to see the excellent performance of community teachers
and good achievement of the students which is the main challenge of education sector.
Conclusion:

The New Public Management is a concept articulated by David Osborne and Ted
Gaebler (1992) in their book" Reinventing Government". It applies the business customer
service model to government. Citizens are seen as customers and the administrative role is
streamlined by converting policy alternatives into market choices. This approach focuses on
results and promotes competition inside and outside government.. Some authors say NPM
has peaked and is now in decline. Hence the new public service is a reaction to the New
Public Management. It focuses on the mission of government, and how to determine the
collective public interest. The authors believe that there are considerations that should come
before cost and efficiency, and that citizen participation should be a major factor in decisions.
The main theme of New public service is "Public servants do not deliver customer service;
they deliver democracy to their citizens". Therefore, the New Public service and Democracy
are flip sides of a coin i.e; these two can be reconciled with each other. In the same way
democracy and education is directly interrelated to each other. For this reason, education
helps to establish and strengthen democracy and without democracy it is impossible to
provide quality education to all citizens. It can be believe that NPS outline the structural



changes also in schools like changes in roles and relationship, pattern of governance, pattern
of accountability, changes in educational and other values that underpin schooling, head
teacher's role etc.
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Abstract
In Nepal, education reform process is striving to expand educational
opportunity and meeting the learning needs of all children. For this purpose,
several reform endeavours were implemented in the past. Recently, SSRP is
in operation which stresses decentralized strategies for planning, management
and implementation of school programs. In this context, the decentralized
school management received a prime focus. Attempts were made to strengthen
the capacity of local communities so as they own and manage schools. Similarly,
institutional support and technical inputs to schools are being provided.
Amendments in the Education Act and its associated Regulations were also
made to accomplish the purpose. The provisions are made to capacitate SMC,
PTAs and other stakeholders of local school to carry on the reform endeavours.
The purpose of all these supports is to make school autonomous so that the
school level stakeholders assume their roles and operate the school efficiently
so that the school system yields expected result.
This paper shows that there is unequal power distribution between the center
and the grassroots level, between the educational bureaucrats and the local
representatives. The centre or bureaucrats receive controlling authority,
whereas the SMC and PTA- the people’s representing bodies received
supportive roles, so they do not have freedom and enjoy flexibility in decision-
making. Local bodies' involvement was meager even if they could contribute
significantly. Schools depend upon traditional funding. However, the
circumstance is gradually changing. People are becoming proactive and
pursuing schools in encouraging to take actions in favour of community. HT’s
proactive efforts also challenges the structural relationship between the
educational power holders and powerless. HT leads to create another kind of
structure- developing relations with parents for change, to reduce the systemic
dependency for gaining autonomy.

Background

Like in many developing countries, the state in Nepal is perceived as the institution that
comprehensively plans all aspects of development and implements them through its own
machinery. Therefore, the government with its civil servants and operational system is
recognized as capable of defining the interest of the people. Based on this ground, the
government agencies formulate policies and plans and use the state power to implement
them. This top-down approach of decision-making and implementation is considered as the
most rational approach to development. However, the democratization process and a political




reaction to the failures of centralized modes of administration, planning and management
provide the basis for reform in management and governance. In fact, this has been a wave
of reform to decentralize power away from the central government and locate it closer to
where people live. Such move further makes it possible to explore and utilize the local
potentials as it increases ownership of local people in development activities and strengthen
the decentralized governance at the grassroots level.

In Nepal, education development takes place with the community initiatives. Local
people have been instrumental in managing schools since past. They used their efforts in
constructing school buildings, hiring teachers and getting the resources for the operation of
schools. Government had its entry in these matters later for the reform of education in terms
of expanding the access, enhancing the quality and improving the organization's efficiency.
In fact, the strategies to expand the access and improve quality of basic education occupy a
central place in educational reforms in Nepal. The entry of government promoted the
centralized educational governance system; and reform measures taken in the past had little
emphasis on school intervention, thus many strategies fail to achieve the objectives (IIEP,
2000).

But experiences show that increased attention needs to be given at the school level to
reform in education. With the initiation of democratization process in the country, reformin
education and educational governance received attention. In this respect, decentralized school
management has become one of the dimensions of reform. School autonomy, as an inherent
attribute of decentralized educational reform, has been one of the issues which draw attention
of various stakeholders despite there being confusions among the stakeholders regarding
their roles and responsibilities: some teachers see school autonomy as a threat to their job
security whereas some parents think it as an extra burden for them as it requires additional
time, effort and resources for school operation. These confusions arise on account of the
implementation approach of reform process not by any hidden agenda, as the reform insists
on school-centre change rather than on system-centre change.

School Autonomy: Some Conceptual Reflections

Under the decentralized reform endeavours, autonomy of local institutions is regarded
as one of the most important attributes of the democracy. As long as the local institutions are
not empowered with autonomy, there is no meaning of their existence. Autonomy, of course,
protects these institutions from undue interference from upper stairs. With autonomy the
local institutions get operational freedom to function independently and decide upon their
destination without central imposition. But autonomy has to include clarity in functional
responsibilities, elimination of uncertainties in financing and independence from undue
interventions from high level authority in day-to-day decision-making. It requires certain
limitations on the powers and authority of central government.

School autonomy gives individual schools the responsibility to make the decisions needed
to achieve high performance and accountability. Accountability, of course, is the system of
consequences for policymakers, educators, and students based on demonstrated performance.
[t encompasses the curriculum, instruction and time necessary for students to be successful,
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and it focuses on helping struggling schools and students. An aligned accountability system
also rewards exemplary schools and teachers, and works to change those that persistently
fail to educate their students.

Basically autonomy has direct links with democracy and freedom. However, it is the
wider sense, in the administrative terms autonomy demands to the open situation for decision
making on the basis of local needs and less influence from the government's control. School
autonomy is freedom from the district and central level control for stimulating innovation in
educating students (Charter School Roadmap, 1998). The main objectives of autonomy are
to improve school management in terms of quality, equity and efficiency in school
performance. In fact, autonomy is to permit flexibility in the combination of inputand hence
improve quality- not to save resources. For this reason, institutional autonomy basically
focuses on decision making of resources utilization rather than resource generation (The
World Bank, 2002).

Autonomy in school management cannot be assured without devolved authority by
legal provisions and adequate financial arrangements on a regular basis. Schools must be
provided resources and decision-making authority to design and implement strategies to
best meet the learning needs of their students. Effective schools are collaborations among
parents, teachers, administrators, students and community members-all determined to do
everything necessary to help students achieve high standards. It is important to note that
school autonomy is not the same as either local financing or administrative decentralization,
although these three elements often come together and make confusion. Local financing of
education means that resources are generated locally which can create problems of equity
amongricher and poorer localities Decentralization is simply an assignment of responsibility
for education to an institution or level of government other than the central government.
Institutional autonomy can be encouraged by both administrative and financial means.

Autonomy has been popular in organizational development, exploration of individual
potentiality and in the group dynamism. Again it is the psychological phenomenon, which
influences all human related activities fromindividual to national level. Considering the school
as a developing organization, autonomy has been a key factor to develop the school’s
performance in classroom to the community level. Autonomy has the strongest influence on
the overall quality of school organization of any factor that we examined. Bureaucracy is
unambiguously bad for school organization (West: 1991). As autonomy entails power and
resources to school managers, they receive greater freedom and flexibility to manipulate
managerial, financial and pedagogical matters for the quality improvement.

The concept of school autonomy and its operational manifestation have come to be
referred to in a variety of ways, such as school site-based management, school-based
management, and school self-management. The concept of school autonomy is also not
new. It has been there in educational literature for at least the last three decades, especially
in countries such as Australia, Canada, Netherlands, New Zealand and a few school districts
in USA. It has only recently become the centerpiece of the movement for school reform
management in developing countries.



