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faemergmr #rva fudses v Mvs TFemvFessm aft afew g@E T T
qAfeTeF  ATHATAICHE FhE® TP a1 RIEm a97 @iehs A=Amed deevia oy
Frare =1 dfie smafe faea = ®F 3 | S Fwd gg Cfaes foren”
9F@T WTha S TUT AAIEHAF d@ JAT TIATRE GHTT T ANETHH 2o
3

ferem faFraay gatae WU farem & 2 A9l I@red ga AT
ATTF B, | TTaTdd JEHT F1Ad RTeTFges] JRTT ARIAT 7 Z27aT A9 =
ferges arferm QoA A1 @1 ) 4T 7 3y RIFare qoRaay fae y2E gaaas
frearg = afes | o PAwraagm @@ fren dFw oaw aver e AWy
IATTTHEE d@ TAT TEAaeE ¢ GNE SAatE e dwa qwmEa aver w0
Nfefafeears a0 7919 9&qd qrFarare 9us 9wl g | 99 forer aEu
T e et geqa 9fFeT ITATA TEH AH T GIATHT 919 g @ T 994l
FerTer 3

HeTHT, TEA UTTHT THIMAHT T F¥g TIHT @lah gegarg 27 47 a7
aha ferd SAatE faEg e Rrere Rram w1 afrAaw @ v ggTTEEarE
aHES WA 7 I o@ ddT TAeE IHNIT TR A J aiRe aEE
ZTF LG, |




TE®R T

T Rt AreAwaTe aeatadEed gardr Sae i St e
S @ FHE araraer faer g1 s g | g e i e s
Rreeed! T@AG drgar T W frem g w0 g | gger 9 s
FFEIFETH FAAAH GUR TR FAS T@H_ IITHN JaIAF AeARETE
TINT T MrF ety e T wrEt Iy A T g |

MrF T ofe fem 3= Ry o gaemws afdw T e FJEAEREs
FreEs it e aur @9er TeEeE smata e e s enfya den
2 | afgsH Mre TaaRe fFem 3= @ er 3= T anatrs e e @3=
THEG AU TN e Wi aAate FEw d=9 o qem #dw
RryFees afT T a=ae@ saffaa FH=T0 aur Rt s F
Ffweed FEeamr Al ™ Mrr aate ReEme=af fitv fFaio, a9
T T FEFET T TG A TR AR G | FIAA G AH IR A
e AR W afwm @ ‘F7, S e afew I ‘@ T gtssirer
Mre aferm IT-3= T4 T870 3¢ A afew IReT FoAad G | TIHT T
IFfers R ol swweETe dq JaEET Tutve Rmis ofew @dsw
e & IH G WA G-FarEed yathve R afew asamems @it g«
FFATE FAAFT Td W& dtrosmE = @A et gd-daraeta athe R
s F=ee gsETad |

Mrs FAais Frem =9 760 “Rmers foar” o f61 agF g@we ™ as
g | THF WANEE q9 IS ORA TR A fafry Pearaeresst smerd
TG 949 R F | 98 79 fymr Ren 391 Amr SE WU T AN
AFH fagm Afhees ME F{EAATEF 9@ T TARE YHIF T4 FW
o g | gad Rmw S gaer aen, At Rl sqasarasdt, st
R, framdt oaw sy g reFeearg 4t ofre At g favar feea g o

wmwm%mwﬁawmmm
SRR e A@FEE T §3UET FAHT qedRT T4 gayfy AT e Kl | a9
gfyareré anF @0T T FNAHE FASTH AN qTEFIAETE TTACHF THITH 39T

TGt |
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uTTeRw fiverer snfir firerw e

- g1, Py Pt

F & oTEE fre 2

gareaar (excellence) ¥ TUTCHEAT & | WATHSF Hareddl Fgcqs darewdr |
HGART FATEAT | TSAISAAT qAreoar | FEETAT qareaan | fefaay gareaan |
ATATAT GATEAAT | QYSHT JEATEAAT | HIGAR (G R00¥) FI AKHT JTAT FATeTar
(excellence) | &AFAT (high standard) | TRI® AKTAFHT “HIIA” (ideal) |
IiF TRKTEANT AT T gE | JIARR (utility) | Rreror@aT (pedagogy) #
TAKTIAHT @TATR (autonomous leamning) | ALTH AKX qF (creative) |
T8 (access) 1 UK@EAMT AMFRHG! (right-based value-oriented) | TR
T=qq [F#S  (marketable) | FEEREA AKEAAHT AT (communal) |
frerarfrEeTd I=KEAET @R/ T ™A (micro and micro) F I=RE= @A
Hfched | I T=W FregaaET Afi |

FEN MR § ATIHR! TUTTF eI ?

AR RS ReiEar 99 swar wifewg | Rrear Fee awar 1 freardear
TFCAEAT @ &THAT | P11 USeHaal TEN Ay S8194 g &THaT |
frafe feg anfet arfiand wafy T Prafaarft fema Rar g 1 (@Te, &9 9%%3) |
Ay faadT gl @ AET NSTA G | e PRt AESTF G | agHr 3 @ -
BT UTHS FS A @A qeT SI8q9eE | & At few & @
G ¥ A | I AT @ O G W w9 | afaanfi sarea o o gttt
TAGA T | FROATART FATSR 07 | A @A R 1 gty &7
AR & 99 T AR grg W g 9 | & PR F=qfea g w1 1 )
9 a3t /Fafaarfia fasm @ 79 | e Rree a0 @ S Ao
Rrerearé anf, (R T 9FT gqed @ Jfhd d9eg | @ne Rt
FATSG | AT Rmerder Igfre R @ g (UNESCO, 2003) | aT = fdg
PEETR 37 (A, §9 00¥) | FY ARAAR FEEAHF FAE G | 7Y
ey dfears sfive g |« @wwr ofy odE ‘onfawew” 87 1 7| s
IR Revas Afgwrs “onfrorsw” qeqodg | Wi wieenr ferfy | aras

* g, feem g, Bafafa.
frers fmEn 9




wieen Reafiy | & gF stftrer e Afeemer Rafy 1 ‘e wfearar Rafa
aF T qEvE Refy | @1 fefree Aol mors e Rreeds,
e Teg | AT TEEE FH ASNE GHATH! AT AT HIEAT ST T
FU | AR/T GEEAH T FA AT GHEEAT @A T K4 | A e
FAFA Fa1 A9 T TRT GHAEAT @A W H4 | AW G reraend defte
HAT g T TG Afched aA19g |

AR Rmyaay GieElid qgedt 3@ g | [T ST Afeer 99 g1 gena | R
Rt Sl 9T &Y GEla | AN deaT WIE 99 g SR | qlied ST S
q9 g1 gefa | e A faarft 9w g el | awn deh @e R
P @1 “S9E®” 99 W¢ WA doqudg | Y Wi (Freire,1993) IS |
“PTEE" B TR (TeareIeg | I fed 99 WU Wi @eueg | # feT aw
WC W SRIGIEE | FEHSHT F1 AT T F qS HAl @loqueg | T H
AT B AN T GIoIEY | B FAGANTHT F A, B AT, T E{Ie |
AeraT B SETEIIEG | s 9 g 6 7 ameem 4t g B 2 aeiw iR g
fF 7 98 water 3o g fb 7 Aeleadl | ATeT UISueg | AgHr iy 9 i 2
9% YA fF 7 Hewed ot fF 7 aeamae e fe ¢ awdvEd 51 6 7 a9
g Rerears giegias a9aHa redl IS & 9199 |

AUTelt Rrerer SEAIEHIa® GFETEE (cultural capitals) P G | YOS THIETH
PreTdr 3@@1 & (Nateras, 2003) | {0 WUafy 9gq T Te89g ¥ §¥9E |
TRFEEA & IT TGRUTE! TCH FA T 7 9 99T | GG FA@l d el e,
uAYHY, 98T AEqT HUBIHT €1 A TFGET | @A 9fgen T 9QE GigE £4 & A
IR | @ T FHE U NG , TR AEET g W &3ar | a9a e
giiae arEEed eHe e afma aee g | @ e Teioay
yiereq SEEET WO AaH TEE 9 viowd aRed =W 9igE g | 94 viowd
AT WUHI qfae 0.9 Wiawd WM W g | 9 Wiawd agd afie
TIEEE™ &5 YT | AR § (RS, 003) | WA A FFRETE
QAT SIS iy A Greq Afhed wiierg | fdd AT T RIS
AT Fa N gt P =iy | aia @i avvar g Rere =g
T GIIET qSed A% A4 B A T @A Bt | gt @ T "Egt i e
T R |

3 Rmers fyrem




Toreft fimgder TERARTT F (pedagogy) TR G | FEAAMIR  Rmroraen
(Silut, 2003) | & AEUETT FFQ @97 ? FAQ FARTHT @R TH 7
Rreramer sremme @R T At Fweed fewE Remawar @ qeen it
o (pedantic pedagogy) T Fa4Q foea " aT™H (interface) WS ?
# free famed @ FrERTE At | sata g R arda axEar Revoraer
@rRA9sY | A0 FHES! RevEenr @nudg | fvassia 3 e faeew
F1 | IRER#H T fearss @ gv Rgorear | Swe Iaatad ae A
fr#rgy F1 | qEeH! AR FEA @9 FFE FA | IET FAEEAR AAE
AR, | AT AT | AT AATF |

IOl Rndee FTFRET A FgAd WP | RS, IRd T agA/ad faemdt T
yafrt Rrers | @ ffauar wifvs & 1d fadw @ S @Y ) SrERa (89
00%) # SIZAT FATHEH fafawar (classroom diversity) | &t fataearer &
qarsal 9 W& IrAT (language planning) @<g (Eastman, 1983) | qao C el
WTAT FA WA JISTAT | AT-ATFAT AHTIATE FAATE PATRISTE HIGTHT ST
T qE | Y IEEE FEh T e SEE e @ §4 b @
PHAR W IETIGT I | FFT AW FTSRE gAaTHT @A TR -
(Mansoor et.al, 2004) | T T FEF T TIAT RIEF |

TR Rmgder FATERTE AR T JHaTH faee @ g 1 ‘g3 g\ & frg
[WH G | TN gAfaH AIFE AEAS qIEieE T FTFEE qRAS @
g | feg@r srafadd A T TIPS AP F | T " W A
ALH B | NAYG W= F£ I fadar &7 | T8 gOaed guRE a9 T &
9 AFSTH 37 (Koirala and Acharya, 2005) | 9 T=WS g - &0 AT
gHen e T 9FEY | g9l Ao Rrae aee Teey 1 g §ERE
A ATET UG | HEAAR FW TH | TG AW G GEE  rhers”
/'YadE” / “qanTEar” |

el R A@ 4R @R G | THATT AH ATqATE AGA WA qEIC | Tt
T Aol W= §EX | WS (ethnic group) & ATd (caste) A5 ErEATIA G |
ETTEWETﬂ =i wbwa (hegemonic phenomenona of bahunbad) (3"@3, qq1
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200Y¥) | ITRHT AUy UTen AT T Ardg iRt I@H G (Parish,1993) 1 Araww
T g A W s | 398® Ao 3@ T A0 GIANA FAER | gt T Hewll
¥ {HEER | TG WIE Wiy 0F & T 9915 | T "W s frer e
T G | FEAR A AT &5 | & & v faeg 1 g & v g
Td A 03¢ TR 9A 9 aad g | qdWES w=EsE R
g 1 g Aol afea T ST Rt ey | oneRs gaifed) s |

el Rmers Ty g9 renfiq Fvdedt B | WIW F@dl (silent worker) |
AAF G | AT (W] R00¥) F  IKEAHT qoAfae fEfau e g oA
fafawaen meRE Rt T_@F @@ faww qERRg | afe T Fweras
e ey | oot T FuatE famee s TR () osiq
s a3 AEAIRTE @ HIST TERT | JERAEeH TR TR
TARTT freeiyor TS | AF T=RH A B W @Y AOAaE @ FA qE
s | @9 g T U A= T R g e | R e it @
FAD AT T4 favers | st g el ooty eee @@ s
Tafa® fraea Rreee R | 3 Bwys Rere | femdta ooifvs
TAYRE WATHF T@H TATHF FTAETE TR ST A g3 e |
it g1 e A g g | o o= faEm aums R

Framdiemé Seffsd fmra |

Ifera aifem & & 2

¥ qq Sgae auREiE d11 a1 o dar @), afeerdr ers R
oA Rmts 8 | IO awar W Qi | Wt =W ¢ 0@ "uer
e Rrs” | “cwaver sgifes Franft” a1 wudr swar =y s | @@
TR+ Rmyea saemyw T gty y@rrar afew @eg 1 | @ - g Aared
Rrrs @Y =y Aers & | wrdd w9 =y arfersr Qo | & d T ofh
T A s AR 9T UE AT 1 R AN FAET g9 A
were AR v g R | Ai@@ e T Shew @ R
GrTEEd R | FEa e whewed e | o e 9Ter aeR
Rt | 7w Jorer 3 T are Fa= Rmers aferw @y | g3ems e s @i
dar & - dferd Rmwe w=ardt R &1 | @ == g o R |

¥ Rmere Rmen




s gsare aern e fmrs | g et T serer gs9ER T
qual g | @ e e e g R | @9 g |
frgda =Tl swar @vg | D §_1 & - qRTEREON=T e
(contextualization/ contextual generalization) T4 Rmy& TeH® s &g
Rmrea 9 @vg, T 99 | TH @rAE T IVAEE TG | e T T,
IE T T | 9 yEH e W g Rers | agiaEdE a1
A qE P R | Mo @@ R | sfq afeTe gy ante
g9 femr T N s @y | @ orerdn s a1 38« wew T
GG | ATHAT T T | & I T | TIARSAI® 771 A A€ | T TH
Rremez frar T srmafas T Rms @y | = QT @ - [meRs R
“NT T " 7€ TN 7 | A% 9 T&y ITAe® @y | fFa 9
VT WEEH TUT W &y | friesdt @y | e R @y | &ma
S T T | o q21 @ - A9eh R qiewfid avwe Paeedy | st
T | GEEH §IGST | R §I9RT | gfedl (TR YEARES {IGRT |
TEFVEEH FFIET | & FFIRIREFT JTYTTHT T{I FTET |

T AT Ry IR vt dEfie WY #@ qifew
YL | I TR | ETHIE FERTR” | @l FIREEATS, FRTHIH
T T @Y qeUEE | TIEEeg | ATt d11 & - Rvaed IgRmyvraam
A TSIEg | USe FA9E F94 e afw faseres w= @ | Afwa
R 4 fq@ren o= 91 | qiiae qFeETel e F9a fEEe v
FAT | AT w@q I e @90 faeee v e | Wi e #Ed
frrea v Fo | T3F faearr @Ed @t fReR = e T
AfAa@ SHaH FW | TEd e fFEee T gt fFeR auen F9
YAF FHS QIAEF TANE FAIHDR T T J0F | 3 J&T & - 9wt
s oeq FEeryEes dfaw &g | dTHA JEEAT WIS AT |
AN FERIYA | JTSH IJeAqT TaH TEATHING FTENYA | 9] FQ
Tfewg | AGT 2T &Y - BT AUICHSE RTEHT IEOIARTRAR g3 ANG A |
frra v warr T e wifeg | g o @ - Ters Ry R @
&THAT Aoy | 9T IAERE TR | WAAERA IR | qfg IURA W AAS
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FAR | K] JNRA HT Ny TR | 3 @ TR (I i TS qnrd
T | FEN IRA FARSA FheAr Aty |

fRg & a7

Rers afreer fvg fredy | @i fredyg | @ g=ohn @0 fee - Ry
7 ot | @19 @ g7 gy Wt Rmyed v Ry @t o Tee |
It Rmges agr T 9w JrAerd e | fMrem sraaeraty aurder @ v WA
aY | & WA wA Ay | i TRt ot R | Rnreed fama frame
gurlt | wErr fafr SRR aRY 1 agd s fawm T fafaee s W
FART | @& FEEw g e Pfva g | @@ fEr SReR T e ™
s @iferw IRRTE 79 | a9 Qi TRRTFe S A qeaddl ag | fava

FT? B MGA WA A ARFT T |

graWaTayT

MERT (AR R00Y), feg AT g It i wIH, TH 39 T Y A (
TIEF), ATTH F=A TR TEAd faea, < Jrer, drae a5
eT |

AT (W7 R00%), ATTHT AT AThra FHRT FHMAFT F=AAT AT, FHST
AT Wrete AETAT T FEAETH T[T FETH, FIEATSY, HER 93,
R0%9 |

AT €L.UA. (W9 R00Y), TAG-FS AT, T, atqas T aftyor, aea A9
(¥ 9R), gEasht dredad s, ATy d9d g T8 |
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Rrarer defre fde g 9= &0 gdfaid § 1 SF=@d (disparity) T AEHTEAT
(inequality) ﬁmé‘ﬁaﬁzﬁﬁmmﬁf&a@ﬁ?ﬁ fb_ﬁl?ﬂ%
TAIEEAE FH T g T T-TF0 gy AT AIRGEE G | T T
FHAA T T 8¢ IUEEE AUAEUE g, T Afaemed i A
dgedrT, gl 9EdN, g gl | ggered Aiewr fmder e oft
Ryrerar Srefite qETET sATS TART TRUST GFer ST A | f SUHEEd FHaE
AT FEER HAGCHT e AT THAT 8 FeAW TACH G | a4
qEF AT yatTE qeHr a4 quiT Juar ey | feafs wee g vt
fyrerr & wrafie qeeT QETeHT AT7 T Fea WEEH e |

forerran Sefird aumaT AR Ium: Mt gofefa

Rrerar Srefire weraweedl ST GEAVEEd Wiewm fEEer guierly we T 8%
T FEAeT B 9 2EEg T A1 WA WAl F IREed g | 39 e
Pt Suffs seeT Tur yaths TeaT FEaEivFREs [aaEd S FH
qf Sqg W WAIE YA N WEEET | A9 SAEeErEers JeiTe gheaEne
freerur el wEier Mivea arEe dEmgd | afedl, SmATeId WeiHE qEe
Ryl aTfEEaTs @R T §59R q9T A-ANHS] HTHT §9d g1 Agd T
g arfew Beg | a9y R i o @R o9 ) da, aft erfaeeeas
Tl aifew gt ww SieEd B 9fEneT UHl Wed TH 9egH T ATHRAT
qergeTs qii feaar B S S | 9T T A1iER 33 SIEHT ST i et
T fafrr smew e aifasreas 9 TR 9HEA | o9, Ren afaeees
Fiue & | Jr, wfgar s @ defre faew d3efe g9 | odew
FFST T faaeaA deftd gHEar WA T O§EW g T SHee AR
Ffthed g7 99 | Afeen feear geen afg  fawaw ofw fR ameew

* Ju-greaas, e agav, frfafa
g Rrere Ry




AT & | 16! AREEATE Heaqa T4 SifTpeedr 941, TR/ R Ifees
eI afiafy qar defre awmarer @u Wit T UEe STEEeT gafie
a8 /e #haar g ffrer g v ARy aEaEr 1 afee o R
WA A WY W W WU Ry FAAFH g5 A1 RIS ge S gEsherd oty
NSy | AT Ted WET & & W+ Higen Qs yadawr Rmmn sifaseear
HEWNTATHT @i W 9= @ ¢ faorg qoad=r @ifire @@ grar T Rofrern
WO qige? #al wieen R gige afqerer femem st aur gewframr afy
B WA SIEAT TH 3| qF a7 AU WA Ber GL@ g | Jufr Afgen Rergar
uierer sricreprar smaTd i sfwmar 36 T &6 avee foowr 7o ofy
THM aferad, STET- UNESCO &1 @erer &ir el Global Monitoring Report
(UNESCO ¥ 00% #T 3g0) & s wgeamn dgfiie gwqod «argq eresl
Rrerr defite SHAT YaEA T W SIMERV TEG TEH G | T qH FoEA
(Ramachandran, UNESCO, 89 R00%¥ #HT 3Jgd) ﬁﬂﬁwﬁaﬁ%ﬁfﬁm@m
forfrar s/ & frsrordt et qewr Hecaqul g | a¥ 9gred ATl foE,
SAeEe fHafradr, A T IOTE IRE 719 A WKy | q9d AgiTe
gREHIETE Ba YErGd Afhal (@S0 T FEFEH FOA & fq4g 7 HUH
FrCERE § HeWRT WEcd QUi g TS |

afereEEHE A Jrafid dewr ARUE I @ T OEE TSI,
fusr g wv1 qogers @M afwed | 91 g (e T e aideeed
FMHRAta® T ATAtiE Jeal A1 T SHle®® Faiivdl qerd diaar Taed
R firg | feates wraths qeer aiem feaArate T arathe JedT svmaA
T gEETds YA T 4 ggad Syeer  REr | d e it R
Yagd T T R defte quear @ty T v awq ar sEee 9ed 16
T TATEY | WI@ A9 TUS 0F qegdd (A, g 200%) F 9 @
TeqeTs gEPTT g | AT HemEEd qeTg fewren anddwedl WAl T Afesn
fererarear JuRERre® q@OHF gveawd Q@@ | agiq R SufefmET g
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Quality and Efficiency in Educational Service Delivery: Role of
Parents and Teachers for Innovative Teaching

- Dr. Tanka Nath Sharma*

The main aim of educational design and delivery is to enrich and improve
performance of the students so as to increa se the efficiency and effectiveness of
schools. Quality of educational delivery is essential to enhance the academic
performance of students. Performance is perhaps best understood as the
achievement of results, the outcomes (ends) to which purposeful activities
(means) are directed. Properly planned and implemented teaching leaming
activities (purposeful means) only can lead to the achievement of expected
outcomes of education. -If educational programmes are successful in the
achievement of expected outcomes, then we can claim that educational delivery
was up to the quality or the criteria.

Educating is a fusion among the curriculum, teacher and the learner (students)
given the favorable learning environment. Curriculum should be relevant to the
needs and expectations of the learners and the community. Teacher should be
committed to the children's learning having expertise in teaching and having
innovative ideas and approaches to maximize learning. Effective teaching
requires teachers' understanding of leamers' readiness to leaming and exploring
and applying innovative teaching strategies. To better understand the learners and
to identify the best teaching approaches suitable to the learners, frequent
interactions of teachers with parents is essential. Leamners' willingness to leamn is
a single most criteria of educating. Without the parental support and involvement,
teacher alone cannot enhance children's willingness to learn. Therefore, the
parents and teachers' collaboration is vital to the effective teaching and learning.
In this paper, effectiveness and efficiency in educational delivery and teachers'
and parents' role in innovative teaching will be discussed.

