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A& ¥ (2003) w=aq - Private supplementary tutoring may have positive
consequences, e.g. in improving students learning, providing constructive
activities for pupils during out of school hours and providing income and
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employment for tutors. It can also have negative consequences such zs distortion
of the main stream curricula, pressure on young people, exacerbations of social
inequalities and manipulation of clients by tutors, manipulation problematic, in
situations whose mainstream pupils after school hours. In the worst cases, a form
of blackmail arises in which the teachers only half of the curriculum during the
school day and then require their pupils to pay for the other half during private

tuitions.

w=H (2002) T FHAT (2002) TASER - Some teachers abuse their position by
teaching only half the syllabus during school hours and then declaring that if the
student want to receive teaching in the second half, then they must come to the
" after- school tutoring class.

T8 AT g@9 (1987) W& — Tutoring has covered a great lack of interest on
the part of the student. They have reached the point of thinking that as long as
they can pay someone who will show them how to pass their examination. They
do not need to adapt school classes except when they are required to do so by
school regulation.
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EFA - Dakar goal 2 states —

Ensuring that by 2015 all children in difficult conditions and circumstances and
these belonging to ethnic minorities have access to complete free and compulsory
primary education of good quality.

Millennium Development Goal 2 states —

Ensure that by 2015 children every where, boys ad girls alike will be complete a
full course of primary education.
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IR T IORAETE [RIES | w9 Rream Prrmedeg smur AR & farem
Zr7eYR fRRTeT gRAR § 9T 2@NEE T9E FAAT AURIATE 6 T JadATedd
TATETS FH DA B g |

FIYTTaTE Zrafera qTRITTE THEHT ®IAT 70 O T @ Prarea faerg swarer
EIHT AME TS ATHT FRE [ATTEE qGT TR TR =

FEANT, TEHFE T WIS IATATICOE QA
RTETFH TIRITTF IHFTEH ST

. foaTeg ZEEYR IUGE TAIfg Jedeedt qiawee qEid W osnfe
IS NG Ay fren Pramradm Stefea #7 ammafrs s gty
ARARBIRTE AT TI@NIAET FINROTEZ AL TIF MR TG |

“ g1, Rrererer w3FE, Prfafa, AfEw
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yftadw e @aenv T & T

JTHAS YT eI T 8 |
qqd THATR FAITIAS e AR faardie fasegyatyr Tareq ¥
faea =TS fa@rsayss (Learning organization) &1 &9w fasfaa o smd
frardfrer gaver @1 aaRe fears ooy frem fafrmaard s s )

3 TR fqaeg I LT
st =g T fawr Chester A Bernard & sa&1 g - wfqeierar, qftae 2
Yaed 7 TIEHY FI™WUAH T JEF g | faarem FmaeqEm gt faw
IIFeEAs T & dieeg | qhesrdiedr guFeeqr s frgmar 9=
Ifesr gaeAr A f aRkeE @ 1 osarq ¥ nwdfaw=m werEE
fearaaa® = fandi wafm e gfgand fag=ar wa g9 s faareardra Rreret
TR QR faq e g1 EeeeE T fastaa TIIFY TR
frafaes fires o1 faadter =9 fawrg SJvaferar gum a9ey
F g1 7 T FAP AAHGN WEH G fFAtE TaE) s aaeeEy

sy srafera aAR Frndi faars Iuatear Fegor 7S A
IR TEG | Farags TrEeiRa) IR T9@ d80 TRAdT Tiad g4 gt
e EIRT FA INAIEE G AT AT T AEg T G A TAIH
ERIGE RS EER IR SRl TRIE |
UNESCO (2000) & faavagsr gavasiiarars f= FATST  TATH
T B

TR g JRATT Ferqan

IratergE At

T S (Faaredrtn) 9=
Rrereee® faemrear T amadr wawTa
arafega T QR qraraw
TIIHR FIA FIHTIA

Rreee! FTd|TRA e ATEHA
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| SRTEUTSHT
am | W U, FET TeT T
TE 5. g3 | I
. Frareraay
- gHRITe T FSETHT
3fg,
- TR ATER (QUET :
- Iy faundt Sueter LIl 7 ggw
3fg,
- faendt rRafhaar T g
- gfgfeardt @ =@
qae TR | ‘
IE FJEEE F W gH qoae
AJcaeTar JfAFHT T T/ AT F4TFTT T
HHEAT [ FTPR T fen @ el
qRAAFE AT TBd T T adTeEH
yEE T T fAEe FIEmR FAFATILE
Preerda Jevd gfd T Rymae
¥. faenem-
faeera- Ry qrd
BICSISH A A fraeor Rerermer,
fayarg Hewa faq JEFETTH
FTATITH TRTIEHTA g% (Green,
1995) | TITIFIATH AT
ATCHTAY AT REASLEREL
- ™
- I
Rareres frer %9




/ TETIOTH

(Reen

v fgers

ring or

g a1 (Process)

T garTean
T

ar sfas

(Output)

7 ==

farere favam



- fraem ZEEnTTR sTeEE RGeS e gPFaTETe. AT T
- foaen qftaed ez st 1 SugeE saseE f{eEr A

TrEEr) e EenTAs FRfrH mivagd Jed fEETaE I AW
sfga oo srag afeee (faameg ofEm gsq,  aw T deifesarda
&Y Mo aX Feq9N g e ity w&sH (Ubben and Hughes, 1997) | 5913
I 8 ‘gt e FIEOAE T ARFEE FHEHE AT T JRA! W1, FHEE
TIETF AT q G T "

FETETeE (Red Jen faaew ot a9 weww g A e
TS, TR T aEreFd afw afafelt S | W g g g 8l A
T & afr faam T ofafs g ot & 1 R & gamie FERk @ I@ ST
T T P AISNA HA TEHQ Zaead § 81 | faaragd s afee ?
Hra~<TdqTH AN ITEATS fqHE TS (Leaming organization) T &I THIES
TR TR 3 §oTdt a9 @ T |
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fravdi ot FEREE IHIE OH TEE | Ha@Esy FAT Rrgwr g frardiesa
fr#Ts e 3 AT ITAF A AT |

7@ fofam e Rafieesd 9w e aAfked d91 §qcHE  ararasy
(Emotional climate) #39% & _  9EW SARAE] S | frrzaT
PP TN TS I8 | INEEH AT JUT AIEATTATS AFRIHF TN HIHN
T @=Eid M faFg aaro fee Weda | e aaEeEn
Frarfleeas a-EaaE a1 Afma Rreor THecs | a1 F ™ 30 & B fEw aro
IRF T qn , TS 99 I g g7 qF F@rs gre e wwaiivero
N THeEa | faiw @ widRe swgw qar = difse fEerfeew et
FRAFFTIEAR FHHSH a1 99 JI@ {aSq 9@ (Cohen & Manion,
1983, pp.218,224; W1, 2055 pp.196-98) |

FETHT H1 SAe Araaig WCH fqardt (Fast leamer or gifted pupil) ¥ A T=afg
W frardt (Slow leamner or ungifted pupil) 7 #&RaA | AT FEY 913, @S,
frerzar 9@ T o= T FH TS T

iz woer Pardes a9 W} SSEERRE Pl T TARR T@H TEA |
fadresars frde gfaurardy faardt (Bright pupil) wi=a | fadies 7 ufw Faeear
T IF TaR faarg g T e [er wfaar ars fateeras, = & Ry o9 @1
o A 7 IR e 7 e afes awar (Mature reasoning ability)

OB 142 ot ¢ fo i T | AHATS
<1 fw I =i afes & 9T WA FEwd | I|T IS
=R g & = ATEY [ IR A9CHT R of

(Critical) 9/ &, IFTITTHT WIS (Arrogance) JG@ISSA | AW JER JG@IST,
TQZH, M@ JAZAT T /I THOEATd A= TR AAqRa] | Faesy
FHIEZTRY T T Joo NEOTRETE ararawy FAR Tel & FIEn A3 |

=S g Prafesars wm, @9 amaE gfed ame dWRE SeEr T
(Enrichment) €& | AAAINAAR JWEANTa= 70 foeor e 4 wes o+ 9
Nfra@T (Acceleration) # WIEH T FIT FIHFW T& (Skipping grades) IHd
TR A afrarass 3T JfE =(9<a (Yelon & Weinstein, 1977 p.429) |

A WIS Purdies- At AfeF emar W NTE (Mentally retarded) aar
ferzaT ek (Leamning disabled) g= 1 & Ararndiesag o Rwem



WH §B | SRS A ATA S ed FRdl geAd | fadew  reatavTae
faerdr fgdt R 799 T PR ui7 3o fa¥" §8A (Cohen & Manion, 1983,
p. 147) | Feoeel samr fFfawa adt fearfis (hyperactive) uiw e
(Hohn, 1995 p.377) | fradig wua frardfiat srmfe qig Fpd ofit aeees & 1 & !
T TP G0 PHET T Y TEBH | FATET q5gaw] (Course content) I
TR Ifan faerg Jwefe ol smwd g7 e | 9w et Rres aan
sfymraTeaaTs JTEA AP FRW GO AIA AP FEAT 9@ g A T Iwar-
TJuar... | @dw faardieear & d@ 7 a=afgd W=ar Swd saemm Rrerew
HeTE FEqU fqardiesard ey vhawan A= regae fewrew ot #few w4
TG | da T THET GERTST RIFEA SAREH TRAdl T qHArER aikd
FEHT AR ATARE 8 v 77 a1 afeog frsofasrs srasey
AT T9es | @) faeogfafy qnn T w1 ofed e faadees afg s
(1.Q.) # faRre fAg™ (Specific diognosis) THUSE | IAGEHT ATAEId TR
gAramE el fAEE T favamu THuds | IR g amwar, Hifgs ¥ fafga
qgT e, & T g Do, I S0, diw Suafr qar = T wias
qfcaeTar MfE gerEeAT G HRATSR ik IS | HF GThT 9T aravader 8 59 e
FTIATIOMT TET SATREH 2Tq =210 ¥ UHIAr (Focusing and concentrating
attention) ¥T$ FFW I&(9<a (Chhaya, 2001, pp.102-109; 9rss, 2055, pp.198-
102) 1 77 fHfane a=qan fadeeas dadfes fRmitesae qem Tqm9q
gfeq g faar @ favae e @fF=

¥, faga= fy=ravare aewq gwa aun freer yfear

F T FAF T T TeAreq fafarar w3 | FIRETRT FHéee el AT T
FEqrl TOA | FETHT ek 9%, W6 ¥ IR IGI9q Beeesd AUy @IE g3 |
FEEd] I FRE qé @aA, IGTA, FET @WTH, q& Tedl T T &
TG G99 TEA | F2EE 78 Aq 77 EGHT AEATE @13 1| T FEEE
TEETE F¢ Jagada @A (Pollard, 2001, p.318) |

F T FewAT o faermemar @9 o A AT T @ F AW OF O MB0
fory SeaEd FRUQ I TRE FIRR TE | g1 dRe [ OraRkE F[reE

[T BTH TRE T AW BT T PEA FIF 97 RY, A- F8E qo! T o
TG ¥ HAEE T TGH A€, T-TH3 A4 TG &4 Al T 89 | @
FEATE QEHT ¥ OB T AW ®N WA FRUREIET 9 fqETg
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TAUIRF I9E U THH Ot forgea fTadiees giaits, amhsar
Fram Fegd T 958 | famdie e Fwred an Jora gorEn T
T 2y wmes 1 faadt aedeT d Al =raer e o @ 29 ) g T aRE
gfarare e frardfiesdrs T aE FEE TS FArGI™INTT J9gh &ty
faor T TS | FETEE T EEE TSH TAEW TRT A JQIIHT 9f aq fFerger
i I TH 9 9EE | SeEw sreRqona (Self-esteem) SRTISRTE
g | TR WNGF qUT GAWCHSE  qIarEaRel FEH el U<, | JHare
FEMTLOTTFZT a7y Ry=rard =S T/ @G A9 |

frmfees fatr=-aiafs-aiaias-woRr o e fqega @R 3 gwie
I g3 | F&Hia FATa A, 6, &R, JAMTE TIETAdl, i<+, ATl
A gdEd | T fqEE SRR ISHAd feadieew B FagR ukeH
TS qrIA qis | T3 weEm fafw= snfa @ asfos Raree smeer faardes
g7 §¥a (Cohen & Manion, 1983, p.139) | &Y STTHT SAEEH aIel, TATZEATE,
TS A1X TETHT CHHFETRT DTN FIF T A9 IR HF @9 T A€
gar Faw TG EF TR e TR T O awR g quIEa @9
(Lefrancois, 2000, p30) t

feardies Arq@ETT I , W T FAA 9T TS g SR |
Fql W& FHA ARFAOF INEIE FHAR AHACHE (culturally deprived) faardies
TATST AIAEET faagiare 2 Sa&TT WwH 8 FEHI AJTH qTqraol
fastr gaers fesrgsvafer wiaHT ~  99g 99 A8 (Arends, 2001, p.8) |
7Y fr=rarer teer Rrar faereer aifit FEWREYT FriEsaeEEa e g= E
& Aegqd M (Yelon & Weinstein, 1977, p.449)

79 FEFeT wE fomed s JagAve tER MRl T fafvs arestas
TOET §FY ATH faaqrfiee<a f9az F1dsa TR I A6’ FEH T
M1 ST AES SR, ST, [T S [ W19 T& AgH T AEER
. | DT T G B Y T SEERE e SERTe ey atae 6 |
T NiTepdr, Ta=d1, qENAFaH e fmr 7= & @ ofF 59sH e
e dewd ®H g W TS Fleed FB ASAT FA G IR ez

afr frafesde amies faeor qar fg@#rg (cooperative learning)
ZAER AR TH9RE | R qiEElas eae FReEe 9 fawre faardt R
wuRT fRrereer @ gtear (Arends, 2001, pp.313-342) | =fs
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%) TOF faaag S SERE el = frem st T srEER feR Ao
KERIT Heor T/ e ?

9) THTEHE R qur JERATS fqFrEm i arfew gt 7 Feer Rrew qan
TIARTAEEH T&T FTTH T ITANTAT qICAT Fedqeq FIqTTE ?

5) FHIETS WRMER TLH AHATG 997 NqEaras 98 qfe=ras T5ar fen
FAUSE e T A9 §erSA [ 7

S.

=TT, forereet faRTAAET TR RTSTUIRSTR rEead Rl ANY JeifEd  dEq
TeEE faadiee gy auengw fafayan, drare Rraofaargar oF Fagasie o,
frmdees Ffeaz auErE ATHRA IR U9 FIX ARG TH0 FIEEAN
TERATE TG FAqGA TR IEEEEEN fqaawda 7o arEm syfwears sfaa

FTA IS FIET I | TTG FETFSR WNfAE Fq4qT araraew fraree
frerrer T Rrerer ZIERRATRE SARED Faa] fqErs-FEEA T |/TT

e ffed famdeesr sguelm wig g7 favaw ™ @fFs | 79 F9W @R
AT FFEH O MG T |

5, T (04 Y). RrEn safesma. Fearet @ ae |

YU, TMITHYFIE T A, ARTAIITE (0%9). YRAAF a9 T
fasrg (@ ). FToATE: TR, FFiEw e fywed grfa. @gon |

fareqr faamr (R0%9). faareg Rt o= S, aEIfed weqR - o Y
IOER, RT&T q97 AEAHg FAT, ARG adr yrafaa Rreqr qmar |
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® WITIHAETH Rl squra F1a%W gAIRS |

o Rrers IR HegT Rrerwat e gAIss |

o firarr arram fafr= W -SrawieETt Afas eEmE IR TR
TRTH TIIEH |

a4y

o afew PraFaw ¥ PAvgaw® FREF A JEraEr IR 5@
FARFN T IEgRETORTZ faeaww ReH gIsa |

o afm FIFR Mreafyardless wwIEs T R aer g Ea |

o RryFFE TEIEAF Fw fAaior w7 frafia sy<fraeEs g+ T
9 |

o RerFeEa! RUEEH) FATT AHIAHHT G IIGE |

o fradieears T s, Tafas qar snids qereEs aefas aar
AT IRATArd srrgarTs feawn W I@fE ™ aW gues |
Rreres arfamar a9 wars fadre grafvsar | ( S=TECOTHT AR
0% AT IR IfEH TATH FEHT MEAAFEHT TXATAFHT TR
R TEAH IHOAF ATAHTF AT & g7 Iy ° freararg sasraan
FHIQ T 77 QfTAT T FGE! TS F@WYA T @irAar ? )

o T FAFMTAT IWRA FFITEH IJNAEA T THVF TH AerFEears
TATed ¥ fafiw FearT o 7 HaH smgTeRT et gRr=fa
Jar Ifefawras A Swey ., |
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Management Training for Head Teachers of

Primary Schools in Nepal
"Dr. Arbinda Lal Bhomi

1. The Context

At the end of twentieth century, schools in several countries around the world
were being asked to become self-managed. In this respect, Caldwell and Spinks,
1992 stated: Within centrally determined framework, government (public) schools
will become largely self-managing, and distinctions between government and
non-government (private) will be narrow. Self-managed schools are often
described as school-based management (SBM). SBM asserts that teachers, head
teachers/principals, and communities know their students best and can better plan
the specific programme needed for their students. Hence, the decisions in self-
managed schools are made collectively and collegially by the stakeholders, not
individually by the HTs of the school. In this context, the leadership role of Head
Teachers (HTs) would seem to be crucial to the success of self-management of
schools.

Similarly, on 23 May 2000, the World Education Forum Drafting Committee
prepared Expanded Commentary on the Dakar Framework for Action which
included various strategies for achieving Education for All (EFA). Developing
responsible, participatory and accountable systems of educational governance and
management is one of those strategies. This commentary further stated that reform
of educational management is urgently needed - to move from highly centralized,
standardized and command-driven forms of management to more decentralized
and participatory decision-making, implementation and monitoring at lower
levels. This fact was reflected in Education for All National Plan of Action (EFA-
NPA) Nepal 2001-2015, The Tenth Plan (2002-2007), and EFA 2004-2009 Core

Document.

As per Expanded Commentary on the Dakar Framework for Action, the EFA
NPA Nepal 2001 - 2015 stated:

Schools will be given with adequate autonomy for school
management in order to meet their plan targets and ensure
accountability towards children and parents. ... ... ... Ownership of
governance of basic education will be provided to communities
through appropriate representation in the form of empowered



School Management Committee (SMCs) and Parents-Teacher
Associations (PTAs). ... ... ... The government will provide
financial, human and technical support on a transparent and
equitable basis. (EFA NPA Nepal, 2001 -2015 p 23)

Furthermore, EFA-NPA Nepal 2001-2015 made improving quality of basic and
primary education as one of its major themes. Under this theme, action plan was
developed. Enhancement of efficiency in the management of education is one of
the components of action plan. In order to achieve it, two activities have been
mentioned: (i) providing at least one month long training to HTs to conduct in-
house teacher training, and (ii) introduce systems to recruit and retain capable
HTs.

Likewise, EFA 2004-2009 Core Document also stated that one of the sirategies
for improving efficiency and institutional capacity is the transfer of school
management to the community as a way of shifting from centralized management
to community-controlled and school-based planning and management. It is
expected that community managed schools will have effective school-based
monitoring, greater involvement of parents in their children's schooling, and
better accountability of teachers to the school and community. This assumption,
as revealed by a Supervision Report 2006, came true in community managed pilot
schools under Community School Support Programme (CSSP). The report further
shows that one of the main reasons for selecting and developing these schools as
pilots schools was assertiveness and capability of the HTs.

The Tenth Plan (2002-2007) gave emphasis to increasing community
participation for improving school management and making provision of HT
training under Managerial Capacity Building of primary education. Furthermore,
the plan has made a target of providing management training to 26,000 HTs. In
line with this, EFA 2004-2009 Core Document also identified management
capacity building of HTs as one of the professional leaders for overall school
development.

2. Head Teacher: The Key Actor in School Management

Primary Schools, basically, are pretty small organizations. Their internal
management is characterized by the regular functions of the Head Teachers
(HTs). HTs in Nepal are required to perform various functions as specified in the



Education Act and Education Regulations and the documents issued by the
government. These functions are categorized under the following headings.

Table 1
Managerial Functions of HT's

S.N. Managerial Activities to be carried out
Functions
1. Planning e  Preparing School Improvement Plan, annual plan, annual budget, calendar
of work of each time table.
2. Organizing e Identifying the tasks to be perforined and grouping of these tasks
e  Preparing job description for each teacher/staff
e Forming SMC and Patent-teacher Association (PTA)
e Informing chair and members of SMC and PTA about their duties
e Forming different sub-committees
° structure/chart, albeit small and
3. Staffing e Recruiting, selecting and appointing teachers
e  Appraising teachers' performance
o to the teachers for their
4. Leading e Communicating the instructions issued by the government and SMC
through teachers' meetings, circulars
¢ Communicating information to local bodies and community
¢  Supervising the teachers' performance
e  Motivating the teachers through paying salary of teachers on time and
providing incentives and reward to the deserved teachers, through
recommending the teachers for training
¢ Creating and maintaining favourable environment in the school which help
build mutual cooperation among teachers, students and guardians.
e Coordinating the activities and efforts of SMC, PTA, teachers, students
and guardians.
*  Conducting co-curricular and extra-curricular activities for motivating the
students
e Implementing the curriculum and textbooks approved by Curriculum
Centre, of Education and
3. Controlling ®  Checking/monitoring whether the teachers are teaching as per curriculum

and textbooks approved by Curriculum Development Centre, Ministry of
Education and Sports, weekly schedule, work plan, daily plan etc.

¢ Measuring performance of students through administration of
examinations/tests

e  Measuring performance of teachers through observation and test scores of
the students

¢ Finding the gap/discrepancy between the measurement of students' and
teachers' performance and the expected outcomes

e Correcting the deviations

. actions those who violet school's rules and

As mentioned in Table 1, HTs are required to carry out several activities under
different managerial functions. All the activities of the HTs — whether working
frers Rren g<




with the local community, School Management Committee (SMC), District
Education Office (DEQ), or the professional staff — contribute to the enhancement
of teaching and leaming. Hence, competent HT needs to be appointed in each
primary school or the competency of the working of the working HTs needs to be
improved.