Education Policies and School Autonomy
The Tenth Plan, which is a major development guideline of the country, envisions that
planning and management responsibility of school education to be devolved to the local
bodies and communities in line with the Local Self-Governance Act (LSGA). The plan
document further stresses that the school management responsibility needs to be devolved
to the committee comprising of parents and teachers and looking measures to empower
their capacity in order to carry out these responsibilities. The plan has also envisaged the
strategy of community participation from grassroots level in decentralized educational
management through facilitation, quality improvement and regular support from the
concerned. The Tenth Plan, in its policy objectives for education, has focused on expanding
and developing quality education, which contributes to poverty reduction. More specifically,
following are the policies and policy objectives outlined in the plan:
® Inline with the spirit of decentralization mentioned in LSGA, educational planning and
management responsibility will be given to the local bodies and communities. And SMCs
will be responsible for planning and management of their respective schools.
® (apacity of the local bodies, communities, and school management committee (SMC)
will be enhanced to take the responsibility of educational planning and management.
® Free primary education will be made compulsory gradually and provisions of scholarships
will be made for Dalits, disadvantaged ethnic groups, girls, children with disabilities, and
economically disadvantaged children.
® Early Childhood Development (ECD) centers and pre-primary classes will be established
in partnerships with INGOs, NGOs, private enterprises, and local communities will be LE
encouraged.
® Increased partnership with civil society, NGOs, and the private sector is necessary for
bringing in additional resources and expertise.
® The institutional and educational management must be streamlined and strengthened.
Besides, the plan also stresses for the decentralization of planning and education
management in line with Local Self-Governance Act (LSGA) in which SMC:s are responsible
for school management as per the seventh amendment of the Education Act. Both the
LSGA and the Education Act focus on the need of community involvement in education
with emphasis on ownership, accountability, local control on the utilization and mobilization
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of local resources.

Education for All (EFA), the core document for the implementation of basic education
in the country in past initiated several reforms agenda. Strategies of community involvement
and their empowerment within the framework of decentralized system of educational planning
and management are the main thrust of the EFA. It incorporates a number of strategies in
order to improve efficiency and institutional capacity of educational institutions related to
primary education. Transfer of school management to the community as a way of shifting
from centralized management to community-controlled and school-based planning and
management was the main one. It introduced the bottom-up planning approach in education
that led to development of School Improvement Plan (SIP), Village Education Plan (VEP),
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and District Education Plan (DEP). Collaboration with different partners including local
bodies, NGOs, INGOs, CBOs and other private organizations was carried out.

Recently, the government advanced a school sector reform (SSR) program with the
plan for the implementation of the 1 to 12 integrated school sector reforms from the year
2009. SSR magnifies the roles of local community in governance, management, resourcing,
and quality assurance in school education in their community. To make school education
effective, inclusive, equitable, pro-poor and rights based SSR intended the school system’s
structural and functional transformation. SSR provides a policy framework to facilitate the
reform process for an integrated school sector, enhances all aspects of quality education to
meet the needs and aspirations of the people, and holds the government, local bodies, schools,
and stakeholders such as SMC, teachers, parents, and local body accountable for student
learning.

SSR envisioned that schools are managed through a decentralized framework of operation
and such the school-based management is stressed, which is accountable to a local body.
The schools’ accountability and autonomy are ensured in terms of school governance,
management, resourcing, and quality assurance. Schools follow a transparent model of
operation and adopt a mechanism for financial and social auditing for financial transactions
and program performance.

Local bodies, such as Village Development Committee (VDC)/Municipalities are
responsible for planning and management of basic education while District Development
Committee (DDC)/Municipalities are responsible for planning and management of secondary
education. Planning and management activities include school clustering, coordination,
resourcing, and developing operational guidelines including setting their own targets for quality
education within their jurisdiction. The SMC is responsible for the managementand operation
of the school such as teacher management, financing, planning, target setting, and for ensuring
student learning. The Parent Teacher Assocation (PTA) is made responsible for providing
feedback to teachers to assist them in improving their students’ learning. Parents are
responsible for providing support and a home environment conducive to their child’s learning.

SMC recruits teachers based on the guidelines provided by the MoE, and priority is
given to recruiting females, dalits, and other disadvantaged groups when filling teacher
positions, particularly in basic education. A separate position for HT to be created and SMC
is authorized to appoint HT on a contractual basis. Inclusion is the overarching strategy for
SSR implementation. A child’s mother tongue will be the medium of instruction up to grade
three.

The government develops a national framework of norms and standards for quality
education, and within the national framework the school community defines its own targets
addressing the local needs and conditions. For basic education, schools are accountable for
the students learning, parents and guardians for their child’s regular attendance, and the
state for providing the minimum enabling conditions including an environment for equitable
participation, appropriate classrooms, instructional materials, and teachers.

Financing policy is aimed at increasing school autonomy. Multiple financing modalities



such as block and earmarked grants as well as needs- and result-based financing are
employed to ensure flexibility and accountability. Funds are provided by both the central and
local level agencies. The share and contribution of local bodies are defined by the state.
Accountability and transparency are the fundamental features in school financing.

MOoE is accountable for policy formulation, follow-up, coordination, and review and
monitoring. Other central level agencies are responsible for the facilitation of the program
implementation and coordination. Similarly, DEOs are responsible for making logistical
arrangements for school governance, management, planning, financing, quality assurance,
and Education Management Information System (EMIS). The sub-district level mechanism
is made responsible for teacher support and quality enhancement.

Provisions for performance review are established to enhance the quality of learning in
schools. This review serves as basis for providing feedback and rewards to the school
system in the pursuit of attaining academic excellence. The review, of course, contributes to
establishing a system of accountability and transparency in the school. The Review Office
is formed as an independent body under the Education Policy Committee of the MoE. As an
extension of the Review Office, District Level Review Panels work in collaboration with
teacher unions, SMCs, PTA reputed teachers, and professionals.

Statutory Provisions for Autonomy
The existing Education Act and Education Regulations made the following provisions.
These show that the effort is moving towards the spirit of local governance and school
autonomy. The provisions are:
® Conversion of all the public schools into community schools by the Act. It is a major
shift towards decentralization and local autonomy.
® Formerly, DEO/DEC was responsible for the formation of SMC. Now, this responsibility
is entrusted to the parents. It is parents’ duty that they select SMC of their school.

® Previously, roles and responsibilities of SMC were defined by the Regulations. Now,
the Education Act defined them. Frequent revision of the SMC'’s roles is not possible at
present. In fact, SMC is made stronger than before.

® The school management committee got autonomy in recruitment, promotion and transfer
of teacher. However, it is not seen in practice except in the recruitment of temporary
teachers and transfer of teachers who are working in Darbandi Schools.

® Provision of Village Education Committee (VEC) reveals that reform is directed towards
involving grassroots organization in educational governance. It also shows that educational
autonomy is granted.

® Roles and responsibilities of DEC, VEC, SMC and PTA are defined in the regulations.

This provision looks like check and balance of the school governance activities of the

key actors.
® [ocals are empowered for planning, resourcing and coordinating school affairs through

Village Education Plan.
® SMC is empowered to recruit a teacher locally or from among those selected by the

Teacher Service Commission.
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Provision of PTA can assure the transparency of school activities and continuous
improvement of the school.

Provision of performance appraisal of teachers by head teachers and of head teachers
by SMC and by DEO indicates the system is advancing towards granting autonomy at
the school level.

The social audit is another provision in line with school autonomy to expend funds as
per the needs of schools and ensure accountability to make activities transparent to the
community.

The provision of school’s management transfer to the local bodies or local community
is another major attempt in the sequence towards school autonomy.

Practice of Autonomy

Even if school autonomy is regarded in several documents and policy papers, the schools

did not exercise autonomy as expected. Research report on school autonomy did not provide
very impressive accounts on the matter. A study conducted by CERID comes with the
following findings:

The problem lies in understanding the autonomy. Stakeholders understood autonomy in
several ways. In fact there are conflicting views as regards understanding the school
autonomy. Educational bureaucrats, HT and teachers perceived autonomy in the larger
context of decentralization of educational management. While educational bureaucrats
perceived that SMC and PTA have statutory rights to execute school affairs and they
are responsible and accountable for their activities, and they are free from the centralized
control, HT understood autonomy as the transfer of power and authority from
bureaucracy to school. Teachers perceived autonomy as the decentralized reform in
school system, which endowed power and authority to school for teacher recruitment,
physical facility development, and the formation of SMC and PTA. On the contrary,
SMC members and parents perceived school autonomy, as empowering school authorities
and community members to self-manage it. School autonomy, for them, was to
decentralize the system to give more authority to the grassroots level for facilitating
local level decision-making.

