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(3007-3005) g FleArs! R1ereE arfery FTAFTAT eIt waesr
GTET T JAeEF RTeTT RS Frarearydr TAIETH JNnfed & | 9 a@H T
I FAFHSG T@ET TH AGDH BTerFdT GRS Gie=rT TRywt & T at
FUATE®ATS RTererart QqrTd [ ara+a (fefufs) o &t qwanrT 7 7+ fAvaarg
9f7 I TRTSH F |
Tq dGF et @usHr TRUF! STHT T FATHETFE Rreyor
Rrars PrareerTal smearear Rfufse Rreraerr smavgerar v Rfifea awarT w7
97 THEEH TRHAT FAFT TRUF! & I G1GT GUSAT Rrerdep! TITTT [FFTaHT
derf~s qeT T Rreresedt IQTTT Tt @=war A9red Ja=r=T T 97 arerer
FHT G TRTH & |

T

Rrersees! TanTag fTras it Aure g fafv= awaw smaveAr T adEmE
TIHT FIET FMAT T FAHHe® ATAF TH! AT qi O FAFHS TITTHATE
AT fafa=1 PITEE 90 TeAeE ISSTH B | T TS Feq~d qfaern qfv g
F A | TH IFRF I¥es qtaas favgaegs ar=hiear, Regas amraa
{ Rere# smavadar JqEy AIfRET a=faa g7 W 89 | ST |t R
AR T TR FTRSIEE [ (Kafle, 2004, 99), fraears faga aifaw
Rreree smavasarET wmfAra YA (Singh, 2007, 76), Ataw gt Reye T aitaw Sar
Rrererer gaTat fammmdteRy IuafeErAT R ARETA (CERID, 1990) 3fY | a@® 3md frers
Rren smAYTATEY FEFEA TEHT GRAT WU T Rrersd difed e gt e gsEed
W et Ruen s TarEaERard! TRReT sga T qrkiiE g7 WoEre 4
T ST T AT AT TRTE & |

Stafga TR 79 srergaa Riera fren srareArr gwrey woa fAua aqa
R AMEAEFARH TSR et 7 f[@avraqd s faes gy g9
FATAA JAE Rrearm qrafires Rraraas Riaeesarg aarEay IRUE™ 79 srag_a
TRqarE ararfrEdT T4 e aet sfaffrgas s |/re afes
firerw e T aiR @ AR AR

g guen Mis THutE e d=gra M woE frers Rrsm M1 (
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Teaching Continum

Teacher Pre- Licensure Induction  Professional Teacher
Education service (Hiring) (Mentoring) Development Performance
Source: ETS, 2004, p. 4.
Ay e darTa faaad s 1 yg@Edrag giRare et 39T Riar Igra

T smaas 714, f99 T gerareR (4919 (Craig, Kraft and du Plessis, 1998; Day, 1999;
Feiman-Nemser, 2001, Villegas-Reimers, 2003 cited in Schwille and Dembelé, 2007, 29)

g1 WUEFTS J9aTs A9AT fAreTs (Exemplary teacher) FATSS, | HIAZETAT A WU frefee
JeIUE faendien fqers Suafar S=a@ RH U TAFTd [WH G (ETS, 2004) |
agATS FH WA W1 Rrerw R FraReran ¥ faandier Ivafard aArerE aEw §a
T & | Rrerea Fragerar fretor faerg ¥ Faemerasd sty PRarssrd gatag
g1 NUFTS farae FTdFu Raragat SETeSal A RareedT TEfAd (Gaible,
and Burns, 2005) &7 T8 | HETHISET g Brareangan smafe Riers g «idsa
Rmerareg a=nq@Y (Fullan, 1998) T FETIIEMHET TRA T TS Rrardars Sq@urTq@
(BTZITET, 00%) FANE | LI T JAGATAE Rrers 7 faqur freres g1 Famerar
g & TUR A1 (fFaed 87 quIR g1, R0%§—306R) o 9l Ma faaa!
aid.fadad ar dEre wAW FAawndt, swd), faqur 7 favesens faae e
MR IPRaTE 99T o &1 9 Ayt Rrare e Riere freraa e faoess
AAHT [T I RTeTF I=F &I FIGRETATIE I A& 7T b |
fiev® arE fAFEE TdWRH e

IS fraraae @ied SE=I FTA R5.R IRnTg afis Riades qo dfed
Rres arfersy i Qrafa®, R0%%) 9T ofv faarerg & quIR AT (R0%9-0WR) A
qraeitre fraraas @t RIS F1AE T4F g « a9t § AR s
aferHer sEaR w_9 T4 AT we anRifys T g Rrawag « g
IR 90/90 AP 3 g2 TA 30 fT7 FurTa fawrg PRATEaTTE fewrht mrea 1@
fefifs a=arem & ®H B |

= fegEa fefufem 3 aar WIS g =ERn 8 9w gfge Hreged i

7 T sfirers a1 faRiesETa R qrHA FEITET £ | ) AIgge @—-HAad
AT ALY & TG qigeh ASqA ¥ H RIEFeE GeWrh ga T A1 Arege=r
Rrerer R0 2fE 30 feAfaT 3 Fr fEA sra Hfge e T sTRA Frare At
FHEE T 9 6 | A @R J9r SR e qae ok \gge @) a9
yRreTEeE Jeurit Riered) fTareasT 3 TR R faasr Rietdesd 987 35 gared
T T Rrer s FrIRE W FHEH FEEHT T 16 | a9 YR fefutes e
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Research), @THa® IRATAT #14 (Project work), WEFHT SAFd T QAP A&
FAHH FHATIW g NUH S9Gh = (IIEP, 2003) I9gH A5 | TF F1 [FETan
IAER RrerFat arar ¥ afiers faerg et i ag afveer fefife s wifvs

JIH d2Y

frevwa sravasar AW T FEw @A R dana faee sasadn a@wtag
fafi=r ey T oREF ATTERE T TSN TSR AT qEaE A WA
TGS FATEFA THHT g T AT AA9T T4 |iFA TFRF g5 | RerFsa danra
frsTa FAFTR GO FA=FE9 AP FATTaAr QuR ¥ faandier faerg Suaferr afg
g

g it feffedr qarikfe FrrrAama 99 98 7eey g Tia | fefifew
TR G&TAT Py e Q=1 98 | A Rt faann et @ e awaes wify @k
gAvea | et YamTa fawrg e © @ e amiaE IraraRerd =R aEAtad
T8 7 | R srtacar aidfFraRn a@fyd amrges T aAefza fnas e
FEFHAA RreFd FarTa A fawd T F9e A dga Ruew fawram ahea
T &R 175 | Frerer AT <erare faera e gfewaT A P @R (Putnam
and Borko, 2000; Sleegers, Bolhuis and Geijsel, 2005; Smylie and Hart, 1999 cited in
OECD, 2010, 32) 1 9K |

fagm T aranis s qReg: et danTa FEra Rraset SdsearsiT s
gafarq fefife R et geaqy fAvasr #fsa g 736 | & 2 Feap AvTeETy a9
freresr Ty T fawe Wﬁﬂﬁﬂ@ﬁfa@ﬁTWﬁW(Maswryof
subject matter and pedagogical knowledge) (OECD, 2010, 22) 1 1 ghe-ErE (9]]%)
F IR s fa WA T I® [ fandia guaterss fag
T3 | TEATE T TKAT W= FANTIIHT 7@ quaHt Rarare ggraa faadiar gyafarar
IHERH TB | GIRH (9%a¢) fefufe Ared fawg a=qa 71 T Reror 1t (Pedagogical
content knowledge) Rreredr @ N Wéiﬁ‘[ (cited in OECD, 2010, 23)1 39%1 A9
Rrerres Pavaaspn @@, e A am wuw T Rigor 9 arararer @i
AAFR & oG | T8 FHH F199 T I GINEESH (005) A{AR Reraar A
FHTEA T I FHS 74 (Knowledge of tasks), faamdie @ smaa SO (Knowldege
of students' prior knowledge) Y freror Foe (Knowledge of instructional methods) (Fer
Ie W) [l 9dg AFATE JAeEd THET TIHT Pedagogical Content Knowledge ATH&IN
W T gEarg fefifed AIRad ®IH1 gqa R T I Aigadrs IREdaqdr R
feFTa@ AYES (The transformational model) T ATHF T ATATS TH JER (IS & A1)
g TH qE

adaqdt fars fras Aeaw R@ard R g@@ J9 999 TKe | dfewt
Rrereer 9ara T4 oy a5l 919 ¥ At Ieh fawgawq Rieqor 1 avee | Rrereerd
Y| T favgae@ eErEd IR g afEe & qarEies 9ie= T g |
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The trasformational model

Subject Matter Knowledge Pedagogical Knowledge

Pedagogical Content Knowledge*

Contextual Knowledge

*= Knowledge needed for classroom teaching.
Source: Gess-Newsome and Ledrman, 1999, Chapter 1. (Cited in OECD 2010, p. 23)

FHIET R HTQ/C QA T4 FTAITA 7 Rrersarg dqnTg frags @@k 1w
(Resnick, 1987 cited in OECD, 2010, 25) T4t frargars wx fod Iqr9s | &g
qieay ey Rrerdarg sravas faag aqat 719 T Rueror faget frairar 7R ks 1 g
Rraraars smavas fwg 3w W= frerea Rreror faars PRarsem frqof gt s==mem
T arEvgE 79, e d g | a5 fwa aeges Rrass arEen T e INEReRE 3
< 7oA | feiifemn gear faw aq qwEw i Rrar@ard sravgsar sEy @taa
g1 IHAT (Resnick, 1987 cited in EU & OECD, 2010, 25) ¥ shfefas=a =aer 1+ fag
W?MWWW(Constructivist) TATSES | Afesr a7 @ fefatew
Ared IREdAHEY WU 9fF qH T 98 FHGR @ T TG ATATTEATEATS
EYA T AgeH I o faarers fAQss T Qraafeees) 99 8

frare

e Rrers aifaser geRd @Al STEH T ST IHER GiAed I AWTEH
g1 fefufest @ @rew ({ w<w | e AifT smavasdE afeare @@ g T,
TN FAA FAIA T FATFAF TAFHQ FAE0A o9 fefufesr ofy afeenar wrdwwd
frafa sirq o g5 | StofEg TaREar o AT T FEEER G AT T
AL W FTAHART ATTIIF IR W@ I AT Jfawed T T Jihs |
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FQUITER FTHS

Mivr swofer fFw @
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Afya Gig v qruasl TIrETe qEhT=T a8 JuAfe g T+
ARTATIAE TITHAF ATHAE GFIF g | Tq TGS GiHarars g1 qfosir 7
qryaTs faety St g 1| g 9E FHERAS THIA FHE FA R qar iy
T FrHFr FET 9fT FTHN BT wfemes 1| AfTAYA TITGTAT GTEFHT SYHT Aferar T

ARTAT TR T 9@ FraAe &9HT o757 | Aferargers TITaAS frgareear
FegH), TTHE!, FITHE!, THIHE, &T IQITHT (3379 drg, gqar T HtTd qrq
NiEeTe [igme | AN AT TOTAF JTTHH, FARH a9l TOTAIF ATE,
FTAIITAT FAafor, FqTRT qAT qENSHEA fedrg AkTargde TRIHT ATGAH IJTFT
We®d) & for Tl |

Rrerrer ATt ¥ difge eTaaTEr argwd Aae ¢ sifde ermare! g8 e,
T v Y& THET FEAnT qAT3 §aT q9AE AfhH freraest e
&GHT for ez 1 AITHT e ey H Fevad fafi=t A aur FrAr T
TRUS! & | SHYFE FT TUT JVIE® &N WA et Rrer gererg, Rrar
erg TTAvIRG frarer 397,  1HH RraTd d% a1y ST T e Rearfier & 1 av
TFGIE GIF T GrIAF FATAT giférer &9 §T AG@H AT AT
TeH g | FITHT Riem a7 FAAATRA® T TAFH AT FUEE TEH G | Fedl

FRIEEF! GiearT T8 Fqrerest RTeir 87T Alqarqdt a9 fafy=~ IIFE® JTTHT

TR 934 |

w5t 3 Af s (Principles of Management) ATHE TIEH ATTAHTE TATHAH
fawam a9 ERNG TE T "What is is results management ? It is a system made up of
definite components whereby each employee participants in the determining of personal
objectives as well as the means by which one hopes to achieve these objectives." (3. &%) |

“AHT I T graFe Jewd, 7 a8 &+ e seefer afve v ggerte
qeTEA A [ JITEA 8 | T9 JTRET JgH g & e afaen efes
T Gt ST @eg TRaAE AR TH e B | AR S TRArs
€TH ILYT TR ALTHT Bid TUTHA 9T 9= Go<a] s & At aifad a1 AT
I T A& FaATd o | HdTq 99 Fefama TSt &9 wdeaa A & 3 &
Tt gifga TH & FET A8 TR g STavasar W & Aard god | TaataE
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ferdtarer &9 fogms 1 fesit T8 U JErEE JamAr AT a1 qfERA | IR
T g TS HYAT TE FA FHIHT INFA AT qISF FFAA 9 FGH F e
R | qrEawHE TIEES 9 ATEY FW IREAeErd aeee Afaamas g1req
JHAR YA A fafeor 78 Q@ g T IS | AGTEAR G AT U FHIHT I
TH FAIEA AR AHHEAR ATH AT TR FATR qeq AR T 9= |
Y. &g IR @ Se (Special Emphasize for Standard Products)

FFAITF TIEAS AT IR @RI Fra| 74 faqw dre &g 1 srwiq aa
gieATer (Quantity) &5 HTF AeQ W (Quality) TS faviy wew fe=g | srard a9
TRAOG 41 ¥ aK(e® ITY TS TqH! JL9T & |
%. dqfdT grafaan (Prioritize Supply Aspect)

& I FEIH JWIET AT TR &34 | TgH FET Jrafef afq JosirnTar ane o
T 9ea aferet ., | dEY AR ¥H favwar smafd ofw & gew
fafi=r a1 qur I T IFAAT TR F FA A1 AT TH] ITARATS JIAX RIS
7¢g wErk 9iy fug fas 1ce |
9. PFafdm 3wt (Regular Income)

fratha sofdare frafia smeAr gqere @nnfae s faq afe=s | Afaaas
TR g9 geyers 9fq faaw A Rt g )| tratia smRrE s agead
IFT FRaTEaTEEaT: A i\ e |
c. §HAT T @MW+ @ (Equity and Social Justice)

AfFATTTE TUEAE e &g H9Er AR ITHRRSAS ATF Ik T a9
a1 FHAT T THRAF TR AU JIAL IS &1 | T8 FHF SIAHT T A9qar qa1
ST AR T HGT q@ HRTT T TARTHT FAGA T IATRA T ATYRE T FEARA
freraq <
. gld@mut=+ T @nfa (Competative and Goodwill)

gfeutaTe T @nfa Afrnaa® garaaa s faawar & | et e g ~IET
STHETE TIAN &9 66 | A Al Fraeqdl §a Tl JTRFI6EN AT & T =50
FAEAR FH {GA & T Y41 IJqA} TH GHRGA | ATTAHIE JATIAAE FFMEA T
TESAHT FH T AIQNFEET) AT J0GT T HE T | IATGS AFararg @
T T TFA G0 |
0. fafaer (Miscellaneous)

SYIR aRF AT TG EH fafay M.

(@) FERY T GAT FHAT JUTATH SIAT T LTSI,
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(Educational Funding for Next Generation)

W(Background)

T T Rreret wIfTGTE T T fRavare gafead | g AT I,
1A Wﬁ@fﬂ'mﬁ WWWWW(POV&I}» reduction) @HT
(M?@'(Nationalgrowth) WW!&?WMW%WWW
sfFET RTem (Schooling) & 2fH T GHTT 3% NMYF ITaT=rar waT IRTFRZ 1<
| A Ty Rrem 9qm TH &7 WA gkasar Arerd Teer Sfmat ArSTHET 90
gfavrae 3fg g WA TeH IRET TEeT IART (GDP) A1 OF Fhyeras g g7
(Hanushekm E.A. and Womann, L, 2007) | Rreiret & @faast sfta arar (Life Jjourney)
T GBS TGS | AT TIUYAIE JITTTHT JEordT ATSe, Ala= YSrAT qr=<dar
9eTT TG T YA T7F Hlilee Jored T | Rrerer s o= smarees ot
TR, IS, ATV T TAXTAATE G358 Je4T3 T AT faargens gty 917
TG | A T (FIHE TSR TETIT fHTq 769 (MDGs) ¥ §8 AT TETee
FF=Th qrafire Rrem T Rremar dgfes @war gifes 7+ T6T JURT T@HT S |
Rremare Sifth T AgATS IAS ®IHT §F ATV Pal IRIECNEE [T G

n Rfte afraes @ goA T mafvs frem @@ T gar aEEr vEsmeh/ od
(HIV/AIDS) #1 IHATHT FAT (U & | afg qd FIREEN qrafiT
frem 9Te T &7 A AT U IFFAT 00 Arg THATNF Fai FTHH AfFa |
T 00R AT IUA UGHH ATAAAAAR ¥ T HATH 3 AT@ 90 TAR J(INAITE
Tt (HIV) a1 T 9T | IITaiesesyT S6 Ig@rar gl agHhra
ATHEEATE TGS QRATAT AET JIEH I a7 AT RIS FATH A=
<8 | 79 fefaad gTFuveERy) QarErs Rrame anawgry A atEear (
AR, 099 |

n frae NrErd arw $e ) geare frarer oitae g 9390-9’%Yy fa=rmn
ISIET STHT FWEWH FH ATH & 93 @I IJTGIAA Teaeed Teeaqut
& @t B (GCE, 2004) | R a1 ¥ HIq @regar @R | R8s e
7 HfeeeEerd GIqur ¥ WTER AT U9 A fAofg T T sy fraw s
AT e FeEE JARwa 9RE (FAEH, 3099) |

n frgre da= | T3 Rfdre smTaTe S Rigp o ad@ 3w A
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RrggrR AT 95 ATE@ Aadee FHISH ARG ¢

o W, Q019

Rrema Wa sfuER, AR siyER qur ety @ Preaers ¥ ares
TASS | A& RIS a1 T AFTFEEIT U ATER TIST A/ HUFR & T
I ATEEH IUAfY s 79 T3 ArAw 9fT & |

YHISHT THYEII (Global warming) ddT Ta1g 9fk@d = (Climate change) T TH&T
IFAER A FAfaArE T97 RS |

A, AF T fqd TFIEEAR guaAl R ArAdesd e &fd =T o
RESN

fergt wrar=tret g8-33 siver s PavageR gva Fel | @ faEt vardray s qan



TFFTEET ITATER IREHT GERAR A ATASH T TR i @@l | ST AAadrs
Wik afTd g | a3 3 AT i J & IEn Iuety
Rt Rremer Iuafa & & (g, R0%3) |
Rem e st
A4 feqe i Rrema a1 aewesars gewa T8 st 9% a gfgen St
fara® 98 Y agHE grERes [ava Rien g5 den W2 % 3er ey qur #d Qv
THTE IfITGA ARY M | @ yfIFgar & frgy s g sarEEr &3 g e
o AT Rien FTEwer yyafs1 ¥a0y 7eqd A" (We affirm that no countries

seriously committed to education for all will be thwarted in their achievment of this goal by
a lack of resources) | (World Education Forum 200, 9)

arer Jfqagdra smaren favasr oY PfAaq 2esw of e aRmErr afg war
B | A IR g [WEEH e 9 99 18%R e Rramar ofw @== afea
HTRTATRY SHITAT 3.2 FawaiE 3c vfovae afg e S | e w18 sied Jesergiva
Y TIEEA Il AT g T B, T G 1’R% F JAAH RS I ARG
Forewr Rierrar wfe SHErET g8 O quT SR T arsAare di O 9ig E B
Porrarmr wer ofan, <R qur oR=AT ofgar e IR FH T KSR | SR
e fafares T & Teea JARA (GDP) &1 Afeg 3mRm § e afg g7 TeE |
R HAYT JMEEAT A 9ty F1aq w®H Adeq | IgreewrE At afEeEE e
fraaam afa® Iiyeafs s 9T oft aae 3T TR ISTEAR STUT HT AT RU&mET
gd g | Il frfatrae fafar sma mrrers=y s a3y Ryemn fatraee wdw
AR, 3099) |

THY EYHT AT AR A< FednT 9 00\ Mg smareqa Ruemar anfir
FRA e TITEF! T | TSAA, FRGAT, FANFSAT, AT, TATUET, AT T U
TR ATAT Saaa 3ueed sma frerd gafemr Rfvs agare faa
I @o e | Julr 2raree erer T adfew Fmiftga Rar adaqesw
TF FaAgdATEe q=T SR TSI T B | Il Rammas snfin s @ggir [
TITTI=T FH ITT™ ST 99 I FARE TSP ATTTHAT IS | T 099 H
AAfR T STATeE AR ITHRTETTF SN 9% 3RS AR X =TT (Funding gaps)
i T 9e7 fAu@rErE A1 AgEES ANRIAH A A AT T aredfEd HEH
(Fair share) &1 @@ Wq g7 &4 916 | a4 a1y fod od o7 feara =7 T o
G ATH [EEAT R1ara e @1 & @ @ed fafig |rer (Fund gap) 9% 3R
FARET T ANE T | RATA THE ATS (G8) T ALEETA &1, AI9TH T FGh TG
FARFS AT F AT AR IR A AT AT Gedn T A TEH G | TTAA
T R00R AT ITHT AT TF fFarg F2N T | A ARARE T [ATH TednT w1
& TR Ar=TATH 0 Y giawd N QAR g (EU) & A1 Jiaagar amra
=g | g fave sides w<ra oftdeam s Fegrred e sfafaa wo@ 8
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AT FT=Y, Tk IS TAT FIH T FARET TIA 347 fagra Ferit (DPs)
FES T R00% AT ATFT FedNT ATAT dfg TRHT S | TAH e TR I<S
TAT TLSENT qganT et AT (00R)

(¥&¥® US$ Million)
Country AnnualAid | Donor GNI | 11 billion| % of Actual |16 billion | % of share
Commitment | as % of based | Commitment | based actual
to 2007 TotalECD, | share share |commitment
GNI
1R%.% 1.9 19% %R %= 99%
3399 R IR ¥ % 330 q00
¥R.R 0.3 EL EEN 19 %
qqh W03 3 9% 5o g Y 995 15
R¥ 9. BN w 9 X3
5.5 R.8 ¥R 43 koo %
155.% ERS ¥qY ¥q koY 3
¥9q o0g5 R3 XY 3% 0
kil ERERS 9.0 %9 ¥R 199% R
R¥.% 0.9 93 Y 0V 3
SHAT 1L R.0 5V R 1¥3Y 3R
E R9.3 1.3 13¥ R0 1’% 1Y
%.5 1.0 0V 9% 4% 93
¥03.% 9.3 ¥q0% 99 18%% iR
ROR.} 9 AEEE! 1% %35 90
LR 1.5 W& 9 a% 4
VR 05 1 9 IR L
aa : GCE, 2009
FE TLEER Trafd FriFwan Sl v a9 fadfia amen ([o00R)
(in US $ Million)
Ro0% Roo\3 Roo%
W5 QB3R 995 %
fadra wrer ¥ R 99.%
ELER 309 R.R
fadra arer LA 1?33 1¥9.4
Rl ELY 85 3’45 3’45
fa<ira wter 1%3.% 9%3.% 9%3%




Tt FdHA anTa 93¥5.9 9¥q0.0 1¥95.R
fa<ira wrer 9.0 &9 SEER
TatRe FEaHY g 943 9%40.3 9%0.%
fadra wrer o 93 9&.4
qafRe FEAHT QT N.¥ N.¥ 1.¥
fa<ira =rer &R &R %R
AT NafRe FEAHT 0T 3c.% ¥0.% ¥R
fairg wrer ¥.¥
qItE FEHA AT ]j0 R0 Rq0
fasira wmer R&.R R&.R AU
qrufieE FAHT dnTa 93%.R 4.5 § LERY
fa<ira wrer 9.9 ¥R, & 9%.%
yrafied FEFA qra %&O %&O0 %0
fa<ira wrer 93 93 93
a9t e FdFH anrg ¥¥Q ¥&Y ¥50
fa<ira wrer 93 &R &3
@1d : GCE, 2009 |

IJRIF TATEHS F IGIES T FIHT A7 RIET THEH AR 9T qQ) T
WH B ¥ e JAuraAr fag |rer (Funding gap) ® yafd 9f dgd 4 @H B
TLEES ATHT At @ 31 R gig ™ ofy R gedrmae g gy @9
FAA g1 favgam®y &5 F @3 @t frem ardwA afaa TTR g
3w wftr R s sfi® TWEEE (The funding impact on EFA programme)

TN A & Y TFR FREAH AR AU agaeears qdes, A=
foeira e qun o FAFraEEs SUEK AT TS AR G | IS a1 i framsr
AT YA FFARE JIarTs Rrewr It g | fava e ag@e, deae uires
TAT gAY INEEHT [HATF ATFATREH FRUS IJd— a1 99 fagasr @t afq i
qifaes ggHr Mfeeel TFeEAT AT T IR BH B | - EqHT
A= AT gig TIT qGQ @I AETHT AT QI G 00%, 71 99 & FAS ¥0 A
RS TR TRET 4HATH B T ¥ R Jo A/ =T T4 WIAGes FHr
RTR AU B | WRIRARE TATHT a9 W &nv qareaae raafaseearns
freret @ B | IR T TN faererg EfTd T fReTE giawe T R W € |
g anfir frerm TR 9faacd, 099 & ITSATRY e T SHHIET HTIATETAT U
AEED AL FTYAT @ FANANF P HGRE AHAEAR T&d A G
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1R59-9%54 503 qR.9 IR
9%5%-9%R0 SR 9%.¥ JII
9R°29-9%%R ’R.0 .0
9R%3-9%%% kz.9 .3 T
qRR9-9%% 5 ¥R Y.5
qR%%-j000 8¥ .0 R%.0
R000-3009 95.0 .0
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o : F9, faeer qun =, 0%, Rram weTtera, R00%