The primary concem is to look into the fact what management variables help the
HTs contribute to the successful operation of primary schools. In this regard,
management specialists suggested several skills/competencies that an individual
needs to possess to be a successful manager. The same holds true for the HT of
the school. Furthermore, how far the HTs are capable enough in understandings,
application and transferability of managerial skills/comptencies in school setting
is a subject of deep concem.

3. Requisite Basic Skills/Competencies for Head Teachers

HTs as managers of schools need to develop basic skills or competencies in order
to perform their functions effectively. Robert Katz identified three essential
management skills: technical, human, and conceptual (Katz, 1974). Technical
skills include the ability to apply specialized knowledge and expertise. Human
skills are the ability to work, understand, and motivate other people, both
individually and in groups. Since managers get things done through other people,
they must have good human skills to communicate, motivate, and delegate.
Similarly, HTs as managers of schools must develop conceptual skills, which are
the mental ability to analyze and diagnose situations. To these, Weihrich and
Koontz added a fourth one: the ability to design solutions (Weihrich and Koontz,
2005), which is considered as an analytical and problem solving abilities (Afful,
2002). Furthermore, the head teachers without skills related to information
technology/digital skills will lag behind the managers of other organizations. The
HTs can develop these skills first, through training and then through practice on
the job.

4. Management Training for HTs of Primary Schools in
Nepal

Certain efforts, though not adequate as in teacher training, have been made in the
. management training of HTs of primary schools in Nepal. These efforts are
briefly presented below.

RO



4.1 Management Training Conducted under Different Projects

or Programmes

Short-term management training for HTs of primary schools had been conducted
in the past in a sporadic and scanty way (NCED, 1994). Such trainings were not
found to have been well documented. As revealed by a documentary evidence,
training for HTs was found to have been conducted during the implementation of
Education for Rural Development in Seti Zone, 1982 — 1991. Under this project,
training for HTs of the schools where Resource Centres were located, and
Satellite Schools was conducted with a view to implement and extend the project
activities in their own schools and school surroundings (Shrestha and Maskey,
1987 and Malla et al, 1999). The duration of training was of 10 days. Similarly,
Primary Education Project (1984-1992) made a provision of providing training to
HTs of cluster schools through field coordinator and resource persons.

In the chronological order, Basic and Primary Education Project (1992-1997) and
Basic and Primary Education Programme (1998-2004) developed and conducted
12-day Primary School Management Training for HTs. This training which was
designed to develop management capacity of HTs of primary schools for
improving quality of education in their schools, was discontinued. The trainer's
manual of this training programme reveals that it consists of only activities for 12
days and hence, it is not as comprehensive as the training programme of NCED.

A package entitled Our Responsibility in School Management is the latest one
developed for the training of HTs along with teachers, chair/members of SMC
and PTA. This package which was developed with the joint effort of the
government of Nepal, UNICEF, World Education, and Danida in 2004 consists of
six modules: PTA in school development, school management, school
improvement plan, ways of increasing the income of school, book keeping in
school and leadership development of PTAs. Each module has objectives (Why
this module), list of materials used (Forms, charts and figures), required materials
(Training materials such as marker, news print, card board, etc and related
document published by GON, NGOs and INGOs) and activities. The proposed,
activities mentioned under each module seem to clear and adequate for
conducting the activities during the training. However, duration of training has
not been mentioned. The specialty of this package is that the training of HT is



carried out along with teachers, and chair and members of SMC and PTA. This
training tries to reveal that capacity building of HTs individually is not enough.
Rather, the capacity of school as a whole needs to be developed. Hence, school-
based capacity building may, therefore, be more appropriate than separate head
HT training programmes.

4.2 Management Training Conducted by National Centre for
Educational Development

The establishment of National Centre for Educational Development (NCED) and
9 Primary Teacher Training Centres in 1992 under Primary Education
Development Project (PEDP) can be considered as an important event in the field
of management wraining for HTs of primary schools. During the implementation
of PEDP, a Training Package for HTs of Primary Schools was prepared by Sagric
International (Australia). This package was reviewed by a review committee
formed by the Ministry of Education and Culture. By incorporating the
suggestions of this committee, necessary improvemeﬁts were made in this
package which was tried out in a Management Training for HTs conducted by
NCED in 1994. Based on the feedback of this experiment, this package was
modified with the support of Cambridge Education Consultants (U.K.) This
modified package was approved by the government in the same year for wide
implementation. Since then, NCED, among others, has been conducting a 30-day
management training for HTs of primary schools with the Trainer's Manual
developed in 1994 and Trainee's Manual developed in 1998. The main purpose of
this package is to assist the working HTs of primary schools to develop a vision
for educational quality and an effective school management system. This package
emphasized on HT's legal responsibilities, his roles, ways to establish positive
relationship with parents, management skills, evaluation procedures, the record
keeping system, and teaching technologies.

The development of Management Training for HTs of Primary Schools can be
summarized as given in Table 2.




Table 2

Development of Management Training for HTs of Primary Schools

Project/institution Nature of work Duration Status
Education for Rural | Development and implementation of Training 10 days Discontinued
Development in Seti | for HTs of school with RC and Satellite
Zone, 1981-1992 Schools
Primary Education | Development and implementation of Training - Discontinued
Project, 1984-1992 for HTs
Primary Education Development of training programme for HTs 30 days -
Development Project
National Centre for Modification of training for primary school 30 days Ongoing
Educational HT developed under PEDP and its
Development implementation
Basic and Primary Development and implementation of primary 12 days Discontinued
Education Project school management training
Education for All Development and implementation of modules - Ongoing

for HTs training along teachers and
chair/members of SMC and PTA

5. Assessment of NCED's Ongoing Management Training
for HTs

NCED's Primary School HT Training Package is a full-fledged training
programme having essential components. The Trainer's Manual of Primary
School HT's Training Package of NCED shows that it consists of all essential
components such as general objectives, rationale, structure, specific outcomes,
contents, methods, materials, reading materials, evaluation. Specifically, the
training methods mentioned in the package would help make delivery of the
training activity-oriented. The methods suggested in the package are discussion,
brainstorming, presentation, seminars, participation, interaction, question-answer,
experience sharing, analysis of problems, simulations, group work, workshops,
micro-teaching and demonstration lessons. Similarly, the evaluation of the
participants was also found to be different from traditional paper-and—pencil test.
The participants are supposed to be evaluated on the basis of participation in
discussion/seminar, presentation style, group reports, development of different
forms, simulation activities and demonstration lesson presentation. In addition to
these components, the package has included instructions to training coordinators
and schedule for 30-days which were specially designed to help them conduct the
training in an effective way.



However, a study conducted by Karki and Pant, 2003 commented that the training
package for HTs was developed in mid 1990s and have not been revised so far.
This study found that the training package was more-content based with little
opportunity for practical exercises in actual implementation. These comments
gave an impetus to analyze and assess the management training for HTs of NCED
focusing on objectives, contents, methods and evaluation.

Objectives

While studying the Trainer's Manual, it was found that the objectives or specific
outcomes of the overall training are well stated in behaviroural terms and most of
them are related to development of specific skills, but not all related to managerial
skills. Based on these specific outcomes, objective(s) for each day is/are
determined and each day is split into three sessions. Each session has four major
components: objectives, contents, materials and methods. Of the three sessions in
a day, the third session has invariably been devoted {o group work on issues
related to contents of the previous two sessions of the same day. It reveals that
only one-third of the activities are devoted to practical activities which may not be
adequate for developing skills/competencies. Besides, all the objectives except
one were related to cognitive domain and intellectual exercise whereas it had only
one objective pertaining to affective domain.

Contents

Though all contents mentioned in the package are consistent with the objectives,
some of them are irrelevant in the present context from managerial point of view.
These contents, for example, are lesson planning, preparation of instructional
materials, preparation and presentation of demonstration lessons, Primary Teacher
Training System and projects related to Primary Teacher Training. HTs are
supposed to acquire knowledge and skills related to these contents in teacher
training. Hence, relevant and up-to-date contents are to be included in the
management training package.

Method

Though different training approaches were proposed to be applied, limited ones
were mentioned in the training package. The training activity, generally, in each
day starts with the presentation of the trainer/resource person followed by
discussion and group work of participants along with presentation. The activities



related to simulation/role play was found in few sessions. Similarly, practical
exercises to be carried out individually or in group were also inadequate for
developing required competencies in HTs.

Evaluation

Although common questions for evaluating the activities of each day were found
mentioned in the package, it lacked specific ways of evaluating the extent of
accomplishment of the objectives set for each day. Management training for HTs,
basically, needs to be evaluated each time it is conducted. The training
programme should be evaluated on the basis of reaction, leaming, behaviour and
results (Gast, 1977). Reaction and learning are measured while the participants
are being trained. Reaction refers to whether the participants like the training in
terms of the materials, the instructors, the facilities, the methodology, the media
and the content. Learning refers to the facts, skills, and attitudes that the
participants gain from the training. Since the existing package included activities
related to both reaction and leaming, they can be considered as strengths of the
training. .

On the other hand, behaviour and results are measured after the trainees return to
their schools. Behaviour means the trainee's performance on the job, and results
refer to the impact that his or her training has on the school. The training package
for HTs fails to address both behaviours and results, which are most important
dimensions of training programme. Hence, the major problem, basically, has been
the transferability of the facts, skills acquired and attitudes developed by the
participants in school setting. J

Lastly, with a view to evaluate the training, the trainer as an evaluator needs to
give the same test twice to the participants: once before the start of the training,
and once after the training. By comparing the results of the pretest to those of the
posttests, the trainer becomes able to determine whether the participants have
changed during the time between tests. Such provision has not been mentioned in
the training package, and the trainers did not do during training prograrnme either.
There are three reasons behind this fact. First, trainers avoid the administration of
pretest and posttest as it increases their work load. Second, they do not have clear
idea about evaluating the training programme by comparing the results of pretest
and posttest taken by the participants. Third, the participants are not willing to
take tests because of fear of low score they get in the tests.



6. Need for Reform in Management Training

Considering aforementioned facts, Primary School HT Training Package of
NCED needs to be revised or new one is to be developed. While doing so, the
experts who will be involved in package revision or development should consider
the following points.

6.1 Package Development

While developing management training for HTs, first, the experts should give
attention to three major factors: (i) What activities the HTs need to do under each
managerial functions such as planning, organizing, staffing, leading and
controlling (Weihrich and Koontz, 2005), (ii) What management
skills/competencies relate to technical, human, conceptual and digital the HTs
need to develop (Katz, 1974), and (iii) What roles such as interpersonal,
informational and decisional, the HTs should play and how (Mintzberg, 1973).
Second, actual needs of HT's are to be identified through needs assessment study.
In the present context, community mobilization, participatory management.
representative participation, conflict management, ways of working with
community people, SMC and PTA, management information system, application
of information technology, leadership development may be the needs of the HTs.
Third, based on the findings of first and second steps mentioned above, the
package including objectives, contents, methods and evaluation for overall
training and objectives, activities/methods and evaluation for each session of
every day should be developed. Fourth, implementation strategy and follow-up
activities should be also included.

6.2 Expectation from Management Training

Management training is meant for transformation of schools to ensure quality
education. Hence, the training package should enable HTs so that they could
apply the knowledge and skills acquired in the training in the schools. It implies
that most of the training objectives should be of application level. Besides, since
development of human skills is one of the purposes of the management training,
objectives related to affective domain are to be included in the package. It can be
believed that acquisition of human-skills would help the HTs to work with SMC,
PTA, parents and community people.

6.3 Training Activities

It is the practical activities carried out individually or in groups which enable HTs
to develop real management competencies. Hence, most of the training activities




should be related to practice of preparing what they need to do in schools, and
practice of playing roles what they are required to play in schools.

6.4 Mode of Management Training

Management training for HTs can be organized in two ways: (i) centre-based
management training, and (ii) school-based management training. Centre-based
management training, generally, is intended exclusively for HT's whereas HT's can
be trained in their own schools along with chairpersons and members of SMC and
PTA. In order to manage community managed schools/autonomous schools,
conducting management training for HTs, SMC and PTA would be beneficial as
the main actors involved in school management can understand how they should
work collectively for providing quality education to students.

7. Concluding Remarks

The gradual shift towards school-based management and enhanced autonomy of
schools obviously implies that the schools are entrusted with more
responsibilities. Hence, the quality of education primarily depends on the way
schools are managed. Similarly, the capacity of schools to improve teaching and
learning is strongly determined by the quality of the leadership provided by the
HT. A HT having art of getting things done through people, having capacity of
mobilizing and coordinating the activities of people involved in school
development and having favourable attitude towards getting the support of
colleagues and community, can run his school effectively and efficiently.
However, even though HTs work hard and they are dedicated, they may not be
able to run the school very well because of lack of management competencies.
The management competencies/skills of HTs can be developed through well-
developed and well-organized management training whether it may be centre-
based or school-based. In this context, the role of HTs in leading and managing
schools has to be strengthened. It suggests that providing management training to
HTs is very important. Even more important thing is that HTs use the knowledge
and skills acquired in the training for the transformation of schools toward
improved state so that quality education can be ensured.

e
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Contemporary Issues on

Population and Quality Education in Nepal
“Dr. Bal Krishna Ranjit

Introduction

Population growth is slowing but still high in the poorest countries. Lower
fertility and higher than expected AIDS —related mortality are combining to slow
global population growth, according to the latest UN projections. But World
Population Prospects: The 2006 Revision Shows that population is still growing
rapidly in the world’s poorest countries.

Now, 6.54 billion, world population will grow to an estimated 8.9 billion people
by 2050. Nearly all of the 2.4 billion increase will be in the developing countries
of Africa, Asia and Latin America. Continued investment is critical. The
Population Division notes that if women have, on average, half a child more than
its “most likely” projection scenario, world population could rise to 10.6 billion
by 2050.Growth rates and fertility are falling much more slowly in the poorest
countries than elsewhere.

The 2001 population Census of Nepal revealed that it has already reached 2.31
million, with an annual growth rate of 2.25. At the current rate of inzfease, the
present population of 2.3 million will double again an about 31 year’s time. The
population of the country in 2006 was estimated to be around 27.7 million (The
State of the World Population, 2006). This will result in more uneven population
distribution, inadequate settlement planning and unmanageable population to
cater for. The rapid population growth in Nepal is attributed to high fertility rate,
declining death rates, decreasing infant mortality rates, women’s low off — farm
earning power, poverty and illiteracy.

The Government of Nepal has recognized the need for stabilizing population
growth and a balanced distribution of population in order to attain the goals of
future development plans. With a view to addressing the population problems and
issues and challenges of education for ensuring ~quality education, the
Government has placed great emphasis on carrying out formal and non-formal
education activities in different sectors across the country.

* Deputy Director, NCED
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We in education recognize the vital role education plays in the development of a
country. Our schools are expected not only to train people to meet the emerging
needs of human resources but also to generate new knowledge, idea and
technology aimed at improving the quality of life.

Those of us involved in education are aware of what seems to be insurmountable
problems. There are problems to provide the best physical environment to ensure
that the best teaching- learning processes take place. There are problems with
both quality and quantity of teachers. From these limitations, the problems boil
down to the question of quality of education. What countries face, especially the
developing countries, is a chain of problems emerging from the physical
requirements to. the qualitative requirements for an effective, efficient, and
relevant teaching learning process to take place.

There has always been a growing concern about the performance of schools.
Expansion of our educational system is marked by concems of quality. The
unprecedented growth of educational systems in many developing countries in the
60's and 70's underscored such concem. UNESCO found that concerns such as
relevance, accountability: and efficiency of schools are particularly acute in
developing countries. Such concerns are demonstrated in the growing demand for
more quality in education and evidence of its contribution to development.

Quality Education

Quality education is obviously viewed in terms of inputs into and outputs of
education. This means that quality is assessed by looking at conditions (inputs)
believed to be essential and desirable to produce quality and by looking at
evidences (outputs) that the school does achieve quality.

Measures of quality education differ from institution to institution. Studies show

that there are no universally accepted standards to measure quality. Researches

have come up with indicators of quality education categorized into teacher,

student, financial and facilities variables and other measures. Some measures of

quality are used more widely in improving education in several countries such as:

a) Measurement of educational attainment by level of quality of formal
schooling

b) Measurement of literacy/ illiteracy and

c) Enrollment ratios
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These aforesaid indicators, however, measure only the formal system of
education. They do not include the large areas of informal and non-formal
education taking place outside the schools-in community organizations, Temples,
Mosques, Vihars, Gumbas and in traditional patterns of transmission of values
and skills. Such modes of delivery of education have greatly influenced the
cultural traditions with which the Asian countries are so richly endowed. Some of
these modes have been greatly supplanted by the formal system.

The significance of quality should not be overlooked in our concern for
quantitative indicators like enrollment ratios, dropouts, and the like. There are
certain basic. indicators of quality apart from the more complex issues of what is
to be taught and how well and deeply it should be taught. Such indices as pupil-
teacher ratios, percentage amount of budgets given to teaching materials and
length of teacher training indicate quality. Decrease or loss of quality may be due
to size of classes, inadequacy of books, and lack of training and supervision of
teachers. Public-expenditure on education is a.significant part of government
budgets especially of developing countries.

Any discussion of quality education usually concentrates on some issues such as
student level of achievement, relevance for life after school, and conditions of
learning (teachers, facilities and instructional materials). Under the broad term of
quality may be included: content and methods of teaching, management of the
educational process, what- the students learn, and how to adapt education to
changing needs through innovation (Coombs, 1968). Quality is reflected in the fit
between the expectations of society as expressed in objectives of education and
the actual characteristics of the educational process and the changes observed at
student level (Grisay and Mahlck, 1982).

From the many studies and literatures on quality education, it appears that the

concept of quality is complex and multi-dimensional. Grisay and Mahlck (1982)

suggested the following in evaluating quality of the educational systems:

1. The extent to which the products or results of the education provided (i.e. the
knowledge, skills and values acquired by the students ) meet the standards
stipulated in the system's educational objectives and

2. The extent to which the knowledge, skills and values acquired are relevant to
human environmental conditions and needs.



Grisay and Mahlck believe that the notion of quality cannot be limited to student
results alone, it should also take into account their determinants, i.e. the various
means such as the provision of teachers, building, equipments, curriculum,
textbooks, and the teaching-learning process, etc. Hence, the general concept of
quality of education is composed of three interrelated dimensions: the quality of
human and material resources available for teaching (inputs), the quality of
teaching practices (process) and the quality of results (output and outcomes).
Furthermore, any analysis of the quality of education should include the
questions: whom? Should the concentrate on students
the most or all students the

Planners in the developing and under developing countries also use other
indicators and approximate means of measuring quality like repetition, dropout,
promotion, and transition rates. While these are useful in comparing countries,
these are not very relevant in analyzing differences in performance.

Most educational systems tend to equate education with mere schooling rather
than learning. This is unfortunate since more value is placed on how and where
one gets educated rather than what and how much one learns. With this
orientation of both society and the education system, questions of pedagogy and
methodology are always addressed from the formal education point of view.

As a consequence, school performance is always used as a reference point when
speaking of quality of education. The leamning experience attained outside the
formal structured which may have greater impact on an individual's life is rarely
categorized as quality education. It would seem that schooling alone is the
yardstick of knowledge (Pefianco,et al, 1991).

The concept of academic excellence dominated the concept of quality in the
formal school system. Several practices and devices like tests, grades and marks
are used as measures of excellence. With the grading system, children learn to be
competitive and to work hard because of grades and not for the intrinsic values of
leaming. Once outside the school, one doubts if one has acquired the skills to
continue learning. Such educational orientation is being blamed for cultivating
wrong values and obscuring the real meaning of teaching and learning.

Some educational systems ascribe more significance to relevance as a measure of
quality. But relevance has different meanings. For example, to the Chinese, it




means that what is being taught is directly related to the country's ideology.
Among the Nepalese, the student's ability to work together as a group is what is
important. Many educational systems prefer to use relevance indicators which are
more directly related to the economy and to what makes one fit for life and
livelihood.

The Education for All (EFA) movement defines relevance as that aspect of
education which addresses actual needs, interests, and problems of the
participants in the learning process. Thus, the relevance of a curriculum would be
enhanced by linking literacy, numeracy skills and science concepts with leamners'
concerns and experiences in, for example, health, work, and nutrition. While
countries may have varied needs because of different local conditions, there are
universal needs and concemns that should be addressed in the curricula.

Another measure of quality is the impact of education on one's life or the
community life- functionality. Education is functional if it produces positive
results in the individual or community.

Efficiency in delivery cannot be separated from the notion of quality. When
educational wastage is avoided, there is efficiency. Hence, the concemns are
delivery systems that would raise productivity and produce better results at
minimal cost. In education, efficiency would mean the most effective use of all
resources (human, organizational, financial, and natural) to produce the desired
level of access and learning achievement.

Among the issues regarding quality education are:

e Improvement of learning achievement

e Promotion of literacy

e Installation of a system of monitoring and conducting learning achievement
and educational programs

e Upgrading teacher competencies

e Strengthening of linkages

e Wise allocation of resources

Population and Quality of Education

The pace of growth of population has a direct impact on educational development
and quality. While rapid growth of population can affect the entire educational
system, its consequences are more significantly seen at the first level of education.
All developing countries including Nepal are committed to the global goal of

farers



universalizing primary education. But how many countries have come close to the
goal? It is a serious matter of question.

The World Declaration on Education for All (Dakar Conference) provides the
rationale and courses of action along which education can be reformed. The
Framework  Action to meet Basic Needs set the broad parameters of
quality. While education connotes quantitative goal, the balance with qualitative
objectives should be underscored in the overall improvement of basic education.
The concept of quality should extend outside the school system.