* Professor, K.U.
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Efficiency and Effectiveness

Rationally, two aspects of performance .(quality) have been considered efficiency
and effectiveness of education. Although these terms have no universally
accepted definition, efficiency is usually understood to mean the ratio between
the resources needed to achieve results (inputs) and the value of results (outputs).
A central question in efficiency can be posed simply "Are we doing things right?"
In this question the phrase "Doing things right" means doing things properly
without unnecessary expenditures of time, money or effort.

Effectiveness, on the other hand, usually means the match between results
achieved and those needed or desired. The gap between the desired results and
the actual results is the problem or defects, which need to be addressed to achieve
the quality of services and products. The central question in effectiveness is that
"Are we doing the right things?" In this question, the phrase "right things"
typically means, "what others' expectations or needs from the educational
institutions are being met".

Effectiveness and Quality

Issues of organizational effectiveness and quality represent fundamental
challenges to the practice in school administration. When educators, school
patrons, or policy makers gather, the educational quality and effectiveness
frequently drive the conversation. Terms such as "accountability”, "academic
achievement", "performance standards", "test scores", "teaching performance",
"student dropout rates", "job satisfaction of teachers" and "productive learning
culture” infuse these conversations. These terms are the part of effectiveness and
quality indicators based on which school the quality and the productivity is
determined.

Although "effectiveness" and "quality" are not synonyms, both are ways to
describe and explain organizational performance. Therefore, these concepts are
complementary perspective in the educational performance. Since both of these
concepts are qualitative in nature, they need to be defined. with set of criteria and
need to be assessed with quantifiable indicators.
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The, effectiveness indicators can be derived from each phase of open-system
cycle - inputs (human, financial and physical resources), transformation (internal
process and structure, and outputs (performance outcomes).

The performance outcome constitutes the quantity of school services and
products for students, educators and the community and the quality of each
output. These are the effects of educational institutions. The examples of outcome
indicators are the academic achievement, job satisfaction, teachers and student
attitudes, student dropout rates, and teacher absenteeism level, employees and
management commitment, and parents' and society's perception of the school's
effectiveness.

Structure and process criteria of effectiveness are the quantity, quality and
harmony of internal processes and structures that transform the inputs to
outcomes. The examples of structural criteria include congruence among
organizational, individual, cultural and political systems. Process criteria include
the health of the interpersonal climate, motivation levels of students and teachers,
teachers' and administrators' leadership, and the quality control procedures such
as number of tests given, quality of teaching, use of instructional methods and
technologies, and the personnel evaluation. These throughput criteria are directly
related to performance outcomes.

Input criteria are the educational organizations' beginning capacity and potential
for effective performance. These include all environmental constraints such as
national policies and standards, organizational features, or participants'
characteristics understood to influence the organizational effectiveness. The
examples of input criteria are the wealth of the school, abilities of students,
capacity of teachers and administration, parental support, number and volumes in
the library, educational materials and equipment, condition and adequacy of
physical facilities, quality of textbooks and the leamning resources.

Virtually, every input, transformation or outcome variable can be used as an
indicator of goal or resource effectiveness. As illustrated in Figure 1, the result is
a more comprehensive theoretical formulation for defining the quality and
effectiveness of educational institutions (schools).
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Effectiveness Criteria Effectiveness Criteria Effectiveness Criteria
¢ Fiscal resources e Harmony and vision ¢ Achievement
¢ Physical facilities ¢ Climate health ¢ Student learning
e Student readiness e Motivation levels gains
e Teacher capabilities ¢ School and e Job satisfaction
e Technology classroom e Absentee level
resources organization e Dropout rate
e Library resources ¢ Curriculum quality e Performance quality
¢ Policies and o Instructional quality e Post-school
standards e Learningtime perforinance
Time constituencies o Leadership quality
Time constituencies Time constituencies

1 il 1

To apply this model of organizational effectiveness to schools, a series of steps
must be taken:

« Constituencies who would define the important operative goals must be
identified, and a set of operative goals for quality improvement should be
formulated,

o« Time dimensions (e.g. short-term, medium-term, long-term) must be
specified,

« Standards and criterion indicators for each of three systems' phases (inputs,
throughputs and outcomes) must be selected,

o Periodic monitoring and evaluation of each of the system's phases should
be conducted based on the criteria indicators for continuous improvement.

For example, an assessment of short-term and medium-term school effectiveness
from the perspective of student might be the teacher quality, strength of school
culture, academic achievement and the students' satisfaction with instruction.
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Three Sets of Factors in Effective Schools Criteria

Edmonds
e Principal leadership

e Emphasis on basic
skills

o High expectations for
student achievement

o Frequentand
systematic student
evaluation

* Orderly environment

Source: Hoy & Miskel. (2001)

Smith and Purke
Instructional leadership

Planned and purposeful
curriculum

Clear goals and high
expectations

Time on task

Recognition of academic
success

Orderly climate, sense of
community

Staff stability

Collegial and
collaborative planning
School site management

Parental support and
involvement

Direct support

Quality of Educational Delivery
In Nepal, for the past few decades, more emphasis has been given to quantitative
expansion than to qualitative improvement of education. The quality of education
is gaining ground in Nepal recently and several national debates are going on
after the poor result of School Leaving Certificate Examination of the previous
year (2003). The quality of education is not only related to the academic
achievement of the students but also related to relevancy of education, which is
one of the major educational problems today.

5

Scheerens and Bosker

Achievement
orientation
Educational leadership

Consensus and
cohesion
Curriculum quality
/opportunity to learn

School climate
/environment
Classroom climate

Parental involvement
Evaluative potential

Effective learning
time

Structured instruction,
independent leaming,
adaptive instruction
Feedback and
reinforcement
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The quality of education has different meaning for different societies. It is a
relative term and is viewed differently in different context. Wagley and Mumaw
(1998) stated three common but different meanings of "Quality Education":

o The term quality education refers to the extent to which education system
meets or tends to respond to the economic needs of the society,

o "Quality" refers to the effectiveness to which the education system
promotes or reinforces among children and young people the culture and
values, more and attitudes particular to a given society,

 Quality refers to pupil performance or standard of attainment in different
school subjects.

The first concept of quality calls for inter-linkages of curricula with the world of
work, which is missing in Nepal. It demands for the labor market outcomes of
education, i.e., employment and earning potentials of students who completes
certain level of education.

The second quality concept emphasizes the psychosocial outcomes of education
i.e., individual behavior modification, social and emotional adjustment, national
unity, cultural identity, and citizenship behavior. Although the school curriculum
has clearly spelled out these outcomes, little attention is given in assessing these
outcomes in the Nepalese education system.

The third concept of quality refers to the educational standards focused to
students' academic achievement at each level of schooling. This concept
emphasizes the educational outcomes to ascertain that whether the students
gained standards of attainment in various school subjects. This concept is also
considered as a predictor of the success in the next educational level. The
concerns of quality raised by the educators, policymakers and people in general
today relate to all of these concepts but most closely the third one - the academic
achievement of the students.

The quality of educational delivery is a defined set of processes that assure the
public that educational programmesﬁl be implemented as designed and will
yield graduates capable of functioning effectively in their next calling. However,
the quality input to support the quality process to achieve the desired level of
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outcomes is essential. As presented in Figure 1, there is an interrelation among
inputs, process or throughputs and the outcomes in achieving the quality in
education.

The demand and pressure on teachers have not been followed by improved
processes capable of achieving higher standards. Setting of highest standards
without a process capable of achieving them will result in no general
improvement in outcomes. Similarly, the excellence cannot be tested; it must be
built in with more capable processes. Therefore, the improvement in the
educational process or delivery results in improved quality and efficiency.

Purkey and Smith (1983) analyzed two kinds of variables for the effectiveness of
schools. In relation to the organizational structure of variables, they found that
factors responsible for the quality of education were the autonomous management
at the school level, assertive instructional leadership, low turnover of staff, shared
goals, emphasis on staff development; concern for academic success, effective
use of time; and central office support. In relation to the process variables, they
found that the factors associated for increasing quality were collegial relationship
and collaborative planning, feeling of community; clearly defined goals and high
expectations; and the order and discipline. According to them, the organizational
variable creates a context under which the process variables function to realize
increased student achievement and school success.

In a similar study Weindling (1989) identified quality improvement variables
such as academic emphasis with high expectations by teachers; classroom
management allocating more time on subject matter; task on time; frequent
feedback to students; interaction with student groups; school management
emphasizing classroom instruction and continuous monitoring and supervision;
support from the district authorities; and parental involvement and support.

Fuller as cited in Wagley & Mumaw (1998) reviewed 60 studies related with the
school effectiveness in third world and found that the school factors have
significant relations with student achievement; teachers' education and their
training affect the achievement; teachers' social background and their verbal
proficiency affect student performance; costly inputs such as classrooms, teacher
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salary, and science laboratories are not related with higher level of performance;
the influence of textbooks appear to be stronger within rural schools and among
lower income groups; and the instructional materials relates positively with the
higher academic achievement.

According to the World Bank (1990), the school related inputs for quality are
curriculum, leaming materials, instruction time and student friendly teaching
learning activities. Some other studies (Buch and ‘Buch, 1983; New Era, 1995)
suggested that leadership behavior of the principal, teacher qualification and
training, availability of teachers in the classroom and a proper coordination
between teacher support system and education administration. Poor supervision
and feedback support system for the teachers due to incompetent RPs and
supervisors had adverse effect in the quality of education in schools (METCON,
1995; EDSC, 1997).

Issues and Challenges

Nepalese education system has constantly putting a lot of efforts and resources to
address the quality of education through inputs and processes for last two
decades. The visible impact on the quality is hardly seen. For example:

e A national achievement test at grade five shows that the mean national
achievement scores in major subjects like Nepali, Mathematics, and Social
studies are low (EFA, National Plan of Action, 2003). A similar observation
was made in the National Achievement Level of Grade 3 students (EDSC,
1997).

« The SLC passing rates are declining in recent years; only 31% students
passed in 2003 and 38% in 2005.

o The current high Gross Enrolment Rate (GER) 124.7% at the primary level
indicates that there are a high proportion of children who are either under or
over age. The age specific enrolment, or Net Enrolment Ratio (NER) is
81.1%, i.e., about 19% of the primary school age children are still outside
the schools.

o Out of the total primary level enrolment, about 35% of the students leave
schools without reaching grade 5. Those who are enrolled in and complete
the lower-secondary and secondary levels are much less.
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e Majority of the school age children drops out from their schools before
completing their high school education. A cohort analysis has indicated that
out of 11 students enrolled in class one, only one student pass School
Leaving (SLC) Examination.

o Almost 50% of the teaching force is untrained in spite of the heavy
investment in teacher training.

o The poor quality of primary school education is reflected in its poor-
efficiency. The repetition rate at grade one is still 41.8% and the survival
rate up to grade S is 63.1%. The overall coefficient of efficiency is 55%,
which is quite low (EF A, National Plan of Action, 2003).

The above information suggests that Nepalese education system needs reform

measures to improve the quality and efficiency in educational delivery. The

quality education management is the answer to both quality and efficiency

improvement. The quality education management strives for the continuous

improvement by efficiently utilizing the available resources with a minimum

wastage.

Barriers to Quality and Efficiency

EL

Insufficient resource inputs for instructional improvement,

Inadequate physical facilities, teaching materials and equipment,
Irrelevant curricula, unsuitable textbooks and other instructional
materials to address the diversified needs of learners,

Faulty teaching methods, teaching strategies, inadequate evaluation
techniques,

Ineffective management, lack of commitment of teachers and head
teachers and weak leadership,

Poor planning, delivery and evaluation of instruction,

Ineffective supervision and monitoring of instruction,

Lack of ongoing teacher support mechanism to enhance instructional
quality,

Lack of reward for the best performance and poor motivation,
Inadequate delegation of authority to head teachers,

Inadequate community support and local ownership in education,
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Lack of learning resources and library facilities in most of the public
schools,

Politicized teaching forces,

Weak political commitment to improve the quality and efficiency in
education,

Lack of alternate delivery of educational services,

Teachers are not adequately trained and motivated to deliver the quality
instruction,

Strategies for Improving Quality and Efficiency
in Educational Delivery

First, set realistic expectations with clearly stated educational outcomes
with the standard of performance and measurable indicators.

Second, develop a realistic plan with involvement of main stakeholders
and make sure that there are people capable of carrying it out. Most
educational institutions may require assistance of outside experts and
coaches just to begin. The quality programmes are in need to built from
scratch, since so few schools have any elements already in place.

Third, Follow a quality model by establishing the national and district-
level (iuality standards and monitor the performance based on the
established standards. Arrange local monitoring and supervision
provisions for the purpose of improving the quality of instruction and
management.

Fourth, avoid the "quick fix" mentality. Develop an auditable quality
system with careful and deliberate work. Adopt incremental change
strategy for the continuous improvement of quality and efficiency.

Fifth, assign a meaningful portion of all staff members' work to the
development of quality. Activate quality improvement teams for
continuous improvement along with self-monitoring, review and
improvement.

Finally, learn to benchmark, l'ea.m to identify the organizations that have
developed the most effective processes for themselves. Benchmarking
can be learned, but don't assume that you already know, how learn from
the success of others, in and out of educational contexts.
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Conclusions

For improving the quality and efficiency in the delivery of Nepalese education,
educational the administrators need to redesign the educational processes that
lead to the adoption of consensus mission. Customer's satisfaction plays another
significant role, and assessment of critical process variables is widespread and
continuous. Without these capabilities, it is unlikely that effective corrective
action programmes can be implemented. Without the corrective action, the
continuous improvement is virtually impossible. The inbuilt monitoring,
supervision and follow-up actions help to identify defects and helps to initiate
corrective actions.
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Teacher Education: Relevance of Corporate Culture

- Shreeram Pd. Lamichhane, Ph. D.*

The educational statistics of Nepal shows that out of the total number of school
teachers the percentage of full trained teachers (Primary to Secondary) is 32.85%.
In the case of the community-aided schools the percentage is 40.10%. The
distribution of trained teachers by different levels of schooling is given in the
following tables

Table 1 : Distribution of Trained Teachers

Levels Trained Teachers (%) Total
Male Female

Primary 17.14 32.01 30.51

Lower-secondary 27.77 30.57 30.11

Secondary 42.21 48.63 48.08

Table 2 : Community-Aided Schools

Levels Trained Teachers (%) Total
Male Female

Primary 37.88 37.51 37.60

Lower-secondary 42.24 36.58 37.15

Secondary 64.36 57.50 57.90

The above tables reveal a critical reality in the Nepalese schools in terms of the
availability of trained teachers. To face this challenge, the govemment has given
priority to train teachers with increased impetus. Enormous investment of loan
money mainly with the intent of producing trained teachers having competency to
grapple with numerous emerging challenges induced by fast growing technology
and innovation appears to have fetched lackluster results. One of the major
determinants having to do with this disappointing reality is that the teacher
education institutions in Nepal continue to display themselves as Twentieth
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Century's "bricks and mortar" institutions (Leach & Moon, 2000) having lower
efficiency and competency to meet the demands of the Twenty-first Century. The
working pattern of these institutions is basically characterized by the
homogeneity, linearity and uniformity and their functioning is guided by
technical-rational and bureaucratic forms of discourse that exclude social,
political and moral domains (Beyer, 2000). Consequently, the schools' need of the
service of high quality teachers has persisted as a big challenge.

Teacher education in Nepal normally carries a tradition, which identifies itself as
an academic and research exercise only. Thus, we seem to oversight the fact that
it is both educational and social concern. Moreover, in the context of global
economic trends the teachers are required to be more pro-active to gain
knowledge and skills concerning the on going socio-economic dynamics, market
forces and technological innovations so that they could develop their
competencies and conduct enabled teaching-learning activities for better student
achievements in commensurate with the needs of the competitive context. For
addressing this concern, a substantive paradigm shift in teacher professional
development is of greater pertinence. The framework for the paradigm shift in
teacher professional development needs to be developed on the concept of 'new
professionalism'. Basically, this concept recasts the teacher as a corporate
professional (Mc William, 2000). Actually, roles and responsibilities of a
corporate professional extend from its traditional boundary to a far wider horizon
consisting of various cultural components of the corporate sector. Some of the
major components in this respect include professional growth, rate of turn over
(productivity), leadership style, life/work balance, internal communication, values
of organization, value for employees, physical facilities and reputation of leader
(Knox & Butzel, 2000). In the backdrop of these corporate cultural factors,
designing a teacher-training framework would be a relevant initiative. Some
reflections on the framework are presented in the following paragraphs:

Teachers in the modern context need to be knowledgeable and skilled in two
major strategies - achievement standards and performance-based assessment of
the corporate sector. As these are a major component of teacher professional
development, corresponding inputs as required should be ensured by involving
corporate experts and managers. For this purpose, it would require to revisit
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public education policies with the aim to provide an adequate space for the
private sector.

In order to actualizing the theoretical potential of private-sector strategies, the
learning environment in schools should not be prohibiting. Basically, if rigidity,
resistance and conservatism are to stay as the order of the school management, no
matter whatever are the strategies, they will not prove effective. Therefore, the
teacher preparation process should project initially to broaden the teachers'
perspectives on the functioning of organizations in the modern globalization
context. Eventually, developing teachers' broader perspectives will be a value
addition to creating an open and receptive environment in schools, which, on the
other hand, will function as 'energizer' for improving teacher effectiveness.

Removal of continual inflexibility in the modus operandi of teacher education
institutions with the aim to creating space for structural adjustment in order to
provide the teacher with informal learning opportunities for their professional
development as in the corporate sector should not be ruled out. The provision of
flexible structures makes informal learning more inspiring. Relevant ways and
strategies as to how best they can acquire meaningful skills and knowledge
through such opportunities should be created for which both professional and
administrative support are essential and above all institutional autonomy must not
be overlooked.

Since the informal setting is important for teacher professional development, the
need therefore, lies in enabling teachers to animate the informal setting with such
role performance as resource collectors and disseminators, team builders and
actors in knowledge sharing, problems identifiers and ideas generators for
resolving them through mutually energized creative efforts. Once the teachers
get familiarized with the value of informal settings for learning they will tend to
popularize such settings for the students' learning as well. Within the informal
settings the students will have motivation to conduct peer and group interactions,
share knowledge and ideas comfortably, identify one another's learning problems
and to generate ideas to resolve them and above all to foster intimacy among
students thereby creating a strong social platform for learning effectiveness. On
the other hand, an informal learning setting will require the teacher to make a
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shift in his/her role perception. Essentially, they have to designate themselves as
facilitators, mentors and resource providers.

In order to make teacher professional development effective in terms of coping
with the challenges faced by 'the schools specifically in the modern socio-
technical system and the various types of expectations placed on teachers, it
appears pertinent to align individual and organizational goals. For this purpose,
an in-depth understanding of the goals by the teachers through critical scanning
of the reality is imperative. Again, this task calls for the teachers' capacity
building regarding the research methods and approaches. Subsequently, they
have to be skilled as to what strategies could serve best for the alignment of
individual and organizational goals.

As we turn to the reality we seem to be deviating from this premise. Instead of
streamlining the teacher education activities along the organizational goals, e.g.
the school goals, the trend follows the traditional default. It is taken for granted
that professional development of individual teacher essentially tends to contribute
to meeting goals of the school to which the individual teacher is attached.
Therefore, in light of the emphasis placed now on achievement standards of the
students and the scope of the responsibility that a school has to bear with respect
to ensuring the students' performance against the set standards it would be crucial
to align school goals with the goals of teacher professional development.

Training activities in the private sector emphasize practice in a number of ways.
Normally, the focus of private-sector. training lies in using apprenticeships.
Regarding trainers' role in the corporate sector a dynamic approach is followed in
the sense that the trainers move in and out of the work force in order to update
their skills in consonance with the changes in the knowledge world which
essentially spread through the realities of work. These practices are equally
relevant in the training of teachers. Essentially, the practice component in the
training should be given equal credit and the practice needs to be made effective
with the application of new skills and knowledge. The emphasis of this argument
is that teacher preparation and professional development need to be intimately
tied to practice.
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Another important dimension for teacher professional development has to do with
the incentive structure. In order to be able to survive and succeed in the
continuously changing environment, all organizations need to catch up with the
pace of  change for which they have to reflect and reform their goals and needs.
Accordingly, professional development needs or training needs have to be
identified and on the basis of that training objectives need to be developed and
the relevant programmes need to be implemented. This approach necessarily
would require a corresponding change in the incentive structure.

Speaking of individual teachers with regards to motivating them to take their own
initiative for participating in professional development aside from what they
acquire from the institutionally organized professional development programmes,
it seems pertinent to appreciate them with extra incentives. Meanwhile, they
should be made aware of the fact that what they have been rewarded has to do
with the expectations that they would heighten their professional commitment
and exhibit excellent performance. For the purpose of ensuring the worth of extra
incentives, it will be prudent to introduce a merit-based compensation system.
Moreover, to stimulate teachers to demonstrate continuing excellence in the
classroom with the application of professional inputs acquired either through self-
initiative or through institutional arrangement fair and impartial decisions must be
in place regarding advancement in their career path.

Another important concern in teacher professional development is the
performance evaluation of teachers after they have been trained. There is no
debate in the recommendation that teacher evaluation need to be strongly based
on performance standards. Moreover, it should be conducted on an on going
basis. The focus of such evaluation should be directed to ensure continuous
improvement of teachers' performance in the light of their content knowledge and
pe.dagogic skills. Such performance-based evaluation reveals their demonstrated
level of skill and subsequently helps to recommend relevant professional
development strategies that would address the documented weaknesses. In any
organizations whether they are private corporations or other professional
institutions, the personnel's competencies are evaluated on the basis of their
performance. It is a common practice that the market sweeps out those whose
performance is inferior.
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The importance of knowledge management is crucial in any organizations. But,
disappointedly the education sector in this respect seems to be inferior as
compared with the private sector. It is pretty common in the education sector that
teachers' access to data is meager on the one hand and, on the other, if there are
some data available, they have little training to use the data appropriately in order
to assess and improve their own performance and that of their students.
Therefore, it is most critical to enable teachers to avail themselves of not only the
data on student-achievement score but also the data that would provide teachers
with "just-in-time" feedback on students' progress (Education Commission of the
States, 1999).