STIFT TUIEHFT B @SS T T 49R9-9R%c HAT AT RI&w Gureiren iy
friar smmT=1 9 RAT1E graar frik iy | et gam Sar s=e s g
BTl G FIITer 89 QYR AT (R00%-309%) STd faTg STheRess (DPs) &
Gqeh fadira 994 (Joint Funding Arrangement- JFA) HTRT awWe Qg T A& TRTH
8 1 faarera &7 R aremrR & fadira arearn e faig e s #fe *y
gtavwa g1 IRFA TREF 8 | fawra ardeRes @ feigas aeam weied | g
(Pooling) ATHTREETT aars fyarq §% (ADB), ¥fT7TH € (Australian Aid), STATS
(Denmark), A9 g9 (EU), FRETHME (DFID), fFA=ve (Finland), 74 (Norway),
afTq® (UNICEF) au1 fava && (World Bank) ®®T B | IATHIR (Non pooling
partners) FAT 9 (Japan), fava @ FHHFH (WEP), qh T frera wa=sw

(UNDP), §g<F T A< Tfafafy #19 (UNFPA), URTR (USAID) TNAd J~ivea
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B TAF AT [WER U7 IAAEES IR AR RTETAE qrafywaran @ s 99
{FH ASH T TN 3 |

wn Roamewr s & & AT (International finance facility for education-
IFFE) a1 qar#1 aifT Ren 739 (EFA, Global Education Fund) 1% 74t favaeamdy
AMATE GBS TS, | A s Rrardr aifn st womTes faar ww
AT FFREEA T 099 T 09% & fa=wy wfea 3 @ ¥ 5@ smfd s affs
IO THRSA | JIHAR BT AT gATY FATY (Fast tracking initiative) HATHY
AE BT (Fund gap) RH JMEEARR ITA TRISH AFS |

B A TATH SIS A THILE, | gaF A RiEr g@eaE aif
foda FeEsaE oY IISAF @ AfFIES FT (Robin Hood Tax) HT§ara«r
TEIT T TMATH qeewdTs AT TS g6 G4 FIH TGS T 6w
a1 gR=rdar s fF Fear=) faaTa wege aftt snfe ST T gEa oAifdeE R
FTH ®9H1 Rrew’ @2 e fatraras QeETE i e 93$a | snfiE areret
g frar et Rremar Aire e s AdEAre TATTEESR ATIRTEEar G |
g afr Rran, R aTRA afvass, 099 & RF FFEE (EU) A0 e
Hrargd ®F fAaRoET a9vEE o4 IR A {erdre e aRE § | a9
TFRH NEE FAEHT o FIg Yo d@ FaRkE# g afe e afFr=s
(AR, R099) |

B I AEREee ded TAE ANTT FERA RITHT 3T qraafid gAgH &7
TR W=7 FIIAIA, T AATHY Fa R fafara s ey faara, ardo
frra, fifas AT werer, wfed, «rqIfTE GUT |9 FEU AATEE @R,
Qe HHATY JAd I T g gAaTesH Rerdn awfag sisdess aue
TATETT T FERIAYSAT § 99 RS | I9 ares Rueqr ey @i fatrafora arawts
FHTH TRA fafT= IT-8T6& (Sub-sectors) AT F{Ad &IHT faqwor gqu= T AT
qf ot i RreT A gratiear 99 aravasar fEws |

faewed
THT & WA AfF3 A RI&TaA sy =t Wt &1 Ry a=@ T afw, a9 1

T Y (FH 98 I=a | FA e =nfe, qarr ¥ T @« TEa | R sifeeray

FFETHT RIEAT FAFH AT I AT g J=Uey IaRiaad fawg gfy a1 Taa

8 (Fa=1, 20%9) | gam @if R (BFA) do1 @earsd) fae@ @eq (MDGs) St

ANATEE g d afaaEs g g | @ aaw awaatey fadim sfegar sme

UF! G | TGHT fHg ATRREEH TG GRIRTE AgA 81 99 @raeTa TE Teeedrs

gq R0 FwHT fAuifva @eg g i FHsarz & g 1 aX ¥ Faere At R famrae

IR T FA AT | TGS JIRTHT qUiGH T qq@n @ qfv e faera

(Sustainable development) &1 §REFIA THT &7 | AT 9 HOETE qrerAT/ IRATSTAT

FATAT T T 36 AGH g AT | ST HOYES 06T AT B4 STFTT FTH




I AFTT TS | TGS 97 Fawrgehr Eredapreta orAfamy srar 9@ | At ferfa &
& A fararag &7 @R AT wift RfrE FerEared /3 vy gfawa RE sEe
qur & ¥} Ifaed AT HO GIRA TH Feg T@H G (T, 099) | T FFRT HUEIE T
THTE RNF FeATEIZ TG QAT T T &3 | I A1 Gt goferay
TR ATI=T qT4 RS FFraers v R TS89 a9 |

a=¥ qrrft
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g AT, (R099), “HIEF FIAUT (R0%0-3099)”, FHESRAR, FTEATEY : §d FATEY |

TAER, (R099), “FaF W Rrewr, fawa s ofo@eq, 0997, AR gAER gwE

T, eftgarg (R099), “MEw anf, 0%, ArAIfER, SRR e famr
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79 |
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U FOAAIEE FIENA TAH ANT TUATATTFR Tedqu i Fr ga | faamegan
ITTST A THA G W= THT ATRAT o JrFarT (Scarce resource) & ax Al
il T8 | AT A T 9 FH N =T g gRkEe T weET g wE O
AT | TUTATONIH (AT T @t 19 0T qUE U6H qr=iia 3 &7 q11 el
TR /IR FH T TE | A7 frenmeraer oo affd qon Ay 98 9<a fate faarera
freait ZmmT TWITE (Thapa, 2007) | TFIANE HETAT AT RTSFATS a7 FGq
A, F T A TGA FFAT TH, G &7 T TG4 JFd T T 1 9
T4 iy gfedm | ar qd Puifvg @ifder @R A (Predetermine schedule) F=R &
g afetes | TqY TIEATTIES A AT gRaaE TEE) 91 @EaEd T
9<H |
R fawm fawmmw

JHIATE & ST AIEIIA T FHHAT TUTHATATIF F TITTH T ZIeNTF
g TR | faarrerg PRanTa gerrare Rrere qon fandiey A, Rreror faerg frareen,

fafir=r @ qQenr ee T Afqe g, afafes g M M
WTHZ qUT A ATfe Fdes T8 TAH 0T Hq THT G09S, Ha qHg rafar
T & AT G T qibrg {1 AT T FA [ v

e o< | THT STRAT T TTEA 91 8 | AR I g AR T qfpuA
T (TRITTIRT AU =7 9Tl GG THTTFTY &A1 TG T+ Jibed | gag dfaq
9T qrafty g AT AT g | gua fadufe @aer @t fadk s (Time lost in @ %Y
forever) | TGY THAE T Fledl HA oTfth AT JINSAT WAST 7 QT M4 a7 FaQ) &1

TEH (Kafle, Adhikari, & Thapa, 2011) | FTaTaras T TUTATEATT® STRAT UF FOT JI@ATTA %
O MRS T R B ead T G T T A aRE] GG T3
AN T U< | GG FAWWA T ATRAT FAfwa v T g9 germargm U
FPSTH & | THY ATEATT PATeg AT FRITEAT AN AE AIF IRAR T AR £
A TR 7o HE TS | ki
R4 FHEF! fardean 2

Tg AR B Al AYEH G A & | T AT ATH) TOE T | AT G
qU Aty wfafier & afee=s | aaas 1o ek 9@, e A1 gRedr
BT T ¥ | FEATS AT WA WA FE G5 91 WOSRE TR T AT AHTF I
AT T JTANT T JfHA | G FHGS! ARSI EIH T @
TRT@ & (Thapa, 2010):

THT A FHAGIT H=T1 JIF TS |

AR q °uF g Jaq gfsarq ™ (Accumulates like money) gfeed |

T ¢ AfgT a7 @7 7 = T (Tum on & turn off like machine) FHA |
THATS q= F=a1 qIHAN G978 GSFHAT T4 (Stock piled like raw material) qfea |
FETHT FATYAT RITFATS Te AGA FRAATS qQHA (Replaces like the teacher)
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AR B | afer e
AT T &8 B | TGH
& 7, T AT ITER
@ (Koirala, 2064) |
YT IATUTHT

feg 743 :
AT TUR
ERIGEL
| AT JTRAT
|
WATHSAT FRR 4T
e T 95 |
| HE@QUl SYeare q9r
Fererteor T T B awa ggIe

g faaefs argae S SRy ST
T T FEAT JARMIS g afm Tar9S &7 e
foerg T ogg | gt wwE R e g
FHfHT FTH TEAE I T T TR, ITER
T & wde
TS FTH HIAT § JH

dd 91 ATEATHT JaThAedT g&araey AR

w9 FowE dTh faq odg |

Freer Rrenm stfuer® a1 =aRmME

. GER HEA F 9 TR 999 |
T4 AT THIAF JA1E) g7 | aqd T
Feel g9, T Fd FAfq TAT T S
) AT FNEG TR THAAT ¥ o7 TAIH
frerae fagw o fq 9 |

FAAT T LIS TATF & DA T
FIAZE T TH qhpes |
T F IS ity



feam & i IR 9ghT & (Effective time management is panaceato school effectiveness
& not a placebo) | TY PremaaAT AgE T aRE WA | THPH T PR |
TIAHY ETH THT IS T4 ¥ | Fraeran afs quaes 9é) g1are qaag T
AT RTeT T FTRRET IAIREFH T34, AT TR GIAS ged 941391,
RTerFeTE I=T RATFTH AT FH T JGTERT FATIA, I qROmEHE FUr AT
FLT I TN FTRE TbS e B4 TR HAATS AT T4 Jfebea; | favra srdent
T MTH FON, TAAH FEHARITE HI T WG 997 ggad &1 81 | a9y
AFFATOTEE TR JYATT & T4 GRFUA 9 Aaq A AT Wy 9T+ 60T 91 S (Past

is waste paper, present is a newspaper & future is a questions paper so read & write carefully

otherwise life will be tissue paper) = 3% farqar & W@t WA, EAS F@W Fa
gAaTen g, wiasy af=T 8 | e awE ¥ aud o IR a arfdg Wrae
L JENTT AaA 3 AT o q93 | 94 9faarerd F=fawg TATR T7g«rs Faem=
T FFH GUSH FTadel URTIA i T4 995 | s e IRar T aaFrarar
AR AT A ATIES |

a=¥ amfies
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ZFATOQUT QUL

Rrew s

. uf=w:

Aureren) FaaA e TS TEATH AT IITA T JUTHTEATE EATAH grEedrs
T AR A ¥ PearE qEAnT T q@ e dae femm 89 WA arif TR
g T aed Rren yoreh Fafwes araard i qar afga afdt AT
AR TGS | TR RIET qurels IrAfas JAmar T fgars 9 T Ietae
Wit T R AT A aHa FeraEE e @3 | gTH Rram gonarty avntae
frage? serar iRua, g framomr ANTEA qATIA AGDH, AFTH A
FIATLET AT TR T ATAGeD IR JT T G |

ferramy AT FAHTART SfiE FuRE TEEewaTe G gundrEly T T ST
AT GAAT A JTEMH IHEA T qF | Pl oreEsy A
Wit FaTEEFY 9f FHTS FIIe T ghyend? FFT T GTHITTE Rrewm
2R ETRITER gFdRE AT A fam TR a8 91 T gget i R
IR qATS GRS A T AT TATHRIRIE eSS It ST 2ar
qA=—A g favare 79 afes |

ggye o~ @3 o | Mg afvdr e @ g8 T FEm g enfyd T
[WEAF AI@Tee fardvy T &1

S a% Fre U TRRTT areetyEes gathe frareaer e afet a1
O e JERT FE ARAISA, €A T AU EAGEH ol FFETH Fwr Wys
afqems werew afEcEr 87 |
S WUAH. qemA WU g I e @ fER W1T @ T e UF faRis agen
TR §SA |
O TWUAH T Fe 1B F faee w@hw Thend 7 favaeEd sied gTaEE Yo
yfawraet fFwear a9 & |
R. @A RTIUT TEE
Rremr quneirer Frat=aR 98 HUET dear a1 g &A1 Faa @ wareta,
Frare T feen @@ g8 | A w9 e T g A e fasrerd w2 @
A3, fgFrzang fan FAre T =9 IvAfer @fed T qUred A & | q@d Fewe
fraram ¥ Raeen aedT awfg RVITEEarE aRaANET =TT 79 qfed 9
g faardt awerar T L6 | fydeed e gorerars 3= afq
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TeH qFeed
e) ¥ 9ATg gFeEA
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AFTH=T T el
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ferar TAR YR T | 3T RrerreE
I e frfresa faendiesars g9 A, 9=
arfr By FTH TS |
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| Ay

eodl MSAHTH geaer

AT IT  AIYRTS
sty T faprgars a1
[ Py A 978

RICRC R ;‘lﬁlvﬁaﬁ?



frem g, faeg Sevgsr acan faee qAfdes yem aftwg, Dafres wrgmEE

IZATHT FgepTg AITE® (Pathways) YRTH T3 T 0@ JAATAA qrafywares/qsae® a9

g A7g ATAATEE (Achievable results) Frufor T3 |

2.3 At a axuaET iRa SEEaT T T\

I ANTEEH TTArH AT faendieedrd awa aa9d JApedrs Raqd a1s
(Scaffolding) 93T TH <&, oo faardiess = TRaEtRe T 9itHe
HAIFAEE [T T4 i T I0FIF T TIATRAT TR FETIAT Y& T4 Fhig |
framdiers fagm a=ard &g Feratys qoa. frm gees s
= TRRWE IR FdEeE: T SITITRHT ATEH 8 Heqor

AfersF 9f%aE® (Many Critical brain processes) o gAY Y e [ o

frndtR svarfie framem gaa Q@ IAT 81 | ISRV @9 qEAHT/ FACHT

FFAAMIFIY T T A0S Aiedspa! fFerg giwarar oo qee & | qad

TRitE qrafaEd faTes frardiees qE anas aifn Jeege A )

m (U yeedarEY AT 2R (Avoiding the 'washout' effect) : faamdiess
ATFAAEATE Ao IRRNE ATAEGFTEF FElEE g TEAvIQIT Femeear faardt
Faeprgar a9 @ednT ¥ frmr geTaan guirel =AT T 94 |

» faendt Regs afy st awgan {Z@AT (Real time support for student learning)

: AR Faitys® o fraaesd Rt R S A guel @F 8 | qaifie

A TR FTRA ot e ez FEAReS qfewr T a1 T e w3

T A faarg smagwarE Titas Feanrd AT TR e T |
B YZE@AEG FTEAAT (Scaffolding supports) : garaerq Rrerorar Rrereer faamdiems

Faarea arfeys Trurare HsEeEg T get AT 9T Tead | Rreree framdies

frFra=RY 8991 (Zone & development) &l 8, faAeE @@= &THT & T4 JFH,

e RFITVIAWAI MERIHAFfamaT gur anmg i smar

@<l TEaA |

frendteré faeeit ®991 ETEAT (hole-child support) # TRT Prareas frafhd T
e awae semar fraraad < e e R qi e FaeeAr e

& Teacher Education

ERICA A E

. i e 7qeltE 7 Tea gerran T fren g exa IrarEcorET FuTee,

w7 99, gt Hd, GreEfaE RarEarT amaded frarEarrare faardiet
94 7 ¥ shafa faera T4,

w. PaFRaTd ATEe FATSH T Prndiemd dew @i swa w_E T frardterg
Tz & T IO FREH |
Rrardeears F57 qRfefTae grar Rered T Iiesars 99 Jedr 9eE Tl
JRED THEAGIR AIAFATH FHEUAF AT TEAL THE fHgr<eEE nATEie
P gurrTeT: frf T &, o fagrEE



@ Teacher Education

9219 (Providing real time

on pri e):
T T YA T ghae
oy e gHens & @el
Ll AR |
Addre the deep causes of student
intere motivation) : fradre=ar
IR fapre® @R T TRy
HeeH e freewor 7@
|
farg srpvaey gaamafa TEEA |
&TTePT FEHT faaTq TEaA oA fqandt
AT wiaer ag@ds 99

framdter enfir feerzw Ifaa
9, It faaveg T wemeRy faend

T JTTHA NCH I HEqEE,
qargedrs I TN T rafiedar

®EH TB
g @t SIS,
yQem
7 aRQrerT ang fraaes
ARTE AT
Enter F=ITTaH QU kT,
ot gera: gEaer veres T AN

51 TIH qaeee ar Raean
e faerama @, 9T FaEE &1
frFra =1 g T
qeHT 94 A g 99 weREH
7 Je T T 9EE |
fomtor o
AT QU ATST Ty g 1 et

*
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(Extended school days) ¥ I T @raa Praraas (Smaller autonomous schools) & &TH

TRE! A | TGH IIAT fAIegers s T I AHAGF qASA (T qeEs
. RfET:

A fFaem gurEh SR s/ qEw TrReEears aee 9 T T,

a e g & i geserE wraery wRiswe 9T e T,

w fFem yonefrer faendt @ @eargeEe dEar (tracking) RS T Y@@ At
FEAATH AT e R Al W e frndfieeard afvm gemar
IRH TS |

() sEwea, Ay T geetra aft weg A e
QETH JUITAITHT 9fF FHAIRY T JAFAATEE g3 TR | S99 [avaqad aEmsTH

& T g7 foareg o aareE T e 9ol e T T 98 T9Eie

FHAINEE THT T TS GRFAIE, TFEHT AN T THTETE] WhaT JIArs=

JiFATY T FEAqrare fa kaizen F AEAT AT MR TR FF0F T4 A |

£l fewe -

Rrem qureirnt A& g IeAteTEREH @it I= e e w8 | TRw
TEH TTAFE® (graduates) AMYTAT TEHT TITH AT T HTHHT TQRAT TIAMHT AT
[aify® AT T qETH TTAT IS g7 qFAT Frar gundrd Tr@ T afeAr AfswE g |
Rrem goreher s yamgfa T 9ds, a9 @it fraraafis SEes 98w,
TS, farsyas, enfue, ary, geanT, geed, Qv i aikaw aamadea
fraaq a1amERer ¥ IFEESE YR AR 9R6 | AqHear faandia FROr 81gA, Yo
FWOTETZ &1 (Failure is not the cause of student but the cause of system) = IRUITEATS
HTCHAT 7T JUTEIAT S&erdes geard T4 foqey gEardr suare fraso 78 99
AIITIFTATS THATTS ST qied e 9319 T4 feamar fraraaesard &
YRIH T HTERAS |
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WFH [TIaresq FraaEaa aiest gaaw foae Suae Taser giathe agen
4035, = Arafi® qEHT QUIR T TS TEAT 4R9% T IRQK Rierd dome 99
T T<8 | AT PRTEEe AAH qT T JAIYE i 4 qRaERE afrafaY 9dg |
IR TR RrerwAr sl e, =g P fras @R FRe 9 Ju
frareraer enfed ity ggerm Ruere AW A 8 gaEr = wify dgerg oft @EmEw
™ 93 W AR ATAYEE O RrerR qg@n @ i g V| a9 e TEs W
Prarea=rg werg AW | enf Aaw et agEen Faw 18 @aets fradt e
IR AT T gg3TeT JTUTAT RIS JTTTAHAT AT T&H Ay Ivd@ TRUH g3
IS VT IE HEA MG AN @A W [€ 9% 92 99 Rrerdar AR
wuafy 4 Trandt wo sdw e sravamar aoEdeET AT @@ T aEd Riee
I3 < gfa frmdt warg anrasn smafid Roers s e g 49 aReie
FrA=FEAN AR W |

Rrsrreesr R a8 ¥ PBelg q@W taed AR fadiw wua eRw Riere
XA AP H0 AT SIHT &2 AT & | J19: Jrarqaaql qivaeas! Qg
Rreres framdt smara Reared S &9 T O af @ B daiq kA geTe 7 ause
farmmr wr Rieres faamdl saraR sqwE faaww R g I T 9 | R 4T IWEA
Ferereor Pafie=t SirmfY® & fasr \ €1ER o it e faemn o et s v @R
8 W JTE qad aifdar ¥ AT fREue g
afa v: fafi=r sifes & Rrearma faendt Risrss smoma

= Aveafers
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Rreror frerg fFarEaTye aar weaTErer fraa afedarars gy 7R, (Heck,1998)
s s e fafie Sraaes wfia S 8] & ATeaee 4

FATHSTTR [qFZ AT ey 7+ /rgar | UETiAs 91 qieEaF 4

[T R0 M1 sz T AR " | nfie @ @R Rre faerg
fFTTFTT g7 IHET GHIE T 9 AT | ) ArRAESE JinT g e
Al Freemr g s WD, - a1 faravarers, s fea R

HFYURTTS FST<TH ST/ AMFS ARTEH G (Critical and reflective pedagogy of Friere,
1970; Giroux, 1983; Apple, 1990 ) | IETFRE Rreyor Fyarzar:
&) FETHIE FTH AFHAH F=G g T,
@) fraw R g7 e s g oS,
) wETEIS P e SRR g T rarEe faeAr T 9,
) HEHEAT, faig aur qEenyfd gRr T e Fragears frs fawrg EEarrars

HrowEE Ha=w T 19 |

STdF sFems aif Riers arg g o | Rrerwar woar Rieqor Sarems wemwver
FART T T | F9T Rrerdat T quT RageR SEraenT TR | 96 | O faared
Fada FT9 quT Ryua qarerEn ®9raRr g9 94 | Rian 98ld awa@ At R @ 96 )
Y erw Qe shT wSfTAS Fraa T araracoriT Aeg T 9 q% Senge (1990) &
TEHT A |

RTET ST TAATTH THT TAE T | o1, AT frgs qar fafrase fearagars
M SAF STHT @R T4 68 | agHT JgIis (qa1g Ed a8 ATERHT TFANT
TR TAT A9 TAE &1 A g5 | Faraaia ) aa-ifds a1 quretaTsr aoaaidas
FaeaTa RTeTeers aifge agfigay=r T9ATds afigas SYAT 81 T8 (Giroux,
1988) | IHATE FATHISHT [GFZTH TR T4 FE FA TAHEAT IGE | TIA
Friere & W% faaragars TorfT® FR (Political fog) B BRTENE AT 11 9 | Senge

:
:
|
g.
:
;
A
gl
3
g

AT 777 fqazh T8 qdH SR §H A |

Rrereet @ faemdtars adwe T wfaersr sift qar T FesirERer T 8 | a9
aitr i qardrs w7 =fna aw ates Redar® fm g 9, faw qan
sirfra fFaE T 6 | gaa Sifas fraea afsra qar aeks e qar
FAGLE qET T TR H9 gra | fywred fawrg, fasrgar gy weafiran ¥ @9
faerest fae g faerg ardqracrs fasiar 7@ Rieyor faag ey as=ed g
(Florian and Rouse, 2009) | T A1tH 3MTA FT $ & ¥4 Riewad oy Rreraat
U, G, & NFTAT SR 9 (Savolainen, 2009) | AF YEH WHE U
RremaY qiRaT F o a@ fafre fagrgse T M B4 (Sanders and Horn, 1998;
Bailleul et al., 2008) |
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y=atmar snfg Rreror wrifaes Fasres s i Suadt gem | &) ez
=R e, Riae aar el @ferae @ qar gaere fqwa T wan, fgeear
amgfaes gfafaeer war, Qv TR freramT st A snfe e g fawrs, Rreor 1
_ ue 9 gH=g g7 T2 [GFRE SOURROET 98 drEdl fqEE g S
| FAATNA g4, IIgH g<iare RIgr fo@rg arra
frepra I, TAT WA A I, SANEE EH YRR I, T Rreor  fawrg
fFarFeTs F=arw T, @ a9 AT st R 7 Jwar edes fawga
ETAITET ATRT IR Ilea{?K’((Kempt et al., 2009) |
Hrs SIr=ROE i Jr=x, Fe7 99 9, 7 ghe 93 I ol FrdEs TR &
T 98 | P gt e, Rren v Rener o wRt g=meA & R
FIRTAT qrorAr T o | Rren ggfa w&dt g, TURERE) saen s g, FHa FE T,
RrarvgfaaT sy qrtdiees T GR3AEE & @ g1 99, RiseH Faerd & o9 I
? TN frmTa @ FAEHEE & FE THAF g1 A&l WAeSH _ o T JIHEASAT
o Sfaa e s @ift @ a7 ] 9B A 7 afre Rien faerw qun
g s 919 8
Wiy w1e, qegfte snfy ag w Rrenfag a1 waraesa e TR darsar
7 | Rierd faarra et df gareg o s R 96 | qawan e @it Ifeees
IaT AATHE ST AEYTF g7 A8, | vt smanfea Rreror, i faerg, sesmacrs
farers S faarg fatyar war & Rier faerg fearears g=arew T Ris@ars aem
FATSA JEAYTF g | TqFT a1 fafoer aR s s 1 afes s, Tara
fasra FdFwS qa T =1 | favanq, fafire qern smaTfva e SR FEEEE
T | FAHES FAATT T Riewr [qFg afFaFarTn gf@dq | qarEraTE
Aqa o faFra T faalaa auare IR 9ahT G JRYEHNE IEFHAeE G
TH =i faa |
TERER [RATIFAR ATEQ
st favd fafier Forare Sfes 7 @AM = FafEd sEera O 5 1 a9
oqTe aur ¥9 Rren ggta, Rreror fgerg feareary T fae® s ofq et 8
(Choo & Bontis, 2002; Homer-Dixon, 2001; Kozlowski, et. al., 2000) | Rreror faerg
ey qar Rren vgfa @aRd FafayoaR wicars @ty g@vE e sEen
fasar wo@Y B | agueia weEE wRw R e earmares aive, sreEas,
e, gfafy S gerees Itaa ZaeNgs, ITENT 9 FAEITF W B (Kershaw &
Safford, 1998; Privateer, 1999) | T&=Ul FieH W= 94 [AT=T v g@arag rTmaariee
TSI T qr=9eE AIACH B (Bednar, Cunningham, Duffy, & Perry, 1995) 1| TS
T& @iEd T fairdEq W @ Rewr Fd g e T T e faww o
Fargars araftad 1 ot gEFe® g SUE S (Wilson, 1997) | faargat &qr=ora
it fafir=r Rrenfageed fafh= fefawa fam, fagr qur a=ee faam T8 yarm