A high rate of population growth means that expansion of primary education has
to be maintained at a corresponding rate. With resources being absorbed by the
need for expanding services, improvement in the teacher/ pupil ratios may occur
at a slow pace with consequential effect on quality of educational services.

It is important to improve the quality as well as the quantity of education.
Addressing issues such as shortages of teachers, overcrowded classrooms, and the
content and relevance of education are essential to enable young people tom
acquire the skills they need, whether to seek better jobs. Improved quality also
demands gender-sensitive curricula to eliminate gender stereotypes that affect
how girls and boys are treated in the classroom and what subjects they study.

The power of girl’s education for poverty reduction, gender equality and
development is unquestionable. But education alone is insufficient in the absence
of supportive social institutions and systems that expand women’s opportunities
and freedoms, access to resources and control of decisions affecting their lives.

The impact of population growth extends beyond primary level. Educational
systems need to expand also at the secondary and tertiary levels. This becomes a
vicious cycle. There are not enough teachers to meet the demand of rapidly
increasing primary enrollment. To provide the needed teachers, the primary,
secondary and third levels must be expanded.

Age structure of population and urbanization bear directly upon quality of
educational resources. In Nepal, 42 percent of the population, as revealed by
Population Census 2001, is young- under 15. Very large numbers of dependent
children need to be educated: because of this, the appropriation for education per
person increases marginally.

Studies have shown that in many rural areas, educational facilities tend to attract
youth from rural to urban areas. Modem facilities in education are established
first in urban centers. This has given a strong urban bias to the content of

education at all levels.



Urban enrollment ratios are higher than those in the rural areas. This shows that
urban schools retain children longer than rural schools. This migration to the
urban areas may therefore be largely due to educational reasons.

The reality in Nepal is that on top of the Population and Reproductive Health
Education Programmes, Inclusive Education and Human Rights Education
including Life Skills Education must be strengthened through high priority policy
measures and should be massively disseminated in formal and non-formal
education sectors across the country.

Some UNESCO studies in Latin America showed that earnings of people become
higher with increased years of schooling. Hence, level of education correlates
significantly with income. However, distribution of educational opportunities and
quality of services are uneven among various income groups. These differences
reinforce the disparities in income distribution in a society, in turn adversely
affecting the socio-economic development of the country.

The gender gap in education has left nearly twice as many women as men
illiterate. In the poorest regions, more girls than boys are out of school, and the
gap widens at the secondary level- even through secondary and higher education
fir girls is especially significant in reducing poverty. Educational attainment
increases women’s income-earning potential, reduces maternal and infant
mortality and improves reproductive health overall. Educated girls are more likely
to delay marriage and childbearing, and instead acquire skills to improve
economic prospects for themselves and their families. The multiple benefits of
girl’s education also lead to better health and education for the next generation.

Rapid population growth exerts pressure on educational resources, making
qualitative improvement in education more difficult. Families with low incomes
often have to forego education, thereby reducing their social mobility and
opportunities for higher income. They also have less access to quality education.
Interrelationships among education, population, income distribution and
migration are shown in the diagrams (See the fig.no.1).

We know that most developing nations are committed to social and economic
planning in which education is an integral component. The need to develop
human resources is recognized. The Education for All Movement targets
universalization of primary education. Significant progress has been made toward
this goal.

Fig.1.
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certain SAARC countries have experimented and are experimenting with
innovative strategies in this regard.

We see continuing involvement of government and non-government sectors in
both formal and non-formal educational svstem. Education is a long-term
investment and provision of quality education is threatened by competition for
scarce resources.

The regulation of population growth becomes an important strategy of
development in the face of increasing demands for quality education. Another
strategy of development is premised on the belief that human resources constitute
the real wealth of a nation. Through their knowledge and skills, the nation's
resources are maximized for social and economic progress and development. And
education is the inswument that will develop the human resources. All these
efforts have opened up new hopes for future and been proved promising to meet
the needs of present population and future generation.
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Need of Teacher Training For Quality

Improvement in Education
"Bhupendra Hada.

First Few Words

Teacher.training is a system of preparing individuals for effective educational
transactions including classroom teaching. A teacher needs training to be able to
transmit knowledge, skills and attitudes to the learners (The students) in a more
effective way. The expansion and explosion of knowledge in every field has a
great impact on teaching and teacher preparasion. Thus, in the expanding of world
of education, teacher training has become highly thrilling and challenging
(Chakrabarti, 1998:73).

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

In order to improve the quality education, teacher should be trained. Teacher can
play the crucial role to provide the quality education and new direction in society.
A trained teacher can impact the leamers by his/ her gesture just as an artist shows
his/ her art on the Dias. Hence, training is indispensable and essential for all
teachers to provide effective and quality education.

What is Quality Education?

Quality can be defined from various angles. In this context, there are different
definitions of quality these days. For instance according to Koirala (2001:12),
ability to pass student, ability to be a creative his/ her eaming ability, ability to
provide service is said to be an educational quality. In our Nepalese perspective,
high pass percentage of examination or school internal efficiency is said to the
form of quality schooling.

Indeed, the concern for quality in education should come from several elements,
the government, citizens, employers, students and the parents, teachers and
administrators of educational institutions. The word quality comes from the Latin
word “quails” meaning “ what kind of”. However, it is a difficult and elusive term
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to define. Pfeiffer and Coote (cited in Nariwal, 2001) have remarked, “Quality is a
slippery concept™. It is slippery, because it has such a variety of meanings and the
word implies different meanings to different people. Much of the confusion over
the meaning of quality arises, because it can be used both as an absolute and
relative concept. Quality is used much in everyday conversation as absolute — this
is the thing of quality. Quality in this sense is used to convey status and positional
advantage. Quality in technical sense is employed as a relative concept- the
relative definition views quality as an attribute of a product as service but
something, which is ascribed to it. Quality in this sense is about measuring
against a specification (Nariwal, 2001: 2).

Pupil having completed a level of education should have acquired a certain level
of knowledge. The three main inputs of education process are the teachers, the
curriculum (content and methods) and the educational materials; it is often
difficult to determine the respective roles of each of these components, because
they interact in a global manner with the pupils. However, the training process is
expensive one, and it is certainly possible to obtain a product of better quality by
combining the various inputs more judiciously, and very serious studies at the
quality of the product, the inputs and process are indispensable for a well-
founded choice of the best investment to be made (UNESCO, 1996).

Teacher's Role in The Improvement of Quality Education

The great success of an educational institute depends upon its teacher's role. The
good teacher should mould his/ her student’s aesthetic and intellectual
personality. According to educationist Burton (cited in Chauhan, 1983:4), “
Teaching is the guidance, stimulation, direction and encouragement of learning”.
The definition has four key words, which need explanation: stimulation, which
means to cause motivation in the learner to learn new ways. It is to create an urge
to learn, direction means that teaching is not a haphazard activity but it is a goal
directed activity, which leads to predetermined behavior. Direction also means
that the activities of the learner in teaching are directed and controlled, keeping
into consideration the economy of time and efficiency of learning; guidance
means to guide the learmer to develop his/ her capabilities, skill, attitude and
knowledge to the maximum for an adequate adjustment in the external
environment and the last key word is the encouragement of learning to encourage
the leammer to acquire maximum learning (Chauhan, 1983: 4).

Similarly, scholar Clarke (1970: 34) has defined that teaching refers to activities
that are designed and performed to produce a change in students'
behavior.Keeping in view that Joyce and Well (1972:35) have defined " teaching



is a process by which teacher and students create a shared enviroiunent including
a set of values and beliefs to agree about what is improvement which in turn color
their view of reality (Agrawal, 1995: 34 — 35).

Those above mentioned scholars' definitions reveal that the teaching will become
more effective and meaningful if their definitions are followed strictly.Teacher is
highly regarded and respected by the students and whole society, because he/ she
is a guide for knowledge for the students and whole society. So, the teacher can
play the major role to provide the quality of education through his/ her effective
teaching. Quality can be developed while the teacher demonstrates the suitable
instructional materials according to the lesson, by checking the homework done
by students, and by controlling the class situation. Thus, there should be a
hierarchical relation between the teacher and students. Direct sharing of thoughts
and ideas between the teacher and students is essential for learning. “ Thinking
about thinking” has to be a principle ingredient of any empowering practice of
education. So, the students have to obey the teacher, as they are considered
inferior to him/ her. As a result of their brought up the teachers behave their
students in the same way as their teachers had behaved them. Hence, the teacher
also should not forget the matter that children are knowledgeable and they can
think (Karmacharya, 2003: 122).

Psychologists and educationists have explained teaching from different angles.
Some of the explanations are as follows:

(1) Teaching is communication between two or more persons who influence
each other by their ideas and learn something in the process of
interaction.

(ii))  Teaching is a process in which leamer, teacher, curriculum and other
variables are organized in a systematic way to attain some pre-
determined goal.

(iii)  Teaching is to fill in the mind of the leammer by information and
knowledge of facts for future use.

(iv)  Teaching is to cause motivation to learn.
(Source: Chauhan, 1983: 4-35).

In a nutshell, teaching is to cause the child to learn and acquire the desired
knowledge, skills and also desirable ways of living in the society. The main aim
of teaching is to help the child / student to respond to his / her environment in an
effective way. Hence, the teacher can play the dynamic role to provide the quality
education through his / her effective and meaningful teaching.




The effective teacher is one who has the skills and knowledge of how to bring
about leaming and the desire for learning in those who are being taught. More
recently, the literature on teaching has identified that effective teachers are those
that ascribe no blame to the student for not leaming. Instead, the effective teacher
searches for a remedy in terms of content, method or feedback to the student with
some leaming difficulty. Put simply, the problem of not being to learn lies in the
curriculum not in the student. The teacher accepts a professional responsibility to
find a way that the student can learn. The teacher has no hard and fast recipe for
an individual's problems. Teaching is not a technical activity that can be
prescribed by rules or formulae. Rather it is a complex activity (Cumming, 2003:
95 -96).

Significance of Teacher Training

The general definition of training is that it is the process of behavior shaping
because training makes the teacher perfect in his/ her teaching. Training for
teacher is crucial for the development of teaching competency.Nepal has moved
through a myriad of teacher education systems over the years since the dawn of
democracy in 1951. The first teacher training institution was established in Nepal
in 1949 to train teachers for Basic Schools. However, the training program was
discontinued in1953 (Kafle & Aryal,2000: 114- 115).

In reference to the primary teacher training, Nepal has a short history of primary
teacher training (PTT) which was operated only after the establishment of Basic
Teacher Training Centre in 1947. Since then, the state has experienced various
types of primary teacher training programs. These programs were different in
terms of their duration, management of trainers, mode of conducting (operating),
evaluation of trainees and the like. Now at present situation, 10 — month primary
teacher training, as per the recommendation made National Education
Commission (NEC), is being operated. The 10 — month PTT program is divided
into four phases, each of 2.5 months' duration. The first and the fourth phases of
PTT program are being operated by National Centre for Educational Development
(NCED), whereas the second and the third phases are being implemented by
District Education Centre (DEC). NCED has established several Primary Training
Centres (PTTCs) to conduct the PTT program. Prior to conducting the first phase
of the training, the trainers of PTTCs receive 7 to 10 days' training. Similarly, the
trainers receive traing manual as well (Shrestha, 2000: 105). In consequence, pre-
service and in- service training programs are operated for the development of
teacher's ability (Bista, 2002: 64).

Thus, the training gives the following benefits:
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. Gives information about curriculum, course of study and how to use the

textbook etc.
Inspires to learn different matters.

Gives the teacher to lnow about different use of technology, such as hardware
approach, software approach and system analysis approach and the use of
techniques in the teaching period.

Fulfills the efficiency of the teachers.

5. Acquires the level of knowledge. It inspires to leamn according to the level of

student, such as memory level, understanding level and etc.

Develops the teaching skill of a teacher.

7. Makes a teacher systematic.

9.
10.

Clears the concept of students by different methods, such as audio video,
visual and other teaching materials, which he / she has learned in a training
period.

Develops a professional teacher.
Guide the teachers to fulfill the objectives of teaching through training

In sum, training helps the teacher to make his/her teaching much more effective
and meaningful and it also makes the teacher competent in teaching skills,
because it provides various knowledge and techniques of teaching to the teacher.

Steps to Achieve The Quality Improvement in Education

For the improvement of quality of education the following suggestions are
ecommended:

1.

1R

Develop an institute (i.e. school, college) on a democratic atmosphere
imparting a student centered learning.

Make quality materials available to the teachers.

Develop a multigrade package for in service teachers including the use of
radio and self — instructional materials involving face to face contact with

Experienced teacher trainers.
Develop teacher education or teacher training as a professional program.

Establish a co- coordinating mechanism to integrate all teacher education
programs.

Provide minimum in service training to many teachers as far as possible.
fereyes fam



8.  Provide regular and quality supervision.(class supervision makes the teacher
efficient in his / her teaching).

9. Develop a qualitative physical improvement of the institution.
10. Increase the parent teacher interaction.
11.. Prepare a detailed implementation plan of academic program.

12. Recognize outstanding public contributions for effective performance

(Shrestha, 2001: 59).

13.  Nutritious food — Without nutrition, young bodies cannot grow, in
particular, brain development and subsequently cognitive capacity, is
impaired by malnutrition.

14. Clean drinking water - Clean drinking water is necessary to combat
intestinal infestations of many kinds of worms, and conditions such as
diarrhea that draws nutrition out of the body (Kenny, 2003: 3).

The above-mentioned points suggest providing the quality education at the
primary and secondary as well as higher-level education. If those suggestions are
followed strictly, definitely it will enable to enhance to provide the quality
education at all levels of Nepal.

Last Few Words

Leaming from present and past experiences, quality and competency of teachers
and management of schools/colleges determine the quality of education. This is a
universal truth. Much of the problems related to the quality of education will be
solved if high quality training is provided to teachers. In addition, unstimulating
and unproductive teachers will eventually be discarded by students and will be
increasingly discharged of their duties by the school management (Shrestha, 2061
B.S.: 8) .It is in this context, that teacher’s training institutions have to play a
significant professional role and prepare teachers in an interactive mode so that
they wil] feel fully equipped and supported in adjusting and making their place in
the profession of teaching. So, because of the lacking of effective teaching,
institutions (i.e. schools / colleges) are unable to provide the quality education. If
our educational standard does not go in perfect harmony with the developmental
process of the world, the products of education won’t be able to face the complex
situations (Upreti, 1997: 3). Hence, in order to fulfill our country’s needs, the
county must stress- to produce capable manpower by providing the quality
education.
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instruction is administered in a classroom different from the norm=a! one (since
these leamers have to be isolated from their peers who have not faced the
problems), and among the students having common leaming problems. Such an
instruction aims at enabling the learners return back to their normal functioning as
soon as possible (ibid.: 139). In this way, remedial instruction involves the idea of
pathology, whereby the learners facing problem are given a special therapy, with
a view to remove their existing problems.

From the discussion in the paragraphs above, we can have the impression that
remedial instruction is conducted only after completing the given mainstream
course. However, many experts tend to believe that learners can be given remedial
treatment even before implementing the mainstream course, if needed, based on
what they have acquired from previous learning, what is needed to learn through
the mainstream course, and the discrepancy between the two. Allwright (1979) has
described the practice of organizing remedial teaching to the students of English as
a foreign language (EFL) at the university level, prior to the start of the actual
mainstream course in which they are enrolled. In Nepalese context, the course
material prepared for the 11" grade students entitled ‘Link English’ can be
considered an example (which was prepared for addressing the ‘gap’, if exists at
all, between the language competence of the SLC graduates and the level of
competence needed for them in order to grasp the subject matter given in the
mainstream course books of grade 11). As such, remedial instruction should be
understood not only as a post-teaching activity; but it can also be a pre-teaching
activity. In the latter situation, in order to make the pedagogic programme more
scientific, it should be based on some sort of infornation about the learners’
language proficiency shown by the test record or some kind of academic profile
depicting their learning career in the earlier years.

Depending upon our aim or focus of instruction, remedial teaching-learning
programmes can address any skill or aspect of language — grammar, vocabulary,
speech, reading, writing, etc.

Functions

What are the functions of remedial instruction in language leaming? How does it
facilitate the students in facing the challenges and removing difficulties? After the
treatment of leamers’ typical problems, remediation aims to function as a catalyst

in language instruction in the ways mentioned below. (Das n.d. 2)
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i) Elimination of bad language habits: In language learning, ‘bad habit’ implies
the wrong or incorrect habit of using language, which has resulted from
inadequate practice. Remedial instruction aims to reduce such habits of learners as
far as possible.

ii) Reinforcement and consolidation of ‘good’ language habits: It is not
sufficient to _____  the wrong habits that have been developed in a leamer’s
language. Simultaneously, it is equally essential to reinforce, consolidate and
strengthen the good language habits that the learners have learned, if the habits
are not so strongly established in their language behaviour. Remedial instruction
can have this function also.

iii) Formation of desired concepts and strengthening of ‘weak’ concepts:
Nothing occurs in one’s language behaviour unless it is
conceptualized/comprehended or understood. So, it is essential to establish the
desired linguistic concepts in the learners’ mind before creating situations for
their use in linguistic behaviour. Remedial instruction also has this function,
whereby the concepts which are essential for the learners to master are established
and the weak concepts, if formed earlier, are consolidated and strengthened.

iv) Amendment of wrong concepts: Sometimes, learners can grasp linguistic
concepts in a wrong way, which need to be amended and right concepts should be
formed. Remedial instruction also plays role in doing so.

Rationale

As we know, teaching is a special sort of communication between the teacher and
learners, and here the teacher delivers the message in several ways while the
learners acquire ideas, concepts or skills. However, teaching may not result in
leaming all the times; and as Das (n.d. 1) has mentioned, there can be instances of
communication gap between the teacher and learners in many unwanted
situations, due to several reasons. When there are the cases of incomplete
reception of message on the part of leamers, the situation will result in
communication gap between the two parties (teacher and learners); and remediai
instruction is essential in this connection. In pedagogic practice, we are facing
such situations quite a lot, which, of course, deserve special attention — making
remedial instruction a must.
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same materials. In the case of remedial instruction, the given content is presente.i

to the leamners with variation in the material and method of presentation and

practice, which are not necessarily similar to the previous ones. The practitioners

who prefer the position of remedial instruction to reteaching, as such, have the.
conviction that “...teaching the same kind of material by the same lsind of method

is hardly going to impress on the learner...” (Wilkins 1976: 75). Repeating the'
same thing to the leamers does not motivate them (Andrade 1998: 97), and,
becomes boring instead (McKeating 1981: 243), resulting into little attention;
towards the learning matter. However, if the problem is addressed in a

way by seting up remedial tasks or supplementary course (Andrade 1998: 971
pedagogic practice can add the dimension of “interesting challenge” (Davies ..

2000: 104), which will make leaming more creative and purposeful. '

Remedy in Language Pedagogy: Incidental and Intensive
Broadly spéaking, two ways of error remediation are discussed in connection with
language teaching: 1) incidental correction of error, and 2) intensive remedial
work (McKeating 1981). Following the first way, errors are corrected
immediately after we notice them in the leamer’s language production, usually in
the lesson itself. But in the intensive remedial work, error correction is delayed
for some time and remediation is organized in a systematic fashion. The latter
approach is followed particularly when errors are found very consistently in the
learners’ language, their frequency remaining very high. In an intensive remedial
work, the language items that are problematic for leamers are isolated from the
usual lesson, and given special treatment in separate lesson/s by presenting them
in a different way. Thus, intensive remedy requires some systematic designing of
lessons, materials or tasks for the learners.

Which approach is more preferable for remediation? Between the two, there are
some good reasons to support the position of systematic or intensive remedy,
whereby learners’ problems are identified carefully and addressed with emphasis
by means of a “thorough-going operation” (Das 1979: 38). Although the way of
“spot repair” (ibid.) — which is done in incidental remedy — is in practice very
widely on the ground of the teachers’ convenience, this kind of remedial practice
remains a “patchwork™ and “short lived” most of the times (ibid.), bearing little
impact for long term language improvement. Therefore, a systematic operation is




essential for remedial instruction, instead of the incidental works of error
correction.

In order to carry out intensive remedial works in a more scientific fashion, we
need to proceed through some basic steps — from problem diagnosis to
programme (course) designing and its implementation. In order to design a
remedial teaching programme, it is often suggested to take decisions on the basis
of the diagnosis of learners’ problems. Following Morgan, diagnosis of the
learners’ progress is essential for making decision on “...what remedial teaching is
most urgently and most widely required” (1967: 71). For a more effective
remediation, diagnosis should be done as exactly as possible and the root cause/s
of the leaming problems should be located, so that remedial instruction can be
organized with the view to address those problems with a focus. In this way, we
should consider designing the remedial programme depending upon the nature of
the problem, which is not possible without accurately recognizing the problem
itself. This point deserves special consideration in the case of remedial instruction
in a second or foreign language. As David (1989: 56) has stated: “The remedial
teaching of second language becomes effective only when it is based on the
correct identification of the defect that has to be remedied.”

A particular language course designed on the basis of the diagnosis of
learners’ problems is known as a “problem-based” course, which is, according
to Howatt (1974: 6), “intended to help pupils who have specific language
difficulties”. In this sort of course, the content for teaching-learning is based
on the learners’ mistakes/errors. The course writer here lists out the learners’
difficulties after diagnosis, and then prepares the course for their solution.
When we realize the need for systematic and intensive remedy, we are in a
position .to swess that problem-based course should be designed and
implemented among learners for the purpose of good remediation.

Some Considerations for Remedial Language Instruction
There are some fundamental points to consider when we are talking about the
concept of remedial instruction — both theoretically in our attempt to study it, and
practically when we are involved in preparing and implementing remedial
instructional programmes. The succeeding paragraphs will elaborate them.