Even though the reform in education is needed for the devolution of power and authority
to local stakeholders, the Act and Regulations bestowed power to the educational
bureaucracy to achieve the educational goals and targets. Guidelines and Directives
intend to involve community members in the local educational affairs, whereas
Educational Act and Regulations empower educational bureaucrats to control school
affairs. Community participation is an important factor for the management and operation
of schools. Schools function better and students improve when communities and parents
are actively involved in the planning and management of school activities. Keeping in
view of these ideas, SMCs were entrusted the specific roles and assigned the specific
responsibilities in the management of the local school. However, the statutes and
regulations did not include such principles. There is an unequal power distribution between
the center and the grassroots level, between the educational bureaucrats and local



representatives. The centre and the bureaucrats exercise controlling authority. The
locals play the supportive roles, rather than the governing ones.
® Schools prepare SIP to get the development funds. As SIP is school level plan, which is
prepared by the school with the collaboration and consultation with the local stakeholders,
it appears that SIP process fosters the local decision-making practices. However,
community mobilization efforts seem little contributory for capacity development of
local educational stakeholders in the matters of educational governance. The community
mobilization efforts were confined to convey the system’s message to the community
members rather than creating critical awareness in relation to school functioning and its
governance.
® Almost all schools get funds from the government for the operation of school. For
getting these funds, school depends upon the government and the decision of the DEO
office, the front-line bureaucrats. The headings of expenses had already been decided
so the school authority had no power to change them. Thus, such provisions of grants
always made the school depend on the system, and the schools could not entertain the
fiscal autonomy. Moreover, the schools did not show their capacity for resources
generation. There is a saying the more you depend on others, the more they dominate
you and your autonomy may not be honoured. Such kind of resource dependency upon
the system curtails some degree of school autonomy.
® Three factors seem important for the practice of autonomy- necessity of school, vision
of school leaders, and to some extent the statutory provisions. Due to the increase in
the population school becomes crowded, and school decided to recruit additional teachers
and generate funds to address this need. Local parents also encouraged the school to
upgrade school's levels from primary to lower secondary and secondary. Compelled by
the parent's pressure, many schools had to upgrade them. All these factors necessitated
the schools to decide upon the increase in enrolment, recruiting additional teachers,
constructing new classrooms etc. that may not come from the system’s norms.
Vision and creativity of the school leader, especially HT also facilitates school autonomy,
no matter whether laws prescribe or not, structure allows or not. One of the HTs of Syangja
district envisioned that the community school could provide services at par with the institutional
schools. He developed a plan and convinced SMC, parents and community members, and
took them in confidence. He planned to provide good education with less cost, and thus
conducted a separate English medium class. He generated resources and financed on quality
improvement. He hired additional teachers, made teaching materials available. He also
modified the curriculum of Expressive and Creative Arts, and used the saved time in giving
rigorous coaching in English and Mathematics. He felt that the existing structure may not
allow him to implement his plan. He took action and created his own structure. He developed
greatrelations with SMC and parents and took them in confidence, and practiced autonomy
that contributed to translate his vision into reality. HT led to create another kind of structure,
i.e. developing relations with local parents for change, and reducing systemic dependency
for autonomy.

@ Teacher Education

R4S



3R

€ Teacher Education

In fact, the agency factor is important for the practice of autonomy. Even if the structure
(the bureaucracy) did not help adopt measures for adjustment, parents and community
members (the agency) compelled school to do what the community demands. As a result,
school decides to hire additional teachers, generates funds to finance additional requirements.
Current Education Regulations has given power and autonomy to SMC to recruit
temporary teachers based on the given criteria. In case of Community Managed School
(CMS), SMC has the statutory rights to recruit teachers and perform the teacher management
activities. These schools hired teachers and decided their salary as well. The school, which
could pay the salary of the teachers, hired them. Schools also recruit teachers on temporary
basis when they receive the teachers' quota.
® The study also reveals that the school, where management was transferred to the
community, has been able to improve efficiency. In those schools, the community people
showed the concerns about the school. They met the HT and SMC and started discussing
with them about the school's activities and problems. They participated in several
committees of the school and assumed responsibilities. They extended their support to
school for expanding the access. SMC engaged in managerial activities, like tapping
resources and opportunities. The result was that the school upgraded its level from
primary to lower secondary, improved pedagogical process by recording children's
progress, arranged need-based training for the teaches, allocated available resources
based on the needs, hired teachers and enforced codes of conduct for them, started
community lateralization. The school showed better performance compared to other
community schools located in the area.
® The school practiced autonomy for meeting school’s needs, for satisfying community
peoples’ aspiration, and for quality improvement. At present, schools practiced autonomy
in the areas like planning, school and teacher management, pedagogy and resource
management.
® Even if school managers and teachers were accountable to their job and performance,
but no evidence of accountability could be found in practice. The practice of accountability
is moral, not legal. In fact schools did not have the tradition to assess their performance.
Social auditing confined to financial aspects. Quality matters were rarely discussed.
No norms and standards were set at least at the school level. Autonomy and
accountability is not separable. One cannotsee autonomy in absolute manner; it has to
be combined with accountability. Absence of accountability from the autonomy is a
kind of anarchy. Some amount of accountability is required for the control.
Conclusion
The motives of all the plans and programs are, as stipulated in the documents, are to
improve the quality of education, and expand the educational opportunity to all. The whole
efforts of the system cluster around these two objectives. In this respect, planning efforts
also concentrate on the reform in educational administration and management by employing
the concept of decentralization of educational management and social inclusion in education-
the very principles of democracy. These two are the overarching strategies in the management



and implementation of educational reform in the country. These strategies intend to include
all sections of the community in the educational process and involve them in the planning,
management, implementation and evaluation of educational programs. In additionto these,
the state also intends to ensure resource for the operation of educational programs at the
local level. Moreover, the proposed SSR envisioned making local bodies, SMC, HT, teachers
and parents accountable to their performance based on the prescribed norms and standards.

In fact, decentralized school management has become one of the dimensions of reform
in education in Nepal. Under this reform endeavour, autonomy of local school is regarded as
one of the most important attributes of educational management. As long as the local schools
are not empowered with autonomy, there is no meaning of their existence. School autonomy
protects schools from undue interference from educational bureaucracy, and they get
operational freedom to function independently and entertain flexibility in decision-making.
But autonomy has to include clarity in functional responsibilities, elimination of uncertainties
in financing and independence from undue interventions from higher level authority in day-
to-day decision-making. It requires certain limitations on the powers and authority of central
government.

Reform must come through the laws, rather than from the administrative decisions or
other commitments. Enactment of LSGA and amendments in the Education Act and Education
Regulations were considered significant in this respect. The revised Education Act empowers
SMCs by authorizing them to look after matters related to school operation. The Act entrusted
responsibility to SMC for the planning and management of local schools. Representation of
local parents and stakeholders were made mandatory for the formation of SMC. The Act
further made the provision of VECs and PTAs. However, the provisions made in the Education
Act and LSGA do contradict. For example, Local Self-Governance Act entrusted VDCs
responsibilities to manage and supervise educational institutes running in their territories,
whereas Education Act created VECs for the purpose. Similarly, DDCs have been made
responsible to deal with the educational matters of the district while Education Act and
Regulations gave this role to DECs. Such contradiction may arise due to the attitudes of
those who probably lose from the reform. So it is important to look at the circumstances of
reform while initiating the reform process. Decentralized reform is by no means win-win
game. It definitely created a group of losers that may be the policy-makers, administrators
and other interest groups. The tension between controlling powers and resources and forgoing
them naturally creates strong resistance to change.

Regarding the power distribution, the Education Act and Regulations seem biased
towards educational bureaucrats. There is unequal power distribution between the center
and the grassroots level, between educational bureaucrats and local representatives. The
centre or bureaucrats received controlling authority, whereas the SMC and PTA- the people’s
representing bodies received supportive and advisory roles. These actors did notget freedom
and enjoy flexibility in decision-making. As the existing statutory provisions are the reflections
of the prevailing social and bureaucratic structure, they are structured in such a way that
power and authority are amassed in the bureaucrats, especially in the upper strata of the
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educational bureaucrats. But this structural circumstance is gradually changing. People
become proactive and take initiatives for change. Parents and community members pursued -
school and encouraged to take actions in favour of community and its citizen even if the
structure- the statues, the bureaucracy, etc. do not allow. HT’s proactive efforts further
challenged the structural relationship between educational power holders and powerless.
HT led to create another kind of structure- developing relations with parents for change, in
other words, reducing the systemic dependency for gaining autonomy.

Changing schools into self-managing bodies seeks for a total change in the perspective
that school is a recipient body. This requires a new set of skills and attitudes among all,
especially of head teachers. It is important to move from dependency to autonomy. Even
though the current capacity development program helped to reduce dependency of HT in
decision-making, it does not lessen the significance of capacity building for self-management
of schools.

In case of financial management, schools appeared as handicapped because they could
not generate enough funds for meeting their needs. Eventhough schools could decide on the
use of SIP funds, the size of such fund is limited. Moreover, the school could not re-allocate
funds obtained as earmarked budget. Such situation certainly limited the fiscal autonomy of
school.