JATAdH e fRuw g | STETraE |t Rraman Frda Rien goEs, urATATE qar
et Feraan fere T (Hargreaves, 1993) | Rram ggfae aaveran snfde, amtas
AACGHAT [q9 T[T FAH T FATIEF g7 (Soros, 2002) | fae= saemsy Rren
qgfa grae gfafia a= J AR JqETA g7 TRH AT AT Fde g w7 a9 |
Jrordl g RrFAETERTE T & | RyrEiERuq saet ATRHT SgATaE
o A A smer S e g e =& @ e afsa
g1 IF WU G | PITET I UGS T gAEE RN 9T JAdesaR] AFRE 999 g1
Td | AT {AFH W, GEH, {ed AT=qan Anfea T aifera g7 a4+ 16 | ElE
¥ Fqare =i qrer a9 99 | i e seateed) SRt T 999 96 | FdaAs!
ATTAT §A TG & TS | TQY §F AHAT NS [AF@H AniRFES aima
AR TF AT, | AR a1 A 987 & Tae a1 qeshrar afg 7 | A
AMFERE & TARTHT Wed TG | ARREH A T AT Fden 91y WSS T IJH
a1 Rrar aares dards | frerer agwfasy g=raar e gganT 1 o | &l
gt @en g v | free e e e sravas w aut fay 91w T 9 |
IR @R T 941 faq ¥ a1 g 7 qfcprnr amie amer g 96
JTHTHE AT AT FETRTOGE T E&F T el T39I | Revewsr fea @
JATATT FIYH MY @A FGHAT AP TAdE A9 JIRIR GLFAT 97 AT, |
Fq: Rrerretr araraRdty g=qaan ofw frera 1 9 | vatadita g W THaw g9
7% JUIH ATER TH G ARG qaR THaw Rren ggft afwa gq v A& |e
yaeq fastars et faFrsa ardfas SR FETHSHT S T HIRTEH JTIRT
SEY

fars® sar=uE @i Rrem 9gfa, Rreor faarg frareemy e @w@ame
Ffee gq va | faf= fagraess saa Rran ggfae e fafay yowe Fames
YeH TRET B | IAewH HATg aqT Prar FR® adfve. swr=awusr afr swarh
AtrweE g | Rraror Rrerger @i faergars gaga T (Symes & Preston, 1997b) |
AR JQRANE F@ e s 7 fF Far g&aaor (Kapitzke, 2000) | @98
TEarT T fqTg, faaEd @arEds ¥ QUR, 9 Jeamhvar e BRarsar qrad aean
frra T ¥ Sftadaer @t Taw FATSA F et Rreror fa@rsE smuRe &R W@
LE (Reichenback, 1988; Swartz, 1998; Rader & Rader, 1998) | Rrem wgfa smATHS-
fa<rareas (Cognitive-constructivist) fagrare fafde EW (Dewey, 1933 ; Piaget,
1951; Lewin, 1951; Sch6n,1983, 1987, Calderhead,1988; Patton, 2002) | faerg fagr ¢
Fransft wETe It srafFarare o frata s yratrear G 98 | TadTes
A qur st wan) faerzars srafiesar i o

afwa gewrh g3 s e, fr feeea s, Jftadaerg araamgq o
AT gHTEE T faeg qaw [l 9% (Hirschhorn, 1984: Sproull and Kiesler,
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1991) | B Sfed dur TAFER T4 F9 ATATERO (Choo & Bontis, 2002; Homer-
Dixon, 2001; Kozlowski, Brown, Weissbein, Cannon- Bowers, & Salas, 2000) 9fa fgaears
O TRIGF I9ANN 6 ¥ aqua farg @f=a g 7 | hafda a9g sqar asaress
U T Faered faa o 7 s agaw afw Sfaa s K 95 (Symes & Preston,
1997b) | Rreror ‘{}f[ YT FIFATHSF fqgr (Constructivist) 9T€ =914 ‘Fi RERIC (3
(Vigotsky, 1978; Friere, 1972; Wilson, 1997) | fq®1z 7 I=me®s g g aanq 76
(Wehlage, 1995) | TYFIZH SAr=aor®1 i1 Rreror fyergar Seg A aa® i g
frgees 9@ RS S | B TTIA T FFA 937 FF=TaE B FaQ faamiier faag =
I qUAT IAT] JEXTF &3 (Kolis and Dunlap, 2004) | T9&T i Rrarsarg smem
ferr i@ arem, gax faa aRare arr g3 A g7 9 | e g Beareen
fremdt dfxa g 7 T Faemditerr afaamra FRAarg srpsasn smaTiia g9 7= (Bastick,1999) |
fyreror fyerg frareay frndia I==r et Irarg fag, ofed a9, sfoeawdr ssatsan,
FaFrs T aratas At s g@= enfrd g4 780 =91 T 96 (Wehlage, Newmann
and Secada, 1996) | T gfd Rrerrar faFrg fagr=rar arar TR segae T ArFE
g1 T | Frandie arafas &7 @ fedar g v fawasr smaew g ) A srArgafy

¢ frgraesa (Berliner, 1992, 2005; Marzano, Pickering, & Brandt, 1990; Mowrer, Love,
& Orem, 2004; Pratt, 1998; Stronge, 2004; Van Manen, 1991; Wehlage, Newmann, & Secada,

1996) YERTT WwH G |
grerfore Q1A a1 fevrgAs Rz &ar=aeora fd gt i Frate 71 | fergaramdy

] &9 7T R gartre feArsAe s faer g3 A% Higbee, Chung, & Hsu, (2004)

q TKT RET TA | ar g1

q. @Ay FETES fastar 1 (Create a welcoming classroom)

R @ AT Evad fawg a1 fawEeE  da 9 (Determine the essential components
of a course)

3 o &9 Agreg®, IRraEat RreeEt AYETER g9 T4 (Communicate clear
expectations)

¥  THATCHS W e T (Provide constructive feedback)

K. 9 IeafaEr GFR smaan afg v feeEm agan 1 afte gfemm 04 <
gfafrs & g Aire &R (Explore the use of natural supports for learning, including
technology, to enhance opportunities for all learners) )

. fafqy faerg =meen, smavasan, fafauan, ge@r woa SraRitawEm® Mys o
afg 7 7@ 3T Qerfore fafadr a7 T (Design teaching methods that consider

diverse learning styles, abilities, ways of knowing, and previous experience and
background knowledge)
9. faFes T aur fay ggeie a1 fafrg AR afer fastar T8 s@@w =@ T (Create

multiple ways for students to demonstrate their knowledge)




c. fafw= freg f=a o T gfg 74 (Promote interaction among and between
faculty and students)

M s afv g awmEco

Faarg araraRore ofw At Jaeter Tar faeRa srom geaqet Jire frafe
TE | MIHIAR qI=RATFAT, TAETES THraEiar aur favera frearer gwrasian
gz ararEon ik = | faeg aramaoie s, sarRehiEes aaenE,
Rreror faerg qrl, &, SR IrER THR, Rree faardt gewar, faardt et
Tege, faarea wEra aw, P {eeEA, fewrgar afn v g dafre
Aes, fandt aur s fa@em g7 v ot qees 96 | o faerg
AR WeF SO T T T, |

Wit araraar T fafa= fagrees fafaw o, e qur sumoesEw
ZATEN ME B | FE Fed U fraRes i SEaR Iwig TR G
q. faem araraw, faaem wamer feazd 7 uerRr gftarEd e 9|

faerg Iuaferst aaAT GERIHS T919 96 (Schnieder, 2002)

R fAFERE aaEoErd sEE) e fawest ITaferard aFE T 98 (Long,
1993)
3 fomrea oifie AT s 79 79 fgErg araE @R 71 98 (Finks, 1990)

¥, fFrg ararEtoe fEeRT Suet 9 qar fage gan 79 @@ 19 96 (Jackson
and Davis, 2000)

Y. EAMTICETT JHTATATTF Al faera, Taan qumuTH fawet faea, saera
TR TH g GEHarE fae@, amtas S99 qiaT g7 g qaar snfee
Freraer faerg araraRwr #fsa g T

%, faFrg ardqraoe faevew fafag faerg smeam® @as T 98 (Long, 1993)

v frreg, ¥gmE, afnrEs R T anherdEE fAER IR g9e T 9E
(Jackson and Davis, 2000, Loughlin and Suina, 1982)

c. 99g @14, 2 F4, GEFd T IEEd faerw a9 e fawrg ey
AT T fqFrg arqraRere e T 99 (Finks, 1990)

R. faedt faardi famen w=AR T WRFEATS TR T 9E T TN dew=mA, faada
fr<t Fra faaprs F==aer U T 98 (Manning, 2002b)

qo. R, qun faardiard farg fFTreay Fea@y T @dAA )®E T T 9o
9= Ivafel g4 THHT 9Sd T (Anderman and Midgley, 1997)

9. 9 HTHA, THY, @IITEAT AAT AHATETH JTGEE (THEATE I A T
(Long, 1993)

R. S T 9 fawrg, sefas g ¥ gAY aees T fag e
farg, Qefore FRAIEIT T faerg e g feq 98 (Manning, 2002b)

3. fFrg arqraRy Rierd qur faardiar I gA JATEdR SEE @I Ffsd
] T (Jackson and Davis, 2000)
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Q¥ AT, Af, T, T91 ATFR JHREH DT 9f s araracors e i o
(Lackney, 1999a Lang, 2005 Chan, 1996 Black, 2001)

. faareas @], =0 wrar aiRe ot e Syt oia o & faerg
araracn ferrawr Sfaa &= & 96 (Lang, 2005)

1%, Fraraae Jarfan fasrg AR THE dT@F &A1 @A WU s
AT faarag @@ fFT g4 T8 (Lewis, 1995; Chan, 1996; Earthman,
2002)

Afere FraraTor fafay gerearg aveg | @A qEYATT & 96 | ifas e
FIATIY, AEIRTE T/ araraRw, s gedr araraRer, FRAs Jerl ararEe
w&T faygesar ade g R aw A g5qa fagae TAREs #fsa g ) wifa
Arzare e sfFa Frpde:

%) fasrg araE qoq faeg ¥fxa g7 &

@) FEHISINT T afecart IIAERIETS af FaaEqEl F99q 96 |

m fewEw faarg = e e s faRgE S O

o) qEAE, gAAAE Geaad fqerg aarEaterd faead a9eT 9uds |
3) WETHFR WEAT, aWtAE qatwar, g, avifed Fvgly & fwRanTd

s fa@rg ararerard st 7 g Se@ eR wEd e |
) FIREHE ARAG T QUR fqHE IIam@ors it s@m@avas g |
8 faardter g2 7 R dftrs Seaferar s T o
7) faeredr FeARTAra amgE S99 U9 |
) framdier Syafr JETArEl T HEATTF ER T{ T8 |
) faaaaE s @I THEEIAr 9ig T U |

JIF IGTeE WIhd fg#rg ardrEeand fq@g A0 a9eq a9 s | a9 ™
TRy gisr qdw YT ST g1 TS |
MM sr=onE freror g

faenerar T Raroy ferg BRarar s Fafor 1% ®am= @ (Hargreaves 1999; Scardamalia,
2002) | 719 Frwier w14 @fy wewt &7 | a@a i fafr= e Rreror S e
T 9 | QY T P F1 sravaen afF SR 9 | g@a At Rreror faarg fEareeaRie
A gata a9 )

Rreror @ = Rueor fafr A T 9F (Sawyer, 2004) | freror Fvgearg
TR, S A T FEATH TR GoAel AFSAFTHT I FA919q 96 (Cohen,
1989) | faf=T HAFAT AT FAFTH RIeTor nqragETAS ATHY Tt IEAT T Rreyor
faerg fRarEaTT yarm «qrdq T (Darling-Hammond and Bransford, 2005) | TH9&T
AT mufa Rreror FvEers grafyEwar f?ﬁ LG (Bereiter and Scardamalia, 1993) |
ferardienr e wfada 7+ faerg @ feardter afma gefrar gfaiea T o
(Bereiter,1994) | faardiarg squrwrews 7 fastArn @fsa 1 o | fafi= geRe



Fraen T R FEarE G aRen IENEHEr RS I (Bereiter, 1994; Barab,
2003; Stahl 2009) |

frandia areafrs favaerg R a9 161 g4 9fy frvaerd - Fgar
qeA g v | i, e sAEvas yan, 9, gty gw e g9 9"
arfaE Jfadas aift JfFa sfaeaie s frendt qem g7 76 | 7 s fasr
T fawg aREe e w96 e Rieor fewe® swwar soaea ateae
Prramor T 9 | SRIETSATNE qarEre & i fq@r® T 96 (Fehring & Green,
2001; Lankshear & McLaren, 1993; Muspratt, Luke, & Freebody, 1997) | @i faerg
T @ufqafea fEareem smnfea fasrgar e RS (Hargreaves 1999; Hong et al.

2009b) | FHETHIITHT FeFrareHF faFrgd i qaie AramET gganT T 96 (Hong et al.
2008; Scardamalia 2002; Scardamalia et al. 1994; Sun et al. 2010; van Aalst and Chan
2007; Zhang et al. 2007) | fy@EH fagrd T snamafas Fea= S T qaRT T4

gl | Rieror Fasergars sfafuer @edin a od ) srgtq g=AT, gsAR 9t yEnrers
grafeEar f?’j 9e (Scardamalia 2003) | F&T FUEE A qISell REH WINTHT ﬁfbm,
AT, TaAifdE U afde SIAOTET SR g7 TS |

frerorer fafir= fagraes enfva Thasar 8 1 g9 |9fTE =@ T GRHEATETS FerET
P T Rreror faargers @wra S48 (Kincheloe, 2008) | IIFITAFTATS ATH] FTGTEH
iR faydwo 7 qheror T gEw qEks T afakfe S mek a9 i,
JATAT, AT TIT ATATRTS AT AT I Ffd9eq T4 fAFSS (Kincheloe,
2008; Shor, 1992; Tavin, 2003) | Rr&r® Tum faamdY g3arg spaemT T gemad==T smaTid

ATEEATE &9 faFfaa T (Lee in Alsup, 2001) | faerg ar fasoe
Rreror faarg Torfaars O [ snfr yanr 7 ¥969E (Howard, 2002) | @@ 14
qIT IATIAA TFHATT Ewa (Friere, 1993) | aqul faron T w4 g9

faftrar €< (Macedo in Freire, 1993) | &%, faerg T i‘ﬂ'ﬁﬂ% THATT AT S
(Dewey, 1916) | fawrears faazs afana qu amfas SRS J1fT qass
(Greene, 1988) | Qferes FHI=aT a9 AieEd® Mfaars! 998731 41T T (Elasser and
Irvine in Shor, 1996) | Rreror faerg FrardaTTs faendiar sramoness St sy a@
T HATE fa@rE T 98 (Von Krogh & Grand, 2002) | frersat IQTTa faseraar S
AT TR T FRIATFAIHE a9 & wardd e 71 1 fawrger SR )
Rrerurer it FER ‘Tli T (Becher, 1996; Brockbank & McGill, 2003; Nicholls, 2001) |
s &R freror 7 faerg He SRS ift ey TfTE B |
Rreror faerga sifafeaa faarage s qeaeew of faaRa Sw=RomT Jeaqet
IHF @5 | 9gR TEIH JaRa fawra Fdew, arffes RErd, gmerdmn aa
g7 favig qur Rreror afte sk ofq afea YW@ @8 (Crowther, Kaagan, Ferguson
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and Hann, 2002) | fre7& a91 gammaagss auw Rrar@ @ A9, Rose qun
TITATATIHH) T TATTHAT g &A1 {93719 (Andrews and Crowther, 2004) , TadATHSE
FAHRF) IH T FA=A9 (Huberman and Miles , 1984), TEFTATHF FTHTHTR
faera wQ faarn g=aTeR 7T7§ e (Fullan, 2006; Hargreaves and Fink, 2006) | {T¥%1
&g Py, geafrarges ol sfFan, Seard, s@a I=aR, Yadqreqs FTaHTars

grafyran iR 96 (Goldring, 2002) | faareas @8 3T W i A 97 T g I
(Newmann & Wehlage, 1995; Louis & Kruse, 1995, 1998; Louis, Marks & Kruse, 1996;
Louis & Marks, 1998) 1

frarera Ao qur Ruerr fasrg RRarEdaes =TT TRFArESE Aqd, T
w4, Arfed Fofg, arperd) faerg, e e, mwmﬁﬁqﬁ@ruenert,
2000) | frarerg aeeR, gurRrANE a9t Rrsee faaraaar, freror faerg gt
TSI, faendt qengwA aur Jusfern quRer it arfes Rard e o
(Newmann, 1994) | faareraay @, yafeqiy, avoes) araifrs aur qiesirs ararao
e a2 a9 R 9 (Patton, 2002) 1 Freera e dEmTe IR sEyRITATE
T TS T | TqH AT @Iqafdd Sawe Frdshdm g1, e fasrg

Brareay, fafy snfee aren afes geww, faweer fawaty aefes famw aan

Rrere ot TR IO faarg anfe Frdwears ofy TiRaTE ary Ay T 99
(Kruse, Louis and Bryk,1994) |

gfemma, sfierr qrerur T snaTgdrd e e EmyR qur freor R
PrarEeTT Td | 99 IR qfe=mrT g7 T e g Rusror faerg
Prarseny gl g7 ST | /ETI Rrerurer Ry arafas sar=om wwERT T
gfe=ra fatay garear g T Rraror faarger siqames 1+ o sraureon fra s srafEEars
I M TR B | ITIATHF THEH & (Atkinson, Morten, & Sue, 1998) | AT
IferTer 9= (Cross & Fhagen- Smith, 2001; Ferdman & Gallegos, 2001; Helms, 1995;
Kim, 2001; Renn, 2004) | EeSUGHGRIRIG] (Phinney, 2003; Sodowsky, Kwan, & Pannu,
1995; Torres, 1999) | ﬁ{f’ﬁﬁ gfg=m (Cass, 1979; D’ Augelli, 1994; Fassinger, 1998) |
fedry smavasar U SHES IRE=TE (Olkin, 1999) | Fguelia dfgs qfe=m (Jones &
McEwen, 2000) | ZGTFREA e giafi=aarer snfir sirear smafe Rrsyafaes g
frarea g=ara T wre i 9
e

Wit w9 717 F qrfeE Regard e od | gk, aaafas Royard @
TgH AT TeAfae o R g1 T T aeAfaard foaesad R s da,
qaTatYE RRard &1 | TIEE W AI™IYAHT O 99 g8 Sfa=fad S (e
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1. Abstract

Modern societies are becoming unable to continue longer due to their more diversified
and multifaceted characters by following rules and regulations promulgated in the past.
Leaders as well as managers are in chaotic situations in making right decisions in every
field of practice caused by the scattered needs of people. An appropriate path could be
the Buddhist way of education where meeting point of materially secure society and healthy
body exists. Buddhism encompasses the entire collection of works by Buddha Shakyamuni
and is called Tripitaka. It is a religion about suffering and the need to get rid of it.
Buddha's teaching contains discipline, meditation and wisdom. Wisdom is the goal of
education which can be attained by deep concentration with great discipline called
meditation. Meditation means training the mind to empty it all of thoughts. Buddhism is
the way of conflict management and means of happiness in human life. Remaining work
is to bring peoples’ eyes towards the Buddha’s education and its real practice in life.

2. Introduction

Today, human life is becoming more complex in terms of trouble-free living, perceiving
each other in the surroundings, contributing to society and exploring new knowledge and
transforming it to advance human society. Modern societies are becoming unable to continue
longer due to their more diversified and multifaceted characters by following rules and
regulations promulgated in the past. Leaders as well as managers are in chaotic situations in
making right decisions in every field of practice caused by the scattered needs of people.
Aspire of education has become so dissimilar to gratify ones convoluted inevitability.
Rejections, bad features, miserliness, doubtfulness are becoming common features of human
beings.

On the other hand, people are generating new knowledge and supplying others to be
satisfied themselves and getting success to make free from reluctances from others’ lives.
Some people are inventing the holy way of living and spreading it around the world. We are
perfuming bina ourselves but still searching to find its sources. We know the ways of
preventing diseases but waiting to cure after suffering from it. Western literatures are
becoming our mantras ignoring useful lessons from eastern philosophies. We are forgetting
our sages and saints and enjoying in others cage at rent.




Buddhism is a wonderful philosophy that teaches people to make happy. Happiness
comes after eliminating delusion and brings us in true knowledge. Buddhism is an education,
art of teaching, broader than aspecificreligion and way of living where all kinds of resolutions
of different complications are involved. Buddhism originated in the holy place of Nepal
and spread out all over the world. Today’s necessity is to carry out the essence of Buddhism
in our private as well as organizational behaviors.

3. Buddhist education

Today, formal education is running in a great confusion. Classroom instruction is
becoming so routinized and children often consider school as a place to exercise impatience
rather than an adventure of learning. Leaming achievement is by mistakenly considered as
obtaining high scores in the examination by any means. High scorer students are also
exhibiting poor moral characters. Teachers also are dissatisfied with the system but unable
to correct it with appropriate alternatives. Commercialization in education has created the
pressure to produce graduates according to the needs of market. It has deviated in aiming
true education in real meaning. An appropriate path could be the Buddhist way of education
where meeting point of materially secure society and healthy body exists. Education plays
such an important role in Buddhism because the Buddha teaches that the root cause of
suffering is ignorance, a deluded understanding of the nature of things (Bodhi, 2009).
Buddhism is the main religion in many Asian countries. It is a religion about suffering and
the need to get rid of it. A key concept of Buddhism is Nirvana, the most enlightened, and
blissful state that one can achieve. It is considered a state without suffering.

Positive moral attitudes, especially non-violence, the significance of right livelihood,
positive human communication skills, the essential equality of all human beings, respect
for others, honoring their right to make up their own mind and live in the way they want to,
appreciation of the environment, all are the essence of Buddhist practice and can be effectively
communicated through education (www.bhutanstudies.or g.bt).

Buddhism encompasses the entire collection of works by Buddha Shakyamuni and is
called Tripitaka. This can be classified into three categories: sutra, vinaya and sastra which
emphasize meditation, discipline and wisdom respectively. In the beginning, Vinaya, Sutras
and other subjects were taught in Buddhist monasteries. Buddhist education taught people
to be compassionate, understanding, patient listeners and well-balanced individuals. The
pattern of education expanded with the growth of monastic institutions in terms of size and
complexity. Later on, famous Buddhist institutions like Takshila and Nalanda developed
into true universities. The two major schools of Buddhism, Theravada (the teachings of the
elders) and the Mahayana (the great vehicle), are to be understood as different expressions
of the same teaching of the historical Buddha.

Buddhist education provides the greatest enjoyment for humankind and makes free
from afflictions, delusions, and wandering thoughts. Buddha'’s teaching contains discipline,
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meditation and wisdom. Wisdom is the goal of education which can be attained by deep
concentration with great discipline called meditation. The modern continuing educational
system is necessitated by the advancement in technology. However, twenty-five hundred
years ago, Buddha had already adopted this idea in bringing his students back for additional
teaching (hwww.buddhanet.net/budasedu.htm). Thus, Buddhism is a way of teaching as it
teaches us how to regain our true wisdom. True wisdom comes from pure mind which
contains nothing. Studying of Buddhism begins with eliminating all thoughts in order to
obtain a pure mind. Thus, studying Buddhism is practicing to eliminate previously occupied
thoughts that make man biased. Buddhists try to reach Nirvana by following the Buddha's
teaching and by meditating. Meditation means training the mind to empty it all of thoughts.
4. Use and implications of Buddhist philosophy in Nepalese context

a. Conflict and peace perspectives

Nepal is on the way of peace process after a long conflict during the last decade. There
are dozens of sentimental issues that brought the country in a state of long conflict which
was difficult to manage only by political decisions. The permanent resolution of conflict
comes only from heart of people participating in the conflict process guided by Buddhist
philosophy. It needs the situation of neutrality that comes from right mindfulness. Right
mindfulness is the quality of complete awareness developed through the four foundations
described by Buddhism.

b. Secularity perspectives

Buddhist education shifted from the home of the teacher to the monastery in contrast
with to Brahmanic education. Buddhist system of education was monastic and people of all
castes were admitted to Buddhist Sangha, and in Buddhist centers of learning. Admission
was open not only to monks and nuns but also to other seekers of knowledge and learning,
even to non-Buddhists, irrespective of caste and sect which was controlled by a collective
body of teachers. In India, uneducated and underprivileged people like untouchables were
allowed to join sangha. Under privileged people were awarded by monks and nuns and
became free from social injustice. Gradually, they became Buddhistsug:’ followers and
gained higher status in their society.

Nepalis declared as a secular country politically but still there can be heard the chants
of one religions’ domination. True management of it is the teaching of Buddhism to people
so that they could live together in a religiously diversified society with a high tolerance.
¢. Pluralism and its management

Buddhists had their own educational system that was entirely based on different principles.
Buddhist monasteries provided the followers with spiritual guidance as the core of education.
Buddhists never believed in caste distinctions, they believed in equality of all men, they
believed in equal status to women (Sharma, 2009). According to B R Ambedkar, Buddha
taught, as part of his religion, social freedom, intellectual freedom, economic freedom and




political freedom. He taught equality, equality not between man and man only but between
man and woman. Buddhism does not behave differently among different classes in the society.
We can’t see the chronic conflict between different social groups in Buddhist countries. Being
a pluralistic society, Nepal needs to manage it wisely through Buddhist education.
d. Philosophy propounded by national hero

Buddha was born in Nepal in 623 BC as a noble Prince of the Shakya clan. One day,
after growing-up, marrying and having a child, Siddhartha went outside the royal palace
and saw, each for the first time, an old man, a sick man, and a corpse. He was worried by
what he saw. He leamned that sickness, age, and death were the inevitable fate of human
beings — a fate no-one could avoid. At the age of 35, he attained Buddhahood with perfect
enlightenment that is the supreme state of perfection. Buddhism is not only the religion but
an excellent philosophy too. Now Buddhist philosophy has become an international
philosophy to make human life pure and millions of people are behind it. Buddhist philosophy
is taught in different universities around the world. Nepal has taken him as a national hero
and there is no debate on respecting Buddha.
e. Buddhism beyond religion

Buddhism is Buddha Shakyamuni’s education system. The goal of Buddhist education
is to attain wisdom. Main objective of our practice is to achieve ultimate wisdom. It is an
educational system aimed at regaining our own intrinsic nature. Buddhism is different from
many other faiths because it is not centered on the relationship between humanity and God.
Buddhists do not believe in a personal creator God.