Leadership traits, quality and style play critical role to promote the quality,
standard, efficiency and effectiveness of the workforce. A leader's success is
highly dependent on the extent to which the workforce has been capacitated
through the delivery of professional inputs. A successful leader in the private
sector adopts enabling strategies for the development of effective workforce. For
instance, the leader draws a vision of the organization which he/she leads, sets
values to translate the vision, builds team spirit among the members of the
workforce, uses extra hours to keep himself/herself current with the emerging
realities both within and outside of the organization, acquires new knowledge and
skills, establishes collegial relationships with his/her organizational members,
shares what he/she has learned from various sources, and works hard to increase
the productivity level and above all demonstrate herself/ himself as a role model.
Such meaningful leadership behaviors, which are normally evident in the private
sector, would also have significant relevance for the education sector.

In today's knowledge world, we have seen interactions of concepts between and
among various disciplines. The concepts of hard science seem to have been used
in the business sector and the concepts of sociology and anthropology in
educational research. Such interactive dynamics of concepts of diverse
disciplines has certainly advanced the frontier of knowledge. Consequently, the
professionals’ perception has widened, insight broadened, the horizon of
knowledge expanded and skills fostered. With these enabling results, we can see
the strength of various disciplines enhanced. A distinct example in this context
appears as mentioned above.
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Definitely, there are significant merits in the private sector, which have larger
potentiality for the effective teacher professional development. The crucial point,
however, is that unless perception and paradigm of the concerned role players
take a progressive course, it will simply remain as wishful thinking.
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Teacher Preparation for Multi-Grade Teaching (MGT) in Nepal:
An Analysis of Existing Situation and Needs

- Kishor Shrestha, Ph.D. *

Existing Situation of Teacher Preparation for MGT

Basically, there are three different training programmes, which offer multi-grade
teaching (MGT) as a component of the total training programme for primary
school teachers. They are: Pre-service primary teachers training programme; In-
service primary teacher training programme; and recurrent training programme
for on-the-job primary teachers. The first two, pre-service and in-service training
programmes, are developed by National Centre for Educational Development
(NCED) and implemented by Educational Training Centres (ETCs), former
Primary Teacher Training Centres (PTTCs). The recurrent training programme is
developed by the Department of Education and implemented by the Resource
Centres in the districts. There is also a provision of training of trainers in all the
above three types of training programmes. An analysis of MGT coverage and the
contents of these training programmes are given below.

MGT in Pre- service Primary Teacher Training Programme
NCED has launched the pre-service primary teacher-training programme, which
is being implemented by the private PTTCs. The total pre-service primary
teacher-training curriculum is divided into two semesters. The duration of each
semester is 5 months. Each semester has 660 hours of sessions. The multi-grade
teaching method is included in the first semester with a total of only 5 hours. It is
included in unit 9 as part of fundamentals of the teaching course. The
competencies and contents included are as follows:
Competencies:

o Describe the situational context, characteristics and the uses of multi-

grade teaching.

* Associate Professor, CERID

This paper is based mainly on the research work undertaken by Dr. Kishor Shrestha and Ms. Janet
Holdsworth under the Teacher Education Capacity Building Project, NCED, Sanothimi, Bhaktapur, 2003.
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o Explain the ways of making multi-grade teaching ef'fec‘tive.

o Prepare a plan for implementing multi-grade teaching in a school.
Contents:

« Situational Context

« Characteristics and uses

« Plan of daily schedule

o Ways of improving multi-grade teaching

o Preparation of a plan for multi-grade teaching.

It seems to be a challenge to meet the expected competencies within the five
hours of training time. It is possible to deal only with the concept of multi-grade
within the stipulated time. Preparation of materials for multi-grade teaching,
planning and organizing of multi-grade classrooms, methods of facilitating
children's learning and evaluation techniques are not adequately included in the
curriculum. In order to help the trainees become really a competent and
successful multi-grade teacher both the contents and the time need to be
increased.

MGT in In-service Primary Teacher Training Programme

The in-service primary teacher-training programme is being implemented by
NCED. The programme is run by the ETCs which function directly under
NCED. The programme consists of three packages with two packages having 2.5
months duration. Packages I and III are delivered at the ETCs in face-to-face
mode. Packages II hvaing 5 months duration delivered through the distance
mode by the Distance Education/Open Learning division of NCED. Multi-grade
teaching is included in the third package. A total of 30 hours is allocated for
instructional management that includes classroom organization, grade teaching
and multi-grade teaching. A total of 9 hours is allocated for multi-grade teaching
itself.

The competencies and contents of MGT included in the in-service training
programme curriculum are as follows:
Competencies:
« Develop a plan of multi-grade teaching applicable to any school and
use it.
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o Prepare areport after conducting multi-grade teaching.

Contents:
o Preparation of multi-grade teaching.
o Preparation of a report on the implementation of the plan of multi-
grade teaching (including brief background and results of the multi-
grade teaching).

As in the case of the pre-service teacher-training programme both the
competencies and contents on multi-grade teaching are not adequate. The
competencies mentioned in the in-service teacher-training programme should not
be less than the competencies mentioned in pre-service programme because the
graduates from both the programme are required to have similar competencies in
their job. The time allocated for multi-grade teaching in the pre-service
programme is less than the time allocated to the in-service programme whereas
the number of competencies and contents are fewer in in-service programme and
more in the pre-service programme. There is a need to increase the contents on
multi-grade teaching in the in-service teacher-training programme for preparing
capable multi-grade teaching teachers.

MGT in Recurrent Teacher Training Programme

The recurrent teacher-training programme of the Department of Education
includes 7 different training programmes. The multi-grade teaching programme
is one of them. The duration of the training on multi-grade teaching is 10 days.
This short-term training on multi-grade teaching is being organized by the
Resource Centres in the districts.

The training manual for the recurrent training programme on multi-grade
teaching has indicated three important situations for organizing the MGT class:
(a) when teachers are fewer than the number of grades, (b) when the teachers are
absent or have gone on long-term leave, and (c) when the classrooms are fewer
than the number of grades.

The contents of the training included for each working day are as follows:

Day 1: Types of classroom organization (grade, subject, multi-grade), situations

of multi-grade class, and the importance of multi-grade teaching.
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Day 2: Time schedule (routine), management of classroom, student
management/seating arrangement, evaluation and record keeping.

Day 3: Instructional planning (annual and daily), multi-grade teaching
techniques and continuing teaching learning activities by including
creative activities

Day 4: Teaching resources/aids that include the use of a chalkboard, textbooks,
environment, reference materials, and Student Leamning Activities
(SLAs).

Days 5&6: Workshops on the preparation of SLA for multi-grade classes.
Demonstration lesson and practice teaching on multi-grade teaching.

Days 8&9: Practicum-trainees are taken to the school assigned te them, where
they are required to conduct multi-grade classes on the basis of the plans
developed on day 7.

Day 10: Review the Day 8 and day 9's activities and a planning of multr-grade
activities for the actual implementation in the trainees' respective
schools.

A review of the training manual reveals that the contents are presented in. an
effective manner with illustrations and activities for the teachers to use.
However, the importance of multi-grade teaching as a pedagogical choice is not
included appropriately. Moreover, a single teacher looking after two separate
grades is taken as the only way of dealing with multi-grades.

Emphasis is given to the provision of selecting a "monitor" and teaching jobs is
divided between the monitor and the teacher. This shows a kind of "mono" grade
teaching rather than multi-grade teaching. The teacher is supposed to be moving
from one classroom to the other. The programme mainly describes how to cover
the class during the shortage and absence of teachers in the schools.

One of the advantages of MGT is the opportunity of interaction among the elder
and younger children of different grade levels. The manual does not cover this
important aspect.
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Limitations of the Training Programmes

A review of the contents and coverage of the MGT-related contents in the pre-
service, in-service and the recurrent training programmes shows a number of
anomalies and limitations.

In the in-service training programme MGT is allocated a total of 9 hours but in
the pre-service teacher training only five hours is allocated. There is no reason
why only five hours is allocated for MGT in pre-service training programme. In
the recurrent training programme the time for MGT is 10 working days. If we
look at the real need for the teacher preparation and the time allocated for the
training programmes including the recurrent training and the time is far below the
need.

None of the training programmes have included the real need of multi-grade
teaching in small schools, located in isolated communities where there are fewer
numbers of children.

The pre-service and the in-service teacher training programmes mostly focused
on the descriptive part of the MGT, which is also generally inadequate. The
recurrent teacher-training programme laid stress on how to keep children busy
during the absence of teachers or during the temporary shortage of teachers. It
mainly dwelt on teaching children in separate classrooms rather than on having
the real multi-grade teaching.

These training programmes are therefore, inadequate in terms of content
coverage. The programmes lack training on skill development needed for
becoming a multi-grade teacher. The programmes are also misleading in terms of
real multi-grade teaching.

MGT in Training of Trainers (TOT)
Training programmes for the trainers known as "TOT' are developed for all the
three different types of training programmes on multi-grade teaching.

TOT for the pre-service primary teachers training programme is of 10 days.
However, multi-grade teaching is allocated one hour and fifteen minutes only in
one session on the fifth day. The content of the programme includes:
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introduction of multi-grade, concepts of grade and multi-grade teaching, and
methods of using grade and multi-grade teaching.

TOT for the in-service teacher training programme's package IIl is of 5 days.
Multi-grade teaching is included on the third day of the training as part of
classroom organization. The total time allocated is of one and a half hours for
this session. Together with multi-grade teaching the session also includes grade
teaching, subject teaching, non-graded and mixed group teaching. The trainees
are divided into five different groups for group-work. One of them is involved in
finding the meaning, importance, use, problems and solutions for multi-grade
teaching and also prepares a daily routine. The group then presents its work in a
plenary session so that the trainees in the other groups could learn about multi-
grade teaching.

TOT for the recurrent teacher-training programme is conducted for 10 days. In
the TOT for the recurrent training programme, multi-grade teaching is a one-day
activity.

The time and content of TOT on MGT in all three training programmes are
clearly inadequate. It is unlikely to produce competent multi-grade teaching
teachers if the trainers themselves have limited knowledge and skills on multi-

grade teaching.

Current Situation of MGT in Nepal

The major input from the government side for adopting the multi-grade teaching
approach in the primary schools of Nepal is limited solely to providing teacher
training on multi-grade teaching. The application of multi-grade teaching
depends largely on the particular school and the teachers. There is no compulsion
for the school or the teachers to adopt the multi-grade teaching system.
Moreover, as the multi-grade teaching is taken only as a method of teaching its
use depends largely on the particular teacher. As a result of the training provided
to the trainers and teachers the situation of multi-grade teaching in the primary
schools of Nepal can be found generally as follows:

e In most schools the term ‘Multi-grade’ is taken to mean a temporary
adjustment for covering the shortage or absence of teachers.
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Multi-grade teaching has neither been taken as a pedagogical choice for
improving the quality of instruction and the classroom interaction nor has
it been taken as a means for expanding access to children living in remote
and isolated communities.

Most of the teachers do not like to have a multi-grade teaching class.

There are a large number of teachers who received short-term training on
multi-grade teaching but are not using it because there is no need to apply
it as the school has many classrooms and teachers.

There are also a large number of teachers (generally in small schoots) who
need multi-grade training but have not received it.

Even in the schools where there are inadequate number of teachers, the
recruitment of volunteer teachers or appointment of one or two low paid
teachers by the School Management Committee (SMC) or Village
Development Committee (VDC) have resolved the need for adopting
multi-grade teaching.

In most cases, one teacher takes the responsibility of teaching more than
one grade at the same time. Each of the grades is seated in a separate
classroom and the teacher teaches each grade in these classrooms by turn.

A monitor is appointed from among the children to help and look after the
children while the teacher is busy in another class. In most cases older
children are selected as monitors. There is also a system of selecting
monitors on a rotational basis. The major functions of the monitor are to
maintain discipline in the class, check other children's homework and help
the weaker peers.

There are no appropriate and adequate physical facilities for teaching in
multi-grade teaching situations. Small classroom size, crowded classroom
and lack of instructional and children's learning materials are evident.

Thus, the term ‘multi-grade’ is commonly assumed to be the practice of
‘two or more class’ teaching with the teacher dividing his/her time
between two or more classes.
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The Actual Needs

Need for the Conceptual Clarity

Before developing any new training programme or packages on MGT, it is
important to redefine the meaning of MGT and to have a clear understanding of
the concept of MGT. In this regard, MGT should not be taken as pedagogy for
engaging children during the absence of the teachers or due to the reason of
shortage of teachers. It should be taken as a system of education for the schools
where the numbers of children are too less for having mono-grade teaching.
MGT is a situation where a single teacher teaches children from more than one
grade in a single classroom.

The multi-grade teaching system motivates pupils to be active (not passive)
learners. It breaks the traditional teacher-centred culture ard moves towards the
child-centred culture.

It is essential in a multi-grade teaching situation that teachers have the authority
to modify both the curriculum content and the sequence in order to best meet the
varied needs of the pupils.

Identification of Small School

Prior to the organization of training programme on MGT, it is important to
identify the potential schools. A study conducted by CERID (2004) revealed that
in more than 50 percent of primary schools in the Hills and Mountains the
number of children had been too small for conducting mono-grade teaching.
Such schools need to be taken as designated MGT schools.

Need for a Specialized and Comprehensive Training Programme

Training on MGT should not be limited to a sub-topic of the total training
programme whether it is the pre-service or in-service. Training on MGT should
be taken as a specialized training programme. Such training should be provided
to only those teachers who are designated as multi-grade teachers whose school
needs multi-grade teaching. A multi-grade teacher should have a good command
of all the subjects of primary grades. Again, the training should be provided only
to those teachers who have adequate command of all the subjects that the teachers
are expected to teach in a multi-grade school. The training programme should
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include all the aspects of MGT and focus should fall on the pedagogy that helps
the teachers to teach children from more than one grade in a single classroom.
The training should also aim to improve the required skills and attitude of the
teachers towards working as a multi-grade teacher.

Increase the Duration of the Training Programmes

The duration of the training programme whether it is the pre-service, in-service or
the recurrent should be increased to at least three months. Similarly, the duration
of the training for trainers needs to be increased to a considerable time so that the
trainers would be capable to train the teachers efficiently.

Training should also be provided to the Trainers, Supervisors, Resource
Persons, Local Community and SMC Members

As it is more likely that the multi-grade designated schools will be established in
rural and remote areas, it will be increasingly necessary to develop the capacity of
the trainers, supervisors and resource persons on multi-grade working in the rural,
remote and isolated areas. The success of a designated multi-grade teaching
school depends largely on the regular support and acceptance of the community
to adapt the multi-grade system. It is, therefore, important that the School
Management Committee members and local community leaders be adequately
oriented about the MGT system and the strategies be developed to secure their
regular support.

Need for Reform in Educational Policy

In order to apply MGT in the real sense it is important to revise some of the
educational policies and regulations. For instance the existing policy of the
teacher-student ratio of 1:40, 1:45, and 1:50 in the Mountain, Hills and the Terai
regions respectively, should not be applicable for the MGT schools. A multi-
grade classroom, which has children from two or more grades, should not have
more than 30 children altogether. The qualification of the multi-grade teacher
should not be limited to SLC. The teachers having higher degree should be
encouraged to become multi-grade teachers and should be remunerated according
to their qualifications. Similarly, provision should be made in the policy, which
will allow the teachers to use the curriculum in a flexible manner and use an
appropriate examination system for the assessment. Likewise, special provision
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should be made to provide funds and support for making a basic infrastructure
and for procuring adequate teaching and learning materials required for multi-
grade schools.
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Enhancing Quality Education through School Supervision:
A Model for Discussion

- A.B. Bhandari®

Introduction

A principal factor that affects the student achievement is the quality of teaching.
Teaching quality depends upon the kind of teachers having adequate academic
preparation, pedagogical skills, professional commitment and motivation.

In most developing countries, perspective teachers are reported to be holder of
lower academic background and poor academic accomplishment. Anecdotal
records collected in various studies revealed that perspective teachers had
academic qualification as low as nine years of schooling and they were perceived
as low performers with their peers having obtained average score between 41 and
60 (as cited in Lockheed etal, 1991). Pedagogical skills, is also felt to be
dominated by general academic education. A study on analysis of teacher training
curriculum of three countries, Haiti, Nepal and Yemen, reported that percentage
allocated for pedagogical training were 23, 8, and 4 respectively (Lockheed et. al,
1991).

Teacher absenteeism is another major factor, which contributes to cause low
quality of education. Baker (1988) has concluded that there is high absenteeism
among teachers in Mexico, New Guinea, and Sri Lanka, and it is especially acute
in rural areas. The valid argument about the teacher absenteeism is that it has
negative effect on student regularity, which inspires to occur similar behaviors
among students.

Motivated teachers can yield high productivity. In contrary, poor motivation has
positively correlated with teacher absenteeism, indifferent classroom practices
and early departure from the profession leading to the negative impact on
teacher's ability to teach.

® Executive Director, NCED
Note: (Revised version borrowed from DEC Joumnal, 2059)
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Discussions made above are the factors, which have strong causal relationship
with poor quality of teaching. Those aforementioned factors can be improved
with implementation of appropriate supervisory system, is a central point of this
discussion paper.

Historical Perspectives

School supervision system in Nepal can be traced back to 1951. In 1951 the
autocratic hereditary Rana Government was abolished with the popular
movement of the people. Before 1951, R :na regime was not in favor, of
providing access to education for people; cunse.luently, school inspectors were
not interested in supporting and encouraging for establishment of schools.

The political and social events of 1951 directed to the expansion of education,
which resulted into establishment of Jirectorate of General Education with the
division of school inspector in 195.. Seventy-five posts of sub-inspectors were
created to assist block development officer of village development project in the
area of primary education as an employee of education ministry. However, lower-
secondary and secondary schools were under jurisdiction of Zonal Education
Office in 1960.

By the Government decision in 17 October, 1970, Zonal Education Offices were
abolished and the position of 29 district education inspectors were upgraded with
authority of administrating both primary and secondary schools. Right before
implementation of New Education System Plan (NESP) there were 29 district
education offices to supervise schools at their respective districts. Supervision
system envisioned within framework of NESP has been considered a pioneer
work, which tried to create an educational mechanism to help in continuous
improvement of instructional programme.

Following NESP, supervision section in the Ministry and the post of primary and
secondary school supervisors in district education offices were created.
Objectives of school supervision enlisted were (i) inspection of physical facilities
and classroom teaching of teachers fii: _..unize in-service training (iii) work
towards the gradual improvement of instructional standard.(NESP, p.50).
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Creation of specialist section in Regional Educational Directorate (RED) and
shifting supervision unit from Ministry to Curriculum Development Centre were
two major works done on the recommendations of mid-term and full-term
evaluation of NESP, respectively.

With implementation of Seti Education for Rural Development Project (SERDP)
in 1980 to Basic and Primary Education Programme (BPEPH) in 1999, Resource
Centre (RC) came into existence with the aim of supporting in teacher
development and monitoring system at primary sub-sector. RC under SERDP was
focused much on non-formal education as it attempted to deliver the kind of
education and skills that the people in the rural areas need to survive (Khaniya,
1997). In contradiction of SERDP Model, Primary Education Project (PEP)
initiated in 1985, RC activities were entrusted to individual RP rather than
institution as whole in professional support, monitoring the system and delivery
of the materials leading to loosing ownership of central school in project related
activities.

Basic and Primary Education Project (BPEP I) launched in early 1990, made no
significant departure in the concept and implementation of supervisory activity
except the expansion of project, from 6 to 40 districts. However, both school
sufaervisors and RPs of a district were involved in RC activities, eventually,
lower-secondary and secondary schools remained unattended by school
supervisors.

Basic and Primary Education Programme (BPEP II) executed in 1999 with basket
funding modality was operated in all 75 districts which also included RC as a
venue for professional support, monitoring the system and delivery of materials
within the framework of Department of Education (DOE). RPs and school
supervisors of a district had role-conflict to some extent because of unclear
guidance of DOE. At first, school supervisors were instructed to take
responsibility of supervising lower-secondary and secondary schools whereas
RPs were asked to supervise the primary schools within cluster of Resource
Centre but no instruction was provided for supervising attached primary sections
of lower-secondary and secondary schools. Later, a circular was issued by DOE
stated both RPs and SSs be assigned for RC activities but still remained
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unaddressed for supervising lower-secondary and secondary schools. Thus,
school supervision in Nepal has been remained to be confused with clarity of the
concept and understanding purpose from its existence.

Theoretical Assumptions

School supervision is a notion evolved from the idea of controlling to supporting
school education system. Basically, whatever the idea it is, supervision goes
around enhancing teacher's performance and school performance, which may
include both administrative inspection and instructional support and is to be
carried out by an individual or a team.

Supervision, as a form of instructing (teaching to teach), is to be followed
teaching or pedagogic process (Stone, 1984). According to him preparation
period, observation period, after observation period, re-plan and re-instruction
period are the steps to be followed in the process of supervision. Mentoring as a
form of supervision is a school-based activity undertaken by a senior teacher to
provide some support and guidance for junior teachers (Mc Intyre and Hager,
1994), is also popularly known as in-school supervision.

"Clinical supervision" was originally devised in the context of the USA in order

to move away from hierarchical (inspection to supervision) and to be systematic

and developmental rather than judgmental. The process followed in clinical

supervision as discussed by Smith is pre-observation meeting (expectations,

procedure and focus), observation and post observation (debriefing and

discussion). The general conclusions derived from literature studies on the

relationship between teacher learning and school setting by educational

researchers are listed below:

» In-school supervision-heads of schools play a pivotal role in teacher
development (Liethwood et. al, 1994, Farah 1996).

» External-supervision-teachers need support as well as pressure from
colleagues and managers (Fullan, 1993, Hargeaver, 1992).

» In-school/ external supervision-internal as well as external criteria and
mechanisms for monitoring progress are necessary for teacher (Hopkins et.
al, 1997).
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» Individual / team supervision-if teaching is viewed as individual enterprise
then source of authority for supervision comes from bureaucratic,
psychological and technical-rational process and if it is viewed collective
practice then sources of authority to supervise would be professional and
moral applications (Sergiovanni, 1992).