While talking aboutautonomy, issue of accountability could not be ignored. The Education
Act and Regulations are almost silent in accountability matters. It is not explicitly mentioned
who is accountable to whom and for what. In fact, the current practice does not consider
accountability in legal sense. And the moral accountability alone cannot help much to improve
the performance of educational managers, schools and teachers.
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Abstract

Leadership as conceptualized in style approach consists of performance
demonstrated along the continuum of two extremes of task and relationship
behavior. Based on the style approach to leadership, this paper explores the
Styles and Dimensions of District Education Officers’' Leadership behavior
with reference to a study I conducted on the District Education Officers'
performance in Nepal. DEOs from 75 districts along with the directors were
surveyed and grass-root stakeholders in two district of Tanahun and Bardiya
were interviewed for the in-depth study. The study has investigated that DEQOs
pre-dominantly demonstrated relationship behavior over task behavior. They
demonstrated both roles as leader and manager equally. Leader-role was
aligned with task behavior whereas manager-role was associated with
relationship behavior. Leadership behaviors based on skills related to ESD
features, eastern and western theoretical ingredients would be the foundation
for establishing effective leadership measures followed by capacity
development schemes for DEQs. Description of leadership behaviors of DEOs
Jfrom sustainability perspectives with practical implication to various
Sfunctionaries of Ministry of Education has added a value to existing knowledge
base of educational leadership in Nepal.

Keywords: task behavior, relationship behavior, sustainability, measures,
scheme, eastern theory, western theory, indigenous practices.

Introduction:
"One cannot manage change. One can only be ahead of it" -Peter Drucker.

These appealing words by management 'guru’ Peter Drucker (Drucker, 2003) remind
of the fact that change is inevitable; and that only one who is able to catch the change in
time can become ahead ofit and thus is able to manage the change properly. Similarly, Shiva
Khera’s (2005) message that 'winners do not do different things rather they do things
differently’ calls for the leaders/managers thatthey need to perform in a way suitable to the
context and aspiration of the people. We see under the similar conditions, some produce
good results whereas others are failing to do so. This inspired me to explore the leadership
behavior of District Education Officers (DEOs) who are working at the local level of
educational management and thus, taking charge of bridging the gap between government
initiatives and people's aspirations through the implementation of educational programs at
the grass root level. This conviction led me to the investigation of various dimensions and
styles of DEO's leadership behavior revolving around the questions like: What are DEOs'
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leadership styles in terms of task and relationship behaviors as perceived by DEO themselves
and different groups of stakeholders? How do DEOs and stakeholders understand DEOs'
roles as leader or manager? What are effective measures of DEOs' educational leadership
in terms of leadership styles from (Education for Sustainable Development) ESD
perspectives? How can DEOs' leadership capacity be developed through wider ESD
perspective? Following the qual-quan mix method design under the subjectivist epistemology,
relativist ontology and naturalistic methodology, the study underwent the interpretive and
constructivist research paradigm. Categories of sub-ordinates, clients (stakeholders), directors
and the DEOs themselves were selected as key informants from one hill and plain area
districts each for in-depth qualitative study. In addition, to enrich the study with quantitative
information, all seventy-five district education officers' perception was also utilized through
survey and focus group discussion. Interview, survey questionnaire, focus group discussion,
and behavior observation were the methods of data collection. The paragraphs that follow
capture the major findings and implication of the study in headings categorized in terms of
the research questions stated above.

Leadership Styles of DEOs: Key findings of the study showed that DEOs were
found demonstrating both task and relationship behavior. However, the relationship behavior
was found more dominant than the relationship behavior. They demonstrated multiple identities.
These multiple social identities made them feel secure and orient towards the relationship
behavior at the expense of task behavior. In comparison, Madhesi DEOs (working in Terai
area) were found more relationship oriented whereas hill and Janajati DEOs' (working in
hill area) were found more task oriented. The reason behind this scenario was thatin Madhes
area DEOs were under tension of security matters and hilly DEOs were pressurized by the
stakeholders to focus on the task accomplishments. Moreover, “influenced by the traditional
culture, DEOs maintained relations with male clients more than the females in the delivery
of services. Eventually, task and relationship behaviors were found not mutually exclusive
behaviors; rather being demonstrated in a continuum of two extremes.

DEO's Role as Leader or Manager: DEOs performed both managerial as well as
leadership roles simultaneously to carry out the stipulated tasks mentioned in the Education
Actand Regulation. They demonstrated both leadership and managerial roles depending on
the context. When performing task behavior they played the role of a leader and on the
other hand, when performing relationship behavior they played the role of a manager. In
relation to the duties and roles stipulated in the Education Act and Regulation, most of the
roles they perceived were managerial roles. However, to carry out these roles efficiently,
they would frequently switch to leadership roles and vice versa. DEO's major role as leader
were comprised of maintaining proper balance in task and relationship behavior; providing
long term goals for the districts education office and the schools; inspiring head teachers
and other stakeholders for achieving goals. Similarly, providing frameworks for action,
managing cultural diversity, seeking alternatives for better results and maintaining law and
orders were the roles of DEO as a manager. In this way, it was found that for effective
leadership, DEO's role as a leader and manager was equally important just as the task and




leadership behavior in leadership style. This signifies that DEOs need to possess both the
qualities of leadership and managerial roles in a balanced way making these two mutually
inclusive and complimentary to each other.

Effective Measures of DEQ's Leadership: Leadership measures are the criteria
based on which we can rate and judge the effectiveness of DEOs' leadership behavior.
Effective measures are those features of leadership that the DEOs are supposed to
demonstrate leading to the satisfactory results of the program implemented (Robbins &
Sanghi, 2007; Ritzer, 2000). Key leadership measures discovered pertained to envisioning,
critical thinking, and reflection, building partnership, participation in decision making, linking
global and local knowledge, and using multi-methods. Besides, task and relationship behavior
as well as the eastern theoretical perspectives on leadership paved the way forestablishment
of DEO's leadership measures. Thus, the key leadership measures also included the adoption
of integrated model of formal, collegial, political, cultural, ambiguity, subjective model of
management supplemented by both the task and relationship behavior and leader/manager
roles in a balanced way possible.

Leadership Capacity Development Schemes: Capacity development scheme is
the plan to increase the level of competency in DEOs to deal with the diverse situation. In
the context of this study, capacity development scheme needs to capture the development
of knowledge, skills, and attitude of DEOs along the task and relationship behavior, role of
managers and leader for sustainable impact of educational programs in current diverse
situation of Nepal. In view of this conviction, following is a suggested frame of DEOs
leadership development scheme based on the findings of the study.

Figure 1. Project-based leadership development scheme for DEOs. The figure generated
out of the findings of study.

District —— Development of
_ leadership from
3 ESD
- perspectives
g Effective and
=z Development of sustainable
g leadership from ldcadcrsht;g;oj ¢
"—: eastern and b‘c’.n;)c;:ngs ‘
= indigenous leading to
g perspectives improved
3 student
leamning
Development of
- leadership from
< Institutional stvle approach:
3 reform plan task and
= implementation relatonship
— hohavior

@ Teacher Education




€ Teacher Education

The figure one above illustrates that DEOs' leadership development scheme should be
arranged on project based self-learning mode by capturing the content of leadership
development form ESD perspectives, eastern and indigenous theoretical perspectives and
style approach of task and relationship behavior. This eventually would lead to effective and
sustainable leadership resulting in the improved student achievement in schools.

Eastern Theoretical Ingredients Reflected in DEO's Leadership Behavior:
The findings of DEOs' leadership styles and behaviors could be interpreted from different
theoretical perspectives. The ontology of Neti-neti in Vedanta values that the real knowledge
is one which is realized through the internal unobserved senses of the body-ethereal body
(Radhakrishnan, 2002, Chaudhary, 1954). This signifies that leadership knowledge valued in
one context may not be valued in another situation. In this vein, the notion of complete
leadership can be interpreted in reference to the /sha Upanishad (Puligandla, 2008). Isha
Upanishad opens its communication by revealing its essence with a hymn of peace saying ¢
k"Of {dbM k"Of{1db+ k"Off{t\ k"Of {d'bRot] . k'Of{:0 k"Of{ dfbfo k"0f{d]jfjlziot] .. ¢ zZfIGtM
zfIGtM zf1GtM .. meaning 'that is complete, this is complete. From the complete has evolved
the complete. Having evolved complete from the complete, the complete yet remains complete.
AUM ! Peace, Peace, Peace.' (Puligandla, 2008) This implies that DEOs' leadership behavior
can be judged against their skill of developing wholeness for the sustainability of complete
peace in the educational leadership and management.