. f.  New approach of teaching

At the time of Buddha, teaching was verbally delivered without using books. Pupils
hadto learn by heart Dhamma and Vinaya. During the course, there was unrestricted freedom
to argue, to dispute, and debate and each was expected to think reason and decide for himself
all matters of Vinaya and Dhamma. Monks and nuns were also trained in various cultural
subjects, in the tenets of other faiths and in systems of philosophy. Buddha adopted various
methodological approaches for teaching and learning to monks and nuns as Gradual
Approach, Illustrative Approach, Analytical Approach and Experimental Approach.
Various approaches are applied in teacher training in Nepal but could not be the part of the

teachers’ behavior in the classrooms. Buddhist approaches in teaching in formal education
may help to correct our passive leamning situation.
8. Psychotherapy

Some Buddhist practitioners advocate presenting Buddhism as a psychotherapy, since
the teaching of Buddha is freedom from mental disease” (Brazier, 2001b). More wraditionally

the Buddhist path is seen to rest on three legs, called in Sanskrit Sila

o . , Samadhi and Prajna:
Sila is ethical conduct, or " nd Frajna:

to cultivate our fundamental ethical nature" (Brazier, 2001b).

Sa . : : I
madbhi is pure mind, obtained through meditation practice, and Pra jna is wisdom seeing
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into reality. Another Buddhist concept which is very relevant to psychotherapy is the
bodhisattva, another Sanskrit word to designate the person oriented towards Buddha, or
"who lives on the way to enlightenment, for the sake of all sentient beings. This is the
Buddhist model of the ideal therapist", Brazier writes (2001b).
5. Conclusion
The impact of Buddhist philosophy in managing social enmities is as deeper as the
history of Buddhist education. Buddhism has a great role to balance this varied world and
maintaining it. Merit purifies human mind to see the clean real world by inner eyes. All the
elucidations of world's sufferings can be attained from it. Remaining work is to bring peoples’
eyes towards the Buddha’s education and its real practice in life.
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Abstract

Continuous Professional Development (CPD) is a new approach for human resource
development. It embedds ongoing learning practice in teacher education system. Blending
learninng with performance is beautiful aspect of CPD. Education, training,experiences
and performance of individual put together enhance the capacity of individual as well as
organization. Similarly, pre-service, job induction, inservice, work experiences and
performance appraisal can be used as components of teacher education system.In this
article, some models, standards and some important aspects of professional
development (PD) are presented and discussed. Similarly, Nepalese practice of PD
is also discussed. Present practice of PD is focused on knowledge, attitude and
skills (KAS). Besides that, heath, commitment and awarness of teachers should be
considered important aspects while designing and developing teacher professional
development (TPD). In this regard, school sector reform plan(2009-015) has
developed new policy, program and institutional arrangement for TPD to adopt
CPD in the teacher education system. Lead Resource Centre/Resource Centre (LRC/
RC) should be given responsibility of implementation of TPD. The contribution of
TPD in teacher’s effectiveness will determine the future of CPD in the teacher
education system. The capacity and roles of LRC/RC, technical support from NCED/

DOE, resource avaibility, clear policy and program of TPD can promote CPD.

1. Introduction
Professional development refers to ongoing learning opportunities that are available to

teachers through their school or resource centre. Effective teacher professional development

is defined as professional development that produces changes in teachers’ instructional
practice, which can be linked to improvements in student achieve ment. The main purpose
of teacher professional development is to prepare and support teachers by giving them the
knowledge, skills, attitude they need to help all studen ts achieve high standards of learning
and deve lopment. Now, it is an essential part of school reform and development around the
world. In the past, professional development of teacher consisted of teachers participating
in one or two workshops or "one size fit for all" program to develop instructional practices.
They listened passively to outside trainers and were then encouraged to apply the skills in
their own classrooms. Today, professional development must be more than training in new
knowledge or instructional procedures. It must enable the teachers to move to the next level
of expertise and enhance their ability to make changes that will result in increased student
achievement.

In addition, this professional growth will only occur if teachers are provided with
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expanded learning opportunities, ample peer support and extended time to practice, reflect,
critique and then practice again. Professional development programs should support
curricular and instructional change that enhances student learning in the personal, social,
and academic domains. Professional development must have a significant impact on what
is taught, how it is taught, and the social climate of the school so that students’ gains in
knowledge and skill and their ability to learn increase (Joyce and Showers, 2002b). In
many countries Continuous Professional Development (CPD) including pre-service, job
induction, in-service and self leaming for teacher development is practised. Training,
qualification and experiences are made important parts of professional development in the
teacher education system.

Government of Nepal has been implementing number of plans, projects and programs
with external support since 1971. School sector reform plan ( SSRP) has envisioned school
based training with strong post support mechanism. But there is still the question on utilizing
training skills into classroom practices.

2. Professional Development Models
Various research findings and literature have explained many models and approaches

of professional development. According to Gaible and Burns (2005, P.25) Teacher

Professional Development(TPD) can be divided into three broad models. They are presented

as follows.

1. Standardized TPD : It is the most centralized approach, best used to disseminate
information and skills among large teacher populations. In this model, training providers
are made responsible to ensure the quality of training program.

2. Site-based TPD: It focuses on intensive learning by groups of teachers in a school or
region, promoting profound and long-term changes in instructional methods. It is demand
driven training approach to develop skill in trainees.

3. Self-directed TPD: It is independent learning, sometimes initiated at the learner’s
discretion, using available resources that may include computers and the Intemet. It
provides an opportunity to share and implement knowledge and theory to develop
knowledge, skills, attitude of teachers towards their profession.

Similarly, Villegas & Reminer(2003) mentioned three models for effective professional
development of teacher. They are : Organizational partnership model, Small group or
individual model, Skills development model. Furthermore UNESCO (2004) has also
mentioned three models of professional development, they are Knowledge of practice,
knowledge in practice, knowledge for practice. These three models of PD are interconnected
to develop capacity of teacher in skill, knowledge, and attitude.

Training is used as a part of professional development (PD). It is not sufficient for
professional development (PD) but necessary. It is a passive experience. Participation is
limited with teachers having little or no time to meet. Teachers believe that their professional
development activities with their colleagues relate to discuss how to apply them to significantly
improve their classroom strategies. However, teachers have no input into the planning process,




withtraining topics selected in a "top down" manner by school level administrators. Teachers’

lack of involvement often results in delivery of training that is not related to their interests or

professional needs. Trained teachers are often expected to bring change in their classroom

practice after. Tomake effective training program, training providers should consider training

outcomes including the following aspects:

w Knowledge or awareness of educational theories and practices, new curricula, or
academic content

w.  Positive change in attitudes toward self, students, and academic content

Demonstration or modeling of skills

B Practicing skills with other teachers.

Therefore, every professional development model should increase effectiveness on
teachers’ knowledge and skills, changes in classroom practice and improvements in student
learning. -

3. Standard for Professional development program

Effective professional development require results driven, standards-based, and job
embedded programs. Standards provide direction for designing a professional development
program that ensures that teachers acquire the necessary knowledge and skills and the ability
to transfer the skills learned to their classrooms. The standards are divided into three areas:
content, process, and context. Detailed description of standards is presented as follows:
Content Standard

These standards focus on the actual content of the training program and include issues
such as which program will be most successful and who will be an effective facilitator.

¥

Content knowledge provides them with research-based instructional strategies to assist
students in meeting rigorous academic standards, and prepares them to use various types of
classroom assessment. It provides knowledge and skills to involve stakeholders appropriately.
Process Standard _

Process standard is as important as the content of the program. Professional development
improves the leaming of all students: Uses disaggregated student data to determine adult
leamming priorities, monitors progress, and helps sustain continuous improvement. Uses
multiple sources of information to guide improvement and demonstrates its impact. Head
teachers must provide strong leadership in order for professional development programs to
succeed. Applies knowledge about human leaming and change.

Context Standard

Context standards emphasize the influence of the organization, specifically the school’s
culture and climate, on individual leaming. Professional development that improves the
learning of all students: Organizes teachers into learning communities whose goals are
aligned with those of the schools. Each school is required to develop a professional
development program in consultation with teachers, ETC, RCs colleges, other professional
institutions and community agencies.

Similarly, work environment and training environment should be similar to maximize
the application of training skills into practices. Professional support to ensure application
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of training skill is feltimportant. ;
4. Some important aspects for effective professional development of teacher
Identify professional development needs

Training providers must first identif y potential weaknesses in the instructional programs
and then develop training strategies that will help to improve them. When conducting a
needs assessment, trainers must remember thatneeds change over time. Strategies and ideas
gain and lose popularity, teachers’ professional knowledge grows, population demographics
change, and students’ learning needs also consider important aspects while designing and
developing training. Likewise, renewal within a curriculum area (orientation on competency
based curriculum) is important. Also, teaching and learning strategies (selecting a strategy,
such as cooperative learning or mnemonics, to implement school wide) and technology
(training staff on the use of computers, videotape, broadcast television, or the Internet) are
the areas of professional development of teacher in the changed context. Similarly, attending
to special populations (implementing population-oriented initiatives that focus on students
with special needs or students of varying cultural backgrounds, for example) is another
important aspect of course duration. To identify professional needs, performance and
professional or skill deficiencies of teachers should be identified before the design and
development of the training program.

Involve teachers in design and development

Leamning is more likely to occur when teachers have influence over the substance and
process of professional development. Professional development should be designed by
teachers in cooperation with experts in the field. Teacher representation should be great
enough to exert influence, but the process must incorporate knowledge that is evolving
outside of the school.

Align professional development with curriculum

Planners of professional development programs should study the curriculum and review
national curriculum. It helps teachers understand what standards mean, how professional
development strategies can be implemented to attain local, national standards, how to
determine if students meet a standard, and the difference between standards-based and other
forms of instruction.

Likewise, professional development needs to be developed based on instructional
practices, closely aligned with school goals and for student learning, teaching, and
professional development goals to produce changes (Sparks, 1997). So, training programs
that are disconnected with teachers’ instructional practice, school goals, will not produce
results for students or and improve student achievement.

Broaden teachers’ content knowledge and pedagogic skills

Studies have found that the enhancement of teachers’ content knowledge and pedagogic
skills are critical components of successful professional development programs. Professional
development must help teachers gain a thorough understanding of the content they teach,
effective instructional strategies for teaching the content, the ways students learn the content,
and the problems students typically have learning the content (Noe, 2002). Kennedy (2000)




found that successful professional development programs give teachers a greater understanding
of how students think and leamn and allow teachers to develop their own practices, rather than
one shot program for them to follow. Likewise, most effective PDs provide teachers with the
least specific information about what to do in the classroom and the most specific information
about the content they will be teaching and how students learn that content. In addition,
development of knowledge, skills, and strategies, training activities should instruct trainees
how to transfer the knowledge and skills they acquired to their classroom practice. Thus,
trainers must understand that the transfer of training skills is a task that is separate from the
acquisition of knowledge and shills (Joyce and Showers, 2002).
Pay attention to individual needs

Professional development must address the diverse interests of all teachers. Delivering
the same instruction to everyone ignores the individual needs of teachers in different fields
with varying levels of experience. Hence, professional development programs should
incorporate a variety oflearmning strategies and not rely on a single training method. Planners
must recognize that different people learn in different ways. A variety of activities allows
teachers with diverse leaming styles to examine the same concept in different ways and
maximizes the number of participants who will understand and use the new strategies.
Professional development should include training in both theory and practice, provide
opportunities for collaborative problem solving, and include a variety of activities, such as
readings, role playing of techniques, watching videotapes, live modeling, guest lectures,
and visits to other classrooms and schools with similar programs. In professional
development, it is important to address the questions participants are asking, when they are
asking them and to pay attention to participants’ needs for information, assistance and support.
Embed professional development

Job embedded leaming is leaming by doing, reflecting on the experience and then
sharing insights with colleagues. Activities such as coaching and subject committees are
examples of job embedded leaming, but informal interactions within a school can also
promote job embedded leaming. For effective professional development, PD must be
integrated into teachers’ work day and include activities such as coaching, self study, group
study, inquiry into practice, and consultation with peers and supervisors. One-shot workshops,
conferences, and in-service days that have no connection to the real work of schools reinforce
the misperception that adult leaming is best accomplished outside of the school.
Provide sufficient time for professional development

Sustained and intensive professional development was more likely to have an impact
on the classroom practice than shorter forms of professional development. Teachers rarely
have time in their busy day to engage in professional development. Finding time for
professional development and follow-up activities is essential because teachers have few of
the opportunities for growth that are available in other professions.
Promote collegiality and collaborative exchange

Professional development programs do not succeed when teachers are passive recipients
of information, instead of active participants.Work together, reflect on their practices,




exchange ideas, and share strategies and expertise would lay foundation for CPD. For
collaboration to be beneficial, it must be structured and purposeful, with efforts guided by
the goal of improved student achievement. Without this structure, practitioners have found
that collaborative efforts can lead to conflicts between teachers over professional beliefs
and practices. Moreover, teachers who work together are more likely to have the opportunity
to discuss students’ needs across classes and grade levels and exchange ideas about concepts,
skills, and problems that arise in their teaching experiences. They are also more likely to
share common curriculum materials, course offerings, and assessment requirements.
Reflect best available research and practices

Successful professional development programs use the best available research and
practices to shape their content and pedagogy. It should be implemented on the basis of
research findings, not just because an idea is popular. Many professional development
programs are more opinion-based than research-based. Training providers often believe
that if it’s new, it must be better. Before implementing a professional development program,
planners should obtain evidence of its effectiveness in improving student performance and
thoroughly examine its validity and relevance to their own setting. In this regard, training
providers need to examine the history of professional development programs. If an idea or
approach didn’t work in the past it probably won’t work now in the current setting.
Ongoing professional development

Professional development must accomplish the same thing for teachers that trainers try
to achieve for students: a lifetime of ongoing leaming. Professional development is a process,
not an event, and must be perceived by teachers as a career-long learning continuum. There
must be a realistic view to try to achieve for students: a lifetime of how much change any
teacher can implement at one ongoing learning. PD will start from school education and
end in retirement life. In this regard one short activity may not work.
Implement school-focused professional development

Professional development is most successful when it focuses on goals for student leaming
that are based on the unique strengths and challenges of individual schools. Each school
must determine what type of training it will most benefit from and then design its professional
development program according to its specific needs. A major factor in any professional
development program’s effectiveness is school context, or the beliefs, expectations, and
norms that constitute the culture of a school. Context plays an important role in determining
whether or not a professional development program will have the desired impact at a school.
A single-session workshop can have a positive effect in the right school context. Conversely,
if the school context is not suited to the professional development program, a well-planned
and delivered program is less likely to be effective. School based PD helps to develop
continuous PD. even though school-based trainings have problems in design and development
of training program. District level training providers’ capacity should be strengthened through
system/instituion linking with professional institution.
Technical support for professional development

The effectiveness of professional development programs is enhanced strong support




from principals. Providing professional support after training has become a genuine issue in
teacher education. Who is responsible for this? HT, school or RC ?
Actively participating in teachers’ learning experiences.

Promoting collegiality, informal communication, and experimentation among teachers
to apply learnt skills and explore new knowledge for self development of teacher on the job
is equally important. Professional development should provide sufficient time, support,
and resources to enable teachers to master new content.

Peer coaching

Peer coaching is the collaborative work of teachers in planning and developing lessons
and materials to implement strategies in the classroom. Teachers consult with one another,
discuss and share teaching practices, and observe each other’s classrooms. Peer coaching
provides opportunities for teachers to exchange information about the content. Teachers
who use peer support as a learning in training sessions are more likely to transfer new
strategies to motivation, support, and technical assistance. In addition, peer coaching not
only contributes to the transfer of leaming, but has also been found to facilitate the
development of collegiality and experimentation within schools (Joyce and Showers, 2002).
It leads to the establishment of professional leamning. Schools are most effective when
communities work within schools. They work as professional learning teams of teachers
who have shared goals for student achievement that are characterized by learning, shared
experiences, a common core of knowledge, and shared goals for student leaming. Leamning
communities enable to establish collaboration, experimentation, and commitment to
improvement in teaching learning process.

- 5. Present practice of professional development

Looking at historic deveopment of professional development of teachers in Nepal, it
starts from NESP. National Education System Plan from 1971 to 1976 outlined a long range
plan for teacher education. Some of the guidelines and principles given by the plan are (a)
all schools should recruit trained teachers (b) all untrained in-service teachers should be
trained (c) an intensive training should be provided to teachers to teaching skills (d) the
curriculum of the teacher education should be revised to meet the current needs, and (e)
research should be conducted to examine the relevancy of the curriculum, effectiveness of
teaching methodology, and evaluation system (MOE, 2005). Before 1971, all schools were
established and managed by the local communities with their local initiatives and resources,
although they had limited resources and expertise. All teachers were selected, appointed,
and retired by the local bodies.

Similarly, National EducationCommission (NEC,1992) brought up the need of teacher
education system. The report, for the first time, mentioned about effective system for teacher
development through NCED. High level national education commission (HLNEC, 1998)
recommended the need of training and license for teacher. Most importantly, the report, in
particular, suggested making transparent and competitive selection procedure for teachers
as opposed to prevailing procedure in which teachers were appointed indiscriminately. The
report also recommended higher education qualification to become head teachers than for
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class teachers in each level. The recommended points as national policy on teacher training
are: (a) make teacher training obligatory for teaching professionals at the school level (b)
provide training for in-service teachers (c) increase the salaries of trained teachers (d) give
preference to women teachers, and (e) revise training programs suitable to teachers at each
level. However, no specific requirement s have been suggested for head teacher wraining. All
reports argued that only professionally competent teachers can enhance the overall
development of the students. Professionally competent teachers can produce a skilled
workforce needed for the economic development of the country. Meanwhile, Teacher
Education Project (2002-2009) established nine primary teacher training centres (PTTCs).
Likewise, SESP (2003-2009) was implemented for secondary teachers. These two projects
have merged NCED, DEC and SEDEC into NCED by making it single/apex training
institution. Then, under this apex body, nine ETCs (ka) formally PTTCs, 20 ETCs (kha) and
5 ETCs (Ga) were established for teacher development.

DOE (2005) mentioned that a High Level Working Committee on Education ( 2001)
was constituted. The committee gave sufficient attent ion on school management and PD of
the head teacher and teachers. National Centre for Educational Development (NCED) is
conducting certification and recurrent training courses for primary and secondary level
teachers through Education Tr aining Centers (ETCs) located at different places in the country
and through other allied training-providers. There are 34 ETCS and 46 LRCs for teacher
training under the NCED system.

SSRP (2009-015) has envisioned four stages of teacher professional career path:
beginner, experienced, master and expert; for bath basic and secondary level teachers. Some
indicators such as time on task, seniority, qualification, training and students' achievement
will be used to promate teachers for their respective career path. Besides that, teachers who
have additional academic qualifications will gain eligibility for fast-track career progression
at the relevant levels.

Again, SSRP proposed a one-year teacher preparation course with qualification to be a
prspective teacher. The Government will remain responsible for teacher development
functions. In order to keep abreast of new develgpments in teaching and learnin g practices,
teachers must acquire one month in-service training at least once in every five years. Provision
will be made to accredit the short term training courses to link with teacher career
development. Teacher professional development will be linked to career development made
available through both long and short term means. Head-teachers’ minimum qualification
will be B. Ed. and M. Ed. with head-teacher preparation courses for basic and secondary
schools respectively.

6. Strategic programmes

MOE/NCED has been implementing following programmes for the teacher professional
development through ETCS, LRC,RCF OE and other professional institutions throughout
the country.

w.  Qualification upgrading programme
w  Certification in-service training (10 month and one month in-service training at least




once in every five years)

L/RC-Based demand driven short training

HT certification training(1-3-month School Management and Leadership Training)
Monitoring and post-training support to the teachers

Capacity building activity

JobInduction training to novice teachers and officials

Teacher professional developmentprogram needs to be revisited to develop continuous
professional development of teachers incorporating emerging knowledge, skills, values,
attitude and awareness in subjectknowledge, pedagogy, assessment, use of technology and
other cross cuting issues. In this regard, MOE (2010) mentioned that teachers should be
developed in the following areas:

Knowledge

¥y

w Mastery of academic subjects

w Expertise with diverse populations and leaming styles and methods

w Expertise in student centered active learning instructional methods

w Expertise in curriculum development

w  Expertise in effective classroom management

w Expertise in continuous assessment system (CAS) methods

Skills

w  Skillsin promoting active leaming

w Making and using instructional aides and supplemental materials

w  Use of continuous assessment remedial instruction

Value

w  Voice importance of education and instructional quality

w  Voice importance of children’s enrolment and regular attendance

w.  Support team work and participatory work style.

Attitude

w Arrive on time and be present in the classroom during the full teaching hours.

»  Give importance to all children in each class

w Teachin a non discriminative way.

w  Support other teachers

w  Serve as example in following professional ethics and Code of Conduct.

Health

w  Nutritious food and snacks at schools are available to all students to keep them healthy
and alert

» Health clinics for students and community members run at school on regular basis

w HIV/AIDS prevention is practiced by teachers and parents

w Physical education run at school on regular basis.

Awareness
Teachers, HT, SMC, PTA and parents know the value of these competencies

and how they contribute to school and children’s success the above mentioned aspects can
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be used to assess the professional needs of teachers. For this, school based professional

development interventions are assumed to be important for school development and personne\
development. The following charts can assist us to initiate effective professional development

School-Based Improvement* ® Regular attendance
® Active & Participatory

Teaching and Leaming

Expected ® Time on task
resultsin the . )
Parents school Diagnosis
Well-managed school Observation,
with competent Supervision,
teachers Meetings/Interactions,
Data analysis...

Training, seminar. workshop.,

meetings, sharing, consultations. Treatments Problems related to
field visit, educational materials Management Pedagogy
& equipment support. physical (Inputs) Resources Rules and
facilities etc. Regulations

Resource Centre

of head teacher and teacher in a continuous approach.

The chart stated three primary outcomes of training intervention: learning, individual
performance, and organizational results. These outcomes are defined as achievements of
the learning outcome desired in an HRD intervention, change in individual performance as
a result of learning being applied on the job, and results at the organizational level as a
consequence of change in individual performance. To materialize school based training, ETC
Kha and ETCs, Ga should be convert into LRC/RC with assigning educational service
delivery role as new additional role. Role of ETC Ka has to be extended to cope with new
professional development approach for teacher development. Nine ETCs can be assigned
to do research and development work, run training including vocational and technical
education and distance education, organise material design, and provide technical support
in CAS and curriculum development. Role of NCED should be extended to deliver
professional degree in managment course as well as teacher training in Nepal.

7. Conclusion

Continuous professional development enhances teacher capacity to be committed,

trained teacher. It helps teachers to work professionally, technically and effectively in teaching




learning process. Effective professional development produces changes in teachers’
instructional practice, which can be linked to improvements in student achievement. The
time teachers spend in learning and engaged with other teachers is just as important as the
time they spend teaching students. Student performance improves when their teachers attend
high quality professional development programs and transfer new concepts and strategies
to their daily classroom practice. But in practice, the contribution of training program into
classroom has been found not significant. International practices, research findings, theory
all suggest us to revisit professional development program. Moreover, successful professional
development programs have clear, specific goals and objectives; actively involve teachers;
and consist of multiple training sessions over an extended period of time. Similarly, teacher
education system has to put practice of knowledge for practice, knowledge in practice and
knowledge of practice for effective professional development of teacher. Likewise, self
development practice should be introduced as part of professional development. Design,
implementation, application of training program should be interconnected with student’s
achievement to improve the present practice of teacher development. Pre-service, job
induction and in service and self leamming are the key elements of professional development
of teacher. Job induction and self learning practices are not found in effective implementation
of the present professional development of teacher. Other features of successful professional
development include aligning the program with student content standards and curriculum;
broadening teachers’ content knowledge and pedagogic foundationl:, promoting collegiality
and collaborative change, and providing teachers with ample opportunities to engage in
follow-up activities that will better enable them to transfer the newly acquired strategies
their classroom practice.

8. REFERENCES

Joyce, B. and Belitzky, A. (1997). Creating a Staff Development System: Report on the
Florida Staff Development Evaluation Study, Florida Department of Education.USA.

Joyce, B., and Showers, B. (2002). Designing Training and Peer Coaching: Our Needs for
Leaming.

National College for School Leadership. Retrieved fromhttp://www.ncsl.org.uk/ mediastore/
image2/randd-engaged-joyce.pdf.

MOE. (2009). School Sector Reform Plan (2009 -2015). Kathmandu, Author.

MOE. (2010). Capacity Development Plan. Kathmandu, Author.

MOE. (2055). Report of High level National Education (2055). Kathmandu: Author.

MOE. (1992). Report of National Education Commission (1992). Kathmandu: Author.

MOE. (2058). High level Education Taskforce Report (2058). Kathmandu: Author

NCED. (2010). Contribution of primary teacher training: A study Report. Sanothimi:
Author.

Noe, R. A. (2002). Trainees' attributes and attitudes: Neglected influences on training
effectiveness. Academy of Management Review, 11 (4), 736-749.