» Inter-school supervision - the creation of special cadre of supervisory
teachers who would combine ‘situational contexed' supervision in
neighboring schools with regular teachings in their schools, albeit with
reduced load (Waite, 1995).

Asian Experience

International Institute for Education Planning (IIEP 2000, Paris) has published
two volumes on supervision and support services in Asia. Volume 1 consists of
comparative analysis of five countries- Bangladesh, The State of Uttar Pradesh
(India), Republic of Korea, Nepal and Sri Lanka whereas volume II has presented
national diagnosis of aforementioned countries. This section deals with major
thrust of those two volumes regarding school supervision practices in order to
develop a vision to be made on school supervision for enhancing quality
education in our emerging context.

Structure of Supervision: The structure of supervision is viewed relatively
complex in all countries. Individual supervision has taken place in all countries
and basic education sub-sector has been considered major area to be supervised.
However, the countries like Korea and Sri Lanka have made a provision of team
supervision along with individual supervision. In Korea, a team of two
supervisors has responsibility of supervising basic level education which all are
based on one level i.e., city level for urban areas and county level for rural areas.
In Sri Lanka a team of 10-12 persons, is formed by all level of educational
administrative organizations with differences in intension of supervision, to
provide professional support to the teachers in addition to administrative
inspection.

All education officers in Bangladesh assigned in the field offices to central level
institutions require supervising schools every month ranging 5-20 schools to be
visited. The State of Utter Pradesh does not seem very different from what
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Bangladesh is supposed to perform supervisory activities, at least in the paper.
Schou: supervision works are located at district level in Nepal, which needs to be
performed, by resource persons and school supervisors. However, District
Education Oftficers and Regional Education Directors are also expected to
supervise schools at their respective areas but no such tasks performed, is
experienced.

Supervisory Functions: Visiting schools under their jurisdiction for pedagogic or
administrative purposes have been considered as a core task of supervisors in
almost all countries. Zonal Education Office of Sri Lanka has adopted the system
of organizing at least two team supervision visits per week to cover 100-150
schools per year in addition to 3 days per week visits by master teachers. In
Bangladesh, 15-20 schools in every month are expected to be inspected by
ATEOs whereas Deputy Education Officers in Uttar Pradesh need to spend 150
days per year on school visits. However, they can delegate this duty to their
subordinates.

Second core task of supervision considered producing report. Sri Lanka
supervising system demands to produce three copies of the report for school,
higher éuthority and own office. In Bangladesh, each category supervision need
to submit reports to their immediate supervisors and these reports are collected by
Directorate of Primary Education.

Other tasks of supervisor are support-related works like in-service training, lesson
demonstration, collection of statistical data and information and school-
community relationship and financial management. Equally important task is the
control over or participation in the financial management of the schools, which is
an explicit responsibility of supervisors in Bangladesh, Korea, Nepal and Uttar
Pradesh (IIEP Volume 1, p. 28).

School / Supervisor Ratio: Low school / supervisor ratio definitely can play
effective role for influencing of functions school system. But, it is too difficult to
say that what ratio would be reasonable and worthy because it depends upon the
types of responsibilities, transportation network mechanism and logistic support
made avilable for supervisors.

fererss et 19




Table 1: School Supervisor Ratio Across Surveyed Countries

Countries Supervision by School ratio Teacher ratio
Bangldesh ATEOs 18.6 80
Korea Junior supervisor and supervisor 3.2 63
Nepal Supervisor 329 173

Supervisor + resource persons 16.3 85
Sri Lanka SLEA officers 10.6 193
Master teachers 44.0 796
Uttar Pradesh ABSA (all posts) 67.9 188
ABBA (occupied posts) 83.2 231

Source: HHEP, 2000.

Recruitment: Recruitment of a school supervisor has been a critical issue in
several countries. There is always debate about the criteria to be adopted for
selection of supervisors regarding the consideration of academic preparation and
experiences required for.

Bangladesh was a single country, which has made provision of 2™ class master as
basic academic background for entering supervisory force while college graduate
was considered to be basic qualification in all the rest of surveyed countries. In
Korea and Sri Lanka experience in education/ teaching was added to basic
qualification to become a supervisor. However, in Sri Lanka, candidates having
university degree and 22-26 age level had no restriction to sit in competitive
examination of supervisors with condition of acquiring experience after
recruitment. Except Korea, all countries had adopted the system of internal
promotion for fulfilling supervisor posts varying in the percentage to be
promoted. Sri Lanka and Uttar Pradesh have practice of recruiting teacher cadre
for supervisors of education cadre. For instance, in Sri Lanka 30% seats are
promoted for those who have 3 years of experience as a principal and in Uttar
Pradesh 10% seats are fulfilled by promoting head teacher cadre with 10 years of
experience.

Career Development: Career development indicates the scope to make up the
career ladder. Career development system within supervision framework
surveyed in above countries were viewed that every country has adopted some

kind of promotion system for those who enter into education cadre varying
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probability of being promoted. But those who enter into supervising system from
teaching force had to rely on teaching cadre, especially master teachers of Sri
Lanka and resource teachers of Nepal.

In Bangladesh for ATEOs there is 20 percent probability being promoted to upper
stage in contrary to TEOs having provision of 80 percent to be filled from
internal competition. In Sri Lanka officers at III require ‘10 years of experience
before being promoted to next level and promotion for class I was even harder as
they had to wait for a very long time. Career development in Uttar Pradesh was
disappointing where they had to wait 18-20 years or more for promotion and
large number of supervisors get retired from the post of first appointment.

In Korea, junior school supervisor and vice-principal are considered to be
horizontal status. Junior supervisors need to have 17 years of teaching experience
and 2 years of supervision for being promoted to school supervisor and they need
to have 22 years of experience to become the principal.

Workload: Most of the supervisors reported that their main task was classroom
supervision, but that was not happening. Perceptions collected from the personnel
involved in supervisory activity regarding high weightage given for the type of
activities were interesting. According to them, 56.2% time, was spent on school
inspection (not specified the areas covered) in Bangladesh, 54.5% was reported to
be administrative / office work for Korea, 44.3% for SLEASs officer and 39.7%
for master teachers in Sri Lanka were recorded as class supervison and
supervising physical infrastructure activity was considered to be 30.3% in Uttar
Pradesh.

A Proposed Model

The model illustrated below describes briefly the level of supervision to be made
for the type of schools to be supervised in the responsibility of institutions under
Department of Education system. DOE at the centre is expected to undertake
overall responsibility of school supervision. This proposed model argues to adopt
both individual supervision and team supervision in the responsibility of
institutions, which includes major components of both administrative inspection
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and instructional supervision depending upon the level of supervision is to be
made.
Conceptual Framework

e Policy framework
e Central level team supervision

e LRSs supervision
e Consolidated report dissemination

* e Supervision assessment
Regional Education Directorates (RED)

(5) (School supervision in general RSs
supervision in particular)

District Education Office (DEO) (75)
(School supervision in general LRSs and
RSs supervision in particular )

'Department of Education (DOE)
—1(Overall school supervision in general
LRSs Supervision in particular)

Regional level team supervision
Consolidated report to DOE

RSs supervision

Consolidated report dissemination

e Individual supervision
e Joins team supervision

VL e Venue for meeting SSs and RPs
Lead Resource School (LRS) (200) « Consolidated report to RED

—»{(Intensive school supervision within| Consolidated report dissemination

cluster)

Resource School (RS) (1116) (Intensive

e Individual supervision

school supervision within cluster) e«  Team supervision
‘ e Reportto DEO
| Schools in a cluster e Report dissemination at cluster level

The Conceptual Framework has suggested to have four-tiers of supervision
system- Central level, Regional level, District level and Resource School level
Central level supervision has stressed to perform supervisory activity at Lead
Resource School levl through team supervision and regional level supervison also
includes team supervision as a focal point. District level and RS level supervision
are expected to be performed by individual supervisor and RP in their respective
supervisory area.

However, central school of a cluster needs to organize a team of supervision in a
respective RS level in addition to individual supervision. The structural and
cultural adjustment to be made and dilemma to be likely encountered in each
level of supervision are pointed out. Before this, assumptions made in imagining
this type of supervisory system are listed below:
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« NCED is in the process of establishing 200 lead resource centres from
among 1331 RCs of BPEP system for professional support to other RCs.
These 200 lead centres who have professional and institutional base for
the teachers' development need to be identified from the best RCs.
Supervising LRSs will fall within the responsibility of DOE. LRSs also
will have to be encouraged to introduce the system of mentoring in order
to provide support and guidance for their junior teachers by senior
teachers.

» Five to seven resource schools depending upon demography of a district
can be appropriate for deciding one supervisory area. A proportional
representation in total number between levels of schools in a supervisory
area needs to be reflected. The schools included in a supervisory area do
not need to be supervised by the RPs.

« Notion of RCs will have to be restructured with the new name Resource
School (RS) in such a way that supervising schools within their cluster is
the responsibility of RS rather than individual RP. For this, Resource
School (host school) management need to be empowered in recruiting
RPs within the framework of recruitment policy provided by the
Government and financial provisions made for conduction of RC
activities should be channeled directly to concerned RS management.

Central Level Supervision

DOE has to be given overall responsibility of supervising schools. For this, it
needs to have a steering committee representing various national technical
institutions and teacher's union for approval of standard criteria, measures and
mechanism in assessing the performance of various schools. Once the common
criteria and performance indicators have been selected and information system
have been set up, DOE needs to develop a roster of potential supervisors from
persons having 10 years or more teaching experience plus belonging teacher
education service with class I or II. Following functions have been suggested to
be performed by central level supervision:

o Finalization of guidelines, performance indicators, and format for
supervising and reporting subject to be circulated to all institutions who
hold supervisory activities of school level.
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o Constitue a supervisory team consisting 3-5 specialists and 1-2 other
experts of department system based on number of schools to be
supervised, as planned. This type of supervision will include explicitly,
the components of instructional supervision like instructional strategies,
curriculum implementation, lesson demonstration, facilitation of action
research, and need- assessment for intervention. However, ratio of
administrative inspection and instructional supervision is suggested to be
25:75.

o Collection of reports from central level supervisory team and RED office
in order to develop consolidated supervisory report leading to
dissemination into national seminar.

o Conduction of supervision assessment based on supervision reports and
field visits.

Regional Level Supervision

This level of supervision is similar in nature having difference in the level of
schools to be supervised. RED being responsible for implementation of
educational programme in the region should be made responsible in organizing
team supervision based on the supervision policy framework made available by
DOE. The supervisory team is expected to demonstrate good teaching, establish
mentoring relationship and share information and experiences with the teachers
of supervised schools. The duration of such visit is suggested to be 15 working
days and number of teams should be based on the number of schools to be
supervised, as planned. RED needs to prepare consolidated report based on
reports collected from supervisory teams. A ratio of administration inspection and
instructional supervision is suggested to be 50:50.

Resource School Level Supervision

Centre school of the cluster needs to be empowered with the mandate of
supervising school within cluster. RP recruited from RS management should be
assigned in monitoring the system information as desired by EMIS system of
DOE and resource school as a whole should be made responsible for sharing
information and delivery of materials within own cluster. RS should also be
instructed to organize team supervision within cluster with their human resources
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and other experts within a cluster. RS level supervision needs to include both
inspection , and supervision with the ratio of 75:25 having provision of both
individual and team basis supervision. RS needs to prepare a report based on
collected reports from individual RP and team leading to submission to DEO. RS
level supervision also needs to focus on joint planning, class observation and
inspection of -physical facilities and recording/ reporting system.

Possible Issues and Solutions

Numerous issues may immerge in the debate forum in adopting aforementioned
supervisory system. First, additional resources would require implementing
envisioned measures. The principal fact is that quality costs much. However,
budget allocated for monitoring activities in central level institutions are reported
to be under-utilized and budget estimation under traveling cost are also not
consumed as estimated. Reallocation of budget head carefully and centralization
of monitoring budget in DOE might be possible solution for resources needed in
this concern.

Second, utilization of teaching force for supervisory activity may hamper school
teaching can also be raised as an issue. But, a good plan, trying to identify
potential teachers from retired and dropped teaching group might be fruitful.
Creation of teacher posts in a pool to be financed by project related components
could also promote this concept. According to education regulations, schools can
enjoy two months long holidays either in summer or in winter depending upon
demography of a country. So utilization of teaching force, who are enjoying long
vacation into those areas where schools need to open, for supervisory activity,
could b&reasonable idea for less hampering in teaching.

Finally, part-time supervisors loyal to one school may not keen to support in
other schools if they see them as competitors (Ali, 2000). But supervision activity
conducted in the responsibility of institution rather than individual basis promotes
the idea of belongingness and sense of guardianship perceiving it 'support' rather
than 'control. Balancing between teaching and supervision with overall goal
targeting all round development of a child, if internalized, within actors of
education, is an urgent need of a country that needs to be materialized in every
area of education.
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Conclusions

Academic preparation, pedagogical skills, professional commitment and psycho -
socio related factors have positive correlation with quality of teaching.
Supervision system of Nepal has revealed either role conflict between school
supervisors and resource persons, or undefined role between the institutions under
MOES system. However, DOE initiated team supervision for 20 districts was
regarded as encouraging step towards the growth of instructional supervision but
discontinued without logical reasons, which created further dilemmas.

Overall development of a child through high student achievement is a ultimate
goal of education which requires professional development of a teacher and high
performance of a school. Institutional supervision with involvement of an
individual and a team in the form of extenal -supervison, inter-school supervision
and in-school supervision can enhance quality education.

Since this is a discussion paper in nature, which demands inputs, comments and
suggestions from concerned personalities and institutions in order to develop and
implement appropriate blend of school supervision system in a country. The
model suggested above can be an area of research study to identify the need of a
country and to explore possibilities of adoption. However, actors of education
field are invited to make comments on how this model can contribute to promote
student achievement in a real sense. Moreover, developmental partners (donor
community) can show their interest in piloting this much talked modality to
provide feedback to the Government leading to further implementation.
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Role of Supervision in Professionai Support to Teacher
Curriculum and School Evaluation

- Rajaram Shrestha*

Background
School as an organization consists of a physical establishment, peoples, learners

and teachers, involves curiculum transaction process and is accountable to the
public for meeting social expectation. Transaction process involves in broader
aspects, attention to age specific development inputs, development oriented vs.
outcome-centered evaluation of learners, extent of involvement of the children
and nature of teacher-pupil interactions. This process specially focuses on
classroom-based as well as out-of-classroom process, that includes classroom
organization, use of learning material by the teacher and the students, use of
blackboard by the teacher, interaction in the classroom, preparatory activities of
the teacher and guidance to children outside the classroom. The school being
accountable to the public has to be focused on outcomes, that includes, evaluation
of learner outcomes, observing changes in teacher performance, assessing
changes in quality of school functioning and correlating observed changes with
present expectation.

As the teachers with mastery in curriculum content intended for transaction and
functioning school set up are the basic pre-requisites of a school (Govinda),
professional development of teachers as well as supervising the functionality of
school should be a continuous process. Professional development would probably
more often refer to activities serving individual needs as opposed to those of the
system. 'Knowledge about' which comes from reading is only an adjust and not
an alternative to 'learning from experiences', which is essential for professional
growth and improved performance (Oldroyd, and Hall)

Professional education refers to the widening and deepening of a teacher's
theoretical perspectives by advanced studies, e.g. diploma and master degrees.
While, professional training refers to the development of teacher's knowledge and

* Deputy Director, DOE
Seminar paper of class [ officer, NCED, 2061.
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skills relating to daily work, i.e. workshops and short courses usually non-
accredited but sometimes for a certificate. Similarly professional support is the
activity within school that aims to develop on- the- job experience and
performance, e.g. job rotation, peer coaching or collaborative action research

Training alone is not enough. If teacher performance in the school and classroom
is to be improved, professional support activities and the trend towards school-
based training makes the integration of p-ofessional training with professional
support activities. The term school based applics to 'close-to-the job' and 'on-the-
job' but 'off- the-job' activities can be school focused where two or more teachers
from the same school address problems or needs specific to their own school.

o Off-the-job-off-site activities attended by teachers outside their own
schools as in higher educ.ion or teacher's forum centres, e.g. award
bearing courses, secondments to industry, visits to another school,
distance learning, residential weekends.

o Close-to-the-job activities usually based in school that are closely related
but not specifically focused on the teacher's own job are often undertaken
with colleagues from the same school, e.g. school- based staff training
day, team-building group, self- development, consultation with advisory
teacher.

o On-the-job activities that focus directly on improving performance
through reflection, feedback and experimentation, e.g. individual
appraisal, departmental review, job rotation, lesson observation.

Every school, indeed every class is unique. Teacher effectiveness depends not
only on competence and performance, but also on the pupil's response they make.
Teacher competency refers to any single knowledge, skill, or professional value
position, the possession of which is believed to be relevant to the successful
practice of teaching while, teacher competence refer to the repertoire of
competencies, a teacher possesses and teacher performance refers to what the
teacher does on the job rather than what she or he can do in the job situation and
importantly teacher effectiveness efz s ., the effect that teacher performance
reflects on pupils.
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Context of Nepal

Shakya, et.al.(1997) had rightly pointed that, although the mode of supervision
has changed significantly over the time and is likely to undergo a change in the
future also, the basis of the importance of supervision of school education seem
to remain the same-the need to develop and implement a holistic school
curriculum; to provide support for effective delivery of the school activities and,;
to develop/improve the quality of education through reforms in curriculum and
instructional practices.

The implementation of this conception in many parts of the world including
Nepal has come up with mix responses, because of the lagging behind of the
ideas getting translated into practice in keeping with the current situation.
Besides, shortage of resources, lack of training and the overwhelming volume of
work that has to be done to come to the stage where a realistic implementation of
such ideas could take place have always weakened the implementation of such
ideas. In Nepal the situation is such that modern education is far from the realistic
perception of the people too disconnected from the lived reality of the society.

The conclusion, they (Shakya et. al., 1997) derived from the study, is the
improving the quality of education is not simply a question of developing
schemes or building physical infrastructures nor it is just to inject more resources
such as materials, teachers and teacher training into the system. The management
of such schemes and the resources at the school level is fundamental. One
important determinant of the deterioration of the functioning of primary schools
precisely relates to the weakening of professional supervision and support
structures for the teachers.

The study further pointed out that supervisors are overloaded, tasks of
supervision and instructional support called for conflicting roles, the tasks should
be categorized into two parts: monitoring tasks and instructional support tasks, a
need to reform the recruitment system so as to make it more effective in selecting
better RPs/supervisors, the ongoing degree programme intended for producing
prospective supervisors need reconsolidation, training to all concerned —DEO,
RPs, supervisors, Head teachers, teachers and SMC members, there is a need for
establishing locally contextual supervision system, which should have the in-built
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aspect of flexibility, and at the same time become a force in effecting quality
changes in the educational system and to reassess the role of RPs, as they are now
considered more as formal trainers than coordinators of the support system

Policy of not providing in-service certification training to temporary teachers, and
low percentage of trained teacher as well as higher proportion of temporary
teacher in school system indicate the need of professional support to teacher in a
higher degree for educational improvement.

Ongoing programme documents have clearly ideatified the need of professional
support to teacher in bringing the improvement of classroom instruction for the
quality achievement of the students. Secondary Education Supporf Programme
(SESP), in its core document, 2002 *.as identified that there is hardly any linkage
between the teaching approaches required by the curriculum and textbooks, and
teachers' learning in pre-service course has been questioned.

The policy components has emphasized on developing subject teacher
associations to promote effective shared learning in peer group context, providing
in service training in short modules on a demand-driven basis and developing 200
LRCs that would clusters secondary schools. The policy has further identified
that one teacher from the host school will act as the RC managers in the LRC but
training will be carried out by a number of Master Trainers selected from the
teachers from the best teachers from all schools within each cluster.

Ongoing Education for All Programme (EFA) document, 2003 has pointed out
that the achievement level of primary schools in subjects like Mathematics,
Social studies and Nepali is generally low that calls for an urgent need of
improving learning environment in classroom. School-based monitoring
mechanism would be developed to monitor classroom and school-based activities
closely and to provide support for improvement.

Recent initiatives in school managemer1/ izacher support activities also demand
the higher level of professionalism to teachers like:
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School management transfer to community, elected local bodies and

school management committee

« Teacher deployment by school management committee from among the
licensed teacher

o Block grant to school, according to their level of performance

e School Improvement Plan (SIP) based per child allocation fund to primary
school

« Partnership of schools with NGO in school improvement

« Demand driven recurrent teacher training

« Allocation of 20%, 30% and 50% weighting respectively to out of school
based, school based and Distance mode activities in 10 month in-service
certification teacher training for primary and secondary level

» School based training

« Actionresearch activities assigned to RP/supervisors

Different personnel working at different agencies at different levels are
responsible to support the teachers working in the schools. At the MOES/DOE/
NCED; RED/SEDU/ETCs,DEO, Resource Person (RP), school supervisor, head
teacher, SMC are made responsible for teacher support services at national level,
regional level, district level and school level respectively. At present there are
1297 functioning Resource Centres (RCs) against the targeted 1331 to support the
primary teachers and supervisors to support the secondary and lower-secondary
ones.

Experiences with other countries

Carron, (et. al, 1997) in their report that five Asian countries namely,
Bangladesh, India, Sri Lanka, The Republic of Korea and Nepal stated that the
establishment of a formal education system was accompanied in all five countries
by the appointment of officers with a responsibility for supervising schools. In
Bangladesh, India and Sri Lanka the first inspectors were put in place as early as
the 1850s and 1860s by the then British authorities and in Korea, in 1945. In the
case of Nepal, it is only after 1951 that a well structured system of inspection was
developed, though a school inspectorate existed before that to keep an eye on the
school activities so that they would not cause any problem to the then ruling
regime.
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In general there has been a trend to move away from using the term "inspector’. In
Sri Lanka, India and Bangladesh they are called education officers, while in
Nepal, and Korea they were called Supervisors. In most cases this cosmetic
changes in terminology have aimed at a more fundamental reform, namely one in
attitude. In all countries, there have been demands by education authorities, for
supervision staff to become more development oriented and less control focused.
In Sri Lanka, there was a guideline, already in 1956, for inspectors to be first a
guide and councilor, second an examiner and third assessor and reporter. In Nepal
and Korea, the transformation of supervisors to change agents was put forward as
an objective in a context of increased democratization of the society.