Likewise, in Gita (Das, 2012) we find the role of Yudhisthira as a responsible leader
just as the DEO was found behaving in the society with benevolence and moral value.
Giving the reference of David Hume, Das (2012) compares Dharma of Yudhisthira to a
ship that allows human beings to journey through live, just as it allows a merchant to travel
to the farthest shore. Here the Dharma of DEO form the Educational for Sustainable
Development (ESD) perspective is seen as leading a sheep. This conceptualizes thathuman
beings can live together only if they are cooperative. In Gita Sanjaya’s fundamental formula
of success given by: "Wherever there is Krishna, the master of all mystics, and wherever
there is Arjuna, the supreme archer, there will also certainly be opulence, victory,
extraordinary power, and morality (Prabhupada, 2007). The formula goes like this: Wisdom
(Sri Krishna) +Skill (Arjuna) = Victory, prosperity, power and sound policy. This formula is
appliedto the corporate world in this way: Wisdom (Corporate Leaders) + Skill (Executives)
= Organizational growth and success (Rao, 2011). Wisdom here is regarded as the result of
ethical practices, while skills are imparted by education. So, DEO's demonstrated leadership
roles need to be reflected on these virtues.

The four noble truths of Buddhism (Puligandla,2008) that life is suffering (duhkha);
that suffering is not due to chance and caprice but is brought about by certain conditions
which constitute the warp and woof of existence itself; that suffering can be eliminated by
eliminating its causes; and that there is indeed a path, the one discovered and traversed by
the Buddha himself, can lead to the setting of leadership measures for DEOs. The various
conditions that produce suffering are expressed by the Buddha in the form of a chain of
causes and effects made up of twelve links known as Dependent Origination. This Buddhist's



ontology of dependent origination leads to the point that everything DEOs do is dependent
upon something other than itself. Once the cause of suffering is known by DEOs, it can be
eliminated by the removal of the conditions on which suffering depends. For this, according
to Buddha, among the eight fold path right speech, right action, and right livelihood pértai nto
condu ctrright effort, right mindfulness, and right concentration, to discipline; and the remaining
two, right views and right resolution, to knowledge and wisdom (Leeman, 2004; Puligandla,
2008). Findings of the study indicated that these features have to be reflected in DEO's
leadership styles in the forim of task and relationship behavior.

Moreover, DEOs' behavior of critical thinking, multi-methods and cultural sensitivity as
effective leadership measures identified by the study has been backed up by epistemology
of Samshya which recognizes three independent sources and criteria (pramanas) of valid
knowledge: perception, inference and testimony (Koirala, 2008; Puligandla,2008). The two
forces of prakriti and purusha represent duel role of DEOs as task and relationship behaviors
in leadership. The ultimate realities of Samkhya, prakriti, the physical world, and purusha,
the self, signifies the task and relationship behavior of DEOs' leadership measures. The
physical world is the manifestation of prakriti, which is subtle and devoid of any consciousness
signifies the task behavior whereas purusha, is the self within, which is pure consciousness
and sentience signifies the relationship behavior (ibid.). According to Samkhya and Yoga
(Puligandla, 2008), there is not one but many purushas, selves. This plurality of selves
describing men as distinct and unique individual provides theoretical interpretation of
maintaining relationships with diverse nature of people in diverse situation, even though the
task set is unchanging and stable. Just as a mirror in a dark room cannotreveal the
unless there is light, prakriti, the unconscious physical entity needs the light of the
consciousness of the purusa to produce the cognition and knowledge (ibid.). It is clear,
then, that without purusa as pure consciousness there can be no knowledge. Similarly,
linking task as prakriti and relationship as purusa (Leeman, 2004; Puligandla, 2008), study
finding reveal that DEOs need to develop both task and relationship behavior in a balanced
way (Northouse, 2010). The similar notion of yving and vang concept of Taoism also provides
two extreme torces in the continuum of task and relationship behavior (Leeman, 2004). To
develop effective leadership schemes for DEOs, the Yoga's knowledge of obtaining freedom
from the shackles of prakriti (Puligandla, 2008), the worldly things through meditation and
concentration are to be reflected in training course.

Likewise, the epistemology of Vaisesika, the two criteriaof valid knowledge, perception
and inference are bases of DEOs' understanding of the world where they work. The Vaisesika
upholds epistemological realism, the doctrine that the perceived qualities and relations of
objects are not subjective appearances but belong to the objects independently of our
perceptions (Puligandla, 2008; Radhakrishnan, 2002). According to this theoretical
interpretation, DEOs' perception of the stakeholders and subordinates is not what they always
think of them rather it is different from their (DEOs") sub jective judgment implying that the
reality could be different from that of the sub jective perception. It is because of this fact that
many DEOs have found failing to settle the disputes in the district. According to the
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epistemology of Nyaya, knowledge arises as a result of contact between the self and the
non-self, that is, Nyaya follows the objective knowledge through ontology of realism
(Puligandla, 2008). Compared with the task and relationship behavior of DEOs, self is
interpreted as understanding the stakeholders and subordinates maintaining proper
relationships and non-self is the task which is givenpriority to ensure the good relationship.
More interestingly, Nyaya compares knowledge with the light of the lamp, which reveals
the lamp as well as the objects around it. That is, the light is different from both the lamp and
the object. Similarly, DEOs' knowledge of leadership behavior is manifested as light different
from that of the diverse nature of the stakeholders he/she deals with and the result s/he
received. This knowledge is generated out of the contact and interaction between the
stakeholders-the objects and the lamp-the results produced out of leadership behavior.
According to Nyaya, it is the valid knowledge, which is tested against the results and the
stakeholders being dealt with. Following the valid and invalid concept of knowledge in Nyaya,
DEOs' leadership measures can be interpreted meaning that they need to behave with valid
knowledge, which is true and correct apprehension of an object (Puligandla, 2008). The six
pramanas - sources and criteria of valid knowledge- put forward by Vedanta are the bases
for DEOs leadership behavior as leader or manager in the district. Among those pramanas
perception, inference and comparison are criteria that provide the theoretical insight for
DEOs in reaching the right decision as leader or manager.

Leadership Behavior Reflected in Nepalese Indigenous Practices: A wide variety
of indigenous knowledge and practices contributing to authentic leadership practices on task

| and relationship behaviors characterize Nepal's diversified cultural heritage. The practice of

making decision by the elderly man and women in the family and village; €< SHTFE 3Wﬁ?[
e 9T (village assembly) found in Santan community of Mustang; Bheja practice of
Magar;, @ ‘thyo' of Gurung in western Nepal; Gramin kachahari to resolve disputes in
local level, practice of settling dispute locally by SIT&T ( a decision maker) getting consent of
both sides in Tamang community (Tamang, 2064 B.S.); Pancha Bhaladmi (Five gentle
men)-Mukhya, Jimbal, Tahabil, Dhapuda, Gaura — assigned roles and duty to perform
the justice locally in Magar community (Budhamagar, 2064); Naraulo system of Sinja,
Jumla: to look after the crops of the villagers, settling disputes and reflection (Tiwari, 2064
B.S.); Badghar system of Tharu community to settle disputes in the village and volunteer
management of irrigation in the village by the traditional leader called Barghar; Gauko
aguwa (village leader) and gharko aguwa (family leader) selected as executive leader at
the time of Maghi (Sarvahari, 2011) are few notable example of Nepali indigenous practices
of leadership where we can find the features of both task and relationship behavior. This
signifies the balanced development of both task and relationship styles of leadership in
education by the DEOs which is consistent with the informants' perspective on DEOs
leadership behavior found in the study.

Western Theoretical ingredients Reflected in DEO's Leadership Behavior:
Western proliferative social theorist's views are much attracted to the current dominant

leadership style (relationship behavior) of the DEOs. Deconstruction theory in Derrida's




post-structuralism (Ritzer, 2000) that logo-centrism, centering to de-centering and difference
and diffarance signifies the avoidance of the extremes of left (say task behavior) and right
(say relationship behavior) by taking a moderate position or course of action. Derrida's
theory of deconstruction discovers hidden assumptions. Derrida's post structuralism thesis
that there are multiple realities; and the existing knowledge could be deconstructed for the
sake of construction and innovation implies that unheard voices of the stakeholders have to
be taken for granted by DEOs making centering to de-center and vice-versa. (Ritzer, 2000;
Doshi, 2003). The change might have been possible for these DEOs as they dealt wisely
with different thought and feelings prevailed in the diverse cultural and ideological groups
and went with the spirit of the people living there. In this way, postmodern and post-structural
social theory also provides base for leadership behavior of DEOs. Derrida in deconstruction
argues that there is fragmentation and instability of language. In this vein, the DEOs' leadership
capacity could be measured based on the extent to which s/he is able to capture the
defragmented and hidden expressions of the diverse stakeholders. Gidden's structurational
theory ofagency and structure; expectancy value model; social identity theory (Turner,1982);
social network theory describe the concepts that can provide the foundation for the task and
relationship behavior of the DEOs as perceived by the informants in the earlier sections.
Foucault's social theory establishes that knowledge, power and truth are interconnected.
Power is differed throughout society. It is always in circulation. Following this concept, the
power is distributed in the society where the DEO is working and s/he has to decide what
sort of task 4nd relationship behavior need to be delivered so that the knowledge people
have realized as the power could be understood well. In the context of Nepalese
management, stakeholders and subordinates have regarded leadership differently; and are
backed-up by their own concept of knowledge power relationship in the society. From this
perspective, DEOs have some kind of leadership challenges. This influences the task and
relationship behavior of DEO to different stakeholders.