The fact that a leamer has some problems or difficulties in leaming something
does not necessarily imply that s/he knows nothing at all. This point is applicable
in the context of second language pedagogy as well — e.g. the leamer may be less
proficient in linguistic skill, despite having understood the content matter quite
well. Moreover, having some problem in leaming a particular matter means the
learmer might have strengths in some other matters, which, if utilized and handled
carefully, could contribute positively in solving the problems that s/he is facing at
the moment. The idea of ‘appreciative inquiry’ also supports this philosophy
(which suggests us to identify the strengths or positive aspects first, and then
envision a new plan towards the future — which can successfully translate the
possibility into a reality).

But, when a leamer’s existing level of knowledge/skill is so poor that it does not
fit the level that is required to leam from the supplementary lessons/course (even
if the course is designed very carefully by reducing its complexity to suit the
leamers’ level), further treatment given to him/her in the form of remedial
teaching may become useless. Therefore, if an individual has a completely zero
level or drastically lower level of competence compared to the required level (to
the extent that the programme or course does not suit his/her condition), s’he is
not involved in the remedy (David 1989). Thus, in second language learning or
teaching, remedial instruction presupposes that the leamer has got some level or
degree of knowledge, which is incomplete and has some ‘gaps’ to be filled.

Though the goal of remedial instruction is to treat the leamers’ problems
identified after diagnosis, it is suggested to design such a programme by making a
link with the things that they have already leamed successfully. Leamers will
develop a greater confidence in the contents to be leamed if there are
opportunities for them to acquire the new ideas/concepts or skills on the basis of
whatever has already been leamed (Das, n.d. 1: 8). In many circumstances, it is
dif ficult to teach something totally new, unless it is related to the point/s that the
leamers have already mastered in some way. As Das (1979: 38) has suggested,
“...It 1s hardly possible to teach something that a student has failed to learn
without reference to things that he ‘has’ leamed successfully.”

Remediation should guide the leamers towards advancement in the language
being leamed, rather than making them limited simply to some repetitive works
(Corbluth 1974). This point gives the implication that creative tasks should be




designed to create learning opportunities for the learners in the remedial lessons;
and the purpose of such a programme should be to accelerate the language
learning process — not only to solve the given problem/s on a piecemeal basis.

In the contemporary theories of second language development. sometimes two
processes are distinguished: ‘learning’ and “acquisition’. This distinction is based
on the level of formality involved in the process: while leaming consists of a more
formal process. acquisition is related to a less formal and mostly ‘subconscious’
way of learner’s involvement (Krashen 1982). Das (1983) has stated that remedial
instruction consists of two ends of the spectrum: *leamning end’ on one hand and
‘acquisition end’ on the other; and an ideal remediation keeps balance between
these extremes. To quote from him. “at the ‘learning’ end of the spectrum,
remediation will probably consist in some form of explicit teaching of rules. while
at the ‘acquisition’ end, it will consist in communicative activities which ...help
the learner to internalise the rules...” (ibid.: 272). It is assumed that learmers can
handle the aspects of fluency and accuracy in their language comfortably only
after achieving the balance between these extremes. Therefore, this balance needs
to be maintained in remedial instruction.

According to David (1989), two kinds of leamers’ problems have to be remedied
in remedial language teaching: 1) being unable to use the knowledge for effective
communication (either in the written or oral mode), despite having a reasonably
good knowledge of language; and ii) making several faults in the language.
despite the demonstration of communicating some message using the language.
The first situation can be understood as the leammers’ lack of fluency in language
use; and the second situation implies the lack of accuracy. As such, a remedial
work can be organized based on the need, either in the area of correctness,
appropriacy, fluency or all of them in the language being taught.

In remedial language instruction, learners’ active participation will generate more
fruitful results. Ayyar (1981) has presented the evidence that communicative
approach to the remediation of learners’ language problems is more effective
compared to the traditional structural approacn to teaching; and its etfectiveness is
applicable in the development of discrete points of language, such as grammar, as

well as written composition skill.

More speciiically, Davies (2000: 107) has stressed that the following things
should be considered in remedial instruction:



1) Varied and appropriate activities should be the used.

i) Activities should be designed in such a way that they require “output from
the learners, including a good deal of free production in communication.”
Providing appropriate feedback on the output is also suggested. (ibid.)

Concluding Remarks

English is taught as a compulsory subject of instruction at the school level in
Nepal. It has been one of the most problematic subjects for the students, and
consequently a very large portion of students’ population has failed in this subject
—as we can see in the result of SLC exam every year. If we look upon the trend of
English language teaching in the country, there is hardly any practice of
organizing remedial instructional programmes with a special focus on the learning
problems faced by the students. In many schools, there is the practice of
automatic promotion — the students are permitted for upgrading, even if they have
not fulfilled the minimum requirement to get through (‘pass’) the exam in the
classes of primary, lower secondary and secondary schools. In these situations,
the students do not acquire the minimum knowledge and skills in English needed
for the upper grades (due to insufficient learning in the lower grades). Worst of
all, there is neither the system of giving remedial treatment for the poor students
after they have failed the exam, nor the provision for such kind of additional
mnstruction before getting admitted to the upper grades. The practice of automatic
promotion, combined with the absence of remedial programmes, has worsened the
situation rather than doing any favour for the students — whereby their learning
problems have been more and more complicated. Consequently, some students
can learn from the usual classroom instruction while others will be lagging
behind; thus we have faced the problem of several strata (layers) of learners’
population within the same classroom, taught by the same teacher using the same
course materials. In such situations, particularly the students belonging to the
lower layers in the classroom in terms of linguistic and academic competency
have suffered a lot year after year, and their leaming problems are always
neglected — by teachers, head teachers, teacher trainers, and other stakeholders —
leaving them deprived of the pedagogic right for getting fully benefited from
learning the content taught in the school.




Right for education is not achieved if we consider it only in terms of the right for
going to school. More importantly, as the stakeholders of education, we need to
consider the students’ pedagogic rights within the school premises including the
classroom, which can ensure the opportunity for successful learning to all the
students who come to school. If we wish to develop more accountable pedagogic
practice in the country, we must strive towards establishing a system that ensures
this kind of opportunity for all the children in the school. In a large number of
Nepalese schools, the majority of students’ population has suffered from the lack
of learming opportunities in a genuine sense — being deprived of the teachers’
attention, having difficulty to solve leaming problems, and always gaining very
poor level of academic achievement — although they ‘seem’ to have enjoyed the
right (or opportunity) to education since they are going to school! Remedial
instruction must be established for specially promoting the learning standard of
these students in the school education in general, and in English language
teaching in particular. Being a foreign language for these students who are
studying in various corners of the country, learning of English at the school level
cannot be promoted without carefully analyzing the leamners’ problems and
addressing them through special focus by means of remedial programmes.
Establishing the system of remedial instruction at schools can be a very effective
intervention towards promoting the access to equal educational opportunity
among our students in a real sense.
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Addressing Cross Cutting Issues

in Curriculum Development
*Chitra Prasad Devkota

Introduction

The aim of this article are targeting to poverty alleviation, considering gender and
addressing the needs of disadvantaged groups (DAGs) in curriculum
development. Firstly I'm trying to show that the cross cutting 1ssues are common
to all components and subcomponents. Secondly, it is shown that there are many
programs for assisting poverty reduction, many activities in considering genders
and programs for catering disadvantaged groups. Thirdly, some ideas are
ventilated in cross cutting issues in curricrlum and textbook use. Finally, the
article concludes with the importance of life skills for alleviating poverty,
reducing gender disparity and addressing disadvantaged groups.

Cross cutting issues
An issue which has multiple effects is known as cross cutting issue. For example,
when literacy rate is increased, there will be reduction in poverty cases
automatically and viceversa. It is obvious that cross cutting issues are evenly
applied to all sectors and subsectors. Even in the field of education, such as
developing curricula, textbooks, administrating examination, increasing
enroliment etc. consideration should be provided to disadvantaged groups, gender
and poverty alleviation. Therefore it is necessary to address these issues in all
aspects of educational planning, management delivery and evaluation for bringing
equity. If it is neglected the DAGs will remain evenbackward as seen at present.
For overcoming this special attention should be kept in mind as well as in the
process of the poverty indicators, prepared by National planning commissinn
related to education sector. They are given as below:

Number of primary schools

Net enrollment Ratio(NER) of 6-10 years children

Scholarship (number of students receiving)

Walking distance should be less than half an hour
These indicators are essential for better outcome and they can improve access
among DAGs because education now a days can be treated as a vehicle of poverty
reduction. It is universally acknowledged that poverty reduction is possible only

* Deputy Director, CDC



for providing "Basic Education". Primary education can be imparted through
basic education, if we pay attention to the basic thrust of nineth and tenth plan,
Nepal Development Forum (NDF) and Medium Term Expenditure Framework I,
I1, III, IV. The major goal of these programs is to support poverty reduction. Now
let us discuss about poverty in our context. It is accepted that income less than $1
a day is considered poverty. On the basis of this norm approximately 34%
population is below poverty line in our country. Analyzing the situation the tenth
plan goal is trying to reduce it by 30%.

Present Programs for Assisting Poverty Reduction: DAGs
and Gender

There are two notable programs for assisting poverty reduction for disadvantages
and gender. They are mentioned as below :

(i) Community School Support Programs ( CSSP):

This program is for providing Learning Innovation Loan (LIL). It supports in

the following manner:

e By allocating 5 million dollar to education alone

e By providing one thousand rupees each forl 500 schools

e Additional support for extremely needyfor 250 schools. Out of 250
schools 175 primary, 50 lower secondary and 25 secondary schools will be
selected for this additional support.

e By providing promotion grants. On this scheme a selected students of
selected school will be given rupees 500. The criteria for distribution are a
DAG female student, earolling dropouts, increasing promotion rate.
Besides this, scholorship is given to all DAGs worth rupees 500 in vind
such as dress, material but not cash.

ii) Poverty Reduction Strategy Credit (PRSC):

e Seventy million dollor is released to all sectors including education for
poverty reduction '

e For education sector only 31.50 million dollor is allocated. This provision
is only for all community run schools including Prastabit as well as NGOs
supported schools.

o Thereleased of this budegtary provision os 25% in the fiscal year 061/062,
50% in 061/062 and the remaining part for 062/063.




Role of education in reducing poverty
The share of government budget to education is around 15%. The share of GDP
(Gross Domestic Product) is only 3.4%, which is lower than India (3.9%). More
than 80% of the education budget has gone for Primary Education Sub- sector. In
fact, the education sector contributes to the reduction of poverty, increment of
regional balance generation of employment and acceleration of economic growth
in the following manner by:
e reducing fertility and child mortality rates and by providing access to basic
education and literacy
e providing high qualified skill workers and increasing access to secondary,
higher secondary and higher education
e providing skilled and educated labour force required to improve
productivity through technical and vocational wraining
e preparing labour force to provide employment opportunities in skilled and
semiskilled jobs
e increasing income of people as the high return rate of educated
humanresources

e adopting modem techniques, and facilities required to increase
productivity and income

The 10th plan which is also a Poverty Reduction Strategy Plan (PRSP) idenfifies
education as one of the main pillars for the stated goal of poverty reduction. It is
guided by the education for all movement that aims to improve access and quality
of primary education through-

e Decentralization and social mobilization

e Mitigating social and cultural barriers for access

e Strengthening the school monitoring and supervision system

Similarly, EFA 2004-2009, guided by the policies and direction derived from the
10th plan has a pro-poor focus for activities and approaches. The guiding
principle for pro-poor activities is to ensure that basic pre requisites for school to
function in the disadvantage areas are fulfilled and assistance through incentives
for children and income generation packages for disadvantage families are
provided as a means of addressing opportunity cost for children schooling. EFA
2004-2009 will have a strong focuse on marginalized groups and females in
planning and implementation of educational activities. For example incentives,



scholarships, and other forms of educational support for giris and other
marginalized groups will be a part of the boarder strategy for inclusion in
education.

Within the policy framework discussed abobe EFA 2004-2009 will adopt
decentralization as the main strategy for implementation. The following
implementation plan has been spelt out:
e planning through School Improvement Plan (SIP),
e regular budget for primary Education chanalizing through the District
Development Committee (DDC),
e Community School Support Project (CSSP) for supporting the transfer of
1500 schools in 3 years period between 2003-2006.

The principle of bottom- up planning will be the approach for decentralization
(SIP), Village Educational plan (VEP), District Education Plan (DEP), the tools
for carrying the activities in order to perform the above mentioned programs SIP
will be the convenient means. It is for improving access, quality and management
of educational process at the school and community level. It is a planning
mechanism to prioritize schools human, material and financial resources to
achieve the optimum possible outcomes. It focuses on ensuring the deliveries of
quality educational cycle.The essence of SIP are:

e developing and adjoining curriculum according to the contextual needs,
e preparation of framework with action steps,
e involving parents and other stakeholders in planning, implementing,
monitoring nad evaluation process.
Similarly village Education Plan (VEP) and Municipality Education Plan (MEP)
is for:
e enduring access to educational opportunities for all
e awarness building
e literacy programme
e slternative approaches to education
e dpecial needs education
e cearly childhood development/pre-primary education from the integral
parts of VEP and MEP.
District Education Plan (DEP)



DEP comprieses of all VEPs and MEPs which prioritizes educational activities to
be implemented in the district with the resources made available from the
government and resources mobilized at the district level utilizing SIPs, VEPs
MEPs and DEPs as vehicles for decentralized educational planning and
management implies that there is an enormous need for building at all
levels. MOES has already developed a Human Resource
Development (HRD) plan to build the capacity of school management commitees
(SMC) members, DDC/DEC members and other related stakeholders at the
school, community and district level to plan, implement and monitor SIP, VEP,

MEP and DEP.

Gender Consideration
The histories of gender /DAGs issues recognized by the government are in
following areas:

e The common experience in the world is that the education of boys
proceeded faster than that of girls. Through involvement in the
international debates- and its own recognition of the importance of
educating girls, the government in the last three decades has consistently
developed adopted and implemented strategies to increase the enrolment
of girls.

e The government has a duty to give special attention to including women in
the main stream of education. The present act implies the education of
girls as well as boys and aim to prepare women as well as men for
development. In order to increase the role of women the following
strategies has been adopted:

1) representation of at least one women teacher in District Education
Committee

ii) provision of at least one female teacher in every primary school.

iii) representation of at least one female member in the school
management committee (SMC).

The Government of Nepal decided to establish Department of Education(DOE)
~under Ministry of Education and Sports (MoES) in the Nepal Gazette of 23rd
March 1999 and came into being on 16th July (1st shrawan 2056). There was a
provision of women Education Unit which has been changed as Women
Education Section (WES) and it is located in the department of education.



The establishment of WES in 1971 was to increase the number of fe.zale teachers
in order to raise girls' access to education as it was realized that the female could
bring positive changes in the enrollment of girls in schools. It was established in
the following objectives:
e To make primary education available to girl children through various
programs
e To increase enroiment of girl students and encourage them to remain in
the school
e To increase the maximum number of girl students to complete secondary
education
e To encourage girls with a secondary level pass to enter teaching
profession.

In 1983 same project was renamed as Education of girls and women (EGWN)
with the support of UNICEF was extended as a new project. During this period,
besides training female teachers, other incentive programs were introduced for the
purpose of increasing the access of girls from disadvantaged group as well as of
girls living in remote areas. in 1992 EGWN was converted into Women's
Education Unit and continued as a unit until until 1998. Between 1992-1998 most
of the programs were supported by the primary Education Project and Basic and
Primary Education Project-l. The following activities were continued under
these programs:

e female teacher training program

e feeder hostes upgrading

e secondary school scholarship

e out of school girls (non- formal education)

e publicity compaign (advocacy)

e self financing

e support of women volunteers as teacher counselors
e administrative support (women unit)

e students, survry, pilot programs

e monitoring and evaluation

® direct support for primary schoo girls in selected areas (scholarship,
uniforms and other incentive) source: MoES, 1999




Functions of WES

To prepare policies relatively to girls education and focus groups

To monitor, to co-ordinate and to encrease the participation of wonen in
educational programmes

To set criteria and the basis for recruiting teachers

To prepare and implement the programmes relatively to female education
with the help of District Resource Centers, NGO's and INGO's.

The current gender/ DAGs issues recognized by the government are in the

following areas:

Teacher Training: Teacher training was not mandotry to obtain teaching
license for female and DAGs.

Feeder Hostels were provided for girls students.

Girls from the lower economic strata who have passed class eight are
brought to feeder hostels and given the opportunity of education up to
SLC. In case of remote district like Jumla and Humla the girls who have
passed class six are bought to the hostels and given the opportunity to
complete SLC.

Incentive Programs: An incentive management committee at the village
level in 8 districts (2057/58) is authorized to recommend the school for
financial award for retaining the maximum number of girls in the primary
level and helping them continue their education up to higher level.
Different kinds of scholarship schemes are provided for girls

Women literacy programs were also reinforced through non- formal
education.

Programs Catering DAGs:
In the past, DAGs were considered only handicapped children and treamnent
was different from other normal children. But now socially disadvantaged,
economically deprived and physically disables are DAGs. All children are

receiving same treatment. In other words in the form of inclusive education
they are consolidated. Now our Education for All (EFA) document (2004-
2009) also has focused on DAGs in many ways.’

There are several factors that directly or indirectly contribute to non-

enrollment of the disadvantaged children to school or their early dropout from

school, for e.g. it was observed which may of the disadvantaged families also



pointed out that (Social Assessment of Educationally Disadvantaged Groups,
(CERID 2001):

The schools in the communities are not running well and that the children
are not getting any improvement in terms cf their literacy even after two
years of eduction in some cases

The physical condition of the schools are appalling for example there is
lack of seating provision, workable blackboard, provision of drinking
water, toilets and well maintained playground.

The instructional approaches are stereotyped

The national language is the language of instruction as well as of the
disadvantaged community people and their children has difficulty in
comprehending the national language used for the educational purpose.
There is also the complaint of some community people that teachers are
not very compassionate to the disadvantaged children.

Most important of all many of the educationally disadvantage people are
of the view that there is no job prospects for their children even if they get
school education.

The other major problem of school education is that the school curriculm
is not suitable to many of the communities' activities for example, in
Jumla grass mowing, harvesting, ploughing and plantations are done on
the same days locally decided by the people. During such occasion
children are taken with the family, consequently there are high rates of
absentee in the school.

Similarly the Reasons for schooling are tried to know from parents who are
sending their children to school are motivated by their wish to change the life
of their children. (CERID-2001). They are:

to exist them from the perpetual problem of living their traditional way of
life.

strong will hope of better job

structural pressure

policy of government to provide primary schools at least in walking
distance from each individual village

schools are now coming to their doorstep

several awareness programs and school enrollment campaigns are run to
motivate the parents in sending their children to school.



Strategies for increasing Educational Participation of DAGs

*

To develop better strategies it is necessary to address the problems and
issues of educational development of the DAGs

Welcome to school campaigns, different programs for DOE are very
massive step in this regard. This intends to critically analyze the reasons
why these advantaged children are nor catered for by fthe current
provision of the basic and primary education development programs and
to identify the ways that would help enable then to participate in
educational programs and take advantage of the porovision of social and
economic development.

It is found from a study (CERID-2001) that there are various social and
economic factors that have resulted in the educational backwardness of the
people. Some of the factors such as poverty and tradition of not perceiving
the need for girls education are common across all communities. However,
the causes of poverty are of defective perception are varied in natureand in
scope. Therefore, when developing strategies for providing education
programs for the DAGs prioritization should be made focusing on the
major aspects, and the programs should be community specific.

Once thing that has to be taken into account in the process of the
formulation of policy and of the mechanisn for implementation through
the government system of schooling of disadvantaged children is that even
the incentives for schooling them.

Consequently most of disadvantaged communities are not looking upon

school education as a means of developing their socio-economic soluations
This problem has to be effectively dealt with in course of devising strategies
for address the educational problems of disadvantaged children.

Most of the cases education backwardness stem for the socio- political and

economic history of the country.

Many of the DAGs, particularly the ethnic groups, were marginalized
because of the emergence of a new social and language group.

Until recently, particularly prior to the development brought about by the
opening of roads, some social groups were left isolated in various pockets
of settlements sprawling over hidden dunes, valleys and forests. Because



there was lacking a special place for these guoups in the mainstream of
national development, their participation was found to be for the coming
only with rather a sense of reluctance.

Cross Cutting issue on Curriculum / Textbook use

Curriculum

Curriculum, a process, determines goals/ learning outcomes and which caters the
needs of DAGs. It also determines contents, methods and evaluation which focus
DAGs. Curriculum should be based on needs of DAGs and should incorporate
DAGs/gender. This can be shown as:

Cirriculum Based on needs
What it does ? :
DAGs (incorporated)/
Gender
Determines goals / learning outcomes = Cater the needs of DAGs
Determines contents = Focus DAG
Determines methods = Focus DAG
Determines evaluation = Focus DAG
Textbook:

Our textbook address DAGs and female. The contents prioritized in our textbooks
are:

o lifestyle of DAG/ Gender

e needs pf DAG/ gender

e problems of DAG/ gender

e working culture of DAG / gender and

o how to preserve and promote indigenous skills?
If the above mentioned issues are addressed we can ensure the cross cutting issues

are encorporated in the textbooks.

Life skills:

For alleviating poverty, reducing gender disparity and addressing DAGs, life
skills are important and should be a major part of regular curriculum. This can be

shown on as follows:




Life skills Skills that help save life

Part of Curriculum Mostly neeeded for DAGS

Shoould be related to Local Curriculum

Curriculum Development Center (CDC) has developed Grade kindergarten to
grade 12 National Curriculum Frane Work (NCF). It contains core curriculum
which is for all and local curriculum for specific groups covering DAGs and
gender where life skills and vocation are addressed. Let us discuss the issue "why
life skills and vocation should be considered in curriculum?"

There are two major roles of curriculum. The first is educate in general and the
second is competent to so something. In fact, discussing broadly major roles of
curriculum indicated vocational skills. If we concentrate on second major role of
curriculum, it is related to income generating which is directly associated with the
poverty reduction. It also depends upon vocational skills. It is attempted to solve
these with the help of the following diagram :

Maior role of Curriculum 1. Educate in general
2. Competent to do something

Income generating

Vocational Skills Directly associated with
poverty reduction

Now it is equally interesting to discuss about the vocational skill. the skills that
help a person to earn a living. It depends upon the social context and different in
different location (we want local curriculum).