The most crucial changes is in structural ones because of different trends
including the expansion in the numbers of schools and teachers, a general policy
of decentralization, and more specifically, the felt need to decrease the distance
between schools and supervisors. As a commitment to decentralization, in Nepal
the 1974 Mid-term review of the National Education Plan recommended that the
districts be divided into various inspectorate units, and in Sri Lanka divided to the
divisional education office, in Korea, no department exists anymore at central
level to undertake supervision. There is also a tendency to give responsibility to
the schools and in particular the head teachers for internal supervision. This is an
explicit policy in Nepal, Korea and Sri Lanka.

The study report analyzed the overall structure of supervision and support which
states that in Sri Lanka, schools are supervised by officers at central, provincial,
zonal and divisional levels and also by master teachers, five distinct types of
schools are supervised by actors at different levels while master teachers have
more of a supportive role. In Bangladesh separate directorates for the
management and supervision of primary, and of secondary and higher education
and region, districts- as well as field, Thana based staffs have at least some
supervision task. In Uttar Pradesh, India where in addition to the distinction
between primary and post-primary school supervision exists specific cadres for
supervision of urban and rural schools and special staff for visits to girls' school.
In Korea the only supervisors undertaking actual supervision of basic education
establishment are all based at one level, city in the case of urban areas and
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country in the case of rural areas, where as, the metropolitan and provincial office
of education are in charge of the supervision of high schools, In Nepal, the
district education officer and the supervisors working within the districts are all
based in the district office and, partly as a result, their division is not crystal clear

Notwithstanding, it is possible in several countries to identify the one or two
actor/s, who is /are mainly, if not exclusively, in chargé of supervision through
regular visit to schools. In Korea, this is the 'junior school supervisor' while the
'school supervisor' reviews reports and manages the supervision tasks. In Nepal
the "school supervisors' is the real external supervision agent, while the 'resource
person' is the core person in -charge of giving external support. In Utter Pradesh,
India, and Bangladesh the 'real' supervisors are 'Assistant Basic Education
Officer' and in Bangladesh 'Assistant Thana Education Officer' respectively.

While analyzing the official functions of the main actors of supervision the report
states that the core task is, to visit the school under their jurisdiction, for
pedagogic and/or administrative purposes. The extent of this task is made more
clear by specifying the number of sthools to be inspected, the number of times
each school should be inspected or the number of days to be used for supervision
visit. Report writing is the second core task of supervisors. The job of most
supervisors contains also a number of support-related tasks, in particular through
in-service training and demonstration lessons. In Bangladesh, ATEOS are
demanded to improve the professional ability of the teacher through
demonstration lessons and sub- cluster training, while in Korea, supervisors will
be assessed in part on their ability to give operative guidelines to schools and
school curriculum. On the whole, and in all countries, supervision staff has many
duties, a large number of which are administrative rather than pedagogical.

In Korea, School Based Autonomous Supervision (SBAS) was introduced to
allow schools to develop and run supervision policies that are appropriate for
their circumstances and demands. Peer supervision is equally becoming more
prominent, with grade senior teachers in elementary schools and subject senior
teachers in middle schools being central in process. There has been the suggestion
that a Master Teacher System should be established in primary and secondary
schools. In Sri Lanka and Nepal head teachers-have also received a growing
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number of supervisory tasks. In Sri Lanka, the overall responsibility for internal
supervision is entrusted to the schools head thus; a teacher is supervised both by
an external actor and school head. In Nepal head teachers evaluate the job
performance of teachers and make recommendations for promotion and transfer.
In Bangladesh there is no official devolution of supervision and inspection
responsibilities to the head teacher, but the head is verbally instructed by the
supervisors to inspect and supervise all aspects of the schools.

In the case of supervision by community, in Korea School Management
Committees (SMC) resolve management problems by themselves, in Bangladesh
some of SMCs are very active looking after all aspects of a schools supervising
different activities including the teachers' classroom performance and in Nepal
community participation in school supervision and in instructional improvement
was promoted during Seti-ERD project. While, in Utter Pradesh Village
Education Committees exist, who mare authorized to make efforts for the
development of basic education and the members of Zila Parishad/ Municipal
Board have the power to visit any Basic school located in the area concerned and
submit their report.

What Next

The suggested supervision and teacher support model presented by Shakya, et.al,
could be discussed as an alternative model of supervision in present context of
Nepal for solving teacher support issue.

Present resource center (RC) based supervision mechanism of primary schools
and supervision area based supervision mechanism of lower-secondary and
secondary schools should be developed as a single mechanism i.e., the resource
center based supervision. The resource person (RP) should co-ordinate the
activities of RC. In lower-secondary and secondary level teachers are subject
specific where as, in primary level teachers are not subject specific. So separate
clustering of primary schools and lower-secondary and secondary school is
inevitable. Number of schools in a cluster should be based on number of schools
and as well as on the number of teachers working on those schools. Resource
person working at RC should have i) monitoring role, that includes system
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monitoring, data system, and policy library and ii) supportive role that includes,
training, provision of materials, critical friend and curricular.

SMC in general and head teacher in particular should be made responsible and
accountable to managerial, instructional, inter personnel relation and community
relation of the school. Regular and intensive management training for both SMC
members and Head teachers should be implemented enabling them to have a
functioning school set up.

Collective responsibilities of teachers should be developed for teacher support
activities for which RP should act as a coordinator. For this teacher forum,
subject teacher forum should be formed and potential and good practitioner
teacher should be developed as the master teachers and with the collaboration of
these master teachers RP should support teachers for better classroom
management and classroom instruction.

Role of supervision in curriculum evaluation

Teachers are the real curriculum implementers and supervisors are close to the
implementation site. A supervisor working as professional support coordinator is
always with the teachers, students and school community, so have close eye on
curriculum transaction, hence having responsibility of curriculum evaluation.
This responsibility of curriculum evaluation can be discharged through the
process of, class observation, interaction with teachers and school community,
action research, and studies.

Areas of curriculum evaluation, as the role of supervision could be, relevance of
the subjects, compatibility of curricula content in achieving expected outcomes,
competency of teachers to deliver the curriculum, compatibility of assessment
scheme to measure the outcomes, difficulty level of the students in achieving
expected leaming outcomes, sufficiency of school resources for effective
timetabling, and availability of academic support materials (text books, TG)

Linkage of Supervision with School Evaluation
In the context of supportive supervision the linkage of its with school evaluation
relates to,
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e to support the school management focussing in effective leaming and

teaching that includes,

Effectiveness: the extent to which the set goals or an objective of a
school programme is accomplished (quality, quantity, equity or
equality)

Efficiency: the extent to which the inputs produce the expected output
in a school setting. Increased efficiency means achieving the same or
better outputs with fewer or same inputs.

Accountability: is the process of justifying to others our job
performance in relation to agreed goals and target.

e to make formative in nature to review the progress of education and to devise

new measures for its improvement and development considering following

functions of evaluation:
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Diagnosis: to locate weakness and to decide the remedial needs
Prediction: to identify the potentialities and abilities

Selection: to identify where additional and better resources- human,
materials and financial- are required (to identify suitable persons for
particular courses, jobs, entitlements)

Grading: to rank or grade against the norms, standards or benchmarks
School evaluation involves reviewing the whole school process to find

out:
Why certain things have happened?
What should be done to improve poor performance?
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Headteacher's Instructional Leadership in the
Primary Schools of Nepal

- Bishwanath Karmacharya®

“We will fail, as we have failed so many times before, to improve schooling for
children until we acknowledge the importance of schools not only as places for
teachers to work but also as places for teachers to learn.” — Sarasan S. (1990)

Being a primary school head teacher is complex, demanding and difficult to pin
down in terms of the exact requirements of the job. The fact is that the very
nature of headship largely depends upon the specific circumstances in which the
role is being played out. The probi-:ns facing a head teacher in a rural primary
school will be very different fror: those in a large urban school. Most of the
primary school head teachers are promoted from the teachers or recruited as
teachers. It indicates that the system does not consider school leadership different
from the school teachers and that they are also teachers with some extra
responsibilities, for example, preparing daily routines and working as a liaison
with DEO and school board. Schools as organizations need both good structure
and efficient leadership for all round development. As schools are educational
organizations the staff need to be trained for their better performance and thus
instructional leadership is of vital importance for quality education in the primary
schools of Nepal.

Institutions are made up of people, and it is the behaviour of head teacher,
teachers and students in classrooms and in schools as a whole that will finally
determine whether or not our schools succeed or fail to meet the challenge of our
times. Primary teacher training follow-up study of NCED (1998) reveals that the
trained teachers have theoretical knowledge of lesson planning but neither they
prepare lesson plans nor do they apply the pedagogical theories they have
learned. The study suggested that we should enable and empower the head
teachers to encourage the trained teack~ o apply their skills in their classroom
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practice and to provide support to the unwrained teachers for their professional
development.

Factors associated with Head Teacher’s Instructional Leadership

and Arguments for Further Improvement :
Leadership is one of the key factors for the development of any organization. I
found that head teacher’s instructional leadership played a vital role in promoting
better classroom practice in the schools when I worked for five years as a head
teacher and ten years as a teacher in a remote district of Nepal. It may not be
appropriate to generalize on the basis of my experience only in some schools but
it may not be an exaggeration to reflect the experience along with the experiences
of other different schools during my nineteen years of regular services under the
Ministry of Education and Sports. Both the experiences supported the
consequences. Bista and Camey (2001) quote (Stoll, 1994; Sammons, et. al.
1994) that for many school effectiveness researchers, the role of leadership is a
key to ‘transforming’ school structure and teacher culture.

This is an attempt to identify the factors associated with the instructional
leadership of the primary school head teacher and to put some arguments for
improvement on the basis of the scenario and the theoretical concepts and
models.

Criteria for Head Teacher Selection

There is no separate post for head teachers in the primary schools of Nepal. Head
teacher is selected on the recommendation of School Management Committee
and approved by DEO. One of the teaching staff will be given the responsibility
of the head teacher with some extra allowance. Leadership has not been
institutionalized. The school administration has been weaker due to the lack of
solid step on head teacher selection, appointment and encouragement although
BPEP and NCED have arranged some in-service orientation training for the head
teachers (HNEC 1998). The post of head teacher is not attractive and therefore
nobody wants to take the responsibility. The academic qualification and
experience of head teachers are similar or in some cases lower than those of the
teaching staff (ref. interview with teachers). Can we expect effective instructional
leadership from the head teacher in such a situation? The head teacher even felt
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humiliation. The criteria for selection of head teacher need to be considered on
the basis of the school culture and the theories of leadership including
instructional leadership depending upon the situation of the school rather than
picking up just from teacher population.

Power Conflict

Power relation among head teacher, teachers, SMC chairperson and members,
local community and the government officials was not supportive to the
leadership role of the head teacher in the school. Teachers seemed to be more
powerful than the head teacher due to political and other organizational factors.
Most of the people who possessed power of decision making about the school in
the local community did not send their children to the school and they were
indifferent about the quality of education in the school. But most of the people
who sent their children to the school were uneducated working class and could
not raise any voice about it. So the head teacher simply neglected the
instructional aspect of the school. He did not seem even to try to develop the skill.
This indicates the role of the dialectic of control in schools as organizations. It
seemed that there was lack of regularity, honesty, accountability and trust among
all concerned people in the school. The head teacher complained that it had been
difficult for him to maintain discipline among the teachers in the school as their
organizations and associations provided them with unnecessary supports and thus
the head teacher was weaker. The programmes for improving the situation need
to balance them all. The programmes for strengthening the leadership quality in
Nepal mainly focus on the agency and neglect the influence of the structure and
thus they specially consider the trait, behavioural and contingency theories of
leadership under the rational perspectives of the theory of organization.
According to Giddens’s theory of structuration both the structure and agency
need to be given equal importance.

Peter Senge (1990) in his S disciplines of learning organization argues that
system thinking (think as a part of a big organization, i.e., as a member not
separate from that) is very important for leadership as well as organizational
development. There is dialectic of control between agency and structure and
between teachers and the head teacher. The head teacher training manual (NCED,
1998) is found very good in incorporating knowledge and skills for head
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teacher’s instructional leadership role but the NCED trained head teacher whom I
visited did not seem to be using the knowledge and skills in the school. He had
not conducted any staff meeting and he had never observed and given feedback to
the teachers. He did not have any programs for staff development. So the
disciplinary power and dialectic of control need to be taken into consideration for
improving the instructional leadership of the head teachers in the primary schools
of Nepal. Local community and parents need to be empowered and aware of head
teacher’s instructional leadership. The head teachers need autonomy with expert
and personal powers (given from underneath) and resource and position powers
(given from above or outside). The first two types of powers are the most
acceptable in the schools because they need no enforcing and they are welcomed
by the followers (Handy, C. 1986).

Lack of Emphasis on Head Teacher’s Instructional Leadership Role

The head teachers are considered as the administrators and managers who just
have to follow the directions and guidelines from the DEO and the authorities
above him. Actually the head teachers are not leading the schools. They are
simply running the school through daily administration and management. The
head teacher has been found almost unfamiliar with the instructional leadership
role and the interpretation of the meaning of instructional leadership is limited to
assigning tasks to the teachers and teaching his own classes. Even the Education
Regulation 1992 does not mention anything about instructional leadership role
while mentioning the duties and responsibilities of a head teacher. The Ministry
of Education and Sports needs to be aware of the instructional leadership role of a
head teacher, while revising education regulations. It is extremely unfortunate
that the research study “Training of Teachers: Factors Contributing to the
Effectiveness of Training in Classroom Practice (NCED, 2000)” has not
identified instructional leadership as a factor.

The lack of specific criteria for appointing head teachers also supports the
weakness of the head teachers’ instructional leadership. The head teacher’s
obligation of taking 6 periods a day and giving no space for instructional role
cannot improve classroom practice. Even the school supervisors do not give
priority to instructional leadership role of the head teachers during their visit to
the school though they rarely visit any schools. The supervisors and the head
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teachers simply work as fault-finders and contribute to negative consequences
rather than promoting reflection and professional growth of the staffs (ref.
interview with school supervisor). According to the chairperson of the SMC the
main roles of the head teacher are financial management, teacher management,
maintaining relationship with DEO and the community and arranging physical
facilities. Agency and structure both seem to be weak from school to central level
in maintaining relationship as they are considered as separate parts. The quality of
classroom practice has totally depended on the individual teachers.

Head Teacher’s Dependency on External Supports

for Staff Development

Head teachers are appointed from the population of teachers and they generally
have the similar academic qualification and experience to the teachers.
Furthermore, head teachers are also appointed from the seniors who may have
lower academic qualification and instructional leadership cannot be expected
from such head teachers who possess only resource and position powers but not
the expert and person powers, which are vital in instructional leadership role. In
such situation the training of the head teacher may have little or no influence. So
the training programs should not only consider the job but it should also consider
the individual and the environment in which s/he works. Similarly the head
teachers also need to carefully realize the reality of the school for enhancing
instructional leadership. Practical and discursive consciousness both are equally
important for effective instructional leadership because the former guides our
everyday activities and the latter help describe and discuss the reasons of our
behaviour.

Autonomy should replace dependency for better leadership. “Autonomy is the
attitude that my actions are my own choices and the organization I am a part of is
in many ways my own creation. Better to proceed than to wait for direction.
Better to ask forgiveness than permission. Better to be seen as stubborn than
incompetent” (Block, 1987 quoted by Fullan, 1998). In this way we see that
agency and structure need to be balanced; they can’t be separated. We can expect
better quality of teaching only from better teachers which demands effective
instructional leadership of head teachers because teachers need to keep on
developing themselves as teachers throughout their time in the profession.
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Teachers as well as head teacher leam in order to teach. Individuals contribute to
the development of the structure of the school and afterwards the structure also
guides the individuals. '

The prevailing bureaucratic control needs replacing by non-regulatory tightly
coupling for strengthening autonomy and better instructional leadership through
active participation of people. Louis (1987) quoted by Fullan (1998) argues: “By
coupling I mean a relationship which has some shared goals and objectives,
reasonably clear and frequent communication, and mutual coordination and
influence. By bureaucracy I mean control through rules and regulations.”

Lack of Professional Support

The head teacher complained that he was always looking for the support of the
school supervisors but the supervisors seldom visited the school. Even if they
visited the school, they would never discuss about the instructional activities of
the school. They were very much interested in administrative problems like
physical facilities and the statistics of the school. This indicates that there is lack
of professional support to the head teacher. The education system also seems not
to be working effectively in promoting the instructional leadership of the head
teachers of the primary schools of Nepal.

National Assessment of Grade S Students (EDSC, 1999) revealed that in
classroom practice, their classroom performances were not supervised by the
supervisors and the resource persons in a significant way and no suggestions were
given to them for further improvement. They were visited only once or twice a
year by resource persons and supervisors and had some communication with
SMC members but none of these contacts had any significant impact on
classroom teaching. In education the whole system and its parts (i.e., structure
and agency) need to go together. They are interrelated. “Giving feedback and
suggestion for improving teaching learning activities through class observation of
the teachers has not been maintained because many head teachers are still
untrained” (The Head Teacher Training Manual, NCED, 1998). So the
professional support to the head teacher from DEO and to the teachers from the
head teacher hardly exist in the primary schools of Nepal.
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Lack of Motivation to the Post of Head Teacher

The female teachers commented that the headship was not attractive and teaching
was suitable to them as they considered teaching as an easy job and headship only
as administrative burden. One female teacher in the school said, “I started as a
volunteer and became a permanent teacher later. I am from the community where
the school is and therefore the job is suitable for me as a housewife.” Here we can
see the relationship between social structure and individuals. They generally want
to take as little responsibility as possible sc that they can engage themselves on
household activities as well.

The SMC chairperson also said that the head teacher was not initiating any
programs for teachers’ professional development except sending the teachers to
programs organized by the Ministry of Education and Sports. This also indicates
that the head teacher is simply piaying the administrative roles. Teachers are
found not expecting instructional leadership from the head teacher. Stoll and Fink
(1999) quote Teddlie and Stringfield (1993) that in ineffective schools principal’s
academic expectations were lower than those of teachers. This certainly demands
the integration of the head teacher and the organizational culture and structure for
promoting instructional leadership of the head teacher in the primary schools of
Nepal. Levels of awareness and the power, agency and dialectic of control in this
particular field need to be taken into consideration for making the head ship
attractive and significant. Leadership is considered as an adaptive process rather
than a unitary and fixed feature (Lakomski, 1999).

The Culture of Isolated Teaching / Ontological Security
The teaching culture in the school was individualism. Teachers were not involved
i class observation, feedback, sharing ideas and team teaching. They were
traditional and therefore their emphasis was on reproduction and repetition. They
were very much concerned on what to teach rather than how to teach. They did
not seem to be reflective, creative and productive for ontological security. They
did not want their colleagues to see their weakness. They lacked confidence on
new methods of teaching. This indicates that the head teacher need to be
competent enough to deal with tne teachers according to the situation and the
mmes for head teacher training should balance both the structure and
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The head teacher was also found individualistic. No staff meeting was held yet.
Even in their informal occasional discussion they concentrated themselves on
problem oriented discussion not on improvement oriented one. Improvement
oriented discussion is very important because staff development is a continuous
process. The head teacher said that most of the students in the school were from
working class and they had to work at somebody else’s house. So they didn’t
have enough time to do their home works. They couldn’t expect any help from
the guardians. He further said that he gave extra classes to the students by himself
but he did not involve other teachers in such activities. There was lack of
interaction among the teachers and the head teacher. “It is impossible to examine
school culture in isolation because it inextricably linked to culture. In many ways
they are independent. Structure can be changed without seriously affecting
culture. Two schools with similar structures could have different cultures
(Hargreaves, 1994a quoted by Stoll and Fink, 1999).” This suggests that the head
teachers in the primary schools of Nepal need to be enabled for instructional
leadership in accordance with the school culture and the structure. Mirroring
Hargreaves’ notion of contrived collegiality, Leithwood etal. (1989)
recommended that school leaders should facilitate opportunities for teacher
sharing and reflection on their practice, as well as that of their colleagues, in ways
that might act as catalysts for more lasting forms of collaboration (Camey, 2000).

Conclusions

Teachers also learn while teaching. Teaching is a profession in which leamning,
sharing experiences, training and feedback for improvement are integral parts. As
such the primary school head teachers of Nepal need to play the role of
immediate instructional supervisors. They are also to seek opportunities for
teachers’ professional growth. They are responsible for resource management and
creating suitable environment for sharing knowledge, skills and experiences for
better classroom practices.

The scenario of the instructional leadership of head teachers in the primary
schools of Nepal is quite discouraging. Can we expect good instructional
leadership if the head teachers themselves are not familiar with it? They work
simply as an administrative agent of the educational organizations. They may not

3% R R




possess additional knowledge and skills necessary for the job as they are selected
from among the teachers and therefore teachers do not expect any thing more
from the head teacher. Even the trained head teachers are not found successful in
instructional leadership. Why should they bother to play the role if that does not
make any difference to them in the system? So the whole education system is also
responsible for the consequences. They are not well-trained and supervised for
regular feedback. They are seeking support for effective supervision and
instructional leadership in the school. The s:ipervision system needs to be regular
to provide support to the head teachers tc facilitate them for instructional
leadership activities.

Head teacher training curriculum need to be revised to address the real need of
the head teachers rather than trying o fulfil the centrally felt need. The training
curriculum focuses only on building individual capacity which is not enough. The
effective implementation of training skills needs consideration of the individual
as well as the institution, its environment and people’s participation.

Most of the educational research studies are based either on agency or on
structure. That’s why the policies formulated after them and the programs
launched accordingly generally have problems in implementation. Because
neither individuals nor structure can be separated rather they need to be integrated
for successful research and implementation of policies and programs.

The head teacher’s instructional leadership was found crucial for effective
classroom practice. Due to the lack of head teacher’s instructional leadership
even the trained teachers are not using their skills effectively in classroom
practice. The structure (situation / environment) of most of the primary schools of
Nepal is not well established as in Denmark where I tfound the head teachers and
also the teachers guided by the well-established system of the schools. Therefore,
the head teacher’s role makes a lot of difference in Nepal for effective classroom
practice and to replace the pre-established system by establishing the desired one.