(Gramsci maintains that organic intellectuals are capable of both leading and representing
groups of people who are dominated by social structures. Organic intellectuals are those
who participate fully in the everyday life of a community, while at the same time manifesting
political and moral leadership (Codd,1998). Following this concept, DEOs' leadership role
could be manifested in the cultivation of the people participation from the most disadvantaged
and downtrodden groups. This notion of intellectual leadership has much in common with
the radical pedagogy of Paulo Freire (1970). Freire argues that human beings constitute
their own reality through cultural action, which may be directed toward liberation or
oppression. In similar vein to Gramsci, Freire argues that critical awareness is never sufficient
initself because it achieves only liberation of the mind. Such awareness must combine with
action (praxis ) to achieve real social change (Codd, 1998). In this notion of praxis, both
reflection and action are unified. Reflection without action is verbalism; action without
reflection is activism (Freire, 1770 as cited in Codd, 1998). Frere's concepts of praxis, that
is, action and reflection imply the translation of task and relationship behavior into each
other so that one behavior could support and supplement to other. Here similarities are seen
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between Frere's notion of praxis embodied in dialogue and Gramsci's reconstruction of the
relationship between philosophy and common sense “and Derrida's deconstruction (Ritzer,
2000) thesis of centering/de-centering. It gives way to a dialectical view of educational
leadership in which reflection and action; political and moral leadership of organic intellectuals
and deconstruction of traditional educational practices are unified suggesting that DEOs
leadership behaviors along ESD features and task-relationship dimensions need to be backed
up making theory and practice complementary to each other.

Implications: It is anticipated that the findings of the study will contribute as a valuable
reference for educational professionals to effectively provide educational leadership in local
level. Leadership behavior of DEOs' dominantly oriented towards the relationship behavior
signifies that DEOs have to give more emphasis on task accomplishment. They are in this
sense required to set standards of the programs with well planning, resource mobilization
and ensuring genuine participation of subordinates and teacher unions, head teachers and
resource persons in official decisions. Eventually, DEOs need to place proper focus on task
accomplishment as well as maintaining proper relationship with the subordinates and other
stakeholders in local level. In this regard, they should encourage the head teachers and the
SMC members to project the status of schools and mobilize the local resourcesincluding the
promotion of indigenous knowledge and skills practiced for long, which has been a neglected
aspect in Nepal. In this regard, they need to demonstrate both roles as leader or manager
contextually.

Department of Education is advised to redeploy the DEOs based on their leadership

| capacity and the situation where they can fit in. In other words, there should be a match

between DEOs' leadership capacity and the situation where s/he works (Northouse, 2010).
Besides, instructions for DEOs need tobe circulated from the DOE to prepare their respective
Annual Strategic Implementation Plan/Annual Work Plan and Budget (ASIP/AWPB) using
the local resources and expertise. It implies that DOE has to monitor the activities of DEOs
based on defined leadership measures or indicators developed in a balanced way using task
and relationship behavior. Moreover, specific criteria need to be developed in terms of the
sustainability of educational program and sustainability initiatives taken by the DEOs in the
district.

The eastern theoretical concepts and principles reflected in the study imply that eastern
methodology of leadership development such as self management, interpersonal relations,
appreciative inquiry, indigenous practices of making decisions and resolving disputes,
meditation, sacrifice, perseverance, combination of wisdom and skill, taking bold decisions
for the sake of public good etc are the qualities that could be developed from the eastern
theoretical perspectives. Moreover, in the context of globalization and explosion of knowledge,
learners should not be restricted to just limited face to face mode of learning. Therefore,
National Center for Educational Development (NCED) is advised to incorporate such
principles in DEOs' leadership capacity development program using ICT based online trainings
and other capacity development schemes.

This situation calls for the Regional Education Directorates (REDs) that they have to




devise standards of DEOs leadership assessment based on measures specific to the status
andlevel of their region itself. Furthermore, REDs ought to be made responsible and authorized
for the movement of DEOs within the region. In doing so, they can exchange the best
practices of one district to another focusing on the balanced development of task and
relationshipbehavior equally.

Local level stakeholders are the actual beneficiaries of the educational program launched
by the DEO. It is expected from these stakeholders that they have a watchful view on
DEOs performance. That is to say, they have to provide regular feedback to the head
teachers, resource persons and DEOs about their performance and also contribute to the
participative efforts of the DEO. When, on the other hand, DEOs were found deviating
from the goals, these stakeholders can provide corrective measures. Stakeholders, instead
of coming to the DEO with complaints and other problems, can suggest many innovative
ideas for the betterment of district education that together leads to resolving the conflicts.
This helps the DEOs not to be too much oriented towards only relationship behavior. The
study, particularly inrelation to Madhesi area, found that DEOs are more relationship oriented
for fear of insecurity and uncertainty. In such a situation, stakeholders' initiatives make a
significant difference in well functioning of DEOs in the districts.

Ministry of Education is expected to make aid agreement with the development partners
(DPs) in view of the utilization of local resources building partnership with the local
stakeholders rather than just fulfilling the interests of the DPs. This will supportthe DEOs to
demonstrate desirable leadership behavior in the districts for sustainable development of
educational program..

Foucault theory that power, knowledge, and truth are interconnected; power is differed
through society and it is always in circulation (Ritzer, 2000) means that leadership power is
also in circulation in the organization. To keep oneself in the leadership position, one has to
keep these three elements intact, or s’he should be ready to hand over the leadership roles.
Leadership is not a function of position but rather represents a conjunction of ideas where
each only a temporary designation meaning thatleaders and followers become interchangeable
(Foster, 1998). It was found in the study that the power is in circulation in the society but the
circulation is confined within the circle of DEOs and the males only. This implies that DEOs
leadership style is associated with the proper balancing of knowledge among males and
females in the district.

The style approach of leadership can be applied in many ways in ongoing leadership
settings. DEOs can determine how they are coming across to others and how they could
change behavior to be more effective; providing a mirror for managers that is helpful in
answering question, "How am 1 doing as a leader?": and using these assessments to improve
their overall leadership styles (Northouse, 2010). This helps the DEOs to manage themselves
and modify their leadership behavior in light of task andrelationship dimension of leadership.
Therefore, itis advisable for DEOs that they undergo regular self-assessment of leadership
behavior using the style behavior tested in the study.

As investigated in the study, formal model, political model, cultural model, collegial
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model, ambiguity model (Bush, 1995) are the key management models where conceptualized
leadership role by DEO could be performed as per the situation since no single mode! of
management/leadership is applicable in current situation of Nepal. These perspectives overlap
in several respects. A degree of integration of these theories is required so that they can be
presented in a clear and discrete manner producing synergized leadership roles. Such
managerial models provide the DEOs to deliver the services with different role models. This
is the way to make proper adjustments in the local community.

In light of the discussion, the following figure summarizes the essence of leadership
implications dealt so far.
Figure 2. Summary of implications of research findings. The figure developed showing the
hierarchical roles and relations in terms of implications of study findings.
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The figure two illustrates that DEO is the bottom level important point from where all
leadership behaviors are executed. All other agencies above it are supposed to facilitate the
DEO to smoothly implement the program in the district. In connection with DEOs' leadership
roles, DEO her/himself is responsible to effectively carry out various leadership roles.
However, it is the duty of upper level agencies in the network of ministry to exert their
respective roles to facilitate the DEO who is at the frontline of service delivery. At the same
time, the role of local stakeholders cannot be undermined in making DEOs' leadership effort
asuccess. In order for DEO to demonstrate effective leadership behavior, RED is responsible
for monitoring the activities performed by the DEO and facilitates them by coordinated and
integrated approach in the development region. Likewise, being a mandated agency in
educational human resource development for Ministry of Education, it is imperative for



NCED to design, develop, and deliver sustainability based leadership capacity development
programs for DEOs and also conducts research and innovative activities on leadership
development. It is required for DOE to provide clear strategic instructions and guidelines for
DEOs so that they can envision for the future of district education and provide better
leadership in the districts thereby resulting in the better performance of the schools. Similarly,
MOE is advised to amend, revise, and issue the policy, rules, and regulation relevant to
sustainability of leadership in the districts. At the top of all concerned agency is the theoretical
perspective that provides the conceptual direction for leadership behavior at all levels.E:

Conclusion: In the long run, it could be claimed that for the sustainable educational
leadership development: i) task and relationship behavior need to be demonstrated in a
balanced way; ii) criteria or measures of DEOs' leadership behavior need to be established
on the basis of sustainability perspective; iii) sustainability is not only the termto be used in
development and environment area but necessarily in education management. It is because
education prepares for every aspect of human life and environmental sustainability. The
study establishes the idea that Educational Leadership is the combination of skills and
behaviors pertaining to the alignment of people to desired goal with commitment for
the justifiable distribution and utilization of resources in present and the future. Finally,
following is the synthesized understanding from the styles and dimensions of DEOs' leadership,
which could be viewed in a continuum.