149

@ Teacher Education




@ Teacher Education

Curriculum: Macro and Micro Approaches in the
Context of English Language Pedagogy

Dr Binod Luitel
Associate Professor
Tribhuvan University

Abstract

Two approaches to curriculum study have been presented in this article: the broader
and narrower, showing the difference from each other yet employing a similar framework
of analysis. The difference is that, while the broader or macro approach is concerned
with policy level matters, the narrower or micro approach particularly addresses the
details of issues related to individual lessons. In the context of language pedagogy, it has
been stressed, with reference to the claims made in some available literature, that it
would be logical to conceptualize micro curriculum in terms of separate language skills/

aspects. The need for detailed analysis of ELT curricula applied in Nepalese schools in

the past and learning lessons from such analyses has been stressed.

Introduction

Curriculum has been understood as a totality of pedagogy that covers the destination of
teaching-learning, the contents to be delivered for teaching (or leamning), the process of
delivery/instruction, the materials used during teaching-leaming, the ways of assessing
learners’ achievement, and the entire organization of these various aspects and concemns. It
has well been established that curriculum is an essential element of education; and no
educational system or process is possible without it. But it covers such a vast area in its
concern that it will be difficult to describe or explain the whole of any curriculum in a paper
like this.

Basically, there can be a broader or narrower approach to curriculum depending on
how we perceive the matter. Accordingly, we can talk about a two-tier distinction as indicated
in the title of this paper. Whether we adopt the broader or narrower perspective, the
components of goal/ destination, contents, instructional methodology, materials and
evaluation of leaming achievement (or performance) are considered in the analysis of any
kind of curriculum.

Two-Tier Distinction

The broader and narrower perspectives adopted in curriculum studies are termed as
‘macro-’ and ‘micro-’ approaches respectively. Macro- level is generally considered in terms
of the broad, decision-making or policy level matters related to the totality of pedagogic
programming; but micro- levelrefers to classroom-specific activities and individual lessons
(Ramadevi et al. 1992; Nunan 1989). From the perspective of national education system,




the broader approach is related to the issues including, for example: (a) What should be the

goal of education? (b) Which subjects should be offered to the students for learning? (c)

What can be the basic mode of content delivery ? (face-to-face mode, distance mode,

theoretical or practical? etc.) (d) What can be the way of certifying students’ learning? (e)

What materials should be used and how they should be produced ? etc.

Olshtain (1989, p. 135) had also accepted that the broader perspective refers to the
educational documents applicable to the national or regional level, whereas the narrower
perspective has the scope just limited to the school or the course of a particul ar subject in
the school. For ordinary use, the term ‘curriculum’ has been used in many countries to
mean ‘national curriculum’ that states the subjects to be taught to the students of particular
grades. Such a national curriculum is less concerned about the details regarding how the
teachers should present the subject matter in lessons. Therefore, it cannot outline the ideas
for presentation and practice activities that are implemented in lessons.

On the other hand, teachers themselves are supposed to outline and prepare their own
planfor classroom teaching in different areas of subject matter. Thus, the narrower approach
is related to the concems such as: (a) contents and their organization in the textbooks and
course materials, (b) presentation/delivery of contents in individual lessons, (c) design of
exercises for practicing small components, (d) questions for the assessment of students’
leaming, etc. As such, curriculum as a macro plan is just related to the overall policy, while
micro plan is more often concerned with smaller components; and it is also the teachers’
artefact in their own contexts and circumstances.

Even if we consider the curricular matters in the context of a school rather than at
national level, we can differentiate several levels of curriculum construction and
implementation. One consideration in this regard is the length of time to be afforded in the
implementation of specified pedagogical plan. Accordingly, Garcia (1976) stated the
possibility of constructing curriculum at 3 levels. This categorization is based on the "micro-
to macro- leve I” continuum as given below.

(i) Single lesson: Even a lesson plan can be considered a micro-curriculum, as it has the
specified objective/s of teaching, content to be taught, methodological procedure for
the delivery of contents (i.e. specification of teacher’s and leamners’ activities in the
lesson), materials used in the process of delivery, and evaluation of students’ learning
from the less on. Organization of all these components in a plan is the intended micro
curriculum plan; and its execution in teaching is the implemented micro curriculum.

(ii) Unit plan: It employs the instructional plan that works for several days/weeks. It is
less specific than a less on plan, but an ideal unit plan also involves some indication of
objectives, contents, materials methods/techniques applied in teaching, as well as the
way of student evaluaion.

(iii) Plan for the entire term/semester, or the academic year: We have called it the teacher’s
‘work plan’, which does not include the details of unit plan or lesson plan but shows
the coverage of contents for teaching in the given time period.

From the idea just presented, we know that there can be several levels of specificity in

@ Teacher Education



curriculum; and accordingly, the curricular inputs, implementation processes, and their
outcomes can be studied at various levels. It can cover the whole range of subjects offered
for students’ learning, a single subject, or even a single skill/aspect of knowledge offered
through instruction.

Conceptualization in Language Pedagogy

In the context of language teaching, we come across Eapen’s (1992) discussion on the
possibility of curriculum analysis at (a) macro-level, in which the overall language pedagogy
is considered without specific attention on its subcompenents, and (b) micro-level, where a
small/more specific component of language becomes the matter for consideration. Following
her proposal, macro-level analysis involves the issues including those related to the decision
maker who sets the curricular goals, the models of pedagogic change, etc. (Eapen, 1992, p.
8). Unlike these ‘top’ level considerations followed in macro study, study of language
curriculum at micro- level is limited to a small skill - e.g. extensive reading, and then aims
to plunge into the questions related to the characteristics of extensive reading, its goals,
theory and practice in this kind of reading, and application of this skill in a particular context,
school, nation or locality etc.

If we study the relevant literature, we can find the term ‘curriculum’ used to refer not only
to the entire subject for teaching but also to some specific area or component of language for
instruction. In this way, the terms ‘handwriting curriculum’ (Ediger 1987), ‘spelling curriculum’
(Ediger 1985; Marcus 1977), ‘reading curriculum’ (Brindley and Swann 1996; Ediger 1986a;
Ediger 1986b; Norton 1990), etc. have beendiscussed in language pedagogy. Obviously, a ‘micro’
perspective is adopted in the use of this term in this way; and this approach is concerned with the
study of pedagogical contents and procedures meant for teaching and leaming the given specific
skills and aspects of language. These micro-components oflanguage instruction can be discussed
in terms of curriculum framework by using the same basic frame of reference that is employed in
analysing a macro- curriculum such as: need assessment, goals, procedures, and leaming
assessment. For instance, Ediger (1986a) has discussed the matters of need assessment in reading,
goals/objectives of teaching reading, sequencing of teaching-learning activities for reading, and
students’ progress appraisal in the development of reading skill.

Future Course of Action in Nepalese Context

From the description aforementioned, we can say that micro-curricular approach has
been adopted to some extent in the analysis of language curriculum. We need to be guided
by this perspective in curriculum designing/construction as well. Since the whole cannot be
imagined without parts, it has been essential to pay attention equally to the small parts of
curriculum in its design, implementation as well as in-depth study or analysis. In Nepalese
context, lack of intensive discussions/interactions is strongly realized among the stakeholders
associated with curriculum planning, construction, implementation and analysis at national
(and local) level. In this connection, there is a need for empowering the "micro-lens" for
critical evaluation of curricular matters.

Nepal is undergoing dramatic changes in education these days. Along with the change
in the structure of school education, the curriculum structure and contents to be taught have




also been changing. Keeping these things in mind, it seems to be a right time to initiate

discussion on the past experiences and future plans related to the preparation, production

and use of course materials in national and particular local contexts. Investigation and
exploration on these matters at micro-level will generate significant feedback towards
curriculum development.

In this connection, some of the important micro-level concemns needed for in-depth
study in the context of English language teaching at school level in Nepal include the
following:

(1) Theappropriateness, complexity, relevance and organization of contents (subject matter)
given in the reading texts at various grades;

(2) Teachers’ understanding and delivery practices in the given subject matter;

(3) The interaction between students’ background knowledge and the contents of reading
texts given in the course books/ study materials;

(4) Tasks and exercises given in the course materials, their complexity, organization,
relevance and the potential for developing language production involved in them;

(5) Implementation of tasks and exercises and students’ performance in them;

(6) Word-meanings employed in the reading texts, their frequency in general English use,
their usefulness in the students’ future career, and level of complexity involved in
learning;

(7) The micro-level sub skills practised through reading (e.g. comprehension of stated
facts, understanding of implied reality, critical evaluation skills etc.) and writing
(sentence production, description, narration, logical argumentation, stylistic concerns
related to different types of prose, creative writing skills, etc.);

(8) The motivation potential of contents and exercises given in the course; etc.
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Background

The quality of school education depends upon leadership capacity of teachers in primafy
education. The capacity of female teachers is all the more important because primary
education is regarded as the foundation of education and female teachers facilitate and
teach more effectively in primary level. According to Robbins (2000), the best leaders
listen, motivate and provide support to their people and many women seem to do those
things better than men. This implies that there is a need of recruiting, selecting and appointing
female teachers in all the schools especially at primary level. Keeping this fact in mind the
government of Nepal has initiated to promote women participation in teaching profession
at primary level.

Teachers are regarded the key aspect of education system and female teachers help to
create homely environment for students in school. Supporting this statement, Stacki (2002)
said that gender sensitive and empowered women teachers can serve as positive role models
for girls and pass on new values to all their students. He further added that female teacher
helps to motivate parents to send girls to school. Khanal (2003) states there should be at
least two female teachers in each primary school to accept the loan from donor side. Similarly,
Sharma (2008) said that female teacher is necessary to bring out of school children into the
mainstream but there are only 30.6 percentages of female teachers at primary schools of
Nepal.

Teachers are regarded as the leaders in the community especially in rural areas in Nepal
and the instructional leaders in schools as well. The number of female employees in
government offices and teaching profession is found less than that of male due to many
reasons. Department of Education (2010) stated that there are altogether 32684 primary
schools throughout the country with 167216 teachers. From among the total numbers of
teachers in Nepal there are 70645 or 42.2 percentages of female teachers at primary level
(DOE, 2010) whereas there are 37.5 percentages of female teachers in community schools
throughout the country at the same level. The flash report however could not provide the
information on how many primary schools have female teachers. If we look at the scenario
of SAARC countries regarding this context, there are 44, 35, 79, 66, 25 and 41 percentages
of female teachers in primary levels in India, Bhutan, Srilanka, Maldives, Pakistan and
Bangladesh respectively (UNICEF, 2009).

According to Khanal (2004), quality education and high studentretention rate are found
associated in the schools with female teachers. He further adds that the initiative from
government level towards female teacher was from fifth five year periodic plan but there is

@ Teacher Education




@ Teacher Education

no clearly visible change in this regard. He suggested some possible ways to promote female
teachers in school. Similarly, Dubey (2000) said females are more disciplined in comparison
to male so they are more eligible as primary school teachers. He further suggests that it is
necessary to educate stakeholders on the importance of female teachers in primary education.
Likewise, Tripathee (2003) explains that females can understand the psychology of students
easily and are able to provide child friendly leaming environment in primary schools. He
further argues that to attract and retain the children in schools it is necessary to recruit and
select female teachers in schools especially in primary schools, which is the foundation of
formal education.

Pandey and Chaudhary (2011) explain that numerous studies report a strong correlation
between the education of girls and a country’s sustainable economic development. This
statement also argues the need of female teachers in school to enhance female literacy in
community to contribute to social transformation and advancement.

Policy regarding female teacher

NEC (1992) recommended that minimum one female teacher should be in each and
every primary school. As the reflection of this recommendation, education regulations (1992)
has provisioned minimum one female teacher for primary level. This was the first policy
initiative of government regarding female teacher. The government of Nepal provided some
teacher quota to schools for female under BPEP. Similarly, education regulations (2002)
has made a provision of minimum one, two and three female teachers in primary schools
where there are three, seven and more than seven teachers’ quota. National Planning
Commission, NPC (2002) targeted minimum 30 percentage of female teachers in primary
level duringthe tenth plan. NPC (2007) stated the target was met during this period. Shrestha
(2005) said that there was a provision of scholarship for girls in primary teacher training
under teacher education project which was supportive to promote competent female teachers
in primary level.

Teacher service commission regulations 2057 has made a provision to provide the
teaching license without training for girls and six months trial period for female teachers
after permanent appointment. The fifth amendment of teacher service commission regulations
(2011) provisioned the inclusive teaching profession in terms of gender, ethnicity, and
geography. According to this amendment of regulations, forty five percentage of teacher
quota out of the total quota is reserved for inclusion. Converting this percentage into hundred,
33 percentage is allocated for female candidates. If we see the organizational structure of
Department of Education there is gender equity section which is supportive to enhance
girls education and female teachers in primary school. Similarly, the Department of Education
has approved the implementation of strategic plan for girls’ education which is supportive
to produce competent female candidates for primary school teacher.

These days, School Management Committee is responsible to recruit temporary teachers
in community schools and SMC in community managed school is fully responsible to recruit
teachers in temporary position. SMC also recruits, selects, appoints and promotes teachers
in permanent position as well. Education Act 2028 provisioned at least one female member



in School Management Committee which is supportive to promote the number of female
teachers in school. School Sector Reform Plan is the recent policy and program document
which said that at the time of recruitment and selection of teachers in schools, priority will
be given to female candidates.

Methodology and participants

I have developed and employed questionnaire to gather data for this report. There were
altogether thirteen participants in this study for data gathering purpose. I collected data
from teachers, and resource persons from Jumla and Mugu districts. Similarly, I also collected
data from government officers including policy level officers from central and regional
government office to triangulate the data. I collected data from Department of Education,
Curriculum Development Centre, Teacher Service Commission and Central Regional
Education Directorate.

I was in Jumla and Mugu districts due to my official work. I also employed this time to
gather data for this paper. There, I met resource persons and teachers and conducted
introduction program to build the rapport. I tooktheir permission to collect data with adequate
information about my research work and provided prepared questionnaire. They helped me
easily to fill up the questionnaire as educational fellow workers.

Problems regarding promotion of female teachers in primary level

In this section I have tried to analyze the data from the field. I have identified the
following themes to analyze the acquired data.
Availability of candidates

One male participant holding master's degree as academic qualification from Mugu
district said that there is lack of female candidates in the locality for teaching. He means
that there is the tradition of recruiting local candidates in school as teachers these days. Due
to lack of female candidates for teachership, there are only 37 schools with female teachers
out of 122 schools in Mugu district. Similarly, one female participant as a primary teacher
in Mugu district also expressed similar voice regarding this concern. She said that there is
inadequacy of female candidates holding teaching license in this locality because license is
the major criterion of candidate for teaching profession. She further added that SMCs are
reluctant to recruit female candidates from other districts and as a result, they are recruiting
male candidates in the vacant post of teachers in the schools.

If we listen to the voice of resource person from Mugu district, it seems different with
teachers’ voices. One male resource person said that there are inadequate teacher quotas in
remote districts like Mugu, Jumla, Humla and so on and the pressure of unemployed male
candidates is high. He further added that female candidates cannot continue their job in
rural areas as the teacher. He means that there is a need to provide additional teacher quota
forremote districts and female candidates should mentally prepare themselves to serve in
rural area as primary teacher. In this regard the voices of teachers and resource person from
Jumla district have found similar to the voices of teachers from Mugu district.

One female participant as a policy level government officer said thatmarriage of female
after their SLC/PCL graduation is the main problem of low percentages of female teachers
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in primary level. She further added that Teacher Service Commission is not providing open
competition opportunity in vacant teacher post after 1996 for the fresh candidates available
in the market. She meant that guardians are investing in girls’ education only for their
marriage with qualified male candidate. Similarly, she further commented that female
candidates have competitive competency but the Teacher Service Commission is not
providing this kind of opportunity to demonstrate and prove their competency.
Unawareness of concerned authorities

Onemale teacher with B. Ed. academic qualification from Jumla district said that SMC
and guardians are not aware about the importance of female teachers in primary level. He
meant that SMC is the authority to recruit teachers in school butthey are not well informed
on the importance of female teachers in primary school. According to him, it is necessary to
carryout orientation/awareness program for SMC members and guardians about the
importance of female teachers in primary education.

Similarly, one female participant, the government officer, said "Mentality of gender
bias in SMC people is one of the barriers in this concern”. She meant that majority of SMC
members are male and they want to see the male candidates rather than females as teachers
in school. This is due to their unwareness about the inclusion and the importance of female
teachers in primary school. Her remarks, suggest a need to conduct awareness program for
SMC people and guardians about the importance of female teachers in primary school.
Both ofthem are found to have been close to Dubey (2000) who suggested that it is necessary
to educate stakeholders on the importance of female teachers in primary education.

Lack of monitoring and follow up

"The provision in education regulations regarding female teacher seems sufficient but
there is no monitoring and follow up in this concern” said one male participant holding
master's degree of qualification and serving as government officer in Teacher Service
Commission. He meantthat the policy regarding female teacher for primary level is sufficient
but there lacks the monitoring and follow up mechanism from different authorities under
ministry of education. Another meaning can be derived from his statement is that the effective
way to promote female teacher in primary level is the effective use of monitoring and
follow up for strictly implementing the education regulations. Regarding this concem, one
male teacher in secondary level from Mugu district said, "There is no initiative from district
education office to promote female teachers in primary level". The meaning of this statement
is that DEOQ is the key authority to promote and ensure the number of female teachers in
school but they are not performing properly in this regard.

Ways to promote female teachers

This section tries to analyze, interpret and discuss the data regarding the ways to promote
female teachers in primary schools. To accomplish this, I have thematized the gathered data
under the following four sub topics meaning that there are mainly four ways to promote
female teachers in primary education.

Implementation of existing policy
"There should be mandatory provision of female teacher in primary schools". This




remark is from one female teacher in primary school with SLC qualification in Mugu district
who is a permanent resident of western development region of Nepal. If we see the provision
of education regulations regarding female teacher, there is almost mandatory provision.
According to this statement, she is unknown about the existing policy provision and she has
simply expressed the scenario of existing practices around her. We can understand this
statement from another side, if there is a mandatory provision in education regulations,
why SMC, are appointing male candidates in school ? She indirectly questioned. One
government officer said that there is a need to strictly implement the policy provision
regarding female teacher in primary level. He was a former teacher and school supervisor
with master degree qualification in education. He meant that policy is sufficient to ensure
the appointment of female teacher in each primary school but its implementation is weak.
Supporting this statement, one male teacher in Mugu district at secondary level with
bachelor's degree as educational qualification expressed that there is lack of monitoring and
follow up from DEO in this regard. Similarly, one female government officer argued about
the lack of effective monitoring from Department of Education, Regional Education
Directorate and District Education Office in this regard. She also meant that the policy
provision is sufficient but implementation is poor. With regard to this concern one policy
level government officer also indicated the lack of monitoring to ensure the appointment of
female teachers in primary schools.

One male policy level officer of government expressed his view differently. He viewed
that if we distribute serving female teachers all over the country there is no need of additional
female teacher. If we see the number of primary schools and female teachers throughout the
country there are 32,684 schools and 70,645 female teachers. Thus the ratio of primary
school female teacher is 1:2.16. Although there may be many hindering factors for equal
distribution of female teachers all over the country so as to employ at least two female
teachers in each primary school, this is one plain and mathematical way of thinking. The
education policy regarding female teacher, and the number of female teacher across the
country in primary level is there but its strict implementation with strong commitment is
the need.

Community awareness

One male teacher from Jumla district who holds bachelor's degree in education said,
"To ensure female teacher in primary school it is necessary to make the SMC, PTA and
guardians aware". According to him the local authority is unaware on the importance of
female teacher and the policy provision regarding female teacher; so it is necessary to
educate them. Supporting this statement, one Resource Person (RP) from the same district
said that it is necessary to conduct orientation program for community people on the need
of female teachers in primary education. If we see the number of primary schools and
female teachers in Jumla district, there are altogether 131 primary schools and only 64
female teachers. This happens because of inadequate awareness on the importance of female
teacher in primary school and little knowledge of the policy provision about female teacher.
The voice from teachers and RP was almost the same in this regard. Similarly, one female
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government officer also argued about the need of carrying out the orientation program for
local stakeholders. There is therefore, an urgent need to educate concerned authorities in
local level on the importance of female teacher and the policy provision on the same especially
in primary level.
Support for female teachers

"To ensure female teacher’s appointment in primary level, we should focus on female
education and capacity development". This statement is from a female government officer
working in Teacher Service Commission. She meant that there is alack of adequately qualified
and competent fem ale candidates for primary teacher. Because of this, the concerned authority
is compeled to recruit and select male candidates forthe v acant post of teachers. Toimprove
this scenario the government and all stakeholders should be supportive to promote the
qualification and competency of females for teaching profession. Supporting this voice,
female policy level government officer argued to provide scholarship for females to study
in faculty of education. She also suggested that there is a need of establishment of childcare
centre to promote female teacher in primary level. She further meant that females are confined
to the periphery of household works like child care, bringing water, firewood and so on. In
this regard, the voice of a mde RP from Mugu district is found quite different. He said
"Female should initiate to upgrade academic qualification”. He meant that females are not
self motivated to upgrade their academic qualification. Due to this situation there are
inadequately qualified and competent female candidates in the job market; as a result the
number of female teachers is not increasing smoothly. He argued the need of intrinsic
motivation in females to be qualified and capable to grab the opportunity provided by
government. There is therefore need of additional support for female candidates from
government side and females themselves should be self motivated
Competent female candidates

One male secondary teacher working in Mugu district said that SMCs are appointing
female teachers in schools with low level of competency. The results of this decision do not
motivate neighboring school’s SMC to appoint female candidate in school. If vacant posts
are fulfilled by qualified and competent female candidates they can perform better in
comparison with male teachers and the environment can be positive to promote female
teachers in schools. Competent and qualified female teachers can create joyful learning
environment in class room in terms of instructional planning, teaching learning materials,
students' participation in class room activities, using evaluation as a means of learning
instead of measurement of learning, homework checking, parental consultation to educate
their children, focusing comparatively weak students and providing additional support.

The male teacher was mentioned the above view was the permanent resident of Butwal
mu nicipality of Rupendehi district. The meaning of his view is also that he is not adequately
competent as he is working as a teacher in one of the remote districts of Nepal. If he was
competent adequately, he could have competed in his locality to be a local teacher and
could have competed for other attractive job as well. This statement reflects the result of 21
years of long teaching experience from Kamali zone. Indeed, females who are involved in




promoting their academic qualification proved to be more laborious and competent and
qualified for teaching profession in comparison with male candidates.
Conclusion

Female teacher in primary school is the most important factor to ensure primary
education for all. There is an urgent need to attract female candidate in school for primary
teacher. To address this need it is necessary to properly implement existing policy, making
the concerned authority will aware of the policy. Similarly provision of additional support
for female candidates to empower them and employing qualified and competent female
candidates in vacant post is equally important to ensure at least two female teachers in each
primary schools in Nepal. There is a need of strong commitment from government side to
implement this provision through participative approach, together with the local community
and SMCs.
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Icebreakers and energizers
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Abstract

Icebreakers and energizers are frequently used terms in the domain of training and
workshop. These two words have become register in training sector: Therefore, trainers
and facilitators need to be acquainted with them since out of several factors energizers
and icebreakers play the instrumental role in making training and workshop more lively
and interactive. Thinking this, introduction of those two terms and their types, their
strengths and limitations, their selection and use, and planning of such activities are
briefly dealt in this article.

Introduction of icebreaker and energizer
Icebreakers

An icebreaker is a vessel designed to clear a passage in frozen water and open up
channels of communication. In human terms, icebreakers are intended to deal with frosty
situations, cold starts, nervous freezing. They aim is not only to break ice but also to warm
the atmosphere (Ken Jones, 2000).

In a training course, we often find participants who are strangers to one another. We
also find differences among participants in regard to economic conditions and social
background. Similarly, the trainees form themselves into cliques based on sex or race or
jobs or any other criteria. Some participants may be joining a training course for the very
first time without knowing anything about the procedures of training. Sometimes these
differences create obstacles at the beginning of a training course that can hinder people
from freely taking part in the training activities. Icebreaking techniques should be used at
the beginning of a training program, especially when participants introduce themselves.
These techniques would help to reduce the tension and unease resulting from the lack of
familiarity and interdependency among the participants.

Icebreaking techniques are used in training programs, especially at the beginning, in
order to promote interaction among participants and resource persons. Icebreaking is also
useful for reducing shyness and lack of confidence among participants. If successfully
applied, icebreaking can make participants more enthusiastic and willing to take part in the
training activities. Icebreaking can provide amusement, relieve boredom, reduce tension
and stimulate creative thinking.

Icebreakers are helpful in training in the following ways:

w. Ice breakers are interactive and designed to help people to mix in a variety of
situations.
®. They develop skills, create talking points, and illustrate situations in the real world.




w.  They attempt to challenge the participants in a variety of ways- intellectual, imaginative,
artistic, diplomatic, managerial, organizational- all involving communication skills.

w.  They provoke events that can be appreciated and enjoyed on an adult level.

w. They help participants to feel ease and be more close to one another.

Energizers .

In the training programs, the experienced trainers use different activities to keep the
trainees active in the sessions. The activities help the trainees to keep themselves energetic
So these are called 'the energizer'. The energizers recharge the group to be the active
participants in the sessions. It is well known factthat active listening is a very difficult task.
In the training programs, if the trainees have to listen for a longer period than 20/25 minutes,
they lose the interest. To keep them active they should be recharged. Again, if the trainees
are put in heavy work-load for a longer period, they need to be recharged with some energizers
for the further task. The energizer may be a game, joke, a puzzle exercise, role-play etc.

Energizers are very useful techniques for physically and mentally stimulating participants
to resume training activities. Energizers are useful at the end of a long session to refresh
participants so that they can take part in the next session. Energizers can be used during a
long session to reduce boredom and monotony.

There are two kinds of energizers: physical and mental. Physical energizers are those
that require physical movement while mental energizers require mental work/exercise. It is
uptothe facilitator to decide which is most appropriate. However, facilitators often prefer
physical energizers in order to more effectively refresh participants during long sessions.
Are 'Icebreakers' and 'Energizers' same?