We must be careful on "to what area can local curriculum focus" Considering the
requirements of the people living in different geographical regions we need
incorporate the region, specific learning outcomes in developing local curriculum.
This can be clearly aanswered through following presentation.



Local Curriculum focus

Mounltain erai
*Daily farming * Horticulture * Agriculture
*Tourism * Live stock *Horticulture

B R
\ Contextual

They are different as per situation.Our challenge is "what does this say?" The
proable answer is given as:

People resuding in those areas will be able to
start their own enterprenuership

Enterprenuership skill ———— Starting microbusiness

Improved DAGs —— Poverty Reduction

Conclusion

Cross cutting issues are multi- sectoral and multi- dimensional. Although the
status of DAGs/women in Nepal is slowly improving in positive trend in the
desired direction. As the century comes to close, we see the half of the population
open their eyes to a new and better tomarrow. The challenge we face is to link our
policies, strategies, commitmnents and activities with essence of gender equality in
the world of work. A well considered and comprehensive action plan is necessary
for the advancement of DAGs/gender. Let us develop our commitments both in
spirit and actions.
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Life Skill Education: Conceptual Clarity for Better

Teacher Preparation
‘Ganesh Bahadur Singh

Background

Life skill-based education has come into focus in response to 'The World
Decleration on Education for All' in 1990 and 'The Millennium Development
Goals' in 2000. Two of the Education for All (EFA) goals are directly related to
life skill-based education (UNESCO, 2000). Goal number 3 states, FEnsure that
the learning needs of all young people and adults are met through equitable access
to appropriate leaming and life skills programmesF and goal number 6 states,
FImprove every aspect of the quality education, and ensure their excellence so
that recognized and measurable leaming outcomes are achieved by all, especially
in literacy, numeracy and essential life skillsF. Ministry of Education and Sports
(MOES) of Government of Nepal has committed in the EFA itself along with its
cherished goals. Various governmental agencies and partners are working in this
area of education in Nepal. But the focused work in the like skills area is recent
one.

The 'World Declaration on Education for All' envisioned that FEvery person -
child, youth and adult - shall be able to benefit from educational opportunities
designed to meet their basic learning needs.F Nepal has endorsed the Jomtien
Declaration (1990) FEducation for AllF and has made commitments towards
achieving stated goals. The global community reunited in Dakar, Senegal in April
2000, to assess progress of the EFA decade and to renew its commitment to
Education for All by 2015 (MOE, 2000; www.unicef.org/lifeskills /index...). The
Dakar Framework is a collective commitment to action. Governments have an
obligation to ensure that EFA goals and targets are reached and sustained. The
EFA 2000 Assessment indicated that there has been significant progress in many
countries. The Assessment also indicated that the quality of learning and the
acquisition of human values and skills fall far short of the aspirations and needs of
individuals and societies. The Dakar Framework for Action, FEducation for All:
Meeting Our Collective Commitments. outlined strategies for meeting the goals
which includes the creation of safe, healthy, inclusive and equitably resourced
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educational environments conducive to excellence in leaming (UNESCO, 2000;
www.unicef.org/lifeskills/index...).

Though life skills, as in practice, are not new leaming to the human beings,
conceptual articulation and official recognition of the importance of the life skills
in the conscientious and systematic provision of education and training is new.
The progress towards life skills dimension of the EFA goals to date is limited.
Very few countries are found to have set specific targets, and fewer are measuring
and reporting on progress. (UNESCO, 2006).

Development of Life Skill Concept in Nepal

Making education more relevant and productive has been the major concern of all
the education commissions in Nepal -- curriculum relevancy (High Level National
Education Commission, 1999), functional/practical curriculum (National
Education Commission, 1992), productive learning for life (All Round National
Education Committee, 1961), develop students' competence (Nepal National
Education Planning Commission, 1956) were emphasized. High Level National
Education Commission (1999) stated, FThe main target of primary education is to
impar students' literacy and skill, in addition to other subjectsF. The commission
found the national curriculum of this level not suitable for rural conditions and
national economy. The curriculum was aiso criticized for giving undue emphasis
on theoretical knowledge rather than on the development of practical and useful
values, norms and skills. But what the term 'skill’ in these reports represents is not
clear enough as to connect them with the 'life skills' that has come up at present.

Curriculum relevancy, skill learning, leaming skills useful for life has been
emphasized in the national plans and educational commission reports in Nepal. A
brief summary of these emphases has been presented in a recent document of
CDC 'A Study Report on Integration of Life Skills in the School Level
Curriculum' (2062a BS). This report also presents field perceptions and
suggestions for what life skills to be included in different level of education.
However, analysis and prioritization of the skills to be included has still to be
done.

A disparity could be observed in what constitutes life skills and what is to be
emphasized for the life skill-based education. For example, Education for All,
Nepal Counwry Report (MOE, 2000) observed that 'life skills are incorporated into




the school curriculum in different forms at various levels. At primary level, it is in
the form of making the children aware of the surrounding environment and better
ways for living. At the secondary level, it is in the form of work ethics and
orientation to various areas of skills training and vocational education.’

The Core Document of Secondary Education Support Programme (MOES, 2002)
emphasized that ‘a student in a secondary school will be taught on the basis of
curriculum that is relevant for the student with respect to appropriate life skills
and vocational needs for their personal development as well as one that fulfills
community needs and national requirements in terms of content and assessment'.
This document also emphasized to give consideration to the assessment of life
skills within a school's curriculum.

Another area that needs focus for the life skills education is the development of
the appropriate materials. Realizing this requirement the 10th National Plan
(NPC, 2059 BS) emphasized, 'to develop materials for teaching the skills useful for
life...'

The Core Document of Education for All 2004-2009 (MOES, 2003a) adopted
goals of the EFA as declared in the 'World Declaration on Education for All,
Jomtien 1990' and reconfirmation of the commitment in 2000 as outlined in the
'Dakar Framework for Action, Education for All: Meeting our Collective
Commitments'. As mentioned above two goal--number 3 and 6 of EFA are
directly related to life skills-based education. The Core Document of Education
for All 2004-2009 emphasized following which are related to life skills:

e Enable all children, youths and adults to live safer, healthier and
economically and socially active and productive lives.

e Learn generic skills such as information gathering, problem solving,
critical thinking, teamwork, negotiation, interpersonal skills, self-
awareness, assertiveness, handling emotions, conflict resolution, living in
harmony and peace with neighbors.

¢ Integrate information on HIV/AIDS in the curriculum and organize extra-
curricular activities to raise awareness on HIV/AIDS.

EFA (2004-2009) core document recognized 'learning generic skills such as
information gathering, problem solving, critical thinking, teamwork, negotiation,
interpersonal skills, self awareness, assertiveness, handling emotions, conflict



resolution, living in harnnony and peace with neighbors' for meeting the learning
needs of indigenous and linguistic minority children (MOES, 2003a).

Further elaboration on the life skills education in the context of Nepal comes in
the thematic report on ‘appropriate learming and life skill education’ which
observed life skills for employment and earning potential for Nepalese youths and
adults as poverty is wide spread and survival has become the need. The report .
discusses three groups of life skills which are relevant in the Nepalese context:
survival skills, generic skills or key competencies, and transferable skills.
Important aspects of life skills are also identified such as home management,
personal management, decision making, interpersonal skills, use of information,
ability to transfer skills, etc.

The thematic report pointed out educational institutions as the best places to
prepare people for life and impart skill in students. Educational programs are to
include such life skills: cooperative teamwork, negotiation and communication,
decision-making, non-violent, problem-solving and conflict resolution, resisting
peer pressure, work and entrepreneurial skills, critical and creative thinking,
coping with emotion and stress, assertiveness, recognition of risk, self awareness,
and empathy.

The thematic report emphasized learning of fundamental skills and underlying
concepts of literacy and numeracy at the primary level as life skills. Therefore,
reading, writing, speaking, and arithmetic must come first. The report argues that
without these enabling skills more complex and advanced set of knowledge and
skills for living cannot be attained. These more complex set of knowledge and
skills include life skills. Following life skills has been listed down for primary
level (6-10 years age children) in the report:

Basic Skills such as:

e  Comprehension/Understanding
e  Math computation
e  Writing
e  Speaking
e Listening
e Reading
Psychological and interpersonal skills:




e  Problem solving

e  Communicative skills

e Interpersonal skills

e  Reasoning skills

e  Psychomotor skills

e  Creative skills

e  Assertiveness

e  Personal management (personal hygiene, nutrition and healthy habits)

(MOES, 2003b).

The proposed 'National curriculum framework for school education for pre-
primary to 12 in Nepal' stress that the concept of livelihood skills is no longer
recognized as life skill. This framework also states that life skills incorporated in
the present curriculum by CDC is more of generic life skills related to all aspects
of life and therefore all learning areas of school education must stress to attain
these skills optimally through cross-curricular provision. These must be utilized
across a range of content areas. (CDC, 2005).

There are certain activities undergoing to initiate life skill education in the school
level in Nepal. A working group has been formed to initiate/integrate life skill-

based education in the education system in Nepal. Major initiation in this has been
from UNICEF.

UNICEF has helped CDC to develop 'teachers' manual' for the students activities
in the health subject. This manual incorporates life skill components. UNICEF
has provided training to the teachers of selected schools of four of the DACAW
districts, distributed teachers' manual, and provided- with instructional materials
such as posters.

CDC and NCED are working in the area of life skills education. CDC has
incorporated life skills in the Health Education curriculum. CDC defined life
skills as capability to face effectively the daily life needs, demands, and
challenges. Ten such life skills have been identified for the primary level:
effective communication, interpersonal relationship, empathy, self awareness,

ability to control emotion, ability to cope with stress, creative thinking, critical
thinking, ability to make decisions, problem solving (CDC, 2060 BS).

EF A Mid-Decade Assessment (UNESCO, 2006) highlights the problem regarding
conceptual clarity about life skills and adoption of the donor definition by the



countries rather than clarifying the term by undertaking a mapping of their own
life skills practice. National Curriculum Framework for School Education
emphasized to stress life skills across the curriculum and provide guidelines for
addressing life skills in different subjects. The framework highlights the challenge
and concern about integrated life skills at different levels of schooling in relevant
subjects without substantially increasing the overall curriculum load. The problem
in integrating and effectively delivering in the educational process could also be
encountered in relation to the education sector readiness and societal support.
Highlighting these issues Report of the South Asia Regional Forum on Life
Skills-Based Education' (UNESCO, 2005) indicates these challenges as well: a
school system that emphasizes examination based assessment and focus on
knowledge not the practice of life skills; low motivation of teachers; reluctance to
teach on sensitive issues; and parents and communities believing that sex
education will encourage children to get involved in unwanted sexual conducts.
Coordination, networking, monitoring and evaluation are also seen as other
challenges.

Concept of Life Skill Education'

The above discussion on the life skill brings forth conceptual un-clarity as one of
the major issues in the life skill education in Nepal. One of the major hurdles in
the implementation of the life skill education is lack of conceptual clarity.
Concepts presumed in the various EFA documents specifically in the "Thematic
Report' and its development in the curriculum and implementation level is
reviewed in the following paragraphs.

Life Skills --The Term

Life skills were first defined in the late 1960s by psychologists in the clinical field
as 'psychosocial abilities' important in terms of personal development. Life skills
drew its attention with the HIV/AIDS pandemic. It is recognized that knowledge
is foundational element and is necessary, but not sufficient to bring forth a change
in behavior. In the early 1990s, when it became apparent that many young people
were not going to change their sexual behavior merely because they were told so

' The main references used in this section are - Boler and Aggleton (2005); UNESCO (2004),
UNICEF (2005); WHO (undated).




to do, then the idea of teaching life skills as part of HIV/AIDS education was
rallied by the international development community, particularly UNICEF.

WHO initiatives broadened the scope of life skills with the term 'skill-based
health education' which 'is an approach to creating or maintaining healthy
lifestyles and conditions through the development of knowledge, attitudes, and
especially skills, using a variety of learning experiences, with an emphasis on
participatory methods’. WHO defines 'life skills' as ‘abilities for adaptive and
positive behaviour that enable individuals to deal effectively with the demands
and challenges of everyday life'. Thus life skills could be seen as skills that would
allow young people to act upon their knowledge not directly relating this or
limiting it to the sex and sexuality. This could be helpful in reducing potential
conflict from the sexually conservative factions. Furthermore, in an attempt to
make life skills acceptable to govemments and communities, the term began to
encompass an ever-increasing level of generic skills, leading to the claim that
skills as diverse and complex as communicating, listening carefully, income-
generating or empathy-building would reduce HIV infection.

Presenting OCED perspective on life skills, Werquin (UNESCO, 2004) pointed
out a need for clear differentiation between skills for work and skills for life,
particularly at the school level. The view is that schools are not designed to
produce a workforce and the socialization aspect of education cannot be ignored.
According to WHO 'life-skill based education' is synonymous to 'skill-based
health education’. The difference between the two approaches lies only in the
content or topics that are covered. Skill based health education focuses on 'health'.
Life skill-based education may focus on peace education, human rights,
citizenship education, and other social issues as well as health. However, both the
approaches address real-life applications of essential knowledge, attitudes and
skills, and both employ interactive teaching and learning methods. On the other
hand, the term 'livelihood skills' refers to capabilities, resources, and opportunities
for pursuing individual and household economic goals, i.e. income generation.
Livelihood skills include technical and vocational abilities (carpentry, sewing,
computer programming, etc.); skills for seeking jobs, such as interviewing
strategies; and business management, entrepreneurial, and money management
skills. Though livelihood skills are critical to survival, health. and development,
WHO emphasis has been on 'skill-based health education’ in the area of life skills.
However there are strong cases using life skills in the skills development (ILO,

1997).
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This brief review of the term 'life skills' points out varying degree of scope of
coverage -- from 'HIV/AIDS' prevention initiatives to 'health education', 'generic
skills', 'livelihood skills". If the term life skill is applied to everything then it is
likely that the term loses credibility and lead to the futile task of making an
endless list (UNESCO, 2004).

The Skills Covered Under Life Skills

Life skill-based education is supposed to help learners develop knowledge,
attitudes and skills needed to take positive actions on social and health issues and
conditions. Life skills are considered as a group of cognitive, personal and
interpersonal abilities that help people make informed decision, solve problems,
think critically and creatively, communicate effectively, build healthy
relationships, empathize with others, and cope with them and manage their lives
in a healthy and productive manner (www.unesco.org/education/fresh). Though
life skills are defined and categorized in different ways, experts and practitioners
agree that they typically include these skills: interpersonal communication skills,
negotiation/refusal skills, empathy building, cooperation and teamwork, advocacy
skills, decision making/problem solving skills, critical thinking skills, skills for
increasing personal confidence and abilities to assume control, skills for
managing feelings, and skills for managing stress. These ten life skills can be
categorized into three groups -- the first 5 skills into ‘communication and
interpersonal skills; next 2 into 'decision making and problem solving skills; and
last 3 into 'coping and self-management skills' (WHO). These life skills are not
distinct and separate among them. Many life skills are interrelated and several of
them can be taught together in a learning activity (WHO, UNICEF).

The Teaching Learning Methods for Life Skills

Education

Life skills have been conceptualized within a rationalist framework emphasizing
that an individual has control over his/her actions. The assumption underlying in
the life skills education is that a person is somehow lacking in certain skills (for
example assertiveness) which, if taught and learned, they would be able to apply
in different situation and benefit.

There are also different approaches in treating life skills — as a content in a
subject/curriculum or as a component integrated in classroom process across the
9¥% Frares farer



curricular areas. There is confusion between looking at life skills as a process and
building block for lifelong learning alongside literacy and numeracy, and looking
at life skills through the issues for domains addressed in terms of content or
subject. In the South Asia it has been found that life skills are taught in one of
these ways: stand-alone life skills curriculum; integrated into an existing
curriculum; extracurricular programming; or blended programming.

The argument put forward by UNICEF is that: the Life Skills approach does not
aim to present all the information known about a topic, rather it seeks to present
only the information considered necessary to influence pupils’ attitudes and
achieve the higher goals reducing risk behaviors or promoting knowledge,
positive attitudes and behaviors. This attention to behavior change distinguishes
Life Skills from information-only approaches which assume that if only people
had more information they would change their behaviour for the good. While
information is a necessary element, it is generally not sufficient to make enduring
impact on behavior (UNICEF, 2000). For an approach that aims at bringing about
change or improvement in the behavior, it should be grounded within and
supported by a clear pedagogy that frames life skills as an educational process.
Life skill-based education is a process to be applied to various learmning areas, not
a domain or subject in itself (UNESCO, 2004). However, context in this
educational process is important. Kirby and others found that in efforts to achieve
specific behavioral outcomes, programs aimed at developing life skills without a
particular context such as a health behavior or condition are less effective than
programs that overtly focus on applying life skills to specific health choices or
behaviors. Therefore to influence behavior effectively, skills must be applied to a
particular topic, such as a prevalent health issue (WHO). The life skills program
in Utah (2006) emphasizes that life skills should not be a separate entity from the
core curriculum. Rather they should be woven into the subject content area (as
context) in order to address the skills that are important for students to acquire and
become successful citizens. It is also important to keep in mind that one of the
impcrtant characteristic of life skills is that they are temporal and spatial in nature.
Hence. they are required to be contextual.

Content load in the curriculum or textbook cannot be supportive in bringing about
desired behavioral changes in the pupils. It is the classroom process, leaming
activities, and classroom interactions which frame favorable environment for
appropriate learning. This is also equally true in teaching leamning of life skills.



Teaching and learning methods must be relevant and effective in orde: to achieve
the objective of life skills. Interactive or participatory teaching and learning
methods are essential parts of life skills education. Students learn skills best when
they have the opportunity to observe and actively practice in them. Leamning by
doing is necessary. Teachers need to employ methods in the classroom that let
young pupils observe the skills being practiced and then use them in the skills
themselves. Effective skill-based health education (WHO) replicates the natural
processes by which children learn behavior. These include modeling, observation,
and social interactions. Participatory teaching learning methods for building skills
and influencing attitudes include: class discussions, brainstorming, demonstration
and guided practice, role play, small groups, educational games and simulations,
case studies, story telling, debates, practicing life skills specific to a particular
context with others, audio and visual activities such as arts, music, theatre, dance,
decision mapping or problem trees.

Pedagogical base to life skills education is found to be weak. The realities of the
formal education systems conflict with some of the pre-requisites for the
successful introduction of life skills. Teaching in most of the formal systems tends
to be didactic, non-participatory, inflexible and assessment-driven. In contrast,
life skills education is intended to be participatory and responsive, raising
questions rather providing clear-cut answers, challenges pupils to find new ways
of relating to one another. Life skills-based education supports child centered
approaches and challenges traditional authoritative teacher role. (Boler and
Aggleton, 2005; UNICEF, 2005). Boler and Aggleton even argue that no attempts
should be made to promote life skills in schools until such pedagogy is in place. A
clearly defined pedagogical framework for leaming and teaching should be the
starting point of any such educational process. It is important to clarify which
skills should be taught in life skills, why these skills are chosen, and how they
should be taught.

School environment and teachers also are vital elements in the successful
implementation of life skills-based education. It will be a challenge how to get life
skill-based programs implemented in countries with small resources and with
little invested on teachers. Schools with poor physical resources, poor sanitation,
crowded classes, educational environments in which the opinions of the pupils are
not respected or taken seriously are not conducive to the introduction of a




participatory approach. Further difficulty is the unmotivated and unprepared
teachers. Teachers require a distinct type of training to teach life skills, but pre-
service and in-service training are vastly inadequate. Another pertinent issue in
the life skill-based education is the assessment part. Traditional paper and pencil
test emphasizing rote memorization is not appropriate for assessing life skills.
Life skills involve psycho-social abilities. These can be measured through the
expression of the skills in terms of behavior. At times psycho-social abilities
might not necessarily be observable as well. Assessment of life skills is also
another area that would require a major input and a change in the practice in the
traditional classroom practices.

In the context of Nepal life skill-based education is at the verge of being
introduced in the classrooms without having appropriate’ pedagogy in the place
and without the teachers being familiarized and adequately prepared for it.

Life skill-based education in practice in Nepal

Curriculum emphasized student-centered activities with:the teacher having a role
of facilitator. Group discussion, brain storming, role play, buzz session, game and
simulation, debate, project work, field trip, case study, demonstration and enquiry
are the suggested methods for health education. Curriculum has also elaborated
contents and corresponding life skills in each content area which includes
suggestion for teaching learning methods and evaluation as well (CDC, 2060 BS).
The thematic report advised, teaching approach for life skills has to be
participatory. The teaching methods suggest for this purpose are leaming by
doing, working in groups, brainstorming, role-playing, story telling, debating, and
participating in discussions and group activities. The report emphasizes that
cooperation must be practiced if groups of children are to work independently. To
learn how to think, children need to be encouraged to agree upon goals, weigh
alternatives, make decisions and support them, and follow through to learn the
outcome of their choices. Therefore discuss, investigate, create, interact, and
worksheets are the major techniques for teaching (leaming) life skills suggested
by the report (MOES, 2003b).

As a word the teaching learning methods/techniques suggested in the thematic
report or those included in the curriculum are not new. These are the methods
included in curriculum by CDC and in the teacher training by NCED in past as
well as in the present. The major challenge is how to translate these



techniques/methods in the classroom process. NCED has tried to address this
challenge. NCED is trying to develop a package on ‘training of trainers on life
skill based active learning and learning thorough games’. A four days workshop
has been organized in this regard. The emphasis of NCED is on learning process.
The concept note on the workshop emphasizes, Fthe teaching learning activities
carried out in the classroom by the teacher and the leamning opportunities provided
to the students has a greater role in taking up the covered matters to the students’
(NCED, 2005).