More than 50% of the teachers are untrained (full training i.e., 10 months) and it’s

not possible to train them all in a short period of time moreover, Nepalese head
teachers lack the knowledge and skill and the school culture has not been
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established in a way that can facilitate instructional leadership activities. In such
case, if at least the head teachers are trained as efficient instructional leaders, they
can provide significant support to the teachers. RG model of instructional
leadership can help in enabling head teachers for successful instructional
leadership. But the head teachers must be honest and accountable towards the
quality of teaching and their job as a whole. This points out the need for structural
improvement that encourages head teachers for instructional leadership.
Empowering and making local community aware of the quality of education can
help encourage the head teachers for effective instructional leadership. The
education system should not consider the local community as external.

It is necessary to undertake a study to identify specific criteria for head teacher
selection and revising the head teacher training curriculum considering both head
teacher as individual and the local and government policy, culture and the
structure. Because people are active participation can certainly help promote head
teacher’s instructional leadership and consequently the classroom practice.
Schools alone may not be responsible for the present situation of the instructional
leadership in the primary schools of Nepal. The Ministry of Education and Sports
and other related organizations are also equally responsible.
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Pedagogical Concern: A Central Focﬁs of Teacher Education

- Ananda Paudel®

Abstract

This article basically deals with the pedagogical concemn, which is the central
focus of the teacher education everywhere in the world. The teacher education
essentially consists of knowledge, skills, attitudes, behaviors, norms and values,
beliefs, etc. It includes different types of growth. The nature, types and delivery
modes of teacher education determine in developing a professional community,
making teaching-learning more realistic and child- centred, managing
instructional planning and providing quality teaching. The major areas that the
teacher education deals with are preparing good instructional plan, delivering
curricular contents as per the children's needs, recognizing children, using variety
of teaching tools and techniques, solving students' overall problems and further
recognizing students as an equal footing in teaching-leaming process. The
pedagogy not only encompasses the act of delivering education but also the total
process of teaching-learning. Moreover, intellectual quality, quality leaming
environment and the significance are necessary ingredients that help in making
pedagogy more productive and qualitative. The dynamism, collaboration, active
participation, good communication and interpersonal relations and the integration
of teaching are entirely dependent on behavioral, cognitive, intellectual and
managerial capacities of the teachers. Thus, the teacher education is the most
crucial issue in education. The importance of pedagogy is highly considered as it
makes our teachers more reflective, responsive, challenging, accountable and
professional. The nation needs to address these issues and challenges for holistic
and all round professional development of the teachers.

Background

Teachers need education. Teacher Education (TE) provides teachers knowledge
and skills related to teaching and learming. Knowledge attained from TE assists
teachers to deliver the curricular contents to the students. Similarly, skills help
them in selecting better pedagogy, understanding students and in developing a
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good leaming environment in the classroom as well as in school. Therefore, TE
must focus on the contents, various disciplines and the skills i.e. pedagogy.

Nature and characteristics of teachers play crucial role in TE. It is universally
accepted that teachers differ in numerous respects, for example, age, sex,
experience, expertise, educational background, etc. (Anderson, 1995).
Importantly, similar to the actors and actress, teachers have to perform various
roles while teaching. Teachers, thus, have to play their different roles while
teaching. For example, as Artists (Delamount, 1995), as clinicians (Calderhead,
1995), as professionals (Hoyle, 1995), as researchers (Hopllingsworth, 1995).
Teachers have, thus, several characteristics both from the teaching part and
individual part. To understand teachers and teaching, students and leaming, and
to teachers themselves, teachers have to have knowledge about teacher education
and teacher education has to give its central focus on them.

Teacher education is the major responsible element for better teaching-leaming.
Obviously, both the contents and the process i.e. pedagogy are the fundamental
components of teacher education. Besides, moral characters, child concemn,
ability to deal with student's values, are other elements that teacher education
must address on time. Moreover, teacher education assists to promote four types
of growth i.e. knowledge, skills, judgment, and contribution to professional
community (Little, 1992). Due to the responsible persons of teaching-learning in
real classroom situation, teachers must be professional and pedagogic. For this,
knowledge and understanding about pedagogy, different teaching methods, their
strengths, weaknesses and the useful tips of using them help teachers in
performing their duty in a more professional way. The whole teacher training
packages, pre and in-service teacher training courses, thus, address them with a

great emphasis.

Understanding Pedagogy

Pedagogy refers to the delivery of knowledge and skills. It is also the art of
teaching and preparing good instruction. The principle and method of instruction;
the activities of educating, instructing or teaching; the activities that impart
knowledge, skills, etc. are the dictionary meanings of pedagogy. Therefore,
classroom activity, teachers' role, students' role, instructional emphasis, use of
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technology in classroom teaching, assessment and the conceptual knowledge, etc.
are some of the dimensions of pedagogy. Moreover, intellectual qualities, quality
of learning environment, reflecting critically on the work, are some other
elements of pedagogy.

With reference to the quality of pedagogy, the Department of Education and
Training, Australia, keeping the quality of pedagogy in mind, has initiated a
model of pedagogy in order to improve the quality of teaching, which has
developed the following three major dimensions according to Ladwing and King
(2003):

1. Pedagogy that promotes high levels of intellectual quality: Producing
deep understanding of important substantive concepts, skills and ideas.
Active construction of ideas, students' engagements for higher-order
thinking and developing a good communication capacity about what they
are learning are some of the activities that promote intellectual quality of
the students.

2. Pedagogy that establishes a high quality-learning environment: It refers
to pedagogy that creates classrooms where students and teachers work
productively in an environment clearly focused on learning. Such
pedagogy sets high and explicit expectations and develops positive
relationships between teachers and students and among students.

3. Pedagogy that generates significance by connecting students with the
intellectual demands of their work. Significance refers to pedagogy that
helps make learning more meaningful and important to students. Such
pedagogy draws clear connections with students’ prior knowledge and
identities, with contexts outside of the classroom, and with multiple ways
of knowing or cultural perspectives.

The term pedagogy contains both the pedagogical content knowledge and the
knowledge of the pedagogy. For example, the pedagogical content knowledge
includes content knowledge, knowledge of students' thinking, and knowledge of
pedagogical strategies (Rowan et. al., 2001). Personal development (professional,
intellectual, and personal), recognition of self-respect, meaningful

have positive roles in improving the quality teaching

important to understand and use the
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There are some pedagogical strategies. Teachers can use some pedagogical
strategies while delivering the curriculum. They are to initiate interactive and
dynamic teaching-leaming practices, collaborative and teamwork in the
classroom and to recognize the roles of the students as equal partners in teaching-
learning process. These strategies might be very useful. According to Stone
(1999) the best classroom practices are: sharing teaching philosophies;
succeeding with reading and writing instruction; subjectwise instructional
knowledge; threading technology through t1e curriculum; opening school's door
to parental involvement; integrating inclusion i the classroom; celebrating art
and music; creative scheduling; experiencing education abroad; sharing more key
elementary issues and perspectives of education and pedagogy.

Pedagogy also has to help teacheis in performing teaching-learmning practices
more efficiently and effectively. For this, there are five main tasks to be initiated.
Firstly, help students make the transition. Secondly, direct students' attention to
the immediate situation for leaming in the classroom. Thirdly, spark intellectual
“curiosity to challenge students. Fourthly, encourage the students' active
involvement in learning. Lastly, build a sense of community in the classroom.
These indicate that directing students' attention, challenging students, providing
support, encouraging for active learning, building a leaming community are some
of the strategies essential for making pedagogy better and effective.

Active leaming also demands some sort of initiatives. Dialogue with self,
dialogue with others, experiences such as: observing and doing, thinking about
ones' own thinking, thinking about students i.e., what they are leaming, how they
are leaming, how they are feeling, how they are developing, how they are
initiating a dynamic and active form of dialogue, etc could help to make leaming
more active. Then only we could say that pedagogy used by such teachers is
product.

The above in-depth discussion helps in generating some knowledge. Firstly,
pedagogy includes classroom activity, teachers' role, students' role, instructional
emphasis, and concept of knowledge, classroom management techniques,
teaching techniques, classroom research, instructional planning and students'
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assessment, which are directly responsible in making classroom teaching more
active, dynamic and live. Secondly, pedagogy is construction rather than
instruction. Thus, teachers have to play various roles. Thirdly, pedagogy is
leaming rather than teaching. Fourthly, classroom leaming is for quality and
quality of understanding not only for quantity. Fifthly, teachers have to have
professional intelligence, personal intelligence, and managerial intelligence.
Finally, the traditional knowledge of teaching and leaming has to shift to the
postmodern, which includes leamed centred classroom activity, collaborating role
of teachers and students, focus on inquiry and inventions, use of various teaching
methods, etc.

Teaching Methods/Techniques
Pedagogy contains various teaching methods/techniques that teachers can use
during their due course of time of teaching. The following matrix presents a
glimpse on the common teaching methods/techniques used for teaching leaming

process:
Methods / Characteristics Precaution Useful in
Techniques
Lecture Presents factual material in direct, Clear introduction and Social
logical manner, describes contents, | summary are good, sciences,
students become passive and needs time, strong economics,
teachers become active. One-way content knowledge, and | etc.
communication takes place. should include more
Basically this method is useful for | examples.
large group situation. -
Lecture with Involves audience for discussion Deliver clear Various
discussion after the lecture and they can information, encourage | subjects
question, clarify and challenge participation for
over the content discussion
Panel of Use of experts to present different | Be logical, sequential, Technical
experts opinions with discussion and and collaborative with subjects
clarification. sound knowledge on
given topic
Brainstorming | Exercise for creative thinking for Selection of better issue | All subjects
new ideas, it encourages full encouragement for full
participation, draws group's participation and
knowledge increase creativity
competitiveness.
Class Active participation, heavy Selection of good topic, | More
" discussion discussion and debate, experience encouragement for good | relevant on
sharing participation, creation of | social
friendly environment. sciences
Small group Every individuals' participation, Formation of groups, All subjects
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discussion group work and discussion, active participation,

common consensus development facilitation,
collaboration

Case studies Analytic and problem solving Objective should be Social
skills, exploration of solutions and | clear, selection of sciences
application of new knowledge and | relevant topic, good
skills guidance and support

Role playing Dramatic presentation, Interesting topic, Social
appreciation of others point of possible and relevant sciences,
view, exploration of solutions topic, contextual Nepali,
through the opportunity to practice Health

skills

Formation of group, All subjects
tasks distribution, clear
instruction, facilitation,
presentation of the

report

Group work, observation and
analysis, exploration of new ideas

Project work

The matrix given above indicates that teachers can use variety of
methods/techniques in teaching. Basically, a single method/technique of teaching
may not be sufficient to deliver the curricular intent to the learners. The nature of
contents and the context usually determine the choice of teaching methods, which
are integral parts of the teaching-learning process. Therefore, choice of more than
one methods and techniques might give better response. For this, the teachers and
educationists have to bear in mind that classroom must be interactive, dynamic,
creative and constructive.

Many educationists have argued that teachers have to use different three
approaches to teaching. For example, executive approach (teachers as an
executor, responsible person to bring about change, manager of the classroom,
makes decision within the classroom); the therapist approach (teachers as an
empathetic person, helping students to grow personally, students have some
choices, students feeling, and experiences are recognized) and liberationist
approach (teachers as liberator, emphasis on students, help them to be authentic,
seek the students' effective acquisition of specific knowledge and skills)

(Fenstermacher and Soltis, 1998).

From the discussion on teaching techniques, some concluding ideas can be
developed such as: a) there are various methods and techniques of teaching b) no
a single teaching technique is recommended to deliver the curricular content c)
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teachers have to understand variety of teaching methods and techniques d)
knowledge, thinking and action are necessary for classroom teaching e) teachers
have to understand general pedagogical knowledge, learning environment and
instructional strategies, knowledge of learners and learning, classroom
management, knowledge and knowledge of subject matter f) managing a class,
time on task, moral and intellectual virtues etc. are important while delivering the
curriculum g) teachers have to use teaching technique and methods based on the
content and the context h) students are the major element that any teaching
techniques has to address properly and i) some precautions have to adopt by the
teachers while using teaching methods and techniques.

Teaching Competencies

While teaching, feelings, attitudes, values and perceptions, problem-solving

attitudes and skills, knowledge on subject matter, problem situations, model of
teaching, personal empathy, support system, etc. play significant roles. Both

teachers and students have to understand themselves properly. Different theories

have also suggested on developing professional knowledge and competence. For.
example, Eraut (1994) has described Dreyfus model of skills acquisition. This
model has suggested that 5 levels are essential for skills acquisition. They are:

novice; advanced beginner; competent; proficient; and expert. From this model, it

can be argued that to be an expert is a more complex task and needs high levels of
commitment and efforts and also has to pass through various stages. To use better

pedagogy, to understand children better, to cope the teaching-leaming problems

in a better way, teachers must be professional experts. For this, teacher education

(pre-service and in-service) has to focus its attention towards the development of
teaching experts.

Teachers, one of the major elements of pedagogy, have to manage variety of
things. They have to manage operations (teaching-leaming activities), finance
(resource necessary for teaching and learning), people (children, their problems,
behaviours, needs and interests. etc.), information (about content, process,
technology, students, society, achievements, research and innovation, etc.). These
works become almost impossible if teachers lack thinking like imitativeness,
creativity, critical thinking, skills like planning, leadership, influencing,
interpersonal diagnosis, and the development of self-like self-confidence, self-
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development, self-reflection, self-correction, self-direction etc. and
responsiveness towards the teaching-learning process. These capacities, skills,
and thinking are mostly satisfying the generic competence found by the Boyatzis
and highlighted by Eraut (1994). Boyatzis has mentioned ‘12 competencies of the
managers those differentiated them as superior than general manager. They are:
concern with impact; diagnostic use of concepts; efficiency orientation;
proactivity; conceptualisation, self-confidence; use of oral presentation;
managing group processes; use of socialized power; perceptual objectivity; self-
control; and adaptability.

From the perspective of teaching competence as described above the concluding
remarks can be drawn as teachers must have competency of: a) cultural
understanding b) knowledge c) pedagogy d) behavior e) leadership f)social
g) self and self -development h) managerial 1) financial j) technological
k) problem solving 1) research m) presentation n) critical thinking
0) imagination and creativity p) planning q) diagnosing r) adaptability
s) knowledge management t) knowledge of synthesizing and practicing the
theories. Teaching-learning process is, thus, regarded as a learning process and
all stakeholders have to have an attitude of making the school / classroom as a
learning organization and prepare themselves for learning to learn.

Retlection

Pedagogy is crucial to unpack the curriculum and develop qualified and good

citizens for the nation. For better pedagogical practices, teachers have to have

some key potentialities, which are cited below:

a) The knowledge of pedagogy, content, students, classroom management,
instructional planning, socio-cultural context, management, etc.

b) The abilities such as working productively, leaming effectively,
communicating clearly, working cooperatively, acting responsibly, valuing
self-positively, thinking critically and creatively.

c) The personalities such as trustworthiness, respect, responsibility, fairness,
caring, citizenry etc.

d) Good practices such as encouraging, cooperating, emphasizing,
communicating, supporting, facilitating, collaborating, respecting,
recognizing, valuing, accepting the students towards teaching.
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e) Managing the knowledge such as: integrating, enhancing, complementing,
acknowledging, accommodating, researching, applying, synthesizing,
constructing, reconstructing the knowledge of the students.

If a teacher has the above potentialities, he/she could be treated as a professional
expert. Such teacher can replicate, applicate, interpretate, and associate the
knowledge. Similarly, he/she can create new knowledge, can establish linkage
between theory and practice, can use better pedagogy, can provide continued
follow-up support to the students, and can integrate work and learning.
Moreover, he/she can use highly interactive, dynamic, child-centred teaching
techniques. These all promote and assure the quality of teaching. This is the
ultimate goal of any education system.

Unanswered Issues

This article ultimately helps in exploring several fundamental issues with regard
to teacher development. They are:

Are our teacher education programmes context sensitive, purposeful and
articulated; participative and collaborative; knowledge-based; ongoing and
developmental, analytic and reflective?

These are some of the issues that have still remained unanswered. These issues
are described as the effective elements of teacher education in the western world
(Griffin, 1986 as cited in sprinthal at el (1995). They are:

1. How to encourage retlective teaching?

2. How to make school/classroom as a learning unit?

3. How to develop professional accountability of the teaching profession?

4. How to develop teachers to challenge the work they have carried?

Challenge to the Ministry of Education

How to develop and deliver teacher education to enable the teachers to perform
their professional duties in such a way that no one would raise the above issue is
an ultimate challenge of the Ministry of Education.
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Staff Capacity Building in Institutions under Education Sector:
A Recommended Model

- Shiva K. Sapkota*

Background

Modern era of educational development in Nepal puts more emphasis on the
effectiveness, efficiency, economy and equity that all combining into “quality” in
the service delivery system. Societal demand and clientele pressure for quality
has been constantly giving rise to the matter of prime concerns in education
sector. This situation might arise for the various reasons, among others, increased
competitiveness in the job market, technological advancement, and expanded
access to opportunity for education can be the critical ones. Education
development is led by education sector, which, by institutional set up, embodies
management organizations under direct alignment with Ministry system and
educational institutions under university and school system.

In the past, the quality dimension was bit dominated by the movement of
expansion of educational provisions to make wider coverage of consumption.
However, investment of both time and finance was put in the efforts to develop
functionaries capable of responding to the demand and aspiration for better
service. Institutions were created and continuously developed for the purpose.

Government dispensed considerable amount of resources for institutional
development. This trend has been found to be increasing gradually ever since
early stage of education development. From the very beginning of the journey,
major component of the institutional development would include Staff
Development or Staff Capacity Building (SCB). Ministry of Education and Sports
alone spent millions of dollar in this connection. So is the case with universities
and school sector. Thousands of staff-both management and technical teachers
were provided various forms of capacity building interventions mainly training
from overseas and national institutions. Study visits and observation tour to
several international institutions benefited large number of staff (HRDP, 2002).
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But, seen the result at present, impact of such programs remained negligible, if
not nil in terms of improvement in the job performance. This situation
continuously leads to wrong notion of staff development.

Thus, time has come to review concept and practices of by exploring possible
avenues, which will be able to concretize the impact of staff capacity building
initiatives resulting in better organizational performance to respond to the
emerging zeal for quality service.

Notion of Staff Capacity Building

Personnel management system consists of four fundamental functions: Manpower
Planning, Acquisition, Development and Sanction (2001, Schiavo Campo and
Sundaram). Planning refers to the definition of personnel requirements, jobs, and
pay and benefits. Acquisition is the recruitment and selection of personnel.
Development is the task of orienting, training, motivating and evaluating
employees, staff in this case. Sanction is the establishment and maintenance of
expectations and obligation. As the present article intends to deal with matters
related to the staff capacity building, it directly refers to the explanation about
“development” function.

The concept of staff capacity building is often equated with Human Resource
Development (HRD), which rather conveys vague sense in the context of
individual institution. Simply speaking, HRD signifies every leaming effort made
in the form of any formal, non formal and informal course of knowledge
generation resulted in developed human potentials of an individual throughout the
life time whereas SCB specifically refers to the entire process of development of
staff capacity in the context of organizational life. However, both cases comprise
human resource as a common intent.

SCB process involves set of organized learning activities as well as institutional
systems for enhancing individual potentials and competence and making
utilization of those abilities for enhancing performance and growth both at
individual job and organization ievel. The accurate conceptualization of the
capacity building would be to view it as an integrated process of developing
competencies of individuals as well as organizational systems and environment
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that create sustainable opportunities for them to unitize the competencies for
effectively achieve the organizational goals coincided with individual desire and
expectations (HRDP, 2002).

The concept, therefore, put stress on capacity to perform entailing the necessary
enabling systems and environments rather than just on individual abilities to
perform a given tasks. As an organization is a combination of staff members,
individual development is seen as part of the broader agenda for organization
change and reform. Capacity building focuses on increased ability to use and
maximize utilization of existing resources in an effective, efficient and
sustainable way (Lavergne and Saxby, 2001).

Mukhopadhyaya (2001) emphasizes that the staff in any formal organizations
need to be developed, skilled and re-skilled on continuous basis. This is not only
because knowledge is expanding at tremendous pace, but also because learning
media and styles are continuously changing warranting new skills and
competence.

Theoretical discussion leads to the conclusion that staff capacity building is not
just matter of education and training that develop individual ability to perform. It
is rather a holistic concept of developing capacity through the composite process
making entire institutional context sensitive and favorable for everybody to enjoy
the work by putting high level of effort with full commitment that eventually
develop helps to create knowledge and to develop skills in the staff.

Situation Analysis

The analysis of the capacity building situation is mainly discussed in the context
of management organizations under the Ministry of Education and Sports
(MOES) and educational institutions-schools in particular and university in
general. The analysis is backed up by informal but prolonged study in area of
staff capacity building process, group dynamism, human behavior and power
relations; and their implications on the organizational effectiveness in the
education sector.
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[t is found that capacity building of staff is often taken as an isolated concept. The
staff capacity is usually judged on the basis of formal academic qualification and
number of training courses attended. The capacity and its reflection on the level
of individual performance do not tally with one another and the performance
rarely contributes to the overall development of an organization. Institution
environment, rules and regulations, leadership process, working conditions are
treated to be independent of capacity building process.

Job description, task content and individual a.piration are found poorly linked.
Management organizations especially lack systematic and appropriate job design
for the staff. Matters related to distribution of assignment and deployment of the
staff is generally decided by somebody who is fairly unaware of their strength
and ambition. In the case of educational organization, major job of the educators
remain clear that is teaching but little care is given to job enrichment, job rotation
and to bring about varieties in job content.

It is widely observed that relation among fellow beings and between senior and
junior staff is poorly maintained in the both type of organizations. Seniors always
tends to show supremacy and juniors always show inferiority; there is minimal
possibility of compromise in between. Such difference in the relation has led to
obstruction in the process learning and updating knowledge since seniors never
realize the need for further learning and the juniors never get chances to expose to
the new experience of advance study and training. Practice of mutual support
guidance in work does not take place. Rather, it was noticed in many cases that
the seniors were found living with fear and threat from better performance of
other colleagues.