Some people have taken these words synonymously although they are differently dealt
in various literature. The key differences between them are as below:

Icebreakers Energizers

What? Interactive activities against silent state | Activities forkeeping the participants
in a training or workshop. active in the sessions.

Why ? To initiate conversation or|To keep the participants fresh, active
communication in a group and make the | and energetic during the session.
participants familiar with other persons
in the training and training program.

When ? |Generally, at the beginning of the|In the middle or at the last of the
training. session as well as between two

sessions.

Strengths and limitations of icebreakers and energizers

Though the icebreakers and energizers have significant role in making training lively
and interactive and the participants more active and energetic, they have some limitations
which are nominal compared to strengths.
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-Strengths
w. Icebreaking exercises and energizers are interesting and enjoyable, and do not require
much time.
They do not require much preparation.
They bridge the gap between trainers and participants and also among participants.
They help participants to feel at home during the training course.
They increase active involvement in the training sessions.
Limitations

Wy

®.  They require a large room to facilitate movement of the participants.
®  Some participants may not willingly participate in these activities.
®  Icebreaking exercises and energizers may take up more course time than anticipated.
To overcome and reduce these limitations, a trainer needs to:
w  select the appropriate technique by carefully considering all available resources (facilities,
materials).
®  encourage shy orreluctant participants to join the icebreaking and energizer activities,
but should not force them.
Types of Icebreakers

Based on the nature of icebreakers and participants' role and behaviors in training
sessions, icebreakers can be divided into three types which are games, exercises and
simulations. An example of game type icebreaker has been mentioned laterin sample plan.

Games Exercises Simulation

Participants play only one | Participants play only one Participants play multiple
role: player role: problem solver or roles such as banker,
decision maker teacher, students, parents,
trainer, journalist, artist

Participants have concept |Participants have concept of |Participants have concept of

of winning learning professional conduct
Administrative role of Functional role of participants |Professional roles of
participants participants

'T won.''I lose' 'Tsolved it Tam.......ooovvneenn. '

'T could not work it.’

Scoring points No scoring No scoring

Icebreakers can also be divided based on their objectives. By this parameter, icebreakers
are categorized into three: introductory, teambuilding and exploration.
(a) Introductory icebreakers

Introductory ice breakers are used to introduce participants to each other and to facilitate
conversation amongst the participants. For example, Interviews' in which the participants
are asked to get into twos. Each person then interviews his or her partner for a set time
while paired up. When the group reconvenes, each person introduces their interviewee to




the rest of the group.
(b) Team-building icebreakers

Team-building ice breakers are used to bring together individuals who are in the early
stages of team building. This can help the people start working together more cohesively
towardsshared goals or plans. Forexample, "The Human Web' which focuses on how people
in the group inter-relate and depend on each other.

The facilitator begins with a ball of yarn. Keeping one end, pass the ball to one of the
participants, and the person to introduce him- or her-self and their role in the organization.
Once this person has made his/her introduction, ask him or her to pass the ball of yarn on to
another person in the group. The person handing over the ball must describe how he/she
relates (or expects to relate) to the other person. The process continues until everyone is
introduced.

(c) Topic exploration icebreakers

Topic exploration ice breakers can be used to explore the topic at the outset, or perhaps
to change pace and re-energize people during the event. For example, 'Word association’
which helps people explore the breadth of the area under discussion. A list of words related
to the topic of event or training as generated. For example, in a five day training/ workshop
on English language teaching materials (ELT Materials), participants, at the beginning of
the training, are asked what words or phrases come to mind relating to ELT Materials.
Participants may create a list of respective words such as ' chart', 'size', 'visible', 'pictures’,
'colorful’, 'realia’, 'flash card’ and so on. Then, the facilitator or trainer writes all words on
the board, perhaps clustering by theme. The facilitator can use this opportunity to introduce
essential terms and discuss the scope (what's in and what's out) of the training or event.
Selection of icebreakers

Selection of icebreakers depends on the behaviours, interest and level of participants
and facilitators' need. For example, provided the participants want competitive gaming
behavior, games are selected as icebreakers. Similarly, several exercises (problems and
puzzles) can be chosen if the facilitators want cooperative behaviours among the participants.
Simulations are selected as icebreakers if the participants are expected to assume
'professional type roles'.

Some people argue that icebreakers should be selected based on the subject matter to
be delivered in the training. In contrast to this view, it is claimed that icebreakers should be
elements of the unusual, the amusing, and mind-jogging challenges. Icebreakers are better
if they are different from the course itself. If they are selected from the course, they are not
to be icebreakers, but just integral part of the course. As per latter view, two criteria need to
be considered while selecting icebreakers.

(1) To pick up an icebreaker which is unusual, innovative and mind-jogging
(i1) Toexamine the events to see which can be included in the course itself.

While selecting icebreakers, social factors such as sex, religion, and culture might also

be considered so that no icebreakers would break any participant's heart.
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Designing icebreaker
The key to a successful icebreaker is to make sure that the icebreaker is specifically
focused on meeting objectives and appropriate to the group of people involved. The steps
of designing icebreakers are as below:
» * Indentify the condition of ice among the participants.
w  Clarify the specific objectives for icebreaker session.
w  Design the session.
While designing the session, the following questions need to be asked about how
objectives are met. For example:
"How will people become comfortable with contributing ?
"How will a level playing field be established for people with different levels and jobs ?
"How will a common sense of purpose be created 7"
"Will the icebreaker session help people feel comfortable ?
Will participants feel comfortable ?
Will they feel the session is appropriate and worthwhile ?
These questions can be used as a check list once the ice breaker sessions have been
designed.
Use of Icebreakers
As the name suggests, an icebreaker session is designed to "break the ice" at an event
or meeting or training or workshop. Icebreakers are often used when people who do not
usually work together, or may not know each other at all, meet for a specific and common
purpose. In fact, icebreakers are used when:
Participants come from different backgrounds.
People need to bond quickly so as to work towards a common goal.
A group of trainees is newly formed.
The topics are new or unfamiliar to many people involved.
A facilitator need to get to know participants and has them know her/him better.

gy

Steps of using icebreakers in training

Generally, following steps are taken into consideration while using icebreakers in
training. The following steps are not ultimate so the ways of using icebreakers relies on
trainer's skills, participants' need and interests, materials available and facilities in training
hall.
(i) Introduction

In this section, the trainer presents a brief introduction of the icebreaker. The trainer
describes about objectives, a brief introduction and time limitation of the activity and
materials required to participants.
(ii) Procedures

In this stage, the trainer tells the participants the ways of carrying out icebreakers. If
prepared, s/he will distribute the text on procedures as the participants may not understand
oral instructions.




(iii) Implementation

While implementing the icebreakers, the trainer should consider that they are not taught
events. Therefore, it is necessary to avoid guiding and hinting and coaching. It's not better
to sit down next to the participants and ask them how they are getting on.
(iv) Debriefing

Debriefing is a technical word which usually means a discussion after the event. In this
stage, the participants are asked what they have thought about the icebreakers.
Planning for icebreakers

Before carrying out an icebreaker, a plan should be made to use it effectively. The plan
gives guidelines how, whom, and when to use it in a training or workshop. Moreover, it
provides clear information about materials required, duration of activity and post icebreaking
activity. Generally, a plan consists of the following components.
(1) Introduction
(i) Number of participants
(iii) Time
(iv) Materials needed
(v) Procedures
(vo) Debriefing

A Sample Plan

Name of icebreaker: New Names
Introduction: New names is a game in which participants try to find out as many new
names as possible while at the same time trying to restrict information about their own
new name.
Number of participants: Minimum five. There is no maximum.
Time: 5-10 minutes
Materials needed: Players' note, Identity card and Name list (These materials are prepared
as per the number of participants)
Procedures: Trainer conducts the activity in the following ways:
Try to arrange for areas where the participants can meet with reasonable protection.
Give a brief introduction about the game.
Distribute a player's note to each participant.
Make sure all the participants are aware of how to play the game.
Let them play the game
Debriefing: After the completion of the activity, the trainer asks the participants about the
scores. It means they will say the number of new names they found. The person who found
the new names more than others within the given time will be the winner.

WyEyy

Player's note
= Each player needs an Identity Card and a Name List
w  Write your real first name on the Real Name side of your card in capital letter.
= Invent a one word New Name for you and write it on the New Name side of the card.

& Teacher Education



@ Teacher Education

¥ ¥

P "

(New Name shouldn't be difficult to spell.)

Players must meet only in pairs, privately, never in threes or larger groups.

At all meetings, players must reveal their real names, must always write other player's
real name on their name list.

The two participants meeting each other for the first time can show bothreal and new
name but a participant meets his/ her friend for the second time can't say the new name.
Players canreveal other people's new names if they so wish, perhaps by showing their
name list, showing part of their name list (folded), or simply saying 'X's new name is
such-and-such.

Waiting close to a pair is not allowed.

Players should take reasonable precautions against deliberate or accidental spying.
At the end of the game, a participant scores three points for each correct link on the
name list, and loses two points for each player who has linked his/ her real name with
his/ her real name on their list.

Identity card

Identity CardMyrealnameis ..............cocovvvivenncennen.
vevieeneneeee. FOld hEre. oo,

My new nameis .............

-----------------------------------------------------------------------------------------

Name list

Players New Names




Conclusion
Icebreakers are crucial interactive and communicative activities which make the

participants familiar not only with their colleagues, trainers and training personnel but also
with training process and respective rules and regulations. This results in decreasing
nervousness of participants. On the other hand, participants may be monotonous in the
course of training because of the length of the sessions so they need to be refreshed and
energized to learn something meaningfully and objectively.

There are several types of icebreakers based on the parameters like objectives of
icebreakers, participants' role and behaviors etc. A trainer should have skill to select the
type of icebreaker and energizer in accordance with the participants' level, interest, number
and physical facilities available as well as the social factors like sex, religion and culture.
So is taken into consideration while designing an icebreaking session.

A trainer should use icebreakers or energizers tactfully. For this, s/he should plan how
they can be used properly. Icebreakers and energizers should be short and sweet so they
wouldn't hamper the subject matter of training and could motivate participants to learn
targeted knowledge and skills. Finally, if icebreakers and energizers are profoundly used,
they certainly contribute to effective training and transferring training in respective field.
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Background

Literacy opens the avenues to better livelihoods, improved health and expanded
opportunity. The Dakar Framework for Action (DFA, 2000) includes a specific target for
adult literacy: a 50% improvement by 2015. The target will be missed by a wide margin,
reflecting a long-standing neglect of literacy in education policy (UNESCO, 2011). In 2008,
as the EFA Global Monitoring Report 2011 entitled "The hidden crisis: Armed conflict and
education” recorded, nearly 796 million adults, around 17% of the worldNe:’s adult
population lacked basic literacy skills. A majority of these illiterates currently live in South
and West Asia and sub-Saharan Africa; the Arab States also registered high levels of adult
illiteracy. If the current trend continues, the world will achieve an adult literacy rate of 86%
(90% male versus 82% female) with huge disparity between regions and countries. However,
many countries are currently making efforts which promise to accelerate progress if backed
by greater international commitment.

Literacy, as stated in Education for All National Plan of Action (EFA NPA) 2001-2015
is regarded as a fundamental human right. It stresses on universal literacy as the basis for
democratic process and overall national development (MOES, 2003). Literacy is an
indispensable aspect of basic education. Literacy and human and physical development go
side by side. Low literacy is an indication of poverty and poverty is an indication of
widespread illiteracy. It is a huge challenge for people working in the field of literacy to
break the vicious circle of poverty and illiteracy. In this connection, developing appropriate
strategies and reliable programs with adequate resources is, of course, necessary to ensure
the right and achieve the EFA literacy goal. Hence, the role of governmental and non-
governmental organizations including donor community is crucial in this regard.

Literacy and continuing education form the basis for lifelong learning for all youths
and adults between 15 and 45 years of age. Literacy enables them to engage in lifelong
learning and contributes to developing their capabilities to sustain their livelihoods and
participation in society. As part of lifelong learning, continuous and non-formal education
caters for the need for literacy development and complements formal schooling. With the
consideration of the significance of literacy, the Tenth Plan 2002-2007 embeds poverty
reduction strategy, stresses on pro-poor approach for achieving the objectives of universal
primary education and reducing illiteracy (NPC, 2003). EFA 2004- 2009 also highlights the
importance of literacy in poverty reduction as well as achieving the goal of providing basic
education of good quality to all, especially girls, marginalized, disadvantaged and persons
with all sorts of disabilities (MOES, 2004). The School Sector Reform Plan 2009-2015
underpins the goal and objective of literacy asto develop life skills and facilitate continuous




leaming for youths and adults, with particular focus on female and disadvantaged populations,
and to enhance functional literacy and basic competencies among youths and adults.

All these plans and programs are geared towards achieving a 50 % reduction in the
present status of illiteracy in the country, which is 75 % in the case of adult literacy (15
years and above) and 95% for youth literacy (age group 15-24 years) by 2015. Current
literacy initiatives comprise programs for basic, post-literacy and income generating
activities, with particular focus on women.

Literacy Status in Nepal

According to the Census of 2001, 54% Nepali are considered as literate with a gender
disparity of almost 2:1 (NFEC, 2004). These figures reveal the magnitude of illiteracy
problems in Nepal. Gender segregated data on literacy shows the problem associated with
literacy. Similarly most of the literacy providers have been working at the road corridors
(SWC, 2003) where in most cases of both transportation and communication facilities are
available. Beyond the road corridors literacy providers are found working in relatively less
remote areas of districts. This situation shows the problem associated with the coverage of
literacy programs. Despite the efforts made in the past, literacy status has not changed as
intended. The following evidences justify this claim:
= with few exceptions both the literacy rate and the absolute number of illiterate people

have been increasing
w though a few traditionally excluded groups of people are made literate their literacy

rate still lies below the national norm
w genderdifferential in literacy is still wide

Literacy Status of 6+ Population

Census Year 1952-54 1961 1971 1981 1991 2001
Literacy Rate 53 8.9 14.3 233 39.6 53.7

Total Population | 8,256,625 9,412,996 11,555,983 | 15,022,839 | 18,491,097 23,151,423
Total Literate

Population 437,601 837,756 1,652,505 3,500,321 7,322,474] 12,432,314
Total illiterate
Population 7,819,023 | 8,575,239 9,903,477(11,522,517| 1,168,622| 10,719,109

Sources: CBS 1958 VOL I, CBS 1966 VOL I, CBS 1975 VOL I, CBS 1984 VOL 1, CBS
1993 VOLI, CBS 2002 National Report, CBS Population Monograph of Nepal 2003, CBS
Statistical Pocket Book Nepal, 2004

Above table reveals improvement in so far as the absolute number of illiterates has
decreased and the overall literacy rate has increased. However, it also shows that there is a
huge task to be done to make everybody literate as stipulated in the EFA Plan of Action.
Following table shows that illiteracy among women is widespread in both urban and rcural
settlements. It also indicates that women should be the primary target group of literacy and
NFE programs no matter which group they belong to (educationally excluded or non-excluded).
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in Literacy Rates in 6+ and 15+ Population by Sex in 2003-2004

6 years and above 15 years and above
Male Female Total Male Female Total
Rural-Urban Differential
Nepal 63.5 38.9 50.6 64.5 33.8 48.0
Urban 84.5 64.2 74.4 84.4 61.2 72.8
Rural 593 343 46.1 59.9 28.5 427
Consumption Quintile
Poorest 36.0 15.8 25.1 36.7 11.6 23.1
Richest 87.1 63.6 75.2 86.8 59.1 723
Ecological Region
Mountains 55.7 31.8 431 57.6 25.5 404
69.7 449 56.4 70.2 39.8 534
Terai 59.5 345 46.6 60.8 29.7 443
Development Region
East 62.1 37.6 494 63.7 347 482
Central 58.4 35.5 46.5 60.5 31.8 45.5
West 75.1 50.7 61.8 733 41.7 55.5
Mid West 64.2 35.4 49.] 65.2 28.5 452
Far West 63.8 334 473 65.3 274 439

Source: Nepal Living Standard Survey I1, 2003/04

Fifty years of literacy programs has succeeded in raising the literacy rate to 53.7% in
2001 from about 5.3% in 1952/54 (Nepal Population Report, 2002). However, male-female
or gender differential in 5+ and 15+ populations in the literacy level is a matter of serious
concern. The existence of this differential in spite of the GOs and INGOs efforts to address
female literacy indicates the inadequacy and the lack of seriousness on the part of the literacy
providers to address the issue of gender differentials in literacy. Furthermore, the wide
urban-rural disparity in literacy warrants the attention of the literacy planners to concentrate
on reducing the gap for urban and rural areas. Similarly, literacy among poorest quintiles is
substantially low compared torichest quintiles. In addition, the far and mid west development
regions have the biggest illiteracy rates in the country. Mountain and central Terai zones
have also the largest proportions of illiterates.
Reported and Tested Literacy

Literacy is not a fixed phenomenon, as the concept and the definition of literacy varied
over time. Since 1957 to arecent past, UNESCO alone has provided a number of definitions.
Besides, various organizations and thinkers like Freire, Davis, Freire and Macedo and OECD
provided various concepts and definitions of literacy. These indicate that there has been a
continuous debate on what constitutes literacy. However, a UNESCO (1993) definition - A
personis literate who canwith understanding both read and write a short simple statement




on his (her) everyday life - is a popular one, but not satisfactory to many.

Thereare two ways of measuring literacy status of the countries. The most popular one
is "reported literacy”, where a single adult person reports about the literacy status of each
and every person of his/her household or years of schooling completed by them. In such
effort, literacy is assessed dichotomously —literate or illiterate. Another more recent way of
measuring literacy is "tested literacy"”. In this case, each and every person of the households
is brought under a rigorous test- both oral and written. The test is administered separately to
each respondent at his/her premise. For the purpose, skills profile or literacy profile is
developed to measure literacy. The job is obviously time consuming and requires huge
resources.

Instead of a dichotomous assessment, three to five levels of literacy status of the
population is identified. In both the cases, prior selection of definition is a must. However,
the former one is easier to administer and does not require much time for data collection. It
is to be noted that the latter way of literacy assessment is more valid than the former one. In
general, literacy test is administered on a sample of population, but household reporting is
considered for both census and sample surveys. Since the literacy survey-2011 is household-
based literacy survey, it adopts reported literacy to estimate literacy rates, and analyze
literacy status of the population.

Objectives and Procedures

The Literacy Survey 2011 has been undertaken based on the Household Survey-based
Literacy Module developed by UNESCO Bangkok in 2008. This survey has been undertaken
with the objective of providing reliable estimates of current literacy skills within the
individuals’ literate environment. More specifically, this survey has been carried out to
present population characteristics of the survey districts, estimate the literacy status of the
districts by sex and age-groups, analyze literacy environment at home and in community in
terms of access to reading materials, assess the current literacy skills with respect to the
languages spoken by household members, and their educational attainment and assess the
use of literacy skills by household members in their daily life.

The survey was conducted in Makwanpur, Rupandehi and Rasuwa districts. The sample
for this survey was based on a two-stage cluster sampling design. In the first stage, the
clusters were selected in each survey district and the households within each cluster were
selected in the second stage. A cluster was a ward or combination of wards in rural areas;
whereas in urban areas, it was a segment of a ward. The sampling plan of the survey included:
27 clusters per district, with 30 households in each cluster, totaling 810 households in a
district. Thus, 2430 households were planned to be included in the survey. However, only
793 households were surveyed in Rasuwa due to the absence of the required number of
households in the clusters. The survey was conducted according to the design. At first, the
entire households were listed from the cluster. With the use of systematic random sampling
procedure, 30 households from the list were drawn for the interview. Interviews were
conducted only in selected households. Two types of questionnaire - questionnaire for
household heads and questionnaire for individual members of the household were developed.

9%
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The questionnaires were pre tested in a village of Kavre district.
Conclusions
Literacy status

In survey districts, literacy status of population could not be regarded as sufficiently
satisfactory considering the time and resources utilized in literacy promotion activities.
According to the survey, literacy rate of 5+ population in Makawanpur was 65.9% followed
by Rupandehi where the rate was 62.9%. In case of Rasuwa it was only 48.8%. Literacy
status of remote and disadvantaged areas was not to the level expected. Similarly, literacy
status of 15+ population, in Makwanpur was 55.5% while it was 53.1% in Rupandehi.
Rasuwa has lowest one, merely 29.3%.

Women are lagging behind menin case of attaining literacy. Efforts are still inadequate
for promoting women's literacy in the country. The literacy rate of male household members
in 5+ population in Makwanpur was 73.7% which was higher than their female counterparts
by 14.7%. The female literacy rate in Rupandehi was less than that of male by 16.3%.
Likewise, the difference between male and female literacy rate was 12.2% in Rasuwa. In
case of 15+ population, difference between male and female literacy rate in Makwanpur,
Rupandehi and Rasuwa was 19.4, 21.2 and 17.2 respectively. This indicates that effort
made to promote women's literacy was still lagging behind. In other words, women did not
get opportunity to become literate. These differentials in literacy imply that much has to be
done for improving literacy status of women in the country.

When literacy status of population is compared with the mother tongue, it appears that
those whose mother tongue is Nepali have the highest rate of literacy in all districts. In fact,
Nepali is lingua-francain Nepal. Nepali is language of contacts and medium of instruction
in school. So those who speak and understand Nepali have the advantageous position to get
literate. Besides, materials in other languages are rarely available in Nepal. So those who
speak other than Nepali language could hardly improve their literacy status. Thus language
becomes influential factor in determining literacy of the population.

The survey reveals that the ma jor source of literacy in all districts is formal education.
The contribution of NFE program has not been significant yet in enhancing literacy rate in
the country.

Literacy environment at home

There are so many households in the survey districts which do not own any books,
newspapers and other kinds of reading materials for promoting literacy at home. Hence,
environment at home has not contributed to enhance knowledge society. Library, schools,
CLGCs, friends, neighbours, government agencies and NGOs did not contribute to providing
reading materials to the population.

Literacy environment in community

Since most people were known about the availability of public library, book stores,
newsstands, CLCs and internet and cyber cafe in their community, the environment is
favourable for promoting literacy in community. However, very few people use these
services, which indicate existing gap between availability and use of the services.



Communication through telephone and mobile sets has been popular in the survey districts.
However, use of computers which help promote communication skills was limited.
Language and literacy

The survey reveals that individuals could speak more than one language; however,
most of them speak Nepali. Even if people first learn their mother tongue, the language for
literacy for most of them is Nepali - the official language.

Ability to read and write

Literate household members have ability to read letters and newspapers, and write
letters and short note/message in their own mother tongue and at least in one second language
irrespective of how well they could perform these activities. Literate household members
whose mother tongue was Tamang were more able to read and write in Nepali than in their
own mother tongue,

Attending and completing formal schooling

In the survey districts, formal schooling was as an important means of literacy promotion.
Despitethe participation of household members in formal education being highly satisfactory,
a remarkable size of their population has not completed even the primary level resulting in
the possibility of poor retention of literacy skills.

Attending and completing NFE

In the survey districts, despite the household members becoming literate through non-
formal literacy programs being very few, they have in most cases successfully completed
such programs.

Use of literacy skills ‘w

Rupandehi is in better position than the rest two survey districts regarding the daily use
of literacy skills in reading poster/ pamphlets; reading newspaper/ magazines; reading
manuals/ reference books; reading bills/invoices or budget tables; writing personal letter or
message; writing official letter; form filling; writing report/article; producing bills/invoices/
budget tables. Similarly, Rasuwa is in better position in 3 indicators: reading fiction/non-
fiction books, reading charts/diagram or maps, and producing chart, diagrams or maps; and
Makwanpur is ahead of the other districts in 2 indicators: reading signs or names of stores,
andreading personal message/letter or emails. In most of the indicators, the literate household
members of three survey districts making use of their literacy skills every day are few in
number.

Although bookstores, newsstands and internet/cyber café were available in many parts
of the survey districts, use of these facilities for retaining literacy skills has been rare
especially for the household members who have gained literacy skills through non-formal
education.

Policy Implications

Despite the policy to improve the literacy status of women and other ethnic groups,
their literacy status is comparatively low. Hence, the current endeavor to promote literacy
of these groups through formal and non-formal education needs to be implemented
effectively.
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In the survey districts, literacy status of people speaking other than Nepali language is
not satisfactory and hence, the policy of teaching-learning in other languages should be
strengthened by providing teacher’s training, materials and raising awareness among the
people.

In the context of enabling the literate household members to use and retain their literacy
skills, the policy of expanding CLCs and information centre under them need to be continued.
A policy of expanding community library and reading centres should be formulated and
implemented, which help community people to get access to reading materials. Moreover,
a policy of expansion of ICT services at local level needs to be formulated so that the
attraction of literate household members towards using their literacy skills can be increased.

The reasons for inability of literate household members at the grassroots level to read
letters and newspapers and write letters and short message fluently should be identified.
Therefore, program should be there through which access to reading materials can be made
easier. For example, local and national newspapers can be made available to the reading
centres of villages free of cost, for which publishing houses can be consulted. Furthermore,
NGOs needs to be encouraged to establish and run community libraries and reading centres.
While doing so, there should be coordination between CLCs and these NGOs.

Saving and Credit Groups are those centres where the prospects of using literacy skills
are abundant. Hence, either through CLCs or through any other means, saving and credit
groups should be established and promoted.
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Abstract

Educational efficiency plays a vital role in the school system. In order to provide
quality education in the country, high efficiency is a must. Efficiency has been divided
into two broad categories: (i) external efficiency, and (ii) internal efficiency. External
efficiency refers to the relevance of the courses to the overall ob jectives of the education
anticipating jobs for those completing the courses. Internal efficiency of the education
svstem, on the other hand, is defined as its ability to educate the greatest number of
students in the shortest time and with the least use of financial and human resources.
This article however focuses on internal efficiency only. The article illustrates how
internal efficiency has been reflected in the whole school system. Different scholars'
views are discussed and perspectives of internal efficiency of primary level pre
presented. Some major ways to improve internal efficiency are mentioned.