The methods of delivery of the life skills as suggested by the thematic report,
curriculum and training put emphasis on student-centered approach with the
learning opportunity to the students through the classroom process. In this sense
the classroom process needs to de-emphasize rote memorization and whole class
teaching. This will require new orientation to the teachers which will require
teachers to emphasize on students’ learning (not teaching), provide individual
attention to the students (not always whole class teaching), bring in the
experiences of the students in the classroom (not limit themselves in the textbook
content exposition), and so on. As curriculum developed by CDC and training
emphasis of NCED in relation to life skills education is inclined towards student-
centered approach, good can be expected. But it is essential that intentions be
translated into the actions. In this sense CDC and NCED inputs are yet to reach at

the classroom level.

It is necessary that classroom process in general should be improved before any
new concepts are introduced whether it is 'child-centered', 'child friendly’,
'inclusive’, ‘'mother tongue’, 'learning needs’, ‘individualized instruction/,
'continuous assessment', 'life skills', or any others. It will not be possible to have
worthwhile teaching learning in physically and instructionally depleted
classrooms where rote leamning, chorus reading, paraphrasing, copying, whole
class teaching, and textbook coverage is given prominence.

Conclusion

The concept ‘Life Skills’ needs to be clear before we plan a programme and
implement it. Conceptual aspects such as emphasis on the behavioral change than
knowledge accumulation, contextual and temporal nature of the life skills need to
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be well internalized and issues such as content versus process, specific subject
versus cross-curricular, specific skill versus generic skills, life skills versus
livelihood skills need to be clarified and consensus built before curriculum
development and teacher preparation activities are undertaken.
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Reform in Teacher Education in Nepal
‘Dr. Kedar N. Shrestha

Grateful, benevolent. intelligent, pious, free of mental and physical pains,
averse to fault-finding. pious. competent to serve others, amiable,
educated and giver of wealth —such men are fit to teach.

Yagyawalkya smriti (28)

The mediocre teacher tells. the good teacher explains. The superior teacher

demonstrates. The great teacher inspires.
William Arthor ward

Background

After being involved in the business of training teachers from 1955 (half a
century), I felt, I should tell my personal reflections on the present status of
teacher training in Nepal and present my personal proposal for reform in teacher
education based on certain specific anecdotes and incidents and the literature on
global teacher education with which I am familiar. I will begin with some relevant

anecdotes:

During my first and second term as the Dean of Institute of Education of
Tribhuvan University during 1975-80, I used to meet Deans of colleges
and university Departments of Education of the countries of South-east
Asian regions. The developments in teacher education in Nepal used to
impress them and [ used to be invited to their institutions. In fact, the
Institute of Education was a vibrant institution heavily contributing to all
aspects of school education in the country. Human resource development
of IOE was impressive with quite a few faculty members joining the
teaching with high level U.S. degrees. | met one Dean of Education after
about ten years. He told me that his college has been converted to
university of Education. He was from Republic of Korea and invited me in
his university. I was stunned by the newly built physical facilities, highly
educated professional teachers and the dedication and commitment of
teachers to produce dedicated committed teachers. Assuming that T. U.
Institute of Education must have been developed into Nepal's university of
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Education, he asked what problems do I face to raise the delivery level of
my programmes. I could not tell him that the Institute where I worked has
been reduced to a small faculty with only one Department of Education. I
could not tell him the misunderstanding between the teachers who teach
the contents and the teachers who teach professional education. I avoided
his question by telling that I have been transferred to the Ministry of
Education.

e Recently, I met two vice-chancellors of university of Education, one from
the Phillipines and the other from Mangolia. The Mangolian university
interested me and I asked his plans and programmes. I was told that the
World Bank and other donors have helped the growth and they have
massive programme of human resource development. I could not tell him
that the Bank grants and loans are planned, executed and implemented
mainly for programmes implemented by the government and they have not
provided significant help to the universities. I could not tell him that the
university teachers are not getting adequate exposure to the new
developments of teacher education.

Even today, Nepal stands proudly among the neighbouring nations to tell the tale
of all the rich experience of the past on the development of teacher education.
Nepal is still quite active in the area of teacher education. The Faculty of
Education of Tribhuvan University is even expanding its campuses. Today, TU
has campuses in 74 of the 75 districts of the country and teacher training
programme is popular among those who take initiative to establish new campuses.
Kathmandu University has adopted the mission to provide quality teacher training
in the country. But, this does not tell the whole story. The basic problem of
teacher education is something else.

One day, I was discussing with Dr. T. N. Uprety, the founder Principal of College
of Education and Nepal's legend on teacher education on the issue of producing
effective teachers to teach civic education in schools. Founder of Society for the
Promotion of Civic Education (SPCE), he was seeking my advice on finding out
the institution which would help achieve objectives of his newly found society.
He was pointing out the Faculty of Education and the Ministry of Education for
assistance. I could not help myself telling the miserable status of teacher
education in Nepal. I told him the following:




The first National Education Commission has stated that teacher is the
foundation of education. Teachers mainly set the environment of
education. So teacher education programme has the greatest responsibility.
But, at present, our teacher educators and managers of teacher education
have almost forgotten the goal of producing good teachers. They are busy
producing large number of trained teachers without understanding how the
performance of these teachers sets the standard and quality of life of the
country.

[ told him that the present donor agencies/banks are quite different from the U.S.
donor and U. S. assistance that he knew. The U. S. assistance has always been a
package consisting of (i) human resource development, (ii) physical facility
development, and (ii1) technical assistance. The earlier human resource
development program provided individuals to receive high level degrees. The U.
S. university professors stayed in Nepal and provided professional assistance. At
present, short study tour (subsidized tourism) has taken the form of HRD. Short-
term professional consultants provide doubtful technical source. The country does
not get real benefit from these assistances.

Challenges of Teacher Education

In Nepal, teacher training is provided on the assumption that "training" has its
face value. There are international studies which prove that training does not have
intrinsic value to improve the achievement of students. Evermore, in the Book
Teacher Professional Development stated that student's achievement was not
significantly related to whether or not teachers had a teacher certificate in that
country. Findings of the studies on teacher training in Nepal also are not different
from intermational studies. But training of teachers is still popular among the
donor agencies, and the government also continues to give due importance to
teacher education. So, teacher training continues to be a flourishing trade.

The project-supported teacher training programme appears to take teacher training
as- a teaching trade and prepares trade teachers to run teacher training
programmes. The holy purpose of preparing good, enlightened, committed and
benevolent teachers has also been lost in the rush for quantity.

Neither the government nor the international and national teacher education
consultants conducted any study to identify the shortcomings of the existing
teacher education. They built projects or educational programmes on the basis of
their assumptions. It appears they never understood fully the causes of the



deterioration of teacher education in India which is also equally arplicable to
Nepal (Zayapragassarazan, 2005)

e Less duration of teacher training programmes

e Less duration of the professional preparation of teacher educators

e No post-intemship in teacher training

e Low quality of the professional preparation of teacher educators

e Non-availability of adequate qualitative and quantitative research in

education
e No importance to research and development in teacher education

e Absence of an Education University

Nepal still has a large Faculty of Education in Tribhuvan University. There are
still a large number of high level teacher educators who are competent to
participate in the improvement of teacher education system of the country.
Unfortunately, they have failed to avail the opportunity to contribute in this field.
Who knows, the opportunity may come back.

Some Critical Problem Areas

e In-service and Pre-service Primary Teacher Training

From the beginning of launching teachers training programme, training the
serving untrained teachers remained a very important agenda. All plans on teacher
training included the provision of providing pre-service training to the in-service
teachers. There has been liberal external support in the primary teacher training
programmes for almost three decades. Many innovative primary teacher training
programmes starting from the legendary Normal School Training, Radio
Education Teacher Training, Seti Project Training, IOE Distance Training, A and
B level teacher training, On-the Spot Training. Primary Education Development
and lastly the present Teacher Education Project Training (2002 - ). After so
many years of experience in primary teachers training, the country stands at the
same state as it was in 1970's. For example,

o The present pre-service training systems are reported to be inferior to
the system prevalent during the 1970's. Hardly any effort is made to
improve the quality pre-service training.

o The project emphasis on quantitative target has led to the development
of new structures and new materials instead of building on the already
established process and materials.




o The human resource development plan proposed by PEDP, 1992, the
B. Ed. in primary education operated by TU to man the PTTC's has

been totally ignored.

o The quality aspect of training of primary teachers was almost pushed
to backseat in terms of the regular indicators of quality.

e In-service and Pre-service Training of Secondary Teachers

The secondary teacher training programme started by the government through the
College of Education had offered a one-year B. Ed. degree which was even
recognized by Delhi University. The U.S.A.ILD support for human resource
development in the early years of the College of Education and Institute of
Education has helped establish an Institute of Education fully capable to train all
levels of teachers including teacher-educators, educational planners and
administrators, and all other educational personnel. However, the degradation of
the teacher education programme started when the Institute of Education was
degraded to the faculty status; its technical institute status also was changed to
professional institute status. The degradation and degeneration reached its final
destination when the Faculty of Education was made to satisfy with only one
department. To-day, Faculty of Education is almost equivalent to one department
of the faculty of humanities except that there is an office of the Dean of the
faculty.

Ministry of Education is the principal client of the Faculty of Education which
supports the MOE by providing all types of professional support. Ministry of
Education adopted a new policy of getting directly involved in the in-service
teacher training programme and implemented Science Education- project to
produce science teachers. That was the beginning of the end of substantial support
to Tribhuvan University. Almost all the projects supported by Banks helped MOE
develop human resource and physical facilities.

The status of in-service and pre-service training of secondary teachers is at a very
critical status. Some important critical areas are as follows:

e Pre-service
o Tribhuvan University is still the only major institution of the country
to provide pre-service training for the lower secondary and secondary
teachers. Studies on the trained teachers' competency have indicated



that teachers training programme needs total reform. The FOE/TU has
not taken any significant step to reform and revamp the obsolete
professional programme so far.

o The internal efficiency of FOE professional programmes has been
eroding during the past decade. The most visible one is its inefficient
system of providing teaching skills to the trained teachers.

o The curricular relevance of the FOE academic programmes has been
eroding mainly because of inability of FOE to make necessary
adjustment and reform of the training curriculum to meet the demands
of changing lower secondary and secondary curriculum.

o The unplanned expansion of the B. Ed. and M. Ed. programmes
without any professional support to the constituent and affiliated
campuses have virtually destroyed the professional character of the
FOE programmes. In most events, there is virtually no difference
between the system of instructional delivery in the classes of faculties
of humanities, management and education.

o The percentage of trained teachers at the lower-secondary level has
remained around 60 percent for the past thirty years. In fact, the
percentage of the trained teachers did not rise mainly because of the
faulty policy of the government. The government has remained unable
to execute the policy that private schools must appoint the trained
graduates. Planning and execution of plans to raise the percentage of
trained teachers is just the luxury of the donor agencies.

Quality Secondary Teacher Training

Kathmandu University has made a modest attempt to develop and implement a
relevant and quality secondary teacher training. The experience is not all
encouraging. KU has been facing the shortage of students in its PGDE
programmes. It has gone to the extent of seeking the sponsorship of PABSON to
get the students. The programme is operating mainly on the goodwill of some
private schools. KU has raised its PGDE programme to M. Ed. level by
recognizing all PGDE courses as part of M. Ed. Still. the response of students for
admission is not encouraging. MOES has almost ignored the efforts of KU to
provide quality training.




In-service Training of Lower-Secondary and Secondary Teachers

MOES direct involvement in major in-service training began with the
Science Education Project (1982) to produce science teachers for the
lower-secondary and secondary teachers. The larger Secondary Education
Project (1993) with a provision to provide 10 month training to Science,
Mathematics and English teachers completely sidelined the Faculty of
Education in the area of in-service training for secondary teachers. The
sense of ownership of FOE/TU also completely eroded when no major
component to support FOE/TU was included in the Secondary Education
Development Project (1993).

Secondary Education Development Project included a major activity on
learming any lesson from the previous project mainly because of the
shortage of trainers in the SEDU's. The Secondary Education Project has
not disbanded NCED to run the 10-month training in institutional
collaboration with FOE/TU or any other university. NCED has started the
massive in-service training programme single-handed in spite of the
shortage of qualified trainers at the central, regional and SEDU level.
SEDP has a provision to help the universities to prepare a new 10-month
teacher preparation course for the training of lower secondary and
secondary teachers. NCED has informed FOE/TU that it is willing to
assist financially to revise the existing training curriculum (PCL, B.Ed.).
FOE/TU has not shown its willingness to improve its curriculum even
with NCED assistance. Strange, is not it? FOE/TU has not conducted any
major revision of its curriculum for decades. It still does not grab the
opportunity. NCED has completely ignored KU and other universities for
this task.

NCED has developed curriculum for the 10-month in-service training of
lower secondary and secondary teachers. NCED has mainly used teachers
of the FOE/TU to develop this curriculum which NCED likes to name as
"competency based". A cursory study of the curriculum indicates that
much has to done to call it a "competency-based curriculum" and its
relevance to the school curriculum needs to be thoroughly examined. The
evaluation system adopted for the training appears highly defective. This
evaluation system may not ensure quality training.
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Training Policy
e NCED has published a booklet on "Training Policy" which was approved
by the Ministry of Education and Sports on 7 June, 2005. It is about eight
months since the policy was approved. NCED has not publicized the
policy. This should have been officially disseminated.
e The new policy on teacher training has to be considered as a land-mark in
the teacher training in Nepal. The policy has stated as follows:

o 10-month teacher preparation course as pre-service training on the top
of the prescribed academic qualification will be made mandatory for
primary, lower secondary and secondary teachers at the entry point.

o For lower secondary teachers I. Ed./+2 degree and B. Ed./Post
Graduate Diploma in Education degree respectively will be considered
complied with the training requirement until FOE/TU and other
universities are prepared programmatically to launch the very TPC.

o NCED will provide support Faculty of Education/TU for the
development of training curricula and materials for the pre-service
training programme as teacher preparation course.

The statements on teacher training policy has indicated the following:

e TU/FOE has been recognized as the superior teacher training institution.
Because the TPC prepared by TU/FOE should be followed by other
universities for the training of teachers.

o The present . Ed./+2, B. Ed. programmes will have to be stopped or
discontinued as soon as the TPC is prepared by TU/FOE.

The policy statements on teacher training have far reaching implications. If this
policy was to be implemented, FOE/TU will have to close down its massive 3-
year B. Ed. programme. Strangely, there has been no reaction from Tribhuvan and
other universities on the new policy for two reasons:

One: The new policy has not been officially communicated to the universities.
Two: Universities are not sure whether the new policy will ever be
implemented.

Roots of the Existing Problems in Teacher Training

In fact, the teacher training programme of the country has been passing through a
critical stage during the past two decades. The basic reasons for this state of
affairs are:




Ministry of Education has almost disowned the teacher training
programmes conducted by the universities and has almost withdrawn any
support to the universities. Tribhuvan University is the greatest casualty.
The degradation of Institute of Education to Faculty of Education has
rendered the FOE helpless to plan and manage the teacher training
programme. One would find no difference between FOE and faculty of
humanities if the present status continued.

The project funded by Banks pampered MOE by providing all physical
facilities and financial assistance for almost two decades in spite of the
fact that every new project has to build afresh. What remains of the
previous projects are the physical facilities and some staff. All the
software created by previous projects and almost all the major
beneficiaries of fellowships and scholarships are hardly available for the
new project.

Teacher training is a fashion design of the external agencies. They like it
in quantitative terms. How many teachers are to be trained? They are not
interested who trains the teachers and who trains the trainers. MOE
accepts the teacher training projects but does not care to adopt a policy
which would put an end to the untrained permanent teachers.

Reform in Teacher Education
Policy

The present policy making body for teacher education is not adequately
represented by teacher educators. There is no expert body in NCED to
support it in professional activities. The imrnediate need is to form a
professional body to support Human Resource Development Council to
formulate policies on teacher education.

The policies stated in the policy paper do not address many important
areas of teacher training. When primary education will cover grades 1-8
will there be any need for the training of lower secondary teachers? When
higher secondary education becomes the part of schovl education, what
would be the training for higher secondary teachers?

Utmost care will have to be taken to ensure that the training programmes
are conducted with excellent standard. Quality of training will not be
compromised for the sake of achieving quantitative targets.



The government institutions should not be involved in the execution of
long-term (10-month) training programme without adequate operational
linkage with the universities.

Universities without its own faculty or school of education should not be
allowed to operate teacher training programmes in affiliated campuses.

Management

FOE/TU should immediately be converted to Institute status with
authority to manage training programmes in the constituent campuses. The
FOE should have at least the following departments: Educational
Foundation, Practicum, Curriculum and Evaluation Planning and
Management, English, Mathematics, Social Studies, Science,
Environmental Studies, Nepali, IT.

The status of NCED should be raised to ensure that only professionally
trained persons of special class will head the institution and the head of
NCED should be a special class Gaz. officer. NCED should be adequately
equipped with professional trainers. The ETC's should also be upgraded in
terms of the training staff. It should be headed by a class I Gaz. officer
with some class II Gaz. trainers.

NCED should immediately assert its legal authority on the national teacher
education system. It should have a Board to discuss with teacher wraining
institutions (universities, HSEB) on national policies and programmes of
teacher education.

Planning

NCED should develop a master plan for pre-service and in-service
wraining. The Master Plan should be made available to all concemed
agencies.

NCED should be engaged continuously in the planning activity.

Professional Programme

FOE should revise its one-year B. Ed. curriculum as a part of the teacher
preparation course sought by NCED. FOE should discontinue the three-
year B. Ed. programme gradually. FOE training should concentrate mainly
on the development of teaching skills among the trainees.




The universities should develop and implement teacher training programes
through distance mode with a strong component on school-based training.
The training curriculum should provide adequate emphasis on the
development of positive altitude towards teaching in addition to the
cognitive domain.

Interdisciplinary approach should guide the development of training
curriculum.

Develop a vision of a teacher that training programme aims to produce.
One can adopt the vision prescribed by Rig Veda (quoted already). The
country needs a visionary teacher, not a labourer-teacher.

A secluded Faculty Institute or School of Education of universities will
remain unable to serve as a producer of an enlightened teacher. Schools of
Education should follow the policy of integration of disciplines and should
produce teachers who can educate the students who can view the society
as an integrated socio-economic- political system.

Project Assistance

At the present state, projects with external assistance should concentrate
on the human resource development of MOES, NCED, ETC's and teacher
training institutes of the universities. Exposure to the high level training
and high level academic degrees in the overseas countries are the basic
needs for the universities at present. Projects assisted by Banks and donors
should concentrate on these areas. It is high time for foreign assisted
projects to make NCED and ETC's self-sufficient in terms of high level
human resource for primary and secondary teachers training. Projects
should stop assisting the government to pay the cost of in-service training
programmes to achieve quantitative targets.

Use of IT in teacher training will help keep Nepalese teacher education
abreast of the education science in 21® century. Nepalese schools are not
providing appropriate education in computer science. Nepalese teacher
training institutions are not providing teacher education with specialization
in computer education. Quite a few teacher training institutes in India offer
B. Ed. and M. Ed. in computer education. Almost all teacher training
institutes abroad offer computer education in teacher training courses. The
projects assisted by extemal donors should prepare teacher educators
computer education in Nepal through the scholarship programmes.



Use of ICT in Teacher Training
Teacher training programmes of any kind without the use of ICT will be an
irrelevant and faulty exercixe. If the knowledge delivery is one of the functions of
the education system; the use of ICT has to be considered as an inalienable part.
The only questioned is to identify the nature and contents for the delivery system.
Jerry Willis has proposed the following ‘three principles for the use of ICT in
teacher training programmes:

e Technology should be infused into the entire teacher education

programme
e Technology should be introduced in context

e Students should experience innovative technology-supported leaming
environment in their education programmes.

These are important steps to be urgently taken by the government and the teacher
training institutions. The government should adopt a policy that all teacher
training programmes must introduce computer literacy as a core subject. There
should be a major programme to help universities to initiate primary and

secondary teacher training with computer education as the specialization.

Networking

A national teacher education network should be developed with NCED playing
the pivotal role. This network would include the universities, campuses with
teacher training programmes, independent teacher training institutions, Higher
Secondary Education schools {(with education programmes), and research
institutions. The objective of this network is to support research, development,

and training of teachers and teacher education.

Looking Ahead

After presenting a dismal picture of the status of Nepal's teacher education
system, I would like to end this article with a strong positive note. In fact, things
would have been better if we had sincere political leadership and the leaders who
had understanding of the importance of the role of a teacher in national
development. One good teacher will influence the personality of at least 180 (30
years x 20 years of service) students who would be potential future leaders. The
9% ¥ foreres favemr



nation could not appreciate the role of the sincere able teachers. Similarly, our
leaders of teacher education, also, have not performed their duty in a solemn way.
They have remained indifferent towards the deteriorating teacher education
program and have not internalized the devastating impact of weak teacher
education system on the total education system of the country.

The FOE/TU remains the only institution in the country which influences the
teacher preparation system of the country at least for a decade. This situation
demands responsible response of TU FOE to revamp the existing system to meet
the new challenges. Apparently, it appears, the FOE/TU should focus on quality
of teacher training and make it relevant. It has to change the structure of training
curriculum. Several departments should be organized and they should be provided
freedom to devise and run the courses so long as they focus on the preparation of
competent honest professional teachers. Areas like TQM of instruction, computer
education, interactive methods of teaching, creativity and entrepreneurship,
human resource employment for social investment, public relations in education
can be the new areas to be incorporated in the teacher education curriculum.