Figure 3. Styles anddimensions of DEOs leadership in continuum. The figure developed
out of the consolidated understanding of the study on 'Styles and Dimensions of DEOs’
Leadership in Nepal'.
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As the figure three shows, DEOs demonstrated the role of leader or manager in one
continuum and task and relationship behavior on the other. These roles are performed not
exclusively but in a continuum contextually. Conceptualizing the leadership style along task
and relationship dimensions, it could be realized that leader's role is more oriented towards
the task behavior whereas manager's role towards the relationship behavior. Similarly, viewing
from sustainability perspectives in educational leadership, DEO's leadership could be
synthesized as follows:
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Figure 4. Leadership role of DEOs from sustainability perspectives. The figure generated
as a consolidated understanding that the researcher developed from my study.

The figure four above illustrates that leadership style of DEO could be viewed from
four dimensions, viz., task behavior, relationship behavior, leader, and manager in continuum.
That is to say, DEOs perform along lines of task-relationship continuum and leader-manager
continuum moving back and forth contextually. Together with this, they move forward along
the circle of these four roles from any point to subsequent following points continuously.
This dynamismleads to the leadership for sustainability in education. In order to complement
this process of sustainability in leadership roles effectively, DEOs are to be judged against
effective leadership measures; and capacitate with leadership capacity development schemes.
Eventually, all these circles lead to better school performance based on the principle of
educational for sustainable development.

Eastern philosophical/theoretical premises provide abundant source of leadership
development features whereas western theories provide practical interpretation of leadership
in action. Convergence of both theoretical bases is the key to better leadership behavior.
Empowerment of the stakeholders and subordinates along the continuum of task and
relationship behavior leads to the sustainable leadership for sustainable development. DEOs'




role as leader or manager demands the synergy of all theoretical concepts, which, in turn, to
be transformed into the hearing the voice of unheard and marginalized ones in delivering of
services in grass-roots level of educational management.
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Techniques of Teaching in Diverse Classroom

Lav Dev Bhatta
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Abstract
This article is about culturally responsive science classroom management.
Nepal is a multicultural country so classrooms are also not far from it. T hese
techniques would be fruitful for management of diversity in the classroom,
which is an emerging issue of today. Main objective of this article is to give
ideas for ensuring culturally responsive and culturally relavant classroom in
multicultural classroom. Documents related to multicultural education anal yses
and ideas on culturally responsive classroom management were determined
based on the literature. T he article initiated with brief context of Nepali schools
reality, classroom management with respect to both physical and psychological
lenses. Finally, the article terminates with brief conclusion and giving
education implications.
Key words: Culturally responsive, culturally relavant, multicultural.

Context Analysis

Contstitutianally Nepal is multicultural, multilingual and diversity rich country. A school
1s aminiaturesocietyin the eyes of Johan Dewey so schools are also multicultural, multilingual,
and diverse in nature. On observing the figures of the total enrolment at the school level,
girls’ enrolment constitutes almost 50.1%, 1.e., 50.5% at primary level. In comparison to
their share in the total population at around 12%, the share of Dalit enrolment is 21.5% at
primary level and in comparison to their share in the total population at around 40%, the
share of Janajati enrolment is 38.2% at primary level. Furthermore, out of the total students
atprimarylevels 1.2% students are with different kinds of disabilities (DoE, 2010). In order
to improve the situation of the education system should address the diversity of classroom
situation through multicultural lense. Suitable ways for multicultural classroom management
can play crucial role to ensure the identity of marginal community and improve the situation
of equality and equity in the world of education.

Hense, this article focuses on the subject of how to make multicultural classrooms
culturally responsive and relavant. First section of article is about Nepalese context, second
is on physical and psychological management of multicultural science classroom, third section
is conclusion and finally article is terminated by drawing education implications.
Heterogeneous Classroom Management for equity

The term classroom management refers to all those activities necessary to create
and maintain an orderly leaming environment such as planning and preparation of
materials, organization, decoration of the classroom and certainly the establishment and
enforcement of routines and rules From the above
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statement, classroom management has two broad dimensions. First dimenntion is about

the management of physical environment and second dimension about the management

of teaching learning activities in the classroom or psychological environment of the
classroom.

Lesson for Management of Physical Environment of the Classroom
Management of physical environment of classroom leads management of both seating

chart (seat management of the students) and classroom decoration (http://

www.myclassroommanagement.com).

Seating Chart Management
The seating chart management in the classroom should have following characteristics:

1. All seats should be managed in such a way that each student can clearly look at the
teacher and the teacher can take a moment in each student.

u.  All seats need to be managed in the way that the teacher can quickly reach to each
student at a moment to handle any academic or behaviour problem that may come at
the time of teaching learning activities.

m. If the height of benches is same in classroom, taller students should sit at the backside
of the classroom.

iv. Ifthe height of benches is not same, (taller benches kept at the backside of the classroom)
then planning of seats in the classroom should have rotation system so that all the
students would get equal oppertuniny to sit in the front side of the classroom.

v.  Space in the classroom should be sufficient to conduct teaching learning activities through
group work or collaborative manner.

vi. According to government, standard norm (0.75) square meter area is required for one
student in primary and one square meter area for lower and secondary level classroom.

Classroom Decoration
Classroom decoration is the second aspect in the management of physical environment

of the classroom in multicultural situation. Following techniques are crucial for multicultural

classroom decoration.

1. Culturally responsive classroom management advocates for appropriate decoration of
classroom by pasting different posters representing contribution of various castes,
pictures that motivate the students towards study, different sayings of heroic people,
various pictures showing the cultural aspect of different students and various materials
prepared by the students inside the classroom .

1. Multicultural decoration should be meaningful and it should not be just a decoration on
the walls, it must be tied to class activities and content of different subjects too. The
literature that students read, the art and music they like and the events they learn.
Moreover, the classroom should reflect a life style of different races, cultures and
ethnicities.

m. The decorations on the wall should focus on reflection of what the class is doing.

Mordifying Management of Teaching Learning to Adress Diversity
Management of teaching learning activities or management of psychological



environment of the classroom consists of all the classroom practices. In the circle of

management of psychological environment of the classroom, this section consists of

techniques for ensuring equaty and equality with respect to language of instruction,
classroom activities, assignment system, extra curricular activities and assessment
system.

Language of instruction

Multicultural classroom consists of diversity of mother tongue, single language used as
medium of instruction may not ensure justice for all the students. So, to ensure identity to all
students including marginal group students in terms of medium of instruction following
techniques can use by science teachers in the multicultural science classroom:

.. multilingual education

.  bilingual education

lii. instruction in students mother tongue

Planning

Teachers should give importance to lesson plan and they should have knowledge on
preparing culturally responsive lesson plan. This section focuses on following techniques,
which are required for planning in multicultural classroom.

i.  Prepare classroomroutines, school rules and regulations for better and systematic school

management including the pedagogy.

1. stresson the preparation of lesson plan based on the study of students cultural background

Alternative Ideology for Teaching Methods

Teaching methods are ways or strategies for meaningful teaching learning activities.

There are different types of teaching methods in teaching science. Teaching methods for

any class should selected based on situation of content, number of students, level of students,

capacity of teachers, and availability of learning aids. Especially for culturally diverse
classroom teacher should emphasized on following teachniques:

L think-aloud, reciprocal questioning, interdisciplinary units, cross-cultural activities,
instructional scaffolding, open ended projects,cross cultural literature discussion etc
as appropriate methods for multicultural classroom .

1. Students of marginal group have synergetic cognitive styles of learning so teacher
should focus on activities of students as working cooperatively rather than independently,
they do not block out their peers, but rather attempt to integrate personal relationships
into learning tasks.