The context

Nepal has made a large investment in education, but the outcome has not been
satisfactory. The National Education Commission (1992) points out that the guardians send
their wards to school at great cost to themselves, but they aren't getting what they have
sought, namely good education. In order to ensure good education, we need comparative
data on student's performance at the regional (urban vs rural schools) and sector (public
schools vs private schools) levels. In the absence of such data, appropriate egalitarian
educational policy and programmatic decisions can't be made (Joshi, 1997).

In a poor and developing country like ours, various factors hamper the efficiency of
primary schools. These factors are: lack of quality education and curriculum, unavailability
of textbooks in time, lack of instructional materials, lack of trained and qualified subject
teachers, lack of supervision in classroom, and ineffective school management committee,
which is not serious to create conducive school environment. All these indicate that the
management (system) of primary education is not effective. Such a school environment
leads to increase student's absenteeism, repetition as well as dropout from the schools (Hada,
2008: 01).

Educational efficiency is one of the main issues of school system. If it is in slow pace,
the school can't progress. Different scholars have defined efficiency in different ways. In
general, efficiency is called the desired results which are ensured with minimum inputs. A
strong nexus between the input and output can produce efficiency in every field.




In this vein, Shrestha (1988) presents that efficiency is a certain level of success to
achieve the objectives of the program. It is a measurement concept and normally tested by
the input- output ratio. He also stressed that a system is relatively efficient, if there is
maximum output with minimum input. If one applies this concept to measure the efficiency
of primary education, one should base the measurement on the data that can quantify the
level of efficiency.

In another way, the inefficiency or low efficiency rates of primary education has been
established on the basis of some indicators, such as high cycle cost, high dropoutrate, low
quality instruction, low primary students' achievements (BPEP, Master Plan, 1991). In this
scenario, The Master Plan (1991) has also stressed that the reasons for this unsatisfactory
level of efficiency are attributed to the absence of planning and appropriate program
development, inappropriate process adopted for making policy decisions and inappropriate
staffing pattern.

In substance, educational efficiency plays a pivotal role in the school system. In order
to provide quality education in the country, high efficiency is a must. Hence, efficiency
denotes a certain level of success to achieve the objectives of the program. A system is said
to be relatively efficient, if there is maximum output (products) with minimum input (financial
measures, teacher and external environment).

Evolution of the Concept of Efficiency

Different scholars have viewed the concept of efficiency in their own ways. In this
way, Pradhan (1981) analyzed the efficiency in different ways in his doctoral dissertation,
entitled " Planning of Higher Education in Nepal: An Analysis of Resource Allocation at
Tribhuvan University". He elaborated that Frederick Taylor first raised the question of
efficiency in his book "Principles of Scientific Management" in 1911. For Taylor, a business
is more efficient, when it achieves greater productivity at the usual cost. Efficiency then
was regarded as both an end and a process. In this regard, Frank Spaulding introduced
“reduced expenditure for usual or higher production in 1913. Callahan (1964) introduced
this concept to educational institutions, which wanted to achieve efficiency by reducing the
unit cost. Scholars like Bowles (1967), Coombs (1968), Breneman (1970), Lee-Long (1971),
Bowen and Doughlas (1971) and Meeth (1971), who belong to the neo- classical economic
orientation, consider efficiency as the ratio between inputs and outputs.

Similarly, Bowles and Doughlas (1971, cited in Pradhan, 1981) believed in achieving
efficiency by operating a program with high marginal benefits. Efficiency has also been
determined in terms of production of credit hours of students.

Likewise, Scheerens (1999) presents his views that efficiency is the sufficient
productivity at the lowest possible cost. He also expressed that for effectiveness or efficiency,
inputs are readily expressed in monetary terms, such as teacher's experience, teacher's salary,
teacher - student ratio, teacher's qualifications and per student expenditure.

In the 70's, efficiency of a country's education or the hallmark of success rested on its
ability to bring about a high outcome rate and a minimal wastage (CERID, 1977).
However, Atchoarena explainedthe 1990's concept of minimal wastage as early as in 1989.
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He emphasized for efficiency in primary education that simply reflected the policy of
automatic promotion into the next higher classes subject tothe condition- regular attendance.
The rule is there to guarantee that every child has a minimum number of years at school
(Atchoarena, 1989).

Levacic(1995) also argued that efficiency is achieved when a given quantity of output
is produced at minimum cost. He further presented his views that - ultimately, the issue of
efficiency cannot be separated by the distribution of costs and benefits, since making working
practices more or more efficient often implies increasing work effort or changing working
practices.

Thus, these scholars also have determined efficiency in terms of producing more credit
hours for students.” Modern research works on efficiency are also based on the above
assumptions.

Hence, Pradhan (1981) has concluded efficiency as the relation between input and
output that can achieve the desired results (output) with minimum inputs. In the 80's and
beyond, thus the concept and perspective of efficiency had remained stable, showing no
significant variation from the notions of earlier scholars.

Classification of Efficiency in Education

Educational efficiency is divided into two broad categories. According to Coombs (1968,
cited in IIEE, 1994), efficiency is divided into two categories: (i) external efficiency and
(ii) internal efficiency.

In this phenomena, IIEE (1994) mentions that external efficiency of an education system
involves the interface between academic and vocational education and between school and
work. IIEE further states that it is seen as a tool in education rather than as an end in itself,
as a feeder into the economic stream rather than as a reservoir of knowledge, in terms of
eaming potentials. In another way, in case of internal efficiency, the problems of efficiency
deals with the flow of students through the system with the minimum of waste and the
quality of learning achieved with the classroom wastage in the flow of students is manifested
quantitatively in the form of dropouts and repetition, while the quality of learning is
determined by the inputs and outputs of the education system.

Similarly, Psacharopoulos and Woodhall (1995:205) state that extemnal efficiency of
schools may be judged by how well schools prepare pupils and students for their role in
society as indicated by the employment prospects and eamings of the students; such measures
depend on external criteria rather on results entirely within the p:school.

Psacharopoulos and Woodhall (1995:205) further extend their views that internal
efficiency is concerned with the relationship between inputs and outputs within the education
system or within individual institutions. They also interpret that output in this case is measured
in relation to internal institutional goals rather than the wider objectives of society. Since
internal efficiency is measured in relation to the objectives of education, judgments about
efficiency will depend on the way educational output is defined and measured.

It is understood from the reviews that external efficiency refers to the relevancy of the
courses to the overall objectives of education and to anticipate jobs for those who complete




the courses. Internal efficiency of the education system, on the other hand, is defined as its
ability to educate the greatest number of students in the shortest time and with the least use
of financial and human resources.

Meaning of Internal Efficiency

Internal efficiency of education system can be defined in several ways. Haq and Haq
(1998:137) report internal efficiency as the link between educational inputs (such as teachers,
textbooks) and leaming achievements.

Internal efficiency is one of the main issues of educational institution. In this context,
internal efficiency is a very powerfulindicator in the sense that it indicates system's efficiency-
the capacity of the system to educate optimum number of people with optimum use of
resources (MOES, 2004).

Similarly, Sharma and Mridula (1982, cited in Pradhan and Shrestha, 1995) present
their notion that internal efficiency of an educational institution would indicate a particular
level of education with minimum wastage and stagnation, and allocation of resources in
such a way that the objectives of producing qualitative man power is effectively met.

Likewise, Padhan (1991:76) argues that internal efficiency of education generally refers
to the simple intake and outturn of pupils, and deals with the possible waste in the process
owing to the dropout and stagnation at various levels of education.

As put forward by OECD (1967, cited in Padhan, 1991), internal efficiency deals with
what happens inside the educational system - the optimal use of teachers and buildings,
with dropouts, stagnation and promotion from one grade to another, and with transition
from one level to another.

In connection to this, internal efficiency of an education system is concerned with the
utilization of the available resources for improving the quality and quantity of education in
best possible ways (CPRA, 2001:55).

In nutshell, internal efficiency refers to the institute's ability to educate the greatest
number of students (children) in the shortest possible time with the least use of financial
and human resources.

Internal Efficiency of Primary Education

In Nepal, internal efficiency is said to be low. Various research reports, studies and the
Master Plan of BPEP II has reported low level of internal efficiency of primary schools.

Promotion, repetition and dropout rates are the prominent indicators of internal efficiency
of the education system. In this regard, repetition and dropout are the huge educational
wastage of any nation, rich or poor. They are the main stumbling block to improve internal
efficiency. High repetition and dropout rates also reduce the promotion rate. Table 1 shows
the internal efficiency rates at primary level in the country.

The table (1) further shows the grade wise flow rate of students from school year 2009
- 010 to 2010 - 011 for primary grades. These flow rates present the evaluation of internal
efficiencies of the students as well as the overall effectiveness of the inputs provided. The
table further reveals that out of the total students enrolled in the school year 2009 -010 in
Grade one, 69.1% were promoted to Grade two , 22.6 % repeated the same grade in the
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current school year and 8.3% dropped out from the school education system.

The table illustrates that altogether 30.9% of thetotalenrolled students in Grade one of
last school year could not continue in Grade Two in this school year. Although the promotion
rate has improved as compared to the previous school year, it still demonstrates a high
wastage of the inputs provided. However, the promotion rates for upper grades (Grade 2 -
S) are better than for Grade one. It also reveals that except in Grade one and three, the
promotion rates for girls, as compared to that of boys are slightly better in other grades.
This trend has been continued since the school year 2007. The average survival rate to
Grade S is 80.6 with 81.2 for girls and 80.4 for boys. This is higher than that of the previous
school year (77.9), while the co - efficient of internal efficiency is 73.9 for girls and 73.2 for
boys. Similarly, the cohort graduation rate at primary level is 71.3 % with 71.8 % for girls
and 71.0 % for boys, which suggests that out of 100 new students enrolled in Grade One in
the school year 2005, altogether slightly more than 71 students successfully completed the
primary level in the school year 2009 - 010.

Table 1: Internal efficiency of primary education (2010-011)

PRD Grade | Grade | Grade|Grade | Grade |Total of Grades
1 2 3 4 5
1-5
Promotion rate 69.1 | 862 | 87.6 | 88.4 87.8 819
Repetition rate 226 8.6 79 7.8 5.7 12.1
Dropout rate 8.3 5.2 4.5 3.8 6.5 6
Total |Survival rate to grades
Co-efficient of internal efficiency 73.4
Cohort graduation rates 71.4
Promotion rate 689 | 858 | 879 | 88.2 87.6
Repetition rate 22.8 8.7 7.7 7.9 5.6
Dropout rate 8.2 5.6 44 39 6.8
Boys |Survival rate to grades 80.4
Co-efficient of internal efficiency 73.2
Cohort graduation rates 71
Promotion rate 693 | 866 | 873 | 88.7 87.9 82.1
Repetition rate 223 8.5 8 1.7 5.9 12
Dropout rate 8.3 4.9 4.6 3.6 6.2 5.9
Girls |[Survival rate to grades 81.2
Co-efficient of internal efficiency 73.9
Cohort graduation rates 71.8

(Source: DOE, Flash 1 Report 2010- 11)




Hence, the above table indicates the internal efficiency of primary education in the
present context of Nepal.

Ma jor Solutions to Improve Internal Efficiency
Nepal's primary education suffers several constraints in terms of efficiency and

effectiveness. In Drucker (1971: 33) and Levacic (1995:20)'s views, efficiency is concerned

with doing things right and effectiveness in doing the right things. It is concluded from their
notions that efficiency is a minimum condition for survival after success has been achieved.
Hence, efficiency aims at the achievement; effectiveness aims how much it has achieved.

Efficiency is goal oriented and effectiveness is an abstract position that stresses the quality

as to how much the goal is achieved. But these concepts are complementary to each other

and closely interrelated; one cannot exist without the other. Following are some major
solutions to improve the internal efficiency of primary education in Nepal.

w. Most of the people in the country are very poor, so thatthey have to work hard even to
live hand to mouth. Children have to supplement the income of the family in one way
or another or assist their parents by baby - sitting and doing family chores like fetching
water and firewood, tending cattle and so on ( CERID, 1988: 33). Hence, most of the
children are forced to dropout. To lower the dropout ratio, the government has to launch
poverty alleviation schemes.

w  Lack of general awareness is another factor for causing low efficiency. Poverty, on the
one hand and illiteracy on the other have made the village people unaware of the
importance of sending their children to school. Even if the children are enrolled in
school for once because the provisions of free primary education and free
of textbooks are there, the parents do not show any seriousness in having their children
continue in the school (CERID, 1988). In order to minimize the dropouts, the govemment
must conduct parental awareness programs.

w  Lack of quality teaching is also a major factor for low efficiency of primary education.
Poor quality teaching is detrimental rather than instrumental to efficiency matters.

w  Physical infrastructure such as school building, furniture, playground, drinking water,
toilet, separate toilet for gir] students, fences and electricity are some of the noticeable
factors for better school environment, which is to be tuned to the needs of the students
to enhance internal efficiency of primary education system.

®  Motivation, encouragement, rewards and incentives are inevitable and are to be linked
with students’ progress and skill development. The headteachers and teachers must be
sensitive and accountable toraise the standard of the school in order to promote internal
efficiency in primary education.

w Increasing the provision of scholarships for poor, intelligent, and hard working students
will be a significant step to increase the access of minority or the Dalit children to
primary education.

w  Provision of qualified and experienced teachers with better retention scheme is directly
linked with efficiency and effectiveness of a school. Such a provision is contributory to
create an enabling environment in the school for raising its internal efficiency.
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®.  Therole of the teacher is crucial, but in the remote areas, trained and qualified teachers
are scarce, if the teachers are not in perfect harmony with developmental process, the
production of education will be unable to face the complex situations (Upreti, 2054
B.S). So, efficient and trained teachers are to be motivated to go to the remote areas of
the country - on special incentives and facilities.

w.  The incidence of students' absence in class is high, because of geographic and
transportation difficulties. Due to flooded rivers and streams, students cannot go to
school in the rainy season. The main problems of rural and remote areas of Nepal are
the lack of roads. Hence, government should pay more attention in this regard to reduce
the wastage in education.

. Inordertomake theteaching - leamming effective and meaningful, supervision in classroom
from time to time is essential and inevitable. But in the context of Nepal, majority of
supervisors don't seem to supervise and don't give suggestions to teachers. As a result,
the effective and meaningful teaching can’t be expected in turn. Toreduce the educasonal
wastage, to increase the percentage of literacy and to standardize the education,
supervision is vital (Hada, 2055 B.S.:57).

Conclusion
Public awareness programs in the districts are to be launched to improve the efficiency

and effectiveness of primary education. In addition, School Management Committee (SMC)
should organize interaction programs for the parents. Supervisors should guide the teachers,
and schools should provide student reports to the parents. Furthermore, the behaviors of
teachers and parents with the students must be fair and friendly. Teachers' polite behavior
motivates and encourages the children and helps their retention. Hopefully, this will reduce
the dropout and retention and enhance internal efficiency of primary education in the present
perspective of Nepal.
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Right holders and duty bearers in education *
human rights perspective

Balakrishna Chapagain
Under Secretary
Ministry of Education

Background

Society is a highly structured system of human organization for large-scale community
living at a certain territory. Different members have different roles and they are guided
by different rules and regulations of that particular society for its smooth functioning.
They work according to their roles and responsibilities assigned by their home or society
or any other institutions they are attached to. However, the working culture is different

different persons and it is guided by their culture/ethics or the education they have
received. Haralambos, (2002) who argued that human being learns his/her behavior and
uses his/her intelligence, which is determined by his culture, supports this view. He also
believes that culture determines how members of society think and feel, it directs their
actions and defines their outlook on life (Ibid).

Each child has rights to get education from the schools and other educational
institutions in specified course. Interim constitution of Nepal(2063 BS), has ensured
education as the fundamental rights of citizen. In this regard, children are the right holders
to get educational services from the nation. These services are not limited inside the
classroomonly. The services include other incentives to attract children toward the school
environment. Hence, parents respond to the teacher in the sense that the teachers provided
good education to their children and the students got friendly environment in the school.
The human right declaration of UN, 1948, in its article 26 stated; 'It is the authority of
parents to choose the education for their children’. In this respect, parents or guardians
of children are also right holders to get education for their children.

@ Teacher Education

Rights and Duties in Different Provisions

The interim constitution of Nepal (2063 BS), has accepted education as fundamental
right of the people. It has ensured that the basic education is free and secondary education
is accessible to everyone. Nevertheless, due to the socio economic condition of people they
are not able to get advantages from the education services. What is right or good is simply
what a particular society of ruling elite feels it as right or good at any given time (Kanan,
2006, a). Kanan further argued that rights could come only from the law of particular society
and could not come from any natural or inherent sources. This idea rightly fits our societal
consideration where people are not able to use their rights as they are unknown about their
rights in particular context and content.

A person whose children had never been to school could not raise the question, why it




had happened. Because of his/her social status, s/he could not claim the right to education,
though constitution ensured education as basic rights. Hence, rights could be understood
from different settings. Kanan argued that rights are not any gift which are given by rulers
to ruled people. But these rights are inhereint and non divisible. People take care about their
rights as well as others right and are conscious on it because rights are for the happiness and
wellbeings of the individuals in the existing settings. Teachers impose the students to work
hard for their study only for their future's wellbeing and happiness. From these views, I
understood that human rights are conceptualized in different manners. It depends upon the
politics and culture of society. Therefore, different types of rights can be tagged to human
beings. Douglas Husak has used Gewirth's theories (cited in Kanan, 2006,a) to argue that
there can be no rights that can be extended to all human rights. According to him, the
human rights are different for different people at different time.

The government and the non-government agencies have attempted to provide educational
services to the people irrespective to their caste, ethnicity, economic condition and other
diversity attached to them. They have advocated for getting advantages from the service
system. The service providers are guided by certain rules and regulations and education
services are the same. In spite of it, | have found that both the service providers and the right
holders in education were not satisfied from the roles they played. The effective service
delivery of education system depends upon the classroom situation (Khaniya, 2007). He
further claimed that, because of less effective classroom instruction, the service delivery
system was weak (Ibid). A study by DOE revealed that teachers have transferred less than
50% (DOE, 2006) of their knowledge and skills into their classroom instruction. It was also
justified by the fact that more than 40% of the SLC students were failed every year (Mathema
& Bista, 2007). This situation has inspired me to find out the relation between service
provider and the service taker in the school education system. My interest was to find the
relation between service providers and service takers in education service delivery system.
My experience as student and feeling towards teachers as well as my experience as teacher/
trainer towards students/trainee was quite different and conflicting. Here, I wanted to know
the relation between right holders and duty bearers.

Different roles of different actors in a society

For a living society, each individual has different roles and responsibility because of
different interest and field of work. This determins the rights and duties of individual or
organization. Traditionally, rights and duties were held between individuals. It was thought
that individual human beings were the appropriate candidates for being able to claim a right
and were appropriate agents for fulfilling duties (Abigail Gosselin, in website, 2010). The
same person acts as right holder at one context and the duty bearer in another context. He
further claimed. that, "The entailment between rights and their corresponding duties is a
quasi-logical relationship between particular right -claimants and duty bearers” (Ibid). It
meant that the right works with respect to its consciousness. If a person was not demanding
his/her right, it is very rare that other person is ready to fulfill his/her rights (my experience
in the field).The right of an individual is entitled to the duty of other people from the
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society's norms and values.

Schools are the grassroot level agencies to provide educational services. I remembered
my expectations from schools while I was a student and at the same time, I recalled my
expectations from the students and their parents while I was working in school as a teacher.
At that time, my expectations from government's organization were very different from my
present expectation from teachers while I am working in a central level agency of educational
services. These differentroles experience enforced me to identify the relation of right holders
and duty bearers in education service system. Some people argued that the central authority
was generally weak both in terms of its capacity to formulate and develop realistic plans
and programs (Bhatta, 2009).. The local level agencies are responsible to implement the
services as designed by the central level. I thought that the lower unit of service providing
agency can effectively provide the services to the community people. Herein below is the
conceptual framework of my study.

Figure-1: Relation Between Right Holders and Duty Bearer

The chart clearly advocates the accountability of duty bearers and demands the right of
the right holders for an equitable and balanced society. Given the idea that rights are not
only demanded but sometimes supplied too, the duty bearers also have rights because they
are also the members of that society. However, the main responsibility of duty bearers is to
fulfill the demand and obligations of the right holders that will help to maintain a balanced
society. It is where I have examined therelation between right holder and duty bearer agencies
in the field of education and the way of their working in the field.

Understanding rights and duties from different perspectives

There are different human rights theories explained by different writers. Naseema is

one of them who explained the most understood human rights theories as: (a) theory of




natural rights (b) legal theory of rights (c) social welfare theory of rights (d) idealist theory
of rights (e) historical theory of rights (Nseema, 2004, p:5). Among them, I used four of the
first order rights, which are relevant to understand the relation of rights holder and duty
bearers at least for my study. In this regard, I went through theories of human rights as well
as rights based approach (RBA) to education. Rights-based approach toeducation considered
the 4-A strategies that helped to explain rights in education from different lenses. Paudel
claimed, "Rights-based approach emphasizes accountability, empowerment, participation,
and non-discrimination" (Paudel, 2066 BS). It is the focus of.duty bearers in accountability
and non-discriminative behavior whereas it is the focus-of right holders to seek for
empowerment and participation (Ibid). This view focuses to understand the formulation
and implementation of rights that balances the relation between right holders and its duty
bearers. It is true that without initiation of duty bearer, the rights holders are not able to
claim their rights for empowerment as well as participation in the developmental activities.
Rights based approach also ensurs the practices of 4 'A' slogans that are: Availability,
accessibility, acceptability, and adaptability (Ibid, Naseema, 2004 ). After observation of
daily lives of service providers and right owners, different theories were used to study the
linkage between right holders and duty bearers.

One of the basic ideas of human rights declaration is to respect other people's right.
The concept and understanding of Dharma (Essential quality or character of a person, as of
the cosmos or one's own nature), Karma (Fate or action seen as bringing upon oneself
inevitable results), Moksha (Freedom from the temporal and mortal world of ordinary
experience), and Swarga (The place or state of existence after the mortal life) in Hindu
religion emphasize that we have to be aware on rights of people (My understanding from
the religious beliefs and culture taught me not to hamper others for my own benefit). In the
same sense, Sharma (rear) argued that concept of golden age in Hinduism is one in which
everyone performs his or her duty, so that everyone's rights are simultaneously honored
(Ibid).

Whenthe concepts of rights rose, the human rights issue came together. It was developed
as a form of religion in today's world (Rehman, 2004). According to Rehman, the issue of
human rights was a simple yardstick to measure the response of government to its people. It
meant that protection and respect of human rights are the basic norms of good governance.
There were not only rights to be requested or demanded but also rights to be respected and
be responsible for (Naseema, 2004). If human rights were blocked or people were not
available to get advantages from it, it would create conditions of social and political unrest
sowing the seeds of violence and conflict within the societies of nations. Naseema, further
claimed that not all claims for individual could be treated as human rights but only that
claim, which was essential for the development of one's personality and reorganized by the
society, constitutes rights.

It is important to distinguish between what is (legally forced or enforceable) morally
and universally accepted as rights and what constitutes legal rights established according to
the law creating process and judicially enforceable in a given society (Ibid). However, in
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my understanding, rights are inalienable and universal and they should be accepted everywhere
in the same ideology. In the same line, I considered individual as a right holder if s/he is
working under any organization; if he/she works individually fulfill the needs of people, s/he
is a duty bearer. It means every individual has dual roles in the society. The roles differ
according to task assigned for each individual setting or organization settings.

From the concepts of different generations of human rights, I came to understand that
the rights are context specific. It gradually changes with respect to development of socio-
economic, political, and intellectual perspective. It has changed its fundamental aspects
and concepts since its promulgation from the UN convention. Guarantee and protection of
human rights are today looked upon as an essential part of justice and common good
(Naseema, 2004). "Human Rights are not merely a language of compassion, cooperation
and communication, but a grammar of civilized society and an essential condition of a
happy, peaceful and prosperous future” (Ibid). Therefore, the greatest challenge before us is
to ensure an equitable distribution of human rights to the people. The human right declration
of UN also includes the right to education that is stated in the foll wing articles (Ibid.p:29):
"21 (1) Every individual has theright to participate, in the govt. of his/her country directly
or through the elective representatives. (2) Everyone has equal rights of getting a government
service in his country.

26 (1) Everyone has the right to receive education. (2) The goals of education shall be the
perfect building up of human personality and inculcation of the deep respect for human
rights and freedoms. (3) The parent shall have the options selecting the types of education
their children should have.

(28) Everyindividual has the right to pass his/her life in a social and international atmosphere
ensuring the benefits given from of the rights and freedoms conferred by this character.
29(2) In connection with the rights and freedoms, every person shall conifer himself/herself
to those limits as to ensure the rights and freedoms of other people.”

The stated articles of human rights declaration of UN advocated the participation of
people in the activities of political sphere. They are equally important in education sector
too. Each people have right to participate in educational services. It is however questionable
that, who is mostresponsibleforproviding access to quality education, the people themselves,
or the government. Ljungman argued that the state is the primary duty bearer and it must
take all necessary procedures to guarantee the citizen's right (Ljungman, 2004). It also
emphasized on the equal rights to get services from the government sectors. For this, there
are different obligations of state approved by international human rights law namely, (a)
obligation to respect (b) obligation to protection, and (c) obligation to fulfill (Ibid). In this
regard, the state must respect the demands of educational service. The states’ role is to
protect the right to education and to fulfill it under favorable condition. Being the signatory
of these rights, Nepal has invested a lot in education sector primarily in basic level. The
annual budget (FY 068/069) allocated 16.61% of national budget to education sector (MOF,
2011). This is the indication of sates' obligation towards education. Despite this initiation,
3.5 % of the school age children are out of school (DOE, 2011) which indicates that state




has more in obligation to protect the educational rights of people.
Theories of human rights

According to Kanan, there are five basic theories on human rights (Kanan, 2006, b).
They are: (a) The theory of natural rights (b)The legal theory of rights (c) The social welfare
theory of rights d) The idealist theory of rights €) The historical theory of rights. Each
theory has its own assumptions. The table below represents the essence of the theories on
human rights according to Kanan's classification of rights (Kanan,2006, a):
Table 1 : Different Theories of Human Rights with their features.