The whole policy thrust and operational strategies, also, needs total change in the
case of the in-service training which has been spoon-fed by projects during the
past two decades. Lessons have been leamned that number-driven programs of in-
service training will remain ineffective in-terms of improving the teaching
behavior of teachers. The cascade strategy of training is not appropriate for long-
term training. The government should understand that demand driven short-term
training would bring immediate positive impact on classroom teaching. This
would be cheaper, easier to operate and will have immediate impact on the
classroom. The future foreign assisted projects (if they come) should emphasize
only on creating higher-level training human resource for NCED, ETC's,
universities and equip them with all technical and IT facilities.
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Viewing Nepal from the Current

° ° #
Trends in Teacher Education
'Prof. Mana Prasad Wagley

General

Teachers are the cornerstone of education. Good teachers are always required for
quality. Professional development of teachers is thus an important feature of every
country. However, there are several factors that might have affected the smooth
functioning of teacher professional development activities. The United States and
Australia have attempted teacher professionalization through reform agenda. In
Australia they underwent with the processes of reconceptualization (Grieshaber et
al., 2000) and the professional development reform for teac:hers has been central
theme of discussions regarding the shape of future quality teachers (Smith, 1999).
They have followed the philosophy of developing teachers as professionals. In
many states they have Professional Standards for Teachers based on which they
design teacher education programs. Education psychology units are incorporated

into all education degrees.

International research studies have confirmed that preservice teacher education
has, in fact, made positive impact in school teaching (Darling-Hammond 2000;
Temmerman, 1997). Although some argue that teacher education has a very little
effect on classroom teaching (Stuart and Thurlow, 2000; Chen, 1996). Nepalese
teacher education program seems to have very little or no effect in classroom
practice (NCED reports 1996-2002). This kind of ineffectiveness in teacher
training resulted because of the type and design of the teacher training that are in
practice (Kennedy, 1999) and of course the lack of monitoring of the practice of
teaching skills at schools (Wagley, 1996, 1997, 1998, 2001 and 2002). The
Americans, however, have passed through several stages of reforms in teacher

education.

* (A paper prepared for presentation in a workshop on teacher education

organized by Teacher Educator’s Society of Nepal on February 3, 2007)
" Dean KU



Zeichner and Liston (1990) analyzing the tradition, have come up with four stages
of teacher education reforms. These stages can be used as a framework to assess

the teacher education tradition of any country.

Framework

1. The academic tradition: It is the disciplinary knowledge focus on teacher
education specially for the preservice ones. Specializing in subject matter is the
main purpose. This is, in fact, the training provided by the universities of
education. Then the trainees would get opportunities of practicing their skills only
when they are employed in schools. So this also can be said the combination of
disciplinary and apprenticeship model of teacher education. This tradition has
been successful in attracting talented candidates in teaching profession as in the
case of developed countries. However, the practice of preservice teacher
education run by the Ministry of Education in Nepal is very poor compared to the

university run pre-service programs.

2. Social efficiency tradition: In this tradition the teacher’s work is associated
with the kind of training, he or she has to undergo. The focus would be mainly on
competencies based teacher education. These competencies are identified in
advance and the training will be designed based on those competencies. The main
goal of such teacher training would be to provide mastery of such competencies
among the trainees. Developing countries like Nepal have been practicing this
tradition for a long time as reform in teacher education. This was, in fact, popular
because it is based on the competencies. However, the behavioral notion of this

tradition has got comments and criticisms from educationists.

3. The developmentalist wadition: Teacher education is largely determined
by the kind of learning of the learners. And the education of learners is basically
determined by the aspects of their development. Perrone proposed three
metaphors of this tradition (cited in Zeichner and Liston, 1990), they are a) the
teacher as naturalist, b) the teacher as artist, and c) the teacher as researcher. The
teachers educated under this tradition will have commitment to involvement in

one’s own learning, direct experiences with materials, well communicating skills
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with students, expertise in expressive arts and sound knowledge of child

development.

4. Social reconstructionist tradition: The term itself tells us that this tradition
will be helping teachers to go to the downtrodden areas for teaching and change
student’s attitude so as to break the poverty cycle. This is a movement towards a
just society. In this tradition the social, cultural and political contexts of schooling

are explored within a sociological framework (Ballantyne, 2004).

Trends

Cochran-Smith identifies certain questions so as te address the reform in teacher

education in the United States. She argues that addressing these questions will

lead to theoretical assumptions for such reforms (as cited in Ballantyne, ?)

1. The attributes question: What are the attributes and qualities of good teachers,
prospective teachers and/or teacher education programs?

2. The effectiveness questions: What are the teaching strategies and processes
used by effective teachers? What teacher education processes ensure that
prospective teachers learn these strategies?

3. The knowledge question: What should teachers know and be able to do?

The outcomes questions: What should be the outcomes of teacher education
be for teacher learning, professional practice, and student learning? How, by
whom, and for what purposes should these outcomes be documented,

demonstrated, and or measured?

Zeichner ans Liston’s traditions and Cochran-Smith’s trends can be presented in

an integrated manner as follows:

Table 1 - A conceptualisation of teacher educa¥ion reforms- Cochran-Smith (2002)
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(Adapted from Ballantyne, Current Trends in teacher Education)



Nepal case

Nepal’s teacher education is in a dilemma between clearing the backlog of
untrained in-service teachers and quality of teacher education. Although there
have been attempts to reform teacher education in the past 2 decades Nepal is still
following the academic tradition for the pre-service teachers and social efficiency
tradition for the inservice ones. The preservice teacher education programs are
basically the degree oriented programs which are offered by the universities with
a lot of contents in several disciplines plus education units. Moreover, a 10 month
training course has been in practice for the preservice ones for those who want to
join the teaching force without going for a degree program. Now let us analyze
the periods of tension in teacher education in Nepal.

Stage 1: The period of academic tradition (Early 1950’s — 1970)
The Normal School tradition was basically content focused teacher education
program with added pedagogy for the in-service teachers. Later when college of
Education was established in 1956 the formal teacher education program got its
root. Because of the unavailability of the qualified persons at that time below SLC
qualification was also considered adequate to become a primary school teacher.
Whatever the qualification the waining program was not based on competency
rather it was based on the selected contents that were assumed to assist the
teachers in the classroom. This tradition continued for a long time producing
trained teachers for schools. However all teachers were not trained because there
was no mandatory law that teachers should be trained. Programs like [.Ed., B.Ed.
and M.Ed. were started to produce lower secondary teachers, secondary school
teachers and teacher educators. All these certification and degree programs were
formal in structure thus focused on contents more than pedagogy. The other
reasons why these programs focused more on contents was that the responsibility
of College of Education was to train the teachers both in content and pedagogy
because there were very few people outside already trained in contents. So this
was a period when the nation needed trained teachers and the programs were
designed so as to meet the then demand without seriously thinking about the
quality implicasion of the products.

Stage 2: The period of mandatory training for teachers (1971-
1980)
In 1971 the government introduced a revolutionary step in education system of

Nepal. The introduction of the National Syatem education Plan (1971-76) made it
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mandatory that all teachers whether prospective or in-service need to undergo
with the required period of training. This policy was, in fact, very much
concerned about the teaching quality of Nepal. Many age-old teachers joined
training programs. The [.LEd. and B.Ed. programs were popularized and this
continued in the same spirit until the mid-term review of the NESP in 1974-75.
Then the process became slow until 1980. Since the NESP spirit could not
continue after 1980, the mandatory law of teacher training was crash landed in
implementation. This stage also followed the same tradition focused more on
academic degree. Although there were programs like workshops, seminars, inter-
school visit, some international study tours for teachers these were not accessible
to all teachers. Institute of Education (formerly College of Education) continued
its programs for under SLC teachers to those who joined M.Ed programs to
become teacher educators.

Stage 3: The period of black shade in in-service teacher education
(1980-2000)

In 1978 Radio Education Teacher Training Project was launched in Nepal by
USAID. By then College of Education had already started teacher training
through distance mode. The discussions were made to integrate both programs
and run teacher education through radio plus self learning materials. In the
beginning it was decided that the radio teacher in-service program for primary
school teachers would be led by the College of Education. It was a very good
decision because College of Education was the only agency leading teacher
education in this country. Unfortunately the decision was diverted and Institute of
Education was deprived of conducting the in-service teacher education programs.
This was purely based on some personal interest of the then bureaucrats of the
Ministry of Education simply because of the ego-clash between the Chief
Technical Advisor of the Project and the then dean of the College of Education.
From that ®me on until today the inservice teacher education programs are run by
the Ministry of Education. The repercussion of such decision can now be clearly
seen in the educational quality of primary education. Now the Ministry of
education has also been running such inservice teacher education programs for the
lower secondary and secondary teachers as well, the results of which will also be
no different than that of the primary schools. This quality deterioration took place



because there are no expert hands within the MOE who could run such an

important program for the nation.

Now National Center for Educational Development (NCED), the Human
Resources Development wing of the MOE looks after all sorts of inservice teacher
training. Rather developing policies and facilitating the training programs the
MOE itself has been involved in training teachers through its 9 ETC A’s and 20
ETC B’s. The NCED also has provisions for training prospective teachers through
pre-service programs but those private PTTCs established for that purpose are
almost defunct. The programs designed by NCED follows two traditions, the
academic wadition and the social efficiency tradition. The social efficiency
tradition came into existence when they started designing training curriculum
based on competency in early 2000. The certification formal teacher education
program conducted by the Institute of Education continued with the same
academic tradition in this period.

Stage 4: The period of quality massacre (2001-2006)

Considering the importance of quality teachers, the High Level task Force (2001)
recommended the government to make training and teaching license mandatory
for every teacher. The recommendation was beautifully translated in the 7%
amendment of the Education Act which was passed by the Parliament
unanimously in 2001. Although the licensing of teachers was introduced in Nepal
in 1968-69, it could not continue longer at that time. The licensing was made
mandatory by law after the 7" amendment. Unfortunately, the government could
not resist the pressure of the teacher unions and decided to distribute the license to
the working teachers without conducting any examinations for the purpose. What
then became the result? All untrained teachers in the teaching force got teaching
license, a peculiar example of the prom stion of the quality deterioration in school
education in Nepal. The bureaucrats. the politicians and the academicians all
started talking about the quality of education in this country. Another wrong
decision was made by the govermment allowing all temporary teachers to become
pertnanent without any requirement of rigorous training. The agreement of the
MOE and the teacher unions made SO percent of the working temporary teachers
permanent and the new Education Ordinance 2006 committed to make the
remaining 50 percent permanent regardless of their training status and licensing.
There have been no improvements in teacher education in this period. Contrarily,
the policy itsclf watered the tradition of quality crunch in educational system of
Nepal. Nothing new happened regarding teacher education in this period. The
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same academic tradition in in-service teacher education was followed by all the
teacher education institutions.

Major flaw/Needs

Although Nepal has attempted for quality teacher education, there are many flaws
which has not led us to promote this in our context. Among them the most
important are:

Continuation of I.LEd. and 10+2 programs on education: Nowhere in the world
a child of aged 16 is trained as a professional teacher. Not only training, we have
designed an academic degree courses on education for such children. In the past,
may be, we had the necessity to do that. But today, when there are many educated
people available for teaching force, we need not focus such a program in order to
produce lower secondary teachers. Education as a separate discipline should not
be misused like this. Rather there should be a provision of teacher training (both
preservice and inservice) for 10+2 certificate holders. This system of 10+2
Education stream and LEd. programs, thus, should be abolished.

Preparation of secondary schoo! preservice teachers: The tradition of
preparing preservice teachers for secondary schools is that they are enrolled in a
three years’ B.Ed. program after their 10+2 education. The irony is that within
these three years they have to study both the contents and the pedagogy essential
to become teachers. Thus they are weak both in content and pedagogy. This is one
of the reasons why trained teachers have not been able to demonstrate the
expected outcomes inside the classroom situation. Thus, only candidates having
well foundation on contents for 3 years or 4 years should be allowed for training
courses.

The tug of war between content and pedagogy: There has been a tug of war
going between content specialists and pedagogues in Nepal. Both have claimed
their own DAMPHU as right. The virtue of education is tried to be minimized by
some so called experts who have their life time experience in teaching contents
and having a very little experience on pedagogy. Similarly, the so called
pedagogues also do not accept the new knowledge and skills being emerged in the
field of teaching contents. The solution will be an integration of both contents and
pedagogy in such a way that our teacher education system competes with the
international arena by fulfilling the local needs.

Problem of curricular update: The problem of teacher education in Nepal is that
the university curricula on Education have been hardly reviewed. One can see the



1960°s curricula still prevalent in 21% century teacher development approaches.
Timely revision is essential to meet the growing demands of teacher education.

Less contextualization: Most of the curricula used in teacher education these
days are the reflections of western culture whether they are content or pedagogy.
This has not helped much in using the training skills in the classroom context. The
other problem with teacher education is that the skills transferred to the teachers
or prospective teachers are not that applicable in rural contexts where the
resources are below bare minimum. Thus designing teacher education suitable to
the local context has been highly desired.

Poor preparation, outdated teacher educators: The teacher educators engaged
in university teacher education programs are either outdated (having their
knowledge of the 60’s and no update) or confused in the midst of demands and
available resources. Thus preparation on their part is very poor. There may be
some exceptional cases but almost all teacher preparation programs are run within
the four walls of a classroom with chalk and talk method. Attempts have been
made by MOE training centers to modify this situation by introducing multi-
media facilities while training inservice teachers. Updating of teacher educators is
lacking. Those who can afford are also not concentrating on self development
activities. Thus teacher educators’ professional development activities should be
accorded high priority if things to improve.

Closure

The overcrowding students in training institutions demonstrate that there is a
motivation in teaching job. Moreover, the number of teacher training colleges is
growing which further proves that Nepal needs teacher education programs.
However, the attention of the educationists as well as that of the bureaucrats is not
concentrated on quality teacher education programs. Thus many private colleges
have grown lacking their accountability in teacher education activities. This has
fostered the business of a handful of people who are running such colleges
without the virtue of teacher education at all. To raise the status of teacher
education from the academic tradition to social reconstructionist tradition as
claimed by Zeichner and Liston (1990) we need to do a lot.
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Creative Thinking And Its Implications For
Education/Training
‘Ram Swarup Sinha

Introduction

Creativity is the bringing into being of something that did not exist before, either
as a product, a process or a thought. We would be demonstrating creativity if we
invent something which has never existed before; invent something which exists
elsewhere but we are not aware of; invent a new process for doing something;
reapply an existing process or product into a new or different market; develop a
new way of looking at something (bringing a new idea into existence) and change
the way someone else looks at something.

In fact, we are all creative everyday because we are constantly changing the ideas,
which we hold about the world about us. Creativity does not have to be about
developing something new to the world, it is more to do with developing
something new to ourselves. When we change ourselves, the world changes with
us, both in the way that the world is affected by our changed actions and in the
changed way that we experience the world.

Creativity can be used to make products, processes and services better and it can
be used to create them in the first place. It is expected that increasing our
creativity will help us, our organization and our clients become happier through
improvements in our quality and quantity of output.

What is creative thinking?

What is creative thinking starts with three vital questions: is the creative thinking
an impossible mission? Is creative thinking a way of life? Is creative thinking a
personal decision? 'Thinking' refers to action of the mind or creation of ideas.
Creativity denotes the power of creative thinking, and creative thinking as a
whole indicates thinking in a way that develops new methods to solve problems.
(Galillee College of Israel, 2007)

The discussion indicates that creative thinking is the process which we use wher
we come up with a new idea. It is the merging of ideas which have not been
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merged before. Brainstorming is one form of creative thinking that works by
merging someone else's ideas with our own to create a new one. We are using the
ideas of others as a stimulus for our own.

According to Jordan (1997), the creative thinking process can be accidental or
deliberate. Without using special techniques creative thinking does still occur, but
usually in the accidental way; like a chance happening making we think about
something in a different way and we then discovering a beneficial change. Other
changes happen slowly through pure use of intelligence and logical progression.
Using this accidental or logical progression process, it often takes a long time for
products to develop and improve. In an accelerating and competitive world this is
obviously disadvantageous.

Using special techniques, deliberate creative thinking can be used to develop new
ideas. These techniques force the mergence of a wide range of ideas to spark off
new thoughts and processes. Brainstorming is one of these special techniques,
but traditionally it starts with unoriginal ideas.

Developments of products occur much more rapidly using these deliberate
techniques than by accident. Many people known for being creative use these
techniques, but are not aware they are doing so because they have not been
formally trained in them. If we use these deliberate techniques during advanced
brainstorming sessions then we too will be more creative.

With practice, ongoing creative thinking (the continuous investigation,
questioning and analysis that develops through education. training and self-
awareness) occurs all the time. Ongoing creativity maximizes both accidental and
deliberate creative thinking. Ongoing creativity takes time and deliberate practice
to become skillful at, but it's surprising how quickly it becomes an attitude, not a

technique.

The first step to take is to learn the creative thinking techniques so that we can
deliberately use them to come up with new ideas. We will then be at an immediate
advantage over those who don't know how to use them. We should then practice
the techniques to increase our skill at ongoing creative thinking. (After a while we
may even tind it unnecessary to use specific techniques because we may be

having too many ideas anyway).
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How creative thinking?

Brainstorming

Alex Osborn, advertising writer of the fifiies and sixties, has contributed many
very powerful creative thinking technigues. Brainstorming is probably the best
known and certainly one of the most powerful. For a fuller treatment, see his
book, Applied Basic guidelines for brainstorming (as stated in Wikipedia, the
free encyclopedia.htm).

Brainstorming is useful for attacking specific (rather than general) problems and
where a collection of good, fresh, new ideas (rather than judgment or decision
analysis) are needed.

Brainstorming can take place either individually or in a group of two to ten, with
four to seven being ideal. (Alex Osborn, brainstorming inventor. recommends an
ideal group size of twelve. though this has proven to be a bit unwieldy.) The best
results are obtained when the following guidelines are observed:

1. Suspend judgment. This is the most important rule. When ideas are brought
forth, no critical comments are allowed. All ideas are written down. Evaluation is
10 be reserved for later. We have been trained to be so instantly analytic, practical.
and convergent in our thinking that this step is very difficult to observe. but it is
crucial. To create and criticize at the same time is like watering and pouring weed
killer onto seedlings at the same time.

2. Think freely. Freewheeling, wild thoughts are f{ine. Impossible and
unthinkable ideas are fine. In fact. in every session, there should be several ideas
so bizarre that they make the group laugh. Remember that practical ideas very
often come from silly, impractical. impossible ones. By permitting ourself to think
outside the boundaries of ordinary, normal thought, brilliant new solutions can
arise. Some "wild" ideas turn out to be practical, too.

3. Tag on. Improve, modify, and build on the ideas of others. What's good about
the idea just suggested? How can it be made to work? What changes would make
it better or even wilder? This is sometimes called piggybacking. hitchhiking, or
ping ponging. Use another's idea as stimulation for your own improvement or
variation. As we noted earlier, changing just one aspect of an unworkable solution
can sometimes make it a great solution.




4. Quantity of ideas is important. Concentrate on generating a large stock of
ideas so that later on they can be shifted_through. There are two reasons for
desiring a large quantity. First, the obvious, usual, stale, unworkable ideas seem to
come to mind first, so that the first, say, 20 or 25 ideas are probably not going to
be fresh and creative. Second, the larger your list of possibilities, the more you
will have to choose from, adapts, or combines. Some barmstormers aim for a fixed
number. like 50 or 100 ideas before quitting the session.

5. Imagination. Brainstorming is an idea generating technique. Its main goals are
(1) to break us out of our habit-bound thinking and (2) to produce a set of ideas
from which we can choose. (No one wants to have a choice of only one product
when buying detergent or cars, so why have a choice of only one solution when
working on a problem?). Both of the photos (given below) are illustration of
imagination of the artists. They are open to brainstormers for various types of
interpretations (Creative thinking)

Practical Methodology

1. Choose a recorder. Someone must be put in charge of writing down all the
ideas. Preferably, the ideas should be written on a board or butcher papered walls
so that the whole brainstorming group can see them. Lacking this, ideas should be

et



put down on paper. In an ideal session, the recorder should be a non-participant in
the brainstorming session, since it's hard to be thoughtful and creative and write
down everything at the same time. But in small sessions, the recorder is usually a
participant, too.

For a one-person brainstorming session, using an idea map on a large piece of
paper is useful. Butcher paper on the walls is good. too. (Large writing helps keep
your ideas in front of you. In fact, some people have said that using 11 by 17 inch
paper instead of 8.5 by 11 inch increases their creativity. Why not try it?)

2. Organize the chaos. For groups of more than three or four, have a moderator
to choose who will offer an idea next, so that several people don't speak at once?
The moderator should prefer those with ideas that tag onto previous ideas, then
those with new ideas. If necessary the moderator will also remind members of the
group not to inject evaluation into the session (in case a member tasks. sneers.
says, "Oh. come on." and so forth).

3. Keep the session relaxed and playful. The creative juices flow best when
participants are relaxed and enjoying themselves and feeling free to be silly or
playful. Eat popcorn or pizza or ice cream or make paper airplanes or doodles
while you work, even if the problem itself is deadly serious like cancer or child
abuse. Don't keep reminding everyone that "this is a serious problem" or "that was

a tasteless joke."

As an aid to relaxation and stimulation to creativity, it is often useful to begin
with a ten-minute warm-up session. where an imaginary problem is tackled.
Thinking about the imaginary problem loosens people up and puts them into a
playful mood. Then the real problem at hand can be tumed to. Some imaginary
problem topics might include these:

e how to heat a house more efficiently

e how to light a house with a single light bulb

e how to improve your travel from home to work

e inventing a new game for the Olympics

e how to improve institutional food without increasing its cost

4. Limit the session. A typical session should be limited to about fifteen or
twenty minutes. Longer than that tends to become dragging. You should probably




not go beyond thirty minutes, though thirty is the "ideal" length recommended by
Alex Osborn.

5. Make copies. After the session, neaten up the list and make copies for each
member of the session. No attempt should be made to put the list in any particular
order.

6. Add and evaluate. The next day (not the same day) the group should meet
again. First, ideas thought of the previous session should be shared (entered on the
photocopied lists). Then the group should evaluate each of the ideas and develop
the most promising ones for practical application.

During the evaluation session, wild ideas are converted to practical ones or used
to suggest realistic solutions. The emphasis is now on analysis and real world
issues. Some brainstormers divide the ideas found to be useful into three lists:

a. Ideas of immediate usefulness. These are the ideas you will be able to use
right now.

b. Areas for further exploration. These are ideas that need to be researched,
followed up, thought about, and discussed more fully, and so on.

c. New approaches to the problem. These are ideas that suggest new ways of
looking at the situation.