In the public organizations, everybody is provided with some kind of legal
authority to perform the jobs in a certain way. But general tendency reveals that
seniors especially head of the institution enjoys full power to influence the job
content and working styles of the other staff. Concept empowering staff fellows
with legal authority, sharing of power, and new knowledge, skills and expertise
could not be seen materialized.
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It was traced that the institution heads were generally found themselves almighty
of the total institution; they would consider themselves as final authority by
holding accountability for every success and failure of the institution. The other
staff was seldom recognized as of equal responsibility and accountability for what
would be done for.

Working condition is important part of the institutional performance to be
performed by individuals. Many organizations could not put emphasis on
improving the office facilities equipped by modern technology since they are
habitual with the tradition set up. It was also evident that very few managers and
executives were to understand the fact that working condition would be
instrumental to motivate people; thereby, they could undergo to continuous
learning for professional development through easy access to knowledge and
information resource. Work culture guided by organization values and established
custom is another pivotal element in this context. Culture of silence, less regard
on honesty, high importance of monetary possession create completely
mischievous behavior that eventually leads to suffocated atmosphere in the
organization. No body finds energy in self to put genuine effort into the
performance.

Staff Capacity Building Model

Capacity building, as discussed above, is a composite process of different
dimensions of entire organization. There is nothing invented that can be
something that is panacea to capacity building. Thus, a Model for staff capacity
building recommended in the context of organizations under education sector is
presented in the figure-1. The model can be adopted by any individual institution
without investing additional resources to materialize it. This is the departure point
from traditional expensive model to the most economic but sustainable one; so it
can deserve to be entitled as model for discussion.
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Figure-1: Staff Capacity Building Model

Staff
Capacity
Building

Job Design

Systematically designed job content itself can be first and foremost step to the
capacity building process. Seen the organizational responsibility and key roles of
the majority staff in the education management organizations under MOES, roles
related to training, management/administration and research works are found the
most prominent ones. For instance, 75 District Education Offices, five Regional
Education Directorates, Department of Education, National Centre for
Educational Development, Curriculum Development Centre are observed to be
engaging majority of the programme staff in such roles. Educational institutions,
either schools or university colleges naturally encompass the roles of teaching,
administration and research.

In the given context of organizational roles, there should be carefully designed
triangulation in the job content assigned to every individual staff belonging to the
programmme level. Traditionally, there would be a particular role like teaching to
a group of staff, administration to another group and research to the other area in
an isolated manner. There exists a noticeable lapse in such approach of role
distribution because everybody would find his or herself monotonous to the same
job for a long period of time; as a result it would substantially hinder the staff to
gain perfection in professional personality.
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Therefore, for the purpose of ensuring perfection in staff capacity and making the
job interesting and joyful it is imperative to design the job with triangular
combination that apparently creates motivation and mode continuous learning for
professional advancement in the total carrier development process.

Figure-2: Triangulation in Job Design

Job Design

Research

Work Condition and Culture

Any organization should have rigorous planning to upgrade facilities in terms of
library, equipments, computer technology, and comfortable furniture and other
physical infrastructure. Such provision creates congenial atmosphere for the staff
to work where everybody enjoy working that fosters leaming by doing. The
everyday pleasant experience will compound to increased capacity to perform
better that result in organizational effectiveness.

Work culture generally refers to organizational values, tradition and custom,
which guide the total working styles and process to be adopted by every staff.
The organizational value for excellence, custom of openness, and tradition of
dynamism encourages and uplifts the staff morale. This situation can be created
within and by the organization itself, which will end up with conducive
environment for continuous capacity building initiation.
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Staff Relationship

Better relationship among staff members itself has been found a potent strategy of
staff capacity building in several successful organizations around the globe. In
many cases, the senior staff are observed playing supremacy by considering
themselves as almighty of the institutions. In the meantime, they tend to forget
about others’ emotion and ownership toward the institution. They do not hesitate
to disregard potential capacity of the fellow beings. They are in many cases found
to be guided by so-called legal power that prevents them to understand humane
feeling and sense of brotherhood. Such practice is tangibly prevalent in the public
organizations of Nepal with high contribution to the deterioration of possibilities
of learning and professional development process.

Therefore, it is urgently felt that everybody has to learn respect others, understand
others as Mukhopadhyaya (2002) emphasizes it as the first stage of capacity
building. Mutual cooperation, guidance and preparing to leamn from others,
encouraging high level of committed performance rather than feeling threat from
the better performers and culture of collaboration are the key elements to be to
given due consideration by all organization members since this part of relation
dimension encourage the staff for painstaking capacity building effort.

Empowerment

Empowering the staff with expertise, opportunities for advancement and legal
rights have been widely accepted component of capacity building (Walia, 2003).
Challenging job, enriched responsibilities, access to information resources,
training opportunity, exposure to research and knowledge generation exercises
empower the staff in any organizations: It is already evident in many excellent
organizations that empowerment leads to development of full potentials of the
individuals, which at the end of the day will be able to leave meaningful impact
on the organizational success.

The process of empowering is mainly a in-house exercise where managers and
heads should be wisely active and planned for this.

Accountability

It is assumed that every individual is reservoir of potentials (Malow). Every staff
in any organization seeks responsibility of and accountability for the
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performance. But, the situation in education organizations is quite different where
accountability for the total institutional performance is centralized to the head of
the institution. This angle of thinking has got serious implication staff capacity
building. Once an office is made accountable for his/her contribution to the
organization, he/she remains always updated and renewed in terms of
professional knowledge.

Conclusions

Staff capacity building has obtained top priority in the development agenda of
any institutions under education sector. The capacity building process has been
seen as a potent vehicle to organizational effectiveness by several contemporary
literatures on management science. This is integrated part of the institutional
dynamism.

There are set of problems noticed in the organizations that prevented from
fostering capacity building. Prevailing practice in majority of the organizations
are observed to be minimizing the staff development initiations. In this context, it
has become urgent to notice the deficiency and come forward with systematic
thinking towards potentials of capacity building of staff in the institutions
especially under education sector as the sector as a whole is responsible for
developing human resource for the requirement of the country.

Demand for quality service and pressure for competitive education has
tremendous implication on the institutional capacity development that
importantly incorporate staff capacity building as a key dimension.

Learnt the lessons from the expensive initiatives of the government for capacity
building programme, time has knocked the back of policy makers and executives
to design a feasible, pragmatic and sustainable model for capacity building
adoptable by all institutions by keeping with available resource and legal
framework. Provided the education institutions materialized the notion of
recommended model, there will be undoubtedly enhanced capacity of the staff
ready to put high level of committed effort into the job performance that will
conclude with organizational excellence.
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Inspection and Supervision System in Developing Countries:
Some Issues, Challenges and Expectations to Support the Teacher

- Deepak Sharma*

In March 2005, National Institute of Educational Planning and Administration (NIEPA),
New Delhi had organized seminar on the inspection and supervision system in education,
during the 21" IDEPA training course. In that seminar, 47 participants from 28 different
developing countries, including Nepal, were participated. The main objective of the
seminar was to share the ideas among the participant’ of different countries on the
inspection and supervision and to explore the alternative ways for the improvement. On
the basis of paper presentation and discussion, some common issues, challenges and
suggestions for the further improvement are summarized here. The main aim of this
paper is to share the idea discussed and agreed in the seminar with the readers basically
who are involved to provide the professional support to the teachers through inspection
and supervision. The issues and challenges of the inspection and supervision system of
Nepal is not discussed here by assuming that readers have some perception about there
own field and they can compare their experiences with others.

Context

Improving the quality of schools and the student achievement remains a priority
throughout the world, equally valid in the developing countries also. For a long
time, Inspection and supervision is considered as a key to the improvement of
quality. Therefore, School inspection and supervision system is established, but it
is criticized that the system of school inspection and supervision has not always
been able to play that role, plagued as it is by a lack of resources, an inefficient
structure and an ambiguity about its main functions. But still, it is considered as
the inseparable part of the education system in general and teacher support
system in particular.

The practice shows that supervision focuses on the areas of operation of
Administration, Curriculum, Instruction, Human Relation, Management and
Leadership. It is not easy to determine where instructional supervision ends and
general administration begins. However, supervision includes support, control,
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follow-up, on going training, administrative inspection, evaluation and
' educational advisory. In school supervision, clinical supervision focuses its
attention on classroom teachers and their teaching with a view to providing
feedback for improvement. Accountability is central purpose of supervision and
inspection that is providing assurance to the public that professional
incompetence and malpractices will be detected and corrected.

In many practices around the countries the terms 'school supervision' and
'Inspection’ are used interchangeably. In some countries, supervision refers to
more pedagogical support and inspection refers to administrative supervision, but
in some practices its refer opposite context. In some practices, inspection refers
in-depth evaluation of the school. However, in this sharing paper, both
terminologies are used interchangeably and professional or pedagogical support is
considered while discussing the issues and challenges of the inspection or
supervision.

Challenges and Issues Related to Inspection and Supervision

There are many common issues and challenges in the developing countries which
have been experienced or faced by the school supervisors or inspectors and which
have been widely realized by the educational personnel. Some major issues are
discussed here.

The first issue deserving attention is the workload of the supervisors. One of the
major issues of the current supervision system is that the supervisors are
overloaded with specified as well as unspecified administrative tasks. The
number of supervisors has not kept pace with the number of schools and teachers.
The school-supervisor and teacher-supervisor ratios are high in many developing
countries. As a result there is a work pressure on the educational inspectorate or
supervisors. For example, in Bangladesh, supervisors have in-excess of 25
schools to visit every month, which seems very difficult. Seminar paper indicates
that Burkina Faso, Nigeria, Sri Lanka, Vietnam, Zimbabwe and other countries
are facing the same problem.

Secondly, there is a lack of resources in many developing countries. The lack of
resources has multiple implications. In some country like Zimbabwe vacant post
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also could not be fulfilled due to the lack of financial resources. It also creates
workload for sitting/working supervisors. Many countries have experiences that
the workload of school supervisors becomes more difficult to manage when it is
combined with lack of financial and material resources. Frequent and meaningful
support in school based practice demands more logistic support. There are
inadequate logistics put in place to facilitate the inspection and supervision in
many developing countries like Burkina Faso Cameroon, Nigeria, Syria, Uganda
and so on. Lack of resource is one problem but under use of available resources is
another crucial problem, which exists in some countries. On the one side,
ministry of education is inadequately funded for the inspection and supervision,
and on the other hand waste of human and financial resources is another problem
facing the educational authorities in the domain of inspection and supervision

Thirdly, supervision and inspection requires frequent movement between districts
offices and the cluster or various schools wherever they may be located but there
is a lack of transport facilities. Lack of adequate transport facilities creates
irregular inspection or supervision of school, and on the other side such type of
problems has increased the workload of the supervisors. It is realized that, many
schools in remote locations are hardly visited. This problem is common in
Bangladesh, Cambodia, Gambia, Ghana, Myanmar, Syria and Zimbabwe also.

Fourthly, professional development of the supervisor or inspector is not addressed
properly. There is a lack of sufficient training opportunities to improve the work
performance. In fact, there is shortage of trained manpower. In Burkina Faso,
two years training is necessary to be a supervisor. But in many countries, the
inspectors/supervisors can join their job without training. Some countries the
provision of training is available but that is inadequate to address the requirement
of supervisor. Cambodia, Gambia, Uganda and Zimbabwe and other countries are
facing such type of challenges.

Fifthly, poor communication is considered as the problems in supervisory
functions. Communication is the most essential tool in the supervisory
relationship. Without effective communication, effective feedback is impossible.
Moreover, the complex nature of human behavior demands a tactful approach to
effect understanding instead of punishment and condemnation.
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Bureaucratic bottlenecks are also considered as a challenge for professional
support to the teachers. Supervisor’s reports are hardly utilized in decision-
making. In effect, their efforts are jeopardized or frustrated. The whole exercise
remains a formality rather than a criterion for evaluation and creative support

Insufficient management of supervision system, In appropriate criteria for
selection and recruitment of school supervisor, less opportunities for career
development, low motivation and poor incentives are other some problems
addressed in the seminar paper. In appropriate planning of supervisors and
dissatisfaction of supervisors with their jobs are helping to reduce the quality of
supervision system. Similarly, teacher's attitude is also barrier for their
professional development. Unfriendly attitudes from teachers and unwillingness
of old and experienced teachers to change themselves when younger supervisor
initiates it are also notable.

Suggestion to Improve the Situation of Existing Supervision System

The seminar paper provides country specific strategies and suggestions for the
further improvement. There are some common but significant suggestions for the
administrator of the supervisor as well as expectation from the supervisors to
improve the situation of existing supervision system. The main idea of given
strategies and suggestions are that the tasks of support and administration should
be clearly separated, so that supervisors can have a more pedagogically focused
approach.

Teaching is a complex activities designed to promote the learning. Supervision
support is directly related to the classroom teaching-learning activities. Therefore,
supervisor should have practical knowledge about the complexity of classroom.
But in many practices, supervisors have no teaching experience. As a result, they
are unable to provide pedagogical as well as subject specific support as per the
requirement of teachers in the classroom activities and feed back session. Due to
the lack of proper knowledge of the complex classroom situation they show their
unwillingness to go to class for model teaching or lesson demonstration. This
situation indicates that all supervisors should have at least some years teaching
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experiences. In this context, the seminar paper indicates that Burkina Fasq has
good example and experiences where at least seven-year teaching experience and,
after that, two years training is mandatory to be a supervisor.

Generally, archaic, bureaucratic and rigid system is not able to provide expected
result for teacher support system because it is process-oriented rather than output-
oriented. In such a system most of the supervisors are not able to manage by
objectives. For example, they invest several times only observing the official
attendance records, financial statement and they can not provide to much support
in classroom where exact teaching learning activities take place. Therefore, it has
been argued that supervision should be less bureaucratic to allow teachers more
autonomy. Supervisors should focus more on the daily prob'lems facing teachers
in the classroom. More emphasis should be placed on pedagogy.

Capacity development of the supervisor is also crucial part for the pedagogical
support to teachers. Regular in service and refresher training is necessary for the
capacity development of the school supervisor. Supervisors must be trained to be
competent enough to support the development of a school as well as teacher.
Internal supervision is more important for the development of the school.
Therefore, school heads and senior teachers also should be trained on supervision
or inspection in order to effectively carry out day to day internal supervision in
their respective schools.

In many cases, teachers and head teachers had negative attitudes towards the
supervisors. Supervisor is to support teachers in their daily working situation but
teachers do not realize it. They think that supervisor or inspector is fault-finding
person for punishing them. In this context, it is the duty of supervisors or
inspector to establish friendly relation with the teachers, which creates terror-free
environment while supervising or inspecting. The supervisor has to be a helper
with free from inferiority complex. Attitudes of teachers must be changed in the
positive direction for meaningful goal to achieve quality education. Supervision
should help improve the attitudes and relationships of all members of the school
staff. Attitudinal change to instructional supervision is necessary to develop
technical proficiency
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The role of research cannot be denied in the work of school supervisor. In fact,
supervision should help in interpret in the latest findings of educational research
to materialize them into classroom practice. Some paper indicate that the function
of school supervisors have not been linked with research. As a result,
professionally, supervisors are not well equipped. In this context, it is suggested
that supervision system itself should give proper attention for research and
development.

[t is realized that district or cluster-based supervisors could not provide adequate
support to teachers as well as schools in regular practices. The desired practices
emphases the shift from external to internal supervision in school-based practices
by considering the experiences of district-based or cluster-based supervision
support. Therefore, senior teachers and head teacher need to be involved in the
school-based supervision. It also creates the opportunity of regular self-
assessment of supervisors, which is also vital.

Team supervision is also demanded for the meaningful supervision. The
supervisory team should consist of mature and qualified staff. The supervisory
team should consist of specialists as well as generalists. School supervisor should
be more accountable to local authorities, local community and parents rather than
district or central organization for their functions. The need for school
administrators and supervisory team is to participate in shared decision- making
according to expertise and achieved prestige.

Conclusions
Teachers' role is vital in teaching learning activities. Inspection or supervision is

to provide necessary and adequate professional support to the teachers for their
betterment in daily practices where they translate curriculum into practice.
Quality improvement is the main aim of such type of inspection and supervision.
[t is a tool used to analyze, synthesize instructional techniques in the classroom
involving teachers and head teachers (principals) with the aim of improving the
total teaching and learning process of the children. Once a good rapport between
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teachers and the school inspectors (supervisors) has been established, a good
working climate or work culture will lead to constructive change where teachers
will be encouraged to freely use their initiative and take independent collective
decisions.

In almost all developing countries many issues and problems are common. For
example, there is high workload for supervisors; there is the high ratio of school
supervisors/ inspector and schools as well as teacher. There is the lack of
transport and there are resource constraints for school supervisors or inspectors.
It is believed that, to some extent, there is complex relationship between
supervisor and teachers, Instead of that, ideally all developing countries believe
on more pedagogical aspects of inspection or supervision basically for quality
improvement rather than administration. But experiences shows that still
administrative supervision has dominant roles in many developing countries. Real
shift in practice from administrative to academic or pedagogic domain is essential
in many practices. Therefore role and responsibilities can be redefined as per the
country context but all supervisors must believe that supervision is designed not
to find faults with the performance of teachers but to improve their effectiveness
for the benefit of students.
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Free Schooling in Nepal: A Transient Appraisal

- Yashodhara Pant®

Introduction

Nepalese civilization is often carped to have passed through a lackluster crawl of
not just years but millenniums without any significant literacy-expansion or
educational-rise. The duration encompasses the regimes from Gopals-Abhirs to
Kirats to Lichchavis to Mallas, and to Shahs to a certain extent, as the dynasty
continues to reign the kingdom for more than two centuries now. All through,
education has never been a 'true' state priority. It has more been a 'step' baby than
'own' blood. The consequence is a disappointing 50% plus literacy in this modem
highly educated world. And then, there is lesser enrolment, but greater dropout in
formal schooling. The bottom-line single explanation for this overall situation is
the country engulfed with all sorts of tribulations, viz. diversity, remoteness,
backwardness, unemployment and poverty, in concert.

For population in general, mere survival comes before anything and everything
else. Whereas the Nepalese citizenry by-and-large has never been strong enough
to afford self-financing of education of young children, the state even has been
struggling in vain to salvage the sector. Nevertheless, the academia lately saw
'public finance' as a panacea to boost literacy and to raise the educational level of
masses. Consequently has emerged the policy of 'free education' at least at the
school-level.

Free Education Policy in Retrospect

In the ancient and medieval Nepal, schools were founded and sponsored by the
religious sects, like in some other neighboring countries of the region. These
schools normally charged nothing, but students were often entrusted to perform
some sort of manual labor and participate in the specific communal activities in
order to support the institutions of education.

Although very insignificant in number, schools were state-supported and were
also allowed to charge some tuition-fee during Rana era. During the declining
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phase of the regime, some people in the borderline plains brought-in teachers
from India to run schools for their children. These teachers were generally paid in
kind including food-grains, clothing etc., which they collected every Saturday,
hence the name 'Saturday Schools".

Ranas were opposed to universalizing education, but they had to declare
education as a fundamental right of people owing to growing expectations and
pressure of the population in one of the last ditches to keep-on clinging to power.
In 1952, government constituted an Education Board to expand and supervise the
education opportunities to reach the farthest settlements.

In 1954, the Nepal National Education Planning Commission (NNEPC)
categorized the schools as: Government schools (supported and administered
entirely by the state), Government-aided schools (started independently but
receiving varying amount of financial aid from the state), and Independent
schools (having autonomous administrative and financial functioning). With the
introduction of the National Education System Plan (NESP) in 1971, however,
schools suddenly appeared as nationalized institutions. Provision of scholarships
was made for students of undeveloped areas and backward classes. During the
coronation of King Birendra in 1976, primary education was declared free
throughout the kingdom with the state paying for salary of teachers besides
providing free textbooks to students. Free education facility was extended to
Grade 6 from 1992, Grade 7 from 1994, Grades 8 & 9 from 1995, and Grade 10
from the academic year 1996.

It was in 1981 that crucial amendments were made to the educational statute
paving the way for re-opening of private schools. In the meantime, government
launched the Seti Education for Rural Development Project the same year and the
Primary Education Project later in 1984 with the foreign aid. Several other
initiations and interventions followed subsequently, such as Basic and Primary
Education Project (BPEP-I started in' 1992 with its second phase resuming from
1999, in order to accelerate the educational development.

The re-installation of multi-party democracy in 1990 begot even the educational
policy-review down-to-the-earth. For instance, the Constitution of the Kingdom
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of Nepal, 1990 itself envisages education as a means of attaining equality and
justice, and the Directive Principles contained therein mentions that the state
should make necessary provision to provide free education. As a result, the
country continues with 'free education policy' today. And, for an all-covering
dispensation of the campaign, these programmes too are undertaken selectively in
partnership with the community:

o Scholarship/incentive to girls and Dalit (the lowest caste) children.

e School meal scheme.

« Flexible schooling to facilitate children in difficult circumstances, etc.

Objectives of Free Education Policy
Nepal has been pursuing the policy of free education with the following
objectives:
1.  To increase the access of education, especially to those residing in the
rural and remote areas;
2.  To control dropouts and to retain children in schools;
To enhance the enrolment and completion of schooling in good quality;
4. To increase the rate of literacy and achieve gender equality in education;
and,
5.  Torealize the ambitious goals of Education for All (EFA) by 2015.

(98]

Challenges to Free Education Policy
In spite of all the perceptible fruits, the free education policy pursued by Nepal
has been faced with the following censures and irritations from the cross-section:
1. Free education policy is not administered meticulously and exhaustively.
2.  Free education is enjoyed by those who can afford to pay, but the majority
of needy population is unaware or less aware of it.
3.  As parents do not have to pay for education, they are indifferent about
dropout and its repercussion or implication.
4.  There are scores of procedural formalities and constraints for availing of
the free education facility.
5. Lack of guidance and confidence among the disadvantaged natives has
made them hesitant to approach the authorities for claiming the facilities.
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6. Colonial effect, such as caste-bias, etc. still has roots among the teachers
and peer-group of students, which has been discouraging new enrolment
on one hand and has been letting the dropouts go unchecked on the other.