Theories of Rights and their special features
Elements |The theory of |Rights The  The social wel- The idealist |The historical
of Rights [Natural legal theory of fare theory of theory of |[theory of
Rights Rights Rights Rights
Creation |Hobbes, The states' Utilitarian, Green, Customs
from Locke and interest Society Krause,
Rousseau Henrici and
Wilde, Kant
Bases on [Social Rights based Social welfare Moral Customs and
contract on law development |usages
theory of man
Source of [Nature State Legislative Ethical value|Tradition and
Rights measures customs

Human rights and rights to education

Notions of human rights have changed according to the changing socio cultural context.
Education right was considered as social rights in its third generation (Evan, 2007). Slogan
of right to education emerged from the third generation of human rights. Since then, it has
been central part of human rights movements for each country and each society.

It was natural that in many instances right prevails over "what was right; those who
held power dominated the weak" (Naseema, 2004, 20). It meant power holders enjoy the
right and the powerless people cannot enjoy, as they cannot claim their rights. Similarly,
Kanan stated that social order and harmony can be obtained by framing rules of social
behavior in terms of duties (Kanan, 2006 a). Therefore, an approach to realization of rights
through emphasis on duties could prove to be counterproductive. A person cannot enjoy
one's rights if one is not performing one's duties towards others. In this sense, I understood
that fulfillment of one's right demands others' duty. Here state is the duty bearerto fulfill the
right to education.

The states in favor of UN declaration of human rights agreed that education shall be
directed to the full development of the human personality and the sense of its dignity, and
shall strengthen the respect forhuman rights and fundamental freedom (Ibid). UN convention
of human rights (1948) stated:
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"Everybody has right to education; it should be directed to the full development of
human personality and to the strengthening of respect for human rights and fundamental
freedom. It shall promote understanding, tolerance, and friendship among all nations and
all racial groups, religions and other intercultural groups of society."

Following this intentions, interim constitution of Nepal, 2063 has provisioned right to
basic education as each individual's fundamental rights. However, this right has been
provisioned in certain terms and conditions. It means the state is politically ready for right
to education up to secondary level but is unable to provide sufficient resources to fulfill its
intention.

Rights and duties: two faces of a coin

Naseema claimed that human being has two related characteristics i) as an individual
i1) as a social being (Naseema, 2004, p: 2). As an individual s/he claims her/his rights and
does not care about own duty towards other people or other agency. As social being, s/he is
bound with in his/her duty that the society has intended to perform by his/her effort.

Although human rights are universal, they are the claims of an individual upon his/her
society, not on other societies. This is also relevant to educational rights of an individual.
As definitions of rights say, "Rights come from what they are or where they stand in relation
to each other" (Kanan, 2006,a). His idea is that the government must treat individuals within
their populations with equal respect and concern. In Rawl's view (quoted in Kanan, 2006,
a), the rational person who is ignorant of her/his own potential chooses two principles of
justice. The first principle is that everyone has an equal right to the most extensive total
system of equal basic liberties as compared to others. Second, the social and economic
inequalities are organized in such a way that they provide a system of equal access to all
and equality of opportunity. This vision indicates that people believe on freedom and equity
concern in relation to their rights.

Implications of these views on right holders and duty bearers

The traditional society accepted the concepts of duty and responsibility as its ethical
values. The term 'rights' existed when the duty and responsibility were not adequately
delivered especially as per the spirit of the UN convention 1948. The users of "rights" are
certainly the right holders and without the legal or moral obligation, rights did not work.
Therefore, the relation between rights and duties make a complete social system as argued
by the functionalist theory of society. The productions made by producers were user friendly,
they always took care of their clients, and the absence of clients results into meaningless
production. This viewpoint indicates that the duty bearers without right holders, little
importance. It suggests that there should be close relationship between these two
supplementary agencies of a live society.

Weak relation between teacher and students

A teacher entered into the classroom and wrote the topic of the lesson or the board.
Students listened peacefully, turned their book on, and opened the page number according
to teachers' command. He taught in his (pace) own and according to plan but at the same

. time, could not pay attention to each individual. He was indifferent on who was doing what.




Teacher asked questions and answered himself before student responded to the questions.
Teacher asked further questions and students wrote them for their homework. This situation
revealed that teacher was not aware to establish humane relationship in the classroom.

In my next observation, a teacher entered the classroom. He wrote the formal format of
lesson plan on the chalkboard. He cared what the students were doing during the period. He
assessed the previous knowledge of students. I observed that students were not clear about
the previous contents of the course. I noticed, this behavior of teacher to assess student's
previous knowledge was a routine activity of the teacher. It meant, the teacher was aware
on how to establish rapport with students in the beginning of the class but he was not using
this sense in his regular classes. Though I was there as a research student, the teacher
considered me as the officer from the training providing institution. He had skills and
knowledge about child friendly teaching techniques but did not follow them. He was
habituated in following traditional routine style because he felt it was easy and not time
consuming.

From these observations, I found that teaching pattern was so monotonous that the
students answered the questions of their daily life activities, from the textbooks. The teacher
did not encourage students to explain the daily activities around their environment. Teacher
asked the students to show the exercise book of their homework. Before the students
completed showing the homework copy the teacher asked them to stop to open the exercise
books and told that he would check them the next day. Students answered the questions
asked by the teacher but almost all students were behaving indifferently to their peer's
answer. When the teacher threatened the students saying, "I will keep your record, who are
attending and who are not attending to my class and it will be reflected on your assessment”,
the students became attentive for some time. It drew on me that 'threat' has helped motivating
the students, called negative reinforcement. I marked that when teacher asked free questions,
fewer students were active and most of the students were passive to answer. The number of
interested students to answer the teacher's question was very countable. The teacher asked
the student a question and the student answered, but the teacher did not respond to his/her
answer. It made the students feel that there was no respect for their performance. This
ignorance by their teacher and their peers made them feel humiliated. In this sense, there
was little human relations between teachers and students in the classroom. I came to
conclusion that there were many factors to determine the relation between teachers and
students including socio economic status, caste system, the smart of students etc.

In my third observation, in a class, I found that students were outside the classroom.
Most of the boys were outside and most of the girls were inside the class. Nevertheless,
they were talking about their outside activities. I wondered that none of the students
complained to their school administration why their class was in a leisure period. In one of
the class observations I found that the teacher was conducting the class in one-way traffic
system. However, the students of this class were more attentive than in the other classes. I
observed that the teacher repeatedly announced that "if it is asked in the exam," you should
write like this etc. This situation hinted me that relation depends upon loss and profit of the
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individual. The students wanted their good result as areason; they were listening to teachers
due to the fear that they would fail the exam.

Students thought that the duty bearers/ service providers were powerful, because they
got something from the teachers. In this sense, they realized that they must obey their
teachers. Students were asked to do the problems of exercises. All of them were engaged in
doing so. The teacher carefully watched each student and cared to show that he was
encouraging each of the students. I noticed that he was concentrated toward the clever
students and asked them to go ahead. Nevertheless, the other students were confused about
how to solve the problems and they felt that teacher was ready to help the brighter students
only. They felt that it is not their right to direct the teacher to focus his activities towards
“less active students also. It resulted in a gap between the duty bearer and right holder
relationship.

Rights based approach to education (4A-approacb)

Availability corresponds to right to education, which requires fiscal and physical
resources that match to human rights obligation (Tomasevski, 2003). It demands political
and civil rights as well as social and economic rights. Political and civil rights emphasize
on non-discrimination in the name of caste, religion, culture, and ideology of students to
get education. Similarly, social and economic rights emphasize equal opportunity in the
access and use of resources to all people irrespective their economic and social status. To
ensure this opportunity, the states voluntarily accepted their obligation to protect, promote,
respect for, and fulfill human rights in their respective countries through UN human rights
declaration (Khanal, 2006) which indicates that education services for its people are the
duty of the states. To access this, there is a need of close relation between service providers
and takers. Right to education in availability approach assumes that education is social and
economic rights of people that need government to make free and compulsory education
available to all school-age children. Paudel claimed that education, as a cultural right requires
respecting diversity including the minority and indigenous rights (Paudel, 2066 B.S.).
However all school aged children are not in schools (DOE, 2010). From these ideas, and
findings from the field, I came to understand that right to education through right based
approach namely, availability, was partially fulfilled.

Accessibility corresponds toright to education that promotes non-discriminatory behaviors
to the children in schools and in home. It is the rights of parents to choose the education for
their children according to human rights convention 1948. Tomasevski (2007) also argued
that girls were discriminated to choose the schools because parents do not see the economic
rationale to invest in their daughters' education. This means there was availability of
education, but there was no accessibility of education to the girls. Many research revealed
that there must be attractive packages for the excluded groups or individuals including girls
with respect to child's expectation. It considered various factors like quantity, quality, and
equality to every child. In my study context, I found that the school aged children had
access to education quantitatively but was lacking in quality and equality. Accessibility in
education not only emphasized the compulsory basic and primary education but also




addressed human rights related issues. Moreover, gender and racial non-discrimination,
progressive realization of human rights education, assurance of the availability of free and
compulsory primary education, facilitating access to post-compulsory education etc were
also the other measures that could be made accessible to all children (Ibid). Accessibility
demands minimum guarantees regarding the quality of education (Paudel, 2066).

Paudel (2006) argued that the guarantees of health and safety, professional requirements
of the teachers through a systematic monitoring and enforcement of law etc are essential to
achieve the goal of acceptability (Ibid). Development of international human rights law,
prioritization of indigenous group's rights, language of instruction, prohibition of corporal
punishment etc are the major dimensions of acceptability one has to try to address (Ibid). It
is also assumed that school curricula should integrate contents from the perspective of
human rights. In my study field, I found that neither students were aware of this issue of
right based approach to education, nor they claimed for it.

The students believed teachers even if they had done wrong. It means they easily
accepted teacher's advice and arguments without questioning. Teachers claimed that they
duly performed their tasks. The convention on the rights of children (1989) requires that the
best interests of the child should be given priority. Parents expressed that the education
system should be adaptable in terms of student's behavior modification, capability in
competition and making full use of their potentiality. According to Paudel (2009), schools
must respond to the needs of each individual child. He further argued that safeguarding all
human rights through education, cross-sector analysis of the impact of human rights,
integrated planning between the relevant sectors etc could be the major concerns that
adaptability approach has to address (Paudel, 2066 B.S.). However, my observation and
expressions of children in the school showed that, the education and the content of school
education was imposed rather than making adaptable to their needs.

In my study field, I found that school did not respond to the needs of individual students,
so the students were compelled to adjust in the school irrespective of their interests. Many
students claimed that they were studying the non-interesting subjects as they had no choice.
They told that it was their compulsion, because of no choice of their interested subjects.
School managed the subjects according to availability of teachers. The head teacher claimed
that it was their compulsion to adopt some sub jects irrespective of students' choice because
of scarcity of physical and human resources. The school authority was habituated to do the
traditional function and but not the creative work by offering choices to the students as per
their need. One of the reasons behind it was the ' status quo culture' (expression of district
education officer in an interaction with the writer in 2068/2/24 BS) in service delivery
mechanism. There was no strong demand by the students and parents who could challenge
this status quo culture of theschool staffs. From the field level study, rather thanthe provisions
available in the documents, I came to conclude that right to education in terms of 4A approach
was partially fulfilled in our context due to weak relation between right holders and duty
bearers of the education system.
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Findings from the field

Students wanted close relation with teachers for increasing theirlearning achievement.
They were happy when teachers acknowledged their performance without any discrimination.
The case was same to the teachers and other duty bearers when they were acting as right
holders. The teachers were motivated when the trainers and supervisors respected their
needs and demands on the job place. This human relation actually motivated the people to
perform the task with commitment. It is the duty of the state to respect, protect, and fulfill
the rights of right holders through teachers, trainers, supervisors, and other officers. It was
interesting to note that an individual's perception about rights and duties were different
when their role was different as right holders and duty bearers. When their role was that of
right holders, they wanted close relation with the duty bearers but the same was not true
when their role was that of a duty bearer. I remembered the power relation in such situation.
Power remained with the service providers and that is why the relation depended on the
interest of service providers rather than service takers.

Rights are entitled with corresponding duties (Naseema, 2004). The duty bearers always
thought that s/he is the provider and not the server. Likewise, the right holders thought that
s/he was the taker and not the holder. It prompted people to think that the power was posited
on duty bearer, not on the right holder. It also established the norms that, if the duty bearers
provided their services, the right holders got their rights. If not, they could not get it. Following
these norms, students claimed that they did not demand the running of class regularly in the
school hours, because of the fear of punishment from the teachers or for fear of securing
lower marks for their achievement. The teachers when acted as rightholders, also expressed
in the same way. They expressed that they were afraid of demanding their rights with their
trainers/supervisors because of fear of loss of something that could be valuable to them.

I was extremely amazed when comparing the expectations of same person as a duty
bearer in the school and right holder. He expressed that the close relation with students
makes students powerful and they do not obey their teachers. They wanted close relation
with the duty bearer when their role was as that of right holder. Staffs in the district education
office and training centers also expressed that they should not keep close relation with right
holders. At the same time, they claimed that they as duty bearers did not want very close
relation withthem. In my understanding, it is thehuman nature that we do something targeting
our benefit. Whatever are our expressions, internal motives drive us by our benefit. That is
why, we want immediate services when our role is that of right holders, and we see our
rights when we work as duty bearers.

Each society has certain needs and there are number of activities that must be carried
out for social life to survive and develop. Goods and services are produced and distributed
for survival and wellbeing of people. In the structural functional model of shaping people,
individuals carry out each of the tasks in various institutions and roles that are consistent
with the structures and norms of the society. In right-duty dichotomy, individuals perform
their dual roles according to their responsibility in different forms (Paudel, 2009). In case
of my study, teachers played duty bearer's role in school for their students and to their




family in their home, as the guardians in different roles. Whatever the different society roles

may be, the teachers from this perspective played duty bearer's role. Functionalism accepts

this type of inequality as "different role holders' behavior" in a given socio cultural context.

Functionalists also argued that a certain degree of inequality is functional for the society.

Moreover, society cannot exist and operate without a certain degree of inequality (Hadden,

1999). Rewards in the forms of income, status, prestige, or power must be provided in order

to induce people to carry out the work they are assigned. These service providers are

required to prepare for and perform in roles required by society and the organization they
are attached with. In such cases, Durkheim argued that social inequalities should represent
natural inequalities, and if this occurs, the division oflabor performs well (Ibid).

In my study, teachers had taught all the students in the same environment, they had
also claimed that the teaching strategy and the classroom behavior were the same to all
students. But the learning achievement was different according to individual's capabilities.
Atthesame time, different students had chosen different teachers as their bestchoice though
the relation between teachers and students was similar in the same setting, which in practical
life was, nearly impossible. I have suggested some of ways to establish good relation between
right holders and duty bearers in education system in the following points:

w Itis necessary to sensitize the clients, policy makers and the duty bearers of education
services in terms of the right-duty equilibrium.

. Induction of moral values and ethical education from the very beginning of school
education is necessary to realize its importance. Therefore, the school system must
hold the ethical and moral values that must be transplanted to the students as well as
the teachers and administrators in the school system.

w.  Itis important to realize the multiple realities in the world. The education system must
promote creative thinking and realization of multiple truths. This rejects social deviant
behavior that promotes labeling. Labeling behavior is one of the discriminations in
education system that avoids right to education.

w Itis important to make educational services inclusionary. The diversified class of the
society should hold the duty bearers role organizationally. The heterogeneous groups
in education service system reduce monopoly in service delivery.

w. Promote informal relation in service delivery system. This enhances good rapport
between right holders and duty bearers, which ultimately ensures better service delivery.

w.  Teacher'scommitment for good relationship and maintaining child friendly behavior in
the school environment are important aspects for good relationship between teachers
and students.

@ Opportunities for teachers’ professional growth is essential for good relation. That is
why objective performance indicators for good relation should be developed and
disseminated to teachers and educators for better performance.

(This article is taken and modified from M. Phil. thesis (2011) from Tribhuvan
University.)
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The Context

The concept of action research is historically credited to the movement in educational
sciences. A variety of other social reform initiatives grew out of the other ventures of
progressive educators, such as John Dewey, in the early part of the twentieth century to
dispute the orthodoxy of the scientific research methods current in the field of education
(Burns, 1999: 26). As regards research, Dewey’s notions in research were innovative to
confront common educational problems by inviting researchers, practitioners and others
working in the educational community to address their efforts toward educational enquiry
collectively. Dewey’s ideas on progressive education were extremely influential in
educational research. In the 1940s, an important contribution to Dewey’s ideas on action
research came from Kurt Lewin, who was not an educator, but a social psychologist.

Lewin proposed a mode of inquiry that comprised action cycles including analysis,
fact-finding, conceptualization, planning, implementation and evaluation. He suggested
that the urge to carry out an inquiry should stem from and reside in the problems of a
specific social group, and investigation should be done by the participants of this group
only

Inthe changed perspective of the role of the teacher in modern age not just as a follower
of new methodologies, but as the source and creator of the theoretical basis of their own
implementation techniques, becoming researcher withinthe territories of their own classroom
and/or institution in inevitable. So, teachers are becoming both practitioners and theorists
of today’s language teaching profession. Nunan (1992) emphasizes the gap between theory,
research and practice as "until comparatively recently, the focus of concern in much of the
writing on ... foreign language education was at the level of method.

According to Van Lier(1992) those of us who work in teacher education know that one
of the most difficult things to balance in a course is the tension between theoretical and
practical aspects of the profession. ... theory and practice are not perceived as integral parts
of a teacher’s practical professional life. ... Teachers’ action research can be viewed as
simply on-going professional development. It is a form of systematic exploration of any
area of a teacher’s day that is "conducted by teachers rather than being done to teachers by
outside ‘experts.’" It is educational research that involves the everyday work in a classroom
or school. This research differs from the traditional type of research because its emphasis is
on “learning by doing."

Education
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It is a group of people who identify a problem, do something to resolve it, see how
successful their efforts were, and if not satisfied, try again. It goes beyond common problem
solving that teachers do every day because it is systematic and is concerned with learning
theory using proven research-based tools for collecting, analyzing, and presenting data. In
other words, teachers become researchers exploring areas for improvement in their
classrooms. It’s personal staff development. Teacher research can be defined as systematic
investigations of how teaching influences student learning over time in a single classroom
or learning community. It is an inquiry that is systematic, intentional, contextual, ethical
and above all, responsive to the learners’ strengths and challenges ( http://
education.ucdavis.edu/general-information/what-teacher-research)

Teacher research is an inquiry that is intentional, systematic, public, voluntary, ethical,
and contextual. Teachers' action research is on-going professional development for teachers,
by teachers rather than being done to teachers by outside 'experts'. It is a form of systematic
enquiry undertaken by individuals or groups who share a passion to improve their own and
others' teaching and learning to support students in school. Teachers research is a broad and
important aspect of development not only for the teacher-researchers themselves but also
for the colleagues with whom they share results in writing or at conferences or meetings..
Teacher research means different things to different educators. To some, it may be something
as simple as observing a class and keeping a journal about observations. To others, it may
be as complex as a longitudinal study examining the reading development of several students
over several years. Teachers are doing research at all levels of education, from examining
kindergartners' ability to synthesize materials to exploring adult learner’s’ writing
improvement using journals.

History of teacher research

The 1940s brought about changes in education as teachers began to think about how to
make improvements in their own classrooms. The idea for teacher research began with
Kurt Lewin in 1946. He wanted to create a plan of action for novice researchers to make
positive changes through observation and reflection. This approach to research was quickly
adopted by the educational community as a means for educators to assess practice and
programs in their classrooms.

Features of teacher research

Action research has a number of distinctive features, as described by Zuber-Skerritt
(1982). For her, action research is based on the assumptions that teachers and principals
work best on problems they have identified for themselves; teachers and principals become
more effective when encouraged to examine and assess their own work and then consider
ways of working differently; teachers and principals help each other by working
collaboratively. Working with colleagues helps teachers and principals in their professional
development. In order to accomplish teacher research, the steps include identifying issues
and developing questions; learning more about your issue; developing a strategy for your
study; gathering and analyzing data; taking action and sharing your results; and finally
reflecting.




Teachers as researchers

A teacher or instructional designer who believes in and employs one method for teaching
remedial reading should not necessarily abandon that method when an article in a professional
journal proclaims that another method is superior.

Educational research is not just an abstract science. It is a useful tool for practical
problem solving. It enables educators to identify outcomes, make predictions, and establish
cause-and-effect relationships. Factors such as the intuition of sensitive teachers and
instructional designers, philosophical insights, and legal restrictions all play legitimate roles
in decision making. Teachers should do research every day. This would make their lives
much easier. Yet many teachers do not seem to believe this is true. They believe that in
order to do research they must temporarily or partially stop teaching; and most teachers
either do not want to or cannot take time to do this. Without vitiating the concept of research,
it is suggested that important components of research are activities teachers can
do while teaching. By employing appropriate strategies of educational research, teachers,
instructional designers, and other educators can become more reflective and are likely to
benefit from their personal experience. By behaving at all times in our work at least partially
as systematic observers and researchers, we can do our jobs more effectively.

Why teachers need research

The positive effects of conducting research in the classroomare tremendous, and without
research we are losing a valuable resource in our own as well as our colleagues' development
as teachers and learners. Further, by not conducting research we also hurt the primary focus
of our careers-our students. Research supports rigorous research that contributes to the
solution of significant education problems. Research activities result in the provision of
high quality education for all children, improvement in student academic achievement,
reduction in the achievement gap between high-performing and low-performing students,
and increased access to and opportunity for postsecondary education. Research examines
the effectiveness of educational programs, practices, and policies, including the application
of technology to instruction and assessment. The goal of research programs is to provide
scientific evidence of what works, for whom, and under what conditions. Allocation of
substantial financial resources should be made and a larger number of formal grant
competitions are required. The most obvious difference, of course, is that teachers conduct
the research—not district administrators evaluating a teacher or curriculum, and not university
faculty or graduate students who may not spend enough time in the classroom to truly
understand what’s happening.

What do teacher researchers do?

Teachers as researcher have multiple roles. They have to act simultaneously as
participants and observers while conducting research in their own classrooms Teacher
researchers develop research questions based on their own curiosity about teaching and
learning in their classrooms, examine their underlying assumptions about teaching and
learning; systematically, collect data and research various methods of conducting research,
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share and discuss their data and research methodology with fellow teacher researchers,
analyze and interpret their data with the support of their colleagues including their own
observations and reflections, present findings to others and talk to their students, write
about their research, share their findings with students, colleagues, and members of the
educational community, discuss with colleagues the relationships among practice, theory,
and research assume responsibility for their own professional growth. http://www.nea.org/
tools/17289.htm)

Teachers’ practice, attitudes and skills in relation to the effective use of research
information in their professional practice in a matter of common concern. Examining teachers’
practice, attitudes and skills, in relation to the effective use of research information in their
professional practice is therefore necessary. William (2003), emphasizing the need for teacher
research, found that there is clearly room for more active encouragement to make the use of
research a "legitimate” activity within professional development. Nevertheless, attitudes
toward the use of research evidence were generally positive or, at worst, neutral.

Four levels of research

Research can be conceived as occurring at four levels. These levels are hierarchical in
the sense that each higher level presupposes knowledge of lower levels and employs the
lower level techniques. Most research textbooks speak of research as if everyone who does
research is working at only the higher levels.

Level I: Data collection

What is happening ? (What is the problem ? Is this what I want to happen ? Is this what
should happen ?)

Examples:

w. Can Navin read?

w. Does Rita enjoy Laxmi Prasad Devkota’s creation ?

w Is Sadiksha more anxious now than she was in April/May ?

w. Areonly arelatively few students participating in class discussion ?

Level II:
Internal validity
What is causing this to happen? (Am I causing it ? Can I change it ?)
Examples:
w. Navin does read better this year. Is this because of my program? Or is it because

he grew a year older? Or because his dad/mom said they pound the heck out of
him ifhe flunked?

= Sadiksha is nolongeranxious. Is this because of my self-concept program or because
of something else?
w. Is the fact that my questions are directed at only a small minority of pupils causing
others to "turn me off™
Level I11
External validity
Will the same thing happen under different circumstances? (How far can the results be




generalized?) Examples:

w Will the same program that taught Navin how to read helped him with math?

w. Will the self-concept program that helped Sadiksha also helped Navina?

w. If I change to a different set of questions, will I still get intensive participation in
class discussion? If so, how widely can such new sets of questions differ from
those previously used?

Level IV
Theoretical research
[s there some underlying principle at work? Examples:

w. Did Navinimprovebecause I supplied him with an appropriate interaction of optimal
discrepancy and reinforcement schedule?

w. Do children leam better if they organize the material themselves than if they receive
the information in a highly structured format?

B Does intrinsic reinforcement result in more effective learning than does extrinsic
reinforcement?

How should a teacher choose topics for research?

The teachers who are keen to undertaking research should keep in mind the following
things:

Research must not interfere with or disrupt teaching;

B It should not be too demanding on the teacher’s time

w. The methodology used must be reliable enough to allow teachers to formulate
hypotheses confidently and develop strategies applicable to the classroom situation;

w. The teacher should be committed to the research problem under study

w. Teachers must follow ethical procedures when carrying out research; and

w. Classroom research, where possible, should adopt a perspective where all members
of a school community build and share a common vision

Conclusion

The strength of teacher research is the development of a better understanding of
classroom practice in ways that are specific and local. Outside researchers often work to
generalize research findings to the larger educational community or lack a teacher’s insider
perspective on the classroom context. In its focus on intentional and systematic inquiry,
teacher research empowers teachers to thoughtfully examine and analyze classroom practices
in order to improve teaching, a tremendous outcome for teachers and students. Given the
growing concern on teachers’ role for upgrading the standard of education particularly in
public schools in Nepal, there is an urgency to involve teachers in research.
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