Note here that evaluation does not take place on the same day as the
brainstorming session. This fact keeps the idea session looser (no fear that
evaluation is coming soon) and allows incubation time for more ideas and time
for thinking about the ones suggested.

Variations

1. Stop and go. For stop and go brainstorming. ideas are generated for three to
five minutes. Then the group is silent (and thinking) for three to five minutes.
Then ideas are given out for another three to five. This pattern alternates for the
entire session.

2. Sequencing. In this technique, the moderator goes in order from one member
of the group to the next in tum or sequence. Each member gives whatever ideas
he then has, and they are written down. If a member has no ideas, he just says,
"Pass," and the next member responds. This movement in turn or around the table



continues throughout the session. (Sequencing has been said to neariy double the
number of ideas generated in a brainstorming session).

3. Try yourself. Choose one of the following problems for a brainstortning
session. Generate at least 35 ideas for solving the problem. Then distill this list
into at least three practical, effective ideas.

A new snack food

How to keep rowdy children quiet on a school bus

How to get more tourists into the United States

How compatible people can meet each other for romance
How to reduce hospital costs

How to reduce airport congestion and delays

A new toy

A new electronic consumer product

How to make computer and mobile phone smaller, etc?
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4. Idea generating. questions. Asking questions to stimulate curiosity and
creativity has proven helpful for all kinds of endeavors, whether problem solving,
product development, inventing, or communication. A written list of mind-
stimulating questions is useful because it reminds us of approaches and
possibilities that we otherwise would not have in mind. Yes, it is sometimes
possible to be creative in a thorough and even orderly way.

5. The journalistic six. Ambile (1998) states that these are the six key questions
that journalism students are taught to answer somewhere in their news articles to
make sure that they have covered the whole story. For creative thinkers, these
questions stimulate thinking about the idea in question and allow approaches to it
from various angles.

a. Who? (Actor or Agent) Who is involved? What are the people aspects of
the problem? Who did it, will do it? Who uses it, wants it? Who will
benefit, will be injured, will be included. will be excluded?

b. What? (Act) What should happen? What is it? What was done. ought to
be done, was not done? What will be done if X happens? What went or
could go wrong? What resulted in success?




c. When? (Time or Timing) When will, did, should this occur or be
performed? Can it be hurried or delayed? Is a sooner or later time
preferable? When should the time be if X happens?

d. Where? (Scene or Source) Where did. will. should this occur or be
performed? Where else is a possibility? Where else did the same thing
happen, should the same thing happen? Are other places affected.
endangered, protected, and aided by this location? Effect of this location

on actors, actions?

e. Why? (Purpose) Why was or is this done. avoided, permitted? Why
should it be done, avoided, permitted? Why did or should actor do it?
Different for another actor, act, time, place? Why that particular action.
rule, idea, solution. problem. disaster, and not another? Why that actor.
time, location, and not another?

f. How? (Agency or Method) How was it, could it be, should it be done.
prevented, destroyed. made. improved, altered? How can it be described.
understood? How did beginning lead to conclusion?

Historical Examination

These questions are especially useful for generating ideas for improving
something (the evolutionary approach), but they also help to break thinking out of
the evolutionary mode and put it into the revolutionary mode by returning the
thinker to the origin and purpose of the idea or solution. By returning to the roots
of the problem, a new vision can be created.

1. Essence. What is it? object, concept? What is it made of? What is its real,
elementary nature? What are its parts? What is it like, unlike? (Similes and
metaphors help in understanding abstractions). What is it related to? What are its
various kinds, facets, shades? What is it a part of? Which part of it is unusual or
outstanding? In what forms does it appear? Is it typical or atypical of its kind?
What is it not? What is it opposed to? How is it different? What makes it
ditferent?

2. Origin. Where did it come from? How was it made or conceived or developed?
What caused it? If an idea, how did it arise? Are its origins meaningful now?
What makes it spread or multiply or gain adherents? What was the reason behind
1t? Is the reason still valid or useful? Why? Why not? Is it still needed? What



influences it? Does it change? Can it, should it be chaﬁged, strengthened,
eliminated? What could have prevented. delayed., encouraged it?

3. Purpose. What does it do? How does it work? What is its purpose? Is the
purpose fulfilled? Better than by its predecessor? Can it, should it be improved? Is
it helpful or harmful in intent? What are its implications; what does it lead to?
Does it have obvious or hidden consequences? Does it have more than one
purpose? What are its immediate effects and its long-term effects? Is its actual
function the same as the original purpose intended by its originator? Can it be put
to other uses?

4. Import. What is its overall significance? What is its significance to man,
environment, civilization, happiness, virtue, safety, comfort, etc.? How 1is it
important? [s it a key element in life, civilization. local area, one man's existence?
Is it necessary? Is it desirable?

5. Reputation. What do vou think about 1t? What are your underlving
assumptions? What do others think about it? Do vou find consensus, division? Is
it good, bad, helpful, harmful in fact or in the opinion of others? Can you resolve
any differences between truth and opinion, intent, and actuality, pro and con
members? What weaknesses are commonly identified? Are there obvious areas of
desired change or improvement or elimination?

Blocking and block busting

Many people complain of not being creative when in fact their creativity has
merely been blocked. Once the blocks are removed, nearly everyone can exercise
a high degree of creativity. Several techniques exist which will help remove the
usual blocks to creativity, but before we discuss these, we should say a few words
about the blocks themselves.

Sources of blocking

Functional fixation. As we mentioned earlier, functional fixation arises when
someone is unable to see beyond the historical or accepted use for an item, often
identified by its name or label. Thus, for example. a screwdriver is a tool for
tightening or loosening screws, just as its name says. A person suffering from
functional fixation would be unable to see any other uses for the item. But, of
course. a screwdriver can also be used as a paint can opener, an ice pick, a plumb
bob, a paper weight, and so on.




Similarly, to see a length of water pipe and to think only of water pipe may block
your thinking if you are need of pry bar, a blow gun. a plant prop, a flag pole, a
fishing rod, a measuring stick. or something else that the pipe might serve for.

Block Busting Techniques

Uses For. This is a simple technique that can be used for mental stimulation or
practical application, depending on what you have in mind at the time. It is an
excellent tool for breaking you out of a functionally fixated mindset. To use this
technique, think of an item or object, usually a common one like a brick.
toothpick, pencil, or bucket, and set the task of thinking of all the possible uses for
that object, without regard to what the object is normally used for, what it is
named, or how it is usually thought of.

Sometimes a time limit, like three to five minutes, is given. Other times a quantity
limit, like 25 to 100 is given. All the techniques of idea generation are used, from
checklist to attribute analysis to random stimulation.

Conclusion

In summary, Creativity (or creativeness) is a mental process involving the
generation of new ideas or concepts, or new associations between existing ideas
or concepts. From a scientific point of view, the products ot creative thought
(sometimes referred to as divergent thought) are usually considered (o have both
originality and appropriateness. An alternative, more everyday conception of
creativity is that it is simply the act of making something new.

Although intuitively a simple phenomenon, it is in fact quite complex. It has been
studied from the perspectives of behavioural psychology, social psychology,
psychometrics, cognitive science, artificial intelligence, philosophy, history,
economics. design research. business. and management. among others (Anderson.
2000). The studies have covered everyday creativity, exceptional creativity and
even artificial creativity. Unlike many phenomena in science. there is no single,
authoritative perspective or definition of creativity. Unlike many phenomena in
psychology, there is no standardized measurement technique.

Creativity has been attributed variously to divine intervention, cognitive
processes. the social environment, personality traits. and chance ("accident."
"serendipity"). It has been associated with genius, mental illness and humour.



Some say it is a trait we are born with; others say it can be taught with the
application of simple tecnniques.

Every person is creative. A person can have different faces of creativity like some
can be analyst, practical. thinker. team worker, etc. Creativity helps us diminish
risks. It is said that there are no impossible dreams. only limited dreamers. The
subconscious is a good partner in the creative thinking that we need to use to
cultivate it and solve the problems. Creative thinking finally helps us create
winning situation.

References

Albert, R.S. &Runce, M.A. (1999). A History of Research on Creativity, in ed.
Sternberg, R.J.: Handbook of Creativity. Cambridge University Press.

Amabile, T.M. (1998). How to kill creativity, Harvard Business Review 76 (5).
Amabile, T.M. (1996). Creativity in context. Westview Press.

Amabile, T. M,, R. Conti, H. Coon, et al. (1996). Assessing the work
environment for creativity. Academy of Management Review 39 (5): 1154-
1184.

Anderson, J.R. (2000). Cognitive psychology and its implications. Worth
Publishers.

Ayan.Jordan (1997). Aha! - 10 Ways To Free Your Creative Spirit and Find
Your Great Ideas. Random House.

Balzac, Fred (2006). Exploring the Brain's Role in Creativity. NeuroPsychiatry
Reviews 7 (5): pp. 1, 19-20.

BCA (2006). New Concepts in Innovation: The Keys to a Growing Australia.
Business Council of Australia

Brian, Denis, Einstein: A Life (John Wiley and Sons, 1996) ISBN 0-471-11459-6
Boden, M.A. (2004). The Creative Mind: Myths And Mechanisms. Routledge.

Simonovitz, D.J. (2007). Creative thinking in a working environment:
Presentation paper, public administration and civil service management,
international seminar, Galillee college in conjunction with Harvard University
Extension School (January 15-26), Israel.




Leadership in Educational in Institution:

Theoretical Orientation and Practices
"Shyam Singh Dhami

1. Introduction

All Managers can become leaders but all of them could not become Educational
leaders. This statement indicates that the educational leaders require certain
professional qualities as well as leadership qualities and skills. In practice many
of educational leaders are still playing administrator's role rather than
instructional role. Such kind of role enforces leader to perform their roles
according to given mandates by existing rule and regulations. It is needless to say
that, a leader prefers performimg the ritual authority in educational.

The role of leadership in any educational institution has been shifting in the
direction of creating vision and future direction from performing ritual given
authorities. However, the leadership in educational institutions is entertaining
legal power to influence personnel in their job to meet organization goal.

For effective leadership, individual goal of personnel at any organization should
be considered by leader to motivate people in their job. Once individual goal has
been addressed by the leader, the working environment of organization would be
conducive.

There is still raised a question by people,” Are all leaders bormn or developed?"
Looking into educational field, it is difficult to differentiate whether leaders are
born or developed. It is because administrative /management function of a leader
is made important by intemal and external environment at educational institution.

Our culture is another factor that tracks us to understand leadership. Our
organizational culture influences us to talk more rather than act effectively. We
make strong promises and we make extraordinary commitments. There are
various research studies spending millions of dollars where as the implementation
of suggestions is nominal.

So, people blame leaders, in such way that they are smart in talking and promising
rather than translating their commitment into action. Again Culture has become
challenge for educational leader to change organizational culture.

" Technical Officer, NCED
Prere faren



The quality of educational service depends on the quality leadership of
educational institution. The better qualities of leaders can be expected from their
personal qualities, managerial skills and back up support of overall education
system.

In connection with assessing the effective leadership of any educational
institution, the educational leaders' styles and behaviors should be understood. To
initiate the change in leaders' stylées and behaviors, the leaders should start to
think of forward looking and setting alternative way to design and implement
program.

That's why all level of leaders/managers should become visionary and build
capacity to implementing vision for future direction to achieve organizational
goals. Basically, the leader focuses to direct and lead personnel involving
program initiative.

2. Conceptual clarity on leadership

Koontz and O' Donnel defined the concept the leadership as "it is influencing
people to follow in the achievement of common goal”.

2.1 Leadership and Management Approach

Leadership as one aspect of management deals directly with people and their
behavior. Management includes leadership but it also includes semi direct and
indirect ways of achieving individual or group goals. Leadership and management
are not synonymous; however, management is associated with leadership role.
Managers occupy formally designed positions of leadership. Managerial and
leadership approach could be different for challenging and supportive behavior in
working life. The following table presents an at a glance of it.

Tasks Managerial approach Leadership approach

Challenge Managers break target down Leaders say that is impossible but that
into action plan and evaluate future business depends upon them so
what could realistically be we either throw in the towel now or we
achieved in the time scale. commit to making them happgen. .

Support In order to achieve impossible Ask what you need to make this
targets, people need to fight happen and then find ways of getting it
with every obstacle and offer here.
the resources support of
those mecting the targets.




2.2 Some characteristics of managers versus leaders in the 21"

century
The characteristics of managers and leaders can be taken as parameters to

differentiate their roles and responsibility.

Managers

Leaders

Administrates

Innovates

A copy maintains

An original develop

Focuses on system and structure

Focuses on people

Relies on control

Inspires trust

Asks how and when

Asks what and why

Eye on the bottom line imitates

Eye on the horizon originates

Short ~range view

Long -range perspective

Accepts the status quo

Challenges the status quo

Classic good soldier

Does things right

Own person

Does the right thing

2.3 Administrative of management and leadership

This is another parameter to understand the concept of management and
leadership. The concept of administration is taken to govern, to steer. The concept
of management is taken to execute and implement role. The concept of leadership
is taken to motivate the people and create the vision for future direction. These
three concepts are different in each other. All are important to achieve the
organizational goal. Hence the administrative function is the base of the
management and leadership. For example, educational administration is
concerned with ' determining ' the major policies and objectives of the educational
enterprise, policies and decisions implemented those laid down by administration
whereas Educational Management is concerned with the 'doing ' or ' executive'
function.



3. Leadership style depends upon the pOlitical rule (given
power and authority)

Benin & Nonus "Power’s reciprocal is empowerment”. Power and empowerment
are two sides of the same coin when leaders empower their people, a remarkable
outcome can be achieved. The most common political rule as mentioned on
Morgan G. (1986) images of organization are as follows:

1. Autocracy: It is absolute government where power is held by an individual or
small group and supported by control of critical resources, property or ownership
rights, tradition, charisma and privileged group ( near to the power).

2. Bureaucracy: It is used to rule exercised through use of the written words,
which provides the basis for a rational legal type of authority, or "rule of law"

3. Technocracy: It is used to rule exercised through use of knowledge, expert
power and the ability to solve relevant problems.

4. Codetermination: It is the form of rule where opposing parties combine in the
joint management of mutual interests, as in coalition government or corporatism,
each party drawing on a specific power base.

5. Representative Democracy: It is used to rule exercised through the election of
officers mandated to act on behalf of the electorate, and who hold office for a
specific time period or so long as they command the support of the electorate, as
in parliamentary government and forms of worker control and shareholder
control in industry.

6. Direct Democracy: It is used as system where everyone has an equal right to
rule and is involved in all decision making, as in many communal organizations
such as in cooperatives. This political principle encourages self- organization as a
key mode of organizing,

Sim:)le ideas to make effective leadership

Orientation of leadership has two dimensions underlying in its connotation in the
achievement of organizational goals and working with people. To achieve
organizational goal, attitude of a leader positive towards goals (tasks) and where
people are considered important factor. These attitudes of leaders can be
determined the effectiveness of leadership.




A leader \ manger could have three essential skills. They are technical skills,
human skills and conceptual skills. Since these skills are taken as important skills
for a leader/ manager. Having achieved these skills to a leader/manager is felt
important. The detail descriptions of these skills have been presented below.

Technical skills: It covers ability to use knowledge, methods and techniques and
equipment.

Human skills: It provides skills on ability and judgment in working with and
through people.

Conceptual skills: It promotes abilities to understand the complexities of overall
organization and where one's own operation fit into it.

These all skills are important to educational leader to play effecfive role in
instructional leadership as well as administrative work. What constitutes
leadership? What kind of leadership style is more effective? What are the
characteristics of effective leaders? How can leadership be measured? All these
questions can be used to understand the leadership theories and actual behavior of
leaders. An interaction between the leader and situation could be considered as
factor of promoting an effective leadership. Leadership is quality of getting
extraordinary performance out of ordinary people.

4. Effective leadership in education institution

Educational institution requires instructional leadership as well as administrative
work. Hence, leader needs to function on pedagogical as well as administrative
field in educational institution. For this, an educational leader requires to
understand the following roles and responsibilities to demonstrate the leadership.
4.1 pedagogical works
The following sub factors fall under the instructional leadership. They are as
follows:
e Discovery - based pedagogies
e Structured teaching: It is a pragmatic option in low income settings. In
this dontextteacher presents material in small steps, checks student
understanding and encourages interaction.
e Regular assessment and feedback: It can be used to improve leamning
e Designing the curriculum
e Selecting textbooks



Defining educational plans and programs
Pedagogical supervision

Evaluating teachers,

Training teacher

Concentration on teaching and learning

"Rigid chalk and talk pedagogy is widespread".

4.2 Managerial and Administrative works

Educational leadership needs to perform the managerial and administrative
role/work in order to achieve the educational goal.

Educational policies: For this leader should aware on the educational
policies which drive the whole education system.

Governance: In school leadership, there is room for consultation between
teachers, governments, and other stakeholders in connection with
curriculum, employment and working conditions.

Participatory learning networks and professional advisory bodies of
encouraging and sharing of best practices should be established.
Combating corruption practices: It has covered fraud in public tendering
for school buildings and textbooks, nepotism and favoritism in teacher
appointment and examination.

Equity: It is a process of reducing regional and social inequalities which
provides back up of education for all.

There should be safety meadures of health, and sanitation for students
and access for disabled.

5. Leadership styles can be promoted by considering the

following factors

Firm and purposeful: Goals and objectives reached over set periods—
judgment and decisions made on complex and ambiguous situations -a
course of action intended to benefit the client.

A participative approach: Staff shares understanding and commitment in
line with instructional goals and materials. Staff accepts responsibility for
student learning as well asdelegated responsibilities to involve staff in




decision making. In this, school shares responsibilities of decision making
practice with communities and students.

e Leading professional: Amount of time of head teachers is spent on
educational matters as opposed to administrative and other tasks from
which there is increment understanding of classroom and teaching and
learning . The amount of instructional issues can be improved through the
agenda of staff meeting. These factors play role for evidences in the
process of the appraisal of the performance of teachers.

6. Our Present Practice of Educational Management and

Leadership

Existence of pyramid mode of educational management /leadership
Educational Management in Nepal, like many other developing counties, follows
a pyramid mode in which key policies, programs and logistics supports are
formulated at centre level. Meso level management focuses on coordination,
monitoring and evaluation of educational programs of district level. District level
management concentrates on facilitation of the implementation and support
system in education program at school level. School level, the grass root level,
focuses operation of educational program.

Main responsibility of education leadership

At school, authority of leadership of school is given to SMCs and HTs. Mainly,
HT at school is to make responsible person in instructional and administrative
functions. At district level, District Education Office (DEO) is responsible to
facilitate the implementation of educational programs.At regional level, Regional
Education Directorate is responsible to coordinate and monitor the educational
program. At central level , there are different technical institutions like
CDC,NCED, DOE, TSC,TRO, NFEC,OCE etc which provide technical and
resource related support to facilitate the educational activities at district and
school level .

At central level, MOES is responsible for formulation educational policies and
budget to implement the educational activities. Leaders of all level require
technical know how and coordination skills to implement the educational

activities effectively and efficiently.
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7. Practices of leadership in education institution

Culture is dominant factor for ineffective leadership

Nepalese management style has been built upon the strategy of survival at each
level of the hierarch. Administrator and managers tend to compromise to the
culture and human needs of the employees. So rewards and punishment system
do not reflect objectivity. Management and administration has not become
efficient and effective due to the organizational cultures like leg pulling,
blaming others and blocking initiatives that adopted by the all kind of
administrator and managers. Status quo or change resist is dominant factor in the

educational management.

Lack of motivation and coordination

In our educational institutions, everything is pushed back and avoided until it is -
threatened. Subordinates are controlled and coerced rather -than encouraged and
appreciated to motivate them in job. Communication style of managers is one
- way, the top- down approach has become important way of communication
which is not good for effective communication. Due to poor coordination and
communication, the role of staffs as well as other stakeholders in managerial
function has become nominal. As a result role of supervisory and leadership in
education has become authoritarian.

-Lack of proper planning and decision making

The performing and executing the educational program by any level of
~educational manager in any institution (school , DEOs, REDs, DOE or CLAs)
often seem as management by crisis or doing things at the last hour .There is no
proper preparation and planning for implementation of program and budget in
educational institutions .

Decision making process of most of educational institutions has been done in
intent of top level managers and pressure of political power. Memo and write up
tippani to take decision is still existence in the educational management.




Educational leaders are unable to establish the self regulation

institution

If we look into our leadership and management styles in educational organization,
they are guided by the political principles as mentioned above.. In practice, these
principles are hardly found in exist. Specially, the direct democracy system could
be more relevant to make educational institution self regulation institution.

School must be taken as basic change unit of education reform

Most recent literature on education reform suggests that individual school should
become the basic unit of educational change. It should be recognized that learning
process is essentially school based and that there can be multiple ways of
promoting learning schools. Hence, the findings of research assists to generalize
the head teacher should carry the most power of educational leadership in
education.

School management should be institutionalized and strengthened by empowering
School Management Committees and head teachers. SMCs should be formed
through democratic procedure by the parents themselves. School headteachers
should have all executive powers in matters relating to teacher management and
training, management of instruction, community relations, school improvement
and financial management. SMCs should oversee the general functioning of
schools which will mobilize local communities for school development.

Transforming leadership style is key for motivating people

To motivate the people their work has influenced by the leadership styles. If
leadership style is taken as transactional it could be focused on reward and
punishment whereas transforming leadership style focuses on empowerment of
the staffs. So that there will be effective leadership and people are self motivated
in their works for achieving organizational goal. The following leadership styles
carry important values to understand how people can be motivated in their
works.
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Transactional Motivation Transforming

Leadership Leacciship

Reward and

punishment Empowcrment

Treating people _

as pawns Treating people
as persons

Results in Result in the best

adequate effort effort
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