7.  As the textbooks are distributed free, they are not handled tenderly for re-
use.

8.  Political instability has been responsible for policy inconsistency.

Conclusions

In the light of the scenario sketched above, the following suggestions may prove
to be of catalytic worth to the policy makers and other kinetic stakeholders on the

issue of achieving greater efficiency with regard to the governance of free

education policy at school level in Nepal:

10.

995

Policy formulation has to be honest, coherent, broad-based, and
achievable.

Policy implementation too has to be eamest and well monitored.
Bureaucratic or administrative rationale for policy-dissemination and
target-accomplishment has to be robust but persuasive.

School management and pedagogic community have to be pragmatic and
conciliatory, free from any social bias.

Parents need to be enlightened about education and its importance besides
being informed about the schooling arrangement(s) made and incentive(s)
offered by the state.

The issue of mainstreaming of the marginalized populace, of the religious
and ethnic minorities, of the conflict-displaced subjects, of the erstwhile
bonded-groups and landless-squatters, and of the inhabitants living under
'abject poverty' needs to be addressed judiciously and on priority.

Policy option(s) must give due consideration to the volatile state of
insurgency under which the country has been reeling while chalking-out
the workable strategies for the 'affected belt'.

Levelheaded cost-reduction and downsizing measures must be resorted to.
Private sector should be impressed upon to find ways and means to be
instrumental in subsidizing the educational funding by the state.

Target children need to be kept motivated to continue and complete their
schooling for good.
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Schooling Language and English:
A Reflection Apropos International Undercurrents

- Devkanta Peetamber Joshi *

The Issue

Constitution provides for mother-tongue education at the primary stage. This
provision is honoured more in the breach than in observance. Constitution is not a
neutral document; it has a social purpose, one that is neglected in regard to
mother-tongue primary education, ignorance, dropout, and stagnation. in
education," are the views of Indian educationist, D.P. Pattanayak, expressed in
the context of his country. But, anyone so easily and quickly gets to the
conclusion while going through the above words that they perhaps are
commented about the Nepalese context.

In Nepal, as we know, Nepali is the medium of education in public (community)
schools and English in private (institutional) schools. Whereas Nepali as 'lingua
franca' of people (whose mother-tongue is other than Nepali) has adapted to the
pedagogy or schooling discourse in the country to a large extent, the foreign
language English used as medium of instruction by the amazingly swelling
private sector here has given rise to different legal, cultural, and scholastic
questions.

There indeed is a point to wait-and-watch at this stage as His Majesty's
Government of Nepal (HMG/N) has already identified 12 regional (but called
national) languages of the country for teaching in the primary grades. The
million-dollar question now is whether the implementation will envelope private
sector or not. The private school system, expanding dramatically to the nooks and
corners of the country, has been harping on 'English-medium’ label glued to it,
with virtually no serious test of internal-efficiency or even a valid auditing of
general-performance.

® Principal of a private school in Kathmandu
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Language of Schooling

Empirically, language attitude and language choice are studied from two
perspectives: psycholinguist and sociolinguist. A multilingual individual may
have various subconscious reasons for selecting one linguistic code over another.
The interplay between personal and social elements of language choice ensures
that each community develops its own unique linguistic situation. This 'grass-
root' attitude can be very powerful and can play a great role in determining the
success of schooling language policy.

Secondly, the language of discourse in the classroom informs how learning takes
place through oral and written interaction and how this interaction may be a
significant factor in the leaming accomplishment or academic success. In this
connection, English as a medium and 2s a subject in schools has been one of the
prominent issues intensively researclied by scholars. Consequently, there has
been a growing acceptance of the unanimous finding that the use of home
language even in school pedagogy gives advantage to such students over their
English-medium school counterparts, who speak altogether a different language
at home.

Multiculturalism and Medium of Education

The Indian context

India is a country of diversities like its northern neighbor, Nepal. It is not the
recognition of different languages that has led to fissiparous tendencies in the
country, but the non-recognition of indigenous languages that has kept on stirring
identity-assertion and fuelling discontentment time and again. Although there is
three-language (mother-tongue or regional language, Hindi as the official
language of the state, and English as the world language) formula nationwide,
there is no fixed practice with the medium of instruction. There are schools with
mother tongue instruction, then are in the national (official) language medium,
and also are English medium convents. Nonetheless, majority of students study in
vernacular medium schools run by the central or provincial govemments.

There have been in-depth studies in India on the question whether learning of
more languages is stressful or not from the standpoints of parents, students, and
teachers. The findings reveal that whereas language learning is not traumatic, the
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issue of media of instruction has a great impact on educational achievement. As a
result, a transfer model of bilingual education has been developed in order to
meet the diverse demands of language use and to cope with the management of
mother-tongue use under the language switching code. The model has
successfully /been experimented in the provincial states of Rajasthan, Karnataka,
etc. In the state of Maharashtra, cognitively better students are selected for
English-medium and the left-outs for the mother-tongue medium, by private
schools.

The African context

Africa as a whole of the continent has tremendous diversities in terms of
religion, culture, ethnicity, and languages, similar to Nepal. In the early 19
century, English was introduced into many black communities here by the
Christian missionaries, who codified Xhosa and some other widely used African
languages. English later started to be used as a medium of instruction in the
missionary schools. Resultantly, there appeared influential corps of black
educators, writers, politicians, and the like who were fluent in English. The
elegant writings of John Tengo Jabavu, Gwayi Tyamzashe, Sol Plaatje, John
Knox Bokwe, et.al. are evidence to this.

English has begun to serve as 'lingua franca' in most of the countries of the
African continent. It has also come to be perceived as the language of social
elites. It is seen as the language of aspiration and empowerment for black
Africans. However, a sizeable segment of native population, has constantly
perceived English as an oppressor, with hostility.

With the change of political guard and power equations in 1948, the commonly
spoken aboriginal language, Afrikaans, too has become the openly favoured
language. Despite English being official language, the government work is
carried out in Afrikaans. State resources have also been allocated for the
development of Afrikaans. Some of the African languages are even declared the
official language of the troubled ethnic homelands.

Although English has made inroads into the lives of people in Africa, an earnest
revival of the schooling language policy is 'on'. English no longer continues to be
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the only or single medium of schooling; option of mother-tongue medium in the
early grades of formal schooling has been offered. And, all these have been
welcomed culturally as well as academically. Meanwhile, a case study
undertaken at the Gokana language area of the South-east Nigeria reveals the
language attitude and choice of the stakeholders of education in the Village
Kegbara Dere. Primary education here is imparted through mother-tongue
medium (i.e. Gokana) for the first three years in school and English-medium
thereafter, from the fourth grade onwards. Initial findings have viewed the use of
Gokana language in school discourse as positive both for educational and societal
use.

Language, Parents, and Children

[t is noticed worldwide that as a country moves higher and higher on the
educational ladder, the number of languages being used becomes less. A language
is used in the schooling process either as a subject or as a medium of instruction
or both if the students and their parents exercise the right to education through a
particular language. Seeking and fighting for the cause of a language is different
from practicing or exercising it.

Parents who speak more than one language are generally eager to share their
languages with their children. As they undertake this important task, vital
questions emerge frequently as to how the second language learning affects
reading ability, social skills, and scholastic achievement. Whether or not they
speak more than one language themselves, many wonder how best to help their
children learn more than one language.

Researches suggest that children who learn a second language are more creative
and better at solving complex problems than those who do not. Studies have also
shown that bilinguals outperform similar monolingual peers on both verbal and
non-verbal tests of intelligence, and tend to achieve higher scores in the
standardized tests. Individuals who speak more than one language have the ability
to communicate with more people, read more literature, and benefit more from
travels through the length and the breadth. Knowing a second language also
gives people a competitive advantage at the work place and in the work force.
These are some of the compelling reasons for parents to encourage the
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development of a second (or third) language in their children. And, the choice of
this 'desired language' goes in favour of English in respect of the Nepalese
populace.

Conclusions

English is a foreign language for the non-English world, but its lived significance
has been on sensational rise globally, particularly in education and civil use. It is
seen to be the provider of better life opportunities. It has created a psychological
agenda for 'development’, ‘'modernization’, and 'better achievement'. Resultantly,
there has been an ever-growing craze for English-medium education. People get
education of their choice driven by market forces and not in the letter and spirit as
codified in the constitution, or in the statutes of the state, framed for that purpose.
This is a paradigm shift. So, English that ought to have been an extra language of
study in schools has been on the verge of becoming a language substitute for the
mother-tongue instruction or vernacular medium.

On the other hand, linguistic critics have been arguing for long that early foreign
language education destroys the intellectual balance of learners with their cultural
milieu, neutralizes the multi-dimensionality of kinship terms, curbs creativity and
innovativeness, and distorts identity. Investigations have revealed that the effect
of medium of instruction on different academic subjects is not uniform. English
as a subject is improved by English-medium. In science and other creative
subjects, however, mother-tongue medium outdoes English medium. As a result,
it is fervently advocated that English as a supplement to vernacular education is
strength; as substitute it is debilitation. The state is expected to give a solemn
thought to this if not the private sector academics.
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Effective Primary School Through In-service Training

- Balaram Timilsina®*

Abstract

Effective school always provides quality education to children. Leadership of this
kind of school is professional and visionary. School community relationship is
placed high emphasis in effective school. Therefore, members of school
community such as head teacher, teachers, School Management Committee
(SMC) members and parents are always willing to see the effective school where
students’ achievement is high. In an effective school there is always purposeful
leadership, trained and devoted teachers, enough teaching materials, géod
working environment, team spirit, high participation of local community etc.

A primary school can be made effective through In-Service Teacher Training
(INSET). Although there are other several ways of making a primary school
effective, INSET is prominent one. Some of the components of INSET to be
considered during delivery of the programme are developing professionalism,
visioning of successful school, delivery of effective teaching methods and skills
of preparing local and low-cost teaching-learning materials. When a teacher goes
back to his/her school from INSET s/he has to try to apply knowledge and skill
gained from the training in his/her practical field which would definitely
contribute to make the school effective in terms of management, teaching-
learning activities, student teacher performance and school community
relationship. As a result, student’s achievement will be undoubtedly increased
leading effective school. After completing Along journey without deviation has to
be completed to achieve its goal being an effective school.

Introduction

Primary education is the backbone of the further education. It is the preparation
for lower-secondary and secondary schooling. In this stage, the main aim of
teaching is to develop some basic skills such as literacy, numeracy,
communication and problem solving skills as well as social and personal skills in
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children. The attention is paid to raise the students’ achievement that is perhaps
only possible through effective school.

Since the advent of demoeracy, primary schools have increased rapidly. In
comparison with the number of schools, trained and experienced teachers are less
available although the government is spending a huge amount of money in
primary education. Nor are the necessary teaching materials provided to schools.
In the rural areas to some extent minimum physical facility is also not available.

In this context, this short essay, will first of all attempt to identify meaning of
effectiveness and major characteristics of effective school and it will forward to
find out the ways of making primary schools more effective through INSET.

Effective School and Its Key Characteristics

There is a great debate about the meaning of an effective school. Its definition
may depend on geographical condition of school, its curriculum, background of
children enrolled, economic condition of parents etc. It may be unworthy to
define effective schools in same terms for developing and developed countries.
Although it will be unwise to look for unanimous view about effective school,
there is still some agreement amongst educators and researchers. Morley and
Rassool (1999) say that an effective school adds extra value to its students’
outcome in comparison with other schools serving similar intakes. In fact the
students of an effective school achieve more than general school. Motimore and
his friends (1993) explain that “the effective school produces high achievement in
the three ‘R’s as well as personnel and social development”. Harris, et.al. (1996)
defines effectiveness as being good at achieving the goals of schooling. They
further add that when we talk about school effectiveness our judgment is usually
made on the basis of comparison with other schools. It follows that in relation to
any particular goal such as academic achievement, social behavior, sports.
However, there is still question what kinds of goals an effective school should
have and how we can measure them. In answering this question Hopkins (1990)
highlights the goals of an effective school as below:
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For students, such goals increase in knowledge, basic skills,
social skills, self-concept, and vocational competence. These
vary a great deal from country to country, and indeed school
to school. But there are also societal goals for schools or
distinct social functions of the educational system such as
equity, filling labor market needs, reducing delinquency,
responsible citizenship and many others.

Looking at various writers and educators effective school can simply be defined
that it should give extra knowledge, skill and attitude to its students. While
assessing out put we should not forget the input that is provided to the school.
Therefore, we should define the effective school keeping the input process and
output in the mind.

As we defined above, an effective school in which children achieve higher than
children of other school. Kafle et.al. (2003) say that, there should be supporting
inputs, enabling working condition, conducive school climate, well teaching-
leaming processes, encouraging student achievement and professional leader in
effective school. Several educators and researchers have tried to introduce some
important characteristics of effective school and their nature. Some of essential
features that need to be in an effective school are summarized below.

Professional Leadership with Shared Vision and Goals

Among major factors that influence the teaching-learning situation in classroom
is the leadership of school. The head teacher is the leader of the school who is a
crucial component of an effective school. At the same time management is also
crucial aspect of effective head teacher. It is true that through good organization
and management most teachers find teaching a rewarding and enjoyable career. If
teachers are enjoying with their jobs, it is certain that the learning takes place
better than other institution.

Smith (1992:119) has summarized the management roles of a leader as relating to

other people, relating to the collection and passing the information and relating to
taking decision. As a professional leader one should have peer skills, leadership

R s s




skills, conflict resolution skills, information procession skills, resource collection
and allocation skills and interpersonal skills.

Nobody perhaps can deny that all effective schools are built around a professional
leader who has a clear sense of vision and purpose. Generally vision includes the
aspirations for the present and future pupils in the school, the quality of teaching
and learning, which is attainable, and values which should influence everything,
which happens in the school. Vision is a picture of a better future but not of an
unrealistic future. It will be reference point by which parents, teachers, pupils and
other make sense of change and face chellenges. The most important
characteristics of a leader are unity of purpose, consistency of practice and
collegiality and collaboration. All these evidences show that an effective leader
must have clear vision and attainable goal.

Learning Environment

Teaching and learning seem partly determined by the environment in which the
teacher and pupil work. Classroom management, sanitation, enough desk bench,
conducive learning environment etc., play vital role in making effective school.
For this school management especially head teacher is responsible. Morley and
Rassool (1999) say that successful school is more likely to calm rather than
chaotic places. They also express that physical environment of a school can also
have an effect on both the attitudes and achievement of pupils. Giving emphasis
on classroom environment, climate and culture, Anderson (2004) expresses that
teacher must create classroom that is conducive to both effective teaching and
effective learning. Therefore, it can be said that classroom management, low level
of noise, task-oriented children and sufficient physical facilities make a school
much more effective.

School as Learning Organization

Effective school is a learning organization with teachers and senior managers
continuing to be learners, keeping up to date with their subjects and with
advances in understanding about effective school. An effective school always
gives importance to staff development. It is a process of INSET. Through the
school based INSET teacher can improve the job performance skills that can
extend the experience and personal or general education and can develop the

feverss frer 939




professional knowledge and understanding of individual teacher and whole
school staff. The curriculum and the textbooks will not be the same for a long
time. They should be changed according to changing needs and demands of
community, and changing understanding of education. When the curriculum and
the textbooks are changed the main responsibility lies with the teacher, as they
are the implementers. Therefore, the teachers need to know about the new
curriculum and the textbooks. Thus, this aim can be fulfilled through the school
based staff development programmes and through the INSET. These all kinds of
professional development activities are conducted only in the learning
organization.

Adequate Teaching-learning Materials

In fact, when a learner comes into contact with a particular set of materials or
encounters a particular learning situation s/he will feel thrill and effect on his/her
potential learning. Children can learn faster and more enduringly when
instruction follows a sequence from actual experience and is supported by some
or other symbolic representations. Thus, it must be noted in this connection that
concrete and direct demonstration in the classroom facilitate learning, and this is
true in all the acquisition and productivity. Moreover, it will be also easy for
teacher to teach in the classroom. A result of a study conducted by Motimore and
his friends (1993) support this idea. In their study they found that “both teacher
enthusiasm and the level of interest and challenges in teaching sessions were
associated with greater availability of materials and equipments in the school”.
Good resource, thus, may help to promote positive attitude amongst the teaching
staff. So, an adequate teaching material is one of the characteristics of an
effective school. Supporting this view, Anderson (2004) expresses that teacher
should create attractive and functional classroom which concemns the availability
of thenecessary equipment and materials.

Parental Involvement

It is believed that if parents are involved in school activities such as decision
making, curriculum development, planning procedure etc. the school may be
effective in comparison of those in which parental involvement is neglected.
Motimore and his friends (1993) found in their study of junior school that school
with an open door policy to parents, teachers were less likely in their guideline
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usage. The provision of facilities for parents was related positively to the
involvement of staff in decision-making and with the frequency of progress
meeting for parents. Townsend (1994) has concluded in his study that an effective
school will provide parents with an opportunity to be involved in the
development of school policies and progress. Hada (2005) highlights the
advantages of parental involvement in school saying, “the children find a wider
range of constructive leaming situation and the teacher also gets the opportunity
to develop his/her professional role as a facilitator through parental involvement”

Purposeful Teaching

Teacher of an effective school always has lesson plan, which clearly states the
purpose of that particular lesson. Motimor (1993) has found the positive effect of
making lesson plan and efficient management of classroom task that always
appears in purposeful teaching. Maximum learning time through well-organized
lesson plan makes sure that there is always something of real educational value
for the students to do. Anderson (2004) says that to facilitate meaningful learning
and retention, teacher should clearly explain and develop the content, putting
emphasis on its structure and connections. He also puts emphasis on preparation
of students for leamming by providing an initial structure to clarify intended
outcomes and cue desired learning strategies.

Classroom Organization and Management

Classroom organization and management refers to academic and social
arrangement of students within the classroom. It also covers appropriate
placement of blackboard and teaching materials, sitting arrangement of students
etc. Placing importance on this Anderson (2004) says that one may reasonably
conclude that until teachers are able to properly organize their classrooms and
manage their students, they are unable to focus their attention on teaching-
learning process. It shows that for effective teaching and learning the first step is
to organize and manage classroom and students in effective way.
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Ways of Making Primary School

Effective Through In-Service Teacher Training

There are several ways of making primary school effective in our context. This
short section will try to look at INSET through which primary school can be
made effective. Cheng (1996) and Scheerens (1992) have also emphasized the
staff development programme for an effective school. A staff development
programme is a planned process of development which enhances the quality of
learning by identifying, clarifying and meeting the individual needs of the staff
within the context of the institution as a whole (Hopkins, 1994). Bista(2004) also
says that only professionally and academically trained cadre of head teacher can
drive school reform.

With those teachers who do not know child development and their learning
process and methodologies of teaching, there is always doubt whether they teach
effectively. In our context, majority of primary teacher do not have academic
qualification with the knowledge of child psychology, child development,
teaching methods and assessment etc. Thus, INSET needs to be more accessible
to them. There may be question that how INSET can assist to make a school
effective. Therefore, some ways of making school effective with the help of
INSET is being described.

First of all, after the completion of training the teacher should be able to manage
their class in such a way that children can take part in every activity in the
classroom. This makes the children active and creative. Group work and peer
work may be applied in teaching. As a result the students would not feel bore and
they may learn effectively and thus will achieve what is expected.

Secondly, inadequacy of instructional materials is a major constraint for effective
teaching and learning. This implies that teachers are limited in what they would
wish to do and achieve in their teaching. Consequently the classroom activities
may be less interesting and children may be less motivated. That’s why the
teacher needs to have sufficient knowledge and skill of identifying, collecting,
preparing and using materials that they can find in their locality. This practical
knowledge will be provided in INSET. Therefore, they will be able to construct a
variety of local and low-cost teaching materials, which will contribute to make
the teaching-learning interesting. In this way the school can be made effective.
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Thirdly, training programme will genuinely help the teacher to improve their
practice. Moreover, teacher’s traditional beliefs and concepts should be changed
unconsciously. They would use the techniques and methods the primary textbook
and teachers guide suggested. A key determinant of student achievement is the
quality of teaching. An effective teacher should possess at least thorough
knowledge of the subject matter being taught, an appropriate pedagogical skill
and motivation which is the basic of INSET.

In addition, record-keeping system appears to be out of schooling in primary
school. In the rural areas we cannot find even student register book. Most
teachers seem to be ignorant about record keeping. To change this tradition
teacher and head teacher should be aware of the importance of record since well
record is considered a symbol of an effective school. For this skill they need
training. That’s why through INSET they should be familiar with educational
administration, record keeping, planning etc. which appear the most important for
school development.

Another issue to be considered in primary education is the involvement of parents
and local community in school activities. Most parents do not appear to be
interested to take part in school activities. It seems that they do not care what is
happening in school where their children are studying. It is happening in school
because the head teacher neglects the parental involvement in school activities. [f
this situation is not improved our primary school cannot be effective. In the
INSET head teacher will know the importance on parental involvement and the
way s/he can attract parents and members of local community to school activities.

Finally, head teacher is the most important person in school. Strong and
purposeful professional leadership is one of the key characteristics of an effective
school. When a head teacher receives training s/he can lead school in effective
way. First of all, s/he can make plan such as operational plan and yearly plan
which untrained teacher feel difficult to prepare. Secondly, s/he may involve staff
and parents in decision-making process. If teachers and head teacher work
collaborately, certainly that school will be effective. Thirdly, a trained head may
know about the fund raising process For example: S/he can raise fund from local
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community, local business sector etc. Finally a trained head teacher may work
according to rules and regulations without political pressure.

In this way INSET will one of the major components for an effective school in
our context.

Conclusions

Members of school community such as head teacher, teachers, members of school
management committee and parents are always willing to see high achievement
of students. Mainly students’ achievement depends on the school. This means
school’s teaching-learning environment, head teacher, teachers, physical facility,
teaching materials and curriculum are the key factors that can make difference in
students’ learning and their achievement rate. If most of these things are positive
the school is an effective.

In fact, in an effective school there is always purposeful leadership, trained and
devoted teachers, enough teaching materials, good working environment, team
spirit, high participation of local community etc. The combination of all these
components results into an effective school.

There are several ways of making a primary school more effective. One of them
is INSET. Through INSET head teacher can be professional leader and teachers
can use effective teaching methods and they will be able to prepare local teaching
materials. In this way our primary schools will be effective and our primary
school children will achieve more than before.
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