.  during teaching leaming activities multiple activities should encourage in the classroom.
If only one thing is happening for a long time classroom activities become bored.

v. At the time of selection of teaching activities teacher should prefer kinetic and tactile
involvement of students as well as discussion.

v.  Cross-cultural activities and collaborative teaching is suitable for effective learning of
the students in culturally diverse classroom.

vi.  Cooperative and multiple activities are quite fruitful for minority class students

vii.  Teacher's effort should identify the needs of students rather than maintaining their discipline.
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Viil.
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XIt.

XIil.

X1V.

XV.

XVI1.

XVil.

XViil,

XiX.

Student centred teaching should fostered in the classroom rather than teacher centered
activities.

Teacher should play the role of cultural organizer, mediator, facilitator and orchestrators of
social contex rather than depositor of knowledge as banking concept in education system.
a teacher should have respectful belief in students, ability and desire to learn, he/ she
should expert in instruction and management, and support students.

Classroom practices should be participatory, child friendly and democratic rather than
autocratic one-way communication with strong rod of discipline.

Teacher should be a cultural mediator and create bridges between student’s family
and or cultural perspective to what they are learning in schools.

Classroom should be place for teaching multiple worldviews of peoples from different
cultural groups including both marginal and mainstreaming class.

Teacher should balance in asking questions he/she should not give more emphasis to
any social group or person at the time of asking questions to the students in the classroom.
Teacher should give the examples of contribution of boys, girls, dalits, janjatis, madhesies,
and other marginal groups of the society at the time of teaching with examples of
contribution of persons given in the book.

Classroom teaching should focus on ethnic issues with the use of heroes, holidays and
contribution tends to gloss over important concepts and issues related to the victimization
and oppression of ethnic groups and their struggle against racism.

Atthe time of teaching, the teacher should link the life experiences of students with
his or her teaching so that students pay attention to teaching.

The teacher should feel the need to change his or her teaching methodology every time.
Finally, the teachers should be responsive to student’s cultural diversity.

Culturally Relavant Learning Aids

Learning aids are materials, which are essential for effective teaching learning activities

in the classroom. Teachers should pay attention to following points at the time of preparing

learning aids for multicultural classroom:

1.

11.

111

V.

He/she focus on use of culture specific materials, which can help students liberate
from oppression.

Generally, computer, posters, historical and contemporary contributions of minority
students, references to people from different ethnic and cultural groups, examples of
minority persons or groups, devices relevant to student experiences, role models,
biographical readings about minorities, cultural experiences of the childand family and
culture friendly learning materials are suitable for multicultural classroom.

Teachers efforts should be serious on developing teaching materials and use such
easily available local material in teaching science in the classroom.

Internet should be used as a source of culture friendly learning aids so teachers and
students should pay attention on appropriate use of internet.

Culture Centred Motivation

Factors, which increase the vigour of an individual’s activity, are motivations. it is an




internal state that states arouses,directs and maintains human behaviour. Some students
seem naturally enthusiastic about learning, but many need-or expect-their teachers to
inspire, challenge, and stimulate them: "Effective learning in the classroom depends on
the teacher's ability ... to maintain the interest that brought students to the course in the
first place” (Erickson, 1978,). Teacher should use following motivation schemes to motivate
students in the multicultural science classroom:

1. Objectives of the teaching learning should clarify at the starting of session.

Teacher should meet with students for advising and motivating them.

m. If students do not come to school in time the teacher should encourage them to come
school in time.

iv.  While motivating students’ teacher should not change any students of advice, he or she
might give to a member of his or her own gender or ethnic group.

v.  Students should be encouraged to explore perspectives outside their own experiences.

vi.  Students should be involved in variety of activities and all students should get opportunity
to know each other.

vil. More specifically, multicultural students can be motivated through culturally responsive
teaching methods, instructional materials, group assignments, positive reinforcement,
and selection of content with the interests of learners, continuous evaluation, and extra
curricular activities.

vin. Feedback should indicate what is wrong to the work and what need toimprove (Tanner
and Jones, 2008).

ix. Teachers should give verbal positive reinforcement as ‘good’, thank youand soon for
the correct responses of the students.

x.  Teacher should give symbolic prize (pencil or pencil sharpener etc) to the students
whose assignment is clean.
teacher must help the students having no desire to achieve.

xu. Stakeholders should prefer the decentralized type of curriculum in which teachers
should able to link it with local condition in term of selection of content with the interest
of students.

xiii. Teachers practices shoud be focused on serching new veins in education sector though the
use of internet and computer to make the rainbow culture in the culturally diverse classroom.

Assignment System for Equity

Assignment can improve retention, understanding, higher order thinking, improve study

habits and promote positive attitude to learning effectively. Furthermore, it can develop

tudent’s autonomy and independence, self-direction and responsibility. Hence, following
assignmentsystem is suitable for the multicultural science classroom.

i.  Assignments should foster the group work for collaborative learning activities.

n.  Assignment should recognize student’s diverse background and interests.

ii. Teachershould give group assignment to his/her students.

iv. Teachers should check assignment regualarly giving written informative feedback.

v. Assignments based on internet should be give to the students.
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Using Assessment for Equity
The term assessment is used in the sense of judging the extent of students learning

(Freeman and Lewis, 2005). Assessment is a ma jor contributor to raising standard in school

in terms of teaching, learning and achievement (Cohen, Mnion and Morrison, 2008). the

main goal of classroom testing and assessment is to obtain valid, reliable and useful information
concerning students’ achievement (Linn and Miller, 2008).There are several points for
assessment in multicultural practices.

i. focusontesting theeffectiveness of government policies, motivating teachers, selecting
students and controlling the curriculum

ii. provide information to parents and teachers

m. Teacher should evaluate teaching, analyze the students, provide feedback, plan the
future teaching, motivate students, identify areas of weakness and encourage students
to develop skills of self-assessment.

iv. Assessment should reflect for learning and of learning both. Assessment for learning is
also called formative evaluation and assessment of leaming known as summative evaluation.

v. Practice different types of assessments as norm referenced, criterion referenced,
diagnostic, formative, summative, impassive, and authentic and performance assessment
in education system

vi. Use written test (test and examinations) and non-written test (observation, practical
activities, questioning, interview, presentation etc.

vii. Address the interest and needs of students from diverse culture.

viii. Make different criteria for students whose mother tongue is language of instruction and
whose language is not reflected in the classroom.

Alternative Perspective on Extracurricular Activities
Extra curricular or co-curricular activities are refered to as an integral part of a

school programme. This activity leads to enriching students learning and to enlivening

the school atmosphere. We should practice following extracurricular activities for
multicultural classroom:

1. School should manage various activities as debates,drama, games and sports, scout,
firstaid, dancing, club, community services, literacy contest, science exhibits, literacy
camping, summer winter camps, field trips, patriotic and entertaining songs, folk
songs, contests, educational training, national festivals and aforestation programmes.

n. Equality of opportunity should afford to members of all ethnic and cultural groups at the
time of conducting extra curricular activities.

ui. Extracurricular activities should address the demands and interests of all ethnic, gender,
lingual and cultural groups.

1v.  Cultural programmes for giving identity to all cultural and ethnic groups, games suitable
for girls, boys and disables, outing programmes are essential for giving equal opportunities
to all caste and ethnic groups.

v. Similarly, music dramatic play and movement raise the spirit of students; moreover, it
establishes the collective and power-up memory in students.



Concluding Remarks

Nepal is rich in terms of topography, culture, language and ethnicity. In urban areas,
population is more diverse in comparison to the schools in rural areas due to internal migration.
Our classrooms are reflection of the social dynamics of population. Hence, majority of the
classroom of Nepal are linguistically, culturally, ethnically diverse. To fulfill the needs of this
diversity of classroom practices should be made cultrurally responsive and relavant. Moreover,
all the practices should focus on ensuring equality and equity for all students from schools side.
Implications for Practice in Nepalese Science Classroom

Nepal is a multicultural cultural country so classrooms are also reach in multicultural
situation. All the stakeholders of education should realize that addressing of multiculturalism
in classroom is the burningissue of today. Hence, in the same vein following educational
implications for multicultural classroom teaching can be drawn a from this article:

i. There is need of training programmes for the teachers including science teachers to
make them able to manage the classroom, decorate it well, and apply different teaching
methods and techniques to address the students having different economic status,
language, caste, culture and gender. Moreover, the training should focus to uplift the
status of the students of diverse background.

1. During teacher’s selection procedure, the administration should prefer multilingual teacher
who is more conscious about the student’s culture and economical background.

m. Curriculum, textbook, and teachers guidebook should be culturally responsive and relavant.

iv. Improvement of assessment system, assignment system, and other classroom practices
and cocurricular activities should be on the principle of equaty and equalily.

v. Alternative ways should be searched in the world of education to ensure justice for all
and make mosaic culture in the country.
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